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Ozet

Hizmet &ncesi Tiirkge dgretmenlerinin Ogretmenlik Uygulamasi 1 dersine iliskin deneyimlerine
verdikleri anlami kesfetmeyi amaglayan bu arastirma nitel yaklagim gergevesinde tasarlanmis bir olgu bilim
arastirmasidir. Bu dogrultuda arastirmada hizmet Oncesi Tirkce Ogretmenlerinin 4. sinifta aldiklari
Ogretmenlik Uygulamasi 1 dersindeki deneyimleri mesleki gelisime katki, sorunlar ve &neriler temalari
etrafinda ele alinmigtir. Arastirmanin katilimcilari Marmara Bdlgesinde yer alan bir devlet Universitesinin
Tirkge egitimi ana bilim dalinda 6grenim géren ve Ogretmenlik Uygulamasi 1 dersini tamamlayan 36 lisans
Ogrencisidir. Arastirmanin katilimcilari, amagli 6rnekleme yontemlerinden maksimum gesitlilik rneklemesi ile
secilmistir. Veri toplama silrecinde arastirmacilar tarafindan gelistirilen yari yapilandiriimig gériisme formu
kullaniimis, veri analizi strecinde ise MAXQDA nitel arastirma yazihmi araciligiyla icerik analizi yapilmistir.
Arastirmanin sonuglari, Ogretmenlik Uygulamasi 1 dersinin katiimcilarin mesleki gelisimlerine katki temasi
altinda 6gretim deneyimi, hedef kitle farkindaligi ve meslek bilinci; derste yasanan sorunlar temasi altinda
uygulama okulu temelli sorunlar, uygulama 6gretmeni temelli sorunlar, tniversite temelli sorunlar ve ders
temelli sorunlar; 6neriler temasi altinda ise uygulama 6gretmenlerine yonelik 6neriler, 6gretim elemanlarina
y6nelik dneriler, dersin yapilandiriimasina iliskin 6neriler ve diger 6neriler seklinde kategorilendirilmistir.

Anahtar Kelimeler: Ogretmenlik uygulamasi, Mesleki gelisim, Tiirkce 6gretmeni aday!

Abstract

This study employs a phenomenological research design within a qualitative framework to explore
how pre-service Turkish teachers evaluate their experiences in the Teaching Practice | course. The research
focuses on three main themes: contributions to professional development, encountered problems and
participant suggestions. The study involved 36 final year undergraduate students enrolled in the Department

1 Bu arastirma, 2209-A Universite Ogrencileri Arastirma Projeleri Destekleme Programi 2023 yili 1. dénem
kapsaminda desteklenen "Tiirkge Ogretmeni Adaylarinin Ogretmenlik Uygulamasi Deneyimlerinin incelenmesi" bashkl
1919B012305244 numarali tamamlanmig projeden Gretilmistir.
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of Turkish Language Education at a state university in the Marmara Region, all of whom had completed the
Teaching Practice | course. Participants were selected using maximum variation sampling, a purposive
sampling method. Data were collected through a semi-structured interview form developed by the
researchers and analyzed using content analysis via MAXQDA qualitative research software. The results of the
study were organized under the categories of a) contributions to professional development—including
teaching experience, awareness of the target group, and professional awareness; problems experienced—
categorized as school-based, teacher-based, university-based, and course-based; and (c) suggestions for
improvement—including recommendations for mentor teachers, university instructors, course structure, and
other general suggestions.

Keywords: Teaching practice, Professional development, Pre-service Turkish teachers

1. Giris

Ogretmenlik meslegi; 6grencilerin 6grenme ihtiyaclarini belirleme ve karsilama, uygun yéntem
ve teknikleri ise kosarak 6gretimi planlama ve gerceklestirme, 6grenmeyi 6lcme ve degerlendirme,
glvenli ve demokratik 6grenme ortamlari sunma, milli ve evrensel degerler cercevesinde insan
yetistirme ve mesleki iliskiler kurma gibi pek ¢ok bilgi ve beceriye sahip olmayi gerektiren énemli bir
sanat olarak toplumdaki islevini sirdirmektedir. Bu meslegin gerektirdigi bilgi ve becerileri tasiyan
nitelikli 6gretmenlerin yetistiriimesinde hizmet 6ncesi egitim siireci bliylk bir 6nem tasimaktadir. Zira
o0gretmenlerin meslegini etkili bir bicimde yapabilmesi icin gereken yeterlilikler, egitimlerinin erken
asamalarindan itibaren kazandiriimaktadir.

Hizmet O6ncesi O6gretmen egitimi, 6gretmen yetistiren lisans programlarinda kuramsal ve
uygulamali dersler vasitasiyla verilmektedir. Bununla birlikte programlarda yer alan dersler icerisinde
hizmet dncesi 6gretmenlerin bilgi ve becerilerini gercek sinif ortamlarinda uygulama olanagi buldugu
Ogretmenlik Uygulamasi 1 ve 2 derslerinin ayri bir yeri vardir. Ulkemizde YOK-Diinya Bankasi Milli
Egitimi Gelistirme Projesi Hizmet Oncesi Ogretmen Egitimi kapsaminda olusturulan Ogretmenlik
Uygulamasi dersleri, hizmet 6ncesi 6gretmenlerin mesleki bilgi ve becerilerini, belirli bir okul ortaminda
sergilemeleri ve gelistirebilmeleri icin tasarlanan bir ders olarak nitelendirilmektedir (YOK, 1998).
Ogretmen adaylar bu dersler sayesinde okullardaki gercek calisma ortamlariyla karsilasmadan énce
profesyonellige erken hazirlik yapma olanagi bulur. Ogretmenleri ve 6grencileri gdzlemler, ayrica lisans
O0grenimi boyunca edindigi bilgi ve becerileri ger¢cek okul ortamlarinda sergileyerek 6gretmenlik
deneyimi kazanir. Ote yandan mesleginin nasil icra edildigini, sorumluluklarini ve ¢alisma kosullarini
gorerek meslege karsi duyussal durumunu degerlendirme olanagi da bulur.

Ogretmenlik Uygulamasi dersleri, dgretmen yetistiren diger programlarda oldugu gibi Tiirkce
dgretmeni yetistiren lisans programlarinda da yer almaktadir. YOK tarafindan cercevesi gizilen Tiirkce
Ogretmenligi Lisans Programi'nin (2018) 7. yariyilinda Ogretmenlik Uygulamasi 1, 8. yariyilinda ise
Ogretmenlik Uygulamasi 2 dersleri bulunmaktadir. Her iki ders de yasal protokoller cercevesinde 6
saati uygulama ve 2 saati teori olmak lizere uygulama okullarinda ve (niversitede es zamanli bir
bicimde yuritilmektedir. Gelecekte Tirkce 6gretmenligi mesleginin sorumlulugunu Ustlenecek
O0gretmen adaylarinin 6gretim programinin amag, hedef ve kazanimlari dogrultusunda derslerini
planlayabilmeleri, derslerini etkin bir bicimde isleyebilmeleri, derse uygun etkinlik ve materyal
hazirlayabilmeleri, sinif ici ve simif disi iliskileri yonetebilmeleri gibi pek cok bilgi ve beceriyi
kazanmalarinda bu derslerin etkili oldugu sdylenebilir. Dolayisiyla iki dénem boyunca sorumlu
akademisyen, uygulama 6gretmeni ve Ogrencilerin is birligi icerisinde yogun bir emek vermelerini
gerektiren bu derslerin niteligi, Tlrkce 6gretmeni yetistirmenin niteligini de dogrudan etkileyebilecek
potansiyele sahiptir. Buradan hareketle okul ve tniversite boyutlari olan bu derslerin uygulamada nasil
ylratuldigu, bu sirecte ne gibi sorunlarin yasandigi, sorunlarin kaynaginin ve olasi ¢6ziim yollarinin
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neler olabilecegi gibi lizerinde diislinmeyi gerektiren pek cok husustan s6z edilebilir. Tim bunlardan
yola c¢ikarak bu arastirma; hem okulda hem de (niversitede staj derslerinin gerektirdigi tim egitim
ortamlarina katilan Tiirkce dgretmeni adaylarinin géziinden Ogretmenlik Uygulamasi derslerine isik
tutmayir amaclamaktadir. Boylece derslerde yasanan sorunlarin, bu derslerin verimliliginin, mesleki
yeterlik kazandirmadaki rolliniin ve burada deginilmeyen pek cok baska hususun agiga cikariimasi
mimkin olabilir.

Ogretmenlik uygulamasi ile ilgili literatiir incelendiginde, dgretmen adaylarinin goériis ve
deneyimlerinin odaga alindig ¢esitli arastirmalara rastlanmaktadir. Bu arastirmalarin bir bélimu belirli
bir 6gretmenlik alanina 6zgli degilken (Aslan ve Saglam, 2018; Degirmencay ve Kasap, 2013; Kolgak vd.,
2023), bir bdlimii ise beden egitimi (Cigek ve ince, 2005), okul &ncesi (Tonga ve Tantekin Erden, 2021),
sinif 6gretmenligi (Glindogdu vd., 2010), Almanca 6gretmenligi (Cetintas ve Geng, 2005), sosyal bilgiler
ogretmenligi (Oguz ve Avcl, 2014) gibi belirli bir 6gretmenlik alanina yonelik olarak yapilmistir. Fakilte-
okul is birligi icerisinde yiratilen 6gretmenlik uygulamasi dersleriyle ilgili arastirmalarin belirli bir
ogretmenlik alanina 6zgl yapilmasi, bu derslerin yiritilmesiyle ilgili daha gercekei ve ayrintih
tespitlerin yapilmasina katki saglayabilir.

Ote yandan literatiirde Ogretmenlik Uygulamasi derslerini Tiirkce egitimi acisindan ele alan bir
dizi arastirmaya rastlanmistir (Kana, 2014; Karagdz vd. 2017; Karabulut, 2022; Kirci, 2022; Kokgii, 2015).
Bu arastirmalarda 6gretmen adaylarinin uygulama 6gretmenleri hakkindaki distinceleri (Kokgi, 2015),
ders plani hazirlama yeterlilikleri (Karagoz vd. 2017), uygulama 6gretmenlerinin gorusleri (Karabulut,
2022), dersin pandemi siirecinde uzaktan egitimle yurutiilmesine iliskin 6grenci gorusleri (Kirci, 2022)
gibi konular ele alinmistir. Bu ¢alismalarin disinda Kana (2014), 6gretmenlik uygulamasi derslerini 2011-
2012 yillarinda topladigi verilerden hareketle Tiirkce 6gretmeni adaylarinin bakis acisiyla ele almistir.
Oysa 2018 yilinda uygulanmaya baslayan lisans programiyla birlikte ge¢cmiste Okul Deneyimi ve
Ogretmenlik Uygulamasi seklinde iki asamada verilen bu ders, giiniimiizde Ogretmenlik Uygulamasi 1
ve 2 seklinde yapilandiriimis ve dersin icerigi de degistirilmistir (YOK, 2018). Bu da konuyla ilgili yeni bir
arastirma yapma ihtiyacini dogurmaktadir. Ayrica benzer bir arastirmanin baska baglamlarda
(Gniversite, 68renci, kiltir vb.) yapiimasinin da mevcut bilimsel bilgi birikimini genisletmeye katki
saglayacagi dustnilmektedir.

Tim bunlardan hareketle arastirmanin amaci, Tiirkge dgretmeni adaylarinin Ogretmenlik
Uygulamasi 1 dersine iliskin deneyimlerini derinlemesine gorismeler yoluyla kesfetmektir. Bu
cercevede asagida arastirma sorularina yanit aranmistir:

1. Katihmcilara gére Ogretmenlik Uygulamasi 1 dersinin mesleki gelisime katkilari nelerdir?

2. Katihmcilarin Ogretmenlik Uygulamasi 1 dersinde karsilastiklari sorunlar nelerdir?

3. Katilimcilarin Ogretmenlik Uygulamasi 1 dersine iliskin énerileri nelerdir?

2. Yontem

2.1. Arastirmanin Deseni

Hizmet &ncesi Tiirkce 6gretmenlerinin Ogretmenlik Uygulamasi 1 dersine iliskin deneyimlerine
verdikleri anlami derinlemesine goériismelerle kesfetmeyi amaglayan bu arastirma nitel yaklasim
cercevesinde tasarlanmis bir olgu bilim arastirmasidir. Olgu bilim, bireylerin deneyimleri yoluyla
gelistirdigi anlam ve algilari irdeleyen bir nitel arastirma desenidir (Ersoy, 2017). Olgu bilim
arastirmalarinda bireylerin yasadiklari belirli deneyimler gériisme veya gdzlem yoluyla incelenmektedir
(Connelly, 2010). Creswell'e (2007) gore olgu bilim arastirmalarinin temel amaci, bir olguyla ilgili
yasanan deneyimleri, daha genel bir diizeyde ifade etmektir. Bu arastirmada, hizmet 6ncesi Turkge
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ogretmenlerinin Ogretmenlik Uygulamasi 1 dersine iliskin deneyimlerini nasil algiladiklarini, bu siirecin
mesleki gelisimlerine olan katkisini, bu siirecte yasadiklari sorunlara yonelik ne gibi inanclara sahip
olduklarini ve deneyimlerinden hareketle ne gibi oneriler gelistirdiklerini derinlemesine anlamaya
calismak icin olgu bilim deseni yeglenmistir.

2.2. Katilimcilar

Nitel arastirmalar genellikle amacgh olarak segilmis kiigliik 6rneklem gruplari Uzerinde
gerceklestirilir (Cresswell, 2017). Arastirmanin katihmcilari, Marmara Boélgesinde yer alan bir devlet
tniversitesinin Tiirkge egitimi ana bilim dalinda égrenim goéren ve Ogretmenlik Uygulamasi 1 dersini
tamamlayan 36 lisans 6grencisidir. Bu ogrencilerin 18'i kadin, 18'i erkektir. Arastirmada bu sayinin
belirlenme nedeni, yeterli veri doygunluguna ulasabilmektir. Bunun igin de heterojen bir katilimci
grubuyla calisilmis, katilimcilarin belirlenmesinde amacli 6rnekleme yontemlerinden maksimum
cesitlilik 6rneklemesi kullanilmistir. Bu 6rnekleme yontemi, arastirma problemine taraf olabilecek
bireylerin cesitliligini azami derecede yansitma amaci glitmektedir (Patton, 1987). Bu cercevede
katilimcilar, farkli uygulama okullarinda gérevlendirilme ve birbirinden farkli 6gretmenlerle ¢alisma
kosullarini saglama durumuna gore belirlenmistir. Arastirma yapilan kurumda Ogretmenlik Uygulamasi
1 dersi kapsaminda cesitli uygulama okullarina gérevlendirilen 6 farkli uygulama grubu mevcuttur. Bu
gruplarin her birinde on ikiser 6grenci yer almaktadir. Ayrica ayni okula giden her grup kendi icerisinde
altisar Kkisilik alt gruplara bolinerek farkli uygulama 6gretmenleriyle calismaktadir. Bu cercevede
arastirmaya katilan 36 6grenci, 1'i imam hatip ortaokulu olmak Gzere 6 farkl okuldan esit sayida
secilmistir. Ayrica her bir okulda birbirinden farkli uygulama 6gretmenleriyle calisan ikiser grup yer
aldigindan katilimcilarin her alt gruptan (ger kisi seklinde belirlenmesine dikkat edilmistir. Boylelikle
uygulama okullarinin ve égretmenlerinin cesitliligi azami 6lgiide g6z dniine alinmistir. Ote yandan
arastirmanin yalnizca bir Gniversite ve bu kurumla esglidim icerisinde calisan uygulama okullarinda
gerceklestirilmesinin nedeni ise sinirh bir baglamdan derinlemesine bilgi elde edebilmektir. Bunun
yaninda izin slreci, zaman ve ekonomik etmenler de bu tercihin diger nedenleridir.

2.3. Veri Toplama Araglari

Arastirmanin verileri, arastirmacilar tarafindan gelistirilen yari yapilandiriimis gériisme formu
ile toplanmistir. SOz edilen veri toplama aracina iliskin bilgiler asagida ayrintili olarak sunulmustur.

2.3.1. Yar Yapilandirilmis Gériisme Formu

Olgu bilim arastirmalarinda baslica veri toplama araci gérismedir (Yildirm & Simsek, 2013, s.
80). Tirkce 6gretmeni adaylarinin Ogretmenlik Uygulamasi 1 dersinde yasadiklari deneyimlere
odaklanan bu olgu bilim arastirmasinin verileri, gériisme teknigiyle elde edilmistir. Seidman'a (2006)
gore gorisme teknigi, insanlarin deneyimlerine yikledikleri anlamlari kesfetmek icin kullanilabilecek
en uygun veri toplama yontemidir. Bu arastirmada da 6gretmen adaylarinin sozii edilen derse iliskin
deneyim, algi ve inanglarini kesfetmek amaciyla yari yapilandiriimis gorisme formu kullaniimistir.
Cepni'ye (2014) gore, yari yapilandiriimis gorismelerde sorular goriisme 6ncesinde hazirlanmakta,
gorlisme aninda sorularin sirasi degistirilebilmekte ve gerekirse sorular katilimcilara ayrintili olarak
actklanabilmektedir. Cesitli avantajlarindan 6tiiri veri toplama siirecinde katilimcilarin diistincelerini
aciga cikarmada olumlu etkilere sahip olabilme potansiyeli tasidigindan bu arastirmada yari
yaptlandiriimis gériisme tercih edilmistir.
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Yari yapilandiriimis gériisme formu, arastirmacilar tarafindan gelistirilmistir. Bunun baslica
nedeni benzer arastirmalarda kullanilan formlarin bu arastirmada yanit aranan arastirma sorularini
kapsam gecerligi bakimindan yeterince kapsamamasidir. Ayrica nitel arastirmalarin genellikle belirli ve
sinirh baglamlara odaklanmasi da bunun bir diger gerekgesidir. Bununla birlikte gortisme formu
gelistirilirken benzer veri toplama araglarindan da yararlanilmistir. Arastirmacilar, formun gelistirilme
surecinde 6ncelikle bir taslak gértisme formu hazirlamistir. Daha sonra bu form hem kapsam gegerligi
hem de dil-anlatim bakimindan denetlenmesi icin 3 alan uzmanina génderilmis ve bu uzmanlarin
donutlerine gbre yeniden sekillendirilmistir. Bu siirecin sonunda ilgili gériisme formu kullanilarak bir
hizmet Oncesi Tirkce Ogretmeniyle gorlisme yapilarak pilot uygulama gerceklestirilmistir. Tim
asamalardan sonra taslak forma son bicimi verilerek veri toplamaya hazir hale getirilmistir. Gériisme
formunda arastirma sorulari ¢ergevesinde katilimcilarin mesleki gelisimlerini, yasadiklari sorunlari ve
onerilerini ayrintili bir bicimde agiga ¢ikarmak igin 22 agik uglu soru yer almistir.

2.4. Veri Toplama Siireci

Arastirmanin verileri, 2023-2024 egitim-6gretim yilinda Ogretmenlik Uygulamasi 1 dersinin
tamamlanmasinin ardindan toplanmistir. Veri toplama siirecinde arastirmaya katilmayi géndlli kabul
eden 36 katilimci ile uygun bir ortamda yUz ylze ve bire bir gérismeler yapilmistir. Randevu sistemiyle
yapilan gorismeler her giin 2 ya da 3 katilimciyla gergeklestirilmistir. Gérismeler yaklasik 15 glinde
tamamlanmistir. Arastirmacilarin tamaminin birlikte gorev aldigi bu gériismeler ortalama 15-20 dakika
sirmdistdr. Yapilan gérismeler bir ses kaydedici yardimiyla kayit altina alinmistir.

2.5. Verilerin Analizi

Olgu bilim arastirmalarinda veri analizi, yasantilari ve anlamlari ortaya ¢ikarmaya yoneliktir.
(Yildinm & Simsek, 2013, s. 80). Starks ve Trinidad (2007) bu arastirma tiirlinde veri ¢ézimlemesini,
deneyimleri betimlemeye ve aciklamaya yonelik bir sire¢ olarak ifade etmistir. Bu dogrultuda
arastirmanin veri analizinde, katilimcilarin 6gretmenlik uygulamasina iliskin deneyimlerini ortaya
koymak amaciyla icerik analizi yontemi ise kosulmustur. Yildirrm ve Simsek'e (2013) gore, icerik
analizinde toplanan veriler yakindan incelenerek bu verileri agiklayan kavram ve temalara ulasilir.
Baska bir ifadeyle verilerin meydana getirdigi metin kiimelerindeki belirli sdzciik ya da kavramlarin var
olma durumu belirlenir (Biiyiikdztiirk vd., 2014). Ote yandan igerik analizi semsiye bir kavram olarak
degerlendirilebilir. Bu arastirmanin igerik analizinde tiimevarimsal analiz kullaniimistir. Saldafia &
Omasta'ya (2017) gére timevarimsal analiz; verileri okuyup kodlari, kategorileri, 6riintileri ve temalari
ortaya ciktikca tanimlamaktir. Bu analiz tirinde kodlar ve kategoriler 6nceden belirlenmez, aksine
veriler okunurken tanimlanir ve adlandirilir. Arastirma verilerinin kodlanmasi asamasinda ise
timevarimsal analizde siklikla ise kosulan agik kodlama stratejisi kullanilmistir. Agik kodlama,
arastirmacilarin verilerdeki temel kavramlari ve oriintiileri tanimladigi ve adlandirdigi bir slrectir
(Glaser & Strauss, 1967). Tablo 1'de arastirmanin kod ve kategori 6riintlisiiniin nasil yapilandirildigini
yansitan bir 6rnege yer verilmistir.
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Tablo 1. Kodlama Ornegi

Veri (icerik) Kod Kategori

K13, K17 Olgme ve degerlendirme

K1, K6 ... > Sinif ve zaman yénetimi  ——» Ogretim Deneyimi
K13, K16 ... Plan yapmayi 6grenme

K3 Velilerle etkilesim kurma

K19, K21 N Meslektas iliskileri kurma =~ ——p Meslek Bilinci

K2, K9, K26 Mesleki sorumluluklari 6grenme

Yukaridaki ornekte gorildiigt Gzere Tirkge Ogretmeni adaylariyla yapilan gorismelerden
olusan veri kiimesi icerisinden acik kodlama stratejisi kullanilarak kod ve kategorilere ulasiimistir. Bu
surecte ses kaydi verileri MAXQDA 24 adli nitel analiz yazilmina aktarilmis ve arastirmacilar tarafindan
defalarca dinlenmistir. Arastirmacilar verilere asina olduktan sonra analiz siireci baslatiimis ve verilerde
yer alan igeriklerden hareketle kodlama yapmistir. Ayrica analiz sonucunda veri doygunluguna
ulasiimis, bu nedenle galisma grubunu daha fazla genisletmeye gerek duyulmamistir.

2.6. Gegerlik, Giivenirlik ve Etik

Nitel arastirmalarda gecerlik ve givenirlik kavramlari yerine inandiricihk ve aktarilabilirlik
kavramlari yeglenmektedir. Bu cercevede arastirmanin inandiriciligini saglamak icin ¢esitli stratejiler
ise kosulmustur. Oncelikle veri analizi siirecinde tiim arastirmacilar is birligi icinde calisarak veri seti
icerisinden tespit edilen kodlara iliskin sire¢ boyunca tartismis ve analizi uzun bir slrece yayarak
tamamlamistir. Bu asamanin ardindan dis denetimin saglanmasi igin nitel arastirma konusunda
deneyimli bir alan uzmanindan verileri okuyup yapilan kodlamalari elestirel bir bakis acisiyla irdelemesi
istenmistir. Uzman incelemesinin ardindan tartismali kodlamalar tekrar gézden gecirilerek analize son
hali verilmistir. Yine arastirmanin inandiriciigina yonelik olarak veri analizi sonunda elde edilen
bulgular sunulurken herhangi bir yorum katilmaksizin katiimcilardan dogru alintilar yapiimistir. Ayrica
gorlismelerin ses kayit cihazi ile kayit altina alinmasi ve bu ses kayitlarinin analizinde MAXQDA 24 adli
dijital nitel veri analizi yaziliminin tercih edilmesi de inandiriciliga yonelik alinan diger 6nlemlerdir. Son
olarak arastirma sonuclarinin farklh baglamlara aktarilabilmesi icin arastirmanin veri toplama ve analiz
sureci, arastirma ortami ve katilimcilarin 6zellikleri ayrintili bir bigimde betimlenmistir.

Arastirmanin tim sireglerinde Yiksekdgretim Kurumlari Bilimsel Calisma ve Yayin Etigi
Yonergesi'nde belirtilen etik kurallara titizlikle uyulmustur. Bu kapsamda katimcilarin gondlltlik
esasina gore calisma grubuna dahil olmalari saglanmistir. Ayrica veri toplama silirecinde katilimcilara;
kimliklerinin gizli tutulacag, adlarinin arastirma igerisinde K1, K2 vb. kodlamalarla ifade edilecegi, ses
kayitlarinin UGglncl kisilerle paylasilmayacagi, veri toplama sirecinde gecen kisisel diyaloglarin
arastirmaya yansitilmayacagl ve arastirmadan dolayl herhangi bir zarara ugramayacaklari agik bir
bicimde belirtilmistir. Ayrica arastirma dncesinde Bursa Uludag Universitesi Sosyal ve Beseri Bilimler
Arastirma ve Yayin Etik Kurulu’nun 27.10.2023 tarihli, 2023-09 sayili oturumunda alinan 20 numarali
karari ile etik kurul onayi alinmistir.
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3. Bulgular

Arastirma sorularinin analiz edilmesi sonucunda elde edilen bulgular asagida sirasiyla
sunulmustur.
3.1. Ogretmenlik Uygulamasi Dersinin Katilimcilarin Mesleki Gelisimine Katkilari

Bu boéliimde arastirmanin birinci sorusu olan "Katilimcilar Ogretmenlik Uygulamasi 1 dersini
mesleki gelisimleri agisindan nasil algilamaktadir?" sorusuna yonelik olarak yapilan icerik analizinin
bulgulari yer almaktadir.

Tablo 2. Birinci Arastirma Sorusuna lliskin icerik Analizi

Kategori Kod Katilimci No

Plan yapmayi 6grenme (f=6) K6, K13, K16, K19, K22, K23

Nitelikli etkinlik ve materyal hazirlamayi 6grenme (f=10) K1, K11, K12, K13, K20, K21, K27, K28, K32, K34

Ders anlatma tecrlibesi kazanma (f=16) K1, K5, K6, K10, K13, K15, K16, K18, K19 K22,
. K23, K24, K25, K26, K31, K32
Ogretim  ,nf ve zaman yénetimi (f=15) K1, K6, K8, K9, K10, K12, K17, K20, K22 K24,
Deneyimi K26, K28, K31, K34, K36

Alan bilgisini 6zimseme (f=7) K1, K4, K10, K17, K18, K19, K28

Teknoloji kullanma deneyimi (f= 2) K1, K3

Olgme ve degerlendirme (f=2) K13, K17

Ogrencileri tanima (f=25) K1, K2, K5, K6, K7, K8, K9, K10, K12, K14 K186,

K17, K18, K20, K21, K22, K23, K25 K27, K29,
K31, K32, K34, K35, K36

Hedef Kitle  Farkli sinif iklimlerini tanima (f=19) K1, K2, K4, K5, K11, K12, K14, K15, K18 K23,
Farkindaligi K25, K26, K28, K29, K31, K32, K34, K35, K36
Kapsayici egitim farkindalig (f=11) K1, K2, K5, K8, K11, K15, K16, K17, K18, K20,
K30
Okul ortamini tanima (f=2) K23, K27
Velilerle etkilesim kurma (f=1) K3
Mesleki sorumluluklari 6grenme (f=3) K2, K9, K26
Meslek Meslektas iliskileri kurma (f=3) K3, K19, K21
Bilinci Meslege olumlu tutum gelistirme (f=12) K1, K9, K10, K13, K15, K19, K23, K25, K32 K33,
K34, K35
Kendini degerlendirme firsati (f=25) K1, K2, K3, K4, K5, K6, K7, K8, K9, K11 K12, K13,

K14, K15, K17, K19, K21, K24 , K25, K28, K30,
K31, K32, K33, K36

Tablo 2'de gorildiigii tGzere Ogretmenlik Uygulamasi 1 dersinin katilimcilarin mesleki
gelisimine katkilari 1) Ogretim deneyimi, 2) Hedef kitle farkindaligi ve 3) Meslek bilinci olmak tizere 3
kategori altinda incelenmistir.

3.1.1. Ogretim Deneyimi

Katihmcilar, Ogretmenlik Uygulamasi 1 dersinin 6gretim deneyimi kazandirma bakimindan
kendilerine katki sagladigini disiinmektedir. Katiimcilarin bu baglamda ifade ettigi gérisler arasinda
en dikkat cekeni ders anlatma tecriibesidir. Pek cok katilimci Ogretmenlik Uygulamasi 1 dersinin
kendilerine ders anlatma ve sinif ydnetimi tecriibesi kazandirdigini ifade etmistir. Ornegin K5 "Ders
anlatimimiza katki sagladi. Universitede hep teorik olarak gidiyoruz. Uygulama agisindan katki saglad:."
ifadeleriyle aldigi dersin ders anlatma tecriibesine, K6 ise "Bana en ¢ok faydasi 6grencilerle iletisim ve
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etkilesim konusunda oldu." seklindeki s6zleriyle sinif yonetimine katkilari oldugunu dile getirmistir.
Katilmcilar ayrica bu dersin nitelikli etkinlik ve materyal hazirlamayi 6grenmelerine katki sagladigini da
belirtmistir. Ornegin K21'in "Metin islerken bile mesela siradan okutmak yerine dijital oyunlarla
destekledim. Olabildigince cesitlendirmeye ve eglenceli hale getirmeye calistim. Ogretmen tarafindan
da iyi geri donitler saglandi. Eksik oldugum noktalarda yardimci oldu." sozleri, bu durumu ortaya
koymaktadir. Katilimcilar tim bunlarin disinda dersin; plan yapmayi 6grenme, alan bilgisini 6zimseme,
teknoloji kullanma deneyimi, 6lgme ve degerlendirme bakimindan da mesleki gelisimlerine katki
sagladigini ifade etmistir.

3.1.2. Hedef Kitle Farkindaligi

Katihmcilar, Ogretmenlik Uygulamasi 1 dersini sosyal ve kiiltiirel farkindalik kazanma
bakimindan da yararh bulmaktadir. Katilimcilarin 6nemli bir bélim, bu dersin 6gretmen olduklarinda
hitap edecekleri hedef kitleyi/6grencileri tanima, onlarin 6zelliklerini ve davranis bicimlerini 6grenme
bakimindan oldukga yararl oldugunu diisiinmektedir. K35'in "Ogrencilerin gérmemiz, onlari tanimamiz
bize katki sagladi." ve K23'in "Ogrencileri tanima, onlarla iletisimde bulunabilmek agisindan katki
sagladigini distiniiyorum." seklindeki ifadeleri bu durumu ortaya koymaktadir. Ayrica katiimcilarin
sikhkla vurguladigi bir baska distince de farkh sinif iklimlerini tanimadir. Katiimcilar ders sayesinde
farkh sosyal ve kiiltirel gecmise sahip 6grenci gruplarina iliskin farkindalik gelistirdiklerini ifade
etmistir. Ornegin K18 "Staj okulum ailesi dagilmis 6grencilerin, psikolojisi normal olmayan 6grencilerin
ve farkl kiltirlerden gelen 6grencilerin bulundugu bir yer. Ogrenciye bir sey aktarmak istiyoruz,
aktaramiyoruz. Kaltir farkhhg var. Aileler farkli. Ne gibi sartlarda calisabilecegimi, farkli sinif iklimlerini
béylece gordik." sdzleriyle bu durumu dile getirmistir. Ote yandan katiimcilar arasinda Ogretmenlik
Uygulamasi 1 dersinin yabanci 6grenciler, 6grenme glcligl olan oOgrenciler gibi cesitli 6grenci
gruplarini kapsayici egitime nasil dahil edebileceklerine iliskin deneyim ve farkindalik kazandirdigini
disiinenler de vardir. Ornegin K15'in "Hem kaynastirma 6grencileri hem gérme engelli 6grencilerim
vardi. Onlarla etkinlik yaptik. Bildigim kadariyla bu egitimler yénetmelikte yok. Danisma 6gretmenimiz
Gzerimizde ¢ok durdu, cok yardimci olmaya calisti." seklindeki ifadeleri bu deneyimi vurgulamaktadir.

3.1.3. Meslek Bilinci

Katiimcilar, Ogretmenlik Uygulamasi 1 dersinin meslek bilinci kazandirma bakimindan da
cesitli yararlari oldugu kanaatindedir. Bu kategori igerisinde katihmcilar en g¢ok kendilerini
degerlendirme olanagi bulmalarini vurgulamistir. Katilimcilar kendi kisisel degerlendirmeleri, akran
degerlendirme faaliyetleri ve uygulama 06gretmenlerinin etkin degerlendirmeleri sayesinde
mesleklerine daha fazla asina olduklarini ve mesleklerini daha iyi tanidiklarini ifade etmistir. K17'nin
"Staj 6gretmenimiz bir A4 kagidina sinifin krokisini giziyordu. Sinif icindeki hareketlerimiz, hangi
ogrencilere ne kadar s6z hakki verdigimiz vs. Hocamiz agzimizdan ¢ikan her kelimeyi not aliyordu. Sonra
bize bunlari anlatiyordu. Baya katkisi oldu bence." sozleri buna bir 6rnektir. Ayrica katihmcilar
Ogretmenlik Uygulamasi 1 dersinin mesleklerine karsi olumlu tutum gelistirmede ve 6z giiven
kazanmalarinda etkili oldugunu da sik¢a dile getirmistir. K1'in "Bende ¢ok sey degisti. Ben akademiden
ilerlemek istiyordum her zaman. Ama 6gretmenlik uygulamasinda g¢ocuklarla iletisime gegtigimizde,
o0gretmenlik ortamini tattigimizda fikrim degisti aslinda. Su anda 6gretmen olmayi daha ¢ok istiyorum
diyebilirim." s6zleri bu durumu géstermektedir. Bunlarin disinda okul ortamini tanima, okuldaki diger
o0gretmenler ve 6grenci velileriyle etkilesim kurma ve mesleki sorumluluklari 6grenme de katilimcilarin
dile getirdigi diger diistincelerdir.
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3.2. Katihmcilarin Ogretmenlik Uygulamasi Dersinde Karsilastiklar Sorunlar

Bu béliimde arastirmanin ikinci sorusu olan "Katilimcilarin Ogretmenlik Uygulamasi 1 dersinde
karsilastiklari sorunlar nelerdir?" sorusuna yonelik olarak yapilan igerik analizinin bulgulari yer

almaktadir.

Tablo 3. ikinci Arastirma Sorusuna lliskin icerik Analizi

Kategori

Kod

Katilimci No

Uygulama Okulu
Temelli Sorunlar

Uygulama 6grencisine deger verilmemesi (f=11)
Okulun olanaklarinin yetersizligi (f=8)
Ulasim sorunlari (f=5)

K1, K3, K5, K6, K7, K15, K16, K24, K27, K31, K32
K5, K8, K11, K12, K22, K28, K31, K32
K5, K18, K22, K25, K29

Yeterli / nitelikli dénit vermeme (f= 16)

K1, K5, K6, K8, K11, K13, K16, K18, K19, K20,

K24, K26, K27, K29, K32, K36

Yeterli ders anlatimi yaptirmama (f=12) K2, K5, K7, K13, K14, K17, K21, K24, K26, K33,

K35, K36
Sorumluluk disi gérevlendirmeler (f=3) K5, K12, K20
Uygulama ... .
- Geleneksel egitim anlayisini benimseme (f=25) K1, K2, K4, K5, K6, K7, K8, K9, K11, K12, K14,
Ogretmeni

K16, K18, K19, K20, K24, K25, K26, K27, K28,
K30, K33, K34, K35, K36
K2, K9, K24, K25, K26, K27, K29, K35

Temelli Sorunlar
ilgisiz davranma (f=8)
Kati / esnek olmayan tutum (f=2) K4, K24

Sinava hazirlik odakli ders isleme (f=2) K21, K32

Lisans egitimi ile meslegin uyumsuzlugu (f=25) K1, K2, K3, K4, K5, K6, K8, K9, K11, K12, K13,
K14, K15, K17, K18, K19, K20, K22, K23, K24,
K27, K30, K31, K33, K36

K5, K6, K8, K10, K11, K12, K13, K14, K18, K20,
K21, K25, K27, K30, K31, K32, K34, K35

K1, K3, K4, K5, K8, K9, K11, K12, K13, K14, K19,
K20, K21, K23, K25, K26, K27, K29, K30, K31,
K33, K34, K35

K1, K2, K3, K4, K6, K9, K10, K12, K14, K15, K18,
K19, K20, K21, K22, K23, K24, K25, K29, K30,
K31, K32, K35

K1, K3, K4, K5, K7, K10, K11, K13, K21, K23, K24,
K27, K28, K29, K30, K36

Teorik derslerin ihmal edilmesi (f=18)

Universite Uygulama 6gretim elemaninin sorumsuzlugu (f=23)

Temelli Sorunlar

Ders hakkinda bilgilendirme eksikligi (f=23)

Ders sliresinin yetersizligi (f=16)

Ders Temelli Okul gesitliligi olmamasi (f=4) K3, K8, K13, K27
Sorunlar Ders iceriginin zengin olmamasi (f=1) K14
Kapsayici egitim firsati sunulmamasi (f=13) K1, K3, K4, K10, K12, K13, K14, K18, K21, K27,
K28, K31, K36

Tablo 3'te goriildugi lzere katiimcilarin Tirkge Ogretmenligi Lisans Programi'nda yer alan
Ogretmenlik Uygulamasi 1 dersinde yasadiklari sorunlar 1) Uygulama okulu temelli sorunlar, 2)
Uygulama 6gretmeni temelli sorunlar, 3) Universite temelli sorunlar ve 4) Ders temelli sorunlar olmak
lzere 4 kategori altinda incelenmistir.

3.2.1. Uygulama Okulu Temelli Sorunlar

Katihmcilarla yapilan goriismelerden elde edilen bilgiler dogrultusunda Ogretmenlik
Uygulamasi 1 dersinde yasanan sorunlardan ilki okul temelli sorunlar olarak kategorilestirilmistir. Bu
kapsamda katilimcilarin en ¢ok vurguladigl sorunlarin basinda okul ortaminda kendilerine deger
verilmemesi gelmektedir. Ornegin K1'in "Okullardaki &gretmenler bize kendi meslektaslari gibi
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davranmadilar. En blyuk sorun buydu. 3-4 ay sonra biz de onlar gibi 6gretmeniz yani.. Hep stajyermisiz
gibi davranildi. Mesela 6rnek vereyim. Biz 6gretmenlere saglanan ortamlarda bulunamiyorduk. Bunun
icin azar isittik diyebilirim." seklindeki ifadeleri yasanan bu sorunu gozler 6niine sermektedir. Benzer
sekilde K7'nin "Bazi 6gretmenler bize kiugik district hitaplar kullandi. Cok yanlis." ifadeleri de
uygulama 6grencilerinin gérevlendirildikleri okullarda degersiz goérilmelerine 6rnek olarak verilebilir.
Katilimcilarin dile getirdigi baska bir sorun da uygulama okullarinin fiziksel ve teknolojik olanaklarinin
yeterli olmamasidir. Ornegin K5 "Akilli tahta kullaniminda sorun oluyordu. Ya bozuk oluyordu, ya
kullanamiyorduk." ifadeleriyle uygulama okullarinin teknolojik olanaklarinin yeterli olmadigina dikkat
cekmistir. Yine K22'nin "Bize saglanan ortam c¢ok da yeterli degildi. Ogretmenler odasi ¢ok kalabalik
oluyor, buraya gelmeyin seklinde donitler aldik." seklindeki ifadeleri uygulama okulunun fiziksel
olanaklarina iliskin sorunlari ortaya koymaktadir. Son olarak bazi katilimcilar uygulama okullarina
ulasim saglamada zorlandiklarini dile getirmistir.

3.2.2. Uygulama Ogretmeni Temelli Sorunlar

Katilimcilar, Ogretmenlik Uygulamasi 1 dersinde uygulama 6gretmenlerinden kaynaklanan bazi
sorunlar yasadiklarini belirtmistir. Bu sorunlarin en 6ne cikani, 6gretmenlerin Tirkce derslerinde
geleneksel egitim anlayisint  benimsemeleri ve uygulama 6grencilerini bu dogrultuda
yonlendirmeleridir. Ornegin K7'nin "Ogretmenimiz gelenekselci birisi oldugu igin daha cok dil bilgisi ve
metin isleme lizerinden ders anlatmamizi istiyordu. Bu acidan sorun yasadim." seklindeki ifadeleri ve
K33'ln "Tercih etmedigimiz yontemleri kullanmak zorunda kaliyoruz. Geleneksel bir sekilde isliyoruz
dersleri." sézleri bu durumu gozler 6niine sermektedir. Ogretmenlerin uygulama 6grencilerine yeterli
diizeyde donlt vermemeleri ve onlara yeterince ders anlatma olanagi sunmamalari da katilimcilarin
dile getirdigi baslica sorunlardandir. K19'un "Uygulama 6gretmeni dénit vermiyordu. Ders sonrasinda.
Hani ¢ok glizel bir sey yaptiysam aa bu ¢ok gilizeldi diye soyliyordu. Ama ¢ok detayl donit vermedi,
sunu soyle yap, bunu bdyle yap diye." ifadesi déniit eksikligine, K36'nin "Uc¢-dort hafta ders anlattik.
Yeterli oldugunu disinmiiyorum. Daha fazla anlatmamiz gerektigini dislinliyorum." ifadeleri ise ders
anlatamama sorununa isaret etmektedir. Ayrica uygulama Ogretmenlerinin sorumluluk disi
gorevlendirme yapmalari, ilgisiz davranmalari, yapilacak gorevlerle ilgili kati bir tutum takinmalari ve
ozellikle 8. sinif diizeyinde sorumlu oldugu mufredati gormezden gelerek sinav odakl ders islemeleri
de katilimcilarin ifade ettigi diger sorunlar olarak siralanabilir.

3.2.3. Universite Temelli Sorunlar

Katiimcilarin, Ogretmenlik Uygulamasi 1 dersinde ({niversite kaynakh ¢esitli sorunlar
yasadiklari anlasiimistir. Katilimcilarin yasadiklari sorunlarin 6énemli bir bolimdind Gniversiteden
kaynaklanan sorunlar olusturmustur. Arastirma kapsaminda bu sorunlar; lisans egitimi ile meslegin
uyumsuzlugu, uygulama 6gretim elemanlarinin sorumsuz davranislari, teorik derslerin ihmal edilmesi
ve ders hakkinda bilgilendirme eksikligi olarak siniflandirilmistir. Katilimcilar, en ¢ok lisans programinda
gordikleri derslerin Tiirkge 6gretmenligi meslegini ylritmek icin yeterli olmadigini dile getirmistir.
K36'nin "Ogrencilere anlattigimiz konularla aldigimiz egitim arasinda daglar kadar fark var." seklindeki
gorlst bu durumu yansitan bir érnektir. Katilimcilarin dile getirdigi bir baska sorun da tniversitede
yiritilen Ogretmenlik Uygulamasi 1 dersinin 2 saatlik teorik kisminin ihmal edilmesidir. K20'nin
"Teorik ders neredeyse hig islemedik. Sadece bir kere yaptigimizi hatirliyorum." seklindeki ifadeleri bu
sorunu ortaya koymaktadir. Katihmcilarin yogun olarak goris belirttigi bir baska sorun da uygulama
O0gretim elemanlarinin sorumsuz ve ilgisiz davraniglaridir. 36 katilimcidan 23'inlin bu konuda hemfikir
olmasi yasanan sorunun boyutlarini gdzler éniine sermektedir. Ornegin K9 haftalik dénitlerle ilgili
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olarak "Hig¢bir doniit almadim. Hicbir hafta.", okul ziyaretiyle ilgili olarak ise "Hi¢c gelmedi. Son hafta
sadece bir kere geldi. Onda da benim dersime girmedi. Saatlerimiz uyusmadi." seklinde goris bildirerek
bu sorunu dile getirmistir. Son olarak ders hakkinda bilgilendirme eksikligi olmasi da yasanan bir bagka
sorun olarak dikkat ¢ekmektedir. K10'un "Dersle ilgili soru isareti olan ¢ok nokta var. Staji nasil
yapacagiz? Akran degerlendirme vs. Stajla ilgili neyin nasil yapilacagina dair bir sekme var okulun
sitesinde. Cok da acik degil. Neyi nasil yapacagini tam olarak sdylemiyor." ifadeleri bu durumu ortaya
koymaktadir.

3.2.4. Ders Temelli Sorunlar

Arastirmaya katilan 0Ogretmen adaylarinin dile getirdikleri bazi sorunlar ise dersin
yapilandirilmasiyla ilgilidir. Bu dogrultuda birgok katilimcinin Ogretmenlik Uygulamasi 1 dersinin
siiresini yeterli bulmadigi gériilmustiir. Ornegin K30 "12 hafta ¢ok eksik." seklindeki degerlendirmesiyle
bu durumu ortaya koyarken, K24 "Bu dersin sadece 4. sinifta olmamasi gerektigini dislinliyorum. 2'den
baslamasi gereken bir deneyim olmasi gerekiyor." seklindeki yorumuyla dersin farkli sinif diizeylerinde
de yer almasi gerektigini dile getirmistir. Ote yandan dersin zengin bir icerige sahip olmamasi, ders
iceriginde kapsayici egitime dair faaliyetlerin yapilmamasi ve okul gesitliliginin olmamasi da
katilimcilarin dile getirdigi diger sorunlardir.

3.3. Katihmcilarin Ogretmenlik Uygulamasi Dersine iliskin Onerileri

Bu bélimde arastirmanin tiglincii sorusu olan "Katihmcilarin Ogretmenlik Uygulamasi 1 dersine
iliskin 6nerileri nelerdir?" sorusuna yonelik olarak yapilan igerik analizinin bulgulari yer almaktadir.



Tirkce Ogretmeni Adaylarinin Ogretmenlik Uygulamasi I...

273

Tablo 4. Ucgiincii Arastirma Sorusuna lliskin icerik Analizi

Kategori Kod Katihmci No
Ders anlatma firsati sunmah (f=12) K3, K14, K18, K19, K21, K24,
K25, K26, K32, K34, K35, K36
Dizenli donit vermeli (f=12) K3, K5, K8, K13, K14, K18, K19,
K21, K24, K25, K27, K31
Uygulama 6grencileriyle glgli iletisim kurmalh (f=3) K6, K15, K34
Uygulama Uygulama 6grencilerine daha fazla sorumluluk vermeli (f=1) K18

Ogretmenlerine
Yénelik Oneriler

Dil becerilerinin egitimine 6nem vermeli (f= 6)
Teknolojiyi kullanma becerisi olmali (f=1)

Farkli tiirde etkinlikler yapmaya caba gostermeli (f=2)
Uygulama 6grencilerine 6rnek/ model olmali (f=1)
Danismanlik yapmaya istekli olmali (f=2)

Ogrenci merkezli ders islemeli (f=1)

K10, K11, K24, K32, K36
K8, K16, K28

K1, K16

K16

K29, K33

K14

Gozlem raporlarini diizenli takip etmeli (f=7)

Teorik dersleri ihmal etmemeli (f=8)

K1, K2, K3, K8, K12, K17, K30
K8, K10, K11, K12, K21, K26,

K28, K35
Ogretim Gozlem konularini gesitlendirmeli (f=1) K14
Elemanlarina Yonelik  Okul ziyaretlerini goz ardi etmemeli (f=3) K3, K10, K13
Oneriler Uygulama 6grencileriyle iletisimi guiglii olmali (f=1) K12
Daha aktif olmal (f=1) K10
Sorumluluklarina 6zen gostermeli (f=1) K11
Gozlemler amagli ve gesitli olmali (f=2) K6, K34
Dersin stiresi artiriimal (f=11) K5, K15, K19, K22, K23, K25,
K26, K29, K30
isleyis /siirec denetlenmeli (f=2) K9, K20
Ders, lisans programinin daha erken asamalarinda baslamali K2, K7, K8, K11, K12, K13, K14,
Dersin (f=11) K17, K24, K31, K36

Yapilandirilmasina
iliskin Oneriler

Nitelikli 6gretim elemanlari segilmeli (f=3)

Dersi gecmek daha zor olmali (f=1)

Ders yonergesi hazirlanmal (f=3)

Uygulama 6grencilerinin gérev tanimi net olmali (f=2)
Farkli tirde (koy vb.) uygulama okullari segilmeli (f=1)
Okullar ve gruplar arasinda uygulamalar standartlastirilmali
(f=6)

K10, K11, K21
K19

K2, K17, K10

K5, K20

K7

K1, K2, K9, K17, K18, K25

Uygulama okullarinin segiminde titiz davraniimali (f=1) K33
Uygulama 6gretmenlerinin segimine 6zen gosterilmeli (f=1) K21
Yonetmelikler hakkinda bilgilendirme yapilmali (f=2) K4, K13
Diger Ulasim sorunlari ¢ozilmeli (f=2) K5, K29
Oneriler Lisans programina 6gretmenlik meslegine katki saglayacak K4, K5, K7, K8, K14, K22, K23,

nitelikte teorik ve uygulamali dersler eklenmeli (f=8)

K26

Tablo 4'te goriildugi Gizere katilimcilarin Tiirkge Ogretmenligi Lisans Programi'nda yer alan
Ogretmenlik Uygulamasi 1 dersi hakkindaki énerileri 1) Uygulama 6gretmenlerine yénelik dneriler, 2)
Ogretim elemanlarina yénelik éneriler, 3) Dersin yapilandiriimasina iliskin dneriler ve 4) Diger éneriler
olmak lizere 4 kategori altinda ele alinmistir.

3.3.1. Uygulama Ogretmenlerine Yénelik Oneriler

Katilimcilar, Ogretmenlik Uygulamasi 1 dersi kapsaminda uygulama égretmenlerine yonelik bir
dizi 6neri getirmistir. Bu 6neriler arasinda uygulama 6gretmenlerinin ders anlatma firsati sunmasi ve
diizenli doniit vermesi yonindeki dneriler dne ¢ikmaktadir. K35'in "Sirekli dont verilebilir aslinda, bir
de daha ¢ok ders anlattirilabilir." ifadesi her iki 6neriye de 6rnek olarak gosterilebilir. Yine K19'un
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"Bence donutler aninda ve haftalik olarak verilmeli. Hem uygulama 6gretmeni hem de Universitedeki
hocalarimiz. D6nit alamiyoruz. Yani bilmiyorum belki donitlik bir sey olmadigi icin. Bence pozitif
donit de verilebilir. Bunu burada yapma gibi..." gorisleri de doniit konusundaki katilimci beklentilerine
ornek olarak verilebilir. Bunlarin disinda ise uygulama 6gretmenlerinin; dil becerilerinin egitimine
onem vermesi, teknolojiyi kullanma becerisine sahip olmasi, farkh tiirde etkinlikler yapmaya ¢aba
gostermesi, 0grenci merkezli ders islemesi, model olmasi gibi 6gretime donik onerilerle birlikte
uygulama 6grencileriyle giicll iletisim kurmasi, onlara daha fazla sorumluluk vermesi ve danismanlik
yapmaya istekli olmasi gerektigine dair gorisler de belirtilmistir.

3.3.2. Ogretim Elemanlarina Yénelik Oneriler

Katilimcilarin Ogretmenlik Uygulamasi 1 dersine iliskin &neri kiimesinin bir kesiti de uygulama
o0gretim elemanlarina yoneliktir. Katilimcilar yogun olarak 6gretim elemanlarinin dersin teorik kismini
ihmal etmemelerini ve bu kapsamda gozlem raporlarini da diizenli takip etmelerini 6nermistir. Ornegin
K28 "Haftada bir kere toplantisi olmasi gerektigini diisiiniyorum. Fakiltedeki hocanin daha ¢ok bizle
ilgilenmesi gerekiyor. Bence béyle." seklindeki gorisleriyle bu durumu dile getirmistir. Ote yandan
ogretim elemanlarinin okul ziyaretlerini gz ardi etmemeleri, daha aktif olmalari, sorumluluklarina
O0zen gostermeleri ve uygulama oOgrencileriyle daha gicli iletisim kurmalari da dile getirilen diger
Onerilerdir.

3.3.3. Dersin Yapilandirilmasina iliskin Oneriler

Katiimcilar, Ogretmenlik Uygulamasi 1 dersine yapisal olarak gesitli &neriler sunmustur. Bu
Oneriler arasinda en ¢ok 6n plana g¢ikanlari dersin siresinin artirilmasi ve lisans programinin daha erken
asamalarindan itibaren verilmesi gerektigidir. Ornegin K15 "Haftada bir giin gittigimiz uygulama bence
uygulama degildir. Ben hicbir sey anlamiyorum. Sadece bir ders anlatabiliyorum. Gegen hafta yaptigimi
unuttum bile. Bence pek bir anlami olmuyor. Bence (i¢ dort gline ylkseltilmesi gerekiyor." ifadeleriyle
dersin siresinin artiriimasi gerektigini, K31 ise "Bir sene yani iki ddnem ¢ok az. 2. siniftan itibaren
baslatilabilir. Sadece izlemek icin bile gidilebilir." seklindeki goristyle dersin daha erken siniflardan
itibaren lisans programina eklenmesi gerektigini dile getirmistir. Katiimcilar tarafindan yogun olarak
One sirllen bir baska goris de ders kapsamindaki gérev ve sorumluluklarin uygulama okullarina gore
degismemesi, standart olmasidir. Ornegin K25'in "Bence bu derste kesinlikle bir standart saglanmasi
lazim. Ben bambaska bir 6gretmenlik uygulamasi goriiyorum, diger arkadaslarim bambaska. Bizim
gordigumuz, deneyimimiz, tecribemiz kesinlikle ayni degil. Ben bu konuda biraz daha sanslyim
diyebilirim. Ben ¢ok uygulama yaptim." seklindeki ifadeleri bu durumu ortaya koymaktadir. Yine K1'in
gorisleri de bu durumu desteklemektedir.

Standart getirilmeli bence ¢iinkii bazi arkadaslarimiz farkl sekilde yetisti bazi arkadaslarimiz
farkli sekilde. Bazilari daha iyi yetisirken bazilar1 o imkdni bulamadi. Bu konuda bence bir
standart getirilirse hepimiz icin daha iyi olur. Bazi arkadaslarimizin rapor yazma siiregleri, akran
degerlendirme siiregleri ¢ok zorlu oldu. Ben biliyorum mesela. Benim raporum 60 sayfa falan
siirerken bazi arkadaslarimizin 150 sayfa falan siirdii. Hepimizin ayni cercevede egitim gérmesi
daha dogru olur (K1).

Katilimcilar bu onerilerden farkli olarak dersin isleyisinin denetlenmesi, nitelikli okul, 6gretim
elemani ve 6gretmenlerle galisilmasi, farkli tirde okullarin secilmesi, dersi gegmenin zorlastiriimasi,
yapilan gézlemlerin amagli ve gesitli olmasi, uygulama 6grencilerinin gérev tanimlarinin net olmasi ve
derse iliskin kapsamli bir yonergenin hazirlanmasi yoniinde de fikirlerini dile getirmistir.
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3.3.4. Diger Oneriler

Katilimcilar yukaridaki t¢ kategoriye girmeyen bazi konularda da 6nerilerini dile getirmistir.
Bunlarin baslicasi lisans programina 6gretmenlik meslegine katki saglayacak nitelikte teorik ve
uygulamali derslerin eklenmesi yéniindeki dneridir. K14'ln "Cok fazla gereksiz ders var. Bunlar yerine
kendi mesleki gelisimimizi daha ileriye taslyacak derslerin agilmasi 6gretmenlik uygulamasi derslerine
daha fazla katki saglayabilir." ve K26'nin "Fakiiltedeki derslerde alan beceri derslerini aliyoruz. Biraz
daha uygulama olmali, cok teorik gidiyor. Hoca slaytini actiriyor. Herhangi bir calisma yaptirmiyor bize."
gorisleri katimcilarin bu énerisine érnek teskil etmektedir. Ote yandan uygulama okullarina ulasim
hususundaki sorunlarin ¢oézllmesi ve dersin yonetsel diizenlemeleri hakkinda paydaslar tarafindan
daha fazla bilgilendirme yapilmasi da katimcilarin dile getirdigi diger 6nerilerdir.

4. Sonug, Tartisma ve Oneriler

4.1. Sonug ve Tartisma

Tirkge &gretmeni adaylarinin Ogretmenlik Uygulamasi 1 dersinde yasadiklari deneyimler
tizerine odaklanan bu arastirma {i¢ ana arastirma sorusu cergevesinde yapilandiriimistir. ilk olarak bu
dersin, katilimcilarin mesleki gelisimine ne gibi katkilari oldugu irdelenmistir. Bu baglamda Ogretmenlik
Uygulamasi 1 dersinin katimcilarin plan yapma, nitelikli etkinlik ve materyal hazirlama, ders anlatma
tecrlibesi edinme, sinif ve zaman yonetimi, alan bilgisini 6zimseme, teknoloji kullanma ve 6lgme-
degerlendirme gibi 6gretim deneyimine; 6grencileri, farkh sinif iklimlerini tanima ve kapsayici egitim
gibi hedef kitle farkindaligina ve mesleki sorumluluklar, meslektas ve veli iliskileri, kendini
degerlendirme olanagi, meslege olumlu tutum gelistirme ve okul ortamini tanima gibi meslek bilinci
gelistirmelerine katki sagladigi sonucuna ulasilmistir.

Alan yazinda yer alan bir dizi arastirmanin sonuglari, yukarida ifade edilen sonuglarla benzerlik
gdstermektedir. Kokgii (2015), Tiirkce 6gretmeni adaylarinin Ogretmenlik Uygulamasi dersini oldukca
onemli ve meslegi tanimaya yardimci bir ders olarak gérdiiklerini tespit etmistir. Becit vd. (2009) hizmet
dncesi 6gretmenlerin Ogretmenlik Uygulamasi derslerini gerek 6gretmenlik deneyimi kazanma gerekse
mesleki farkindalik saglama bakimindan genel olarak olumlu gordiklerini ortaya koymustur. Basal vd.
(2017), 6gretmenlik uygulamasiyla ilgili yapilan arastirmalarin bu dersin 6gretmen adaylarinin mesleki
deneyim kazanmalarinda ve mesleki gelisimlerinde énemli bir yeri oldugunu ortaya koydugunu tespit
etmistir. Benzer sekilde Selvi vd. (2017), 6gretmen adaylarinin Ogretmenlik Uygulamasi dersinde
mesleki tecriibe kazandiklarini, mesleki sorumluluklari 6grendiklerini ve mesleki gelisim sagladiklarini
belirlemistir. Ozdas ve Cakmak (2018) ise metaforik algi temelli arastirmalarinda 6gretmen adaylarinin
bu dersi en ¢ok tecriibe kazanmayla iliskili metaforlarla agikladiklarini saptamistir. Goruldigu Gzere,
alan yazindaki arastirmalarin sonuglari mesleki gelisime katki bakimindan bu arastirmanin sonuglariyla
ortismektedir. Ogretmenlik Uygulamasi dersinin; meslegi dogal ortaminda gdzlemleyerek ve icra
ederek deneyim kazandirma, okul ortamini ve ogrencileri tanima firsati sunma gibi cesitli
ozelliklerinden o6tlrl hizmet dncesi 6gretmenlerin mesleki gelisimine katki saglamasi tahmin edilebilir
bir sonug olarak degerlendirilebilir. Tagliante (1994, s.9) de mesleki gelisimin blyik oranda sinif
ortaminda yapilan uygulamalarla edinilebilecegini belirtmistir.

Arastirmanin bir diger sonucu da Ogretmenlik Uygulamasi 1 dersinde yasanan sorunlarla
ilgilidir. Bu cercevede hizmet 6ncesi Tirkce 6gretmenlerinin uygulama okulu, uygulama 6gretmeni,
Universite ve ders temelli birtakim sorunlar yasadiklar tespit edilmistir. Katihmcilar, uygulama okullu
temelli olarak ozellikle uygulama ogrencisine deger verilmemesine dikkat ¢ekmistir. Uygulama
6gretmeni temelli sorunlar arasinda ise geleneksel egitim anlayisini benimseme, yeterli / nitelikli dontt
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vermeme ve yeterince ders anlatimi yaptirmama basi cekmektedir. Katilimcilarin dile getirdigi sorunlar
arasinda en ¢ok vurguladiklari kategori ise (niversite temelli sorunlardir. Lisans egitimi ile meslegin
uyumsuzlugu, teorik derslerin ihmal edilmesi, uygulama 6gretim elemanlarinin sorumsuz davranislari
ve ders hakkinda yeterince bilgilendirme yapilmamasi katiimcilarin énemli bir bolimu tarafindan
belirtilmistir. Son olarak katilimcilar ders temelli olarak 6zellikle dersin slresinin yeterli olmamasini ve
kendilerine kapsayici egitim firsati sunulmamasina dikkat ¢cekmistir. Alan yazinda yer alan bir dizi
arastirma yukaridaki deginilen sonuglarla kosutluk géstermektedir. Yilmaz'in (2011) hizmet Oncesi
O0gretmenlerin, O6gretim elemanlarinin uygulama siirecinde gorevlerini yerine getirmediklerine
inandigini ortaya koyan calismasi, Tasdere'nin (2014) sinif dgretmeni adaylarinin Ogretmenlik
Uygulamasi dersinde yaptiklari uygulamalarin sayica az oldugu yoniindeki bulgusu, Kavas ve Bugay'in
(2009), 6gretmen adaylarinin uygulama okullarinda yeterince uygulama ve pratik yapamadiklari
bulgusu ile Ozdas'in (2018) uygulama &gretmenlerinin 6gretmen adaylariyla fazla ilgilenmedikleri
bulgusu, bu sonuglarla 6rtismektedir. Ayrica Erarslan'in (2009) 6gretmen adaylarinin 6gretmenlerden
yeterince donit alamadiklari ve lisans dersleriyle okulda 6greteceklerini iliskilendirmede zorluk
yasadiklarini ortaya koydugu arastirmasi ile Kana'nin (2014) 6grencilere deger verilmemesi, sahsi isler
yaptirilmasi ve okul idaresinin ilgisizligini bulgulayan arastirmasi da bu arastirmanin sonuglariyla
benzerlik gbstermektedir.

Hizmet Oncesi Tirkce 6gretmenlerinin en ¢ok vurguladigi sorunlardan biri de uygulama
ogretmenlerinin geleneksel egitim anlayisini benimseyerek dil becerilerinin egitimine yeterince 6nem
vermemeleridir. Bu noktada katiimcilar 6zellikle Tirkce derslerinin dil bilgisi ve metin isleme temelli
olarak islendigini ve dinleme, konusma ve yazma becerilerinin ihmal edildigini vurgulamistir. Aslinda
bu durum literatlirde sikca dile getirilen gézlem ve tespitleri somut olarak géstermektedir. Pek ¢cok
kaynakta dinleme becerilerinin okullarda ihmal edilen bir beceri olduguna dair degerlendirmeler
mevcuttur (Cifci, 2001; Kurudayioglu ve Kana, 2013; Melanhoglu, 2012; Ozbay, 2009) Benzer sekilde
konusma ve yazma becerileri i¢in de ayni nitelendirme yapilmaktadir. Ornegin Dogan (2009) konusma
egitiminin, Karatay ve Dilek¢i (2019) yazma egitiminin Tirkge derslerinde ihmal edildigi yoniinde
tespitlerde bulunmustur. Neredeyse bu becerilerle ilgili yazilan her bilimsel ¢alismada buna benzer
saptamalara rastlamak mimkiindiir. Ote yandan 6zellikle 8. sinif derslerinin sinav hazirligi odakli
yuritilmesi de katihmcilarin dile getirdigi bir baska sorundur. Hizmet 6ncesi Tiirkce 6gretmenleri,
0gretim programinin 8. sinif diizeyi igin belirlenen amag, hedef ve kazanimlari dogrultusunda uygulama
yapma olanagi bulamamaktadir. Uygulama égretmenlerinin giincel Tiirkce Dersi Ogretim Programi ile
ortismeyen bu egilimleri, hizmet Oncesi Tirkce Ogretmenlerinin mesleklerini ideal bir bigimde
tanimalarina ve lisans egitimlerinde edindikleri bilgileri kullanamamalarina neden olabilir. Nitekim
yapilan gérismelerde hizmet dncesi 6gretmenler aldiklari lisans egitimi ile okulda anlatacaklari konular
arasinda baglanti kuramadiklarini siklikla dile getirmistir.

Son olarak katilimcilarin Ogretmenlik Uygulamasi 1 dersine iliskin énerileri arastinilmistir.
Katilimcilar bu ¢ercevede uygulama 6gretmenlerine, 6gretim elemanlarina, dersin yapilandiriilmasina
ve dersle ilgili diger bazi konulara yonelik bir dizi 6neride bulunmustur. Tim bunlarin icerisinde en ¢ok
vurgulananlari dersin siiresinin artirilmasi, lisans programinin daha erken asamalarinda baslamasi,
lisans programina mesleki bilgi ve becerileri gelistirecek derslerin eklenmesi, teorik derslerin ihmal
edilmemesi, ders hakkinda bilgilendirme yapilmasi, 6gretmen adaylarina diizenli ders anlatma firsati
ve dizenli donit verilmesidir. Bu sonuglar ilgili alanyazindaki bazi arastirmalarin sonuglariyla
ortismektedir. Baran vd. (2015), hizmet 6ncesi 6gretmenlerin Ogretmenlik Uygulamasi dersinin saat
sayisinin artirilmasi ve lisans egitimi boyunca dengeli bir bicimde verilmesi gerektigini dislindiiklerini
bulgulamistir. Karasu Avci ve Unal ibret (2016) hizmet 6ncesi okul 6ncesi 6gretmenleriyle yiirittigi
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arastirmalarinda katilimcilarin; daha fazla uygulama yapilmasi, uygulama ogretmenleri tarafindan
kendilerine etkin bir bicimde rehberlik yapilmasi, bilgilendirme toplantilarinin dizenlenmesi ve
uygulama 6gretim elemanlari tarafindan sinifta gézlem yapilmasi beklentisi igerisinde olduklarini
ortaya koymustur. Karabulut (2022), Turkge dersi uygulama 6gretmenleriyle yirittigli arastirmasinda
ogretmenlerin bu dersin slresini ve kapsamini yeterli bulmadiklarini tespit etmistir. Tasdere (2014),
0gretmen adaylarinin daha fazla uygulamaya ihtiya¢ duyduklarini bulgulamistir. Bu 6nerilerin okul ve
Universite boyutuyla ilgili olanlarinin gerceklestirilmesinde dersin yiritilmesinde asil sorumlulugu
alan paydaslarin mesleki nitelikleri, motivasyonu ve se¢imi blylk bir 6nem tasimaktadir. Zira hem
uygulama 6gretmenleri hem de uygulama 6gretim elemanlari bu derse etkili bir bicimde rehberlik
yapabilmek icin bazi ek becerilere sahip olmalidir. Edwards & Collins (1996) bu 6zelliklerden bazilarini
uygulama 6gretmenleri 6zelinde sinif yonetimi ve 6gretim sireclerinde model olabilme, gbézlem
yapabilme, ders uygulamalarini dogru analiz edebilme seklinde siralamistir. Degirmencay ve Kasap
(2013) da Ogretmenlik Uygulamasi derslerinde istekli uygulama 6gretmeni ve 6gretim elemanlarinin
gorev almasi gerektigini ifade ederek paydaslarin motivasyonuna dikkat cekmistir. Ote yandan alan
yazinda bu arastirmada ortaya konan sonuclarla értiismeyen sonuclara da rastlanmistir. Ornegin
Kana'nin (2014), Tirkce 6gretmenliginde 6grenim goren katilimcilarin cogunun dersin siiresini yeterli
buldugunu ortaya koyan arastirmasi, bu arastirmanin sonuglariyla tutarhlik géstermemektedir. Hizmet
Oncesi 6gretmenlerin bu konudaki egilimlerini belirlemek igin genis kitleler Gizerinde yapilacak daha
kapsamli arastirmalara ihtiya¢ duyulmaktadir.

Bu arastirmada hizmet &ncesi Tirkce 6gretmenlerinin Ogretmenlik Uygulamasi 1 dersinde
yasadiklari deneyimlere odaklaniimis ve ulasilan sonuglar yukarida ayrintili bir bicimde ele alinmustir.
Nitelikli Tlrkce 6gretmenlerinin yetistiriimesinde 6gretmenlik uygulamasi dersleri blyik bir 6nem
tasimaktadir. Bu dersler, 6gretmen vyetistiren fakiltelerde 6grenim goéren 6gretmen adaylarinin
meslege giden slirecte deneyimledikleri bir 6n ¢alisma olarak nitelendirilebilir (Paker, 2008). Dolayisiyla
bu dersin paydaslari icerisinde 6zne konumunda olan ve bu dersi yaparak yasayarak deneyimleyen
hizmet 6ncesi 6gretmenlerin dislince, oneri ve elestirileri 6nemsenmelidir. Aksi takdirde yasadiklari
olumsuz deneyimler onlarin mesleklerine karsi olumsuz tutumlar gelistirmelerine, mesleklerinden
sogumalarina ve hatta mesleklerini icra etmekten vazge¢gmelerine neden olabilir.

4.2. Oneriler

Asagida arastirmanin bulgularindan hareketle bazi 6neriler sunulmustur.

1. Ogretmenlik Uygulamasi dersinin icerigi, yonetsel diizenlemeleri, tiim paydaslarinin gérev
ve sorumluluklari hakkinda bilgilerin yer aldigi, ilgili 68retmenlik alanina 6zgi kilavuzlar hazirlanabilir.
Boylece hem uygulama gruplari arasinda standart saglanir hem de hizmet dncesi 6gretmenler dersle
ilgili ayrintili bilgi edinme firsati bulabilir.

2. Ogretmenlik Uygulamasi dersleri, idari gérevi olan paydaslar tarafindan denetlenmelidir.
Boylece hem uygulama okulu hem de fakiltede dersin yiritiilmesinden sorumlu olan paydaslarin
gorev ihmallerinin 6nline gecilebilir. Bu hususta 6zellikle Universitelerin blinyesinde yer alan kalite ve
uygulama okulu koordinatorlikleri gesitli faaliyetler yapabilir.

3. Uygulama 6gretmenlerinin belirlenmesinde mesleki basariya/performansa dayali cesitli
Olcltler getirilebilir. Bu Olgltler yonetsel diizenlemelerle yapilmasa bile Universitelerin ilgili
koordinatorliiklerince donemlik olarak degerlendirilmeli, verim alinamayan uygulama 6gretmenleriyle
takip eden donemden itibaren galisiimamalidir. Benzer sekilde verim alinan uygulama 6gretmenleriyle
ise I1srarla g¢alisiimaya devam edilmelidir.
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4. Ogretmenlik Uygulamasi dersini alan égrencilerin uygulamalar hakkindaki diisiinceleri,
sorunlari, beklenti ve 6nerileri fakiltelerde yer alan ilgili koordinatorlikler tarafindan anket, gériisme
vb. veri toplama araglariyla diizenli olarak takip edilmelidir. Tespit edilen sorunlar yine ilgili
koordinatorliiklerce irdelenmeli ve ¢6ziim yollari gelistirilmelidir.

5. Ogretmenlik Uygulamasi dersinin lisans programinda daha erken asamalardan itibaren
verilmeye baslanmasi ve bu dersin haftalik ders saatinin artirilmasi konusu ilgili paydaslarca
tartisilabilir.

6. Turkge dersi lisans programlari 6gretmenlik meslegiyle iliskisi bakimindan gézden gegirilmeli,
programlardaki uygulamali derslerin sayisi mesleki gelisime katkilari g6z 6niine alinarak artiriimahdir.

7. Ogretmenlik Uygulamasi dersinin icerigine kapsayici egitime iliskin uygulama ve etkinlikler
eklenebilir. Bu hususta yalnizca 6grenme glicliigl yasayan vb. 6grencilerin degil yabanci 6grencilerin
de egitim-6gretim sireci lizerinde durulmalidir. Zira son yillarda savas ve gocler neticesinde okullarda
yabanci 6grenci sayisinin artmasi, Tlurk¢e 6gretmenlerinin bu 6grencilerin uyum ve egitimiyle ilgili
kendilerini gelistirmeleri zorunlulugunu da beraberinde getirmistir.
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Ekler

Ek 1. Goriisme Formu

1. Ogretmenlik uygulamasi dersinin mesleki gelisiminize katkida bulundugunu disiintyor
musunuz? Bu konuda neler soyleyebilirsiniz?

2. Ogretmenlik Uygulamasi dersinde bilgi ve becerilerinizi sergilemeniz ve gelistirmeniz icin
firsatlar saglandi mi?

3. Uygulama okulunda toplam ka¢ hafta ve saat ders anlatimi yaptiniz? Sizce ders anlattiginiz
siire mesleki gelisiminiz agisindan yeterli mi?

4. Staj okullarinda nitelikli uygulamalar vyaptiginizi disiniyor musunuz? Yaptiginiz
uygulamalarda 6gretmen size ne derece destek oldu?

5. Ogretmenlik Uygulamasi dersinde kullanmayi tercih etmediginiz bir yéntemi kullanmak
zorunda kaldiniz mi? Uygulama 6gretmeni, derslerinizin planlanmasi ve uygulanmasinda size esneklik
saglyor mu?

6. Ders anlatimlarinizin 6ncesi ve sonrasinda yeterli ve etkili donutler alabildiniz mi? Eger
aldiysaniz bu dontler size nasil bir katki sagladi?

7. Uygulama okulunda ne tiir gézlem etkinlikleri yaptiniz? Gézlem raporlarinizda yansitma
yaptiniz mi?

8. Donem basinda 6gretmenlik uygulamasi dersiyle ilgili yeterli diizeyde bilgilendirildiniz mi?

9. Ogretmenlik Uygulamasi dersiyle ilgili ydnetmelik ve kurallari biliyor musunuz? Bunlarla ilgili
herhangi bir egitim aldiniz mi?

10. Universitede Ogretmenlik Uygulamasi'nin teorik dersleri ne siklikla gergeklestirildi? Bu
derslerin size katki sagladigini disinldyor musunuz?

11. Uygulama 6gretim elemanlari, raporlariniza haftalik donitler verdi mi?

12. Uygulama 6gretim elemaniniz, sizi degerlendirmek amaciyla kag¢ kez uygulama okulunuzu
ziyaret etti?

13. Uygulama okullarinda bulundugunuz zaman dilimi 6grencileri tanimak ve onlarla etkilesim
kurmak igin yeterli oldu mu?

14. Ogretmenlik Uygulamasi dersinde herhangi bir sorun yasadiniz mi?

15. Ogretmenlik Uygulamasi dersinde size verilen goérevleri yerine getirirken kendi
eksikliklerinizden kaynaklanan sorunlar yasadiniz ?

16. Staj yapma bakimindan Universitede aldiginiz derslerin size yeterli diizeyde bilgi ve beceri
kazandirdigini diisiiniiyor musunuz?

17. Ogrencilerle resmi/mesleki olarak ilk kez etkilesim kurdugunuz géz éniine alindiginda,
Ogretmenlik Uygulamasi dersi size hangi duygulari hissettirdi? Bu dersi aldiktan sonra mesleginize olan
duygulariniz herhangi bir degisiklik gosterdi mi?

18. Uygulama okulunuz, mesleginizde gorev yapabileceginiz farkli sinif iklimlerini (sehir, koy,
kiltdrel gesitlilik vb.) deneyimlemenize katki sagladi mi?
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19. Ogretmenlik Uygulamasi dersinde kapsayici egitime (kaynastirma ogrencileri, engellilik,
kilturel gesitlilik vb.) dair bilgi ve deneyim kazandiniz mi?

20. Ogretmenlik uygulamasi dersine iliskin beklentileriniz neydi? Sizce bu beklentiler karsilandi
mi?

21. Ogrencilerle resmi/mesleki olarak ilk kez etkilesim kurdugunuz géz éniine alindiginda,
Ogretmenlik Uygulamasi dersi size hangi duygulari hissettirdi? Bu dersi aldiktan sonra mesleginize olan
duygulariniz herhangi bir degisiklik gosterdi mi?

22. Ogretmenlik Uygulamasi dersine iliskin énerileriniz nelerdir? Sizce bu dersin daha etkili
yapilmasi igin neler yapilmahdir?
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Extended Abstract

Introduction

The teaching profession continues to function in society as an essential discipline, requiring a
diverse set of knowledge and skills- including identifying and addressing students' learning needs,
planning and delivering instruction using appropriate methods and techniques, assessing learning
outcomes, creating safe and democratic learning environments, fostering individuals in line with
national and universal values, and building professional relationships. The pre-service education
process is essential for training qualified teachers with the knowledge and skills required by this
challenging profession. The competencies necessary for teachers to perform effectively are developed
from the early stages of their education. Pre-service teacher education is provided through theoretical
and practical courses in undergraduate teacher training programs. However, among the courses in
these programs, Teaching Practice | and Il courses hold a special place, as they provide pre-service
teachers with the opportunity to apply their knowledge and skills in authentic classroom settings.
Teaching Practice courses are included in undergraduate programs that train Turkish teachers, as in
other teacher training programs. There are Teaching Practice | and Teaching Practice Il courses in the
7th and 8th semesters of the Turkish Language Teaching Undergraduate Program, respectively. Both
courses are carried out simultaneously in practice schools and universities, with 6 hours of practice
and 2 hours of theory within the framework of legal protocols. It can be said that these courses are
effective in helping prospective teachers who will assume the responsibility of the Turkish teaching
profession in the future to gain many knowledge and skills such as planning their lessons in line with
the aims and achievements of the curriculum, teaching their lessons effectively, preparing activities
and materials suitable for the lesson, and managing in-class and out-of-class relationships.

Several studies have been found to address Teaching Practice courses in terms of Turkish
education (Kana, 2014; Karabulut, 2022; Kirci, 2022; Kokgl, 2015). In these studies, topics such as pre-
service teachers' opinions about mentor teachers (Kokgl, 2015), their competencies in preparing
lesson plans (Karagoz et al. 2017), the views of mentor teachers (Karabulut, 2022), and students'
opinions on conducting the course through distance education during the pandemic process (Kirci,
2022) were discussed. Apart from these studies, Kana (2014) examined teaching practice courses from
the perspective of prospective Turkish teachers based on the data collected in 2011-2012. However,
with the undergraduate program that started to be implemented in 2018, this course, which was given
in two stages as School Experience and Teaching Practice in the past, is now structured as Teaching
Practice | and Il and the content of the course has also been changed (YOK, 2018). This creates the
need for a new research on the subject. In addition, it is thought that conducting similar research in
other contexts (university, student, culture, etc.) will contribute to expanding the current research
results. Based on all these, the study aims to explore prospective Turkish teachers' experiences
regarding the Teaching Practice | course. In this framework, answers to the following research
questions were sought:

1. According to the participants, what are the contributions of Teaching Practice | course to
their professional development?

2. What problems do the participants encounter in the Teaching Practicum | course?

3. What are the participants' suggestions regarding the Teaching Practicum | course?
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Method

This research, which aims to explore the meanings pre-service Turkish teachers give to their
experiences of the Teaching Practicum | course through in-depth interviews, adopts a
phenomenological research design within a qualitative research framework. The study participants
consisted of 36 undergraduate students enrolled in the Department of Turkish Language Education at
a state university in the Marmara Region, all of whom were completing the Teaching Practice | course.
18 of these students were female, and 18 were male. To ensure variation in perspectives, maximum
variation sampling, a type of purposive sampling method, was employed. Data were collected using a
semi-structured interview form developed by the researchers. The interview form included 22 open-
ended questions related to these three main themes, aiming to reveal the participants' professional
development, challenges, and suggestions in detail. In the data analysis process of the study, the
content analysis method, a form of open coding frequently used in qualitative research, was employed.
In this study, content analysis was preferred since it tried to reach codes, categories, and themes from
the data set, which consisted of the opinions of prospective Turkish language teachers. During the
analysis, audio recordings were transcribed and imported into MAXQDA 24, a qualitative data analysis
software. The recordings were listened to multiple times by the researchers to ensure familiarity with
the data. Once a thorough understanding was achieved, the coding process was initiated based on the
content of the participants’ responses.

Discussion and Conclusion

This study, which focuses on the experiences of prospective Turkish teachers in the Teaching
Practice | course, is structured around three main research questions. First, the contribution of this
course to the participants' professional development was examined. The findings indicate that the
Teaching Practice | course contributed to the participants' teaching experience in several areas, such
as planning, preparing quality activities and materials, gaining teaching experience, classroom and time
management, assimilating field knowledge, using technology and implementing measurement and
evaluation techniques. Additionally, the course fostered awareness of the target audience, including
understanding students, recognizing different classroom climates, and promoting inclusive education.,
It also enhanced professional responsibilities, such as managing colleague and parent relationships,
providing opportunities for self-evaluation, cultivating a positive attitude toward the profession, and
developing professional awareness, including getting acquainted with the school environment.

Another finding relates to the problems experienced in the Teaching Practice | course. The
analysis revealed that pre-service Turkish teachers faced challenges stemming from four main areas:
the practicum school, the practicum teacher, the university, and the course itself. The participants
drew attention to the fact that the practicum students were not valued, especially based on the
practicum school. Among the problems based on the mentor teacher, adopting the traditional
education approach, not giving sufficient/qualified feedback, and not having enough lectures are the
main ones. The most emphasized category among the problems mentioned by the participants is
university-based problems. A significant number of participants reported the discrepancy between
undergraduate education and the profession, the neglect of theoretical courses, the irresponsibility of
practice instructors, and the lack of adequate information about the course. Finally, the participants
highlighted the insufficient duration of the course and the limited opportunities for inclusive
education.
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Finally, the participants' suggestions regarding the Teaching Practice 1 course were
investigated. In this framework, the participants made suggestions for the mentor teachers,
instructors, course structure, and some other issues related to the course. The most emphasized
suggestions were to increase the duration of the course, to start the course at an earlier stage of the
undergraduate program, to add courses that will improve professional knowledge and skills to the
undergraduate program, not to neglect the theoretical courses, to provide information about the
course, to allow pre-service teachers to give regular lectures and to provide regular feedback.

This study focused on the experiences of pre-service Turkish teachers in the Teaching Practice
| course, and the results are discussed in detail above. Teaching Practicum courses are of great
importance in training qualified pre-service teachers. These courses can be characterized as
preliminary studies that prospective teachers studying in teacher training faculties experience in the
process, leading them to the profession (Paker, 2008). Therefore, the thoughts, suggestions, and
criticisms of pre-service teachers, who are in the subject position among the stakeholders of this
course and who experience this course by doing and living, should be given importance. Otherwise,
their negative experiences may cause them to develop negative attitudes towards their professions,
become disenchanted with their careers, and even give up practicing their professions.

Recommendations

1. Guidelines specific to the relevant teaching field can be prepared, including information
about the content, administrative arrangements, duties, and responsibilities of all stakeholders of the
Teaching Practice course. In this way, both standardization among the practice groups and pre-service
teachers can have the opportunity to get detailed information about the course.

2. Teaching Practice courses should be supervised by stakeholders with administrative duties.
In this way, the negligence of the stakeholders responsible for the execution of the course in both the
practice school and the faculty can be prevented. In this regard, the quality and practicum school
coordinatorships within the universities can carry out various activities.

3. Various criteria based on professional success/performance can be introduced in
determining mentor teachers. Even if these criteria are not made by administrative regulations, they
should be evaluated by the relevant coordinatorships of the universities on a semester basis, and the
practice teachers who are not productive should not be worked with from the following semester.
Similarly, effective mentor teachers should continue to work with insistently.

4. The opinions, problems, expectations, and suggestions of the students taking the Teaching
Practicum course should be regularly monitored by the relevant coordinatorships in faculties through
data collection tools such as questionnaires, interviews, etc. The relevant coordinatorships should
analyze the problems identified, and solutions should be developed.

5. The relevant stakeholders can discuss the issue of starting the Teaching Practice course from
earlier stages in the undergraduate program and increasing the weekly course hours of this course.

6. Turkish language teaching undergraduate programs should be reviewed regarding their
relationship with the teaching profession, and the number of applied courses in the programs should
be increased considering their contribution to professional development.

7. Practices and activities related to inclusive education can be added to the content of the
Teaching Practicum course. In this regard, not only students with learning difficulties etc., but also
international students should be emphasized in the education process because the increase in the
number of international students in schools as a result of wars and migrations in recent years has
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brought along the necessity for Turkish teachers to improve themselves regarding the adaptation and

education of these students.
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Abstract

This study aims to examine the relationship between students’ problematic situations caused by
increased internet and digital technology use and their school motivation. The study was conducted using the
relational screening method, one of the general scanning models in quantitative research. A total of 300
students, with 100 from each grade level (6th, 7th, and 8th grades) during the 2022-2023 academic year,
participated in the study. Data were collected using the “Participant Demographic Data Form, “Problematic
Internet Use Scale”, “Smartphone Addiction Scale”, and “School Motivation Evaluation Scale”. Descriptive
statistics were used to analyze the social media applications most frequently used by students according to
class and gender differences. Inferential statistical methods were applied to determine problematic internet
use and smartphone addiction levels based on independent variables such as grade level, gender, social media
usage status, and internet usage duration. Male students exhibited higher levels of problematic internet use
levels compared to female students. Problematic internet use levels were higher in lower grade levels.
Students who used social media had higher levels of problematic internet use. Internet usage durations of 3
hours or more significantly increased problematic internet use behaviors. Smartphone addiction levels
increased as grade levels increased. Social media use also contributed to higher smartphone addiction levels.
Longer durations of internet use were associated with increased smartphone addiction. A significant negative
relationship was found between students' problematic internet use and school motivation. The study
identifies critical relationships between digital technology use and school motivation. The results suggest the
need for interventions targeting internet and smartphone addiction to improve school motivation among
students.

Keywords: Problematic internet use, Smartphone addiction, School motivation, Secondary school

Ozet

Bu galismanin amaci 6grencilerin artan internet ve dijital teknoloji kullanimina bagl problem
durumlari ile okul motivasyonlari arasindaki iligkiyi incelemektir. Arastirma iliskisel tarama modeli ile
gerceklestirilmistir. Arastirmaya 2022-2023 egitim 6gretim yilinda her sinif diizeyinden (6, 7 ve 8. siniflar)
100'er olmak Uzere toplam 300 o6grenci katilmistir. Veriler “Katilimci Demografik Veri Formu”, “Sorunlu
internet Kullanimi Olcegi”, “Akilli Telefon Bagimliligi Olgegi” ve “Okul Motivasyonunu Degerlendirme Olcegi”
kullanilarak toplanmistir. Ogrencilerin en sik kullandiklari sosyal medya uygulamalarini sinif ve cinsiyet
farkhihklarina gore analiz etmek i¢in tanimlayici istatistiklerden yararlanilmistir. Sinif diizeyi, cinsiyet, sosyal
medya kullanim durumu, internet kullanim siresi gibi bagimsiz degiskenlere gére problemli internet kullanimi
ve akilli telefon bagimlilik diizeylerini belirlemek igin ¢ikarimsal istatistiksel yontemler uygulanmistir. Calisma

bulgular erkek 6grencilerde problemli internet kullaniminin daha yiiksek oldugunu goéstermektedir. Sinif
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diizeyleri azaldikga problemli internet kullanim dizeyleri artmaktadir. Sosyal medya kullanan 6grencilerin
problemli internet kullanim diizeyleri daha yuksektir. 3 saat ve Uzeri internet kullanim sireleri problemli
internet kullanim davranislarini anlamli diizeyde artirmaktadir. Cinsiyetin akilli telefon bagimliligi Gzerinde
anlaml bir etkisi bulunmamistir. Sinif seviyeleri arttikga akilli telefon bagimhhgi dizeyleri de artmaktadir.
Sosyal medya kullanimi akilli telefon bagimhhigini arttirmaktadir. Daha uzun siireli internet kullanimi akilh
telefon bagimliligi diizeyini arttirmaktadir. Ogrencilerin problemli internet kullanimi ile okul motivasyonlari
arasinda negatif yonde anlaml bir iliski bulunmustur. Calisma, dijital teknoloji kullanimi ile okul motivasyonu
arasindaki kritik iliskileri tanimlamaktadir. Sonuglar, 6grenciler arasinda okul motivasyonunu artirmak igin
internet ve akill telefon bagimliligini hedef alan midahalelere ihtiyag duyuldugunu géstermektedir.

Anahtar Kelimeler: Problemli internet kullanimi, Akilli telefon bagimliligi, Okul motivasyonu,
Ortaokul

1. Introduction

The COVID-19 virus, which started to be seen in China in the last period of 2019, spread to
many countries around the world in a short time (Canpolat & Yildirim, 2021). The disease infected
more than 10 million people in a period of 6 months after it was first detected and caused the deaths
of more than 500 thousand people. As part of the fight against the epidemic, states have resorted to
different measures, such as quarantine and social distance practices, to prevent the spread of the virus
(Dickens et al., 2020). COVID-19, defined by the World Health Organization as a global epidemic, has
caused significant changes in many areas of people's social lives, especially health, and has caused the
suspension of many activities around the world (Marmarosh et al., 2020). The education system was
also affected by social isolation practices, and schools and universities around the world had to
suspend education (Can, 2020). In order for students who are away from face-to-face education to
continue their educational lives, countries have made changes in their education policies and decided
to switch to the distance education method until the process is completed for all levels of education
(Canpolat & Yildirim, 2021). According to the report published by UNESCO (2020), a total of
1,724,657,870 students across countries were affected by the pandemic process as of April 2020.

Due to the social isolation practices used within the scope of epidemic measures, the time
individuals spend at home has increased, their daily habits have changed, and the use of the internet
and digital technologies has increased excessively to reduce stress and anxiety due to both distance
education activities and the epidemic (Goker & Turan, 2020). According to Kiraly et al.'s study on the
increased use of the internet and digital technology during the pandemic period, 67% of people
worldwide watched more news broadcasts, 45% used messaging services more, 44% spent more time
on social media, and 36% spend more time on computer/video games (Kiraly et al., 2020). When the
increase in media usage is examined by media types, the highest increase was experienced in
Generation Z, also called digital natives (Goker & Turan, 2020). Similar results emerged in research
conducted on social media and internet use in Turkey during the epidemic period, and daily internet
use among the population aged 16-64 exceeded the world average by 1 hour, reaching 7 hours and 57
minutes. Social media usage was 2 hours 57 minutes, exceeding the general average by 32 minutes
(TRT Haber, 2021). In another study, attention was drawn to the increase in the time users spent with
digital technologies in Turkey during the pandemic period. According to the results of the survey
conducted with nearly 300 participants from 73 provinces, it is revealed that 70 percent of individuals
have increased their computer use and 80 percent of their mobile phone usage time (Oztiirk, 2021).
Similar studies conducted in this field have shown that people's tendency towards technology usage
habits may turn into problems, such as watching television and videos, surfing the internet, and using
social media or online games to reduce anxiety (Majeed et al., 2020).
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The rapid and uncontrolled spread of the Internet and media use, faster than the natural flow
of the process, has led to the emergence of various problems. While some individuals limit their
internet use according to their needs, others struggle to set these limits and experience issues in their
school and social lives due to excessive use (Emin & Altunel, 2021). Research in this area has uncovered
various definitions. Different terms such as Internet Addiction, Problematic Internet Use (PIU),
Smartphone Addiction (SA), Internet Gaming Disorder, Social Media Addiction, and Nomophobia are
used to describe problems related to excessive internet and digital technology use (Tung et al., 2022).
When examining the factors that make the internet and digital technologies problematic, variables
such as students' purposes for using technology, duration/amount of use, usage history, and
deprivation status are observed (Ercengiz et al., 2019).

Problematic internet use (PIU) is defined as individuals using the internet excessively,
uncontrolledly, or inappropriately in a way that disrupts daily life functions (Ceyhan & Ceyhan, 2014;
Young, 1998). PIU can have negative effects on a person's academic, social, and emotional life and can
show addiction-like symptoms (Machado et al., 2018).

Smartphone addiction (SA) is a type of behavioral addiction characterized by individuals feeling
the urge to constantly check and use their smartphones (Kwon et al., 2013). SA can cause emotional
and cognitive problems, especially in young individuals, and have negative effects on academic success
and social relationships (Demirci et al., 2014).

There is a positive relationship between PIU and SA. Studies show that intensive internet use
and smartphone addiction levels increase in parallel and that the two situations trigger each other
(Kiraly et al., 2020; Yanik & Ozgicek, 2021). The relationship between these two types of addiction can
be attributed to the central role of digital technologies in individuals' daily lives and the addictive
properties of platforms such as social media and online games (Baltaci et al., 2021).

The effects of problem situations due to excessive internet and digital technology use on
student behavior and school and learning motivation, which is one of the most important factors
affecting these behaviors, have been the subject of various studies (Blylkgebiz Koca & Tunca, 2020;
Machado et al., 2018). Some studies have revealed that the unlimited use of technological devices
negatively affects children's cooperation skills, reduces their motivation, and prevents the
development of their sense of responsibility, thus putting children's emotional progress at risk
(Plowman et al., 2010). Motivation, which can occur differently in each person, for different reasons
and for different periods of time, appears as an important prerequisite for learning. Motivation, which
is one of the most important factors in determining the course, severity, and continuity of student
behavior at school and the contribution of educational environments to the emotional and cognitive
development of students, is also the source of a significant part of the learning difficulties and
disciplinary incidents observed in the school and classroom environment (Akbaba, 2006). School
adaptation and motivation of primary school children is a phenomenon with different dimensions that
affect their emotional development, social relations, and ability to acquire social roles and
responsibilities, as well as their school success (Onder & Giilay, 2010). The COVID-19 pandemic
process, which lasted approximately 1.5 years, prevented students from attending their schools
regularly and caused them to continue their education life in an unusual system (Yasar, 2021). Studies
had observed that children experienced problems in social and psychological areas during this time
period when distance education was used, and excessive technology use was also affected (Metin et
al., 2021).

With the widespread use of digital technologies, the effects of PIU and SA on individuals are
increasing. The literature has focused on the effects of these addiction types on academic success,
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social relationships, and psychological well-being, especially in adolescents (Bliyiikgebiz Koca & Tunca,
2020; Plowman et al., 2010). However, comprehensive evaluations of the effects of PIU and SA on
school motivation are limited in these studies. One of the most important original contributions of this
study is that it is one of the rare studies that simultaneously evaluate the effects of PIU and SA on
academic motivation. While these two addiction types are usually considered separately in the
literature, this study comprehensively analyzes the relationship between PIU and SA and the effect of
this relationship on school motivation (Séyler, 2019; Tian et al., 2021). In addition, the findings
obtained in the study were supported by detailed analyses based on demographic variables such as
gender, grade level, and internet usage time.

The aim of this study is to explore the relationship between challenges associated with the
increased use of the internet and digital technology during the pandemic and students' academic
motivation. It is expected that the findings will offer valuable insights for all stakeholders (teachers,
students, and families) by revealing the links between students' learning habits, disciplinary behavior,
and their technology usage. The central research question of this study is, “Is there a relationship
between problems related to internet and smartphone use and students' school motivation?” This
study will seek to answer this question by examining the link between students' issues related to
increased technology use and their school motivation.

For secondary school students (6th, 7th, 8th grades);

1. What are the social media applications used by secondary school students?
2. What are the problematic internet usage levels of students according to various variables?
2.1. “Do students' problematic internet usage levels differ significantly according to gender?”
2.2. “Do students' problematic internet usage levels differ significantly according to grade level?”
2.3. “Do students' problematic internet usage levels differ significantly according to their social
media account usage status?”
2.4. “Do students' problematic internet use levels differ significantly according to the duration of
internet use?”
3. What are the students' smartphone addiction levels according to various variables?
3.1. “Do students' smartphone addiction levels differ significantly according to gender?”
3.2. “Do students' smartphone addiction levels differ significantly according to grade level?”
3.3. “Do students' smartphone addiction levels differ significantly according to their social media
account usage status?”
3.4. “Do students' smartphone addiction levels differ significantly according to internet usage
time?”
4. s there a relationship between problem situation variables related to students' technology use
(internet use and smartphone use) and their school motivation?

2. Method

2.1. Research Model

In this research, the relational screening model, a type of general survey model commonly
used in quantitative studies, was employed. Quantitative research is a method that allows for the
replication of data and can be conducted without subjectivity (Karagdz, 2021). The screening model
involves the entire process of describing an existing situation as it is and is used to facilitate learning
and desired behaviors in individuals.
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The relational screening model is a research approach that focuses on understanding the
relationships between variables in a specific context (Hummel & Holyoak, 2003). This model can usually
be done in a limited setting, such as a school, with a specific group of students, and the results obtained
may be limited to this context (Fan et al., 2009). The purpose of this model is to understand the
relationships within the group studied, and therefore, generalization is not necessary (Hummel &
Holyoak, 2003). It aims to establish whether the variables vary together and, if they do, to understand
the nature of this variation (Blyulkoztirk et al., 2021; Karasar, 2011). The generalizability of the findings
should be evaluated by considering the sample size, diversity, and methodological limitations of the
study (Zhu et al., 2022).

2.2. Population and Sample

The population of the research consists of all students studying in a secondary school in the
2022-2023 academic year, and the sample consists of a total of 300 students, 100 students from each
of the sixth, seventh, and eighth-grade levels, using the "stratified sampling" method from this
universe. Fifth-grade students were not included in the sample because they were in the adaptation
phase of middle school. The school is a middle school located in the Ortahisar district of Trabzon
province. The school has an average student success according to the Trabzon province High School
Entrance Exam (LGS) success.

The stratified sampling method is a sampling method used to select samples representing
different subgroups (strata) of the population. This method aims to reflect the characteristics of the
population more accurately by selecting a certain proportion or number of individuals from each
stratum (Lohr, 2021). This method ensures that the overall results of the study more accurately
represent all grade levels and reduces the possibility of bias in the sample (Cochran, 2007).

The school, which constitutes the population of the study, has nine branches (27 branches in
total) at each level of education (6th, 7th, 8th grade), approximately 359 students at each grade level,
and a total of 1077 students. According to the sample size calculation made for this study, as stated by
Cochran (2007), a sample of 285 people was sufficient, but a sample of 300 people was determined
against the possibility of data loss. Since the distribution of the determined sample into strata is based
on the ratio of each stratum to the population (Lohr, 2021) and since there are approximately equal
numbers of students at each level of education, 100 students from each level of education were
included in the sample.

Since some of the students did not know their families' monthly income, "family income
status" was not included in the study. However, since the participants' smartphone and internet access
opportunities were important for this study, this situation was asked, and the participants were
selected from students who had technological tools (desktop computer, mobile devices, smartphone)
and internet access when they wanted. In addition, the educational status of the participants' mothers
and fathers was determined, and it was determined that most of the participants were high school and
university graduates. In light of this information, it is seen that the sample has similar opportunities in
the demographic factors that can affect the problematic internet use and smartphone addiction
discussed in the study. Demographic information about the students included in the study is presented
in Table 1.
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Table 1. Information on Participants' Demographic Characteristics

Demographic Information Frequency Percentage %
“Gender”

“Female” 152 50.7
“Male” 148 49.3
“Class of Study”

“6th grade” 100 333
“7th grade” 100 333
“8th grade” 100 333
“Smartphone Status”

“Yes” 231 77
“No” 69 23
“Social Media Account Usage Status”

“Yes” 234 78
“No” 66 22
“Access to Internet”

“Desktop computer only” 15 5
“Desktop and mobile devices” 138 46
“Mobile devices only” 147 49
“Technology Usage Time”

“0-1 Hours” 74 24.7
“1-3 Hours” 158 52.7
“3-5 Hours” 68 22.7
“Mother's Education Status”

“Elementary School” 52 17.3
“High School” 101 33.7
“University” 103 34.3
“Master's Degree” 44 14.7
“Father's Education”

“Primary School” 42 14
“High school” 93 31
“University” 113 37.7
“Master's Degree” 52 17.3

2.3. Data Collection Tools

To gather information about the relationship between students' problematic behaviors related
to their increasing use of the internet and digital technology and their school motivation, various data
collection instruments were utilized. The “Participant Demographic Data Form” was employed to
identify the individual characteristics of the study group. To identify technology-related problematic
behaviors, the “Problematic Internet Use Scale” and the “Smartphone Addiction Scale” were used. The
“School Motivation Evaluation Scale” was applied to assess school motivation.
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2.3.1. Participant Demographic Data Form

This form includes nine categorical questions designed by the researchers to collect
demographic data on the participants, such as gender, grade level, parents' educational status, and
certain technology and social media usage habits.

2.3.2. Problematic Internet Use Scale-Adolescent (PIUS-A)

The PIUS-A, developed by Ceyhan et al. (2007), is designed to assess the levels of PIU among
university students. The version of the scale tailored for adolescents underwent validity and reliability
testing by Ceyhan and Ceyhan in 2014. This scale comprises 27 items that are rated on a 1 to 5 scale,
covering three sub-dimensions: social benefit comfort, excessive use, and negative consequences of
internet use. The items are scored as follows: “Not at all suitable (1 point)”, “Rarely suitable (2 points)”,
“Somewhat suitable (3 points)”, “Quite suitable (4 points)”, “Entirely suitable (5 points)”. Iltems 7 and
10 are scored in reverse. The overall score can vary between 27 and 135. Higher scores on this scale
suggest that an individual's internet use may be problematic. The internal consistency coefficient of
the scale (Cronbach Alpha) is 0.94. The split-half reliability coefficient of the scale (Guttman Splithalf)
is 0.83 (Ceyhan & Ceyhan, 2014). In this study, as a result of the analysis made with the scores obtained
from the students, the internal consistency coefficient (Cronbach Alpha) was calculated as 0.903 and

the split-half reliability coefficient (Guttman Splithalf) was calculated as 0.802.

2.3.3. Smartphone Addiction Scale (SAS)

This scale, originally developed by Kwon et al. for adolescents in their teens using Young's
Internet addiction scale, was adapted into Turkish by Demirci et al. (2014). The scale is a Likert-type,
with response options ranging from “1-Definitely No” to “6-Absolutely Yes”. The scale's total score
ranges from 33 to 198, with higher scores reflecting an increased risk of SA. The scale includes seven
sub-dimensions, with items distributed as follows: “Factor 1 (disrupting daily life and tolerance), Factor
2 (withdrawal symptoms), Factor 3 (positive expectation), Factor 4 (cyber-focused relationships),
Factor 5 (overuse), Factor 6 (social network addiction), Factor 7 (physical symptoms)”. The internal
consistency coefficient (Cronbach alpha) of the scale is 0.947. The split-half reliability coefficient
(Guttman Splithalf) of the scale was calculated as 0.893 (Demirci et al., 2014). In this study, as a result
of the analysis made with the scores obtained from the students, the internal consistency coefficient
(Cronbach Alpha) was calculated as 0.912 and the split-half reliability coefficient (Guttman Splithalf)
was calculated as 0.857.

2.3.4. School Motivation Assessment Scale

The “School Motivation Scale,” consisting of 34 items, was developed by Yavuz (2006) to create
a Likert-type scale measuring the school motivation of seventh-grade primary school students and to
test its reliability. The scale consists of 34 items on a single dimension, scored as follows: “5 = Strongly
Agree, 4 = Agree, 3 = Undecided, 2 = Disagree, 1 = Strongly Disagree. Higher total scores on the scale
indicate higher school motivation”. The internal consistency coefficient (Cronbach alpha) of the scale
is 0.90. The scale's split-half reliability coefficient (Guttman Splithalf) was calculated as 0.89 (Yavuz,
2006). In this study, as a result of the analysis made with the scores obtained from the students, the
internal consistency coefficient (Cronbach Alpha) was calculated as 0.879 and the split-half reliability
coefficient (Guttman Splithalf) was calculated as 0.862.
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2.4. Data Analysis

The suitability of the measured variables for normal distribution was assessed. If the normality
assumption was not met, the Mann-Whitney U test and the Kruskal-Wallis test were used for
comparisons; if the assumption was met, the independent t-test and ANOVA were used. For the
analysis of relationships between scales, the Spearman correlation coefficient was applied if normality
was not met, and the Pearson correlation coefficient was used if it was met (Field, 2009).

2.5. Ethics Committee Approval Information

This study was reviewed by Trabzon University Social and Human Sciences Scientific Research
and Publication Ethics Committee, and an ethics committee approval certificate dated 16.12.2022 and
numbered 2022-12/2.22 was issued.

3. Results

The data obtained from the study are presented below. “What are the social media
applications used by secondary school students?” The data obtained from the question are presented
in Figure 1.

Figure 1. Information on Social Media Applications Used by Participants
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In the participant demographic data form, students were asked: What social media
applications do you use? The quantitative analysis of the responses to the question revealed that the
most commonly used social media application among the students surveyed was YouTube, followed
by Instagram, Snapchat, and TikTok, respectively.

3.1. Problem Situations Related to Students' Internet Usage Levels

The research question of this study is “Do students' PIU levels significantly differ according to
gender?” Based on the Kolmogorov-Smirnov normality test (Blylikoztirk et al., 2021) applied to the
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results obtained from the PIU disorder scale administered to students, it was found that the
distribution did not follow a normal distribution (p=0.000, p>0.05) due to the sample size (n>50) (see
Table 2). The Mann-Whitney U test is used to compare two independent samples where the data does
not show a normal distribution (Blylikoztiirk et al., 2021).

Table 2. PIU by Gender

Gender n Mean X Sum of U p z Effect Size (r)
Rank Ranks

Girl 152 139.30 62.76 21173.50 9545.5 0.023 -2.267 0,13

Boy 148 162.00 68.57 23976.50

* Mann Whitney U test was performed.

When the scores from the PIU disorder scale were analyzed by gender, the mean rank for
female students was found to be 139.3 with an average score of X= 62.76, while the mean rank for
male students was 162 with an average score of X=68.57. The significance level of the Mann-Whitney
U test, used to compare the PIU disorder scale scores by gender, was determined to be p =0.023. Since
the analysis was performed by ranking the scores from lowest to highest, lower average ranks indicate
lower average scores on the scale. The findings show that the difference between students' PIU levels
according to gender is significant (p<0.05) and that male students' PIU levels are higher.

To objectively measure the effect of the significant difference found, the effect size must be
considered (Bliylkoztirk et al., 2021). Based on Pearson's correlation coefficient (r), for the Mann-
Whitney U test, an r value of 0.1 represents a small effect, 0.3 signifies a medium effect, and 0.5
denotes a large effect (Field, 2009). The effect size of the significant difference in PIU by gender was
calculated as r = 0.13, following the formula in the study by Corder and Foreman (2009), indicating a
small effect size.

The research question also explores the following: “Do students' problematic internet usage
levels differ significantly according to grade level?” Based on the Kolmogorov-Smirnov normality test
(Blyukoztiurk et al., 2021) applied to the results from the PIU disorder scale administered to students,
it was found that the distribution was not normal (p=0.000, p>0.05), likely due to the sample size (n>50)
(see Table 3). The Kruskal-Wallis H test is used to compare more than two independent samples where
the data does not show a normal distribution (Bliyukoztirk et al., 2021).

Table 3. PIU by Grade Level

Class n Mean Rank X x2 D Significant Effect Size
difference* (n2)
“6th grade” 100 162.84 70.40 9.758 0.008 “6th grade — 8th
“Tth grade” 100 160.23 67.00 grade” 0.033
“8th grade” 100 128.43 59.48 “7th grade — 8th
grade”

* Mann Whitney U test was performed.

When the scores from the PIU scale were analyzed by grade level, the average scores for 6th
grade students were X= 70.40, for 7th grade students X= 67, and for 8th grade students X= 59.48.
According to the Kruskal-Wallis H test, a p-value of 0.008 (p < 0.05) was found, indicating that the
difference in PIU scores across grade levels is statistically significant. To identify between which grades
this difference existed, pairwise comparisons were made using the Mann-Whitney U test. The results
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revealed no significant difference between 6th and 7th grades, but both 6th and 7th-grade students
had higher PIU scores compared to 8"-grade students.

For the Kruskal-Wallis H test, the eta square (n?) value is used to calculate effect size (Pallant,
2017). An eta square value between 0 and 1 is considered small if it is 0.01, medium if it is 0.06, and
large if it is 0.14 (Cohen, 1992). The effect size for the significant difference in PIU by grade level was
calculated as r = 0.033, using the formula provided by Green and Salkind (2014), indicating a small
effect size.

The research question also addresses “Do students' problematic internet usage levels differ
significantly according to their social media account usage status?” Based on the Kolmogorov-Smirnov
normality test applied to the findings from the PIU disorder scale administered to students, it was
found that the distribution was not normal (p = 0.000, p > 0.05) (see Table 4). The Mann Whitney U
test is used to compare two independent samples where the data does not show a normal distribution
(Blylkoztiurk et al., 2021).

Table 4. PIU by Social Media Account Usage Status

Situation n Mean X Sum of U p z Effect Size (r)
Rank Ranks

Yes 234 158.68 67.57 37130.50 5808.5 0.002 -3.075 0.031

No 66 121.51 58.73 8019.50

* Mann Whitney U test was performed.

When the scores from the PIU disorder scale were analyzed based on social media usage
status, the mean rank for students who used social media was calculated as 158.68, with an average
score of X= 67.57. In contrast, the mean rank for students who did not use social media was 121.51.
According to the Mann-Whitney U test, the significance level was p=0.002, and the effect size was
r=0.177 (p<0.05). According to the analysis results, there is a significant difference between the groups
and it has a small effect size (r = 0.031).

The study also investigates, “Do students' problematic internet use levels differ significantly
according to the duration of internet use?” Based on the Kolmogorov-Smirnov normality test
(Bayukoztiurk et al., 2021) applied to the findings from the PIU disorder scale, it was determined that
the distribution was not normal (p=0.000, p>0.05) due to the sample size (n>50) (see Table 5). The
Kruskal-Wallis H test is used to compare more than two independent samples where the data does not
show a normal distribution (Blyukoztirk et al., 2021).

Table 5. PIU by Duration of Internet Use

Duration n Mean X x2 p Significant difference*  Effect Size
Rank (n2)
“0-1hours” 74  120.38 59.01 35.240 0.000 “0-1 hours—3-5 hours”
“1-3 hours” 158 142.06 62.84 “1-3 hours — 3-5 hours” 0.12
“3-5hours” 68  202.90 79.29

* Mann Whitney U test was performed.

When examining the scores from the PIU scale based on the duration of internet usage, the
average score for students who use the internet for 0-1 hours was X= 120.38, while the average score
for those using the internet for 1-3 hours was X= 79.29. The analysis results show that there is a
significant difference between the groups (p = 0.000). To identify between which durations this
difference occurred, pairwise comparisons were made using the Mann-Whitney U test. The findings
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showed no significant difference between the 0-1 hour and 1-3 hour groups (p=0.056, p<0.05), but a
statistically significant difference was found between the 0-1 hour group and the 3-5 hour group
(p=0.000, p<0.05), as well as between the 1-3 hour group and the 3-5 hour group (p=0.000, p<0.05).
This means that while PIU does not significantly increase for up to 3 hours of daily internet use, it rises
notably when usage exceeds 3 hours.

The effect size for the significant difference in PIU according to internet usage duration was
calculated as r = 0.12, following the formula by Green and Salkind (2014), indicating a medium effect
size.

3.2. Problem situations related to students' smartphone addiction levels

In response to the research question, “Do students' smartphone addiction levels differ
significantly according to gender?” the Kolmogorov-Smirnov normality test was applied to the data
obtained from the SAS. The results indicated that the data followed a normal distribution (p = 0.200, p
> 0.05) (see Table 6). The independent sample t test is used to compare two independent samples
where the data shows a normal distribution (Blyikoztirk et al., 2021).

Table 6. SA by Gender

Gender n X S sd t p Effect Size (Cohen’s d)
Girl 152 83.72 32.176 298 0.204 0.838 -
Boy 148 82.98 30.218

* Independent Sample t test was performed.

When analyzing the scores from the SAS based on gender, the average score for male students
was X= 83.72, while for female students it was X= 82.98. The result of the independent sample t-test
was p=0.838 (p<0.01). These findings suggest that there is no statistically significant difference
between the SA scores of male and female students. As no significant difference was found, effect size
values were not calculated.

The study also explores, “Do students' SA levels differ significantly according to grade level?”
The Kolmogorov-Smirnov normality test (Bliylikoztiirk et al., 2021) applied to the data from the PIU
disorder scale showed that the distribution was normal (p=0.200, p>0.05) due to the sample size (n>50)
(see Table 7). The One-Way Anova test is used to compare more than two independent samples where
the data shows a normal distribution (Buyikoztirk et al., 2021).

Table 7. SA by Grade Level

Class n X Sd F p Significant Eta squared
difference* (n2)
6th grade 100 74.32 3.02 6.720 0.001 “6th grade — 7th 0.043
7th grade 100 89.15 3.19 grade”
8th grade 100 86.61 2.97 “6th grade — 8th
grade”

* Results with a difference of p<0.017 after Bonferroni correction

When analyzing the scores from the SAS by grade level, the average score for 6th grade
students was X=74.32, for 7th grade students it was X=89.15, and for 8th grade students it was higher.
The One-Way ANOVA test yielded a p-value of 0.001 (p < 0.01), indicating a statistically significant
difference in SA scores across different grades. To identify which grades had significant differences, a
Post Hoc test was conducted. The findings revealed a significant difference between 6th and 7th grades
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as well as between 6th and 8th grades, but no significant difference was found between 7th and 8th
grades. These results indicate that 6th grade students have significantly lower levels of SA compared
to 7th and 8th grade students. To calculate the effect size for the One-Way ANOVA test, the eta square
(n2) value is used (Pallant, 2017). The effect size for the significant difference in SA scores according to
grade level was calculated as r = 0.043, indicating a small effect size.

The study also investigates, “Do students' SA levels differ significantly according to their social
media account usage status?” The Kolmogorov-Smirnov normality test applied to the data from the
SAS indicated that the data followed a normal distribution (p = 0.200, p > 0.05) (see Table 8). The
independent sample t test is used to compare two independent samples where the data shows a
normal distribution (Buyukoztirk et al., 2021).

Table 8. SA by Social Media Account Usage Status

Situation n X S sd t p Effect Size (Cohen’s d)
Yes 234 86.75 31.36 298 3.624 .000 0.505
No 66 71.31 27.49

* Independent Sample t test was performed.

When examining the scores from the SAS based on social media usage, the average score for
students who used social media was X= 86.75, while the average score for students who did not use
social media was X= 71.31. The Independent Sample T-Test results indicated a significant level of p =
0.000, showing that the difference in SA levels between students with social media accounts and those
without is statistically significant (p < 0.01).

One common method for calculating effect size for the Independent Sample T-Test is Cohen's
d statistic (Green & Salkind, 2014). The effect size for the difference in SA levels according to social
media usage was calculated as d = 0.505, indicating a moderate effect.

The study also investigates, “Do students' smartphone addiction levels differ significantly
according to the duration of internet use?” The Kolmogorov-Smirnov normality test applied to the data
from the PIU disorder scale indicated that the data followed a normal distribution (p = 0.200, p > 0.05)
due to the sample size (n > 50) (Bliyukoztiirk et al., 2021) (see Table 9). The One-Way Anova test is
used to compare more than two independent samples where the data shows a normal distribution
(BliyUkozturk et al., 2021).

Table 9. SA by Internet Usage Duration

Duration n X Sd F p Significant Eta square
difference* (n2)

“0-1 74 69,09 24.37 26.865 0.000 Between 0-1-1-3 0.153

hours” Between 0-1 —3-5
“1-3 158 81.20  29.53 Between 1-3 —3-5

hours”
“3-5 68 103.91 31.34

hours”

* Results with a difference of p<0.017 after Bonferroni correction

When the scores obtained from the SAS were examined according to internet usage time, the
average scores of students who use the internet for 0-1 hours were X= 69.09, for 1-3 hours were X=
81.2, and for 3-5 hours X= 103.91. The One-Way ANOVA test results indicated a significance level of p
= 0.000 (p < 0.01), suggesting that the difference in SA scores based on internet usage duration is
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statistically significant. To identify which groups exhibited these differences, a Post Hoc test was
conducted. The findings revealed significant differences among all three groups, indicating that SA
levels increase with longer internet usage times. The effect size for this significant difference was
calculated using the eta square (n?) value (Pallant, 2017). The eta square value for the difference in SA
scores based on internet usage duration was calculated as r = 0.153, indicating a large effect size.

The study also addressed the question: “Is there a relationship between problem situation
variables related to students' technology use (internet use and smartphone use) and their school
motivation?”. Simple correlation methods were employed to assess the relationship between two
continuous variables. In social sciences, if at least one of the datasets to be examined shows a normal
distribution, the Pearson Correlation test is preferred; otherwise, the Spearman test is used (Field,
20009).

According to the normality test results, the scores obtained from the SAS showed a normal
distribution (p = 0.056, p > 0.05), the scores from the school motivation scale also showed a normal
distribution (p = 0.200, p > 0.05), but the scores from the PIU scale did not show a normal distribution
(p=0.000, p <0.05) (see Table 10).

Table 10. The Relationship Between Students' SA and PIU and School Motivation

School SAS Score PIUS Score
Motivation
Scale Score
School “Correlation 1.000 -0.376 -0.228
Motivation Coefficient”
Scale “p-value” - 0.000 0.000
Score “N” 300 300 300
SAS Score “Correlation -0.376 1.000 0.415
Coefficient”
“p-value” 0.000 - 0.000
“N” 300 300 300
PIUS Score “Correlation -0.228 0.415 1.000
Coefficient”
“p-value” 0.000 0.000 -
“N” 300 300 300

* Pearson correlation test was performed.

The relationships are statistically significant since the p-value is less than 0.05 for all variables.

e School Motivation and SA: The Pearson correlation coefficient between the school motivation
scale score and the SAS score is -0.376. This indicates a moderately significant negative
relationship (p = 0.000, p < 0.05), meaning that as students' SA levels rise, their school
motivation declines.

e School Motivation and PIU: The Pearson correlation coefficient between the school motivation
scale score and the PIU scale score is -0.228. This signifies a weak but significant negative
relationship (p = 0.000, p < 0.05), suggesting that an increase in PIU is associated with a
decrease in school motivation.

e SAand PIU: The Pearson correlation coefficient between the SAS score and the PIU scale score
is 0.415. This points to a moderately significant positive relationship (p = 0.000, p < 0.05),
indicating that as SA increases, so does PIU.



Examining the Relationship Between Students’ Problematic... 300

4. Discussion, Conclusion and Recommendations

An analysis of students' responses to the first sub-question of the study, which focused on
identifying the internet and digital technology tools/applications they use, revealed that YouTube was
one of the most frequently used social media platforms. Then came Instagram, Snapchat, TikTok and
other applications. According to the We Are Social 2024 report published in January 2024 regarding
the number of users of social media applications worldwide, Facebook ranked first with 3,049,000
users, YouTube ranked second with 2,491,000 users, and Instagram came third with 2,000,000 users.
The TikTok application, which is frequently used by students, ranked fifth with 1,562,000 users and
Snapchat application ranked tenth with 700,000 users (We Are Social, 2024). Looking at Facebook's
Marketplace demographics for 2022, it is seen that the usage rate among boys aged 13-17, which
includes the sample group of this study, is 0.2% and girls are 0.1%. The age group with the highest
Facebook usage was found to be between the ages of 25-34. It was determined that Facebook usage
was 13.8% among women and 17.9% among men in the 25-34 age group (Recro Dijital Marketing,
2022). For this reason, it seems that the social media preferences of the students in this study coincide
with trends around the world. In addition, it can be seen in Figure 1 that the social media applications
used by students increase as their grade levels increase and that the social media applications used by
female students are higher than those of male students. Previously, Atalay (2014) and Argin (2013)
conducted studies showing that students' social media attitudes differ according to their grade levels.
Another finding from these studies is that female students use social media applications significantly
more than male students. Previous research on this topic has shown that female students are more
active on social media and derive greater enjoyment from spending time on these platforms compared
to their male counterparts (Deniz & Giriltd, 2018).

In the study, the findings obtained from the analysis of the question related to gender show
that the difference between the PIU levels of male students and the PIU levels of female students is
statistically significant (p < 0.05) and that the PIU levels of male students are higher than female
students. Previous studies on this subject have also stated that male students use the internet more
than female students in terms of gender (Fernandez-Villa et al., 2015) and that their levels of PIU (Tian
et al. 2021) are higher. One of the main reasons for this may be that male students are generally more
interested in online games and technology. Online games and competitive platforms can lead men to
use digital devices more frequently and for longer periods of time. As stated in Tian et al.'s (2021)
study, the ways men access the internet and the reasons for their use can make them more prone to
problematic internet use.

The analysis of the question “Do students' problematic internet use levels differ significantly
according to grade level?” reveals a statistically significant difference in PIU scores across grade levels.
The findings indicate that there is no significant difference between the PIU scores of both 6th grade
and 7th grade students, but the PIU scores of both 6th and 7th grade students are higher than those
of the 8th graders. This result is consistent with previous studies in the literature, which have reported
similar findings. In their studies on adolescents, Glni¢ (2009) and Ceyhan (2011) stated that the
highest levels of PIU were in the lower grades, with PIU and addiction levels decreasing as students
progressed to higher grades. This situation may be attributed to the intense preparation process for
the high school entrance exam in the final year of primary education, which limits the time students
allocate to internet use.

The analysis of the relationship between students’ problematic internet usage levels and their
social media usage status reveals a statistically significant difference in PIU scores based on social
media usage. In other words, students who use social media exhibit higher levels of PIU compared to
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those who do not use social media. This finding aligns with previous studies (Baltaci et al. 2021) which
suggest that increased social media use during the pandemic increases the risk of PIU. The impact of
social media use on problematic internet use (PIU) can be evaluated in terms of the structural and
psychological characteristics of these platforms. Social media platforms are designed to encourage
continuous engagement and maximize content consumption. Features such as automatic video
playback, notifications, and personalized content feeds supported by algorithms prolong the time
users spend on these platforms. These elements can make it difficult to control students’ ability to
regulate their online behaviors, contributing to problematic internet use (PIU). In addition, the use of
social media among young individuals to meet psychological needs such as social approval, self-
perception, and sense of belonging can increase the risk of addiction. The feedback individuals,
especially adolescents, receive through likes and comments on social media can reinforce their
addiction to these platforms. As stated by Baltaci et al. (2021), this situation has become more evident
during the pandemic period, leading to an increase in students' dependence on digital connections.

The findings reveal a statistically significant difference in PiU scores based on the duration of
internet use. The results indicate that while there is no significant increase in PIU with daily internet
use up to 3 hours, the rate of problematic behavior increases significantly when internet use exceeds
3 hours. The increase in internet use during the pandemic on PIU can be associated with individuals'
growing need for online activities. Studies by Eidi and Delam (2020) and Guessoum et al. (2020) show
that online activities were frequently used to reduce stress and anxiety during the pandemici and this
behavior persisted in the post-pandemic period. This continuity may increase individuals' dependence
on digital platforms and explain the duration-based increase in PIU.

The findings regarding students’ smartphone addiction levels in relation to gender show that
the difference between male and female students' smartphone addiction scores is not statistically
significant. This suggests that smartphone addiction is influenced by general tendencies in how
individuals use technology and that these tendencies depend on the function and purpose of the use
of technology rather than gender differences. In a similar way, the study by Kumcagiz et al. (2020)
found comparable levels for smartphone addiction among male and female students, which can be
interpreted as smartphones becoming equally accessible, attractive, and integrated into daily life for
both genders.

The current study investigating whether students' smartphone addiction (SA) levels differ
significantly by grade level indicates a statistically significant difference in SA scores across grades. The
significant difference in smartphone addiction (SA) levels according to grade level can be attributed to
the social, cognitive, and psychological needs of students, which vary depending on their age and level
of education. Specifically, the SA levels of 6th grade students were found to be significantly lower than
those of 7th and 8th grades, indicating that younger age groups tend to be less addicted to digital
technologies. This finding has also been emphasized in previous studies such as Cetinkaya (2019) and
Cakir & Oguz (2017), which emphasize age as an important determinant of SA.

The findings in response to the question of whether students’ smartphone addiction levels
differ significantly based on their social media usage reveal that students with active social media
accounts had higher phone addiction levels than those without. The effect of social media account use
on smartphone addiction (SA) can be explained by the addictive design features of social media
platforms and the psychological attachment that individuals feel towards these platforms. In the study,
the fact that SA levels were higher in students with active social media accounts indicates the features
of these platforms that encourage users to be constantly online and increase the risk of addiction.
Durak and Seferoglu's (2018) study similarly shows that social media use increases SA levels.
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In the study examining whether students' smartphone addiction levels differ significantly
based on the duration of internet use, the results indicated that as internet usage time increased, the
scores on the smartphone addiction scale also rose. While the average scale score for 0-1 hour use is
69.09, it is seen that the average score increases to 81.20 for 1-3 hour use and 103.91 for 3-5 hour use.
Studies conducted by Yanik and Ozgicek (2021) also revealed that the time spent on the internet is an
important predictor of SA. The association between the increase in internet usage time and the
increase in smartphone addiction (SA) levels can be evaluated as a result of the usage habits and
behavioral addiction processes that individuals develop towards technology. In the study, the
significant increase in the scores obtained from the addiction scale as the daily internet usage time
increases can be interpreted as the fact that long-term exposure to digital platforms increases the
intensity of individuals' use of their smartphones. As stated in the study of Yanik and Ozgicek (2021),
the duration of internet usage stands out as an important determinant of SA.

By applying the Pearson correlation test, the study identified meaningful relationships
between these three variables, suggesting that higher levels of PIU and SA are linked to lower school
motivation among students. According to the findings, a significant negative relationship exists
between students' SA levels, PIU, and school motivation. In other words, school motivation decreases
as both SA and PIU increase. There is also a positive significant relationship between SA and the
amount of PIU. In other words, SA and PIU are two variables that trigger each other and increase as
one increases, the other increases. The negative relationship between students' problem situations
regarding technology use (problematic internet use - PIU and smartphone addiction - SA) and school
motivation can be explained by the effects of excessive or unbalanced use of technology on individuals'
cognitive, emotional, and social processes. The finding that students' school motivation decreases as
SA and PIU levels increase is consistent with similar studies in the literature (Sarigam, 2015; Yildirm et
al., 2016). This situation shows that digital addiction prevents individuals from using their attention,
energy, and time efficiently towards their learning processes.

In their study, Yildirm, Yasar, and Duru (2016) found that although students' use of
technological tools such as smartphones and tablets in schools is beneficial in accessing and sharing
course resources, there is a decrease in their course success due to the fact that students perform
different activities such as using social media, playing games, and watching movies with these tools. It
has been determined that they tend to withdraw from school. Similarly, Oztekin (2024) concluded in
his study that students' internet use, even to study, undesirably shifts towards extracurricular
activities, causing students to tend to move away from school. The findings of Akyiirek's (2020) study
on the use of smartphones by secondary school students also show that the increase in phone use
distracts students from their lessons and causes them to move away from school. Saricam (2015), in
his thesis study examining the effects of secondary school students' social media usage habits on their
course success and, therefore, on their school motivation, stated that there was a negative relationship
between the two variables and that as social media use increased, their school motivation decreased.
Similarly, Soéyler (2019) concluded in his study that SA is a significant predictor of school attachment in
adolescents.

The findings obtained in this study align with existing literature. According to the research
findings, more attention should be directed toward 6th and 7th grade students, particularly regarding
PIU, as their levels are notably higher compared to 8th grade students. Furthermore, male students
face greater challenges in this regard, and it is recommended that their daily internet usage should be
limited to an average of 1-2 hours. Additionally, the study found that 8th grade students exhibit higher
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levels of smartphone addiction, with both social media use and internet usage time contributing to
this increase.
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Genis Ozet
Giris

2019 yilinin son doneminde Cin'de gorilmeye baslanan Covid-19 virlsi kisa slirede diinyanin
bircok ulkesine yayllmistir (Canpolat & Yildirim, 2021). Hastalik ilk tespit edildikten sonra 6 aylik bir
sirede 10 milyondan fazla kisiyi enfekte etmis ve 500 binden fazla kisinin 6limine neden olmustur.
Salginla miicadele kapsaminda devletler virlisiin yayilmasini énlemek amaciyla karantina ve sosyal
mesafe uygulamalari gibi farkli 6nlemlere basvurmustur (Dickens vd., 2020). Diinya Saglik Orgiitii
tarafindan kiresel salgin olarak tanimlanan Covid-19, insanlarin sosyal yasamlarinin bir¢ok alaninda,
Ozellikle saghk alaninda 6nemli degisikliklere neden olmus ve diinya genelinde bir¢ok aktivitenin askiya
alinmasina yol agmistir (Marmarosh vd., 2020). Sosyal izolasyon uygulamalarindan egitim sistemi de
etkilenmis, diinya genelinde okullar ve Universiteler egitime ara vermek zorunda kalmistir (Can, 2020).
Yiiz yuze egitimden uzak kalan 6grencilerin egitim hayatlarina devam edebilmeleri icin llkeler egitim
politikalarinda degisiklige giderek tiim egitim kademeleri icin sire¢ tamamlanana kadar uzaktan egitim
yontemine gecilmesine karar vermislerdir (Canpolat & Yildirim, 2021).

Salgin 6nlemleri kapsaminda kullanilan sosyal izolasyon uygulamalari nedeniyle bireylerin evde
gecirdikleri zaman artmis, glinlik aliskanlklari degismis hem uzaktan egitim faaliyetleri hem de salgin
nedeniyle stres ve kayglyi azaltmak icin internet ve dijital teknolojilerin kullanimi asiri artmistir (Goker
ve Turan, 2020). Kirdly vd.’nin pandemi doneminde internet ve dijital teknoloji kullaniminin artmasina
iliskin yaptigi calismaya gore, diinya genelinde insanlarin %67’si daha fazla haber yayini izlemis, %45’i
mesajlasma servislerini daha fazla kullanmis, %44’G sosyal medyada ve %36’si bilgisayar/video
oyunlarinda daha fazla zaman gegirmistir (Kiraly vd., 2020).

internet ve medya kullaniminin dogal akisindan daha hizli ve kontrolsiiz bir sekilde
yayginlasmasi gesitli sorunlarin ortaya ¢cikmasina neden olmustur. internet ve dijital teknolojilerin asiri
kullanimina bagh sorunlari tanimlamak icin internet Bagimhhg, Problemli internet Kullanimi (PiK), Akill
Telefon Bagimliligi (ATB), internet Oyun Oynama Bozuklugu, Sosyal Medya Bagimliligi ve Nomofobi gibi
farkh terimler kullaniimaktadir (Tung vd., 2022). internet ve dijital teknolojileri sorunlu hale getiren
faktorler incelendiginde 6grencilerin teknolojiyi kullanma amaglari, kullanim siresi/miktari, kullanim
gecmisi ve yoksunluk durumu gibi degiskenler gézlenmektedir (Ercengiz vd., 2019).

Problemliinternet kullanimi (PiK), bireylerin giinliik yagam fonksiyonlarini bozacak sekilde asiri,
kontrolsiiz veya uygunsuz sekilde internet kullanmasi olarak tanimlanmaktadir (Ceyhan ve Ceyhan,
2014; Young, 1998). PiK, kisinin akademik, sosyal ve duygusal yasami lizerinde olumsuz etkilere neden
olabilmekte ve bagimlilik benzeri semptomlar gésterebilmektedir (Machado vd., 2018).

Akilli telefon bagimhhgi (ATB), bireylerin akilli telefonlarini siirekli kontrol etme ve kullanma
dirtlisi hissetmesiyle karakterize bir davranissal bagimlilik tiriadir (Kwon vd., 2013). ATB, 6zellikle
geng bireylerde duygusal ve bilissel sorunlara neden olabilir ve akademik basari ve sosyal iliskiler
Gzerinde olumsuz etkilere sahip olabilir (Demirci vd., 2014).

Dijital teknolojilerin yayginlasmasiyla birlikte PIK ve ATB’nin bireyler (izerindeki etkileri
artmaktadir. Literatlirde bu bagimlilik tiirlerinin 6zellikle ergenlerde akademik basari, sosyal iliskiler ve
psikolojik iyi olus izerindeki etkilerine odaklaniimistir (Bly{ikgebiz Koca ve Tunca, 2020; Plowman vd.,
2010). Ancak bu calismalarda PiK ve ATB’nin okul motivasyonu {izerindeki etkilerine iliskin kapsamli
degerlendirmeler sinirhdir. Bu iki bagimlihk tiri literatirde genellikle ayri ayri ele alinirken, bu
calismada PiK ve ATB arasindaki iliski ve bu iliskinin okul motivasyonu lizerindeki etkisi kapsamli olarak
analiz edilmistir (Soyler, 2019; Tian vd., 2021). Ayrica ¢alismada elde edilen bulgular cinsiyet, sinif
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dizeyi ve internet kullanim siresi gibi demografik degiskenlere dayali ayrintili analizlerle
desteklenmistir.

Bu ¢alismanin amaci, pandemi sirasinda internet ve dijital teknolojinin artan kullanimiyla iliskili
zorluklar ile 6grencilerin akademik motivasyonu arasindaki iliskiyi arastirmaktir. Bulgularin,
ogrencilerin 6grenme aliskanliklari, disiplin davranislari ve teknoloji kullanimlari arasindaki baglantilari
ortaya cikararak tim paydaslar (6gretmenler, 6grenciler ve aileler) icin degerli icgdriler sunmasi
beklenmektedir. Bu ¢alismanin temel arastirma sorusu, "internet ve akilli telefon kullanimiyla ilgili
sorunlar ile 6grencilerin okul motivasyonu arasinda bir iliski var midir?" seklindedir.

Yontem

Bu arastirmada, nicel arastirmalarda yaygin olarak kullanilan genel tarama modelinin bir tiir
olan iliskisel tarama modeli kullaniimistir. iliskisel tarama modeli, belirli bir baglamda degiskenler
arasindaki iliskileri anlamaya odaklanan bir arastirma yaklasimidir (Hummel ve Holyoak, 2003). Bu
model genellikle belirli bir 6grenci grubuyla okul gibi sinirh bir ortamda yapilabilir ve elde edilen
sonuglar bu baglamla sinirl olabilir (Fan vd., 2009).

Arastirmanin evrenini 2022-2023 egitim 6gretim yilinda bir ortaokulda 6grenim goéren tim
ogrenciler, 6rneklemini ise bu evrenden "tabakal 6rnekleme" yéntemi kullanilarak, altinci, yedinci ve
sekizinci sinif diizeylerinden her birinden 100 6grenci olmak Gzere toplam 300 6grenci olusturmaktadir.
Besinci sinif 6grencileri ortaokulun adaptasyon asamasinda olduklari icin drnekleme dahil edilmemistir.
Okul, Trabzon ili Ortahisar ilgesinde bulunan bir ortaokuldur. Okul, Trabzon ili Liselere Giris Sinavi (LGS)
basarisina gore ortalama bir 6grenci basarisina sahiptir.

Katmanli 6rnekleme yontemi, niifusun farkl alt gruplarini (tabakalarini) temsil eden 6rnekleri
secmek icin kullanilan bir 6érnekleme yéntemidir. Bu yontem, her tabakadan belirli bir oranda veya
sayida birey secerek niifusun 6zelliklerini daha dogru bir sekilde yansitmayi amaglar (Lohr, 2021). Bu
yontem, ¢alismanin genel sonuglarinin tim sinif diizeylerini daha dogru bir sekilde temsil etmesini
saglar ve 6rneklemdeki 6nyargi olasiligini azaltir (Cochran, 2007).

Ogrencilerin internet ve dijital teknolojiyi giderek artan kullanimlariyla ilgili sorunlu davranislari
ile okul motivasyonlari arasindaki iliski hakkinda bilgi toplamak icin ¢esitli veri toplama araglari
kullanilmistir. Calisma grubunun bireysel 6zelliklerini belirlemek icin “Katilimci Demografik Veri
Formu”, teknolojiyle ilgili sorunlu davraniglarini belirlemek icin “Problemli internet Kullanim Olgegi
(PiK)” ve “Akilli Telefon Bagimhlig Olgegi (ATB)” ve okul motivasyonlarini degerlendirmek iginse “Okul
Motivasyon Degerlendirme Olgegi (OMD)” uygulanilmistir.

Galismada, olgiulen degiskenlerin normal dagilima uygunlugu degerlendirilmistir. Normallik
varsayimi karsilanmadigi karsilastirmalar igin Mann-Whitney U testi ve Kruskal-Wallis testi kullaniimis;
varsayim karsilaniyorsa bagimsiz t-testi ve ANOVA kullanilmistir. Olcekler arasindaki iliskilerin analizi
icin normallik karsilanmiyorsa Spearman korelasyon katsayisi, karsilaniyorsa Pearson korelasyon
katsayisi kullaniimistir (Field, 2009).

Bulgular

Katilimci demografik bilgi formunda 6grencilere sorulan “Hangi sosyal medya uygulamalarini
kullaniyorsunuz?” sorusuna verilen yanitlarin nicel analizi, ankete katilan 6grenciler arasinda en sik
kullanilan sosyal medya uygulamasinin YouTube oldugunu, ardindan sirasiyla Instagram, Snapchat ve
TikTok'un geldigini ortaya koymustur.

Calismanin “Ogrencilerin PiK diizeyleri cinsiyete gére anlaml sekilde farkhlasmakta midir?”
sorusu cercevesinde ogrencilere uygulanan PiK 6lceginden elde edilen bulgular cinsiyete gore
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incelendiginde; kiz 6grencilerin ortalama puani X= 62,76 ile 139,3, erkek 6grencilerin ortalama puani
X= 68,57 ile 162 olarak bulunmustur. PiK bozuklugu olcegi puanlarinin cinsiyete gore
karsilastirilmasinda kullanilan Mann-Whitney U testinin anlamhlik diizeyi p= 0,023 olarak bulunmusgtur.
Analiz, puanlar en disikten en yiksege dogru siralanarak yapildigindan, dislik ortalama siralar
dlcekteki diisiik ortalama puanlari ifade etmektedir. Bulgular, 8grencilerin cinsiyete gére PiK diizeyleri
arasindaki farkin anlamli oldugunu (p<0,05), erkek 6grencilerin PiK diizeylerinin daha yiiksek oldugunu
gostermektedir.

Calismanin “Ogrencilerin problemli internet kullanim diizeyleri sinif diizeyine gére anlamli bir
sekilde farkhlasiyor mu?” sorusu cercevesinde &grencilere uygulanan PiK 6lceginden elde edilen
bulgular sinif diizeyine gore incelendiginde; 6. sinif dgrencilerinin ortalama puanlari X= 70.40, 7. sinif
dgrencilerinin ortalama puanlari X= 67 ve 8. sinif dgrencilerinin ortalama puanlari X= 59.48 olarak
bulunmustur. Kruskal-Wallis H testine gore p degeri 0.008 (p < 0.05) olarak bulunmus olup, sinif
diizeyleri arasinda PiK puanlari arasindaki farkin istatistiksel olarak anlamli oldugu gériilmistiir. Bu
farkin hangi siniflar arasinda oldugunu belirlemek amaciyla Mann-Whitney U testi kullanilarak ikili
karsilastirmalar yapilmistir. Sonuglar 6. ve 7. siniflar arasinda anlamli bir fark olmadigini ortaya koymus
ancak hem 6. hem de 7. sinif 6grencilerinin 8. sinif 6grencilerine kiyasla daha yiiksek PiK puanlarina
sahip oldugunu gostermistir.

Calismanin “Ogrencilerin problemli internet kullanim diizeyleri sosyal medya hesabi kullanim
durumlarina gére anlamli bir sekilde farklilasmakta midir?” sorusu gergevesinde 6grencilere uygulanan
PiK 6lceginden elde edilen bulgular sosyal medya hesabi olma durumuna gére incelendiginde; sosyal
medyayi kullanan 6grenciler icin ortalama sira 158.68 olarak hesaplanmis olup, ortalama puan X=
67.57'dir. Buna karsilik, sosyal medyayi kullanmayan 6grenciler icin ortalama sira 121.51'dir. Mann-
Whitney U testine gbre anlamlilk dizeyi p=0.002, etki blyukliglu ise r=0.177 (p<0.05) olarak
bulunmustur. Analiz sonuglarina goére gruplar arasinda anlamli fark vardir ve kii¢lik bir etki btytklGgine
sahiptir (r=0.031).

Calismanin “Ogrencilerin problemli internet kullanim diizeyleri internet kullanim siiresine gére
anlamli sekilde farkhlasmakta midir?” sorusu cercevesinde 6grencilere uygulanan PiK élceginden elde
edilen bulgular internet kullanim siiresine gore incelendiginde; 0-1 saat internet kullanan 6grencilerin
ortalama puani X= 120,38 iken, 1-3 saat internet kullanan dgrencilerin ortalama puani X= 79,29 olarak
bulunmustur. Analiz sonuclari gruplar arasinda anlamli fark oldugunu goéstermistir (p=0,000). Bu farkin
hangi sureler arasinda oldugunu belirlemek amaciyla Mann-Whitney U testi kullanilarak ikili
karsilastirmalar yapilmistir. Bulgular 0-1 saat ve 1-3 saat gruplari arasinda anlaml fark olmadigini
(p=0,056, p<0,05), ancak 0-1 saat grubu ile 3-5 saat grubu arasinda (p=0,000, p<0,05) ve 1-3 saat grubu
ile 3-5 saat grubu arasinda istatistiksel olarak anlamli fark bulundugunu géstermistir (p=0,000, p<0,05).
Bu bulgu, problemli internet kullaniminin giinliik 3 saate kadar internet kullaniminda énemli 6l¢lide
artmadigi, ancak kullanimin 3 saati asmasi durumunda belirgin sekilde arttigi anlamina gelmektedir.

Calismanin “Ogrencilerin akilli telefon bagimhlik diizeyleri cinsiyete gére anlamli bir sekilde
farkhlasmakta midir?” sorusu cercevesinde 6grencilere uygulanan ATB 6lceginden elde edilen bulgular
cinsiyete gore incelendiginde; erkek 6grencilerin ortalama puani X= 83,72 iken, kiz 6grencilerin
ortalama puani X= 82,98 olarak bulunmustur. Bagimsiz érneklem t-testi sonucu p=0,838 (p<0,01)
olarak bulunmustur. Bu bulgular erkek ve kiz 6grencilerin SA puanlari arasinda istatistiksel olarak
anlamli bir fark olmadigini géstermektedir.

Calismanin “Ogrencilerin akilli telefon bagimlilik diizeyleri sinif diizeyine gére anlamli sekilde
farkhlasiyor mu?” sorusu cergevesinde 6grencilere uygulanan ATB 6lceginden elde edilen bulgular sinif
diizeyine gore incelendiginde; 6. sinif 6grencileri icin ortalama puan X= 74.32, 7. sinif &grencileri igin
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X=89.15 ve 8. sinif 6grencileri icin daha yiiksek olmustur. Tek Yonli ANOVA testi, farkl siniflar arasinda
ATB puanlarinda istatistiksel olarak anlamli bir fark oldugunu gosteren p=0,001 (p < 0,01) degeri
vermistir. Hangi siniflarda anlamli fark oldugunu belirlemek icin Post Hoc testi yapiimistir. Bulgular, 6.
ve 7. siniflar ile 6. ve 8. siniflar arasinda anlamli bir fark oldugunu ortaya koymustur, ancak 7. ve 8.
siniflar arasinda anlaml bir fark bulunamamistir. Bu sonuglar, 6. sinif 6grencilerinin 7. ve 8. sinif
ogrencilerine kiyasla anlamli derecede daha diisiik ATB dlizeylerine sahip oldugunu gostermektedir.

Calismanin “Ogrencilerin akilli telefon bagimliik dizeyleri sosyal medya hesabi kullanim
durumlarina goére anlamli sekilde farklilasiyor mu?” sorusu c¢ercevesinde 6grencilere uygulanan ATB
Olceginden elde edilen bulgular incelendiginde; sosyal medyayi kullanan 6grencilerin ortalama puani
X= 86,75 iken, sosyal medyayi kullanmayan 6égrencilerin ortalama puani X= 71,31 olarak bulunmustur.
Bagimsiz Orneklem T-Testi sonuglari sosyal medya hesabi olan ve olmayan 6grenciler arasindaki SA
dizeyleri arasindaki farkin istatistiksel olarak anlamh oldugunu géstermektedir (p < 0,01).

Calismanin “Ogrencilerin akilli telefon bagimlilk diizeyleri internet kullanim siiresine gére
anlamli sekilde farklilasiyor mu?” sorusu gercevesinde 6grencilere uygulanan ATB olceginden elde
edilen bulgular incelendiginde; 0-1 saat internet kullanan dgrencilerin ortalama puanlari X =69.09, 1-
3 saat kullanan 6grencilerin ortalama puanlari X = 81.2 ve 3-5 saat kullanan 6grencilerin ortalama
puanlari X=103.91 olarak bulunmustur. Tek Yonlii ANOVA testi sonuclari p=0.000 (p<0.01) anlamhlik
diizeyini gostermis olup, internet kullanim stiresine dayali ATB puanlari arasindaki farkin istatistiksel
olarak anlamli oldugunu gostermektedir. Bu farkhliklarin hangi gruplarda gorildigini belirlemek igin
Post Hoc testi yapiimistir. Bulgular her lg grup arasinda da anlamli farkhliklar ortaya koymus olup, ATB
diizeylerinin internet kullanim siireleri uzadikc¢a arttigini géstermektedir.

Ogrencilerin problemli internet kullanimi ile okul motivasyonlari arasinda negatif yénde
anlamli bir iliski bulunmustur. Bu durum, internet ve akilli telefon bagimliliginin okul motivasyonunu
dusiirdigiini géstermektedir. Ogrenciler ders calismak yerine daha fazla sosyal medya, oyun ve video
icerikleriyle ilgilendik¢e, akademik motivasyonlarinda belirgin bir azalma meydana gelmektedir.

Tartisma, Sonug ve Oneriler

Bu arastirma, ortaokul Ogrencileri arasinda internet ve akilli telefon bagimhhginin yaygin
oldugunu ve bu bagimhliklarin okul motivasyonu lizerinde olumsuz etkiler yarattigini géstermektedir.
Elde edilen bulgular, 6grencilerin dijital medya kullanim aliskanlklarinin dizenlenmesi gerektigine
isaret etmektedir.

Galisma bulgulari erkek 6grencilerde problemli internet kullaniminin daha yiiksek oldugunu
gostermektedir. Sinif diizeyleri azaldik¢a problemli internet kullanim dizeyleri artmaktadir. Sosyal
medya kullanan 6grencilerin problemli internet kullanim dizeyleri daha yiksektir. 3 saat ve Uzeri
internet kullanim siireleri problemli internet kullanim davraniglarini anlamli diizeyde artirmaktadir.
Cinsiyetin akill telefon bagimhligi Gizerinde anlamh bir etkisi bulunmamistir. Sinif seviyeleri arttikca
akilli telefon bagimhligi diizeyleri de artmaktadir. Sosyal medya kullanimi akilli telefon bagimlihgini
arttirmaktadir. Daha uzun sireli internet kullanimi akilli telefon bagimhhg! dizeyini arttirmaktadir.
Ogrencilerin problemli internet kullanimi ile okul motivasyonlari arasinda negatif yénde anlamli bir
iliski bulunmustur.

Ogrencilerin saghkli bir teknoloji kullanim aliskanhgl gelistirmeleri igin cesitli énlemler
alinmalidir. Okullarda dijital bilinglendirme programlarinin artirilmasi, internet bagimhligina yonelik
rehberlik hizmetlerinin glclendiriimesi ve velilere yodnelik egitim seminerlerinin dizenlenmesi
onerilmektedir. Ayrica, 6gretmenler tarafindan 6grencilerin teknoloji kullanimi ile akademik basarilari
arasindaki dengeyi saglamalarina yardimci olacak rehberlik programlari uygulanabilir.
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Ozellikle 7. ve 8. sinif 6grencileri icin, bilingli teknoloji kullanimi konusunda egitim verilerek,
onlarin akademik basarilarini olumsuz etkilemeden dijital araglari verimli bir sekilde kullanmalari
saglanmalidir. Aileler, ¢ocuklarinin teknoloji kullanim sirelerini sinirlayarak, akademik basarilarini
destekleyecek fiziksel ve sosyal aktivitelerle denge kurmalarini tesvik etmelidir.
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Abstract

This study aims to explore the role of artificial intelligence (Al)-supported applications in enhancing
the reliability of online or face-to-face measurement activities. Using a case study design, a qualitative
research method, the study gathered the opinions of 48 educators from various disciplines in schools affiliated
with the Ministry of National Education and Higher Education. Data were collected using a semi-structured
interview form consisting of four open-ended questions. The data were analyzed with the content analysis
method and the Cohen’s kappa reliability coefficient was determined as k = .78, p < .05. The results revealed
that nearly half of the educators were aware of Al-supported applications (such as ChatGPT, Bing, Copilot,
etc.) and that some students used these applications to answer questions or prepare homework during the
measurement process. In this context, the study identified various precautions that can be implemented to
increase the reliability of online or face-to-face measurement activities. These precautions included
conducting exams in person whenever possible, using interpretative questions, limiting exam durations, and
focusing on practical exams. Additionally, educators can take steps such as recording screens during exams,
capturing live images with cameras, and monitoring opened tabs to reduce the impact of Al-supported tools.
The current study further discusses the influence of these measurement methods and precautions on
increasing the reliability of measurement results.

Keywords: Artificial intelligence, Measurement reliability, ChatGPT

Ozet

Bu galismanin amaci, gevrimigi veya yiz ylze yapilan 6lgme faaliyetlerinin glvenirligine yonelik
yapay zeka (YZ) destekli uygulamalarin roltntin belirlenmesidir. Nitel arastirma yontemleri arasinda yer alan
durum calismasi deseni kullanilan ¢alisma kapsaminda, Yiksekogretim’e ve Milli Egitim Bakanlig§’'na bagh
okullarda farkl branslarda gérev yapan 48 egitimcinin gorisleri alinmigtir. Veri toplama araci olarak agik uglu
dort sorudan olusan yari yapilandirilmis gorisme formu kullanilmistir. Veriler igerik analizi ydontemiyle analiz
edilmis ve Cohen’s kappa glivenirlik katsayisi k = .78, p < .05 olarak belirlenmistir. Calisma sonuglarina gore,
egitimcilerin neredeyse yarisinin YZ destekli uygulamalarin (ChatGPT, Bing, Copilot vb.) farkinda oldugu ve
olgme siirecinde bazi 6grencilerin sorulari cevaplamak veya 6devleri hazirlamak amaciyla bu uygulamalardan
yararlandig ortaya konulmustur. Bu kapsamda gevrimigi veya yilze ylze yapilan 6lgme faaliyetlerinin
glvenirligini artirmaya yonelik egitimciye ve yazilima bagh olarak alinabilecek &nlemler belirtilmistir.
Sinavlarin olabildigince yiz yiize gergeklestirilmesi, yoruma dayali sorularin kullanilmasi, sinav siiresinin
kisitlanmasi ve uygulamaya dayal sinavlarin yapilmasi egitimcinin alabilecegi 6nlemler arasindadir. Sinav
esnasinda ekran kaydinin tutulmasi, kamera ile canh goériintiiniin alinmasi ve agilan sekmelerin kontrol
edilmesi yazihma baglh olarak alinabilecek o6nlemler arasindadir. Egitimcilerin benimsedikleri dlgme
yéntemlerinin ve belirttikleri 6nlemlerin 6lgme sonuglarinin glivenirligini artirmaya yoénelik etkileri
tartisiimistir.

Anahtar Kelimeler: Yapay zeka, Olgme giivenirligi, ChatGPT
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1. Introduction

Although there are different definitions in the literature on Artificial Intelligence (Al), Al, in its
most general definition, is the efforts to transfer some high-level mental skills, such as problem-solving,
reasoning, analysis, interpretation, and evaluation- associated with human intelligence to machines
through computer programs (Mathew & Mani, 2023). With the rapid development of technology, Al
seeks to simplify daily life. By enabling machines or applications to think like humans, Al has become
effective in many areas including healthcare, education, commerce, tourism, transportation,
communication, and entertainment. Healthcare workers are helped to diagnose and treat diseases
faster. Thanks to automatic grading, individualized applications, and adaptable systems, educators
contribute to the development of students (Swiecki et al., 2022). Companies can more easily determine
customer demands and trends. An Al-supported application can process the preferences and interests
of people based on the videos they watch into a database and then present content according to users'
experiences. Thus, although the application used is the same, the experience is personalized. Logistics
and transportation can be made efficient thanks to traffic management, vehicle routing, and
transportation planning. Multi-purpose mobile phones, mobile applications, and virtual assistant
assistants work in harmony with Al and take their place in people's lives (Ng et al., 2021; Yang, 2022).

Along with its use across various fields, Al is increasingly being integrated into both face-to-
face and online education. In Turkey, Al was highlighted in the 2023 education vision of the Ministry
of National Education (MoNE). This report emphasized the effect of Al in enabling machines to behave
like humans, in the realization of learning, and in reaching the breaking point of the monopoly of
humans intelligence in education. Therefore, it was emphasized that Al has become too important to
be ignored and that it can be integrated into the learning process. There are different studies in the
literature on the effect of Al-supported applications on learning. Personalized learning experience,
adaptive learning environments, automatic evaluation and feedback, student tracking, online
education, and accessibility offer important opportunities (Asik et al., 2023). With the pandemic, the
tendency towards online education has increased massively, and in this period, there has been an
increase in applications that will ensure the effectiveness of education, and studies have been
conducted on the integration of Al into learning environments (Chen et al., 2021; Kong et al., 2021). Al
is used to create individualized educational content, offer innovative teaching strategies and methods,
analyze data make evaluations, and ensure teacher-student interaction (Chassignol et al., 2018). In
order to determine the strengths and weaknesses of students, personalized learning experiences can
be offered to students based on the resources they use (written course documents, videos,
animations, or interactive applications) and their learning experiences, such as the questions they
solve. In this way, teachers can identify students who have learning difficulties in various subjects and
make the necessary interventions.

Al-supported applications for education and information acquisition can take various forms.
These include personalized learning platforms, intelligent educational assistants, automatic exam and
evaluation systems, virtual teaching assistants, smart search engines, scientific research platforms, and
chatbots. Chatbots based on technologies such as deep learning, machine learning, contextual
meaning, image, and language processing are becoming more widespread today. Chatbots such as
ChatGPT, Google Bard, Bing Chat, and Claude include features such as providing information,
answering questions, producing content, explaining course materials, performing mathematical
calculations, making predictions based on data, writing programs, language translation, producing
artistic texts such as poetry and solving problems. ChatGPT, which is widely used among chatbots, can
answer questions about verbal and numerical fields, health, guidance, language and translation,
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technical and programming, entertainment and culture, daily life, problem-solving, and calculation
(OpenAl, 2023). As can be seen, thanks to chat robots, answers can be obtained to questions at
different levels, such as knowledge, comprehension, analysis, synthesis, and evaluation in many
different areas, from daily life to education. When chatbots are used to obtain information, they can
contribute to student learning. However, when these robots are used in the process of answering
written (open-ended, multiple choice, fill-in-the-blank, short-answer, etc.) or homework-based
assessment questions in face-to-face or online education, they can also cause problems regarding the
reliability of the assessment activity. Assessment activities are very important in order to determine
the functionality of teaching programs, to reveal the effectiveness of teaching strategies, methods,
and techniques, and to evaluate students' weaknesses and strengths. Some problems related to
evaluation may arise after measurement activities that are not carried out reliably.

There are studies in the literature that determine the accuracy rate and success of chatbots in
exams. Goktas (2023) aimed to determine what kind of results ChatGPT would produce in the accuracy
and verification stages in homework and multiple-choice exams to be held in the tourism field. After
the study, it was determined that Al-supported applications such as ChatGPT pose a significant threat
to the reliability of exams. It was seen that it was quite successful, especially when it came to multiple-
choice questions. In homework questions, some incorrect answers and the fact that they were based
on non-existent sources caused ChatGPT's reliability in such questions to be questioned. Goktas (2023)
emphasized the need to protect the integrity of online exams and ensure fair and valid assessments
for all students. It was also stated that educators and institutions should be aware of the potential for
ChatGPT to facilitate cheating and that it is important to take steps to combat this. Choi et al. (2023)
tried to reveal to what extent ChatGPT could be successful in law school exams. More than 95 multiple-
choice questions and 12 essay questions were asked to ChatGPT. After the study, it was determined
that ChatGPT received a passing grade of "C+" on average, albeit low. The study provided sample
recommendations on how chatGPT can help students in legal writing rather than limiting its use in the
assessment process (Choi et al., 2023). In their study, Bordt and Luxburg (2023) aimed to determine
the success of ChatGPT by subjecting it to an exam within the scope of the subject of "Algorithms and
data structures" in the field of computer science at the undergraduate level. After the evaluations, it
was determined that ChatGPT passed the average by receiving 20.5 points out of 40 and could be
successful in undergraduate exams. The study noted that it was insufficient to conclude that ChatGPT
had any understanding of computer science. As can be seen, the studies reveal the level of success of
chatbots like ChatGPT in exams. Especially considering the pandemic process, education at other
levels, especially in higher education, has been conducted online for several semesters. While online
education continues in many universities, homework and project assignments can be given to students
in face-to-face courses focused on measurement. Keeping the measurement and evaluation process
in the background in online education and focusing more on the course execution process can often
cause the issue of reliability to be ignored (Jung, 2005). It is stated that students think of cheating in
exams given in online education whenever they have the opportunity (King et al., 2009) and that they
can do this idea more and more easily than in face-to-face exams (Hillier, 2014). Considering that
similar courses will be conducted online in the future, solutions should be put forward to ensure the
reliability of measurement activities against Al-supported applications.

Today, students can benefit from Al-supported applications, and some teacher candidates and
educators can especially benefit from chatbots (Cam et al., 2021). However, due to reasons such as
the rapid development of technology, the inadequacy of some educators' technological literacy at this
point, and the lack of information in educational institutions, they may not be aware of such
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applications. It is thought that educators, who have an important place in teaching activities, should
benefit from Al-supported applications and be aware of what problems may arise when these
applications are used for purposes other than their intended purposes (Popenici & Kerr, 2017). In this
context, it is very important to obtain information from educators and to reveal the precautions that
can be taken against the unethical uses mentioned above. In this context, this study aims to determine
the measurement methods used by educators, to reveal the purposes for which educators and
students benefit from Al-supported applications, and to determine the precautions that can be taken
to increase the reliability of measurement activities within the framework of these applications.

1.1. Research Questions

1. What are the measurement methods used by educators in the teaching process?

2. What is the awareness of educators regarding Al applications and their usage of these
applications?

3. What are the situations in which students benefit from Al applications in the measurement
process?

4. What are the precautions that can be taken to increase the reliability of measurement
activities?

2. Method

This study was conducted using a case study design, which is one of the qualitative research
methods. A case study is an in-depth qualitative research approach that explores specific situations
within a defined process, with the goal of identifying and analyzing the underlying reasons behind
these situations. (Creswell & Poth, 2016). Case studies are used to define the details that make up an
event, to expand the possible situations related to the event, and to evaluate events from various
aspects (Patton & Appelbaum, 2003).

2.1. Participants

Educators from various disciplines and positions Higher Education Institutions and the MoNE
participated in the study. Due to the diversity of participants and the possibility of reaching a sufficient
sample group within the province, the researcher preferred the convenience sampling method. After
the decision of the ethics committee was taken, the researcher contacted educators in schools within
the borders of the province where he was located with different methods (e-mail, online voice
interview, face-to-face interview). Information about the details of the study was shared with the
educators. Some educators who were contacted did not accept to participate in the study due to their
workload and different excuses. A total of 48 educators, 15 female (31%) and 33 male (69%) from
different levels of education participated in the study. Participant characteristics are given in Table 1.
The number of educators who have worked for 5 to 10 years is 3 (6%), the number of educators who
have worked for 11 to 20 years is 27 (56%), and the number of educators who have worked for 20 or
more years is 18 (38%).
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Table 1. Characteristics of the Participants

Organisation Department/Branch Academic title f %
. Assoc. Prof. Dr. 5 10
Computer and Educational
> . . Dr. Lecturer 1
£ Technologies Education
v Lecturer 1
-% Software Engineer Dr. 1 10
> Mechatronics Dr. Lecturer 1
Social Studies Dr. Lecturer 1
Turkish Teacher 7 14
Mathematics Teacher 7 14
Information Technologies Teacher 5 10
Turkish Language and Literature Teacher 4 7
Science Teacher 3 6
Preschool Teacher 3 6
w Religious Culture and Moral Teacher ) 3
5 Knowledge
2 Technology and Design Teacher 1
Geography Teacher 1
English Teacher 1
Class Teacher Teacher 1 20
Guidance Teacher 1
Philosophy Teacher 1
Physical Education Teacher 1

2.2. Data Collection Tool

Data were collected through a semi-structured opinion form developed during the research
process. A detailed literature review was conducted before preparing the opinion form. Studies on Al-
supported applications and chatbots, in particular, were examined. Among these studies, studies on
candidate or active educators were focused on. The first draft questions for the opinion form were
created based on the results and suggestions of the studies. In order to obtain opinions on the
suitability of the questions for the purpose and scope of the study, opinions were obtained from two
researchers who are experts in the field and work on computer science and educational technologies.
In line with the feedback obtained, the questions were revised again, and the opinion form was
finalized. The link to the form created online was shared with the educators. Participants were
informed that the data obtained would not be shared on different platforms, that the data would be
confidential, and that it could be deleted from the database later on, depending on the participant's
request. The following questions were included in the opinion form.

1. What are the measurement methods you usually prefer during the teaching process (online
and face-to-face)?

2. Do you use Al-supported applications (Chatgpt, Google Bard, Bing Al, etc.)? If yes, please
write down the applications you use and specify the purpose for which you use them.

3. Do you think that students benefit from Al applications during the teaching process (online
and face-to-face)? If yes, give examples of how students benefit from the applications.

4. Explain the measures that can be taken to increase the reliability of measurement activities
within the framework of Al-supported applications.
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2.3. Data Analysis

The data was analyzed and interpreted using the content analysis method. Qualitative research
data is analyzed by going through stages including coding, extracting themes, categorizing codes
according to themes, and defining and interpreting the findings (Yildirm & Simsek, 2013). Content
analysis involves categorizing related data in a way that is clear to the reader, organizing it into themes,
converting findings into simple numerical data using codes, and interpreting them impartially (Kogak
& Ozgiir, 2006; Selcuk et al., 2014). Participants were coded as P1 and P2 and processed. Descriptive
inferences were made to support some findings that emerged after the content analysis, and direct
guotes were made from the participants. The opinion form was examined in detail and analyses were
conducted by two researchers using Nvivo content analysis software. The separate responses given to
the form were combined in a file and transferred to the qualitative analysis software. After coding,
Cohen's Kappa reliability coefficient, calculated to determine the agreement between the researchers,
was found to be .78 (p< .05). Landis and Koch (1977) stated that this value was a very good level of
agreement.

2.4. Ethical Considerations

Ethics committee permission was given by Ordu University Educational Research Ethics
Committee on 18/07/2024 with the decision number 2024-128. Participants participated in the
research voluntarily.

3. Results

The findings were organized on the sub-problems of the study. Since short-answer statements
were used in the questions related to the first two problems, the findings were presented through
codes, along with their frequency distributions and percentage rates. Since long-answer statements
were used in the questions related to the last two problems, the frequency distributions of the themes
and codes were shown through figures, making findings more comprehensible.

3.1. Measurement Methods Used by Educators in the Teaching Process

The aim was to determine the measurement methods used by educators in face-to-face or
online training. Educators were able to give multiple answers to this question and did not separate
measurement methods according to their use in online or face-to-face classes. The measurement
methods that educators generally prefer are presented in Table 2.

Table 2. Measurement Methods Used by Educators

Measurement Method f %
Open-Ended Questions 31 42
Multiple Choice Questions 21 28
Homework, Project 8 11
Practical Exam 5 7
In-Class Participation 5 7
Fill in the Blank 3 4

In measurement activities, educators generally prefer open-ended and multiple choice exams
(N=70, 70%). In order to support the knowledge and skills acquired in the classroom, some educators
may give students homework or projects (N=8, 11%). Although limited, educators measure student
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success in some courses through practice-based exams or by taking into account active participation
in the class (N=10, 14%).

3.2. Educators Benefit from Artificial Intelligence Applications in the Teaching Process

An attempt was made to reveal educators’ awareness of Al and the extent to which they
benefit from its applications. The findings obtained for this purpose are presented in Table 3.

Table 3. Educators’ Use of Al-supported Applications

Situation Applications f Purpose f %
Researching 12 25
ChatGPT 15

Preparing texts 5 11

Yes Other applications
(Gemini, Bing, 8 Preparing questions 4 8
Copilot etc.) Translating 2 4
No - 25 - 25 52

Almost half of the educators participating in the study (N=23, 48%) generally use Al-supported
applications. Educators who use Al-supported applications mostly prefer the ChatGPT chatbot (N=15,
65%). Educators generally use chatbots for research purposes. Depending on the institution or branch,
some educators also use applications for preparing texts, preparing exam questions, or translating.

3.3. Students' Use of Al Applications During the Measurement Process

In the measurement process, an attempt was made to determine the level of students' use of
Al-supported applications. In this context, the findings that emerged after the opinions of the

educators are shown in Figure 1.

Figure 1. Students' Use of Al-supported Applications

Homework 3 Answering Exam
Preparation «— Use of Artificial Intelligence Questions

(N=12) (N=10)

l

General Research and

Information
(N=3)

Almost half of the educators who participated in the study (N=22, 46%) stated that students
benefit from Al-supported applications in the assessment process. A limited number of students use
applications for general research and information acquisition purposes outside of the assessment
process (N=3, 6%). When Figure 1 is examined, students use applications to prepare their assighments
in face-to-face or online courses. Students mostly prefer the ChatGPT chatbot when preparing
assignments. Sample participant statements regarding these findings are given below.
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Students use platforms such as ChatGPT, Gamma and Canva, especially when preparing

homework and presentations. (P10)

I have witnessed students having ChatGPT prepare a written homework or report. (P11)

| work in the software department so | can say that | am knowledgeable about this subject.

Students can have ChatGPT do their homework. (P13)

Yes, | have witnessed students benefiting from Al-supported applications. Students use them

for their presentation assignments.(P30)

Since students cannot use any information and communication tools in face-to-face exams,
they use applications to answer exam questions, especially in online assessment activities (N=10).
Sample participant opinions regarding these findings are presented below.

Students used artificial intelligence tools to cheat in exams during online education. (P11)

| witnessed students answering questions, especially using chatbots, during online education.

They copy the question directly to the chatbot and learn the answer, or they have math

problems detected through the phone's camera and learn the answer. (P17)

There were students who asked questions to artificial intelligence tools and solved the exam

this way. (P8)

3.4. Measures That Can Be Taken to Increase the Reliability of Measurement Activities

An attempt was made to determine the precautions that should be taken to prevent students
from benefiting from Al-supported applications during the measurement process and to increase the
reliability of measurement activities. The suggestions provided by the educators were grouped under
two themes: for the educator (N=22) or for the software (N=10). The codes that emerged depending
on the themes are shown in Figure 2.

Figure 2. Suggestions to Increase the Reliability of Measurement Activities

( Educator-Related Measures (( ----------- o )\_ Software-Related Measures \
- e

Face to Face Exam
(N=9) :

Screen Recording
(N=3)
Questions Basedon . N /A
Comments \ 4

(n-6) SRS
Reliability of Measurement
Limitation of Time Tab Control
(N=5) g (N=3)

Plagiarism Detection |
Software

‘

Educators conducting exams face-to-face (N=9) is a serious measure to control students and
prevent them from accessing Al applications. Sample participant statements regarding these findings
are given below.

Assessment activities can be conducted face-to-face in a way that students cannot use

technological devices. (P13)
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In online exams conducted outside of face-to-face exams, students will benefit from artificial

intelligence. (P39)

Assessment needs to be conducted face-to-face in the school environment. Students should be

restricted from using technological devices. (P48)

It was stated that if the questions asked in the exams were arranged based on a higher level
of interpretation rather than knowledge level (N=6), students would be able to write their own
opinions and thoughts instead of copying information from different sources. Sample participant
opinions regarding these findings are presented below.

The reliability of assessment activities can be increased with personalized questions based on

interpretation. (P15)

Face-to-face exams should be preferred, and if they are online, internal and interpretation-

based assessment should be done. (P24)

Making the questions a little more complex and asking them at the synthesis and evaluation

level can also prevent cheating in a way. (P47)

It was stated that the long duration of online exams (N=5) could lead to students obtaining
information from different sources. In this regard, the educator with code P20 used the expression
“Exam duration can be limited”. The other educator with code P14 stated the opinion “Time-limited
exams and camera-recorded exams should be conducted”. Some educators stated that conducting
exams based on application (N=2) instead of exams based on knowledge on paper would prevent
students from directly turning to Al-supported applications. In this regard, the educator with code P47
stated the opinion “Instead of questions directly measuring knowledge, having questions that are a bit
more application-based, project-based could reduce cheating in the assessment process”.

The educators, who also stated that some precautions could be taken depending on the
software, emphasized that the tabs opened by the students during the exam could be checked (P7,
P33 and P40), screen recordings could be taken (P14, P44 and P46) and controls could be made via
camera (P9, P14 and P23). Only one educator stated the following opinion: “It can be determined with
software whether the homework is done by artificial intelligence or not, there are platforms working
for this purpose (P2).”

4, Discussion

This study determined that educators across different institutions and educational levels
generally prefer written exams such as open-ended, multiple-choice, and fill-in-the-blank questions,
during the measurement process. A previous study on teaching staff has revealed that similar methods
are preferred (Borich, 2013; Kilig, 2021). The reasons for favoring these measurement methods include
their alignment with course characteristics, ease of preparation or evaluation, and the convenience
they offer to students (Kilig, 2021). In online measurement activities, these methods are adopted due
to reasons such as the characteristics of the exam modules, easy preparation, ease of evaluation, and
quick completion (Baran, 2020). These measurement methods, which are preferred by many
educators, can make it easier for students to copy information from different sources on the internet,
both through search engines and Al-supported chatbots, especially in online education. Some
educators measure students' success with studies carried out outside of school by giving homework or
project assignments. Although homework contributes to reinforcing students' achievements in the
courses, it is thought that students can benefit from these applications in homework given directly for
information acquisition or especially for problem solving in numerical courses. Although limited, some
educators measure student success in practice-based courses in laboratories based on computer
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applications. It can be said that measurement activities where knowledge-based skill development is
measured under the supervision of an educator, on computers with restricted internet access, and
instead of directly measuring students' knowledge, will be more reliable. Indeed, some educators have
made suggestions for conducting application-based exams in this study. It can be said that active
participation in class, which encourages students' active participation in the course and has less impact
on determining students' success, is a preferable method. Instructors have stated that students' active
participation in the course based on performance can be included in the scoring and the reliability of
measurement activities can be increased by asking students to defend their assignments verbally (Kilig,
2021).

Almost half of the educators participating in the study use Al-supported chatbots for research,
text preparation, question preparation or translation purposes. With the use of Al technology in the
field of education in recent years, educators' awareness of these technologies has been increasing
(Cam et al., 2021). Chatbots such as ChatGPT are generally preferred by both educators and students
thanks to their features such as easily obtaining information in many different fields, solving complex
problems, writing texts and making inferences (Kasneci et al., 2023; Rahman & Watanobe, 2023). It
has been stated that ChatGPT has a significant effect on completing courses with valid grades in
measurement activities conducted in different fields such as law, health, tourism and engineering
(Bordt & Luxburg, 2023; Choi et al., 2023; Goktas, 2023). It is thought that educators who are aware of
Al-supported applications and use these applications will be more sensitive and careful to ensure the
reliability of measurement activities. These educators can anticipate that some students will benefit
from these technologies in the measurement process and can shape their measurement methods,
tools and processes accordingly. Especially in online assessment activities, students can share
information during the exam and benefit from resources on the internet thanks to the common chat
groups created (Kilig, 2021; King et al., 2009). The free use and easy access of chatbots such as ChatGPT
can make it easier for students to benefit from these technologies. In this study, many educators stated
that they witnessed students benefiting from Al-supported applications during the assessment
process. Students can use these applications while answering exam questions or preparing their
homework. It is thought that students tend to use these applications more in online environments
where control is difficult, especially during the pandemic and when it is not possible to come together
in face-to-face environments. If students who spend most of their learning process online use Al-
supported applications during the assessment process, it can lead them to laziness and negatively
affect their knowledge and skill development (Pekmez et al., 2024). This situation can cause students
to graduate from schools without being equipped and competent enough. Therefore, it is necessary
for educators to be aware of Al-supported applications and the features of these applications. The
results obtained in this study reveal that some educators are not aware of this issue and do not benefit
from the applications.

Educators have stated that some precautions can be taken regarding the measurement
methods, tools and modules used to ensure the reliability of measurement activities. It is
recommended that measurement activities be carried out face-to-face as much as possible, questions
should be prepared based on interpretation in a way that takes into account students' unique opinions,
qguestion answering times should be kept short and application-based exams should be preferred.
During the pandemic process, it has not been possible for educators and students to come together
face-to-face. Therefore, it does not seem possible to hold exams face-to-face in a process where all
educational activities are carried out online. Today, hybrid (face-to-face and online) education is
becoming increasingly widespread (Goksel & Adiglizel, 2024; Kumas, 2023). In hybrid education,
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measurement activities can be carried out face-to-face. Chatbots such as ChatGPT can answer open-
ended, multiple-choice, interpretation, inference or problem-solving questions at the knowledge,
comprehension, analysis, synthesis and evaluation level (Bordt & Luxburg, 2023; Choi et al., 2023;
Goktas, 2023). Therefore, using measurement tools that include different levels of interpretation-
based questions for the purpose of directly obtaining information may negatively affect reliability.
ChatGPT can establish relationships between different concepts given to it and make some comments
on the desired outcomes. Educators' suggestions for preparing questions based on interpretation may
not be sufficient at this point. In online exams, a time limit on the module used may limit students'
ability to move more comfortably during the exam and to obtain more information from different
sources. It is important to adjust the answering times appropriately, especially in questions prepared
at the level of analysis, synthesis or evaluation based on interpretation. On the other hand, Kolomug
and Celik (2021) stated that there is no relationship between test completion time and test success in
online exams held during the Covid-19 period. Therefore, applications such as ChatGPT can answer the
guestions posed to them very quickly. Imposing a time limit may not completely eliminate the situation
where students benefit from these applications. Depending on the software used, some educators
have suggested recording the screen during the exam, turning on the camera to capture students'
images during the exam, and checking whether different tabs are opened. Kili¢ (2021) stated that
actively using devices such as cameras and microphones in the exam modules in learning management
systems and performing tab checks during the exam will contribute to exam reliability. Again, in the
open education high school exams conducted online by the MoNE, the tabs opened by the students
during the exam and the mouse movements on different pages were checked. Students were given a
certain amount of time while opening different tabs and the students' exams were completed when
the time was up (MoNE, 2021). Exam modules structured with Al support can keep some data about
the students' behaviors during the measurement. The data obtained from the camera, microphone
and screen recording can be evaluated using some algorithms and inferences can be made about the
reliability of the measurement. However, students can obtain information from a different computer
or communication tool during the measurement. In this case, taking a screenshot of the computer
where the measurement is made and checking the tabs may not be a sufficient measure to ensure
reliability. Therefore, while it can be said that it is quite difficult to ensure the reliability of
measurement activities carried out especially in a result-oriented manner, it is more appropriate to
develop creative projects that measure students' skill development based on performance, conduct
exams based on in-class participation or application.

5. Conclusions and Recommendations

This study aimed to examine the effects of Al-supported applications on the reliability of
measurement activities. To this end, data was obtained from educators working in higher education
institutions and the MoNE regarding the measurement methods they use, their use of Al-supported
applications, students' use of these applications during the measurement process, and the precautions
that can be taken. In the measurement process, educators generally prefer written exams with open-
ended, multiple-choice, or partially fill-in-the-blank questions, while rarely using homework or project
assignments. Depending on the structure of the course, some educators incorporate practical exams
and encourage active participation. Almost half of the educators interviewed use Al-supported
applications for different purposes, such as conducting research, preparing texts, creating questions,
or translating, and are aware of both the advantages and disadvantages of these applications. Some
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students use Al-supported applications to answer exam questions or complete assigned homework
during both online or face-to-face assessments.

In particular, in online exams or assignments where educator supervision is limited, leading to
potential problems with the reliability of measurement activities. The measurement methods
preferred by educators can inadvertently facilitate students' use of chatbots, such as ChatGPT, to
acquire information. In order to increase reliability, educators suggested that exams should be
conducted face-to-face, focus on practical applications, limit the time given, and include questions
based on critical thinking. The fact that chatbots such as ChatGPT have the features of solving problems
in a short time, comparing, relating or making comments according to the given instructions may also
render the measures that can be taken in this direction inadequate. Especially in online exams,
measures such as taking screen recordings, checking the camera or tabs may be insufficient in ensuring
reliability. Therefore, instead of implementing measures that restrict the use of Al-supported
applications in the measurement process, it may be more effective to adopt assessment methods that
will increase the benefits of these applications while promoting student knowledge and skill
development. Including process-oriented and performance-based assessment activities, rather than
focusing on outcomes, is expected to be more effective in ensuring measurement reliability. It is
essential for policymakers in the field of education to share their perspectives and make decisions
aimed at increasing awareness about Al-supported applications and ensuring their integration into
education. It is deemed important to inform educators working in schools affiliated with Higher
Education Institution or the MoNE about the use of Al-supported applications and the need to
reconsider the measurement methods in the context of these applications is crucial. The research
sample in this study is limited to 48 educators, so expanding the study by reaching more educators
from various disciplines in universities and schools in different cities in terms of the generalizability of
the results. Additionally, experimental studies involving project-based tasks within the scope of
artificial intelligence applications such as chatGPT, can be conducted to explore the contribution of
these applications to learning processes.
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Genis Ozet
Giris

Yapay Zeka (YZ) ile ilgili literattrde farkh tanimlar yer alsa da en genel tanimiyla YZ, insan zekasi
ile iskillendirilen problem ¢6zme, muhakeme, analiz, yorumlama ve degerlendirme gibi birtakim Ust
diizey zihinsel becerilerin bilgisayar programlari araciligiyla makinelere aktarilmasi cabalaridir (Mathew
& Mani, 2023). Birgok alanda kullaniimasiyla birlikte YZ, giiniimizde hem yiiz yiize hem de ¢evrim igi
egitime katki saglamak amaciyla da tercih edilebilmektedir. Pandemiyle birlikte kitlesel olarak ¢evrim
ici egitime yonelim artmis, bu donemde oOzellikle egitimin etkililigini saglayacak uygulamalarda artis
gorilmis ve YZ'nin 6grenme ortamlarina entegrasyonuna iliskin ¢alismalar yiritilmustir (Chen ve
digerleri, 2021; Kong ve digerleri, 2021). Ogrencilerin giiclii ve zayif yonlerini belirlemek amaciyla,
yararlandigi kaynaklardan (yazili ders dokiimanlari, video, animasyon veya etkilesimli uygulamalar) ve
¢Ozdikleri sorular gibi 6grenme yasantilarindan yola cikilarak 6grencilere kisisellestirilmis 6grenme
deneyimleri sunulabilir.

ChatGPT, Google Bard, Bing Chat ve Claude gibi sohbet robotlari; bilgi saglama, sorulari
yanitlama, icerik tUretme, ders materyallerini aciklama, matematiksel hesaplamalar yapma, verilere
dayali tahminler ylritme, program yazma, dil gevirisi, siir gibi sanatsal metinler Gretme ve problem
¢6zme gibi Ozellikleri icermektedir. Bu robotlar yiiz ylize veya ¢evrim igi egitim silirecinde yazili (agik
uclu, coktan secmeli, bosluk doldurmali, kisa cevapli vb.), veya 6deve dayal olarak uygulanan 6lgme
sorularinin cevaplandirilmasi siirecinde kullanildiginda, 6lgme faaliyetinin glvenirliligine yonelik
sorunlari da ortaya cikarabilir. Gelecekte de benzer sekilde kitlesel olarak derslerin ¢evrim igi olarak
yuritulecegi dikkate alindiginda, 6lgme faaliyetlerinin YZ destekli uygulamalara karsi glivenirliginin
saglanmasi noktasinda ¢ozimler ortaya konulmalidir. Bu kapsamda bu calismada, egitimcilerin
kullandigi 6lgme yontemlerini belirlemek, egitimcilerin ve 6grencilerin YZ destekli uygulamalardan ne
amagla faydalandiklarini ortaya koymak ve bu uygulamalar cgergevesinde olgme faaliyetlerinin
glvenirligini artirmak amaciyla alinabilecek 6nlemleri belirlemek amaglanmistir. Bu cercevede
asagidaki arastirma sorularina yanit aranmistir:

1. Egitimcilerin 6gretim slrecinde kullandigi 6lgme yontemleri nelerdir?

2. Egitimcilerin YZ uygulamalarina yonelik farkindaliklari ve bu uygulamalari kullanim durumlari
nelerdir?

3. Ogrencilerin 6lgme siirecinde YZ uygulamalarindan faydalanma durumlari nelerdir?

4. Olgme faaliyetlerinin giivenirligini artirma yonelik alinabilecek énlemler nelerdir?

Yontem

Bu calisma nitel arastirma yéntemleri arasinda yer alan durum ¢alismasi deseni kullanilarak
yuratlmustar. Cahsmaya farkli egitim kademelerinden 15 Kadin (% 31) ve 33 Erkek (% 69) olmak lzere
toplam 48 egitimci katilmistir. Katilimci 6zellikleri ile ilgili tablo asagida verilmistir. 5 ile 10 yil arasinda
gbrev yapan egitimci sayisi 3 (% 6), 11 ile 20 yil arasi gorev yapan egitimci sayisi 27 (% 56) ve 20 ve daha
fazla yil gérev yapan egitimci sayisi ise 18 (% 38) dir.

Veriler arastirma slirecinde gelistirilen yari yapilandiriimis gortis alma formu araciligiyla
toplanmistir. Sorularin ¢alismanin amacina ve kapsamina uyguluguna dair goriis almak igin,
bilgisayar bilimleri ve 6gretim teknolojileri Uzerinde ¢alismalar yiriten alaninda uzman iki
arastirmacidan goris alinmistir. Uzmanlardan goriis formu icin geri bildirimler alinmistir. Elde
edilen veriler, icerik analizi yontemiyle analiz edilmis ve yorumlanmistir. icerik analizleri sonrasi
ortaya cikan birtakim bulgulari desteklemek icin betimsel olarak cikarimlarda bulunulmus ve
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katilmcilardan dogrudan alintilar yapilmistir. Kodlamalar sonrasinda arastirmacilar arasindaki
uzlasiyr belirlemek amaciyla hesaplanan Cohen’s Kappa glivenirlik katsayisi .78 olarak bulunmustur
(p< .05). Landis ve Koch (1977) bu degerin cok iyi bir uzlasi dizeyi oldugunu ifade etmislerdir.
Gorus alma formunda asagidaki sorular yer almistir:

1. Ogretim siirecinde (cevrim ici ve yiiz yiize) genellikle tercih ettiginiz 6lgme ydntemleri
nelerdir?

2. Yapay Zeka (YZ) destekli uygulamalardan (Chatgpt, Google Bard, Bing Al vb.) faydalaniyor
musunuz? Evet ise, kullandiginiz uygulamalari yazarak ne amagla kullandiginizi belirtiniz.

3. Ogretim siirecinde (Cevrim ici ve yiiz ylize) 6lcme sirasinda 6grencilerin YZ uygulamalarindan
faydalandigini distinllyor musunuz? Evet ise, 6grencilerin uygulamalardan faydalanma sekillerine
ornekler veriniz.

4. YZ destekli uygulamalar cgercevesinde 6lcme faaliyetlerinin glivenirligini artirmak igin
alinabilecek énlemleri agiklayiniz.

Bulgular ve Tartisma

Egitimciler yapilan 6lgme faaliyetlerinde genellikle agik uclu, coktan se¢cmeli ve bosluk
doldurma gibi yazili sinavlari tercih etmektedir (N=55, %74). Egitimcilerin bazilari 6dev veya projeler
yoluyla 6grencilerin okul disinda yuruttlkleri calismalar dikkate alarak ders basarisini 6lgmektedir
(N=8, %11). Sinirli da olsa egitimciler bazi derslerde laboratuvar ortaminda uygulamaya veya sinif
ortaminda gézleme dayali olarak &grencilerin basarilarini 6lgmektedir. Daha 6nce 6gretim elemanlar:
iizerine yuriitiilen bir arastirma da benzer yontemlerin tercih edildigi ortaya konulmustur (Borich, 2013;
Glines ve digerleri, 2023; Kilig, 2021). Bu 6l¢gme yontemlerin tercih edilmesinin nedenleri arasinda;
dersin 6zelligine bagl olmasi, hazirlamanin veya degerlendirmenin kolay olmasi ve 6grenciye kolaylik
saglamasi gosterilmektedir (Kilig, 2021). Bir¢ok egitimcinin tercih ettigi bu 6l¢me yontemleri, 6zellikle
cevrimigi egitimde 6grencilerin internet ortaminda gerek arama motorlar: gerekse de YZ destekli sohbet
robotlar1 yoluyla farkli kaynaklardan bilgi kopyalanmasini kolaylastirabilmektedir.

Calismaya katilan egitimcilerin neredeyse vyarisi (N=23, %48) genel olarak YZ destekli
uygulamalardan faydalanmaktadir. YZ destekli uygulamalardan faydalanan egitimciler daha ¢ok
ChatGPT sohbet robotunu tercih etmektedir (N=15, %65). Egitimciler genellikle arastirma yapmak
amacliyla sohbet robotlarini kullanmaktadir. Goérev yapilan kuruma veya bransa bagl olarak, bazi
egitimciler metin hazirlamak, sinav sorusu hazirlamak veya ¢eviri yapmak amaciyla da uygulamalardan
yararlanmaktadir. YZ teknolojisinin son yillarda egitim alaninda kullamilmasiyla birlikte, egitimcilerin
de bu teknolojilere yonelik farkindaliklar1 giderek artmaktadir (Cam ve digerleri, 2021). ChatGPT gibi
sohbet robotlari, bir¢ok farkli alanda kolay bilgi edinme, karmasik problemleri ¢cézme, metinler yazma
ve ¢ikarimlarda bulunma gibi 6zellikleri sayesinde gerek egitimciler gerekse de 6grenciler tarafindan
genellikle tercih edilmektedir (Kasneci ve digerleri, 2023; Rahman, & Watanobe, 2023). YZ destekli
uygulamalardan haberdar olan ve bu uygulamalar:i kullanan egitimcilerin 6l¢me faaliyetlerinin
giivenirligini saglamaya yonelik daha hassas ve dikkatli olacag: diisiiniilmektedir. Bu egitimciler bazi
ogrencilerin 6l¢gme siirecinde bu teknolojilerden faydalanacagini ongorebilir ve bu sayede o6lgme
yontemlerini, araglarini ve siireclerini ona gore sekillendirebilirler.

Calismaya katilan egitimcilerin neredeyse yarisi (N=22, %46), 6grencilerin 6lgme slirecinde YZ
destekli uygulamalardan yararlandigini ifade etmistir. Sinirh sayida 6grenci, uygulamalari 6lgme sireci
disinda genel arastirma ve bilgi edinme amagli kullanmaktadir (N=3, %6). Sekil 1 incelendiginde, yiiz
ylze veya cevrim ici yapilan derslerde 6grenciler verilen 6devleri hazirlamak igin uygulamalardan
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yararlanmaktadir. Ogrenciler 6dev hazirlarken daha cok ChatGPT sohbet robotunu tercih etmektedir.
Bu bulgulara iliskin 6rnek katilimci ifadeleri asagida verilmistir.

Ogrenciler, 6zellikle 6dev ve sunum hazirlarken ChatGPT, Gamma ve Canva gibi platformlari

kullaniyorlar (K10).

Ogrencilerin, yazili bir 6dev ya da rapor istendiginde bu belgeyi ChatGPT'ye hazirlattiklarina

sahit oldum (K11).

Yiiz ylze yapilan sinavlarda 6grenciler herhangi bir bilgi ve iletisim araci kullanamadiklari igin,
ozellikle ¢evrim ici yaratilen olgme faaliyetlerinde, sinav sorularini cevaplamak igin uygulamalari
kullanmaktadir (N=10). Bu bulgulara iliskin 6rnek katilimci gérisleri asagida sunulmustur.

Ogrenciler ¢evrim ici egitim siirecinde yapilan sinavlarda yapay zeké araclarini sinavlarda

kopya ¢ekmek icin kullandilar (K11).

Cevrim igi egitim siirecinde d&grenciler O6zellikle sohbet robotlarini kullanarak sorular

cevaplandirdigina tanik oldum. Dogrudan soruyu sohbet robotuna kopyalayip cevabini

6greniyorlar veya matematik problemlerini telefonun kamerasi yoluyla algilatip cevabini
6greniyorlar (K17).

Ozellikle gevrim ici yapilan dlgme faaliyetlerinde, grenciler olusturulan ortak sohbet gruplari
sayesinde sinav aninda bilgi paylasimi yapabilmekte ve internette yer alan kaynaklardan
faydalanabilmektedir (Kili¢, 2021; King ve digerleri, 2009). ChatGPT gibi sohbet robotlarinin tcretsiz
kullanima ve kolay erisime sahip olmasi, 6grencilerin de bu teknolojilerden faydalanmasini
kolaylastirabilmektedir. Ogrenciler sinav sorularini cevaplarken veya 6devlerini hazirlarken bu
uygulamalari kullanabilmektedir. Ozellikle pandemi siirecinde kontroliin zor oldugu ¢evrim ici ortamda
ve ylz ylze ortamlarda bir araya gelmenin miimkiin olmadigl durumlarda 6grencilerin daha fazla bu
uygulamalara yonelim gosterdikleri distiniilmektedir.

Egitimcilerin sinavlari yiiz ylize yapmasi (N=9), 6grencileri kontrol etmek ve YZ uygulamalarina
erisimini engellemek icin ciddi bir dnlemdir. Bu bulgulara iliskin 6rnek katiimci ifadeleri asagida
verilmistir.

Ol¢me faaliyetleri égrencilerin teknolojik cihazlari kullanamayacaklari sekilde yiiz yiize

gerceklestirilebilir (K13).

Yiiz yiize sinav harici yapilan online sinaviarda 6grenciler yapay zekadan yararlanacaktir (K39).

Sinavlarda sorulan sorular bilgi diizeyinden ziyade daha Ust seviyede yoruma dayali olarak
dizenlenirse (N=6), o6grencilerin farkh kaynaklardan bilgi kopyalamasi yerine kendi goris ve
distncelerini yazabilecegi belirtilmistir. Bu bulgulara iliskin 6rnek katilimci goérusleri asagida
sunulmustur.

Yoruma dayali kisilestirilmis sorularla 6lcme faaliyetlerinin giivenirligi artirilabilir (K15).

Sinavlar yiiz yiize tercih edilmeli, cevrim igi olacaksa da i¢sel ve yoruma dayali 6lgme yapilmal

(K24).

Cevrim ici yapilan sinavlarda sirenin uzun olmasinin (N=5) 6grencilerin farkli kaynaklardan bilgi
edinebilmesine yol acgabilecegi ifade edilmistir. Bu konuda K20 kodlu egitimci “Sinav siiresi
kisitlanabilir” ifadesini kullanmistir. Diger K14 kodlu egitimci ise “Zaman sinirlamali sinaviar ve kamera
kayith sinav yapilmasi” seklinde goris bildirmistir. Bazi egitimciler kagit Gzerinde bilgiye dayali sinavlar
yerine, uygulamaya dayali sinavlar yapilmasinin (N=2), 6grencilerin dogrudan YZ destekli uygulamalara
yonelmesini engelleyecegini ifade etmislerdir. Bu konuda K47 kodlu egitimci, “Sorularin dogrudan bilgi
Olcen diizeyde sorular olmasi yerine, biraz daha uygulamaya dayali, projeye dayali olmasi élgme
stirecinde kopyayi azaltabilir” seklinde goris bildirmistir.



Determining the Role of Artificial Intelligence... 329

Yazilima bagh olarak bazi tedbirler alinabilecegini de ifade eden egitimciler, sinav esnasinda
ogrencilerin actiklari sekmelerin kontrol edilebilecegini (K7, K33 ve K40), ekran kayitlarinin
alinabilecegini (K14, K44 ve K46) ve kamera yoluyla kontrollerinin yapilabilecegini (k9, K14 ve K23)
vurgulamislardir. Sadece bir egitimci, “Odevlerin yapay zeké tarafindan yapilip yapilmadi§i yazilimlarla
tespit edilebilir bu amacla ¢alisan platformlar vardir (K2)” seklinde gorus bildirmistir.

GUnUmuzde hibrit (yiz ylze ve gevrim ici) egitimler giderek yayginlasmaktadir (Goksel &
Adigilizel, 2024; Kumas, 2023). Hibrit egitimlerde Olgme faaliyetleri yliz ylze gerceklestirilebilir.
ChatGPT kendisine verilen farkli kavramlar arasinda iliski kurabilir ve istenen giktilara yonelik birtakim
yorumlarda bulunabilir. Egitimcilerin yoruma dayali sorular hazirlanmasi ile ilgili 6nerileri bu noktada
yeterli olmayabilir. Cevrim ici olarak yiritilen sinavlarda kullanilan modiil lizerinde slire sinirlamasi
yapilmasi 6grencilerin sinav esnasinda daha rahat hareket etmesini ve farkh kaynaklardan daha fazla
bilgi edinimini sinirlandirabilir. Kilig (2021), 6grenme yonetim sistemlerinde yer alan sinav modiillerinin
kamera ve mikrofon gibi aygitlari aktif olarak kullanmasinin ve sinav esnasinda sekme kontrollerinin
yapilmasinin sinav gilivenirligine katki saglayacagini belirtmistir. Yine MEB ¢evrimici yuruttigi acik
0gretim lise sinavlarinda, 6grencilerin sinav aninda agtigi sekmeleri ve farenin farkli sayfalarda gezinme
hareketlerini kontrol etmistir.

Sonuglar ve Oneriler

Bu ¢alisma, YZ destekli uygulamalarin 6lgme faaliyetlerinin glivenirligine etkisini incelemeyi
amaglamistir. Bu kapsamda yiksekogretim kurumu ve MEB’de gorev yapan egitimcilerden, kullanilan
O0lcme yontemleri, YZ destekli uygulamalari kullanma durumlari, 6grencilerin 6lgme siirecinde
uygulamalardan faydalanma durumlari ve alinabilecek énlemler hakkinda bilgiler alinmigstir. Egitimciler
Olgme silirecinde, yazili sinavlarda genellikle agik uglu, coktan segmeli veya kismen bosluk doldurmali
sorulari tercih ederken, az da olsa 6dev veya proje verme yontemini benimsemektedir. Dersin yapisina
gore bazi egitimciler sinavlari uygulamali yaparken, ders i¢i aktif katilimi da 6lgmeye dahil etmektedir.
Gorisme yapilan egitimcilerin neredeyse yarisi, YZ destekli uygulamalari farkli amaglar (arastirma
yapma, metin hazirlama, soru hazirlama veya ceviri yapma) icin kullanmakta ve bu uygulamalarin
saglayacagl avantaj veya dezavantajlarin farkinda olmaktadir. Bazi 68renciler ¢evrim igi veya yiz ylize
gerceklestirilen 6lgme sirasinda sinav sorularini cevaplandirma veya verilen 6devleri hazirlamak
amaciyla YZ destekli uygulamalardan yararlanmaktadir.

Ozellikle egitimci denetiminin zorlastigi cevrim ici sinavlarda veya 6devlerde o&lgme
etkinliklerinin givenirligine yonelik sorunlar ortaya ¢cikmaktadir. Egitimcilerin tercih ettikleri 6lgme
yontemleri, 6grencilerin ChatGPT gibi sohbet robotlarindan bilgi edinimini kolaylastirdigi soylenebilir.
Egitimciler glivenirligin artirlmasi amaciyla; sinavlarin yuz ylize ve uygulamaya yonelik yapilmasini,
verilen siirelerin kisitlanarak yoruma dayali sorularin sorulmasi gerektigini belirtmislerdir. ChatGPT gibi
sohbet robotlarinin kisa siirede problemleri ¢ézme, karsilastirma, iliskilendirme veya verilen
yonergelere gére yorumlama yapabilme 6zelliklerine sahip olmasi, bu yoénde alinabilecek dnlemleri de
yetersiz kilabilmektedir. Ozellikle cevrim ici yapilan sinavlarda ekran kaydinin alinmasi, kamera veya
sekme kontroliiniin yapilmasi gibi ortaya konulan énlemlerde glivenirligin saglanmasinda yetersiz
kalabilmektedir. Dolayisiyla 6lgme slirecinde YZ destekli uygulamalarin kullanimlarini kisitlayacak
Oonlemler almak yerine, bu uygulamalarin avantajlarindan faydalanarak 6grencilerin bilgi ve beceri
gelisimlerini artiracak 6lgme yontemlerini tercih etmenin daha uygun olacagi diistintilmektedir. Sonug
odakli olarak yapilan o6lgme etkinliklerinden ziyade, slire¢ odakli ve performansa dayali dlgme
etkinliklerine yer verilmesinin glivenirligi saglamada daha etkili olacagi 6n goritlmektedir. Egitim
alaninda galismalar yiriten politika yapicilarin YZ destekli uygulamalar ile ilgili farkindaliklari artirmak
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ve egitime entegrasyonunu saglayabilmek amaciyla birtakim gorisler belirtmesi ve kararlar almasi
uygun gorilmektedir. Yiksekogretim Kurumu’na veya MEB’e bagl okullarda gorev yapan egitimcilere
YZ destekli uygulamalarin kullanimina ve kullanilacak o6lgme ydntemlerinin bu uygulamalar
cercevesinde tekrar ele alinmasi gerektigine iliskin bilgilendirmeler yapilmasi d6nemli gériilmektedir.
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Abstract

In today's interconnected digital landscape, navigating emotional content in virtual environments
has become as critical as mastering technical skills. The convergence of emotional and digital literacy plays a
pivotal role in shaping individual achievement and broader societal outcomes. This study explores how cyber-
emotional skills, defined as the ability to manage emotions in digital contexts, contribute to digital literacy. A
total of 283 university students from three Turkish institutions, selected through simple random sampling,
participated in the study. Structural equation modeling (SEM) analysis revealed that cyber-emotional skills
exert a significant influence on digital literacy, providing new insights into the interplay between emotional
competence and digital literacy. These findings suggest that individuals with stronger cyber-emotional skills
are better equipped to succeed in digital environments. A comprehensive understanding of how effectively
individuals can manage emotions and emotion-related information in a digital environment substantially
enhances their awareness of the digital dynamics and their competence in performing digital tasks. This
reconceptualizes what it means to be successful in the online world and emphasizes the importance of
emotional skills in shaping effective digital education strategies.

Keywords: Cyber-Emotional Skills, Digital Literacy, E-Motions, Higher Education, Structural Equation
Modelling

Ozet

GlnlimGzin dijital dinyasinda, sanal ortamlardaki duygusal icerigi dogru yonetebilme, teknik
beceriler kadar 6nemli hale gelmistir. Duygusal ve dijital okuryazarliklarin birlesimi hem bireysel basariyi hem
de toplumsal dinamikleri sekillendirmede kritik bir rol oynamaktadir. Bu ¢alisma, dijital gagda giderek 6nem
kazanan siber duygusal becerilerin (e-motions) dijital okuryazarlik Uzerindeki etkisini incelemeyi
amaclamaktadir. Arastirmaya Turkiye'deki g farkli tiniversiteden basit rastgele 6rnekleme yontemiyle segilen
toplam 283 6grenci katilmistir. Veri analizi igin yapisal esitlik modellemesi (YEM) kullaniimistir. YEM analizi
sonuglari, siber duygusal becerilerin, dijital okuryazarlk Gzerinde anlamh bir etkiye sahip oldugunu ortaya
koymustur. Bu bulgular, daha giglu siber-duygusal becerilere sahip olanlarin dijital okuryazarlkta basarih
olmak igin daha donanimli oldugunu gostermektedir. Ayrica gorilmektedir ki, bireylerin dijital bir ortamda
duygulari ve duygularla ilgili bilgileri ne kadar etkili bir sekilde ele alabildigine dair kapsamli bir kavrayis, dijital
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diinyaya iliskin farkindaliklarini ve dijital gorevleri yerine getirmedeki yetkinliklerini biyiik Olglide
sekillendirmektedir. Bu durum, gevrim i¢i diinyada basarili olmanin anlamini yeniden tanimlamakta ve dijital
egitim stratejilerinin gelistiriimesinde duygusal becerilerin Gnemini vurgulamaktadir.

Anahtar Kelimeler: Siber Duygusal Beceriler, Dijital Okuryazarlik, E-Motions, Yiiksekogretim, Yapisal
Esitlik Modellemesi

1. Introduction

Digital literacy has become the new lingua franca in the rapidly evolving digital age. Modern
educational approaches are recognizing the need to integrate digital skills into educational frameworks
(Gutiérrez-Angel et al., 2022), as seen in the Turkish Ministry of Education's recent curriculum
initiative, the Tilrkiye Century Education Model (MoNE, 2024). This framework provides a
comprehensive approach to digital literacy, progressing from basic awareness to practical application.
It covers crucial aspects such as information access, communication, content creation, legal and ethical
considerations, security, and critical thinking in digital contexts. However, the digital world is as much
about the heart as the hardware. Recent research has highlighted that understanding and applying the
emotional cues prevalent in online interactions is crucial for effective communication in digital spaces
(Silber-Varod et al., 2019). Digital literacy is more than just the ability to use a keyboard. Still, it is a
complex set of skills that includes social and emotional skills necessary for effective participation in the
digital world (Choi & Kim, 2004).

Despite the widespread belief that younger generations, often referred to as 'digital natives',
innately possess these skills, empirical evidence suggests a significant gap between perceived and
actual competencies, particularly in online emotional domains (Porat et al., 2018). On the eve of an
educational reform, we need to further the discussion by emphasizing the need to focus on the
emotional side of online interactions, so as not to forget about the human element. Cyber-emotional
skills encompass the capacity to interpret subtle cues in text-based communication, such as discerning
underlying sentiments in messages or accurately interpreting the intended mood conveyed by emojis.
This study aims to investigate how these emotional interpretation skills in digital contexts interact with
and relate to broader digital literacy competencies. By exploring this connection, the research intends
to provide insights into the interplay between emotional intelligence in online spaces and technical
proficiency in digital environments in the context of university students.

1.1. Cyber-Emotional Skills

From early childhood, individuals learn to navigate society by observing and interacting with
others, acquiring cultural knowledge and social skills. This socialization process teaches people how to
behave in different contexts and shapes their everyday interactions. Emotions are central in this
dynamic; social relationships influence and help define them (Halberstadt et al., 2001). Emotional
competence, which has been extensively studied in face-to-face interactions, is essential for effective
interpersonal engagement (Reich, 2017). Mayer and Salovey (1990) describe emotional intelligence as
"the ability to monitor one's own and others' emotions, to discriminate between different emotions,
and to use this information to guide one's thinking and actions" (p. 189). Emotional literacy
encompasses the ability to identify and manage one's emotions, empathize with others, and cope with
emotional challenges - skills essential for social integration (Steiner, 1979). Traditionally, these skills
are developed through personal and social practices (Weare, 2004), but the rise of digital
communication has changed the way people engage emotionally with each other. Even when people
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are physically together, much of their interaction occurs via online platforms, resulting in a growing
importance of emotional expression in virtual spaces.

Today, technology and the internet profoundly impact human behavior, including emotional
responses (Valkenburg et al., 2017). In this digital landscape, emotional engagement is no longer
confined to traditional social settings; it now permeates online interactions and influences areas of life
once thought purely functional and unemotional. Social media, in particular, encourage users to
express their emotions publicly and frequently, reshaping how emotions are experienced and shared
in modern society (Derks et al., 2008). It is now essential to be able to interpret emotional cues when
interacting online, show empathy, collaborate in virtual communities, build positive relationships,
resolve disputes, and behave ethically in cyberspace (Cebollero-Salinas et al., 2022). Despite the
different terms used to describe these competencies - such as e-emotions, cyber-emotions, social and
emotional online skills, and social and emotional e-skills (Cebollero-Salinas et al., 2022; Kappas, 2016;
Zych et al., 2017)- there is a consensus that emotional skills in cyberspace play a central role in driving
change. These skills encompass the abilities and competencies needed to effectively navigate and
thrive in the digital world, particularly in terms of communication, relationships, and emotional well-
being.

1.2. Digital Literacy

When Alexander Graham Bell introduced the first telephone in 1876 and Tim Berners-Lee
conceptualized the idea of a 'web of information' in 1989, it's highly unlikely they could have predicted
the diverse and advanced forms of communication that their inventions would evolve into today. Since
then, there has been much discussion about the rapidly evolving nature of our world and the influence
that technological progress has on our lives. Online platforms are now integral for everyday tasks like
shopping, job applications, doctor appointments, and interpersonal communication. Even the students
in this era are called “digital natives” because they live digitally immersed lives and learn differently
from previous generations (Bennett et al., 2008). For various global (e.g., coronavirus outbreak) or local
(e.g., 2023 Tiirkiye-Syria earthquake) reasons, students at all levels of education are expected to use
digital tools and navigate online information for learning to address complex global/local challenges.
Here, the question comes: “How can we fully embrace the benefits of the digital world while effectively
avoiding its so-called (Caplan, 2003) drawbacks?” Indeed, digital literacy seems to be of significant
relevance and importance in addressing this issue, as it involves the ability to use technology
competently, to interpret digital content, to assess its credibility, and to create, research, and
communicate using appropriate tools (Common Sense Media, 2009).

Gilster used the first definition of the term (1997, p. 1) as the ability to understand and make
effective use of information in a variety of formats and from a variety of sources, especially when it is
presented through computers. This definition emphasizes that digital literacy includes a profound
cognitive ability to comprehend and understand digital technologies (Secker, 2017). These
technologies, encompassing both hardware and software, are utilized by individuals for educational,
social, or recreational purposes in both school and home settings, comprising devices like computers,
mobile gadgets, interactive whiteboards, data logging equipment, web 2.0 technologies, digital
recording devices, and commercial or free accessible software packages for learning (Ng, 2012a). In
our research, we approach digital literacy as the set of skills and competencies necessary for individuals
to effectively navigate, adapt and flourish in a digital society, including three intersecting dimensions
that are proposed by Ng (2012b, p. 38) (i) technical (ii) cognitive and (iii) social-emotional dimensions
of digital literacy. The technical dimension includes technical and operational skills such as the ability
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to connect and use input/peripheral devices such as a mouse and printer, as well as adequately handle
file structures, download/install applications, embed links, etc. Cognitive dimension includes critical
and evaluative skills such as: being able to distinguish between the different search engines and using
the more ‘suitable’ search engine for a particular purpose, and being able to critique the content of
webpages in terms of accuracy, currency, reliability, and the level of difficulty. The social and emotional
dimension includes social and cybersecurity skills such as: using the Internet responsibly for
communicating, socializing, using “netiquette”, balancing the time spent on social networks, keeping
personal information private, etc.

As mentioned earlier, recent research has illuminated various opportunities and risks
associated with digital media communication (Chen & Fan, 2024; Rega et al., 2023). However, there
has been notably less emphasis on exploring cyber-emotional skills, specifically how adolescents can
utilize them to enhance their ability to navigate and understand the digital landscape effectively.

1.3. Relationship between Cyber-Emotional Skills and Digital Literacy

The intersection of cyber-emotional skills and digital literacy is a nascent area of inquiry with
significant implications for how individuals navigate the digital landscape. While emotions are
recognized as influencing cognition and behavior, shaping how people react to their surroundings and
process information (Fredrickson, 2001; Pekrun, 2006; Bower, 1981), the specific role of cyber-
emotional skills in the development and application of digital literacy remains largely unexplored.
Cyber-emotional skills, broadly defined, encompass the ability to recognize, understand, and manage
emotions experienced in online interactions (Alemdar & Yigiter, 2025). These skills are hypothesized
to influence how individuals respond to emotional stimuli encountered digitally, potentially impacting
their ability to evaluate information critically, engage in online discourse, and ultimately, shape their
digital literacy. For instance, adverse emotional reactions to online content might prompt a more
cautious and critical approach to information evaluation, potentially fostering stronger digital literacy
skills. While direct research on this relationship is scarce, emerging studies suggest a correlation
between emotional intelligence and digital literacy. Putra et al. (2023) and Alpian et al. (2023) report
positive correlations, albeit of varying strengths, between these constructs, with Ibrahim et al.'s (2024)
study further suggesting that emotional intelligence predicts digital literacy within a model that also
incorporates self-regulation and academic stress. These preliminary findings support the proposition
that cyber-emotional skills play a role in shaping digital literacy. However, further investigation is
needed to elucidate the specific mechanisms and causal pathways involved.

2. Method

2.1. Research Design and Sampling

This study examines the theoretical model formed as the cyber-emotional skills of university
students affect their digital literacy. It was designed in a causal model to analyze the direction of the
causal relationship between the variables (Bryman, 2016). The study participants were 283 students
from different universities (Bogazici University, Necmettin Erbakan University and Mus Alparslan
University) in Tlrkiye in 2023-2024, selected using simple random sampling. The sample served as a
representative group for the validation and reliability analyses of the E-motions Questionnaire and the
SEM analysis (see Table 1). Approval was obtained from the Necmettin Erbakan University Social
Sciences and Humanities Research Ethics Committee on 09/06/2023 (2023/271) to ensure that ethical
guidelines were followed.
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Table 1. Participants' Demographic Information

Variables N %
Man 210 74,2
Gender Woman 68 24,0
Not Declared 5 1,8
15-20 years 82 29,0
Age 21-29 years 169 59,7
30+ years 32 11,3
) ) Less than 1 hour 25 8,5
Time spent on social
) 1-2 hour/s 112 39,9
media
3+ hours 146 51,6
1 10 3,5
. 2 49 17,3
Number of social
. 3 97 34,3
media accounts
4 68 24,0
5 59 20,8

2.2. Measurement Tools

2.2.1. E-motions Questionnaire

The E-motions Questionnaire, formulated by Zych et al. (2017), is an important tool for
assessing the emotional content of online spaces and exploring the expression, perception, use, and
regulation of emotions online. The scale consists of 21 items divided into four subscales: e-motional
expression, e-motional perception, facilitating the use of E-motions, and understanding and managing
E-motions. The scale items, which are presented in a 5-point Likert format, are answered from '1 -
Strongly Disagree' to '5 - Strongly Agree'. The validity of the E-motions Questionnaire was reinforced
by a Confirmatory Factor Analysis (CFA) conducted by the authors, which showed that the goodness
of fit indicators of the scale were within acceptable parameters (x2=316.23, df=183, p<0.05;
¥2/df=1.728; CFI=0.98, NFI=0.95, NNFI=0.98, RMSEA=0.07). In the original version of the measurement
tool, the Cronbach's alpha reliability coefficient was calculated as 0.84 for the E-motional expression
dimension (4 items, e.g. "l express my emotions through social media platforms such as Facebook or
Instagram"); 0.75 for the E-motional perception dimension (3 items, e.g, "People tell me whether they
are happy or sad through Facebook or Instagram"); 0.91 for facilitating the use of E-motions (6 items,
o= 0.91; e.g., "l express my emotions through Facebook or Instagram to overcome challenges"); and
0.87 for the understanding and management of E-motions dimension (8 items, a= 0.87; e.g., "I
understand what kind of emotions people feel when | look at their profiles"). It has proven to be a
valuable tool for both researchers and practitioners, providing a deeper insight into the complex
dynamics of emotions in virtual environments. The scale was adapted into Turkish by Alemdar & Yigiter
(2025). The CFA findings of the adaptation study of the E-emotions questionnaire show that the
goodness-of-fit indicators of the scale are within acceptable parameters (x2=498.09, df=185, p<0.05;
x2/df=2.692; CFI=0.99, NFI=0.97, RMSEA=0.06, SRMR=0.06). In the adaptation version of the
measurement tool, the Cronbach's alpha reliability coefficient was calculated as 0.74 for the emotional
expression dimension, 0.66 for the emotional perception dimension, 0.85 for the emotional facilitation
dimension, and 0.90 for the emotional understanding and management dimension.
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2.2.2. Digital Literacy Scale

The Digital Literacy Scale, originally developed by Ng (2012a), adapted to Turkish by Ustiindag
et al. (2012), is used to assess the digital literacy level of university students. The scale consists of ten
items with a single factor, which accounts for 40 per cent of the variation in the digital literacy skills of
the participants. The items are structured as a five-point Likert scale. There are no reverse-scored
guestions. Respondents could choose from 'strongly disagree' (1), 'disagree' (2), 'neutral' (3), 'agree’
(4), and 'strongly agree' (5). The results of our CFA analysis showed the following goodness of fit
indices: x2/df= 3.67, RMSEA = 0.06, CFl = 0.96, IFl = 0.96 and GFl = 0.94. These values indicate a near
perfect fit for CFl, IFl and GFI, while X2/sd <5 and RMSEA indicate an acceptable level of fit.
Additionally, the study's reliability coefficient was assessed and found to be 0.84, indicating adequate
reliability. Therefore, the data collected in this study can be considered both valid and reliable.

2.2.3. Data Analysis

Rigorous data preparation and hypothesis testing preceded confirmatory factor analysis (CFA)
and structural equation modelling (SEM). An extensive preliminary analysis revealed that there was no
missing data in the responses of the students. Outlier detection was performed by calculating total
and standardised z-scores, with potential outliers defined as observations outside the [-3, +3] range.
Notably, no data exclusions were required as all observations fell within the acceptable range.
Normality assessment included examination of skewness and kurtosis coefficients, which were found
to be within the recommended range [-1.5, +1.5] (Tabachnick & Fidell, 2013), indicating an
approximately normal data distribution. Multicollinearity was assessed using the values of the variance
inflation factor (VIF), with no concerns of multicollinearity identified, as all of the VIF values were below
the critical threshold of 5 (Kline, 2011). Given the categorical and ordinal variable structure of the
study, the robust weighted least squares (WLSMV) estimation method was chosen, which is
particularly appropriate when multivariate normality assumptions may be violated (Brown, 2006;
Kogar & Yilmaz Kogar, 2015; Forero et al., 2009).

Data analysis was performed with the use of the R programming language, with the use of
specialised packages for comprehensive statistical processing: 'dplyr' for data organisation,
'PerformanceAnalytics' for distribution assessment, 'car' for multicollinearity testing, 'psych' for
reliability coefficient calculations, 'lavaan' for CFA and SEM analyses, and 'semPlot' for structural model
visualisation.

2.3. Ethics of Research

Throughout the research process, the participants were informed that their participation in
the study was voluntary. The direct names of the participants were not used to report the research
data. Ethical permission to conduct this research was granted by the Research Ethics Committee of
Necmettin Erbakan University of Social Sciences and Humanities on 09/06/2023 with the number
2023/271.

3. Findings

This section of the study presents findings related to the e-Motions Questionnaire and its
impact on digital literacy. Firstly, the reliability, normality, and correlation analysis findings obtained
from the scales are presented. Then, the CFA and SEM analysis findings are presented respectively.



Relationship between Cyber-Emotional Skills and Digital Literacy 337

3.1. Reliability, Normality and Correlation Analysis

A structural equation model (SEM) has been constructed to examine the impact of E-motions
on digital literacy. The reliability, skewness, and kurtosis values of the variables and the pairwise
correlations between variables (Byrne, 2011) have been calculated and are presented in Table 2.

Table 2. Correlations, Skewness, Kurtosis, and Reliability Coefficients

E-motions Digital Literacy

E-motions 1 0.385*
Digital Literacy 0.385* 1

Mean 57.84 34.32

SD 16.67 8.06

Skewness 0.380 -0.022

Kurtosis 0.286 -0.338

Cronbach Alpha 0.931 0.908

Mc Donald w 0.947 0.911

*p<.01

The reliability of both the E-motions and digital literacy variables, as indicated by both
Cronbach's Alpha and McDonald's w coefficients, is very high (reliability > 0.90). A moderate positive
correlation (r = 0.38; p <0.01) exists between E-motions and digital literacy. The fact that this
correlation value is less than 0.85 indicates no issue with multicollinearity (Kline, 2015). Skewness and
kurtosis values fall within the range of-1.5 to +1.5, and the data appears to follow a normal distribution
(Tabachnick & Fidell, 2013).

3.2. Confirmatory Factor Analysis and Structural Equation Modeling Findings

This section presents the findings of the confirmatory factor analysis (CFA) and structural
equation model (SEM) analyses. The fit indices obtained from the models are presented in Table 3.

Table 3. CFA and SEM Model Fit Indices

Fit Indices Reference Digital Literacy E-motions CFA Structural
value CFA Model Model Equation Model
X2 86.655 261.281 617.005
p value 0.000 0.000 0.000
df 35 185 429
x2/df <5 2.476 1.412 1.438
RMSEA <0.08 0.072 0.038 0.039
SRMR <0.08 0.082 0.072 0.073
GFI >0.90 0.982 0.980 0.969
AGFI >0.90 0.971 0.975 0.965
NFI >0.90 0.969 0.970 0.954
CFI >0.92 0.972 0.975 0.985

TLI >0.90 0.964 0.972 0.984
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Looking at the Table 3, it is evident that the fit indices for the scales' Confirmatory Factor

Analyses (CFAs) and the Structural Equation Model (SEM) meet the expected criteria [x*/df = 1.4;
RMSEA = 0.03; SRMR = 0.07; CFl = 0.98; TLI = 0.98] (Kline, 2015). The results are presented at Table 4,
and the model diagram is provided in Figure 1.

Figure 1. The Structural Model
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Not. ME: E-motional expression, MP: E-motional perception, FUM: Facilitating use of E-
motions, UM: understanding and managing E-motions, EMO: E-Motions, DL: Digital Literacy

Table 4. Standardized Effects

8 SE*  LCL** UCL*** p
E-motions -> Digital Literacy 0.427 0.052 0.324 0.532 0.000
Not. *Standard error, **Lower confidence limit, ***Upper confidence limit

Table 4 indicates that E-motions is a positive predictor of digital literacy (B = .43, p<.000, %95

Cl [.32; .53], SE = 0.052). Specifically, the standardized regression coefficient (B = 0.43) implies that
when there is a one unit increase in the E-motions variable, a 0.43 unit increase in the digital literacy

variable can be expected. Therefore, this finding suggests that E-motions play an important role in

increasing individuals' digital literacy levels.

4, Discussion and Conclusion

Traditional research on adolescent emotional competencies remains grounded in offline

paradigms, but the digital revolution, driven by the unprecedented proliferation of social media, has

radically changed the way young people form social connections and engage in supportive interactions

(Armstrong-Carter & Telzer, 2021). Digital platforms have become the primary ecosystem through

which today's digital natives navigate, express themselves, and socialise. Increasing reliance on digital
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connectivity triggers profound inquiries into online emotional competencies, which are increasingly
important for cultivating meaningful relationships, facilitating collaborative interactions, and fostering
holistic personal development in virtual environments (von Scheve & Salmela, 2014; Benksi & Fisher,
2013). We propose the concept of 'cyber-emotional skills', which delves into the complex realm of
virtual emotional landscapes and reveals how individuals dynamically express, perceive, use and
regulate emotions in digital communication. Furthermore, we argue that the convergence of cyber-
emotional and digital skills has emerged as a key determinant of personal, professional and social
trajectories in our increasingly digital age. Based on those, this study seeks to identify the causal
structural relationships between cyber-emotional skills and digital literacies among university
students.

Our research results are consistent with the previous research results on the E-motions
Questionnaire validity and reliability (Cebollero-Salinas et al., 2022; Zych et al., 2017). CFA results
indicate that this scale meets criteria and is of good quality (x2= 501.0, df = 152, x2/df = 3.2; CFI=0.98,
NLI= 0.98, RMSEA= 0.06). This study notes that the Cronbach's alpha reliability coefficient of the scale
is 0.94, while it is reported to be 0.92 in the original form (Zych et al., 2017) and 0.88 in the study by
Cebollero-Salinas et al. (2022). These consistent and high reliability coefficients across multiple studies
suggest a robust internal consistency of the measurement instrument. Notably, the current study
demonstrates the highest reliability coefficient. These indicate that the scale effectively captures the
intended construct with a high degree of precision and reliability.

Our study also presents an empirical test of the connection between cyber-emotional skills (E-
motions) and digital literacy (B= .41, p = .000, x2/df = 1.9, RMSEA = 0.06, SRMR = 0.07) via SEM. The
main findings of the study reveal a noteworthy relationship between these two concepts, indicating
that E-motions is a positive predictor of digital literacy (Schumacker & Lomax, 2004). A thorough grasp
of how effectively an individual can sensibly handle emotions and emotion-related information in a
digital environment greatly shapes their awareness of the digital world and their competence in
executing digital tasks. This result aligns with earlier research finding regarding the impact of emotional
competence on digital competence (Erdat et al., 2023; Audrin & Audrin, 2023). This represents a novel
variation of the rich-get-richer hypothesis (Kraut et al., 2002): Those who possess greater emotional
competences tend to excel in digital skills as well.

Digital platforms have transformed creative expression from solitary to dynamic and
interactive. These technologies offer new ways for individuals to explore and construct their identities
through social interaction by enabling sharing and communication. Integrating digital technologies
requires not only technical skills but also emotional awareness to navigate these spaces constructively.
Digital literacy is therefore crucial - it's about equipping students with the cognitive tools and ethical
frameworks to use digital platforms for meaningful self-expression and to ensure that online
interactions make a positive contribution to personal growth and self-understanding (Lincenberg,
2021). Taken together, robust digital skills and emotional competencies are foundational to developing
key skills including digital literacy, online collaboration, communication and computational thinking.
This is important as advocating for digital access and skills alone is not enough to ensure inclusion and
fair outcomes (Burns & Gottschalk, 2019). Theoretically, our study advances the conceptualisation of
digital literacy by integrating emotional dimensions into existing frameworks. We propose the novel
concept of 'cyber-emotional literacy' as a sophisticated lens through which to understand digital
interaction, digital literacy, and emotional competence during those interactions. This approach
challenges traditional, technologically deterministic views of digital literacy and instead emphasises
the human-centred, emotionally nuanced nature of digital communication.
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5. Limitations and Future Directions

This study contributes valuable empirical evidence regarding the influence of cyber-emotional
skills on digital literacy; however, several limitations must be acknowledged. First, the reliance on self-
report measures introduces potential subjectivity and response bias, potentially affecting the accuracy
of reported experiences and emotions. Second, the cross-sectional design precludes definitive causal
inferences. Future research employing experimental or longitudinal designs is essential to explore
causal relationships more rigorously, examining how these constructs co-develop and interact across
different developmental stages. Third, the sample's geographical and cultural limitations restrict the
generalizability of findings. Future studies should prioritize larger, more diverse samples, including
representation from marginalized and disadvantaged communities who may encounter unique
challenges in digital participation. Cross-cultural comparisons can provide valuable insights into the
cultural variability of cyber-emotional skills and their impact on digital literacy. Fourth, while the E-
motions Questionnaire demonstrated strong psychometric properties within the study's young adult
sample, caution is warranted when generalizing these findings to other populations. Finally,
incorporating qualitative methods in future research would enrich the understanding of participants'
social and emotional competencies within specific online contexts.

Future research should adopt a multi-method approach, integrating qualitative explorations
of lived digital experiences with experimental and longitudinal studies to investigate causal
relationships and developmental trajectories. Cross-cultural and demographic comparisons can
further illuminate the influence of social and cultural contexts. Specific research directions include: (1)
examining online communication patterns and social media engagement; (2) comparing emotional
competencies in digital versus face-to-face settings; (3) evaluating training programs aimed at
enhancing cyber-emotional skills and digital literacy; (4) exploring the role of cyber-emotional skills in
professional digital contexts; and (5) investigating their potential to bridge the digital divide for
disadvantaged groups.

The study's implications underscore the need for comprehensive digital literacy interventions
that integrate emotional intelligence and self-awareness alongside technical skills, equipping
individuals to navigate the complexities of the digital age effectively and responsibly. This holistic
approach has important implications for educational institutions and policymakers in developing
effective strategies to promote digital literacy.
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Genis Ozet

1. Giris

Duygular, insan yasaminin temel bir pargasi ve iyi bir yasam siirmenin arkasindaki itici gliglerdir
(Mayer & Salovey, 1990). Yiz yize etkilesimlerde kapsamli bir sekilde incelenmis olan duygusal
beceriler, etkili kisiler arasi iletisimin anahtaridir (Reich, 2017). Duygusal yetkinlik, kisinin kendi
duygularini tanimlama, baskalariyla empati kurma, duygulari yénetme, duygusal zorluklarla basa ¢ikma
ve bu asamalarin bitiinlestirme yetenegini icermektedir (Steiner, 1979). Siber duygusal beceriler veya
cevrim ici duygusal beceriler ise, iletisim, iliskiler ve duygusal iyi olus acisindan dijital diinyada etkili bir
sekilde gezinmek ve gelismek icin gereken yetenek ve yetkinlikleri icerir (Alemdar & Yigiter, 2025).
Cevrim ici etkilesimlerde duygusal ipuglarini yorumlamak, ¢cevrim i¢i ortamda empati géstermek, sanal
bir toplulukta is birligi yapmak, olumlu ¢evrim ici iliskiler kurmak, ¢evrim ici anlasmazliklari ¢ozmek ve
cevrim ici ortamda etik davranmak gibi beceriler, siber duygusal becerilerin temel bilesenleridir
(Cebollero-Salinas vd., 2022).

Dijital okuryazarlk becerisi, teknolojiyi yetkin bir sekilde kullanma, dijital icerigi yorumlama,
glvenilirligini degerlendirme ve uygun araglari kullanarak arastirma, olusturma ve iletisim kurma
yetenegi olarak tanimlanir (Common Sense Media, 2009). Terimin ilk tanimi, Gilster (1997) tarafindan,
cesitli formatlarda ve kaynaklardan (6zellikle bilgisayarlardan) gelen bilgileri anlama ve etkili bir sekilde
kullanma yetenegi olarak kullaniimistir. Bu tanim, dijital okuryazarligin dijital teknolojileri kavrama ve
anlama konusunda derin bir bilissel yetenek icerdigini vurgular (Secker, 2017).

Hizla gelisen dijital cagda, dijital okuryazarlik yeni bir ortak dil haline gelmistir. Modern egitim
yaklasimlari, dijital becerilerin egitim cercevelerine entegre edilmesi gerektigini giderek daha fazla
kabul etmektedir (Gutiérrez-Angel vd., 2022). Bu durum, Tiirkiye Cumhuriyeti Millf Egitim Bakanhgi'nin
(MEB, 2024) yakin zamanda baslattig Turkiye Ylzyili Egitim Modeli’nde de gorilmektedir. Yeni egitim
programlari ¢ercevesinde dijital okuryazarlik, temel farkindaliktan pratik uygulamaya kadar uzanan
kapsamli bir yaklasimla ele alinmistir. Bilgiye erisim, iletisim, icerik olusturma, yasal ve etik konular,
glvenlik ve dijital baglamlarda elestirel disinme gibi dnemli unsurlari kapsar. Ancak dijital diinya,
yalnizca donanima dair bilgiyi degil, ayni zamanda duygusal faktorleri de igermektedir. Giincel
arastirmalar, cevrim ici etkilesimlerde yaygin olan duygusal mesajlari anlamanin ve uygulamanin, dijital
alanlarda etkili iletisim icin kritik dGneme sahip oldugunu vurgulamaktadir (Silber-Varod vd., 2019).
Dijital okuryazarlik, sadece bir klavye kullanabilme becerisi degil, ayni zamanda dijital diinyada etkili
bir katilim icin gerekli olan sosyal ve duygusal becerileri de iceren karmasik bir yetkinlikler battntdur
(Choi & Kim, 2004).

‘Dijital yerliler' olarak da adlandirilan geng kusagin, bu becerilere dogustan sahip olduguna dair
yaygin bir inan¢ olmasina ragmen, ampirik kanitlar, 6zellikle cevrim ici duygusal alanlarda algilanan ve
gercek yetkinlikler arasinda 6nemli bir fark oldugunu géstermektedir (Porat vd., 2018). Siber-duygusal
beceriler, online ortam vyazismalarindaki ipuglarini yorumlama yetenegini, mesajlardaki temel
duygulari ayirt etme veya emojilerle ifade edilen ruh halini dogru bir sekilde anlama gibi becerileri
vurgulamaktadir (Alemdar & Yigiter, 2025). Bu ¢alisma, bu baglamda, Gniversite 6grencilerinin siber
duygusal becerilerinin dijital okuryazarlk yetkinliklerini nasil etkiledigini arastirmayi amaglamaktadir.
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2. Yontem

2.1. Arastirma Deseni ve Orneklem

Bu calisma, Universite 6grencilerinin siber duygusal becerilerinin dijital okuryazarlklarini
etkiledigi yoniinde hipotezlendirilen teorik modeli incelemektedir. Degiskenler arasindaki nedensel
iliskinin yonina analiz etmek icin nedensel modelden yararlaniimistir (Bryman, 2012). Arastirmanin
drneklemi, Tirkiye'deki cesitli Giniversitelerden (Bogazici Universitesi, Necmettin Erbakan Universitesi
ve Mus Alparslan Universitesi) basit rastgele ornekleme yontemiyle secgilen 283 ({niversite
ogrencisinden olusmaktadir.

2.2. Olgme Araglari

2.2.1. E-motions (E-duygular) Olgegi

Zych ve arkadaslari (2017) tarafindan gelistirilen E-motions &lcegi, cevrim ici ortamlarda
duygusal becerileri degerlendirmek icin kullanilmaktadir. Olgek, dért alt boyutta 21 maddeden
olusmaktadir: e-duygusal ifade, e-duygusal algi, e-duygularin kullanimini kolaylastirma ve e-duygulari
anlama ve yoénetme. Olcekteki maddeler, 5'li Likert formatinda sunulmus olup, '1 - Kesinlikle
Katilmiyorum' ile '5 - Kesinlikle Katiliyorum' arasinda derecelendiriimektedir. E-motions 6lgeginin
gecerliligi, Dogrulayici Faktor Analizi (DFA) ile gliclendirilmis ve 6lcegin uyum iyiligi gostergelerinin
kabul edilebilir parametreler icinde oldugunu gostermistir (x2=316.23, sd=183, p<0.05; x2/sd=1.728;
CFI=0.98, NFI=0.95, NNFI=0.98, RMSEA=0.07). Ol¢cme aracinin orijinal versiyonunda, Cronbach alfa
glvenilirlik katsayisi e-duygusal ifade boyutu icin 0.84 olarak hesaplanmistir (4 madde, 6r. "Facebook,
Twitter veya Instagram gibi sosyal medya platformlarinda duygularimi ifade ederim"); e-duygusal algi
boyutu icin 0.75 (3 madde, or. " Baglantilarim, mutlu ya da Gzgin olduklarini, bana Facebook, Twitter
veya Instagram aracihigiyla iletirler"); e-duygularin kullanimini kolaylastirma boyutu i¢in 0.91 (6 madde,
o = 0.91; or. " Zorlandigim durumlarin Gstesinden gelmek icin duygularimi Facebook, Twitter veya
Instagram'da ifade ederim"); ve e-duygulari anlama ve yonetme boyutu icin 0.87 (8 madde, a = 0.87;
or. " Baglantilarimin sayfasina baktigimda, ne tir duygular hissettiklerini anlarim"). E-motions 6lcegi,
Alemdar ve Yigiter (2025) tarafindan Tirkceye uyarlanmistir. E-motions 6lgeginin uyarlama
¢alismasinin DFA bulgular, 6lgegin uyum iyiligi gostergelerinin kabul edilebilir parametreler iginde
oldugunu gostermistir (x2=498.09, sd=185, p<0.05; x2/sd=2.692; CFI=0.99, NFI=0.97, RMSEA=0.06,
SRMR=0.06). Olgme aracinin uyarlama versiyonunda, Cronbach alfa giivenilirlik katsayisi e-duygusal
ifade boyutu icin 0.74; e-duygusal algl boyutu i¢in 0.66; e-duygularin kullanimini kolaylastirma boyutu
icin 0.85; ve e-duygulari anlama ve yonetme boyutu icin 0.90 olarak hesaplanmistir.

2.2.2. Dijital Okuryazarhk Olgegi

Ng (2012a) tarafindan gelistirilen ve Ustiindag ve arkadaslari (2012) tarafindan Tirkceye
uyarlanan Dijital Okuryazarlik Olgegi, Universite 6grencilerinin dijital okuryazarlik dizeylerini
degerlendirmek icin kullaniimaktadir. Olgek, katihmcilarin dijital okuryazarlik becerilerindeki
varyasyonun yizde 40'in1 agiklayan tek faktorden olusan on maddeden olusmaktadir. Maddeler, begsli
Likert (1-Katilmiyorum ve 5-Kesinlikle katiliyorum araliginda) 6lgegi formatinda yapilandiriimistir. DFA
analizi sonuglarina gére uyum iyiligi indeksleri su sekildedir: x2/sd= 3.67, RMSEA = 0.06, CFI = 0.96, IFI
=0.96 ve GFl = 0.94. Bu degerler, CFI, IFI ve GFI icin mikemmele yakin bir uyum gdsterirken, x2/sd < 5
ve RMSEA kabul edilebilir diizeyde uyum saglamaktadir. Ayrica, ¢alismanin givenilirlik katsayisi 0.84
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olarak degerlendirilmis ve yeterli glivenilirlik saglamistir. Bu nedenle, bu ¢alismada toplanan veriler
hem gecerli hem de glivenilir olarak kabul edilebilir.

2.2.3. Veri Analizi

Analiz 6ncesinde, cok degiskenli istatistiksel tekniklerin varsayimlari kapsamli bir sekilde test
edilmistir. Kayip veri bulunmadigi ve tim z puanlarinin [-3,+3] aralifinda oldugu tespit edilmistir.
Verilerin normalligi, carpiklik ve basikhk katsayilarinin [-1.5,+1.5] araliginda olmasi ile dogrulanmistir
(Tabachnick & Fidell, 2013). Coklu baglanti analizi, VIF (variance inflation factor) degerlerinin 5'in
altinda kalmasiyla ¢oklu baglanti sorunu olmadigi bulgulanmistir (Kline, 2011). Kategorik ve siral
degiskenler nedeniyle, cok degiskenli normallik ihlallerinde 6nerilen WLSMV kestirim yontemi tercih
edilmistir (Brown, 2006; Forero vd., 2009). Bu arastirmada tiim veriler R programlama dili ile analiz
edilmistir. Verilerin diizenlenmesinde “dplyr”, carpiklik-basiklik degerlerinin incelenmesinde
“PerformanceAnalytics”, c¢oklu baglantinin incelenmesinde “car”, glivenirlik katsayilarinin
hesaplanmasinda “psych”, dogrulayici faktér analizi ve yapisal esitlik modeli analizleri icin “lavaan”,

yapisal model diyagrami icin “semPlot” paketleri kullaniimistir.

3. Bulgular

Bu calisma, Yapisal Esitlik Modeli araciligiyla siber duygusal beceriler (E-motions) ve dijital
okuryazarlik arasindaki baglantinin ampirik bir testini sunmaktadir (B= .41, p =.000, x2/df = 1.9, RMSEA
= 0.06, SRMR = 0.07). Hem E-motions hem de dijital okuryazarlk degiskenlerinin glivenilirligi,
Cronbach's Alpha ve McDonald's w katsayilarina gére oldukga yuksektir (glvenilirlik > 0.90). E-motions
ve dijital okuryazarlik arasinda orta dizeyde pozitif bir korelasyon (r = 0.38; p < 0.01) bulunmaktadir.
Bu korelasyon degerinin 0.85'ten kiiciik olmasi, ¢coklu dogrusallik sorunu olmadigini géstermektedir
(Kline, 2015). Carpiklik ve basiklik degerleri-1.5 ile +1.5 arasinda degismekte ve veriler normal dagilima
uymaktadir (Tabachnick & Fidell, 2013).

4. Sonug, Tartisma ve Oneriler

Calismanin bulgulari, siber duygusal beceriler ile dijital okuryazarlik arasinda dikkate deger bir
iliski oldugunu ortaya koymakta ve siber duygusal becerilerin dijital okuryazarligin pozitif bir yordayicisi
oldugunu gostermektedir. Bu sonug, sosyal ve duygusal becerilerin dijital okuryazarlk Uzerindeki
etkisine iliskin daha 6nceki arastirma bulgulariyla uyumludur (Audrin & Audrin, 2023). Bir bireyin dijital
bir ortamda duygulari ve duygu ile ilgili bilgileri ne kadar etkili bir sekilde yonetebileceginin kapsamli
bir sekilde anlasiimasi, dijital diinya hakkindaki farkindahgini ve dijital gorevleri yerine getirme
yetkinligini buyuk olcide sekillendirmektedir. Bu bulgu, dijital okuryazarlik egitimlerinde stratejilerin
gelistiriimesinde duygusal becerilerin 6nemini vurgulamakta ve gevrim ici diinyada basarili olmak igin
yeni bir 6n kosul sunmaktadir. Dijital okuryazarlik araciligiyla dijital ¢agda basarili olmanin sadece
teknik becerilere degil, ayni zamanda duygusal zekaya da bagli oldugunu ortaya koyulmustur. Ayni
zamanda dijital becerilerin duygusal becerilerle de iliskili oldugu gercegi, egitim program ve
politikalarinin gelistirilmesinde dikkate alinmasi gereken énemli bir faktérdir.

Nedensel iliskileri daha derinlemesine arastirmak icin gelecekteki arastirmalar deneysel veya
boylamsal tasarimlar kullanabilir. Farkli yas gruplarinda siber-duygusal beceriler lizerine yapilacak
boylamsal arastirmalar, bu becerilerin nasil gelistigi, degistigi ve dijital okuryazarlikla nasil etkilesime
girdigine dair i¢cgoriu saglayacaktir. Ayrica, bu calismanin 6rneklemi Tirkiye'deki G¢ sehirdeki
ogrencilerden secilmistir, bu da bulgularin genellenebilirligini sinirlayabilir. Daha biyik ve daha gesitli
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bir orneklem, sonuclarin saglamligini artiracaktir. Gelecekte yapilacak calismalar, 6zellikle anlamli
dijital katilimin 6nlinde ek engellerle karsilasabilecek marjinallestirilmis ve dezavantajli genclere
odaklanabilir. Ayrica, kilturler arasi calismalar, siber-duygusal becerileri ve dijital okuryazarhg farkh
kultlrler arasinda karsilastirarak mevcut arastirma cercevesini genisletebilir. Nitel arastirma desenine
dayal verilerin dahil edilmesi, katiimcilarin sosyal ve duygusal yeterliliklerinin yani sira belirli
ortamlarin veya baglamlarin sonuglari nasil etkileyebilecegine dair daha derin iggoriler saglayabilir.
Son olarak, E-duygular 6lgeginin gecerliligi ve glvenilirligi gen¢ yetiskin 6rnekleminde (Universite
ogrencileri) yiksek bulunmus olsa da, bu bulgulari daha genis popilasyonlara uygularken dikkatli
olunmasi gerekmektedir. Bu sinirlamalara ragmen, bu calisma siber-duygusal becerilerin farkli
baglamlarda dijital okuryazarligi 6énemli 6l¢lide etkileyebilecegine dair degerli ampirik kanitlar
sunmaktadir.
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Abstract

The principal objective of this study is to examine the needs of secondary school teachers in terms
of digital teaching skills in distance education (DTSDE), with a particular focus on teacher and student
perspectives. We carried out this phenomenological study with 12 secondary school teachers and 12
secondary school students, selected using maximum variation sampling, in Istanbul in the 2023-2024
academic year. While teachers were recruited for semi-structured interviews, we held focus group interviews
with students. We used the descriptive analysis technique and expressed the findings as codes, categories,
and themes. Given the European Framework for the Digital Competence of Educators (DigCompEdu), codes
elicited from participants were clustered under the following categories: professional participation, digital
resources, teaching-learning processes, measurement-evaluation, student empowerment, and
supporting/enhancing students’ digital competencies. These categories were then combined under the theme
of DTSDE. According to the research results, it was seen that teachers and students expressed many opinions
regarding the DTSDE needs of secondary school teachers. Upon examination of the data from the perspective
of the participants, it becomes evident that a number of key codes emerge, including the view that secondary
school teachers should receive in-service training for DTSDE and have the ability to select, create, and edit
digital teaching content, to engage in practical activities, to facilitate student-teacher communication, to
adopt robust time management skills, to adjust their tone of voice, and to prepare valid and reliable exams.
We believe that our findings will considerably inform the further research and policy agendas of relevant
stakeholders.

Keywords: Distance education, Digital teaching skills, Secondary school teachers, Digital
competency

Ozet

Bu ¢alismanin temel amaci; ortadgretim 6gretmenlerinin uzaktan egitimde dijital 6gretim becerileri
(UZEDOB)'ne yénelik ihtiyaglarinin dgretmen ve dgrenci goriisleri agisindan incelenmesidir. Nitel arastirma
desenlerinden olgubilim deseninde gergeklestirilen arastirma, 2023-2024 yilinda istanbul’da gorev yapan,
maksimum cesitlilik 6rneklemesi ile belirlenen 12 ortadgretim 6gretmeni ve 6grenim gbren 12 ortadgretim
Ogrencisi olmak Uzere toplam 24 katihmci ile gergeklestirilmistir. Yari yapilandirilmis gorisme formu

1 The present study is grounded in a part of the doctoral thesis of the first author under the joint advisement of the second
and third authors at the Graduate School of Educational Sciences of Marmara University. A part of the research was presented

at the 11t International Congress on Curriculum and Instruction (ICCI-EPOK 2023).
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araciligiyla gercgeklestirilen arastirma; 6gretmenler ile goriismeler, 6grencilerle ise odak grup goriismeler
yapilarak gergeklestirilmistir. Elde edilen bulgular, betimsel analiz yontemiyle analiz edilmis; kod, kategori ve
tema seklinde ifade edilmistir. Katilimcilar tarafindan tretilen kodlar, DigCompEdu dijital yeterlik gergevesi
dikkate alinarak mesleki katihm, dijital kaynaklar, 6gretme 6grenme sireci, dlgme-degerlendirme, 6grenci
guclendirme, 6grencilerin dijital yeterliklerini destekleme/gticlendirme kategorileri altinda gruplandiriimis ve
bu kategoriler UZEDOB temas! altinda birlestirilmistir. Arastirma sonuglarina gére &gretmenlerin ve
dgrencilerin ortadgretim dgretmenlerinin UZEDOB ihtiyaclarina yonelik birgok goriis belirttikleri gdrilmustir.
Katilimcr gorisleri agisindan bakildiginda ortadgretim 6gretmenlerinin UZEDOB’e yénelik uzaktan egitim
Ogretme O6grenme siregleri igin hizmet ici egitim almal; dijital igerikleri secebilmeli, olusturabilmeli ve
diizenleyebilmeli; uygulamali etkinlik yapabilmeli; 6grenci-6gretmen iletisimini saglayabilmeli; zaman
y6netimini saglayabilmeli; ses tonunu ayarlayabilmeli; gegerli ve glivenilir sinavlar hazirlayabilmeli vb. seklinde
kodlarin 6n plana ¢iktigi gérilmektedir. Calisma kapsaminda elde edilecek olan sonuglarin arastirmacilara ve
politika yapicilara yol gosterici olmasi umulmaktadir.

Anahtar Kelimeler: Uzaktan egitim, Dijital 6gretim becerileri, Ortadgretim 6gretmenleri, Dijital yeterlik

1. Introduction

The distinct philosophical approaches and paradigms in this current era have reshaped the
structure of knowledge. These transformations, coupled with the evolving demands of individuals,
have inevitably brought education (i.e., learning-teaching processes and teacher-learner relations) into
focus once again. In particular, the pandemic has accelerated the widespread adoption of distance
education worldwide. Taskan (2021) argues that pandemic-driven necessities, technological
advancements, and the diversification of learning processes have led to a marked preference for
distance education applications.

Distance education leverages contemporary technologies to support learners, teachers, and
learning materials in reaching their full potential (Bozkurt, 2017). Covering all curricula, it differs
fundamentally from traditional education methods, incorporating distinct approaches and theories
(Keegan, 1996). These approaches enable learners to manage their own learning processes through
structured interactions—learner-learner, learner-teacher, learner-system, and learner-content—
within synchronous and asynchronous environments (Garrison, 1993; Irmak, 2023; Moore, 1989;
Moore & Kearsley, 1996; Yilmaz, 2020). The rise of distance education has also introduced various key
concepts, such as digital literacy, digital competence, digital proficiency, digital teaching,
technopedagogical competence, 21%-century skills, technology use, and information literacy, all of
which reflect one’s aptitude in utilizing technology (llomaki et al., 2011).

Enhancing teachers’ digital skills is considered essential for fostering active and continuous
learning among 21st-century learners (Maderick et al., 2016), which has led to the emergence of
various digital competence models and frameworks for educators. One of the most widely recognized
is the European Framework for the Digital Competence of Educators (DigCompEdu), established in
2017 as part of the European Qualifications Framework (EQF) (Sillat et al., 2021). Aiming to provide a
common understanding of educators’ digital competences, this framework categorizes 22 distinct
competencies into six key areas: (1) professional engagement (reflective practice, continuous
professional development, professional collaboration, and organizational communication); (2) digital
resources (selection, creation, modification, management, and sharing of digital content); (3) teaching
and learning (teaching, collaborative learning, guidance, and self-regulated learning); (4) empowering
learners (accessibility, inclusion, differentiation/personalization, and active engagement in learning);
(5) facilitating learners’ digital competence (information and media literacy, digital communication and
collaboration, content creation, responsible use, and problem-solving); and (6) assessment
(assessment strategies, feedback, planning, and analyzing evidence; Redecker, 2017).
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Overall, it can be argued that, as outlined in the DigCompEdu framework, teachers in distance
education must demonstrate proficiency in professional engagement, interaction, and
communication, classroom management, effective use of digital resources, emerging teacher roles,
ethical principles in the digital domain, safeguarding confidential data, fostering learners’ digital
competence, and assessment. It is now imperative to enhance the efficacy of distance education
applications, formulate solutions for potential digital challenges, and monitor the continuity and
quality of distance education (Jung, 2005; Southard & Mooney, 2015). Moreover, the perspectives and
recommendations of all stakeholders are deemed key to achieving the established objectives related
to the sustainability and quality of distance education (Benson, 2003).

The existing literature contains a wealth of research on teacher competences in distance
education (Anderson, 2003; Anderson & Garrison, 1998; Can, 2020; Demirbag, 2020; Hillman et al.,
1994; Jeong et al., 2019; Moore, 1989; Rufai et al., 2015; Sinap, 2022; Senyurt & Sahin, 2021; Tomei,
2010; Tonga, 2023; Yalman & Basaran, 2018; Zawacki-Richter & Naidu, 2016). Additionally, some
studies have focused on stakeholders’ perspectives regarding teachers’ digital teaching skills within
the DigCompEdu framework (Aksan-Kilicaslan et al., 2022; Alptekin, 2023; Erbenzer, 2021; ilter-Tutar,
2023; Kocatiirk-Kapucu, 2023; Keles & Turan-Giintepe, 2018; Olpak, 2023; Ozbek, 2020; Parlak-Aras,
2023; Sanli, 2022; Yener, 2022). Ultimately, the principal objective of this study is to explore the needs
of secondary school teachers regarding digital teaching skills in distance education (DTSDE), with a
particular focus on the perspectives of teachers and students.

2. Method

2.1. Research Design

This study adopts a phenomenological design. Phenomenology focuses on phenomena that
are consciously experienced yet remain insufficiently understood (e.g., events, situations, experiences,
perceptions, tendencies, and concepts; Yildirrm & Simsek, 2008). To this end, we conducted semi-
structured interviews (Appendix 1) and focus group discussions with secondary school teachers and
students to explore teachers’ digital teaching skills in distance education and participants’ experiences
during distance education.

2.2. Sample

We recruited participants for this study through maximum diversity sampling. This sampling
technique aims to select a diverse yet manageable sample by including individuals with relevant
insights and potential contributions to the research problem (Yildirnm & Simsek, 2008). In selecting the
sample, we aimed to include a broad spectrum of participants to capture diverse perspectives.
Accordingly, the study included teachers from different subject matter areas teaching at various types
of schools, as well as students from different grade levels attending these schools. Therefore, we
selected 12 teachers, with four teachers from each of the selected Vocational and Technical Anatolian
High School (VTAHL), Anatolian High School (AHL), and, Anatolian Imam Hatip High School (religious
vocational school; AIHHS). Teachers’ introductory characteristics are demonstrated in Table 1.
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Table 1. Teachers’ Introductory Characteristics

Teacher School Type  Subject Matter Seniority
T1 AIHHS Vocational Education 25 years
T2 AIHHS Physics 7 years

T3 AIHHS Vocational Education 20 years
T4 AIHHS Turkish Language and Literature 29 years
T5 AHL Physics 8 years

T6 AHL Geography 8 years

T7 AHL English 27 years
T8 AHL Physics 27 years
T9 VTAHL Information Technologies 14 years
T10 VTAHL Textile Technologies 13 years
T11 VTAHL Math 15 years
T12 VTAHL Textile Technologies 12 years

The sample also consisted of 12 students, one student from each of the 9*", 10", 11*", and 12t

grades of these schools (Table 2).

Table 2. Students’ Introductory Characteristics

Student School Type  Grade
s1 AIHHS 9
S2 AIHHS 10
S3 AIHHS 11
S4 AIHHS 12
S5 AHL 9
S6 AHL 10
S7 AHL 11
S8 AHL 12
S9 VTAHL 9
S10 VTAHL 10
s11 VTAHL 11
S12 VTAHL 12

2.3. Data Collection Tools, Procedure, and Analysis

We collected the research data through a semi-structured interview form consisting of five

overarching questions. Two experts reviewed the form to ensure its content validity (Appendix 1).

Following the pilot study, we held interviews and focus group discussions in the 2023-2024 academic

year.
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As stated above, while teachers participated in semi-structured interviews, students took part
in focus group discussions. The primary goal of a focus group discussion is to foster an interactive
exchange where participants not only hear the questions posed but also listen to and respond to each
other’s perspectives (Yildirnm & Simsek, 2008). To encourage more nuanced responses, students were
divided into three focus groups, each consisting of four students representing different grade levels
from the selected schools.

A descriptive analysis technique was employed to analyze the research data. This approach
involves summarizing and interpreting the data based on identified themes and categories, which are
then presented to the readers accordingly (Yildirrm & Simsek, 2008, p. 224). After transcribing the
interview recordings, we generated codes to capture participants’ perspectives. The categorization of
these codes was guided by the DigCompEdu framework (Gurilti et al., 2023; Redecker, 2017).

We sought the opinions of four assistant professors specializing in curriculum and instruction
to enhance the credibility of the research. Specifically, we aimed to verify whether the identified codes
accurately represented the emerging categories and themes through expert evaluation. The coding
alignment provided by experts was then compared with that of the researchers, and the reliability of
the findings was assessed using the following formula proposed by Miles and Huberman (1994):
consensus / (consensus + dissidence) x 100 (Gurulta et al., 2023). Accordingly, the reliability of teacher
views was calculated as 36/(36+5) x 100 = 0.88, while that of student views was determined as
34/(34+8) x 100 = 0.81. As a general benchmark, an inter-coder agreement of at least 80% is considered
acceptable (Miles & Huberman, 1994; Patton, 2002). The corresponding codes and categories are
presented in the findings section through tables and figures for teachers (T) and students (S).
Additionally, the findings are substantiated with direct participant statements.

In this study, we systematically compared and analyzed the data to identify underlying
patterns. Additionally, we maintained prolonged engagement with participants during the interviews
to ensure a meticulous, in-depth data collection process. To enhance validity, interview findings and
subsequent reports were summarized and verified with participants (Fraenkel & Wallen, 2003). This
research was conducted with the ethical approval of the Publication Research and Ethics Committee
of Marmara University (No: 04-09, dated 10.04.2023).

3. Findings

3.1. Findings of Secondary School Teachers’ DTSDE Needs

This section presents the findings from the interviews with teachers and students regarding
secondary school teachers’ DTSDE needs. Participant views were initially expressed as codes and
subsequently grouped under the overarching theme of DTSDE. The theme was then divided into six
categories originating in the DigCompEdu framework: professional engagement, digital resources,
teaching and learning, learner empowerment, facilitating learners’ digital competence, and
assessment.

3.1.1. Findings of DTSDE Theme Through Teachers’ Views

The findings revealed a total of 41 codes aired by participating teachers regarding DTSDE of
secondary school teachers.
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Table 3. Professional Engagement Category from Teachers’ Views in the DTSDE Theme

CODE f
Need for in-service training for distance education 12
Ability to collaborate with colleagues 11
Ability to use distance education platforms 10
Ability to use technological tools (tablet computer, smartphone, computer, etc.) 10
Ability to use basic office programs 9
Ability to resolve minor technical problems 7
Ability to collaborate with parents 7
Ability to record distance education classes 7
Ability to collaborate with digital communities 6
Ability to collaborate with school administration 6
Ability to use social media platforms 3

TOTAL 88

Participating teachers produced 11 codes for the “professional engagement” category regarding
DTSDE and mostly aired the code “need for in-service training for distance education,” this code was
followed by the codes “ability to collaborate with colleagues,” “ability to use technological tools,”
“ability to use basic office programs,” “ability to minor simple technical problems,” “ability to
collaborate with parents,” “ability to record distance education classes,” “ability to collaborate with
digital communities,” “ability to collaborate with school administration,” and “ability to use social
media platforms” (Table 3).

T1: “At first, we didn’t understand any component of distance education. We even connected to
students with the help of colleagues. We tried to make up for our lack of experience in that way.
But if we had been given in-service training, we wouldn’t have been caught so off guard.”

Table 4. Teachers’ Views Regarding Digital Resources

CODE f
Ability to select appropriate digital content 12
Ability to create digital content 10
Ability to share digital content 10
Ability to utilize digital storage (e.g., Google Drive, One Drive, etc.) 10
Ability to update digital resources 10
Ability to use Web 2.0 tools 9
TOTAL 61

Under the “digital resources” category, we obtained a total of 6 codes from the interviews with
participating teachers. In this sense, they often stressed the importance of a teacher’s “ability to select
appropriate digital content” for distance education. This code was followed by “ability to create digital
content,” “ability to share digital content,

” u ” u

ability to utilize digital storage,” “ability to update digital

resources,” and “ability to use Web 2.0 tools” Table 4.

T10: “I believe distance education has become a part of our lives. We can see its benefits from time
to time. That’s why, at the very least, every teacher should be able to select appropriate digital
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content, share it, set up an online meeting, and teach online with ease. These are essential skills for
teachers today.”

Table 5. Teaching and Learning Category from Teachers’ Views in the DTSDE Theme

CODE f
Ability to design practical activities 11
Ability to actively engage students in learning 10
Ability to supervise students 10

Ability to provide students with feedback and corrections when relevant 9
Ability to have effective time management 8
Ability to use appropriate reinforcements 6
Ability to design online group work 5
Ability to adjust his/her tone of voice during teaching 5
Ability to use all kinds of verbal expressions and symbols (emojis, gifs, etc.) 4
Ability to use different teaching strategies/methods/techniques 4
Ability to perceive students’ gestures and facial expressions 4
TOTAL 76

We discovered a total of 11 codes from teacher interviews pertinent to the “teaching and
learning” category. The most produced code was found to be “ability to design practical activities,”

” u

followed by the codes “ability to actively engage students in learning,” “ability to supervise students,”

” u

“ability to provide students with feedback and corrections when relevant,” “ability to have effective

n u ” u

time management,” “ability to use appropriate reinforcements,” “ability to design online group work,”

”

“ability to adjust his/her tone of voice during teaching,” “ability to use all kinds of verbal expressions

” o«

and symbols,” “ability to use different teaching strategies/methods/techniques,” and “ability to

perceive students’ gestures and facial expressions” (Table 6).

T9: “We managed to get some students engaged because we were doing practice lessons. | could
also have them practice by themselves. I’d connect to the available ones on my computer, say, ‘Ali,
your turn,” and get them involved in the lesson. But of course, getting everyone to participate was
a bit tricky.”

Table 6. Learner Empowerment Category from Teachers’ Views in the DTSDE Theme

CODE f

Ability to ensure teacher-student communication 11

Ability to design teaching content considering students’ individual
needs 10
Ability to ensure student-student communication

Ability to ensure equal participation of students in the lesson

Ability to consider student demands and requests

TOTAL 39

We deduced 5 distinct codes for the “learner empowerment” category, and they highlighted
the “ability to ensure teacher-student communication.” This code was followed by “ability to design
teaching content considering students’ individual needs,” “ability to ensure student-student
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n u

communication,” “ability to ensure equal participation of students in the lesson,” and “ability to

consider student demands and requests” (Table 6).

T12: “Teachers really need to take this job seriously. From what I’ve seen during the distance
education process, teaching feels less professional when it’s not face-to-face. A teacher’s
motivation, enthusiasm, tone of voice, and energy all come across through the screen. Good
communication, effective time management, using the right tone and emphasis, creating digital
content, and making lessons engaging are all key factors.”

Table 7. Facilitating Learners’ Digital Competence Category from Teachers’ Views in the DTSDE

Theme
CODE f
Ability to design practical activities 8
Ability to help students create digital content 7
Ability to resolve students’ minor technical problems 5
Ability to inform students about their legal liability for any violations in distance education 4
TOTAL 24

Four distinct codes emerged for the “facilitating learners’ digital competence” category, and
participants emphasized secondary school teachers’ “ability to design practical activities.” This code
was followed by “ability to help students create digital content,” “ability to resolve students’ minor
technical problems,” and “ability to inform students about their legal liability for any violations in

distance education” (Table 7).

T5: “Of course, our students were mostly able to follow the instructions we gave them through the
software experiment sets. On average, about 25 students attended our classes—maybe a bit more
at the beginning. But we might not have been able to give every student a chance to participate.”

Table 8. Assessment Category from Teachers’ Views in the DTSDE Theme

CODE f
Ability to design valid and reliable exams 10
Ability to supervise exams 10

Ability to utilize traditional and alternative/authentic assessment techniques
Ability to identify student comprehension
TOTAL 33

In this category, participating teachers provided 4 distinct codes and mostly addressed
secondary teachers’ “ability to design valid and reliable exams.” This code was followed by “ability to
ability to utilize traditional and alternative/authentic assessment techniques,” and
“ability to identify student comprehension” (Table 8).

” u

supervise exams,

T9: “At the end of each lesson, | might give students assignments, like preparing homework or
presentations. | think the process could be assessed this way. Honestly, I’'m not sure about the
reliability and validity of online exams. | believe there’s an issue with how valid and reliable they

”

are.
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3.1.2. Findings of DTSDE Theme Through Students’ Views

The findings revealed a total of 42 codes aired by participating students regarding the DTSDE
of secondary school teachers.

Table 9. Professional Engagement Category from Students’ Views in the DTSDE Theme

CODE f
Ability to use distance education platforms 11
Ability to resolve minor technical problems 11
Ability to collaborate with colleagues 10
Ability to record distance education classes 8
Ability to use technological tools (tablet computer, smartphone, computer, etc.) 6
Ability to collaborate with school administration 6
Ability to collaborate with digital communities 5
Ability to collaborate with parents 4
Ability to use basic office software 4
Need for in-service training for distance education 3
TOTAL 65

Participating students produced 10 codes for the “professional engagement” category
regarding secondary school teachers’ DTSDE and mostly aired the code “ability to use distance
education platforms,” this code was followed by the codes “ability to minor simple technical
problems,” “

”n u

ability to collaborate with colleagues,” “ ability to record distance education classes,”

ability to collaborate with school administration,” “ability to

”n u

n u

“ability to use technological tools,

” u

collaborate with digital communities,” “ability to collaborate with parents,” “ability to use basic office

software,” and “need for in-service training for distance education” (Table 9).

S1: “First off, the teacher needs to know their way around the computer or device they’ll be using.
They should also take the time to explore the platform for distance education and figure out how
to fix any issues that come up.”

Table 10. Digital Resources Category from Students’ Views in the DTSDE Theme

CODE f
Ability to utilize digital storage (e.g., Google Drive, One Drive, etc.)

Ability to select appropriate digital content
Ability to create digital content

Ability to use Web 2.0 tools

Ability to share digital content

U OO0 N 0 O

Ability to update digital resources
TOTAL 44

We deduced 6 codes for the “digital resources” category from focus group discussions, and
participating students frequently addressed teachers’ “ability to utilize digital storage.” This code was
followed by “ability to select appropriate digital content,” “ability to create digital content,” “ability to
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use Web 2.0 tools,” “ability to share digital content,” and “ability to update digital resources” (Table
10).

S4: “Our teachers always say we are the tech-savvy generation, so they should keep that in mind
and try to grab our attention. Like with Google Drive—in my old school, everyone used it. Back in
middle school, our teacher would make a presentation there and have us add to it. Teachers should
recognize that we might know some stuff they don’t.”

Table 11. Teaching and Learning Category from Students’ Views in the DTSDE Theme

CODE f
Ability to adjust his/her tone of voice during teaching 11

Ability to have effective time management 11

=
o

Ability to actively engage students in learning

Ability to supervise students

Ability to design practical activities

Ability to make the teaching-learning process enjoyable

Ability to provide students with feedback and corrections when relevant
Ability to perceive students’ gestures and facial expressions

Ability to use appropriate reinforcements

Ability to use all kinds of verbal expressions and symbols (emojis, gifs, etc.)

= NN WD 01

Ability to design online group work
TOTAL

(o)}
N

We discovered a total of 11 codes from focus group discussions concerning the “teaching and
learning” category. The most produced code was found to be “ability to adjust his/her tone of voice

n u

during teaching,” followed by the codes “ability to have effective time management,” “ability to

” u ” u

actively engage students in learning,” “ability to design practical activities,” “ability to have effective

” u ” u

time management,” “ability to supervise students,” “ability to make the teaching-learning process

” u A

enjoyable,” “ability to provide students with feedback and corrections when relevant,” “ability to

n o«

perceive students’ gestures and facial expressions,” “ability to use appropriate reinforcements,”
“ability to use all kinds of verbal expressions and symbols,” and “ability to design online group work”

(Table 11).

S8: “Well, students are attending the class from behind the screen too. | think teachers should adjust
to that and act accordingly. For instance, | believe all teachers should turn on their cameras during
online classes and make sure the camera angle is right. They should also manage their tone of voice
well and address students in a way that keeps them engaged.”
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Table 12. Learner Empowerment Category from Teachers’ Views in the DTSDE Theme

CODE f

Ability to ensure teacher-student communication 11
Ability to demonstrate digital empathy 8
Ability to design teaching content considering students’ individual

needs 8
Ability to consider student demands and requests 8
Ability to ensure equal participation of students in the lesson 6
Ability to offer support education when necessary 4
TOTAL 45

Students produced a total of 6 codes for the “learner empowerment” category and frequently

7 u

pointed out teachers’ “ability to ensure teacher-student communication” among secondary school

teachers’ DTSDE. This code was followed by “ability to demonstrate digital empathy,

n u

ability to design

” o«

teaching content considering students’ individual needs,” “ability to consider student demands and

”n u

requests,” “ability to ensure equal participation of students in the lesson,” and “ability to offer support

education when necessary” (Table 12).

S7: “It’s just as important to be able to see and hear teachers well in an online class as it is in face-
to-face lessons. Teachers also need to keep an eye on their students and stay in constant
communication with them.”

Table 13. Facilitating Learners’ Digital Competence Category from Students’ Views in the DTSDE

Theme

CODE f
Ability to resolve students’ minor technical problems 11
Ability to inform students about their legal liability for any violations in distance education 10
Ability to design practical activities
Ability to help students create digital content
Ability to inform students about cybersecurity
TOTAL 37

Five distinct codes emerged in the “facilitating learners’ digital competence” category, and

) u

participants emphasized secondary school teachers’ “ability to resolve students’” minor technical

problems.” This code was followed by “ability to inform students about their legal liability for any

” u ” u

violations in distance education,” “ability to design practical activities,” “ability to help students create

digital content,” and “ability to inform students about cybersecurity” (Table 13).

S5: “Teachers should be able to troubleshoot issues with computers or cameras. For example, if a
student can’t adjust the sound, the teacher should guide them. Teachers should offer support in
such situations.”
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Table 14. Assessment Category from Teachers’ Views in the DTSDE Theme

CODE f
Ability to supervise exams 9
Ability to design valid and reliable exams 9
Ability to utilize traditional and alternative/authentic assessment techniques 8
Ability to identify student comprehension 3

TOTAL 29

In this category, participating students provided 4 distinct codes and mostly addressed

7 u

secondary teachers’ “ability to supervise exams.” This code was followed by “ability to design valid and
ability to utilize traditional and alternative/authentic assessment techniques,” and

“ability to identify student comprehension” (Table 14).

n u

reliable exams,

S6: “A teacher should be able to design exams using tools like Canva or Word as past exams are
easily accessible online. It’s important to protect exam credentials. A teacher also needs to be
familiar with the platform where the class will be held and be able to monitor it. Moreover, s/he
should be alert to prevent cheating.”

4. Discussion, Conclusions, and Recommendations

The present study depends on teacher and student views to seek the DTSDE needs of
secondary school teachers. This section presents an overall evaluation of the data from each
participant group for the specified categories.

The findings in the ‘professional engagement’ category indicate that secondary school teachers
need in-service training for distance education to support their continuous professional development.
Additionally, they require skills to navigate distance education platforms, use related tools, and
troubleshoot minor technical issues. Consistent with our findings, the literature highlights the
importance of communication, collaboration, and openness to innovation, along with participation in
seminars and conferences, as key factors in teachers’ professional engagement for enhancing their
digital competence in distance education (Erbenzer, 2021; Sanli, 2022; Yener, 2022). Parlak-Aras (2023)
found that teachers emphasized communication with colleagues, parents, and students as a crucial
aspect of their professional engagement. She also underscored the significance of technological
competence and participation in online professional development for strengthening teachers’ digital
skills. Similarly, Olpak (2023) highlighted the critical role of in-service training, the use of technological
tools, and effective teacher-learner communication in digital environments for improving digital
competence. Besides, it is known that various interaction and communication elements contribute to
the design of distance education (Anderson, 2003; Jeong et al., 2019). Moore (1989) categorized
interaction in distance education as learner-content, learner-teacher, and learner-learner interaction,
while Hillman et al. (1994) introduced the concept of learner-interface interaction. Additionally,
Zawacki-Richter and Naidu (2016) proposed learner-institution interaction, whereas Anderson and
Garrison (1998) identified teacher-teacher and content-content interaction as essential components
of distance education.

Participants’ views categorized under the ‘digital resources’ dimension of secondary school
teachers’ DTSDE needs suggest that teachers inevitably have shortcomings in selecting, creating, and
restructuring digital resources for distance education, as well as in storing these resources and
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addressing potential ethical violations. As previously demonstrated by Olpak (2023), the effective use
of digital resources is essential for enhancing teachers’ digital competence. These resources should be
designed to engage learners and sustain their interest, while teachers should create digital content
that promotes continuous learning. Additionally, providing opportunities for learners to generate their
own digital resources was shown to enhance motivation. Prior research also highlighted the
importance of teachers’ skills in selecting and utilizing digital resources (Alptekin, 2023; Erbenzer,
2021; ilter-Tutar, 2023; Ozbek, 2020; Parlak-Aras, 2023; Sanl, 2022). Kocatiirk-Kapucu (2023)
emphasized the critical role of teachers’ ability to select, create, and store digital resources in distance
education. Furthermore, both Parlak-Aras (2023) and Kocatiirk-Kapucu (2023) found that issues
related to “copyright” and “storage” of digital resources are central to their effective use, aligning with
our findings. Overall, the literature underscores the significance of designing and developing digital
resources to ensure an efficient and engaging teaching-learning process and to enhance interaction in
distance education (Yalman & Basaran, 2018; Senyurt & Sahin, 2021). The recent global pandemic has
further reinforced the importance of utilizing and diversifying digital resources in distance education
(Demirbag, 2020).

In the “teaching and learning” category, both teachers and students emphasized the need for
secondary school teachers to provide timely feedback and corrections, manage time effectively, adjust
their tone of voice appropriately during teaching, and actively engage students through practical
activities. Consistent with our findings, ilter-Tutar (2023) and Kocatiirk-Kapucu (2023) found that
teachers in distance education tend to prioritize practical activities, the integration of digital resources,
and timely feedback. Similarly, Olpak (2023) highlighted that teachers’ digital competence—such as
utilizing diverse teaching strategies, fostering active student participation, implementing group work,
incorporating practical activities, and employing collaborative learning methods—plays a crucial role
in teaching-learning. In line with these findings, Parlak-Aras (2023) emphasized the importance of
group work and teacher self-regulation skills, as these skills contribute to students’ ability to plan,
document, and monitor their own learning. Additionally, prior research identified teachers’ time
management skills as a critical factor in distance education (ilter-Tutar, 2023). Given the facilitator role
of teachers in distance education, learners are expected to take a more active role. Thus, they should
develop self-motivation, particularly in sustaining engagement in lessons, while also adapting to the
unique demands of the distance education model (Tomei, 2010).

In the “learner empowerment” category, participants frequently highlighted that secondary
school teachers need to establish effective teacher-learner communication, design instructional
content tailored to students’ individual needs, provide support education for learners with special
needs, and sustain learner motivation throughout the teaching-learning process. The literature
frequently emphasizes that providing tailored instructions for learners with special needs in using
digital resources, establishing personalized communication in online settings, integrating applications
that facilitate peer interaction, and utilizing online question-and-answer platforms can significantly
enhance learners’ digital competence (Kocatiirk-Kapucu, 2023). Moreover, previous research
underscores the importance of incorporating online projects and assignments, practical activities that
promote learner engagement and experience, and strategies that foster collaborative learning
(Erbenzer, 2021; ilter-Tutar, 2023; Olpak, 2023; Parlak-Aras, 2023). Similar to face-to-face education,
effective classroom management remains essential in distance education (Tonga, 2023). In this regard,
well-structured lesson planning plays a crucial role in maintaining classroom dynamics and ensuring
the efficient use of digital tools (Can, 2020). When executed effectively, classroom management in
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distance education enhances flexibility, interaction, and collaboration while mitigating spatial and
temporal constraints (Rufai et al., 2015).

Our findings pertinent to the “facilitating learners’ digital competence” category showed that
secondary school teachers are likely to need skills such as guiding learners regarding their minor
technical issues, designing practical activities, helping students to create digital content, and informing
them about their legal liability for any violations in distance education. A review of the literature
reveals a strong alignment in findings, particularly regarding teachers’ role in fostering learners’ digital
competence in distance education. Previous research highlighted that distance education necessitates
equipping learners with information and media literacy skills, fostering peer interaction, encouraging
active participation, facilitating hands-on experience with digital technologies, addressing technical
challenges, and promoting information ethics (ilter-Tutar, 2023; Kocatiirk-Kapucu, 2023; Keles &
Turan-Gintepe, 2018). In addition, the development of learners’ digital skills was linked to ensuring
information reliability, acting responsibly in digital environments, utilizing credible digital resources
(Parlak-Aras, 2023), and implementing feasible learning activities (Alptekin, 2023; Erbenzer, 2021,
Olpak, 2023). From this perspective, it is evident that learners must take an active role in managing
their own learning, engage meaningfully in the teaching-learning process, develop adequate digital
literacy skills, take responsibility for their online actions, and demonstrate intrinsic motivation to
succeed in distance education (Sinap, 2022).

Participants’ views within the ‘assessment’ category suggest that secondary school teachers
have a clear need to enhance their assessment skills in distance education. These needs involve the
ability to employ both traditional and alternative/authentic assessment methods, design valid and
reliable measurement tools for process- and result-based assessments, and supervise their assessment
practices. As with identifying learning objectives, preparing content, and designing instruction,
assessment in distance education inevitably differs from face-to-face education (Akyildiz, 2015;
Puspitasari, 2010). The diversity of the learner population, the varied objectives, and the distinct
success criteria in distance education, all contribute to unique assessment processes compared to
traditional education (Thorpe, 1998). In this context, the literature often highlights the use of
collaborative assessment practices, assessments through online assignments and projects, tracking
course attendance, and employing process- and outcome-based assessment approaches as key
strategies for developing teachers’ assessment skills in distance education (Akdeniz-Kilicaslan et al.,
2022; Kocatlirk-Kapucu, 2023). Furthermore, prior studies stressed the importance of teachers’
proficiency in utilizing Web 2.0 tools, online surveys, and digital platforms for providing effective
feedback and developing valid and reliable assessment tools (Erbenzer, 2021; Parlak-Aras, 2023).

This study is expected to make an original contribution to the literature on secondary school
teachers’ DTSDE in distance education by incorporating both teacher and student perspectives, based
on the DigCompEdu framework. Our findings will provide a foundation for future studies, helping
researchers identify the DTSDE needs of educators in other K-12 schools and universities. Furthermore,
our results have the potential to contribute to mapping the nationwide DTSDE of teachers. The
research findings can also help inform the development of in-service training programs for DTSDE by
guiding the identification of philosophy, needs, goals, content selection, teaching-learning processes,
and assessment strategies. It is recommended that future researchers adopt diverse research designs,
sample groups, instruments, and data collection and analysis methods to uncover more on the subject.
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Appendices
Appendix 1. Interview Form
School Type
Subject/Grade
Professional Seniority/Year
Date and Hour/Interview Duration
INTRODUCTION
Hil I am ..o . I am a doctoral student in the Graduate School of Educational Sciences of
............... University. Currently, | am working on my doctoral thesis titled “...............................” with
MY SUPEIVISOI, wovveveereeeeereerereenenn Today, | am here to interview you as part of my research. | believe

the research findings will be of utmost importance to educators and policymakers. It is my hope
that this study will also prove beneficial to you. | respectfully request your personal opinions, if
you are willing to share them.

Before proceeding, | want to clarify several points:

> The interview is expected to last approximately 30 minutes.

> The content of the interview will be kept strictly confidential. The information obtained
will not be disseminated to any third parties, and your personal credentials will not be
mentioned in any information disclosed.

v

You are encouraged to ask questions and may end the interview at any time.

v

Are there any additional inquiries you wish to address prior to the interview?

> |f this would be agreeable, | would like to record the interview. This would allow for more
efficient use of time and facilitate a more thorough analysis of your responses. Should you
feel uncomfortable with this proposal, you may take the audio recording and interview
notes and end the interview. Is this course of action appropriate?


https://doi.org/10.5824/1309-1581.2018.4.006.x
https://tez.yok.gov.tr/UlusalTezMerkezi/tezSorguSonucYeni.jsp
https://tez.yok.gov.tr/UlusalTezMerkezi/tezSorguSonucYeni.jsp
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Exploring Teacher and Student Perspectives on Secondary... 367

> | would like to express my gratitude for your participation in this research study and for
the time you have dedicated to it.

INTERVIEW QUESTIONS

1. What are the distance education digital teaching skills that teachers possess/should possess, in your
opinion? Could you please provide concrete examples? Could you please share your personal
experiences in this regard?

1.a. Among these or additional distance education digital teaching skills, are there any that you
believe teachers should develop? If so, please specify.

2. What preparations do you expect teachers to make before a distance education class? Could you
please share your experiences in this regard?

2.a. What skills do you think teachers should develop regarding the preparations for a distance
education class?

3. What are your expectations from teachers for effective learning and teaching in distance education?
Could you please share your personal experiences in this regard?

3.a. What skills should teachers develop to create an effective distance education learning
environment?

4. How do you expect teachers to manage distance education classes? Could you please share your
personal experiences in this regard?

4.a. What skills do you consider to be essential for an effective distance education class/classroom
management?
4.b. What skills should teachers develop for their distance education classes/classroom
management?

5. What are your expectations from teachers regarding exam preparation, implementation, and
assessment in distance education? Could you please share your personal experiences in this regard?

5.a. What skills should teachers develop regarding assessment in distance education?

6. Are there any other pertinent points or suggestions that should be addressed? Could you please
share your personal experiences in this regard?



Exploring Teacher and Student Perspectives on Secondary... 368

Genis Ozet
Giris

icinde bulundugumuz yiizyilda yasanan dijital gelismeler nitelikli bireylerin yetistirilmesi icin
ihtiyac duyulan bireysel 6zellikleri de etkilemektedir. Bu dijital donlsiim, her alanda oldugu gibi egitim
ekosistemi Uzerinde de etkisini hissettirmekte, 6grenenlere kazandirilmasi diisiinilen bilgi, beceri ve
tutum gibi yeterliklerde zorunlu degisikliklere neden olmaktadir (Cansoy, 2018). Yasanan bu dénisim
sireci egitim ortamlarinin en 6nemli aktérlerinden olan 6gretenleri de etkilemekte; hangi becerinin
kazandirilmasi ya da bu becerilere yonelik 6grenmelerin nasil gerceklestirilecegi noktasinda 6gretene
sorumluluklar yiklemektedir (Voogt vd., 2013). Cagimizda Ogretenlerin dijital araglari en etkin ve
ekonomik olarak kullanabilmeleri ve yine bu araglari 6grenenlerin nasil kullanabilecegi noktasinda
dgrenenlere rehberlik etmesi beklenmektedir (ipek ve Acuner, 20). Diger taraftan dijital doniisiimiin
etkisinde degisime ugrayan egitim ekosistemleri, 2019 yilinda gerceklesen pandemi siireci ile birlikte
bu dénisiimlere ek olarak uzaktan egitim uygulamalarini ana giindemine almistir.

Uzaktan egitim uygulamalarinin etkililigini artirmak, bu egitim siireclerinde ortaya cikabilecek
sorunlara ¢6zim Onerileri iretmek, uzaktan egitimin sirekliligini ve kalitesini takip etmek 6nemli hale
gelmistir (Jung, 2005; Southard & Mooney, 2015). Uzaktan egitimin sirekliligi ve kalitesi agisindan
belirlenen amaclarin gergeklestirilmesine yonelik uzaktan egitim programlarin planlanmasi ve
gelistirilme silireclerinde tim paydaslarin gorislerinin dikkate alinmasi ve bitin boyutlarinin ele
alinmasi gerekmektedir (Benson, 2003).

Bu calismanin temel amaci; ortadgretim 6gretmenlerinin uzaktan egitimde dijital 6gretim
becerileri (UZEDOB)'ne yénelik ihtiyaclarinin 6gretmen ve ogrenci gorisleri acisindan tespit
edilmesidir. Arastirmada bu amagla; ortadgretim 0Ogretmen ve Ogrencilerinin gorislerine
basvurulmustur.

Yontem

Nitel arastirma desenlerinden olgubilim deseninde gerceklestirilen arastirma, 2023-2024
yilinda istanbul’da gorev yapan, maksimum cesitlilik 6rneklemesi ile belirlenen 12 ortadgretim
O0gretmeni ve Ogrenim goren 12 ortadgretim Ogrencisi olmak Uzere toplam 24 katihmc ile
gerceklestirilmistir. Yari yapilandiriimis gorisme formu araciligiyla gerceklestirilen arastirma;
o0gretmenler ile gorlismeler, 6grencilerle ise odak grup goériismeler yapilarak gerceklestirilmistir. Elde
edilen bulgular, betimsel icerik analizi yontemiyle analiz edilmis; kod, kategori ve tema seklinde ifade
edilmistir. Katilimcilar tarafindan Uretilen kodlar, DigCompEdu dijital yeterlik cercevesi dikkate alinarak
mesleki katihm, dijital kaynaklar, 6gretme 6grenme siireci, 6lgme-degerlendirme, 6grenci gliclendirme,
ogrencilerin dijital yeterliklerini destekleme/gliglendirme kategorileri altinda gruplandiriimis ve bu
kategoriler UZEDOB temasi altinda birlestirilmistir.

Bulgular

Arastirma sonuglarina gore o6gretmenlerin 41, Ogrencilerin ise 42 kod ile ortadgretim
dgretmenlerinin UZEDOB ihtiyaclarina yonelik goriis belirttikleri gorilmustir. Katilimer gérisleri
acisindan bakildiginda ortadgretim 6gretmenlerinin UZEDOB’e ydnelik uzaktan egitim &gretme
o0grenme sliregleri icin hizmet ici egitim almali; dijital icerikleri segebilmeli, olusturabilmeli ve
duzenleyebilmeli; uygulamali etkinlik yapabilmeli; 6grenci-6gretmen iletisimini saglayabilmeli; zaman
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yonetimini saglayabilmeli; ses tonunu ayarlayabilmeli; gecerli ve glvenilir sinavlar hazirlayabilmeli vb.
seklinde kodlarin 6n plana giktigl goriilmektedir.

Sonug, Tartisma ve Oneriler

Ortadgretim Ogretmenlerinin UZEDOB ihtiyaclarina dair katilimci gérisleri “Mesleki Katilim”
kategorisi agisindan tiim katihmcilarin gorisleri birlikte degerlendirildiginde; uzaktan egitim icin hizmet
ici egitim alinmasi (arastirmaci-yenilige agik 6gretmen), teknolojik araglarin (tablet, akilli telefon,
bilgisayar vb.) ve uzaktan egitim platformlarinin kullanimi ve uzaktan egitimde basit teknik
problemlerin ¢ozilmesi kodlarinin 6ne ¢iktigl gérilmektedir.

Mesleki katilim kategorisi; 6gretenlerin uzaktan egitimdeki yansitici uygulama, dijital alanda
surekli mesleki gelisim, mesleki is birligi ve orgltsel iletisim becerilerini iceren kategoriyi ifade
etmektedir. Gerek arastirma bulgulari gerekse de alanyazin incelendiginde ortadgretim
O0gretmenlerinin uzaktan egitimdeki mesleki katiim becerilerine yonelik ihtiyaglari agisindan;
Ogretenlerin uzaktan egitim oncesinde veya sirecinde hizmet ici egitim almalarinin stirekli mesleki
gelisimleri ve arastirmaci kimlikleri agisindan 6nemli oldugu goérilmektedir. Bunun yaninda uzaktan
egitimde platform ve teknolojik ara¢ kullanimi; yine bu platform ve araclari kullanirken
karsilasabilecekleri teknik problemlerle bas edebilmeleri agisindan birtakim ihtiyaglari oldugu
anlasiimaktadir.

Ortadgretim Ogretmenlerinin UZEDOB ihtiyaglarina dair katilimci gorisleri “Dijital Kaynaklar”
kategorisi acisindan tiim katilimcilarin gorisleri birlikte degerlendirildiginde; uzaktan egitim icin dijital
icerik secebilme, paylasabilme, olusturabilme ve dijital depolama alanlarini (Google drive, one drive
vb.) kullanabilme kodlarinin 6ne ¢iktigi gorilmektedir.

Dijital kaynaklar kategorisi; Ogretenlerin uzaktan egitimdeki dijital kaynaklari se¢me,
olusturma, diizenleme, yonetme, koruma ve paylasma becerilerini iceren kategoriyi ifade etmektedir.
Arastirma bulgulari ve alanyazin birlikte incelendiginde; ortadgretim 0Ogretmenlerinin uzaktan
egitimdeki dijital kaynak kullanimina yoénelik ihtiyacglari acisindan; uzaktan egitim sireclerinde
kullanabilecekleri dijital kaynaklarin segilmesi, olusturulmasi, yeniden diizenlenmesi, bu kaynaklarin
depolanmasi ve dijital kaynaklara yonelik etik ihlal agisindan birtakim ihtiyaglari oldugu anlasiimaktadir.

Ortadgretim Ogretmenlerinin  UZEDOB ihtiyaglarina dair katilimci gorisleri “Ogretme
Ogrenme Siireci” kategorisi agisindan tim katilimcilarin goriisleri birlikte degerlendirildiginde;
ortadgretim ogretmenleri agisindan 6gretme 6grenme siirecinde; doniit ve dizeltme verebilmeli,
Ogrenciyi strece aktif dahil edebilmeli, 6grenciyi denetleyebilmeli (kamera vb. araglar), zaman
yonetimini saglayabilmeli, ses tonunu ayarlayabilmeli ve uygulamali etkinlik yapabilmeli kodlarina
yogunlasildig gorilmektedir.

Ogretme 6grenme siireci kategorisi; 6gretenlerin uzaktan egitimdeki 6gretme, is birlikli
0grenme, rehberlik etme, 6z diizenlemeli 6grenme becerilerini iceren kategoriyi ifade etmektedir.
Alanyazinda yapilan benzer arastirmalar ve bu arastirma kapsaminda elde edilen sonuglardan
hareketle; ortadgretim o6gretmenlerinin uzaktan egitimde Ogretme 0Ogrenme siirecine yonelik
ihtiyaclari agisindan uzaktan egitimde; doniit ve diizeltme verebilme, zaman yonetimi saglama, ses
tonunu ayarlayabilme; 6grenciyi yonelik uygulamal etkinliklere yer vererek siirece aktif dahil edebilme
gibi ihtiyaclari oldugu gorilmektedir.

Ortadgretim Ogretmenlerinin  UZEDOB ihtiyaglarina dair katiimci goriisleri  “Ogrenci
Gi¢lendirme” kategorisi agisindan tiim katilimcilarin goérisleri birlikte degerlendirildiginde; 6gretmen
- Ogrenci iletisimini saglayabilmeli, 6grencinin bireysel ihtiyaclarini dikkate alarak icerigi
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planlayabilmeli, 6grenciye farkli zamanlarda destek egitimi sunabilmeli ve uzaktan egitimde 6grenciyi
motive edebilmeli kodlarinin 6ne ¢iktigi gérilmektedir.

Ogrenci giiclendirme kategorisi; 6gretenlerin uzaktan egitimdeki 6grenciye yonelik;
ulasilabilirlik ve kapsayicilik, farklilastirma ve bireysellestirme, 6grencileri 68renme siirecine aktif bir
sekilde dahil etme becerilerini iceren kategoriyi ifade etmektedir. Arastirma bulgulari ve alanyazindan
elde edilen sonuglar birlikte incelendiginde; ortadgretim 6gretmenlerinin uzaktan egitimde
dgrencilerin giiclendirilmesine yonelik birtakim ihtiyaclari oldugu goriilmektedir. Ogretenlerin, uzaktan
egitimde; 6grenen ve 6greten arasinda etkili bir iletisim saglanmasi, 6grenenin bireysel ihtiyaglarinin
dikkate alinarak igerigin planlanmasi ve 6gretme 6grenme siirecine yansitilmasi, gerektigi durumlarda
Ozel ihtiyaci olan 6grenenlere yonelik destek egitimi verebilmesi ve siirecin genelinde 6greneni motive
edebilmesi agisindan ihtiyaclari oldugu gorilmektedir.

Ortadgretim Ogretmenlerinin UZEDOB ihtiyaglarina dair katiimci goérisleri “Ogrencilerin
Dijital Yeterliklerini Destekleme/Gelistirme” kategorisi acisindan tiim katiimcilarin gérusleri birlikte
degerlendirildiginde; uzaktan egitimde 6grencinin dijital icerik Giretebilmesi icin yardimci olabilmeli,
ihlallerden dogabilecek yasal sorumluluklar konusunda 6grenciyi bilgilendirebilmeli, 6grencinin basit
teknik problemlerini ¢ézebilmeli ve 6grenciye uygulamali etkinlik yaptirabilmeli kodlarini vurguladiklari
gorilmektedir.

Ogrencilerin dijital yeterliklerini destekleme/gelistirme kategorisi; Ogretenlerin uzaktan
egitimdeki 6grenciye yonelik; bilisim ve medya okuryazarhg, iletisim, icerik olusturma, sorumlu
kullanma ve problem ¢ozme becerilerini iceren kategoriyi ifade etmektedir. Arastirmanin genelinden
ve literatlirdeki diger arastirmalar acisindan bakildiginda; uzaktan egitim sireclerinde 6greten;
o0grenenin silirecte karsilastigl teknik problemlere yonelik rehberlik yapmasi, 6grenenin sirece dahil
olabilecegi etkinliklere yer vermesi, bu etkinlikler icin 6greneninde dijital icerik tGretebilmesi ve uzaktan
egitim silirecinde ihlallerden dogabilecek yasal sorumluluklar konusunda 6grenciyi bilgilendirmesi gibi
becerilere yonelik ihtiyaclari oldugu gorilmektedir.

Ortadgretim Ogretmenlerinin  UZEDOB ihtiyaclarina dair katilimci  gérisleri  “Olgme
degerlendirme” kategorisi agisindan tiim katilimcilarin gorisleri birlikte degerlendirildiginde; uzaktan
egitimde geleneksel ve alternatif/otantik 6lcme-degerlendirme tekniklerini kullanabilmeli, gecerli ve
guvenilir sinavlar hazirlayabilmeli ve sinavlari denetleyebilmeli kodlarinin 6ne ¢iktigi gérilmektedir.

Olgme-degerlendirme kategorisi; 6gretenlerin uzaktan egitimdeki élgme stratejileri, doéniit
verme ve planlama, bulgulari analiz etme becerilerini iceren kategoriyi ifade etmektedir. Arastirma
sonuglari incelendiginde Ogretenlerin uzaktan egitim siirecinde 6lgme-degerlendirme becerilerine
yonelik; geleneksel ve alternatif/otantik 6lgme-degerlendirme teknikleri konusunda donanimli
olmalari, uzaktan egitimde stireg ve sonug odakli degerlendirmeler yaparken gecerli ve giivenilir 6lgme
araglari gelistirebilmeleri ve bu 6lgme-degerlendirme uygulamalarini denetleyebilmeleri gibi birtakim
ihtiyaclari oldugu gortlmektedir.

Arastirma kapsaminda; ortadgretim Ogretmenlerinin uzaktan egitimde dijital 6gretim
becerilerine yonelik ihtiyaglar tespit edilmeye c¢alisiimistir. Arastirmacilar tarafindan yeni yapilacak
arastirmalarda farkli arastirma desenleri, 6rneklem gruplari, veri toplama araglari, verilerin toplanmasi
ve analizi yéntemlerini kullanabilir. Yine arastirmacilar arastirma bulgularini; 6gretmenlerin UZEDOB
ihtiyacglarina yonelik gelistirebilecekleri hizmet igi egitim programlari icin egitim felsefesi, ihtiyaglarin
ve hedeflerin belirlenmesi, icerigin secilmesi ve dizenlenmesi, 6gretme 6grenme sireglerinin ve
olgme-degerlendirme durumlarinin belirlenmesi agisindan kilavuz olarak kullanabilir.
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Abstract

This research aims to determine the level of teachers' curriculum awareness and critical thinking
dispositions and to examine the relationships between these two variables. The study group consists of 400
teachers working in public schools in the central districts of Bursa province during the 2023-2024 academic
year. The research was conducted using the correlational research design. The Curriculum Awareness Scale
(CAS) and the Turkish version of the California Critical Thinking Dispositions Inventory (CCTDI-T) were used as
data collection tools. The data were analyzed using descriptive statistics, Pearson correlation analysis, and
multiple linear regression analysis. The results showed that the teachers' overall levels of curriculum
awareness and critical thinking dispositions were generally high. Furthermore, there were positive and
statistically significant relationships between teachers' curriculum awareness and critical thinking
dispositions. It was also found that teachers' critical thinking dispositions significantly predicted their level of
curriculum awareness. These findings suggest that developing teachers’ critical thinking dispositions and skills
may be a key factor in enhancing curriculum awareness.

Keywords: Awareness, Curriculum Awareness, Critical Thinking, Critical Thinking Dispositions

Ozet

Bu ¢alisma, 6gretmenlerin 6gretim programi farkindaliklari ile elestirel disiinme egilimlerinin ne
diizeyde oldugunu belirlemeyi ve 6gretmenlerin 6gretim programi farkindaliklari ile elestirel disiinme
egilimleri arasindaki iligkileri ortaya koymayl amaglamaktadir. Calisma grubunu 2023-2024 egitim 0gretim
yilinda, Bursa ilinin merkez ilgelerindeki devlet okullarinda goérev yapan toplam 400 06gretmen
olusturmaktadir. Calisma, iliskisel arastirma modeli kullanilarak yiritalmustir. Veri toplama araci olarak
Ogretim Programi Farkindalik Olgegi (OPFO) ve Kaliforniya Elestirel Diisinme Egilimleri Olgegi’nin Tiirkce
versiyonu (CCTDI-T) kullaniimistir. Arastirma kapsaminda toplanan veriler, betimsel analizler, Pearson
korelasyon analizi ve ¢oklu dogrusal regresyon analizi uygulanarak analiz edilmistir. Elde edilen sonuglar,
Ogretmenlerin 6gretim programi farkindaliklarinin ve elestirel disinme egilimlerinin genel ortalamalarinin
yuksek oldugunu gostermistir. Arastirma sonuglarina gore 6gretmenlerin 6gretim programi farkindaliklari ile
elestirel diisiinme egilimleri arasinda pozitif yonlii ve anlaml iliskilerin oldugu anlasilmistir. Ogretmenlerin
elestirel diistinme egilimlerinin 6gretim programi farkindaliklarini etkiledigi de belirlenmistir. Bu arastirmada
elde edilen sonuglar, 6gretmenlerin 6gretim programi farkindaligini desteklemek igin elestirel disinme egilim
ve becerilerinin 6ncelikle gelistirilmesi gerektigini gostermektedir.

Anahtar Kelimeler: Farkindalik, Ogretim Programi Farkindaligi, Elestirel Diisiinme, Elestirel
Dislinme Egilimleri
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1. Introduction

Curricula, as cornerstone elements of educational systems, play a critical role in the planning,
implementation, and evaluation of teaching and learning processes. The effective execution of these
programs largely depends on teachers' awareness of the curriculum and their ability to reflect this
awareness in classroom practices. However, rapidly changing global conditions and evolving
educational paradigms require teachers to follow the curriculum, evaluate it from a critical
perspective, and make necessary adaptations when needed. In this context, examining the relationship
between teachers' curriculum awareness and their critical thinking dispositions is of great importance
for improving the quality of education and enhancing teacher competencies.

1.1. Curriculum Awareness

To thoroughly understand the concept of curriculum awareness, it is essential to first address
the notion of awareness itself. Awareness is a state of heightened consciousness and learning that
evolves with the complexity of an individual's learning experiences across cognitive, affective, and
psychomotor domains and involves the mutual and multifaceted interactions of these three areas
(Pektas, 2021). According to Dékmen (2002), awareness comprises associating a new stimulus with
existing mental schemas, defining it, feeling excitement about it, and experiencing a desire to engage
with it. In education, awareness is closely linked to Bloom's Taxonomy of Educational Objectives,
developed by Bloom and his colleagues (1956). This taxonomy encompasses three key domains—
cognitive, affective, and psychomotor—and classifies objectives within each domain hierarchically,
from simple to complex. Bloom and his colleagues (1956) refer to this hierarchical structure as a scale
of consciousness or awareness. It is suggested that, particularly in the cognitive domain, an individual's
awareness of these behaviors increases as behaviors become more complex. Within this theoretical
framework, curriculum awareness emerges as a multidimensional concept, reflecting a teacher's
understanding and application of curriculum objectives, content, teaching and learning processes, and
assessment methods (Pektas, 2021). Teachers with high curriculum awareness exhibit cognitive,
affective, and psychomotor engagement in comprehending, applying, and evaluating curriculum
components. This awareness enables teachers to manage educational processes and enhance student
achievement more effectively.

1.2. Critical Thinking Disposition

Critical thinking has become one of the primary goals of contemporary education systems.
According to Facione (1990), critical thinking entails multifaceted processes, procedures, or activities
that involve learning and developing cognitive skills and internalizing affective dispositions and
attitudes. This definition underscores that critical thinking is not merely a cognitive process but
includes certain affective dispositions and mental habits. Critical thinking disposition can be defined as
an individual's willingness and inclination to use critical thinking skills. Facione (1990) identified seven
core characteristics of individuals with high critical thinking: analytical thinking, open-mindedness,
inquisitiveness, truth-seeking, confidence in reasoning, maturity, and systematic thinking.

Critical thinking dispositions empower individuals to solve problems effectively, make sound
decisions, and form accurate judgments (Kozikoglu, 2019; Thompson, 2011). When individuals
encounter complex situations, those who apply critical thinking skills in alignment with these
dispositions are more likely to demonstrate sound judgment (Bailin et al., 1999). In education, teachers
must embody these dispositions, as they enable continuous reflection and improvement in classroom
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practices, teaching methods, and student assessments (Yurt, 2024). Teachers with strong critical
thinking dispositions consistently question their practices, explore innovative teaching approaches
(Lithoxoidou & Georgiadou, 2023), and develop strategies tailored to better meet their students’
diverse needs (Jahn, 2012). This connection between critical thinking dispositions and practical
application becomes even more evident when considering the definition provided in the Delphi Report.
According to this framework, critical thinking involves “purposeful, self-regulatory judgment which
results in interpretation, analysis, evaluation, and inference, as well as an explanation of the evidential,
conceptual, methodological, soteriological, or contextual considerations upon which that judgment is
based” (Facione, 1990). Accordingly, a disposition toward critical thinking enables teachers to assess
educational policies, curricula, and school practices objectively. It also equips them to provide
constructive feedback and advocate for meaningful improvements when necessary.

1.3. Curriculum Awareness and Critical Thinking Disposition

Teachers' critical thinking dispositions can influence their curriculum awareness in various
ways, and it is thought that a reciprocal relationship exists between the two. Teachers with high critical
thinking dispositions approach the curriculum as implementers and professionals who analyze,
guestion, and adapt it when necessary (Yurt, 2024). This analytical approach enhances teachers'
curriculum awareness, enabling them to implement it more consciously and effectively. Furthermore,
critical thinking disposition allows teachers to perceive the curriculum not as a static document but as
a dynamic and adaptable framework. This perspective enables teachers to modify and improve the
curriculum according to the classroom environment, student needs, and evolving educational trends.

Critical thinking skills and dispositions, characterized by several key dimensions, are crucial in
enhancing teachers' understanding and application of the curriculum (Kettler, 2016a). Facione (1990)
defines analyticity as the ability to systematically analyze complex problems, identify underlying issues,
and seek reasoned solutions. Teachers who exhibit a high degree of analyticity are more adept at
critically examining the relationships among various curriculum components, such as objectives,
content, teaching methods, and assessments (Metsapelto et al., 2022). This analytical approach could
be a key component for them to assess the coherence between curriculum objectives and assessment
strategies, allowing for more informed suggestions for improvement (Maiorana, 1992). Consequently,
their curriculum awareness may likely improve, enabling them to develop a more comprehensive and
practical grasp of the curriculum.

Another critical dimension is self-confidence, which refers to individuals' belief in their
reasoning and problem-solving capabilities (Facione, 1990; Halpern, 1998). Teachers with strong self-
confidence in their critical thinking abilities are more likely to question the curriculum's effectiveness,
identify potential areas of improvement, and challenge inconsistencies when necessary (Brookfield,
2011). This confidence fosters a deeper engagement with the curriculum, enabling teachers to offer
well-founded critiques and propose innovative solutions, ultimately contributing to a more reflective
and adaptive teaching practice (Paul & Elder, 2006). Furthermore, truth-seeking reflects a disposition
toward valuing accuracy and actively searching for the most reliable information (Facione, 1990; Ennis,
1996). Teachers who embody truth-seeking are inclined to scrutinize the curriculum critically,
evaluating its relevance and alignment with educational goals and societal needs (Halx & Reybold,
2005). This pursuit of truth deepens their understanding of the curriculum and enhances its
applicability in changing educational contexts (Brookfield, 2012). Consequently, these critical thinking
dimensions collectively foster a more nuanced curriculum awareness and enable teachers to
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implement it more effectively in the classroom. Therefore, teachers' critical thinking dispositions
positively influence their curriculum awareness (Paul & Elder, 2006; Kettler, 2016b).

Several recent studies in the literature examine teachers' curriculum awareness. In a study by
Pektas and Pesen (2021), the curriculum awareness levels of teachers were investigated. The results
revealed that as teachers' length of service increased, their cognitive and affective awareness levels
also rose. Additionally, it was found that teachers who graduated from faculties of education and those
working in private schools had higher curriculum awareness. These findings suggest that teachers'
professional experience and educational background significantly impact curriculum awareness. In
another study by Kuloglu (2022), it was determined that graduate education in the Department of
Curriculum and Instruction enhanced teachers' awareness of the curriculum. This study showed that
graduate education helps teachers gain curriculum literacy and improve teaching skills. These results
highlight the importance of graduate education in teachers' professional development and suggest
that it can effectively increase curriculum awareness. In a study by Karakaya and colleagues (2024),
science teachers' awareness of the curriculum was examined. The results indicated that the length of
professional experience impacted cognitive awareness. This finding supports the positive effect of
professional experience on curriculum awareness. A study by Kavan and Yildirim Suna (2023) revealed
that Turkish language teachers had high curriculum awareness and that graduate education further
increased this awareness. This research is fundamental in examining curriculum awareness in specific
subject areas and again emphasizes the positive impact of graduate education on curriculum
awareness.

The results of studies in the literature demonstrate that various factors influence teachers'
curriculum awareness and can be developed. However, although teachers' curriculum awareness has
been studied, more research is needed to examine the relationship between this awareness and critical
thinking disposition. This study aims to fill this gap in the literature by investigating the relationship
between teachers' curriculum awareness and their critical thinking dispositions. The study findings
could provide valuable insights for education policymakers, teacher education programs, and in-
service training planners. Understanding how teachers' critical thinking dispositions affect their
curriculum awareness could contribute to improving the content and structure of teacher training and
development programs. Furthermore, understanding this relationship could help develop strategies
for more effective implementation and development of curricula. In conclusion, this study has the
potential to contribute to efforts aimed at improving the quality of the education system and
enhancing student achievement. In line with the purpose of the research, the following questions will
be addressed:

1. What is the level of teachers' curriculum awareness?

2. What is the level of teachers' critical thinking dispositions?

3. Is there a significant relationship between teachers' curriculum awareness and their critical
thinking dispositions?

4. Do teachers' critical thinking dispositions significantly predict their curriculum awareness?

2. Method

2.1. Research Design

In this study, the correlational research design, one of the quantitative research methods, was
used. The correlational research design aims to determine the presence and degree of co-variation
between two or more variables (Karasar, 2020). In this study, the relationship between teachers'
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curriculum awareness and their critical thinking skills was examined. Additionally, the relationships
between the sub-dimensions of the Curriculum Awareness Scale (CAS)—cognitive awareness,
psychomotor awareness, and affective awareness—and the sub-dimensions of the Critical Thinking
Disposition Scale (CCTDI-T)—analytical thinking, open-mindedness, inquisitiveness, self-confidence,
truth-seeking, and systematicity—were analyzed to provide a more detailed understanding of these
constructs.

2.2. Study Group

The research was conducted during the 2023-2024 academic year with teachers working in
public schools in Bursa's central districts. The study group comprised 400 teachers working at various
levels and in different subject areas in these public schools who completed the scale and demographic
information forms via Google Forms. Subject groups were classified as follows: Preschool, Special
Education, and Guidance and Psychological Counseling (PDR) teachers were grouped as the
Pedagogical Sensitivity Group; Science, Technology Design, Physics, Chemistry, Biology, and
Mathematics teachers were grouped as the Science/Mathematics Group; Social Studies, History,
Geography, Philosophy, and Religious Culture and Moral Knowledge teachers were grouped as the
Social/Cultural Knowledge Group; Electrical, Electronics, Vocational High School Child Development,
Accounting, IT, Metal, Textile, Furniture, Motor Vehicles, Handicrafts, Health Services, Work Skills,
Public Relations, Machinery, Food and Beverage Services, and Vocational Religious Course teachers
were grouped as the Vocational Courses Group; Visual Arts, Music, and Physical Education teachers
were grouped as the Arts/Sports Group; Arabic and English teachers were classified as the Foreign
Language Group; Turkish Language and Literature and Turkish teachers were classified as the Turkish
Language Group. The elementary school teacher group was evaluated separately. Teachers
participating in the study were selected using a convenience sampling method, ensuring easy access
to the sample. Convenience sampling is a type of sampling in which individuals from whom data can
be most efficiently and economically obtained are selected (Buyukoztiirk et al., 2020).

Data collection tools included the Turkish-adapted version of the California Critical Thinking
Disposition Inventory (CCTDI-T) and the Curriculum Awareness Scale (CAS). These tools were
transferred to Google Forms, and the link was shared with teachers who expressed interest in
participating in the study. With the necessary permissions obtained, the researcher personally shared
the survey link to volunteer participants via WhatsApp. Additionally, with the knowledge of school
administrators, the link was shared in various schools' WhatsApp groups. The demographic
characteristics of the participating teachers are shown in Table 1.
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Table 1. Demographic Characteristics of Participating Teachers

Characteristics n %
Gender
Female 242 60.5
Male 158 39.5
Educational Level
Undergraduate 330 82.5
Graduate 70 17.5
Professional Experience
1-5 years 36 9
6-10 years 78 19.5
11-15 years 87 21.8
16-20 years 77 19.3
21 years and above 122 30.5
Educational Institution Level
Preschool 32 8
Primary School 100 25
Middle School 98 24.5
High School 170 42.5
Subject Area
Pedagogical Sensitivity Group 50 12.5
Elementary school teacher 85 21.3
Science/Mathematics Group 65 16.3
Social/Cultural Knowledge 45 11.3
Vocational Courses Group 45 11.3
Arts/Sports 40 10
Foreign Language Group 33 8.3
Turkish Language Group 37 9.3

When Table 1 is examined, it is seen that most of the participating teachers were female
(60.5%) and held undergraduate degrees (82.5%). Regarding professional experience, 30.5% had 21
years or more, and 21.8% had 11-15 years. Regarding institution levels, 42.5% worked in high schools,
followed by primary schools (25%). Subject areas were diverse, with 21.3% being elementary school
teachers, 16.3% in Science/Mathematics, and 12.5% in the Pedagogical Sensitivity Group.

2.3. Data Collection Tools

This research used a demographic information form, the Curriculum Awareness Scale (OPFO),
and the Turkish adaptation of the California Critical Thinking Disposition Inventory (CCTDI-T) as data
collection tools. Detailed descriptions of these tools are provided below.

2.3.1. Demographic Information Form

The demographic information form, prepared by the researcher, contains participants' gender,
educational status, teaching level, professional seniority, and subject area. While questions regarding
gender, educational level, teaching stage, and professional seniority were multiple-choice, subject area
information was collected using an open-ended question. Participants were required to answer all
guestions in the demographic information form before proceeding to the next section.

2.3.2. Curriculum Awareness Scale (CAS)

The Curriculum Awareness Scale (CAS), developed by Pektas (2021), is a 5-point Likert-type
scale. The response options range from "strongly disagree" to "strongly agree." The scale consists of
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25 items and is divided into three sub-dimensions: cognitive awareness (items 13-19), psychomotor
awareness (items 1-12), and affective awareness (items 20-25). Higher scores indicate higher levels of
curriculum awareness among teachers. The number of items in each sub-dimension is 7 in cognitive
awareness, 6 in affective awareness, and 12 in psychomotor awareness. There are no reverse items in
the scale. In this study, the calculated Cronbach's alpha reliability coefficients were 0.95 for the overall
CAS, 0.92 for psychomotor awareness, 0.93 for cognitive awareness, and 0.93 for affective awareness.
According to Ozdamar (2004), Cronbach's alpha values between 0.81 and 1.00 indicate a high level of
reliability. The total variance explained by the three factors of the scale was found to be 59.52%.

2.3.3. Critical Thinking Disposition Inventory (CCTDI-T)

The California Critical Thinking Disposition Inventory (CCTDI), developed based on the
consensus of experts in a Delphi panel organized by the American Psychological Association (APA) in
1990, is a tool that measures critical thinking dispositions (Facione et al., 1994). The scale comprises
seven theoretically and psychometrically tested subscales; however, the overall score from all
subscales assesses critical thinking disposition (Facione et al., 1998; as cited in K6kdemir, 2003). The
Turkish adaptation of the CCTDI, conducted by Kokdemir (2003), demonstrated high internal
consistency and theoretical compatibility with the original scale, making it a reliable tool for research.
The adapted scale consists of 51 items across six subscales. The overall internal consistency coefficient
(Cronbach’s alpha) for the new scale was found to be .88, and the total variance explained by the scale
was 36.13%. For this study, Cronbach’s alpha coefficients were calculated as 0.85 for the overall scale,
0.76 for analyticity, 0.82 for open-mindedness, 0.83 for inquisitiveness, 0.82 for self-confidence, 0.68
for truth-seeking, and 0.61 for systematicity. Ozdamar (2004) suggests that values between 0.81 and
1.00 indicate high reliability, while values between 0.60 and 0.80 suggest moderate reliability.

2.4. Data Analysis

In research, statistical analyses require the collected data to show normal or near-normal
distributions. Before the analyses, reverse items in the critical thinking scale were corrected.
Assumptions were tested prior to the analyses. First, the normal distribution of the data was examined,
and 17 outlier values were removed from the data set. Next, skewness and kurtosis values of the data
from both the critical thinking disposition and curriculum awareness scales were examined. After
averaging the sub-dimensions of the scales, the skewness and kurtosis values of the sub-dimensions
were checked. The normality assumption was met since the values were within the +2 range for both
scales and all sub-dimensions (George & Mallery, 2010). Skewness and kurtosis values within the +2
range are sufficient for normal distribution.

Descriptive statistics such as arithmetic mean and standard deviation were used to analyze the
data collected from teachers working in public schools. In addition, simple linear correlation and
multiple linear regression analyses were employed to examine the relationships between the scales.
Correlation measures the strength and direction of the relationship between two data sets, ranging
from 1, with values closer to 1 indicating stronger relationships (Can, 2022). Variance Inflation Factor
(VIF) values were calculated to check for multicollinearity, and all values were found to be below 3,
indicating the absence of multicollinearity (Yurt, 2023). Additionally, the Durbin-Watson coefficient
was calculated to assess the independence of residuals. This test examines whether the residuals are
autocorrelated, with a critical value between 1.5 and 2.5 considered acceptable (Field, 2013). A result
within this range indicates no significant autocorrelation among the residuals. The distribution of
residuals was also analyzed to ensure that they met the assumptions of normality, homoscedasticity,
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and linearity. These checks are crucial for confirming the validity of the regression analysis results and
ensuring the robustness of the model. The SPSS 23.0 statistical program was used for data analysis,
and a significance level of (p = .05) was considered for statistical evaluations.

2.5. Ethics Committee Approval

Before data collection, the Ethics Committee of Bursa Uludag University was informed through
a form and petition, and approval was obtained on 11.12.2023 with the decision number E-92662996-
044-139945.

3. Results

In this section, the findings related to the testing of the sub-problems addressed in the
research are presented, and comments are made based on these findings. The findings and related
comments are given in the order of the arrangement of the research sub-problems.

Table 2. Descriptive Statistics for Teachers’ Curriculum Awareness

*

Variables M SD Range
Curriculum Awareness Total 4.04 .54 2.00-5.00
Psychomotor Awareness 4.07 .59 1.58-5.00
Cognitive Awareness 4.01 .66 1.29-5.00
Affective Awareness 4.03 .75 1.00-5.00

Note. "Rating Scale: 1.00-1.80 very low, 1.81-2.60 low, 2.61-3.40 moderate, 3.41-4.20 high, 4.21-5.00
very high

Table 2 shows that teachers’ overall curriculum awareness (M = 4.04) is at a high level. In terms
of the sub-dimensions of curriculum awareness, psychomotor awareness (M = 4.07), cognitive
awareness (M = 4.01), and affective awareness (M = 4.03) are all reported at high levels. The averages
of all sub-dimensions are quite close, indicating that teachers exhibit similar levels of awareness across
cognitive, affective, and psychomotor domains.

Table 3. Descriptive Statistics for Teachers’ Critical Thinking Dispositions

*

Variables M SD Range
Critical Thinking Dispositions Total 4.47 .45 2.63-5.63
Analyticity 4.85 .61 2.00-6.00
Open-mindedness 4.44 .86 1.42-6.00
Inquisitiveness 4.73 74 1.67-6.00
Confidence 4.36 .79 1.00-6.00
Truth-seeking 3.76 .88 1.14-6.00
Systematicity 4.44 .79 1.17-6.00

Note. "Rating Scale: 1.00-1.82 very low, 1.83-2.65 low, 2.66-3.48 moderately low, 3.50-4.31 moderately
high, 4.32-5.14 high, 5.15-6.00 very high

Table 3 shows that the overall average level of teachers' critical thinking dispositions is high (M
= 4.47). When analyzing the sub-dimensions of teachers' critical thinking dispositions, the levels are as
follows: analytic thinking (M = 4.85), open-mindedness (M = 4.44), inquisitiveness (M = 4.73), self-
confidence (M = 4.36), truth-seeking (M = 3.76), and systematicity (M = 4.44). Among all sub-
dimensions of the scale, analytic thinking (M = 4.85) and inquisitiveness (M = 4.73) have the highest
means. Conversely, the truth-seeking factor, which is one of the characteristics determining teachers'
critical thinking dispositions, has the lowest average score (M = 3.76), indicating that it is slightly above
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the midpoint and is comparatively lower than the other sub-dimensions of the critical thinking
disposition scale.

Table 4. Pearson Correlation Analysis Results for the Relationship Between Teachers' Curriculum
Awareness and Critical Thinking Dispositions

Variables 1 2 3 4 5 6 7 8 9 10 11
1. CATotal -
2. Cognitive Awareness 80" -
3. Affective Awareness 79" 537 -
e g s s
5. CCTDI Total .38 .39 25" 317 -
6. Analyticity .34™ 32" 22" .30" .58
7. Open-mindedness .06 13" .02 .02 .64 -.03
8. Inquisitiveness .35 .32 24 32" 58" 69" -.06 -
9. Confidence 40 32" 29" 377 517 61" -.14" .68™ -
10. Truth-seeking .07 .09 .04 .05 A7 -19™ .62 -.18™ ?22** -
11. Systematicity 217 25" .14 .15™ .67 A7 A7 .14 19" 467 -

Note. ""p < .01, "p < .05, N=400, CA= Curriculum Awareness, CCTDI= Critical Thinking Disposition

Correlation coefficients between .20 and .39 indicate a weak relationship, while coefficients
between .40 and .69 indicate a moderate relationship (Alpar, 2011). In this context, the results of Table
4 indicate a positive but low-level significant relationship between participants' curriculum awareness
and their critical thinking dispositions (r = .38, p < .01). Specifically, there are low-level positive
correlations between curriculum awareness and the sub-dimensions of analyticity (r = .34, p < .01),
inquisitiveness (r = .35, p <.01), and systematicity (r = .21, p < .01). Additionally, there is a moderate
positive correlation between curriculum awareness and confidence (r = .40, p < .01). There are also
significant positive correlations between the sub-dimensions of curriculum awareness—psychomotor
(r = .31, p < .01), affective (r = .25, p < .01), and cognitive awareness (r = .39, p < .01)—and critical
thinking dispositions.

Multiple regression analysis is a technique used to predict the dependent variable based on
two or more independent variables (predictors) (Blylkoztiirk, 2021). In this study, multiple linear
regression analysis was conducted to examine whether teachers' critical thinking dispositions influence
their curriculum awareness and the sub-dimensions of curriculum awareness (cognitive, affective, and
psychomotor awareness). The results are presented in Tables 5, 6, 7, and 8.
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Table 5. Multiple Linear Regression Analysis of the Effect of Critical Thinking Dispositions on
Curriculum Awareness

Variables B Std. Error B t p
Constant 1.820 253 7.190 .000"
Analyticity 111 .058 125 1.910 .057
Open-mindedness -.012 .038 -.018 -.309 .758
Inquisitiveness .071 .051 .096 1.375 .170
Confidence 197 .046 .285 4.309 .000°
Truth-seeking 101 .038 .165 2.648 .008"
Systematicity .038 .039 .055 .977 329

R=0.463, R>=0.203, F(4,283)=17.901, p < 0.01

Note. Dependent variable: Curriculum Awareness, “p < .05

When examining Table 5, it can be seen that critical thinking dispositions predict curriculum
awareness (R = .463, R? = .203, F(4,283) = 17.901, p < .01). The change in curriculum awareness is
explained by 20% of the independent variables. When examining the significance values of the
standardized beta coefficients, it is observed that self-confidence (B = .285, p < .01) and search for
truth (B=.165, p<.05) are significant predictors of curriculum awareness. The variables of self-
confidence and search for truth positively affect curriculum awareness. These two sub-dimensions of
critical thinking account for 17.9% of the change in curriculum awareness. However, it was found that
the sub-dimensions of analyticity, open-mindedness, curiosity, and systematicity do not have a
significant effect on curriculum awareness (p> .05).

Table 6. Multiple Linear Regression Analysis of the Effect of Critical Thinking Dispositions on Cognitive

Awareness
Variables B Std. Error B t p
Constant 1.276 314 4.065 .000°
Analyticity 161 .072 .150 2.248 .025
Open-mindedness .043 .047 .056 912 .362
Inquisitiveness .103 .064 115 1.617 .107
Confidence 136 .057 162 2.408 016
Truth-seeking .075 .047 .100 1.578 115
Systematicity .090 .048 .107 1.863 .063

R=.428, R*=.171, F(5,402)= 14.678, p < .01
Note. Dependent variable: Cognitive Awareness, ‘p < .05

Upon examining Table 6, it is evident that critical thinking dispositions predict cognitive
awareness (R = .428, R? = .171, F(5, 402) = 14.678, p < .01). The change in cognitive awareness is
explained by 17% of the independent variables. When analyzing the significance values of the
standardized beta coefficients, it is observed that analytic thinking (B = .150, p < .05) and self-
confidence (B = .162, p < .05) are significant predictors of cognitive awareness. Both analytic thinking
and self-confidence positively influence cognitive awareness. However, it was found that the sub-
dimensions of open-mindedness, inquisitiveness, truth-seeking, and systematicity do not have a
significant effect on cognitive awareness (p > .05).
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Table 7. Multiple Linear Regression Analysis of the Effect of Critical Thinking Dispositions on Affective

Awareness
Variables B Std. Error B t p
Constant 2.049 371 5.516 .000"
Analyticity .064 .085 .052 748 455
Open-mindedness -.022 .056 -.026 -.402 .688
Inquisitiveness .053 .075 .052 .702 483
Confidence 231 .067 .243 3.447 .001"
Truth-seeking .092 .056 .109 1.638 .102
Systematicity .039 .057 .041 .685 494

R=.0326, R?>=.093, F(4,101)=7.784, p < .01

Note. Dependent variable: Affective Awareness, “p < .05

Upon examining Table 7, it is evident that critical thinking dispositions predict affective
awareness (R =.326, R2=.093, F(4,011) = 7.784, p < .01). The change in affective awareness is explained
by 9% of the independent variables. Analyzing the significance values of the standardized beta
coefficients reveals that self-confidence (B = .243, p < .05) is a significant predictor of affective
awareness. The self-confidence variable positively influences affective awareness. However, it was
found that the sub-dimensions of analytic thinking, open-mindedness, inquisitiveness, truth-seeking,
and systematicity do not have a significant effect on affective awareness (p > .05).

Table 8. Multiple Linear Regression Analysis of the Effect of Critical Thinking Dispositions on

Psychomotor Awareness
Variables B Std. Error B t p
Constant 2.023 .280 7.215 .000"
Analyticity .104 .064 .109 1.628 .104
Open-mindedness -.038 .042 -.056 -.910 .363
Inquisitiveness .061 .057 .076 1.065 .288
Confidence 215 .051 .288 4.247 .000"
Truth-seeking 122 .042 .182 2.864 .004"
Systematicity .007 .043 .010 .168 .867

R=.419, R?=.163, F(4,105)= 13.981, p < 001

Note. Dependent variable: Psychomotor Awareness, 'p <. 05

Upon examining Table 8, it is clear that critical thinking predicts psychomotor awareness at a
low level (R = .419, R? = .163, F(4,105) = 13.981, p < .01). The change in psychomotor awareness is
explained by 16% of the independent variables. Analyzing the significance values of the standardized
beta coefficients indicates that both self-confidence (p =.288, p <.01) and truth-seeking (B =.182, p<
.05) are significant predictors of psychomotor awareness. The variables of self-confidence and truth-
seeking positively influence psychomotor awareness. However, it was observed that the sub-
dimensions of analytic thinking, open-mindedness, inquisitiveness, and systematicity do not have a
significant effect on psychomotor awareness (p > .05).
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4. Discussion, Conclusion and Recommendations

This study examined the relationship between teachers' curriculum awareness and their
critical thinking dispositions. The research, conducted using a survey design, involved 400 teachers.
The data were analyzed using descriptive statistics, Pearson correlation, and multiple regression
techniques. The findings reveal that both teachers' curriculum awareness and critical thinking
dispositions were at high levels, and that these two variables demonstrated a positive and statistically
significant relationship. These findings offer significant insights for educational theory and practice,
highlighting the potential impact of fostering critical thinking dispositions on enhancing teachers’
curriculum awareness.

According to the results, teachers' curriculum awareness was found to be high. The high levels
observed across the sub-dimensions of curriculum awareness—cognitive, affective, and
psychomotor—indicate that teachers possess a comprehensive understanding of the curriculum and
are able to reflect this awareness in their classroom practices effectively. The results of this study align
with the research results previously made, according to a study by Pektas and Pesen (2021), which
shows that groups of teachers of eight different teaching subject areas listed as preschool teachers,
elementary school teachers, Science teachers, Religion and Moral Issues teachers, Mathematics
teachers, English teachers, Social Studies teachers and Turkish teachers have high levels of cognitive,
affective and psychomotor awareness regarding the curriculum. Similarly, Kavan and Yildirim Suna
(2023) found that Turkish language teachers' curriculum awareness is high, and postgraduate
education enhances this awareness. These findings suggest that teachers with high curriculum
awareness are more likely to design and implement instruction aligned with educational goals, cater
to diverse student needs, and promote holistic development. High curriculum awareness can also
foster students' critical thinking, creativity, and problem-solving skills, as teachers are better equipped
to integrate curriculum objectives with innovative teaching strategies. However, while these results
are promising, it is essential to approach them with cautious optimism, as high levels of curriculum
awareness may not necessarily translate into effective classroom practices. This transformation is
more likely to occur when supported by continuous professional development, adequate resources,
and a supportive school environment than when such support is lacking. However, such conditions are
not guaranteed in all educational contexts.

Another finding of the study is that teachers' critical thinking dispositions are high. This high
level of critical thinking suggests that teachers embrace key components of critical thinking as defined
by Facione (1990), including analyticity, open-mindedness, inquisitiveness, self-confidence, truth-
seeking, and systematicity. The findings align with the results of other studies in the literature (Barut
& Gilindogdu, 2023; Celebi et al., 2024; Ekinci & Ekinci, 2017; Yildirim et al., 2024; Yurt, 2024). For
instance, Yurt (2024) found that teachers' critical thinking dispositions are high and influence their
commitment to the curriculum. This result suggests that teachers adopt a critical approach in their
professional development and classroom practices. In Barut and Gindogdu's (2023) study, it was
reported that primary school, secondary school, and high school teachers have high critical thinking
dispositions, the sub-dimensions of which are open-mindedness, systematicity, flexibility,
perseverance, patience, and metacognition. Ekinci and Ekinci (2017) also found that the teachers'
critical thinking dispositions are considerably high regarding the general score and scores taken from
the sub-dimensions. These findings indicate that teachers' high critical thinking dispositions reflect
their adoption of a critical approach in professional development and classroom practices. Moreover,
it is suggested that critical thinking dispositions positively contribute to teachers' professional
commitment and approach to curriculum implementation. In this context, designing and implementing
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training programs that enhance teachers' critical thinking components are expected to improve the
overall quality of education.

One of the most significant findings of the study is the positive and statistically significant
relationship between curriculum awareness and critical thinking disposition. This result suggests that
these two constructs mutually support and reinforce one another, indicating that as one increases, so
does the other. The strong relationship between critical thinking components, such as analyticity,
inquisitiveness, self-confidence, and systematicity, and curriculum awareness indicates that these skills
play an essential role in curriculum implementation. A study by Kegeli (2024) also demonstrated that
teachers have positive attitudes toward the curriculum and high levels of curriculum awareness. These
results support the idea that critical thinking skills contribute to better understanding and
implementing the curriculum. In another study by Cosgun Demirdag and Tasgin (2024), it was found
that preschool teachers have a high level of cognitive, emotional, and psychomotor awareness, which
are the sub-dimensions of curricular awareness. The study's findings revealed that curriculum
awareness and curriculum literacy are interconnected. This result implies that having a sufficient
understanding of curricular content and the ability to design appropriate instructional materials are
closely linked to professional teaching skills. These skills include effectively employing suitable teaching
methods and developing positive attitudes toward the curriculum. Such competencies enable teachers
to better interpret and adapt to new teaching approaches, ultimately enhancing the overall quality of
instruction.

Another key finding is that the components of critical thinking disposition significantly
influence curriculum awareness. This finding underscores the potential of improving teachers' critical
thinking skills to enhance their curriculum awareness. Among these components, self-confidence,
truth-seeking, and analyticity stand out as particularly impactful, emphasizing the importance of
prioritizing these skills in teacher training and professional development programs. This finding aligns
with Kuloglu's (2022) study, which highlighted that critical thinking skills developed during
postgraduate education effectively enhance curriculum awareness. In this context, the positive impact
of critical thinking disposition components, particularly self-confidence, truth-seeking, and analyticity,
on curriculum awareness highlights the importance of designing teacher education programs that
support the development of these skills.

Self-confidence, defined as an individual's belief in their ability to think critically and make
sound decisions, enables teachers to assess curricula with greater depth and clarity (Facione, 1990;
Facione et al., 1994; Facione et al., 1995). Teachers with high self-confidence are better equipped to
critically evaluate curriculum objectives, content, and instructional methods. This trait also may
empower them to question, interpret, and adapt curricular components to align with the needs of
their students and teaching contexts. Truth-seeking, characterized as the persistent desire to seek
accurate information and remain vigilant against biases or misinformation, drives teachers to assess
the reliability, validity, and effectiveness of curricular materials (Brookfield, 2012; Facione, 1990; Halx
& Reybold, 2005). By engaging in truth-seeking behaviors, teachers can identify best practices and
ensure that their instructional approaches are grounded in evidence-based strategies. Analyticity,
another vital critical thinking component, involves the ability to systematically identify and solve
problems, evaluate arguments, and make reasoned judgments (K6kdemir, 2003; Paul & Elder, 2006).
Teachers with high levels of analyticity are adept at breaking down complex curricular content into
manageable components, facilitating better understanding and implementation. Furthermore, they
are more likely to recognize the interconnections within the curriculum and adapt instructional
strategies to address the diverse learning needs of students (Yurt, 2024). These critical thinking
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components contribute to a comprehensive understanding of curriculum goals, structure, and
pedagogical strategies. Incorporating targeted interventions in teacher education programs to develop
these skills can significantly enhance curriculum awareness, ultimately fostering more effective
teaching practices.

4.1. Conclusion

This study examined the relationship between teachers' curriculum awareness and critical
thinking dispositions and found a positive and statistically significant correlation between the two
variables. Teachers were found to have high levels of both curriculum awareness and critical thinking
dispositions. Notably, specific components of critical thinking disposition—such as analyticity,
inquisitiveness, self-confidence, and systematicity—were found to influence levels of curriculum
awareness significantly.

These findings highlight the importance of critical thinking skills in teachers' professional
development and suggest that improving these skills may be an effective strategy for enhancing
curriculum awareness. Furthermore, teachers with a high level of curriculum awareness are more likely
to design and implement instructional processes effectively, thereby positively contributing to student
achievement.

4.2. Recommendations

Teacher training programs should include additional courses and practical activities aimed at
developing critical thinking skills. In-service training programs should also be organized to further
enhance teachers' critical thinking abilities and curriculum awareness. School administrators are
encouraged to establish professional learning communities where teachers can apply critical thinking
skills and deepen their understanding of the curriculum. Future research should examine the influence
of critical thinking disposition and curriculum awareness on student achievement. Experimental
studies are recommended to test the effectiveness of interventions aimed at improving teachers’
critical thinking skills and curriculum awareness. Moreover, longitudinal studies are needed to explore
the sustained, long-term impact of these variables on teaching practices and student outcomes.
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Genis Ozet
GIRIS

Ogretim programlari, egitim sisteminin temel yapi taglarindan biridir ve 6gretim siirecinin
planlanmasi, uygulanmasi ve degerlendirilmesinde merkezi rol oynar. Bu programlarin etkili bir sekilde
uygulanmasi, blyilk olclide 6gretmenlerin 6gretim programi farkindaliklarina baglidir. Ganidmizin
hizla degisen egitim paradigmasi, 6gretmenlerden yalnizca programin icerigini takip etmelerini degil
ayni zamanda elestirel bir bakis acisiyla degerlendirmelerini ve gerektiginde uyarlamalar yapmalarini
da gerektirmektedir.

Ogretim programi farkindaligi; 6gretmenlerin programin amag, icerik, 6gretim siireci ve
degerlendirme gibi bilesenlerini bilissel, duyussal ve devinimsel diizeyde algilayabilmeleri ve bu
farkindaligi sinif ici uygulamalara yansitabilmeleri anlamina gelir. Bu farkindalik, 6gretmenlerin 6gretim
sureglerini etkili sekilde yonetmelerini ve 6grencilerin basarisini artirmalarini saglar. Elestirel diisinme
ise bireyin diisinme sirecini sorgulayici, analitik ve sistematik bir sekilde ylritebilme becerisi ve
egilimidir. Facione’ye (1990) gore elestirel disinme, analitiklik, acik fikirlilik, merakhlk, kendine gliven,
gercegi arama ve sistematiklik gibi egilimleri icerir. Bu egilimler, 6gretmenlerin 6gretim sirecini strekli
gozden gecirmeleri, yenilik¢ci yontemler aramalari ve egitim politikalarina daha bilingli yaklasmalari
agisindan énem tasir.

Bu arastirma, 6gretmenlerin 6gretim programi farkindaligi ile elestirel diisinme egilimleri
arasindaki iliskiyi incelemeyi amacglamaktadir. Alandaki sinirl sayida ¢alisma géz 6niine alindiginda, bu
calisma 06gretmen egitimi politikalarinin gelistiriimesine katki sunabilecek o6nemli bilgiler
saglamaktadir.

Yontem

Arastirma, nicel arastirma yontemlerinden iliskisel tarama modeli ile yurttilmustir. Bu model,
iki ya da daha fazla degisken arasindaki iliskiyi belirlemeye yonelik bir yaklagimdir. Calisma grubunu,
2023-2024 egitim-6gretim yilinda Bursa il merkezindeki devlet okullarinda goérev yapan farkli
branslardan 400 6gretmen olusturmustur. Ogretmenler kolayda drnekleme yéntemiyle belirlenmistir.

Veri toplama araglari olarak, Ogretim Programi Farkindalik Olgegi (OPFO) ve Kaliforniya
Elestirel Diisinme Egilimleri Olgegi’nin Tiirkge formu (CCTDI-T) kullaniimistir. OPFO, bilissel, duyussal
ve devinimsel olmak Uzere (g alt boyuttan olusmaktadir (Pektas, 2021). CCTDI-T ise analitiklik, agik
fikirlilik, meraklilik, kendine gliven, gercegi arama ve sistematiklik olmak {izere alti boyut igermektedir
(Kokdemir, 2003).

Verilerin analizinde betimsel istatistikler, Pearson korelasyon analizi ve ¢oklu dogrusal
regresyon analizi kullanilmigtir. Veriler SPSS 23.0 programinda analiz edilmistir. Analizlerden 6nce
normallik varsayimlari test edilmis, aykiri degerler g¢ikarilmis ve 6lgeklerin alt boyutlarinin ¢arpiklik-
basiklik degerleri £2 araliginda oldugu i¢in normal dagihm varsayimi saglanmistir.

Bulgular

Arastirmanin ilk bulgularina gore, 6gretmenlerin 6gretim programi farkindahgi genel olarak
yiksek diizeydedir (Ort. = 4.04). Alt boyutlar agisindan da devinimsel (4.07), bilissel (4.01) ve duyussal
(4.03) farkindahk dizeyleri yiksektir. Bu bulgu, 6gretmenlerin programin tiim boyutlarina duyarli
oldugunu gostermektedir.
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Elestirel distinme egilimleri de yiksek dizeyde bulunmustur (Ort. = 4.47). En yiksek
ortalamalar analitik distinme (4.85) ve merakhlik (4.73) boyutlarinda gorullrken, en disik ortalama
gercegi arama (3.76) boyutunda elde edilmistir.

Pearson korelasyon analizine gore, 6gretim programi farkindahgi ile elestirel disinme
egilimleri arasinda pozitif ve anlaml iliskiler tespit edilmistir (r = .38, p < .01). Ozellikle analitik
disinme, meraklilik, kendine gliven ve sistematiklik alt boyutlariyla olan iliskiler anlamhdir. Kendine
glven ile olan iliski orta diizeyde (r = .40) olup, digerleri diisiik dizeydedir.

Regresyon analizine gore, elestirel dislinme egilimleri, 6gretim programi farkindaliginin
%20’sini aciklamaktadir. Ozellikle kendine giiven (B = .285, p < .01) ve gercegi arama (B = .165, p < .05)
ogretim programi farkindahgini anlamh sekilde yordayan alt boyutlardir. Analitiklik, acik fikirlilik,
merakhlik ve sistematiklik ise anlamli yordayici degildir.

Bilissel farkindahgin yordayicilari arasinda analitik disiinme ve kendine gliven anlamli
bulunmustur. Duyussal farkindalik yalnizca kendine given ile anlamli iliski géstermektedir. Devinimsel
farkindaligi ise hem kendine gliven hem de gercegi arama boyutlari anlamli sekilde yordamaktadir.

Tartisma ve Sonug

Arastirma sonuclari, 6gretmenlerin 6gretim programi farkindaliklarinin ve elestirel dislinme
egilimlerinin yiksek dizeyde oldugunu gostermistir. Bu bulgular, 6gretmenlerin programi sadece
uygulayan degil, ayni zamanda elestirel bir bakis acisiyla degerlendiren bireyler oldugunu
gostermektedir. Bu sonug, daha dnceki arastirmalarla da értiismektedir (Pektas & Pesen, 2021; Yurt,
2024).

Ozellikle dgretmenlerin kendine giiven dizeylerinin &gretim programi farkindaliginda
belirleyici olmasi dikkat ¢ekicidir. Elestirel dislinmeye yonelik yiksek 6z-yeterlik algisi, 6gretmenlerin
programi daha bilingli sekilde analiz etmelerine ve uygulamalarinda yaratici ¢ozimler gelistirmelerine
imkan tanimaktadir. Gergegi arama egilimi ise 6gretmenlerin programi ylizeysel degil, daha derinlikli
bir sekilde sorgulamalarini saglamaktadir.

Arastirmanin dikkat ¢eken bir diger bulgusu, acik fikirlilik ve meraklilk gibi alt boyutlarin
o0gretim programi farkindaligini anlamh diizeyde yordamamasidir. Bu durum, bu boyutlarin genel
farkindalik yerine daha ¢ok 6grenme siirecine yonelik kisisel tutumlari temsil ettigini gosterebilir.

Sonug olarak, 6gretmenlerin elestirel dislinme egilimlerinin 6zellikle kendine gliven ve gergegi
arama boyutlari, 6gretim programi farkindaliklarinin artmasina 6nemli katkilar sunmaktadir. Bu
dogrultuda, 6gretmen egitim programlarinda elestirel diisinmenin gelistirilmesine 6zel vurgu yapilmal
ve 6gretmenlerin karar verme, sorgulama ve degerlendirme yetkinlikleri gliclendirilmelidir.

Arastirma bulgularina dayanarak gelistirilen dneriler, 6gretmen egitiminin niteligini artirmaya
yonelik cesitli acihmlar sunmaktadir. ilk olarak, dgretmen yetistirme programlarinda elestirel diisiinme
egilimlerinin gelisimini destekleyecek kuramsal ve uygulamali igeriklere daha fazla yer verilmelidir. Bu
baglamda, 6gretmen adaylarinin elestirel diisinme boyutlarinda 6zellikle kendine giiven, gergegi
arama ve analitiklik becerilerinin gelistirilmesi, 6gretim programina yonelik daha bilingli bir tutum
gelistirmelerine katki saglayacaktir. Ayrica, hizmette olan 6gretmenler i¢in diizenlenen hizmet igi
egitimlerde elestirel diisinme temelli uygulamali ¢alismalar yapilmali ve bu calismalar 6gretim
programi farkindaligini artiracak sekilde yapilandirilmalidir. Okul yéneticileri ise 6gretmenlerin elestirel
diisinme becerilerini aktif olarak kullanabilecekleri mesleki 6grenme topluluklari ve is birligi ortamlari
olusturarak bu sireci destekleyebilir. Son olarak, 6gretmenlerin elestirel disinme egilimleri ile
ogretim programi farkindaliklarinin 6grenci basarisi tizerindeki etkilerini inceleyen yeni arastirmalar
yapilmali; bu kapsamda deneysel ve uzunlamasina galismalarla 6gretmenlerin bu yeterliklerinin
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ogretimsel ciktilara olan katkisi daha derinlemesine analiz edilmelidir. Bu 6neriler, hem 6gretmenlerin
mesleki gelisimlerine katki sunmakta hem de egitim sisteminin niteligini artiracak yapisal
iyilestirmelere zemin olusturmaktadir.
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Abstract

This study aimed to determine the effectiveness of STEM-based instructional activities in teaching
the topic of "light propagation and reflection" to students with mild intellectual disabilities. A single-subject
research model was used in this study, specifically the multiple probe design across participants. The
participants were three fifth-grade students diagnosed with intellectual disabilities who received
supplementary education at a special education and rehabilitation center. The study's findings indicated that
the STEM-based instructional activities were effective in teaching the topic of "light propagation and
reflection" to students with mild intellectual disabilities. Furthermore, the participants were able to generalize
the topics they learned to different individuals and maintained their performance on these topics at 1, 3, and
5 weeks following the completion of instruction. The social validity findings obtained after the STEM-based
instructional activities also indicated that the students with mild intellectual disabilities had positive
perceptions of the study.

Keywords: Intellectual Disability, STEM, Science Teaching

Ozet

Bu arastirmada hafif dizeyde zihin yetersizligi olan 6grencilerin “isigin yayilmasi ve yansimasi”
konusunun ediniminde STEM vyaklagimiyla uygulanan 6gretim etkinliklerinin etkililiginin belirlenmesi
amaclanmistir. Arastirmada tek denekli arastirma modellerinden katilimcilar arasi yoklama evreli ¢oklu
yoklama modeli kullaniimigtir. Arastirmanin katihmcilari, besinci sinifa devam eden ve o6zel egitim ve
rehabilitasyon merkezinde destek egitim alan zihin yetersizligi tanisi olan lg 6grencidir. Arastirmadan elde
edilen bulgular, STEM yaklasimiyla uygulanan 6gretim etkinliklerinin hafif dlzeyde zihin yetersizligi olan
Ogrencilere “isigin yayllmasi ve yansimasi” konularinin 6gretiminde etkili oldugunu géstermistir. Ayrica
katilimcilar edindikleri konulari farklh kisilere genelleyebilmis ve 6gretim tamamlandiktan 1, 3 ve 5 hafta sonra
da edindikleri konulara iliskin performanslarini stirdiirmuslerdir. Ayrica STEM yaklasimiyla uygulanan 6gretim
etkinlikleri sonrasinda elde edilen sosyal gegerlik bulgulari hafif diizeyde zihin yetersizligi olan 6grencilerin
arastirmaya iliskin goraslerinin olumlu oldugunu gosterir niteliktedir.
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1. Introduction

STEM education is an interdisciplinary approach that combines science, technology,
engineering, and mathematics, focusing on solving real-world problems (Metpattarahiran, 2021;
Sanders, 2009). This approach aims to equip students with 21st-century skills, such as critical thinking,
communication, creativity, and problem-solving (Alici, 2018; Duran & Sendag, 2012; Jindal et al., 2023;
Ugras, 2019). Besides enhancing students' abilities to cope with various challenges, STEM education
equips them with careers in STEM fields (Fajrina et al., 2020; Selisne et al., 2019). It is crucial for
teachers to effectively impart knowledge, motivate their students, and support their learning
processes (Metpattarahiran, 2021). Unlike traditional education, STEM education teaches students
how to apply knowledge and technology to solve real-world problems through an interdisciplinary
approach (Dereli, 2021; Metpattarahiran, 2021). In this respect, STEM education offers a holistic
approach to preparing students for success in a rapidly evolving and technologically advanced society.

As an interdisciplinary approach, STEM education aims to provide students with a well-
rounded education, offering cognitive, social, and economic benefits (Glnay & Haliloglu, 2022; Yildirim
& Altun, 2015; Xie et al., 2015). It focuses on enabling students to use knowledge and technology in
problem-solving (Irak, 2019) and contributes to the development of 21st-century skills (critical
thinking, communication, teamwork, and creativity) (Ekici, 2022). However, there are specific
challenges in implementing STEM education. These challenges can be categorized as limitations in
educational resources, lack of academic support, biases, discrimination, and knowledge gaps (Le et al.,
2024). In their study, Toker-Gokce and Yildirnm (2019) noted that teachers face difficulties in
developing assessment tools suited to students' skill levels, integrating mathematics with other
disciplines, and managing time effectively, which are obstacles encountered in STEM education.
Teachers need to make innovative changes in their professional practices and overcome the challenges
they face while implementing STEM education (Sukarman & Retnawati, 2022). In conclusion, although
STEM education aims to provide various benefits to students, the challenges encountered in practice
present limitations to its widespread adoption.

STEM education is of great importance for individuals with intellectual disabilities. In terms of
cognitive development and inclusivity. However, specific challenges and obstacles are encountered in
practice (Das & Pal, 2024; Davis, 2014; Kolne & Lindsay, 2020; So, Li, & He, 2019). Issues in cognitive
processes and inequalities in educational opportunities make access to STEM education difficult for
individuals with intellectual disabilities (Das & Pal, 2024). Therefore, teachers must adapt the content,
products, and methods of STEM activities according to the interests, abilities, and differences of
students with intellectual disabilities (Ayverdi & Avci, 2023). It is stated that STEM education
contributes to students' cognitive development by enhancing spatial visualization skills (Dogan, 2020).
Innovative approaches such as STEM have also been shown to improve the quality of daily life for
students with special needs (So et al., 2021). Considering these benefits, it is deemed essential to
implement STEM education for individuals with intellectual disabilities as well (Bllbul & S6zbilir, 2017).
When designing and implementing STEM education for students with intellectual disabilities, equal
access to research opportunities should be ensured, and students' individual differences should be
considered (Tosun, 2019). According to Bilbil & So6zbilir (2017) and Hwang & Taylor (2016), teachers
must know their students well and design activities accordingly.

STEM activities provide cognitive benefits for individuals with intellectual disabilities, support
the integration of assistive technologies, and can create positive social and emotional impacts (Gupta,
2019; Igier & Pennequin, 2020; Mahmood et al., 2024; Xie et al., 2020; Zgonec & Bogataj, 2022).
Effective use of assistive technologies in the educational processes of students with special needs
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enhances their quality of life by enabling broader participation at home, school, and community
settings (Kaya et al., 2024; Michaels & McDermott, 2003). Assistive technologies can improve the
overall quality of life for individuals with intellectual disabilities by providing support in cognitive,
communication, and motor skills (Gupta, 2019). Through inquiry, engineering, and technology, STEM
education increases cognitive, affective, and behavioral engagement for students with mild intellectual
disabilities (So et al., 2022). STEM education designed to meet the needs of individuals with intellectual
disabilities can positively impact their social and emotional development (Igier & Pennequin, 2020). It
has been found that the socio-emotional environment significantly affects the performance of adults
with intellectual disabilities in cognitive tasks, emphasizing the importance of considering social and
emotional factors in STEM education for these individuals (Igier & Pennequin, 2020). In conclusion,
based on this information, it can be said that STEM activities can be beneficial in supporting cognitive
processes for individuals with intellectual disabilities and contribute positively to their social and
emotional development.

STEM activities in science lessons for students with intellectual disabilities are essential in
supporting these students' cognitive and social skills (Kolne & Lindsay, 2020; Green, 2014). Using
concrete materials in STEM activities, allowing students to practice and produce their products, can
enable individuals with intellectual disabilities to understand abstract concepts and develop a positive
attitude towards the course (Das & Pal, 2024; So et al., 2022).

When we look at the national and international literature, we can observe that while there are
many studies (Ayverdi, 2018; Baris & Ecevit, 2019; Bicer, 2019; Ceylan et al., 2018; Kanl & Ozyaprak,
2015; Ozcelik & Akgiindiiz, 2017 Tofel-Grehl et al., 2018) on the use of STEM activities with individuals
who have special abilities, there are a limited number of studies on the use of STEM activities
specifically with individuals who have intellectual disabilities (Ayverdi & Avcu, 2023; Balgin & Yildirim,
2021; So et al., 2019; So et al., 2022; Tosun, 2019). When the findings of these studies are examined,
it is observed that the STEM education approach can be beneficial in creating enriched learning
environments. Given these benefits, it is thought that further research should be conducted on using
the STEM approach in science courses for students with intellectual disabilities. Considering all these,
this study is expected to contribute to the literature on using STEM activities in science lessons for
students with intellectual disabilities and to guide teachers in adopting more innovative approaches in
their classroom practices. The aim of this study is to determine whether the teaching activities
implemented with the STEM approach are effective in the acquisition of the topic of light propagation
and reflection in science lessons for students with mild intellectual disabilities. In line with this aim,
the following questions were sought:

1. Are the teaching activities implemented with the STEM approach effective in the
acquisition of the topic of light propagation and reflection in science lessons for students with mild
intellectual disabilities?

2. Does the effectiveness of the STEM approach intervention on the topic of light
propagation and reflection in science lessons for students with mild intellectual disabilities continue 1,
3, and 5 weeks after the intervention has ended?

3. Are students with mild intellectual disabilities able to generalize the skills they have
gained through the STEM approach to teaching activities to other settings and individuals?

4. What are the views of students with mild intellectual disabilities regarding the STEM
approach teaching activities?
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2. Method

2.1. Experimental Design

In this study, which aims to determine the effectiveness of STEM-based instructional activities
implemented for individuals with intellectual disabilities on the topic of “Light Propagation and
Reflection,” the multiple probe design across participants, one of the single-subject research models,
was used. In this design, the effectiveness of an independent variable- in other words, the impact of
an instructional or behaviour change programme- is examined on three different participants (Tekin-
iftar, 2012). Before starting instruction, baseline data were collected simultaneously from all
participants. Once a stable baseline was established, instruction began with the first participant. After
the first participant met the criterion for the target behavior, a probe session was initiated for all
participants. Upon achieving stable data again, an instructional session was conducted with the second
participant. When the second participant also met the criterion, another full probe session was held
with all participants. After stable data were obtained, the instruction proceeded with the third
participant. When this participant reached the criterion, a final full probe session was held with all
participants, and the intervention was concluded. Additionally, follow-up data were collected at 1, 3,
and 5 weeks after the intervention had ended.

2.2. Independent Variable

The study's independent variable is the STEM approach integrated with the 5E instructional
model used in the science course. In the study, lesson plans were prepared and implemented based
on the 5E model using the STEM approach and were adapted to the characteristics of students with
intellectual disabilities, in accordance with the 5th Grade science curriculum on the topic of "light
propagation and reflection". In addition, the students who participated in the implementation had not
previously received instruction on the topic of "light propagation and reflection."

2.3. Dependent Variable and Response Measurement

The study's dependent variable is the level of acquisition of the topic "light propagation and
reflection" targeted for the participants in the science course. The participants' performance levels on
the targeted topic were collected using a data recording form of 10 questions. (+) was put on the data
recording form for the participants' correct responses, (-) was put on the data recording form for the
participants' incorrect responses or lack of response, and the percentage of correct answers was
calculated. In this study, the learning criterion for the participants to acquire the targeted topic "light
propagation and reflection" as the dependent variable was set at 90%.

2.4. Participants

The participants of this study consist of the practitioner, students, and observers. Three
students participated in the study, all of whom were diagnosed with intellectual disabilities. They were
enrolled in a 5th-grade inclusive general education classroom and were aged 11, 11, and 10,
respectively. Specific prerequisite criteria were used to select the students. These prerequisites
included (a) receiving education in an inclusive setting, (b) having a formal diagnosis of intellectual
disability, (c) having basic literacy skills, (d) demonstrating reading comprehension abilites, (e) the
ability to attend to both auditory and visual stimuli, and (f) the ability to perform addition and
subtraction with two-digit numbers.
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In order to identify three students with these prerequisite skills, interviews were first
conducted with the science teachers working with the students in the general education classroom, as
well as with teachers at the rehabilitation center. The researcher also conducted classroom
observations to identify suitable students within the institution where the study was conducted. The
combination of observations and interviews confirmed that the selected students met the required
criteria. Additionally, the necessary parental consent was obtained for the student's participation in
the study. Based on the interviews with their teachers, it was determined that the students needed to
gain prior knowledge of light propagation and reflection. The demographic characteristics of the
participants are presented in Table 1.

Table 1. Demographic Characteristics of the Participants

Participant Gender Age Class Type of disability
A . | 1 c Mild intellectual
e emale
v3 disability
Mild intellectual
Emre Male 11 5 o
disability
Mild intellectual
Can Male 10 5 o
disability

All of the implementations and generalization sessions of the study were conducted by the
first researcher. Implementation fidelity and inter-observer reliability data were collected by two
special education specialists who had completed their master's degrees and were continuing their
doctoral studies in special education.

2.5. Settings and Materials

This study was conducted in a special education and rehabilitation centre in Mersin province
in Tlrkiye for students who received supportive education services. All sessions related to the probe,
implementation, follow-up and generalization sessions with the participants were conducted one-on-
one in the individual education classroom of the rehabilitation centre where the students received
education. The classroom had a study desk, two chairs, a smart board, and a storage cabinet. Before
implementation, the classroom's temperature, lighting, and cleanliness conditions were adjusted to
be suitable for instruction. The tools used in the study included data collection forms, a pen, paper,
and a camera. A "Light Propagation and Reflection Data Recording Form" consisting of 10 questions
was prepared to assess the performance level of the target concept of light propagation and reflection
intended to be taught to the student. In creating data collection forms, expert opinions were obtained
from one person who had completed their Ph.D. in science education and two who had completed
their Ph.D. in special education.

2.6. General Procedure

The implementation process included baseline, intervention, follow-up, and generalization
sessions. All experimental sessions were conducted at the special education and rehabilitation center.
Possible responses were categorized into three groups during the baseline, follow-up, and
generalization sessions. For the dependent variable in these sessions, it was anticipated that the
participant children could provide 1) a correct response, 2) an incorrect response, and 3) no response.
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In cases of no response, this was evaluated as an incorrect response across all study sessions. The
possible responses of the participants were recorded in the "Baseline, Follow-up, and Generalization
Session Data Collection Form for the Topic of Light Propagation and Reflection" prepared for the
targets.

2.6.1. Probe Sessions (Baseline, Full Probe and Daily Probe Sessions)

The probe sessions of the study consisted of full probe and daily probe sessions. The first full
probe session was conducted to obtain baseline data. These sessions were continued until stable data
were obtained from each participant for at least three consecutive sessions. The other full probe
sessions were held simultaneously for all participants immediately after the criterion was met in the
teaching sessions. Daily probe sessions were held immediately after the teaching sessions in order to
determine the performance levels of the participants on the subject of “light propagation and
reflection”. These sessions were also conducted following the same steps as the full probe sessions.

In the evaluation tool consisting of 10 questions, a (+) sign was placed on the data collection
form for the correct answers of the participants, and a (-) sign was placed for incorrect answers or
questions left blank. No prompts or reinforcements were provided to the students during the probe
sessions.

2.6.2. Instructional Sessions

In the instruction sessions of the study, lesson plans were implemented using the STEM
approach. A total of ten STEM lesson plans were prepared for the implementation. The stages of the
lesson plans designed with the STEM approach were developed and implemented based on the 5E
model, which is recommended and widely used in STEM education. Accordingly, the instruction was
planned to include the following stages: a) Engage, b) Explore, c) Explain, d) Elaborate, and e) Evaluate.
In the Engage stage, questions are asked to capture students' attention on the topic. In the Explore
stage, students are asked inquiry-based questions and encouraged to share their thoughts. The Explain
stage is the teacher-led stage, where concepts related to the topic are clarified. In the Elaborate stage,
students are encouraged to apply the knowledge and skills they have acquired to new scenarios. The
evaluation stage is where students' performance is assessed. In this study, adaptations were made to
the 5E model for individuals with intellectual disabilities, including reinforcements, prompts, and error
corrections.

Before starting the stages of the 5E model, the practitioner prepared the materials and
arranged the area where the instruction would occur. The practitioner informed the students about
the topic to be studied. To capture the student's attention and motivate them, the practitioner said, "I
see you are ready. Shall we start if you are ready?" and reinforced the student's behavior with, "Great,
then let us start!" when the student responded, "Yes, | am ready."

Engage: Before starting the lesson, questions related to the topic are asked to check the
participant's readiness and prior knowledge, and picture cards displaying images of light from a
flashlight, a lighthouse, and a car's headlights are shown to capture the participant's interest in the
topic. This draws the student's attention to the lesson. The participant is asked how the light from the
flashlight, lighthouse, and car headlights appears, and at this stage, the participant is expected to think
and approach the answer but has yet to give a correct response. The aim is to uncover the participant's
prior knowledge. Picture cards showing images of reflections on still and wavy water are presented.
The participant is asked what might cause the difference between the two images. The participant is
then asked to explain a smooth and rough surface and provide examples. At this stage, the participant
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is encouraged to think and approach the answer, but a correct response is yet to be expected, as the
aim is to reveal the participant's prior knowledge.

Explore: The student is provided with a flashlight and instructed to observe how light disperses
on an A4 sheet of paper positioned in front of them, then asked to sketch their observations. The
student is asked to hold the cardboard upright and place an A4 sheet in front. When the laser is pointed
at all three items, the student is asked to observe the light's path and draw it on the provided paper.
The participant is given various-shaped tubes and an empty paper towel roll. A candle is placed at the
end of each tube or roll, and the participant is asked to indicate whether they can see the light through
each tube and describe the path the light follows. The participant is expected to draw their
observations. If needed, the researcher provides feedback on the drawings. The researcher gives the
student a mirror, a piece of cardboard with smoothly applied aluminum foil, and another with wrinkled
aluminum foil. The participants were asked which one they saw themselves in most clearly. The
participant was then asked about the path the light takes on the mirror, smooth aluminum, and
wrinkled aluminum and why the light follows a different path. Examples of the activities carried out by
the students are given in Figure 1.

Figure 1. Some selected photos from STEM activities

Explain: Drawings are made for the participant to illustrate how light propagates and how rays
emitted from a light source are represented, with necessary explanations provided. Reflection is
explained, noting that clear images are formed on smooth and shiny surfaces due to regular reflection.
In contrast, diffuse reflection could make images on rough and matte surfaces more transparent.
Concepts such as incident ray, reflected ray, regular reflection, and diffuse reflection are introduced.
Explanations are also given on drawing rays reflected from various surfaces and calculating the angles
of incidence and reflection. This stage includes presenting the topic through slides, drawing on the
board, and watching relevant videos.

Elaborate: The participant is informed about a planned evening camp in a garden without
electricity. Considering the topics discussed in the previous stage, they are asked to design a way to
illuminate this camp area. The participant is asked to sketch their design. After completing the sketches
on paper, they move to the construction stage and use the materials before them to create the design.
The participant presents information about their product and discusses it with the researcher. During
this stage, the practitioner provided prompts as needed to support the participant.
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Figure 2. Example of Student Campsite Design Product

Evaluate: Evaluation is taken from the participant. At the end of each instruction, questions
such as “How do light rays propagate? What is a light ray? What are natural light sources? What are
artificial light sources? What is the reflection of light? What is a uniform reflection? What is diffuse
reflection? How many degrees is the angle of incidence in the figure given below? A ray of light is sent
to a plane mirror at an angle of incidence of 40° and the ray is reflected as shown in the figure. What
is the angle between the reflected ray and the mirror? Draw a light ray with an angle of incidence of
45 and an angle of reflection of 45. etc.” were asked and recorded on the data recording form.

2.6.3. Follow-Up and Generalization Sessions

Follow-up sessions were conducted in the same setting as the instruction sessions 1, 3, and 5
weeks after the instruction was completed to determine whether the skills acquired by the students
during the instruction were retained. These follow-up sessions were organized in the same manner as
the baseline sessions.

Generalization sessions were conducted as pre- and post-tests in a different setting and with
a different practitioner from the one who conducted the instruction once the criterion for the target
behavior had been met. The data obtained from the generalization sessions were recorded in the
generalization data recording form.

2.7. Reliability

Inter-observer and treatment reliability data were collected for at least 30% of all sessions in
each phase for all participants, covering both the dependent and independent variables. The reliability
data were collected by a research assistant with a master's degree in special education. Inter-observer
reliability data were calculated and analyzed using the formula (Agreement / [Agreement +
Disagreement] x 100) (Erbas, 2012). The inter-observer reliability data are presented in Table 2.

Table 2. Inter-Observer Reliability Findings

Participant Baseline Intervention  Probes Follow Up  Generalization Overall
Ayse 100% 88,88% 92,59% 100% 100% 96,29%
Emre 100% 92,59% 96,29% 100% 100% 97,77%
Can 100% 85,18% 88,88% 100% 100% 94,81%

Treatment fidelity aims to determine the degree to which the independent variable is
implemented correctly throughout the study. Implementation reliability was calculated using the
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formula specified by Kircaali-iftar & Tekin-iftar (1997) ([Realised Practitioner Behaviour / Targeted
Practitioner Behaviour] x 100). The treatment fidelity data are presented in Table 3.

Table 3. Implementation Reliability Findings

Participant Baseline Intervention Probes Follow Up  Generalization Overall
Ayse 100% 88,88% 92,59% 100% 100% 96,29%
Emre 100% 96,29% 85,18% 100% 100% 96,29%

Can 100% 92,59% 100% 100% 100% 95,51%

2.8. Social Validity

Social validity data were collected from the students participating in the study regarding the
methods used and the skills taught. Interviews were conducted with students using five closed-ended
questions prepared about the study, and their opinions were obtained. During the interview, the
students were asked questions about whether the subject of the study was important, whether it
contributed to them, whether they enjoyed the study, whether they were satisfied with the Stem
activities, and whether their opinions were positive or negative about participating in the activity. The
collected social validity data were analyzed through descriptive analysis.

2.9. Data Analysis

In the study, the effectiveness data were analyzed graphically. In the graphic, the horizontal
axis represents the number of sessions and the vertical axis represents the percentage of correct
responses. The data obtained from the social validity form in the study were analyzed using the
descriptive analysis technique.

2.10. Ethical Precautions

In order to adhere to ethical guidelines, the parents of participants were informed about the
study, and written consent was obtained to confirm their voluntary involvement. Real names of
participants were not used; code names were assigned instead. In photographs used in the study,
students' faces were not shown. The research was conducted by obtaining ethics committee
permission from Bolu Abant izzet Baysal University Human Research Ethics Committee in Social
Sciences with the decision numbered 2023/04 dated 07.05.2023.

3. Findings

The findings related to the study's effectiveness, generalization, and social validity data are
presented in order.

3.1. Effectiveness Findings

The data on the effectiveness of the teaching activities implemented with the STEM approach
for Ayse, Emre, and Can in acquiring the topic of light propagation and reflection are shown in Figure
1. The graph's horizontal axis represents the number of sessions, while the vertical axis represents the
percentage of correct responses by the participants in daily probe sessions. Figure 3 presents the graph
showing the correct responses for each participant in the baseline, intervention, full probe,
generalization, and follow-up sessions.
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Figure 3. Response Percentages Related to the Effectiveness of STEM-Based Teaching Activities on the
Topic of Light Propagation and Reflection for Ayse, Emre, and Can. Baseline (BL), Intervention (INT),
Generalization (G), Probes (P), Follow Up (FU)

BL INT p INT p INT P G FU

45678 91011121314 151617 181920212223242526 272829 30313233343536373839 404142 43 44 45 46

3.1.1. Findings on the Effectiveness of STEM-Based Teaching Activities for Ayse on the Topic of Light
Propagation and Reflection

Eleven instructional sessions were conducted with Ayse, the first participant in the study.
Figure 3 shows that Ayse's percentage of correct responses in the baseline sessions conducted before
instruction on light propagation and reflection was 0% across three sessions. During the STEM-based
instructional sessions, Ayse's average correct response rate was 61.8% (range: 20% - 100%). The
instructional sessions were concluded after demonstrating a performance accuracy of 90% or higher
across three consecutive sessions. The average accuracy for Ayse's stable responses in the last three
sessions was 93%. In the full probe sessions conducted after the instructional sessions concluded,
Ayse's accuracy ranged from a minimum of 90% to a maximum of 100%. In the follow-up sessions
conducted 1, 3, and 5 weeks after the conclusion of STEM-based instructional activities on light
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propagation and reflection, Ayse achieved accuracy levels of 90%, 90%, and 80%, respectively. The
findings indicate that the skills Ayse acquired on light propagation and reflection through STEM-based
instructional activities were retained after the instruction.

3.1.2. Findings on the Effectiveness of STEM-Based Teaching Activities for Emre on the Topic of
Light Propagation and Reflection

Nine instructional sessions were conducted with Emre, the second participant in the study.
Figure 3 shows that Emre's percentage of correct responses in the baseline sessions conducted before
instruction on light propagation and reflection was also 0% across three sessions. During the
instructional session, Emre's average correct response rate was 74.4% (range: 40% - 100%).
Instructional sessions were terminated after Emre achieved a 90% or higher performance accuracy
across three consecutive sessions. The average of Emre's stable responses in the last three sessions
was 100%. In the full probe sessions conducted after the instructional sessions, Emre's accuracy ranged
from a minimum of 90% to a maximum of 100%. In the follow-up sessions conducted 1, 3, and 5 weeks
after the conclusion of STEM-based instructional activities on light propagation and reflection, Emre
achieved accuracy levels of 100%, 90%, and 100%, respectively. These findings indicate that Emre
acquired light propagation and reflection skills through STEM-based instructional activities, which
were also retained after the instruction had concluded.

3.1.3. Findings on the Effectiveness of STEM-Based Teaching Activities for Can on the Topic of Light
Propagation and Reflection

Ten instructional sessions were conducted with Can, the third participant in the study. Figure
3 shows that Can's percentage of correct responses in the baseline sessions conducted before
instruction on light propagation and reflection was 0% across three sessions. During the instructional
session, Can's average correct response rate was 66% (range: 30% - 100%). Instructional sessions were
concluded after Can demonstrated 90% or higher performance accuracy across three consecutive
sessions. The average of Can's stable responses in the last three sessions was 93.3%. In the full probe
sessions conducted after the instructional sessions concluded, Can's accuracy ranged from a minimum
of 90% to a maximum of 100%. The follow-up sessions conducted 1, 3, and 5 weeks after the conclusion
of STEM-based instructional activities on light propagation and reflection Can achieve accuracy levels
of 100%, 90%, and 90%, respectively. These findings indicate that the skills Can acquired on light
propagation and reflection through STEM-based instructional activities were retained after the
instruction had concluded.

3.1.4. Generalization Findings

The findings related to the ability of Ayse, Emre, and Can to generalize the skills they acquired
on light propagation and reflection to different individuals and settings are presented in Figure 3. After
the final full probe sessions, each of the three participants was expected to demonstrate the skills they
had acquired on light propagation and reflection with a different individual and in a different
environment. After the instruction, Ayse performed 90%, Emre 100% and Can 90% in generalization
sessions conducted in different settings and with different individuals. Figure 1 shows that the STEM-
based teaching activities enabled the participants to generalize their acquired skills on light
propagation and reflection to different settings and individuals.
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3.2. Social Validity Findings

Social validity data were gathered based on interviews with the three students participating in
the study. All students expressed that the topic studied was essential and that they enjoyed the
activities. All participants indicated they were satisfied learning about light propagation and reflection
through STEM activities. Finally, the students expressed positive views regarding participating in the
STEM-based instructional activities.

4. Conclusion, Discussion and Recommendations

The purpose of this study was to determine whether STEM-based instructional activities are
effective in helping individuals with intellectual disabilities acquire, retain, and generalize the topic of
"light propagation and reflection" in the context of a science course, as well as to explore the views of
the participating individuals with intellectual disabilities. The findings indicate that STEM activities
were effective in supporting the acquisition, maintenance, and generalization of the topic of "light
propagation and reflection" for individuals with intellectual disabilities. The social validity results
revealed that all students participating in the study held positive perceptions of the study. This section
discusses the conclusions derived from the findings, compares the results with those reported in the
existing literature, addresses the limitations encountered during the study, and provides
recommendations for future research based on the overall process.

When examining the findings related to the study's first aim, it was determined that the use of
STEM-based instructional activities enhanced all three participants' acquisition of the targeted science
concept, "light propagation and reflection,” among students with intellectual disabilities. The baseline
data indicated an acquisition level of 0%, which increased to between 90% and 100% by the end of
instruction. These findings suggest that STEM activities were effective in helping individuals with mild
intellectual disabilities acquire science topics. The effectiveness findings of this study align with
previous research indicating that STEM activities are effective in teaching science topics to individuals
with special needs (Ayverdi, 2018; Baris & Ecevit, 2019; Bicer, 2019; Karasu, 2019; Ozcelik & Akgiindiiz,
2017; Tosun, 2019; Tofel-Grehl et al., 2018; Wei et al., 2017).

Bigcer (2019) found that using the STEM approach enhanced the academic achievement of
students with learning difficulties in the topic of electrical circuits. Similarly, Tosun (2019) concluded
that adapting STEM activities through simplification and creating enriched learning environments was
effective in teaching scientific concepts to students with mild intellectual disabilities. Karasu (2019)
found that teaching the topic of sensory organs using the 5E method was effective for students with
mild intellectual disabilities in special education classes. In a study evaluating the STEM skills of
students with special needs, Balgin and Yildirnm (2021) found that students were able to apply their
science knowledge to the materials they created but struggled to relate their work to mathematics,
technology, and engineering. Wei et al. (2017) identified that STEM education increased the academic
success of individuals with autism spectrum disorder. Baris and Ecevit (2019) found that STEM activities
helped gifted students develop positive attitudes toward science and acquire scientific process skills.
Tofel-Grehl et al. (2018) found that STEM education created opportunities for deep learning among
gifted students. In a similar vein, Ayverdi (2018) concluded that STEM education supported the
development of scientific process skills in gifted students, and Ozcelik and Akgiindiiz (2017) discovered
that STEM education helped gifted students acquire 21st-century skills like creativity, critical thinking,
teamwork, and communication, along with advancements in science and math.
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The literature indicates that STEM activities have positive outcomes for individuals with special
needs; however, more studies in this area need to be conducted. In this respect, the STEM activities
prepared within the scope of this study contribute to expanding the relevant literature. According to
Tofel-Grehl et al. (2018), implementing the STEM approach increases class participation levels for
typically developing students and students with special needs. Researchers suggest that educators and
special education specialists working with children with special needs should be encouraged and
supported with in-service training to design STEM activities tailored to these individuals' interests,
needs, and abilities (Brenneman et al., 2019; Jamil et al., 2018). Wells and Kommers (2022) emphasized
that individuals with special needs often lack adequate access to STEM education. Based on the
findings of this study and other research, it is recommended that STEM activities for individuals with
special needs be increased in both international and national literature.

When examining the retention findings of the study, it was found that STEM activities were
effective in helping individuals with intellectual disabilities maintain their acquired skills after the
intervention had concluded. All individuals with intellectual disabilities retained their performance
levels at 1, 3, and 5 weeks following the end of instruction. This study's retention findings are similar
to those of Bicer (2019), who found that students with learning difficulties retained knowledge of
electrical circuit components when instructed through the STEM approach.

Generalization data were collected from participants in the study. Pre-test and post-test
generalization assessments were conducted during sessions held with individuals with intellectual
disabilities. In these sessions, the children were expected to generalize the science topics they had
learned to different settings and individuals. During the generalization sessions, the children
performed at a level that met the predetermined criteria for the targeted science topics. It is well-
known that individuals with disabilities often face challenges in generalizing skills from one situation
to another (Steere et al., 1989). Therefore, this study emphasizes the importance of generalization and
includes generalization data to address the specific challenges faced by students with special needs.
Unlike some previous studies that did not incorporate generalization sessions (Biger, 2019), this study
provides a meaningful contribution to the literature by emphasizing and documenting generalization
outcomes.

Social validity data were collected from participants with intellectual disabilities following the
intervention. An examination of the social validity data collected showed that participants generally
held positive views. This finding aligns with other quantitative studies that measure the interests and
attitudes of students with special needs toward STEM when instructed through STEM activities. Tosun
(2019) concluded that simplified STEM education in science courses for students with mild intellectual
disabilities increased their interest and shifted their attitudes from negative to positive. Kisoglu et al.
(2024) found that science activities using the 5E model effectively increased motivation in students
with mild intellectual disabilities. Ozcelik and Akgiindiiz (2018) found that STEM activities designed for
gifted students made lessons more enjoyable. Similarly, Ceylan et al. (2018) concluded that gifted
students held positive attitudes toward STEM education. Based on these studies and findings, as well
as the positive attitudes of students with special needs toward STEM and the effectiveness of STEM
education, it is essential to expand access to STEM education for these students, as it would contribute
significantly to both national and international literature. In light of the study’s limitations, it should
be noted that while the literature recommends collecting data for at least five sessions during the
baseline phase, only three baseline sessions were conducted in this study. This decision was made to
prevent students with mild intellectual disabilities from becoming bored or losing motivation.
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This study demonstrated that STEM-based instructional activities were effective in supporting
students with intellectual disabilities in acquiring science topics. n a similar vein, future research could
explore the use of STEM activities across different subject areas and with diverse disability groups.
Additionally, STEM-based approaches have increasingly been recognized for their effectiveness in
special education. Therefore, future studies may focus on designing professional development
programs aimed at equipping teachers of students with special needs with the necessary skills to
implement STEM-based instruction. Furthermore, it can be suggested that the activities presented in
the study can guide teachers who want to incorporate STEM activities into their classroom practices.
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Genis Ozet

1. Giris

STEM egitimi, fen, teknoloji, mihendislik ve matematigi bir araya getirerek 6grencileri gercek
diinya problemlerini ¢6zmeye vyonelik disiplinler arasi bir yaklasim kazandirmayr amaglar
(Metpattarahiran, 2021; Sanders, 2009). Bu egitim yaklasimi, 21. ylzyil becerileri olan elestirel
diisiinme, iletisim, yaraticilik ve problem ¢6zme gibi yetenekleri 6grencilere kazandirarak onlarin STEM
alanlarinda kariyer yapmalari icin daha donanimli olmalarini hedefler (Alici, 2018; Duran & Sendag,
2012). Ancak, STEM egitimi kaynak eksikligi, 6nyargilar ve akademik destek yetersizligi gibi cesitli
zorluklarla karsilasabilir (Le vd., 2024). Ogretmenlerin STEM egitimini basariyla uygulayabilmesi igin
yenilikci yontemler gelistirmeleri ve bu zorluklarin Gstesinden gelmeleri énemlidir (Sukarman &
Retnawati, 2022).

Zihin yetersizligi olan bireyler icin STEM egitimi, bilissel gelisim ve kapsayicilik agisindan 6zel
bir 6neme sahiptir. Bu bireylerin STEM’e erisimi, firsat esitsizligi ve bilissel siireclerde yasanan zorluklar
nedeniyle kisitlanabilmektedir (Das & Pal, 2024). Bu sebeple, STEM etkinliklerinin icerik, yontem ve
Urlnlerinde zihin vyetersizligi olan bireylerin ilgi ve ihtiyaglarina uygun uyarlamalar yapilmasi
onerilmektedir (Ayverdi & Avci, 2023). STEM egitiminin, uzamsal gorsellestirme becerilerini gelistirerek
ogrencilerin bilissel gelisimine katki saglarken, 6zel gereksinimli 6grencilerin giinlik yasam kalitesini
artirmada basarili olabilecegi alanyazinda dile getirilmektedir (Dogan, 2020; So vd., 2021). Bu
ogrenciler icin tasarlanan STEM etkinlikleri, bilissel slireclerin desteklenmesine ve sosyal-duygusal
gelisime olumlu katkilar saglama potansiyeline sahiptir (Igier & Pennequin, 2020).

STEM etkinlikleri, zihin yetersizligi olan 6grenciler igin fen bilimleri derslerinde soyut
kavramlarin anlasilmasina yardimci olabilir. Bu 6grenciler somut materyallerle kendi Urinlerini
olusturarak derslere karsi olumlu bir tutum gelistirebilirler (Das & Pal, 2024; So vd., 2022). Ancak
literatiirde, zihin yetersizligi olan bireylerde STEM etkinliklerinin kullanimina yoénelik sinirli sayida
arastirma bulundugu dikkat cekmektedir (Ayverdi ve Avcu, 2023; Bal¢in & Yildirim, 2021). Yapilan
calismalar, zenginlestirilmis 06grenme ortamlarinin STEM egitimiyle olusturulmasinin faydah
olabilecegini gostermektedir. Bu baglamda, 6zellikle zihin yetersizligi olan bireylere yonelik STEM
arastirmalarinin artirilmasi gerektigi disliniilmektedir.

Bu arastirmanin amaci STEM yaklasimiyla uygulanan 6gretim etkinliklerinin hafif diizeyde zihin
yetersizligi olan 6grencilerin fen bilimleri dersi 1518in yayilmasi ve yansimasi konusunun ediniminde
etkili olup olmadigini belirlemektir. Bu amag dogrultusunda asagidaki sorulara cevap aranmistir:

1. STEM yaklasimiyla uygulanan 6gretim etkinlikleri hafif diizeyde zihin yetersizligi olan
Ogrencilerin fen bilimleri dersi 15181n yayilmasi konusunun ediniminde etkili midir?

2. STEM yaklasimiyla uygulanan hafif dizeyde zihin yetersizligi olan 6grencilere fen
bilimleri dersi 1s1in yayllmasi konusuna yonelik 6gretim uygulamasi sona erdikten 1, 3 ve 5 hafta sonra
etkililigi devam etmekte midir?

3. STEM vyaklasimiyla uygulanan 6gretim etkinliklerine yonelik hafif dlizeyde zihin
yetersizligi olan 6grenciler kazandiklari becerileri farkl kisilere genelleyebilmekte midir?

4. STEM vyaklasimiyla uygulanan o6gretim etkinliklerine yonelik hafif diizeyde zihin
yetersizligi olan 6grencilerin gorisleri nasildir?

2. Yontem

Bu arastirma, zihin yetersizligi olan bireylere “Isigin Yayilmasi ve Yansimasi” konusunun
ogretiminde STEM yaklasiminin etkililigini belirlemek amaciyla yuratilmistir. Arastirmada, tek denekli
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arastirma modellerinden katilimcilar arasi yoklama evreli ¢oklu yoklama modeli kullaniimistir.
Katimcilardan once baslama dizeyi verisi toplanmis, kararli veri elde edildiginde 6gretime
baslanmistir. Her bir katilimci hedef davranigta olgltu sagladiktan sonra diger katilimciya gegilmis ve
bu siire¢ tim katilimcilar icin tamamlanmistir. Uygulama sona erdikten sonra 1, 3 ve 5 hafta arayla
izleme verileri toplanmistir.

Arastirmanin bagimsiz degiskeni; fen bilgisi dersinde kullanilan STEM yaklasimi bagimli
degiskeni ise katihmcilarin fen bilgisi dersi icin hedeflenen “isigin yayilmasi ve yansimasi” konusunu
edinme dizeyidir. Arastirmada, katilimcilarin bagimh degisken olarak hedeflenen “isigin yayilmasi ve
yansimasi” konusunu 6grenme 6l¢litl %90 olarak belirlenmistir. Arastirmanin katilimcilari, genel egitim
sinifinda kaynastirma yoluyla egitim alan, zihin yetersizligi tanisi olan ¢ besinci sinif 6grencisidir.
Katilimcilarin segimi belirli 6n kosul dl¢ltlerine gére yapilmis, velilerden gerekli izinler alinmistir.

Arastirma, Ogrencilerin destek egitim aldigi 6zel egitim ve rehabilitasyon merkezinde
gerceklestirilmistir. Uygulamalar, 6zel egitim sinifinda uygun kosullar saglanarak yapilmistir. Veri
toplama araglari arasinda “Isigin Yayilmasi ve Yansimasi Veri Kayit Formu” ve diger degerlendirme
formlari yer almaktadir. Bu araglar fen bilgisi ve 6zel egitim alaninda uzman kisiler tarafindan gézden
gecirilmistir. Uygulama stirecinde baslama diizeyi, 6gretim, izleme ve genelleme oturumlari yapilmistir.
Ogretim oturumlarinda STEM yaklasimiyla hazirlanmis ve 5E modeline gére diizenlenmis on adet ders
plani uygulanmistir. 5E modeli asamalari Giris (Engage), Kesfetme (Explore), Agiklama (Explain),
Derinlestirme (Elaborate) ve Degerlendirme (Evaluate) olarak belirlenmistir. Baslama dizeyi
oturumlarinda 6grenciler herhangi bir ipucu ya da pekistire¢c almamis, ¢ oturumda kararl veri elde
edildikten sonra 6gretim oturumlarina gecilmistir.

3. Bulgular

Bu arastirmada, STEM vyaklasimiyla hazirlanan 6gretim etkinliklerinin zihin yetersizligi olan
bireylerde “Isigin Yayilmasi ve Yansimasi” konusunun 6gretimindeki etkililigi, genelleme ve sosyal
gecerlik bulgulari incelenmistir.

Ayse ile 11 6gretim oturumu gerceklestirilmistir. Baslama dizeyinde verdigi cevaplarin (g
oturumda da %0 oldugu gorilmistir. Ogretim oturumlarinda Ayse’nin dogru cevap orani ortalama
%61,8 (ranj %20-100%) olarak kaydedilmistir. Ayse, (¢ oturum Ust Uste %90 ve Uzeri dogrulukta
performans sergilediginde 6gretim oturumlari sonlandirilmistir. Ayse’nin son {i¢ oturumda %93
kararlihk gésterdigi belirlenmistir. Ogretim oturumlarindan sonra gerceklestirilen toplu yoklama
oturumlarinda %90 ile 100% dogruluk arasinda degisen performans gostermistir. Ayrica, STEM
etkinlikleri sona erdikten 1, 3 ve 5 hafta sonra yapilan izleme oturumlarinda Ayse’nin sirasiyla %90,
%90 ve %80 dogruluk seviyesinde performans sergiledigi kaydedilmistir. Bu bulgular, STEM
yaklasimiyla yapilan 6gretimin Ayse’nin kazandigl becerileri 6gretimden sonra da sirdirebildigini
gostermektedir.

Emre ile 9 6gretim oturumu yapilmistir. Baslama diizeyi oturumlarinda dogru cevap orani ig
oturumda da %0’dir. Emre’nin 6gretim uygulama oturumlarinda ortalama %74,4 (ranj %40-100%)
dogrulukla cevap verdigi goriilmistiir. Ug oturum Ust tiste %90 ve (izeri dogruluk elde ettiginde 6gretim
oturumlari sonlandirilmistir. Son U¢ oturumda 100% kararlilik sergileyen Emre, toplu yoklama
oturumlarinda %90 ile 100% arasinda dogruluk saglamistir. izleme oturumlarinda 1, 3 ve 5 hafta sonra
siraslyla 100%, %90 ve 100% dogruluk oraniyla devam etmistir. Bu bulgular, STEM etkinliklerinin
Emre’nin 6grenimini strdirebildigini gostermektedir.

Canile 10 6gretim oturumu gergeklestirilmistir. Baslama diizeyinde %0 diizeyinde dogru cevap
orani gbzlemlenmistir. Ogretim oturumlarinda Can, ortalama %66 (ranj %30-100%) dogrulukla cevap
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vermistir. Ug oturum (st Giste %90 dogruluk sagladiginda 6gretim oturumlari sonlandirilmistir. Son tig
oturumda %93,3 kararllik orani elde eden Can, toplu yoklama oturumlarinda %90 ile 100% dogruluk
arasinda performans gdstermistir. izleme oturumlarinda ise 1, 3 ve 5 hafta sonra sirasiyla 100%, %90
ve %90 dogruluk oranini stirdlirmistir. Bu sonuglar, STEM etkinliklerinin Can’in 6grenim lzerindeki
kahcihgini gosterir niteliktedir.

Ayse, Emre ve Can’in 6grendikleri becerileri farkl kisiler ve ortamlar arasinda genelleyebilme
bulgularn Grafik 1'de sunulmustur. Ug¢ katilimcinin da son toplu yoklama oturumlarindan sonra
ogrendikleri becerileri yeni bir ortamda ve farkl bir kisiyle sergilemeleri beklenmistir. Ayse %90, Emre
100% ve Can %90 dogrulukla genelleme oturumlarinda performans gostermistir. Bulgular, STEM
yaklasimiyla yapilan 6gretim etkinliklerinin 6grendikleri becerileri farklh ortamlara ve Kkisilere
aktarabildiklerini gostermektedir.

Sosyal gecerlik verileri katilimcilarla yapilan goriismeler sonucunda elde edilmistir. Tim
katilimcilar, konunun énemli oldugunu belirtmis ve STEM etkinlikleriyle sunulan 6gretimden memnun
kaldiklarini ifade etmislerdir. Ayrica, STEM yaklasimiyla yapilan etkinliklere katilma konusunda olumlu
goris bildirmislerdir. Bu bulgular, STEM yaklasimiyla uygulanan 6gretim etkinliklerinin zihin yetersizligi
olan bireylerde hem 6grenim hem de 6grenilen becerilerin kaliciligi ve genellemesine katki sagladigini
gostermektedir. Ayrica, 6grencilerin STEM etkinliklerine yonelik olumlu tutum gelistirdiklerini ortaya
koymaktadir.

4. Tartisma, Sonug ve Oneriler

Bu arastirmanin amaci, STEM yaklasimiyla uygulanan 6gretim etkinliklerinin zihin yetersizligi
olan bireylerde fen bilgisi dersinde hedeflenen “isigin yayilmasi ve yansimasi” konusunun kazaniminda,
surdiridlmesinde ve genellemesinde etkili olup olmadigini incelemektir. Ayrica, arastirmaya katilan
zihin yetersizligi olan bireylerin STEM etkinliklerine iliskin gorusleri de degerlendirilmektedir. Bulgular,
STEM etkinliklerinin bu 6grencilerde konu kazanimini saglama, 6grenimi surdiirme ve farkl kisilere ve
ortamlara genelleme konusunda etkili oldugunu gostermektedir. Sosyal gecerlik bulgulari ise katilimci
ogrencilerin genel olarak STEM etkinliklerinden memnun kaldigini ve olumlu gérislere sahip olduklarini
ortaya koymaktadir.

Arastirmanin birinci amaci dogrultusunda elde edilen bulgular, STEM etkinliklerinin zihin
yetersizligi olan bireylerin fen bilgisi dersinde hedeflenen konuyu 6grenmelerinde etkili oldugunu
ortaya koymustur. Baslama dizeyinde %0 olan edinim dizeyi, 6gretim sonunda %90 - 100%
seviyelerine ulasmistir. Bu sonuglar, STEM etkinliklerinin zihin yetersizligi olan bireylerin fen konularini
edinmelerinde etkili oldugunu kanitlamakta ve daha 6nce yapilmis bazi arastirmalarla (Ayverdi, 2018;
Baris ve Ecevit, 2019; Bicer, 2019; Karasu, 2019) tutarlilik géstermektedir. Ornegin, Bicer (2019) STEM
yaklasimiyla 6grenme glcliigl yasayan 6grencilerin elektrik devre elemanlari konusundaki akademik
basarilarinin arttigini bulmustur. Tosun (2019) ise STEM etkinliklerinin, hafif dizeyde zihin yetersizligi
olan 6grenciler i¢in zenginlestirilmis 6grenme ortamlarinda dersin etkisini artirdigini belirtmistir.

Kahcihk bulgulari incelendiginde, STEM etkinliklerinin uygulama sonrasinda da etkisini
sirdirdigi gorilmastir. Katihmcilar, 6gretim sona erdikten 1, 3 ve 5 hafta sonra konulara iliskin
performanslarini korumustur. Bu bulgu, Bicer (2019) tarafindan yapilan ve STEM egitiminin bilgilerin
kalicilligini sagladigini goésteren calismayla paralellik gostermektedir. Ayrica, genelleme oturumlari
sonucunda katihmcilarin 6grendikleri becerileri farkli ortamlarda ve kisilerle sergileyebildikleri
gozlenmistir. Zihin yetersizligi olan bireylerde genellemenin 6nemine vurgu vyapilmakta, bu
arastirmanin alanyazina katki saglayici yonlerinden biri olarak genelleme bulgularina yer verilmesi
gerektigi belirtiimektedir.



Determining the Effectiveness of STEM-Based Activities... 413

Arastirmada sosyal gecerlik verileri, 6grencilerin STEM etkinliklerine dair olumlu bir goriise
sahip olduklarini gostermektedir. Ornegin, Tosun (2019) hafif dizeyde zihinsel yetersizligi olan
0grencilerde basitlestirilmis STEM egitiminin 6grencilerin ilgisini artirdigini ve olumsuz tutumlardan
olumlu bir egilime yonlendirdigini belirtmistir. Benzer sekilde, Kisoglu ve arkadaslari (2024) 5E
modeliyle hazirlanan fen etkinliklerinin égrencilerin motivasyonlarini artirdigini bulmustur. Ozgelik ve
Akglindliz (2018) oOzel yetenekli 6grencilerde STEM etkinliklerinin dersleri daha eglenceli hale
getirdigini tespit etmis, Ceylan ve arkadaslari (2018) 6zel yetenekli 6grencilerin STEM egitimine yonelik
tutumlarinin olumlu oldugunu goézlemlemistir. Bu bulgular 1siginda, STEM etkinliklerinin ozel
gereksinimli 6grencilerin STEM’e ilgilerini artirma ve STEM egitimini daha uygulanabilir kilma
potansiyeline sahip oldugu sonucuna varilmistir.

Bu arastirma, STEM vyaklasiminin zihin yetersizligi olan 6grencilerin fen bilgisinde konu
kazaniminda etkili oldugunu gostermekte ve farkli konular ile yetersizlik gruplarinda da STEM
etkinlikleri Gizerine ¢alismalar yapilmasini dnermektedir. STEM etkinlikleri, 6zel egitim alaninda ulusal
ve uluslararasi literatlirde etkisi giderek belirginlesen bir alan haline gelmektedir. Bu nedenle, ileride
STEM etkinliklerinin kullanimini 6gretmeyi amaglayan arastirmalarin yapilmasi 6nerilmektedir.
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Abstract

The purpose of this study is to investigate the state and trait anxiety levels of families with children
aged 0-6 who have special needs during the COVID-19 pandemic, as well as the relationship between these
anxiety levels and various demographic and situational factors. Families in the Turkish province of Ankara
with children aged 0-6 with special needs make up the study population. The Demographic Information
Collection Form and the State-Trait Anxiety Inventory were applied online to 101 parents. The study employed
a relational screening model, and the data obtained from 101 participants were analyzed using correlation, t-
tests, ANOVA, and Kruskal-Wallis tests. Parents' state and trait anxiety levels were revealed to be positively
correlated by the study. However, when the means of these two variables were compared using a paired
samples t-test, no statistically significant difference was found. When comparing mothers and fathers, it was
determined that women had significantly greater anxiety levels than fathers. Furthermore, it was determined
that the anxiety levels of families increased as the age of their children with special needs decreased. Despite
the lack of significant relationships with other variables, job status during the pandemic was found to have a
significant impact on anxiety levels.

Keywords: Anxiety Levels, Families, Children with Special Needs, Early Childhood, The COVID-19
Pandemic

Ozet

Bu arastirmada Covid-19 Pandemisi slrecinde 0-6 yas arasinda 6zel gereksinimli ¢ocugu olan
ailelerin durumluk ve surrekli kaygi diizeylerinin, ebeveynlerin durumluk ve siirekli kaygi dizeyleri arasindaki
iliskinin, kaygi diizeyinin demografik degiskenlerle iliskisini, pandemi déneminde ¢alisma, Covid-19 gegirme,
ozel gereksinimli ¢ocuklarini disari ¢ikarma durumlariyla iligkisini incelemek amaglanmistir. Arastirmanin
orneklemini, Ankara ilinde bulunan 0-6 yas arasindaki 6zel gereksinimli gocuklarin aileleri olusturmaktadir. Bu
arastirmada, 101 ebeveyne Demografik Bilgi Toplama Formu, Durumluk Sirekli Kaygi Envanteri gevrimigi
olarak uygulanmistir. Arastirmanin yontemi iliskisel tarama modelidir. 101 katihmcidan elde edilen veri ile
korelasyon, t testi, ANOVA ve Kruskal Wallis analizleri yapilmistir. Calisma sonucunda ebeveynlerin durumluk
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ve sirekli kaygi puanlari arasinda pozitif ve anlamh bir korelasyon tespit edilmistir. Ancak, bu iki degiskenin
ortalamalari karsilastirildiginda (bagimli 6rneklem t-testi ile), aralarinda istatistiksel olarak anlamli bir fark
bulunmamistir. Ebeveynler arasi karsilastirma yapildiginda ise annelerin kaygi puanlari babalara gére anlamh
sekilde yiiksek bulunmustur. Ayrica 6zel gereksinimli gocuklarin yasi kiiglldiikge ailelerin kaygi seviyelerinin
arttigi saptanmistir. Pandemi déneminde ¢alisma durumunun kaygi diizeyinde etkili oldugu saptanirken diger
degiskenler iliskisiz bulunmustur. Arastirma bulgularina bakildiginda ilgili literatiir ile paralel bulgularin oldugu
gorilmektedir.

Anahtar Kelimeler: Kayg Diizeyi, Aileler, Ozel Gereksinimli Cocuklar, Erken Cocukluk, COVID-19
Pandemisi

1. Introduction

After COVID-19 cases were detected in Turkey, it was decided to suspend schools until the end
of April 2020, starting from March 17, 2020. This decision was made under the coordination of the
Ministry of National Education (MoNE), the Ministry of Health (MoH), and the Science Committee (SC).
Consequently, educational institutions were closed. With the prioritization of public health and
welfare, it was decided that all education in the country would continue through distance education.
To support the participation of students with special needs in distance education, the necessary
educational materials were prepared and made available on the Educational Informatics Network
(EBA) portal (Ozer, 2020). Additionally, the "Ozelim Egitimdeyim" (meaning "l am special and getting
education" in English) mobile application was prepared for various content to be accessed (MoNe,
2020).

The COVID-19 pandemic prompted the implementation of measures like quarantine to curb
the spread of the virus. However, these measures have led to significant societal, educational, and
economic implications. Individuals with special needs have been particularly affected, facing
challenges in accessing education and essential support services. Families have had to adapt to the
discontinuation of professional support, taking on new responsibilities to meet the educational and
care needs of their children with special needs. Social isolation has also become more prominent for
these families during the pandemic.

Furthermore, children's problem behaviors have increased with triggering factors such as
changing routines. The burden of struggling with this situation has been left to families (Aishworiya &
Kang, 2021). Children with special needs, who are at higher risk due to their vulnerability to various
health conditions, have faced serious health problems (Jesus et al., 2020; Toseeb, 2020), and diagnosis
as a health service and other support services have been significantly disrupted. It is stated that the
difficulties experienced in adapting to situations resulting from such a lack of knowledge, coping with
situations, and accessing services have brought about the psychological support needs of families
(zablotsky, Bradshow & Stuart, 2013). Considering the pandemic period as a moment of crisis, the fact
that families have to provide support, which requires quite detailed knowledge and abilities, and that
they do not have them basically has led to anxiety and insecurity in families (Fegert et al., 2020). To
this end, the MoNE has established a helpline to support the psychological resilience of students and
parents. Guidelines have been prepared for families, adults, and young people to provide support in
coping with the effects of the pandemic (Ozer, 2020). Although efforts have been made to provide
services for typically developing students, it can be stated that content such as online education and
seminars (Sani-Bozkurt et al., 2021) prepared for individuals with special needs has remained limited
due to the situation experienced (Yazcayir & Gurgir, 2021).

It can be said that anxiety is one of the possible psychological variables that parents of children
with special needs may experience due to the pandemic. Anxiety is defined as an emotion
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characterized by physical changes such as feelings of tension, anxious thoughts, and elevated blood
pressure. Likewise, anxiety is considered a long-acting response to the future that focuses on a
widespread threat in general terms (VandenBos, 2007). It is indicated that there are two types of
anxiety: state and trait. State anxiety is the realistic fear where individuals give physiological reactions
such as blushing and sweating due to the stressful situation they are experiencing at that moment.
Trait anxiety is the feeling of tension and dissatisfaction despite the absence of a situation that will
lead to anxiety according to objective criteria (Oner & Le Compte, 1983). When the studies’ abstracts
are reviewed, it is seen that parents of individuals with special needs are compared with parents of
both disability groups and typically developing individuals. Studies have reported that the general
anxiety levels of parents of children with special needs (Uguz et al., 2004; Bumin, Giinal & Tikel, 2008;
Coskun & Akkas, 2009; Tura, 2017), their trait anxiety levels (Bumin, Ginal & Tikel, 2008;
Hasandayioglu, 2020; Keskin, 2010) and state anxiety levels (Keskin, 2010) are significantly higher.
Upon examining the demographic variables regarding children's characteristics, it has been stated that
the child's age (Hasandayioglu, 2020), child's gender (Sucuoglu & Keles, 2017), and child's diagnosis
(Candir, 2015; Cengelci, 2009; i¢dz, 2001; Natan, 2007; Sengiil & Baykan, 2013) are associated with
anxiety. Considering parent-related demographic variables, the main factors associated with anxiety
are gender (Artan, 2001; Avsaroglu, 2012; Cengelci, 2009; Dogan, 2010; Firat, 2016; Gingor, 2008),
age (Kayil, 2018), income level (Coskun & Akkas, 2009; Giingér, 2008; Kayil, 2018; Uskiin & Giindogar,
2010), parent's profession (Firat, 2016), and parent's educational level (Avsaroglu, 2012; Coskun &
Akkas, 2009; Cengelci, 2009; Dogru & Aslan, 2008; Giingor, 2008; Kayil, 2018).

When studies conducted abroad are reviewed, there are studies comparing the anxiety levels
of families of typically developing children and children with special needs (Dumas et al., 1991; Fisman
et al.,, 1996; Gogoi, Ranjan & Pereina, 2017; Olsson and Hwang, 2001; Wolf et al., 1989). Studies
conducted directly with families of individuals with special needs show that the anxiety levels of
parents vary according to the diagnostic group of their children. It has been revealed that the anxiety
scores of parents of children with cerebral palsy are higher than families of children with other
disability types (Guillamon et al., 2013). Moreover, it is seen that the gender of parents affects their
anxiety levels; mothers have higher anxiety scores than fathers (Machado et al., 2014; Rejani and Ting,
2015).

In the literature, there is evidence showing that families of children with special needs had a
higher risk of experiencing mental health problems and were under significantly more pressure than
families of typically developing children during the COVID-19 pandemic. Due to COVID-19, parents
have concerns about the future of their children; they worry that their children will fall behind at school
since parents do not know how to meet their children's needs and focus on who will take care of their
children if they die (Asbury, 2021).

Individuals with special needs are a socially vulnerable segment of society and are a
disadvantaged group likely to be more affected in terms of their social participation and well-being
during the COVID-19 pandemic. Coping with the COVID-19 pandemic is difficult for all families,
particularly primary caregivers of young children with special needs (Banks et al., 2021). The COVID-19
pandemic has multiple psychological consequences for individuals with special needs and their
families. Therefore, a need arises to adapt to new conditions by developing dynamics that will help
their well-being and cope with the tensions and concerns of such a health crisis (Tsibidaki, 2021).

Young children enrolled in special education programs have lost face-to-face special education
opportunities at the beginning of the pandemic. Thus, families have new responsibilities. It may be
challenging or impossible to make some adaptations in a distance education environment for families
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who lack the necessary technological resources or a remote early intervention session. Young children
with special needs attending rehabilitation or kindergarten and their families struggle to maintain their
routines of access to education via technological means (Asbury et al., 2021). While special educators,
speech-language therapists, and physiotherapists provided educational support before the pandemic,
families have assumed new roles in terms of education with the pandemic and have to support their
children throughout the day. After rehabilitation and school services were closed, many parents
experienced insecurity and anxiety since they were not equipped to meet their children's special
educational needs (Fegert et al., 2020). Parents with inadequate education and expertise make more
efforts to provide academic support to their children. Furthermore, they have to struggle with their
children's problem behaviors due to changing routines (Aishworiya & Kang, 2021). Considering parents'
lack of knowledge about supporting the development of a child with special needs, there is a need for
psychological and social support along with the need to face and adapt to new conditions and a need
for various services necessary for their children’s development (Zablotsky, Bradshow, & Stuart, 2013).
It can be said that it is important to determine the situation to cope with anxiety. Hence, this
study aimed to examine the anxiety levels of parents of children with special needs ages 0-6 during the
COVID-19 pandemic on the basis of the literature. In line with this purpose, answers to the following
questions were sought:
1. Isthere arelationship between parents' state and trait anxiety scores?
2. Isthere a significant difference between parents' state and trait anxiety scores?
3. Isthere asignificant difference between parents' state, trait, and total anxiety scores according
to gender?
4. s there a relationship between the child's age, parent's age and income level, and state, trait,
and total anxiety scores?
5. Is there a significant difference between state and trait anxiety scores according to working
characteristics during the pandemic?
6. Isthere a significant difference between state, trait, and total anxiety scores in terms of being
infected with COVID-19 and/or its variants?
7. Isthere asignificant difference between state, trait, and total anxiety scores in terms of taking
the child out during the pandemic?
8. Is there a significant difference between state, trait, and total anxiety scores according to
parents' education levels?
9. Is there a significant difference between state, trait, and total anxiety scores according to
children having autism spectrum disorder, intellectual disability, multiple disabilities, or other
diagnostic groups?

2. Method

A correlational survey model, one of the survey model types, was employed in this study.
Survey models are expressed as an approach that allows describing pre-existing or current conditions
with their current forms. “The correlational survey model aims to analyze the presence and state of
variables among two or more variables” (Karasar, 2005). The present study investigated the anxiety
levels of parents of children with special needs between the ages of zero and six. Moreover, along with
the demographic variables of gender, age, parents’ educational status and income levels, the level of
the relationship between state-trait anxiety levels and the age of the child with special needs, the
child’s disability type, working status during the pandemic, whether children with special needs went
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out during restrictions, and the status of being infected with COVID-19 and/or its variants was
determined.

2.1. Study Group

The study population consists of parents of children with special needs between ages 0-6 who
resided in Ankara province. The criterion sampling method with an appropriate sampling method
among the non-random sampling methods was employed in this study (Bliylkoztiirk, 2017). The
criterion for inclusion in the sample was determined as follows: Being the family of a child with special
needs based on the definition of an individual with special educational needs in Article 4 of the Special
Education Regulation of the Ministry of National Education between the ages of 0-6. The concept of
family includes parents of individuals with special needs, in other words, mothers and fathers. If
individuals with special needs do not live with their mothers and fathers, the concept of family includes
their primary caregivers. One hundred and seven participants filled out the State-Trait Anxiety
Inventory, and children of 6 parents were not included in the study since they were older than 6 years
of age. The responses of 101 parents were evaluated. Table 1 contains the participants’ characteristics.

Table 1. Percentage of the Participant Characteristics

Demographic information f %
Gender
Male 31 30.7
Female 70 69.3
Marital status
Married 97 96
Single 4 4
Profession
Housewife 43 42.6
Public personnel 22 21.8
Worker 11 10.9
Freelancer 9 8.9
Private sector 16 15.8
Educational status
Primary school 12 11.9
Middle school 14 13.9
High school 25 24.8
Associate degree 29 18.8
Bachelor's degree and 31 30.7
Postgraduate
Diagnosis
Autism spectrum disorder 30 29.7
Intellectual disability 25 24.8
Multiple disabilities 20 19.8
Other 26 25.7

Number of children
1 30 29.7
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2 39 38.6
3 and more 32 31.7
Status of being infected with COVID-19 and/or its variants

Yes 36 35.6
No 65 64.4
Taking the child out during the pandemic

Yes 28 27.2
No 37 36.6
Partially 36 35.6

Of the participants, 69.3% were female, and 30.7% were male. Of the mothers who constituted
the majority of the participants, 42.6% were housewives. Of the parents, 38.6% had two children.
Considering the educational status, 30.7% corresponded to those with a bachelor's degree and a
postgraduate degree. Of the children with special needs of the participants enrolled in this study,
29.7% had autism spectrum disorder, 24.8% had intellectual disability, and 29.8% had multiple
disabilities. Some participants, accounting for 25.7%, fell into a broad "Other" category that includes
conditions such as hearing and visual impairments, physical disabilities (e.g., cerebral palsy, orthopedic
conditions), and specific learning disorders (e.g., dyslexia). This category also covers less commonly
reported developmental or neurological disorders. Of the parents, 35% were infected with COVID-19
and/or its variants. At the beginning of the pandemic, 27.2% took their children with special needs out.
Marital status was not considered since only four single parents participated in the study. Table 2
presents the mean values and standard deviations of the participants’ continuous variables.

Table 2. Mean Value of the Participant Characteristics

Demographic information X SD
Participant's age 35 6
Income 6462 5296
Child's Age 4.68 1.62

2.2. Data Collection Tools

In this study, the "Demographic Information Collection Form" was used regarding the variables
affecting the anxiety level of families, and Spielberger's State-Trait Anxiety Inventory (STAI) was used
to identify the anxiety level of individuals with special needs children ages between 0-6 years.

2.2.1. Demographic Information Form

In the study, a 14-item ‘Demographic Information Collection Form’ prepared by the researcher was
used to learn the socio-economic characteristics of families of children with special needs between 0-
6 years of age. The form included questions about the child’s age, diagnosis, and whether the child
was taken out during the restrictions and questions about the age, gender, economic status, and
educational level of parents to get to know the children’s families. To understand the effect of the
pandemic, the parents were asked about going out, working from home, and being infected with
COVID-19 and/or its variants.



An Examination of Anxiety Levels Among Families... 420

2.2.2. State-Trait Anxiety Inventory (STAI)

The STAI was developed to ensure a reliable, relatively short self-assessment to evaluate state
and trait anxiety in research and clinical practice (Spielberger, 1983). The STAI comprises two 20-item
scales to measure the intensity of anxiety as an emotional state and individual differences in anxiety
disposition as a personality trait. While responding to trait anxiety items, participants rate themselves
on a 4-point scale below, reporting the intensity of their feelings of anxiety “now, at the moment” as
follows: (1) Not at all, (2) Somewhat, (3) Moderately so, and (4) Very Much So. State anxiety responses
require participants to indicate how they generally feel by reporting how often they experience
anxiety-related feelings and cognitions on a 4-point scale: (1) Almost Never, (2) Sometimes, (3) Often,
and (4) Almost Always. The scale was adapted to Turkish by Oner and Le Compte (1983). The item
reliability coefficient of the State Anxiety Scale of the inventory adapted to Turkish ranges from 0.34
to 0.72, and the item reliability coefficient of the Trait Anxiety Scale ranges from 0.42 to 0.85. The
reliability scores found using the test-retest method are between 0.26 and 0.68 for the State Anxiety
Scale and between 0.71 and 0.86 for the Trait Anxiety Scale (Oner & Le Compte, 1983).

2.3. Data Collection Process

The research data were collected from Private Special Education and Rehabilitation Centers
(PSERCs) in Ankara province. Upon consulting PSERCs, online form links were sent to families of
children with special needs between years 0-6 age.

Families were informed during the data collection stage. It was expressed that the scale was
made for a master's thesis, it was desired to measure the anxiety status of parents, confidentiality was
essential in the research, and identity information such as name and surname was not asked. They
filled out the consent form on a voluntary basis. The study data were collected in three stages. At the
first stage, a demographic information form was presented to the families, and information about the
parents and their children was acquired. At the second stage, the 20-item Trait Anxiety Scale was
applied. At the final stage, the 20-item State Anxiety Scale was applied, and the families were
requested to consider the emotions they experienced in this situation by paying attention to the time
they spent with their children during the pandemic and to respond to the scale according to these
criteria. We chose to administer the Trait Anxiety Scale first because trait anxiety represents a
relatively stable personal characteristic. By assessing this before any other measures, we aimed to
capture participants’ general anxiety levels without the influence of transient emotions that might
arise during the study session. We then presented the State Anxiety Scale to obtain an immediate
reading of participants’ feelings after becoming accustomed to the study environment.

2.4. Data Analysis

During this study, the suitability of the data was checked prior to data analysis. During the
examination, the data were visually scanned, then a code key was created and made suitable for
analysis. Afterward, the reverse items in the STAIl were translated as recommended, and the total
scores were obtained. Before initiating the analysis, it was tested whether the data exhibited normal
distribution. Accordingly, skewness and kurtosis values were checked to be between +1.96 and -1.96,
and the Kolmogorov-Smirnov and Shapiro-Wilks significance values (p>.05) were reviewed (Can, 2013).
While examining the bilateral correlations between the variables, the assumptions about the direction,
linearity, and extreme values of the correlation were checked in addition to the normal distribution
findings. Pearson’s correlation coefficients were reported when normal distribution conditions were
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met, and Spearman’s correlation coefficients were reported when normal distribution conditions were
not met (Pallant, 2011). For comparison analysis, the effect sizes were reported by considering the
conditions of normal distribution and equality of variances. To avoid type 1 error, the number of
comparisons was divided by the significance level number of comparisons, and the Bonferroni
correction was applied. When applying the Bonferroni correction, it is recommended to divide the p-
value by the number of comparisons (Pallant, 2011). For continuous variables, Pearson’s correlation
was reported when normal distribution conditions were met, and Spearman’s correlation was
reported when these conditions were not met. In pairwise comparisons, the t-test was used when
normal distribution was achieved, whereas the Kruskal-Wallis test was applied when it was not. For
multiple comparisons, the ANOVA test was preferred.

2.5. Ethical Considerations

The present research was conducted in accordance with the Scientific Research and
Publication Ethics Directive of Higher Education Institutions. Furthermore, there are no Actions Against
Scientific Research and Publication Ethics stated in the second part of this directive.

The inventory's Turkish-adapted State Anxiety Scale item reliability coefficient ranges from
0.34 to 0.72, while the Trait Anxiety Scale item reliability coefficient ranges from 0.42 to 0.85.
According to Oner and Le Compte (1983), the reliability ratings obtained by employing the test-retest
approach range from 0.26 to 0.68 for the State Anxiety Scale and from 0.71 to 0.86 for the Trait Anxiety
Scale. Indeed, as noted by Oner and Le Compte (1983), the test—retest reliability for the State Anxiety
subscale can be relatively low, reflecting the measure’s focus on momentary, situational anxiety rather
than stable, long-term patterns. Because state anxiety fluctuates according to context, a lower
reliability score is not unexpected. However, we agree this is an important consideration for
interpreting the results and have acknowledged it as a limitation, emphasizing that State Anxiety scores
should be viewed as snapshots of participants’” immediate emotional states rather than enduring
characteristics.

The research process was carried out after receiving ethics committee permission from
Anadolu University Social Sciences Sub-Ethics Committee dated 08.10.2021 and serial number is
147350. Participants participated in the research voluntarily. This study was conducted in 2021.

3. Findings

3.1. Findings Regarding State and Trait Anxiety

Pearson’s correlation analysis was carried out to reveal the correlations between the variables
related to state and trait anxiety. As a result of the analysis, a positive, strong, and significant
correlation was found between the variables of state trait, state total score, and trait total score. Table
3 contains the analysis findings.

Table 3. Findings Regarding the Correlation Between State, Trait Anxiety, and Total Scores

Sub Score N X SD State Trait Total
State 101 40,6 10.26 1
Trait 39,8 9.43 74* 1
Total 81 18.4 .94* .93* 1

*p<.01
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As a result of the analysis, a positive, strong, and significant correlation was found between
the variables of state trait, state total score, and trait total score. It was investigated whether this
significant correlation between trait and state anxiety indicated a significant difference between the
groups. In line with this, the dependent samples t-test was conducted. As a result of the test, no
significant difference was observed between trait (X=39.8) and state anxiety (X=40.6) (t (100)=1.11,
p>.05).

3.2. Findings Regarding Gender and Trait and State Anxiety Levels

The independent samples t-test was conducted to determine whether there was a significant
difference between trait and state anxiety levels in the context of gender and reveal which group the
difference was in favor of. As a result of the analysis, there was no significant difference between the
groups regarding state anxiety, whereas a significant difference was found in the trait and total scale
dimensions. Table 4 presents details of the findings.

Table 4. Findings Regarding Anxiety By Gender

Sub Score  Group N X SD SE df t p n2

State Male 31 38.35 10.8 1.95 99 -1.5 137 .02
Female 70 41.6 9.9 1.18

Trait Male 31 33.8 9.3 1.67 99 -4.7 .000 .19
Female 70 42.5 8.2 .99

Total Male 31 72.2 18.6 3.3 99 -3.2 .002 .09
Female 70 84.5 17.1 2.0

*The Bonferroni correction was performed (p< .05/3=0.017)

As seen in Table 4, the level of trait anxiety was lower in men (X=33.8) than in women (X=42.5).
Likewise, concerning the total score, it was seen that men (X=72.2) scored significantly lower than
women (X=84.5). The effect size between women and men is large in terms of trait anxiety and medium
in terms of the total score (Blyikoztirk, 2016). In terms of state anxiety, no significant difference was
identified between women (X=41.6) and men (X=38.25) (t (99) =1.5, p>.05).

3.3. Findings Regarding the Child's Age, Parent's Age and Income Level, and Trait and State Anxiety
Levels

Pearson’s correlation analysis was performed to reveal whether there was a correlation
between the age level of children and their trait and state anxiety levels. Spearman’s correlation
findings were reported for the income variable for which normal distribution conditions could not be
met. Table 5 contains the analysis findings.
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Table 5. Findings Regarding the Correlation Between the Child's Age, Parent's Age and Income Level,
State Anxiety, Trait Anxiety, and Total Scores

Variables N X SD State Trait Total Income Participant's Child's
Level Age Age

State 101 40.64 10.26 1

Trait 39.85 9.44 747 1

Total 80.50 18.36 94" 93" 1

Income 6462.32 5296.01 .08 .03 .06 1

Level®

Participant's 35.17 6.04 -.03 -01 -02 .02 1

Age

Child's Age 4.44 1.63 -4 -17 =227 .02 23" 1

*p< .05

When Table 5 is reviewed, an inverse and significant correlation is observed between the
child's age and the state and total anxiety scores. Thus, as the child's age increases, the scores obtained
from state anxiety and anxiety decrease significantly. No significant correlation was found in terms of
trait anxiety. Likewise, no significant correlation was identified in terms of income level and
participant's age, which are other variables.

3.4. Trait Anxiety, State Anxiety, and Total Score Findings According to Working Characteristics
During the Pandemic

To reveal whether there was a significant difference between the working status of parents
and their anxiety levels during the pandemic, their working status during this period was asked. The
participants were grouped according to their responses as Group 1 "Yes, | worked in the workplace,"
Group 2 "Yes, | worked from home for a while," and Group 3 "No." The independent samples ANOVA
test was conducted to determine whether the pandemic conditions affected anxiety scores. Before the
test, the condition of variance equality was checked. Accordingly, the condition was met in terms of
state anxiety (F (2, 97) = 1.63, p>.05). The condition was not met in terms of the total score (F (2, 97) =
3.62, p<.05) and trait anxiety score (F (2, 97) = 3.3, p<.05). Scheffe’s test results for state anxiety and
Tamhane’s test results for trait anxiety and total score are presented in Table 6.

Table 6. Findings Regarding Working Characteristics During the Pandemic

Sub Score  Variance Sum of df Mean of F p n2 Significant
Source Squares Squares Difference

State Intergroup 200.9 2 100.4 956 .388 .01 -
Intragroup 101999 97 105.1
Total 10400 99

Trait Intergroup 1058.9 2 529.45 6.90 .002 .09 2-3
Intragroup 7437.8 97 76.6
Total 8496.7 99

Total Intergroup 2129.1 2 1064.5 3.37 .038 .05 2-3
Intragroup 30585.6 97 315.3
Total 327147 99

*p< .05
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As seen in Table 6, no significant difference was found between the groups in terms of state
anxiety level. In terms of trait anxiety, there was a significant difference (p<.017) according to the
answers of Group 2 "Yes, | worked from home for a while" and Group 3 "No." The effect size related
to this difference was medium. Likewise, there was a significant difference (p<.017) in terms of the
total score. Hence the trait anxiety scores of short-term home workers during the pandemic (X=33.25)
were significantly lower than the scores of those who did not work at all (X=42.01). Similarly, in terms
of the total anxiety score, the anxiety scores of short-term home workers (X=71.70) were significantly
lower than the scores of those who did not work at all (X=83.7).

3.5. Findings Regarding the Status of Being Infected with COVID-19 and/or Its Variants

The participants were divided into two groups: individuals who had been infected with COVID-
19 and/or its variants and individuals who had not. The independent samples t-test was carried out to
determine whether there was a significant difference between the groups in terms of anxiety levels.
After it was decided that the data were normally distributed, the condition of variance equality was
tested. Accordingly, the condition of variance equality was met in terms of state anxiety (F (99) =.05,
p>.05), trait anxiety (F (99) =.1,54, p>.05), and total (F (99) =.36, p>.05) scores. Table 7 shows findings
regarding the analysis results.

Table 7. Findings Regarding the Status of Being Infected with COVID-19 and/or Its Variants

Sub Score Group N X SD SE df t p

State Yes 36 40.39 10.46 1.74 99 -.18 .854
No 65 40.78 10.23 1.27

Trait Yes 36 38.94 10.47 1.74 99 =72 475
No 65 40.35 8.86 1.10

Total Yes 36 79.33 19.43 3.24 99 -471 .638
No 65 81.14 17.87 2.22

*The Bonferroni correction was performed (p< .05/3=0.017)

Table 7 presents the mean scores of the participants who had been infected with COVID-19
and/or its variants and who had not. Considering the analyses conducted on these mean scores, there
is no significant difference in terms of anxiety levels based on state anxiety, trait anxiety, and total
scores. Accordingly, it can be said that the status of being infected with COVID-19 and/or its variants
does not differ according to anxiety levels.

3.6. Findings Regarding the Status of Taking the Child out at the Beginning of the Pandemic

With the restrictions imposed at the onset of the pandemic, lockdowns started to be
implemented. Accordingly, the independent samples ANOVA was applied to determine whether there
was a significant difference between parents who took their children out and those who did not during
this period of restrictions. Prior to the analysis, the condition of variance equality was tested after the
normal distribution condition was met. As a result of the test, the prerequisite for state anxiety (F (98,
2) =.812, p>.05), trait (F (98, 2) =.320, p>.05), and total anxiety (F (98, 2) =.140, p>.05) levels was met.
As seen in Table 8, no significant difference was found between the groups who took their children out
and those who did not or partially took them out during the pandemic. Table 8 shows the findings.
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Table 8. Findings Regarding the Status of Taking the Child out During the Pandemic

Sub Score Variance Source  Sum of df Mean of F p Significant
Squares Squares Difference
State Intergroup 132.60 2 66.30 .62 .54 -
Intragroup 10398.57 98 106.11
Total 10531.17 100
Trait Intergroup 1.21 2 0.60 .01 .99 -
Intragroup 8905.56 98 90.87
Total 8906.77 100
Total Intergroup 158.48 2 79.24 .23 .79 -
Intragroup 33558.77 98 342.44
Total 33717.25 100

*The Bonferroni correction was performed (p<.05/3=0.017)

3.7. Findings Regarding Diagnostic Groups

The independent samples ANOVA test was performed to determine whether there was a
significant difference between anxiety levels on the basis of trait anxiety, state anxiety, and total scores
according to the diagnostic groups. After the normal distribution conditions were met, the condition
of variance equality was examined. Accordingly, the condition for state anxiety (F (3, 97) = .71, p>.05)
and the total (F (3, 97) = 2.25, p>.05) scores could met, whereas the condition for trait anxiety (F (3,
97) = 3.06, p<.05) could not be met. Analyses were performed accordingly. Findings regarding anxiety
based on state anxiety, trait anxiety, and total scores are given in Table 9.

Table 9. Findings Regarding Diagnostic Groups

Sub Score Variance Sum of df Mean of F p n2 Significant
Source Squares Squares Difference

State Intergroup 613.6 3 204.5 2.00 .119 .01 -
Intragroup 9917.5 97 102.2
Total 10531.2 100

Trait Intergroup 356.2 3 119.7 136 .260 .09 -
Intragroup 8547.5 97 88.1
Total 8906.8 100

Total Intergroup 1876.2 3 625.4 190 .134 .05 -
Intragroup 31841.1 97 328.3
Total 33717.2 100

*The Bonferroni correction was performed (p<.05/3=0.017)

As seen in Table 9, no significant difference was found between the diagnostic groups in terms
of state anxiety levels (p>.017). Moreover, descriptive information of the diagnostic groups is
presented. Table 10 contains the relevant descriptive information.
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Table 10. Descriptive Information According to Diagnostic Groups

Sub Sore Type of N X SD SE Min Max
SEN

State ASD 30 40.60 11.13 2.03 22.00 63.00
ID 25 37.12 8.83 1.77 22.00 58.00
MD 20 44.50 11.34 2.54 20.00 70.00
Other 26 41.12 8.96 1.76 23.00 58.00
Total 101 40.64 10.26 1.02 20.00 70.00

Trait ASD 30 40.50 11.80 2.15 19.00 61.00
ID 25 37.16 7.80 1.56 21.00 52.00
MD 20 42.70 9.29 2.08 23.00 59.00
Other 26 39.50 7.51 1.47 25.00 54.00
Total 101 39.85 9.44 0.94 19.00 61.00

Total ASD 30 81.10 21.52 3.93 49.00 122.00
ID 25 74.28 15.52 3.10 45.00 110.00
MD 20 87.20 19.91 4.45 43.00 129.00
Other 26 80.62 14.27 2.80 55.00 107.00
Total 101 80.50 18.36 1.83 43.00 129.00

In terms of disability diagnostic groups, no significant difference was observed between the
groups in terms of state anxiety (%4, n=101)=13.1, p>.05), trait anxiety (y*7, n=101)=8.3, p>.05), and
total (x*7, n=101)=10.2, p>.05) scores.

3.8. Anxiety Findings Related to Other Variables

The Kruskal-Wallis test was conducted to identify the significant difference between parents'
anxiety status according to their profession. Accordingly, the Kruskal-Wallis test was preferred since
normal distribution conditions were not provided. As a result of the analyses, no significant difference
was identified in terms of state anxiety (x%(4, n=101)=2.62, p>.05), trait anxiety (x*4, n=101)=7.5,
p>.05), and total (44, n=101)=4, p>.05) scores. Likewise, there was no significant difference in terms
of state anxiety (x4, n=101)=2.45, p>.05), trait anxiety (x%4, n=101)=1.87, p>.05), and total (x4,
n=101)=2.46, p>.05) scores in terms of educational status.

4. Discussion & Conclusion

The present study examined the anxiety levels of parents of children with special needs and
how these findings compared with those in existing literature. Consistent with prior research, it was
found that these parents frequently experience elevated levels of anxiety (e.g., Artan, 2001; Bumin et
al., 2008; Dogru & Aslan, 2008; Giingor, 2008). In contrast, some studies, such as those by Guillaman
et al. (2013) and Sucuoglu & Keles (2017), did not report significant differences between parents of
children with and without special needs. This discrepancy may be attributable to methodological
differences, such as the inclusion of children in inclusive education programs who exhibit milder
symptoms, thereby potentially moderating parental anxiety.

During the COVID-19 pandemic, widespread increases in anxiety levels have been documented
globally (Hyland et al., 2020; Salari et al., 2020), underscoring the influence of external stressors
beyond caregiving burdens.

Interestingly, the study found no significant difference between state and trait anxiety scores.
This may be due to the conceptual overlap between the two constructs, as trait anxiety is thought to
predispose individuals to heightened state anxiety in stressful situations (Oner & Le Compte, 1983;
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Spielberger, 1966). The consistency of this finding with previous literature (Avsaroglu & Cavdar, 2018;
Dogru & Aslan, 2008) lends support to the robustness of this emotional connection.

Gender differences revealed a notable pattern: while state anxiety did not vary significantly
between mothers and fathers, trait and total anxiety scores were significantly higher among female
participants. This aligns with earlier findings (e.g., Avsaroglu, 2012; Glingor, 2008), but contradicts
studies that reported no gender-based difference or even higher paternal anxiety (Aktirk, 2012). These
inconsistencies may reflect sociocultural dynamics, caregiving roles, or differences in emotional
expression. Notably, women have been found to report higher anxiety during the pandemic (Kog et al.,
2021; Wang et al., 2020), possibly due to heightened emotional reactivity and greater caregiving
responsibilities.

The negative correlation between the child’s age and parental anxiety may suggest a
developmental adaptation process, whereby parents gain more experience and develop coping
strategies over time. This finding is consistent with prior studies (Artan, 2001; Firat, 2016). Conversely,
no relationship was found between parents’ age and anxiety levels, despite some evidence suggesting
both increasing and decreasing anxiety with age (e.g., Machoda, 2014; Coskun & Akkas, 2009), possibly
due to differences in sample characteristics.

Regarding socioeconomic factors, income level was found to be inversely related to anxiety in
some prior research (e.g., Avsaroglu, 2012), but findings remain mixed. The inconsistencies could stem
from contextual variations in financial security, public support systems, or subjective perceptions of
financial adequacy.

A key contribution of this study is its focus on pandemic-related working conditions. Parents
who worked from home exhibited significantly lower trait anxiety compared to those who were
unemployed. This supports research indicating that remote work can provide psychological benefits,
such as maintaining routines and social roles while reducing exposure to health risks (Ren et al., 2020).
Conflicting findings in the literature regarding employment and anxiety may reflect differences in job
types, work-life balance, or access to childcare.

Contrary to early pandemic findings (e.g., Hyland et al., 2020), having an infected family
member or friend was not associated with higher anxiety in this study. This may be attributed to the
availability of vaccines or increased adaptation over time, which may have reduced the initial
psychological impact.

Similarly, whether parents were able to take their children outside during the pandemic did
not significantly affect anxiety levels. This might be due to compensatory activities at home or
scheduled outdoor permissions granted for families of children with disabilities (Tokatly Latzer et al.,
2021).

Professional status and education level also did not emerge as significant predictors of anxiety.
While some studies report that education buffers anxiety (e.g., Avsaroglu, 2012), the relatively high
proportion of highly educated participants in this sample may have contributed to the lack of variance,
potentially masking effects that might be observed in populations with lower educational attainment.

Finally, the type of disability did not significantly influence parental anxiety levels. While some
literature suggests variation in anxiety based on disability type or severity (Aktiirk, 2012; Kayili, 2018),
this study’s broader classification and more evenly distributed group sizes may have yielded more
uniform results. Methodological factors such as sample composition and measurement tools likely
contributed to the divergence from studies focusing on specific disabilities.

The findings of this study provide several important implications for both practitioners and
policymakers. Firstly, the elevated anxiety levels observed among parents of children with special
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needs—especially during the COVID-19 pandemic—highlight the urgent need for mental health
support systems tailored to this population. Practitioners should consider integrating routine
psychological screening and intervention services into special education programs, particularly
targeting mothers who appear to experience higher levels of anxiety. For policymakers, these results
underline the importance of formulating inclusive family support policies that not only focus on the
educational needs of children with special needs but also address the psychological well-being of their
parents. Policies facilitating flexible work arrangements, remote working opportunities, and access to
affordable mental health services could substantially alleviate parental stress.

Theoretically, this study contributes to a deeper understanding of how situational crises, such
as pandemics, exacerbate existing emotional burdens among vulnerable populations. Future research
should explore longitudinal trajectories of parental anxiety to better understand how external
stressors interact with internal dispositional factors like trait anxiety.

Additionally, future studies should consider larger and more diverse samples, including a wider
range of disability types and socioeconomic backgrounds, to enhance the generalizability of findings.
The development and validation of culturally sensitive anxiety assessment tools tailored to the
experiences of parents of children with special needs would also be a valuable contribution.

Ultimately, bridging the gap between clinical findings and real-world application is crucial. By
addressing parental anxiety as part of a holistic support system for families, both policy and practice
can move toward more equitable and effective service delivery models.

4.1. Limitations

This study has several limitations that should be acknowledged. Firstly, although the State-
Trait Anxiety Inventory (STAI) is a widely used instrument, the test-retest reliability of the State Anxiety
subscale has been reported as low in some studies—with values as low as .26, according to Oner and
Le Compte (1983). This indicates potential instability in measuring temporary emotional states and
may have influenced the accuracy of the findings related to state anxiety in this study.

Secondly, while the STAI traditionally provides two separate scores for State and Trait Anxiety,
a composite Total Anxiety score was calculated in this study by summing all 40 items. This approach,
although useful for capturing a general anxiety index that aligns with our exploratory objectives,
deviates from the instrument’s standard scoring protocol (Spielberger, 1983). As such, this
methodological choice may affect the comparability of these findings with other studies and should be
interpreted with caution.
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Genis Ozet

1. Giris

Covid-19 pandemisinin baslamasiyla birlikte, egitimde kokll degisiklikler yasanmis Tirkiye’de
ve diinyada okullarin kapatilmasiyla uzaktan egitim uygulamalarina gegilmistir. Bu slirecte, 6zellikle
ozel gereksinimli cocuklar ve aileleri ciddi zorluklarla karsi karsiya kalmistir. Milli Egitim Bakanligi (MEB),
Egitim Bilisim Ag1 (EBA) ve "Ozelim Egitimdeyim" mobil uygulamalari gibi dijital ¢oziimlerle dzel egitim
ogrencilerine destek sunmaya calissa da, bu dnlemler ¢ogu durumda yetersiz kalmistir. Pandemi
sirecinde rehabilitasyon ve okul hizmetlerinin durmasi, ailelerin ¢ocuklarina gerekli egitsel ve
psikolojik destegi saglamasini zorlastirmistir. Ozellikle erken ¢ocukluk dénemindeki 6zel gereksinimli
bireyler, bu donemde kritik egitim ve gelisim firsatlarini kagirmis; aileler ise artan sorumluluklarla basa
cikabilmek icin ek desteklere ihtiya¢ duymaktadir.

Bu calismada, pandeminin 6zel gereksinimli cocuklarin ebeveynleri lizerindeki etkisine iliskin
anlayisimizi derinlestirmeye katkida bulunarak, 6zel gereksinimli cocuklarin ebeveynlere yonelik ile
stratejilerin yapilandiriimasina ve 0zel egitim merkezlerine ve uzmanlara rehber olabilecegi
disinidlmektedir. Ayrica bulgularin, aileler igin destek programlari ve hizmetler gelistirmeye yardimci
olmasi beklenmektedir. Bu gereksinimden yola ¢ikarak planlanan arastirmanin amaci, Covid-19
pandemisi strecinde 0-6 yas araliginda 6zel gereksinimli cocuga sahip ailelerin kaygl diizeylerinin
incelenmesidir. Calismada asagidaki sorulara cevap aranmistir:

1. Ebeveynlerin durumluk ve strekli kaygl puanlari arasinda bir iliski var midir?

2. Ebeveynlerin durumluk ve siirekli kaygi puanlari arasinda anlamli bir fark var midir?

3. Ebeveynlerin durumluk, stirekli ve toplam kaygi puanlari arasinda cinsiyete gére anlaml bir
fark var midir?

4. Cocugun yasl, ebeveynin yasi ve gelir dizeyi ile durumluk, stirekli ve toplam kaygi puanlari
arasinda bir iliski var midir?

5. Pandemi doneminde calisma 6zelliklerine gore durumluk ve sirekli kaygi puanlari arasinda
anlamli bir fark var midir?

6. Covid-19 ve/veya tirevleri ile enfekte olma durumuna gore durumluk, stirekli ve toplam
kaygi puanlari arasinda anlamli bir fark var midir?

7. Pandemi sirasinda ¢ocugu disari ¢ikarma agisindan durumluk, siirekli ve toplam kaygi
puanlari arasinda anlaml bir fark var midir?

8. Ebeveynlerin mesleklerine gore durumluk, siirekli ve toplam kaygi puanlari arasinda anlamh
bir fark var midir?

9. Gocuklarin tani gruplarina gére durumluk, siirekli ve toplam kaygi puanlari arasinda anlaml
bir fark var midir?

2. Yontem

Bu arastirma, iliskisel tarama modeli kullanilarak yapilmistir. iliskisel tarama modeli, iki veya
daha fazla degisken arasindaki iliskiyi analiz etmeyi amaclayan bir yaklasimdir (Karasar, 2005).
Arastirmada, 0-6 yas arasi 0zel gereksinimli gocuklara sahip ebeveynlerin kaygi diizeyleri incelenmis;
cinsiyet, yas, egitim durumu ve gelir dlzeyi gibi demografik degiskenlerle olan iliskisi
degerlendirilmistir. Calisma grubunu, Ankara ilinde yasayan ve 6zel gereksinimli cocuklara sahip olan
101 ebeveyn olusturmaktadir. Katiimcilar, Milli Egitim Bakanhg Ozel Egitim Ydnetmeligi'nde
tanimlanan 6zel egitime ihtiyaci olan bireylerin ailelerinden secilmistir. Veri toplama araglari olarak,
ebeveynlerin sosyo-demografik 6zelliklerini belirlemek icin Demografik Bilgi Formu ve kaygi dlzeylerini
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Olgmek icin Spielberger Durumluk Strekli Kaygi Envanteri (STAI) kullaniimistir. STAI, katilimcilarin
durumluk ve sirekli kaygl diizeylerini degerlendiren glivenilir bir 6lcektir. Veri toplama stireci, cevrim
ici formlar araciligiyla gergeklestirilmis ve katilimcilardan onam formu alinmistir. Verilerin analizinde
carpikhk ve basiklik degerleri kontrol edilmis, degiskenler arasi iliskiler Pearson ve Spearman
korelasyon katsayilari ile incelenmistir. t-testi, ANOVA ve Kruskal-Wallis analizleri ile gruplar arasi
karsilastirmalar yapilmis, Bonferroni diizeltmesi ile hatalar minimize edilmistir.

3. Bulgular

Bu arastirmanin bulgularina gore, stirekli kaygi, durumluk kaygi ve toplam kaygi puanlari
arasinda pozitif, gliclii ve anlamli iliskiler tespit edilmistir. Ancak, strekli ve durumluk kaygi diizeyleri
arasinda anlaml bir fark bulunmamistir. Cinsiyete goére sirekli kaygi diizeylerinde fark gézlenmistir;
erkeklerin kaygi diizeyi, kadinlara gore daha dusik bulunmustur. Ayrica, ¢ocuklarin yaslari arttikga
durumluk ve toplam kaygi puanlarinin azaldigi; fakat siirekli kaygi ile anlamli bir iliski olmadigi sonucuna
ulasiimistir.

Pandemi donemindeki ebeveynlerin ¢alisma durumu, Covid-19 gecirme durumu ve ¢ocugu
disari cikarma durumu gibi faktorlere gore kaygi dizeyleri analiz edilmistir. Pandemi sirasinda kisa
sureli evden c¢alisanlarin slrekli ve toplam kaygl puanlarinin, hi¢ calismayanlara gore anlamli diizeyde
disik oldugu belirlenmistir. Bununla birlikte, Covid-19 gecirme durumunun kaygi dizeylerine etkisi
olmadigl, meslek ve egitim durumuna gore kaygl dizeylerinde anlamli bir fark bulunmadig
gorilmastar.

Sonug olarak, calisma pandeminin ebeveynlerdeki kaygi dizeyleri Gizerindeki etkilerini cesitli
degiskenler acisindan degerlendirmis ve bazi demografik faktorlerin kaygi diizeylerinde farkhlik
yarattigini ortaya koymustur.

4. Tartisma, Sonug ve Oneriler

Covid-19 pandemisi ile birlikte diinya genelinde kaygl seviyeleri artis gdstermistir. Bu
arastirma, pandemi sirecinde 0-6 yas arasi Ozel gereksinimli ¢ocuklara sahip ebeveynlerin kaygi
dizeylerini incelemektedir. Arastirmada, ebeveynlerin kaygi dilzeylerinin demografik oOzellikler,
cocuklarinin yetersizlik tiirleri ve pandemideki deneyimleri ile iliskisi analiz edilmistir. Bulgular, stirekli
kayginin durumluk kaygiyi etkiledigini ve kadinlarin erkeklere kiyasla daha yiiksek kaygi diizeyine sahip
oldugunu gostermistir. Ayrica, cocuk yasi arttikga ebeveynlerin kaygl seviyelerinin azaldig
gozlemlenmistir. Pandemi sirasinda evden ¢alisan ebeveynlerin kaygi seviyeleri daha disiik bulunmus;
gelir diizeyi ve meslek gibi faktorlerin kaygiya etkisi saptanmamistir. Ozel gereksinimli cocuklarin
yetersizlik turleri ile ebeveyn kaygisi arasinda anlamli bir iliski bulunamamistir. Arastirma, pandeminin
ebeveynlerin psikolojik durumlarini nasil etkiledigini anlamaya y6nelik 6nemli bulgular sunmaktadir.
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Yayin Etigi Beyani

Bu arastirmanin, Anadolu Universitesi Sosyal ve Beseri Bilimler Arastirma ve Yayin Etigi Kurulu
tarafindan 08.10.2021 tarihinde 147350 sayili karariyla verilen etik kurul izni bulunmaktadir. Bu
arastirmanin planlanmasindan, uygulanmasina, verilerin toplanmasindan verilerin analizine kadar olan
tim sirecte “Yuksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi” kapsaminda
uyulmasi belirtilen tim kurallara uyulmustur. Yonergenin ikinci bélimi olan “Bilimsel Arastirma ve
Yayin Etigine Aykiri Eylemler” bashgi altinda belirtilen eylemlerden hicbiri gerceklestiriimemistir. Bu
arastirmanin yazim sirecinde bilimsel, etik ve alinti kurallarina uyulmus; toplanan veriler izerinde
herhangi bir tahrifat yapilmamistir. Bu c¢alisma herhangi baska bir akademik yayin ortamina
degerlendirme i¢in génderilmemistir.

Arastirmacilarin Katki Orani Beyani

Arastirmada Uc yazar yer almaktadir. Arastirmaya 1. Yazar %60, 2. yazar %30 ve 3. yazar %10
katki saglamistir. Arastirmacilarin katkida bulunduklari basliklar séyledir:

Yazar 1: Arastirmanin tasarlanmasi, verilerin toplanmasi, verilerin analizi, raporlastirma.

Yazar 2: Yontemin belirlenmesi, danismanlik.

Yazar 3: Veri analizi, raporlastirma, arastirmanin yayina hazirlanmasi.

Destek ve Tesekkiir

Bu arastirmaya katilan ebeveynlerimize katkilarindan dolayi tesekkiir ederiz.

Catisma Beyani

Arastirmanin yazarlari olarak herhangi bir ¢cikar/catisma beyanimiz olmadigini ifade ederiz.

Bu eser Creative Commons Atif-GayriTicari 4.0 Uluslararasi Lisanst ile lisanslanmustir.
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Ozet

Bu arastirmanin amaci, gelisimsel yetersizligi olan 6grencilerin sinif igcinde, 6gle arasi ve teneffis
zamanlarindaki serbest zaman kullanimi ile ilgili 6zel egitim 6gretmenlerinin gorislerini, deneyimlerini ve
Onerilerini ortaya koymaktir. Bu amag dogrultusunda nitel arastirma desenlerinden fenomenolojik desen
kullanilmistir. Bu kapsamda arastirmaya katilan 6zel egitim 6gretmenleri ile yari yapilandirilmis gorismeler
gerceklestirilerek veri toplanmistir. Aragtirmaya Milli Egitim Bakanligina bagh 6zel egitim okul ve siniflarinda
gorev yapmakta olan 10 6zel egitim 6gretmeni katilmistir. Arastirmanin katilimci segimi amagh 6rnekleme
cesitlerinden olgut ornekleme ile gergeklestirilmistir. Arastirma bulgularina gore, 6zel egitim 6gretmenleri
sinif iginde ve sinif disinda gelisimsel yetersizligi olan 6grenciler igin gesitli serbest zaman etkinliklerine yer
vermektedirler. Bununla birlikte 6gretmenler serbest zaman becerilerinin mifredatta daha fazla yer almasi
gerektigini disiinmektedirler. Ogretmenler serbest zaman etkinliklerinin gogunlugunu kendilerinin planlayip
uyguladiklarini  belirtmekle beraber serbest zaman etkinlikleriyle ilgili destekleri daha ¢ok brans
dgretmenlerinden aldiklarini belirtmislerdir. Ogretmenlerin serbest zaman becerilerini &gretirken ve serbest
zaman etkinliklerini gergeklestirirken Milli Egitim Bakanligindan, okul yonetiminden ve ailelerden beklentileri
bulunmaktadir. Arastirma sonuglarinin 6zel egitim alaninda galisan arastirmacilara ve 6gretmenlere yol
gosterici olmasi beklenmektedir.

Anahtar Kelimeler: Gelisimsel yetersizligi olan 6grenciler, Otizm, Ozel egitim dgretmenleri, Serbest
zaman becerileri, Zihin yetersizligi

Abstract

The purpose of this research is to explore the opinions, experiences, and suggestions of special
education teachers regarding the use of free time by students with developmental disabilities during the
classroom activities, lunch breaks and recess periods. To achieve this aim, a phenomenological approach, one
of the qualitative research designs, was employed. Data were collected through semi-structured interviews
conducted with the special education teachers participating in the study. A total of ten special education
teachers working in special education schools and classrooms affiliated with the Ministry of National
Education participated in the research. Criterion sampling, a type of purposive sampling, was used to select
the participants. According to the findings, special education teachers include various leisure time activities
for students with developmental disabilities both inside and outside the classroom. However, they believe
that leisure time skills should be given greater emphasis in the curriculum. Although teachers reported that
they plan and implement leisure activities themselves, they also indicated that they receive support—
primarily from subject-area teachers—for these activities. Teachers expressed specific expectations from the
Ministry of National Education, school administrations, and families in the process of teaching and facilitating
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leisure time skills. The findings of this study are expected to serve as a guide for researchers and teachers
working in the field of special education.

Keywords: Autism, Intellectual disability, Leisure time skills, Special education teachers, Students
with developmental disabilities

1. Giris

Gelisimsel yetersizligi (GY) olan bireyler gesitli nérolojik sorunlardan dolayi akademik, sosyal ve
kisisel becerilerde birtakim sinirliliklar yasayabilmektedir. GY kategorisi icerisinde sik rastlanan
yetersizlik gruplarindan zihin yetersizligi (ZY) ve otizm spektrum bozuklugu (OSB) olan bireyler yer
almaktadir (American Psychiatric Association [APA], 2013). ZY olan bireyler pratik uyum becerilerinde,
kavramsal ve sosyal becerilerde ve uyumsal davranislarda 6nemli sinirliliklar yasamaktadir. Bununla
birlikte ZY, 22 yasindan 6nce ortaya ¢ikmaktadir (AAIDD, 2021). OSB ise genetik, ¢evresel veya tibbi
nedenlere bagh olarak ortaya ¢ikan davranissal veya zihinsel bozukluklardir. Bu baglamda OSB olan
bireyler sinirh ilgi ve etkinlikler, tekrarlayici davranis ornekleri sergileyebilmektedir. Ayrica dilin
kullanimi, iletisim ve sosyal etkilesimde 6nemli sinirliliklar yasayabilmektedir (APA, 2013). GY olan
bireylerin bircok farkl konuda egitim gereksinimleri olabilmektedir. Bunlar arasinda serbest zaman
becerileri de yer almaktadir.

Serbest zaman; kisinin sorumluluklarini ve gorevlerini yaptiktan sonra, herhangi bir zorlama
olmadan onu mutlu eden, gelisimini destekleyen ve eglenerek giizel vakit gecirdigi zaman olarak ifade
edilmektedir (Cay, 2019). Alan yazinda serbest zaman becerileri gecici serbest zaman, ciddi serbest
zaman ve proje temelli serbest zaman etkinlikleri olmak Uzere (i¢ farkh sekilde siniflandiriimaktadir.
Ciddi serbest zaman etkinlikleri; resim gizme, mizik aleti calma ve sinemaya gitme etkinlikleridir. Gegici
serbest zaman etkinlikleri; yiriyls yapmak, kitap okumak, tavla oynamak seklinde siralanabilir. Proje
temelli serbest zaman etkinlikleri; yap-boz yapma, ucurtma ucurma, dogum glini kutlama gibi
etkinlikleri kapsamaktadir (Artar ve Ergenekon, 2019).

Serbest zaman becerilerinin kisilerin yasam kalitesinde, saghgi ve iyilik hali Gzerinde oldukca
etkili oldugu soylenebilir (Pagan-Rodriguez, 2014). Serbest zaman etkinlikleri sosyal diinyayi
deneyimlememizde 6nemli firsatlar sunmaktadir. Serbest zamanlarda gerceklestirdigimiz etkinlikler
bizi biz yapan etkinliklerdir ve kisiligimizin olusup, gelismesinde etkilidir (Shabani Afaran vd., 2014).
Bununla birlikte serbest zaman bireyin rahatlamasini, zevk almasini, mutlu olmasini, 6zgliveninin
gelismesini saglamaktadir. Serbest zamanin kaliteli gecirilmesi bireyin yasam kalitesinin artmasina ve
refah dizeyinin ylkselmesine de katki sunmaktadir (Artar ve Ergenekon, 2019). GY olan bireylerin
yasamlarinda serbest zaman etkinliklerinin dnemli bir yeri bulunmaktadir (Artar ve Ergenekon, 2019;
Francovavd., 2013; Ashraf vd., 2020; Eldeniz Cetin ve Cay, 2017; Kurt, 2006). Hatta serbest zamanlarda
gerceklestirilen etkinlikler ve bu etkinliklerin kazanimlari tipik gelisim gosteren bireylerle
karsilastirildiginda yetersizligi olan bireyler agisindan daha da énemlidir (Ashraf vd., 2020). Serbest
zaman faaliyetlerine katilim GY olan bireylerin; yeni arkadasliklar kurmalarini saglamakta, psikomotor
gelisimlerine katki sunmakta ve sosyal katiimini desteklemekte (Artar ve Ergenekon, 2019), kendilerini
iyi hissetmelerini saglamakta, 6zgiivenlerini gelistirmekte ve bireylerin sosyallesmesine de katkida
bulunmaktadir (Ashraf vd., 2020).

Serbest zaman etkinliklerinin 6nemli faydalarina ragmen yetersizligi olan bireyler agisindan
serbest zaman etkinliklerine aktif katilimla ilgili sorunlar bulunmaktadir (Brewster ve Coleyshaw, 2010).
Hayati 6neme sahip olmadigi diislincesiyle serbest zaman becerilerinin 6gretimi cogunlukla geri planda
kalmaktadir (Kurt, 2006). Tipik gelisim gosteren bireyler serbest zaman becerilerini gozleyerek
O0grenebilirken, GY olan bireyler bu becerileri yasitlari gibi gozleyerek 6grenmede sorunlar
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yasamaktadir (Wendelborg ve Kvello, 2010) ve bu becerilerin sistematik yollarla 6gretimi 6nemli bir
yer tutmaktadir (Kurt, 2006).

Serbest zaman etkinliklerinde bireyin akranlariyla sosyal katilimi, gocugun akranlarla yakinlig
ve sosyal kabull ile iliskili goriilmektedir (Wendelborg ve Kvello, 2010). Okul etkinliklerine katilmak
cocuklarin gelisimi, saghgi ve iyilik hali Gzerinde olumlu etkilere sahiptir (Larson, 2000). Okullar
arkadashk kurmak ve sosyal etkilesimler icin dnemli yerlerdir. Bununla birlikte okullarda 6grenciler
sosyal destek alabilir ve verebilirler (Wendelborg ve Kvello, 2010). GY olan bireylerin tipik gelisim
gosteren akranlarina gore okul disindaki fiziksel aktivitede bulunma durumlar daha dusiktir
(Woodmansee vd., 2016). Bundan dolayi yetersizligi olan bireyler akranlariyla ve arkadaslariyla sosyal
etkilesim firsati yakalayamadiginda bu durumun olumsuz etkileri olabilir (Aitchison, 2000). Tipik gelisim
gosteren bireylerde oldugu gibi yetersizligi olan bireylerin de toplum tarafindan kabul edilen
davraniglari 6grenmeleri sosyal oyunlar ve akranlari ile olan iletisimleri araciliglyla olmaktadir (Duman
ve Kogak, 2013). Bu tir etkinliklerle GY olan bireylerin serbest zamanlarini aktif ve verimli olarak
kullanmalari saglanarak gelisimlerinin desteklenecegi dusiinilmektedir (Karakas, 2018).

GY olan bireylerin verimli ve kaliteli zaman gecirmeleri 6nemli oldugundan literatiirde bu
bireylere serbest zaman becerilerinin kazandiriimasi i¢cin pek c¢ok c¢alisma gerceklestirildigi
gorilmektedir (Chan vd., 2013; Eldeniz-Cetin ve Cay, 2016; Hammond vd., 2010; Kagohara vd., 2011,
Seward vd., 2014). GY olan bireylere serbest zaman becerilerinin 6gretiminin gergeklestirildigi
calismalar bulunmakla birlikte 6gretmen goérislerinin incelendigi arastirmalarin sinirli oldugu
gorlilmektedir. Alan yazinda GY olan bireylere serbest zaman becerilerinin kazandiriimasina yénelik
yapilan arastirmalarin yani sira bu ¢calismayla benzer sekilde 6zel egitim 6gretmenlerinin serbest zaman
etkinliklerine iliskin goruslerini alan Uc¢ arastirmaya rastlanilmistir. Bu arastirmalar; 6zel egitim
okulunda calisan 6gretmenlerin ZY olan 6grencileri icin serbest zamanlarina yonelik gorisleri (Eldeniz
Cetin ve Cay, 2017), 6zel egitim 6gretmenlerinin ZY olan 6grenciler igin serbest zaman becerilerinin
ogretimindeki etkinliklere iliskin goris, deneyim ve énerileri (Eldeniz Cetin ve Cay, 2020) ve ZY olan
bireylerin devam ettigi 6zel egitim ilkokulundaki serbest etkinlikler dersine iliskin 6gretmen ve
ebeveynlerin gorisleri (Tirker Kaya, 2022) incelenmistir. Bu arastirmanin diger ¢alismalardan ayrilan
yonleri, farkh yetersizlik grubunu icine alan hedef kitle olarak GY’nin ele alinmasi, serbest zaman
etkinliklerinin “okul icinde” olan tirlerini incelemesi ve serbest zaman etkinliklerine degil GY olan
ogrencilerin sergiledikleri serbest zaman becerilerine odaklanmasidir.

Ozetle literatiirde tipik gelisim gdsteren bireyler icin oldugu gibi GY’li bireyler icin de serbest
zaman becerilerinin 6nemli oldugu belirtilmektedir. Bununla birlikte GY’li bireylerin serbest
zamanlarini tek baslarina ve diger kisilerle birlikte degerlendirmeleri noktasinda énemli sinirliliklar
yasadiklari gorilmektedir. Ayrica GY’li bireylerin serbest zamanlarini daha ¢ok aile ve arkadaslariyla
gegirdikleri vurgulanmaktadir. GY’li bireyler arkadaslariyla en fazla zamanini okulda gegirmesine
ragmen bu bireylerin okul ortamlarinda arkadaslariyla serbest zamanlarda etkilesime girmede ¢esitli
glclikler yasayabilecekleri disliniilmektedir. Bundan dolayr GY’li bireylerin serbest zamanlarinda
yapacaklari etkinliklere iliskin 6gretmenlerin goriis ve onerilerinin dnemli oldugu distnilmektedir.
Serbest zaman becerileri yasam kalitesi ve refahini 6nemli diizeyde etkilemesine ragmen yetersizligi
olan bireylerde bu alanda sinirli calisma bulunmaktadir (Pagan-Rodriguez, 2014). Eldeniz Cetin ve Cay
(2020) tarafindan da Tiirkiye’de serbest zaman etkinliklerine iliskin arastirmalarin yapilmasi gerektigi
belirtilmektedir. Alan yazinda ele alinan arastirmalarda ZY olan bireylerin serbest zaman becerilerine
yonelik 6zel egitim 6gretmenlerinin deneyim ve gorislerini alan arastirmalara rastlaniimistir. Bu
arastirmada ise GY olan bireylerin sinif icinde, 6gle arasi ve tenefflis zamanlarindaki serbest zaman
becerilerine iliskin 6zel egitim dgretmenlerinin goriis ve deneyimleri incelenmistir. Ogrencinin
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egitiminde birincil sorumlu olan (Giines Akgiil, 2023) ve ailesinden sonra ¢ocuklarla en ¢cok zaman
geciren kisiler 6gretmenlerdir (Cevik, 2019). GY olan ¢ocuklara her tirll bilgi okulda 6zel egitim
O0gretmenleri tarafindan 6gretilmektedir. Bundan dolayi 6gretmenlerin serbest zaman becerileriyle
ilgili 6grencileriyle gergeklestirdikleri etkilesim ve deneyim hayati derecede 6nemli gériilmektedir. Bu
kapsamda bu arastirmada 6gretmenlerin GY olan 6grencileriyle serbest zaman becerilerine yonelik
yasadiklari deneyimin ortaya cikacak uygulama 6rnekleri, yasanan sorunlar ve bu sorunlara iliskin
sunacaklari ¢6ziim o6nerilerinin etkili 6gretmen 06grenci etkilesiminin saglanmasi bakimindan alan
yazina katki sunacagi distiintlmektedir. Bu arastirmanin yapilmasina bu gereksinimlerden yola gikilarak
karar verilmistir.

Bu arastirmanin amaci GY olan bireylerin devam ettikleri okul ya da siniflardaki 6zel egitim
O0gretmenlerinin GY olan bireylerin sinif icinde, 6gle arasi ve tenefflis gibi serbest zamanlardaki
davranislarina iliskin deneyimleri, goriis ve onerilerinin incelenmesidir. Bu amag¢ dogrultusunda su
sorulara yanit aranmistir:

1. GY olan 6grencilerle calisan 6zel egitim 6gretmenlerinin 6grencilerinin serbest zaman

kullanimina yonelik dislnceleri nelerdir?

2. GY olan o6grencilerle calisan 6zel egitim 6gretmenlerinin 6grencilerinin serbest zaman
kullanimina yonelik deneyimleri nelerdir?

3. GY olan 6grencilerle calisan 6zel egitim O6gretmenlerinin 6grencilerine serbest zaman
etkinliklerini 6gretirken deneyimleri nelerdir?

4. GY olan 6grencilerle galisan 6zel egitim 6gretmenlerinin 6grencilerine kazandirdigi serbest
zaman becerilerini GY olan 06grencilerin uygulamasina iliskin yasadiklari deneyimleri
nelerdir?

5. GY olan 6grencilerle calisan 6zel egitim 6gretmenlerinin 6grencilerinin serbest zaman
kullanimina yonelik beklenti ve 6nerileri nelerdir?

2. Yontem

Arastirmanin bu bolimiinde arastirmanin modeli, katilimcilar, katiimci 6zellikleri, veri toplama
teknikleri ve verilerin analizinin nasil yapildigi yer almaktadir.

2.1 Arastirma Deseni

GY olan 6grencilerin serbest zaman kullanimi ile ilgili 6zel egitim 6gretmenlerinin gorislerinin,
deneyimlerinin ve Onerilerinin incelenmesinin amaglandigi bu arastirmada nitel arastirma
desenlerinden fenomenolojik desen kullanilmistir. Fenomenolojik desen; farkindaligimizin var oldugu
ancak derinlemesine bir bilgi ve deneyim sahibi olmadigimiz olgularin diger kisiler tarafindan ne sekilde
algilandigini, deneyimlendigini kisilerin diinyasindan ayrintili bir bicimde betimlemeye ¢alisan nitel
arastirma desenidir (Bogdan ve Biklen, 2007). Bu arastirma siirecinde 6gretmenlerin algi, deneyim,
bakis acilarini ayrintih bir bicimde agiklamak ve bu olgulara yonelik bitiincil bir bakis agisi ortaya
koyabilmek icin fenomenolojik desen kullanilmistir. Arastirma siirecinde katiimcilardan derinlemesine
veriler toplayabilmek icin ana ve alt sorularla yari yapilandiriimis gériisme teknigi kullaniimistir.

2.2 Katilimcilar

Arastirmanin katilimci se¢cimi amacgh ornekleme cesitlerinden 6lgiit 6rnekleme ile yapilmistir
(Glesne, 2014; Yildirnm ve Simsek, 2018). Katilimci 6lgitleri: (a) GY olan 6grencilerle calismakta olan
Ozel egitim 6gretmeni olmak (b) MEB’e bagl devlet okulunda ¢alisiyor olmak. Arastirmaya bu ol¢itleri
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saglayan 10 6gretmen katilmistir. Arastirmaya katilan 6gretmenlerle ilgili demografik bilgilere Tablo
1’de yer verilmistir. Ogretmenlerin kimliklerinin gizli kalmasi icin her égretmene kod numarasi
atanmistir (Glesne, 2014; Yildirim ve Simsek, 2018).

Tablo 1. Katimci O§retmenlerin Demografik Bilgileri

Mesleki Gérev Bu . .
L . . .. okulda  Mezun olunan Universite-
Katilmci  Cinsiyet  Yas deneyim  yapilan  Okul tiirii v
calisma bélim
Yili kademe L
stiresi
Ogretmen Ozel Anadolu Universitesi-Ozel
g Erkek 39 16 Ortaokul egitim 6 yil ..t R
1 Egitim Boluma
sinifi
Biretmen Ozel Karadeniz Teknik
& 5 Erkek 43 18 Ortaokul egitim 3yl Universitesi-Ozel Egitim
ortaokulu Bolumu
Ogretmen Ozel Anadolu Universitesi-Ozel
& Kadin 38 16 Ortaokul egitim 1yl . e
3 Egitim BolUmU
sinifi
Ogretmen Ozel Anadolu Universitesi-Ozel
& Erkek 40 16 Ortaokul egitim 4,5 yil oot e
4 Egitim BolUmU
ortaokulu
- Ozel s
Ogretmen \din 42 17 ilkokul  egitim 5 yil Gazi Universitesi-Ozel
5 Egitim BOlUmU
sinifi
Ogretmen Ozel Ankara Universitesi-Ozel
& Kadn 36 12 ilkokul ~ egitim 4 ) VEISTES
6 Egitim Bolum{
ortaokulu
Ozel
Ogretmen Kadin 45 20 Lise egitim 8 Anadolvu. l.vac?'r?te.sfl—Ozel
7 uygulama Egitim Bolum{
okulu
Ogretmen Ozel Ankara Universitesi-Ozel
g Erkek 34 12 Ortaokul egitim 5 . e
8 Egitim Bolum{
sinifi
Ogretmen Ozel Ankara Universitesi-Ozel
g Kadin 38 15 Lise egitim 6 TS
9 - Egitim Bolumii
lisesi
Ogretmen Ozel Selcuk Universitesi-Ozel
& Kadin 36 14 Ortaokul  egitim 4 gux niversitest
10 anifi Egitim BAlUm

2.3. Veri Toplama Araglari

Bu arastirmada nitel arastirmalarda kullanilan veri toplama tekniklerinden yansitmali
arastirmaci ginlGgu kullanilmistir. Bununla birlikte yari yapilandiriimis gériisme teknigi de kullanilarak
veri gesitlemesi yapilmistir (Yildirim ve Simsek, 2018). Arastirmanin belirlenen ¢alisma takvimine uygun
devam etmesi, arastirmacilarin karsilastigi sorunlari ¢6zebilmesi icin 6zel egitim alaninda uzmanhgi
bulunan ve nitel arastirma tecriibesi bulunan arastirmacilar belirlenen araliklarla bir araya gelmislerdir.
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2.4. Goriismeler

Arastirmacilar alan yazin ve arastirma amaclarini géz 6niinde bulundurarak gériisme sorularini
hazirlamislardir. Gorlisme sorulari hazirlanirken sorularin konunun biitlin yonlerini sinamasina 6zen
gosterilmistir. Olusturulan sorularin alan yazin ve arastirma amacinin yaninda nitel arastirmalarin
gerekliliklerini tasimasina dikkat edilmistir. Arastirma sorulari hazirlandiktan sonra 6zel egitimde
uzman ve nitel arastirma tecriibesi olan bes uzmandan goris alinmistir. Bu gorisler dogrultusunda
arastirma sorulari diizenlenmis ve goriismeye hazir hale getirilmistir. Gériisme sorulari Ek-1'de yer
almaktadir.

2.4.1. Pilot Gériismeler

Gorisme sorularinin arastirma amacini daha iyi ortaya koymasi, gérisme sorularinin ve
formunun gecerliliginin denetlenmesi, arastirmacinin bu arastirmanin goérismeleriyle ilgili tecriibe
kazanmasini saglamak igin arastirma katilimci grubuyla benzer 6zellik gosteren, katilimci grubunun
disindan bir 6gretmenle pilot gériisme yapilmistir (Silverman, 2015). Pilot gériisme i¢ Anadolu
bolgesinde 789 bin nifuslu bir ilimizde yiz yize yapilmis ve gorisme kayitlari dékiim yapilarak
arastirmacilar tarafindan incelenmistir. incelemelerde herhangi bir sorunla karsilasiimamis ve
gorismelerin planlandigi sekilde tekrarlanmasi karari alinmistir.

2.4.2. Arastirma Gériismeleri

Arastirma kapsaminda toplam 10 gortisme gerceklestirilmistir. Gortismeler 28 Ekim 2023 ile 9
Arahk 2023 tarihlerinde 23 dk. 58 saniye ile 48 dk. 19 saniye arasinda gerceklesmistir. Arastirmacilar
gorliismeyi yapmadan once kendilerini tanitmis ve arastirma ile ilgili bilgileri katilimcilara vermistir.
Katilimcilardan arastirmaya katilmaya gonulli olduklarina dair yazili ve sozli gerekli izinler alinmistir
(Glesne, 2014). Katilimcilara istedikleri zaman arastirmadan ayrilabilecekleri ve kimliklerinin kesinlikle
gizli tutulacagina iliskin bilgi verilmistir. Yari yapilandiriimis gortismeler katilimcinin kendini rahat
hissetmesi igin katilimcilarin istedigi ortamlarda yiiz ylize ve/veya gevrim igi olarak gergeklestirilmistir.
Arastirmacilar nitel arastirma tekniklerinin geregi olan bir sekilde gérismeleri kayit altina almistir.
Arastirmacilarin ¢alistigl il disinda bulunan katilimcilarla yapilan gorismeler cevrim ici ortamda
gergeklestirilmistir. Gortsmelerin altisi ¢evrim igi, dordli yuz ylze olarak gergeklestirilmistir.
Gorismeler birinci ve ikinci yazar tarafindan gerceklestirilmistir.

2.5. Verilerin Toplanmasi

Arastirma slireci boyunca arastirmacilar tarafindan planlamalarin, yapilan hazirliklarin,
yasanilan deneyimlerin yazildig1 32 sayfa yansitmali arastirmaci ginltga, katihmcilarin demografik
bilgilerinin yer aldigi 10 sayfa dokiman ve katihmcilarla yapilan goérismelerden elde edilen
gorismelerin dokiimlerinin yer aldig1 84 sayfa veri toplanmistir. Arastirmanin analiz béliminde yari-
yapilandiriimis gériismelerden ve yansitmali arastirmaci glinliiklerinden elde edilen veriler igerik analizi
teknigiyle analiz edilmis ve sonuglar ortaya koyulmustur. icerik analizi; yazil metinlerden veya nitel
olarak anlamh verilerden tekrarlanabilir ve gecerli konjektiirler ortaya koymak igin gerekli olan
arastirma tekniklerinden biridir (Krippendorff, 2004). Arastirmanin analiz asamasi: 1) ses kaydi alinan
tlim gorismelerin dokimi 2) dokiimlerin dogrulugunun bir uzman tarafindan kontroll 3) dékiimlerin
kodlarinin belirlenmesi 4) arastirmacilarin kod anahtari gelistirmesi 5) kod anahtarlariyla gériismelerin
tamaminin arastirmacilar tarafindan ve vyarisinin 6zel egitim uzmani tarafindan bagimsiz olarak
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kodlanmasi seklinde gerceklesmistir. Katilimci 6gretmenlere iliskin gérisme takvimi Tablo 2’ de

verilmistir.
Tablo 2. Gériisme Takvimi
Katilimci Gériisme yolu Ortam Tarih Gériisme siiresi
Ogretmen1  Gorintili gérisme Sanal 28.10.2023 48 dakika 19 saniye
Ogretmen 2 Yiz ylize gorigme Okul 12.10.2023 25 dakika 54 saniye
Ogretmen 3 Yiiz ylze gérisme Ev 14.09.2023 30 dakika 01 saniye
Ogretmen 4 Yiz ylize goriisme Ev 14.09.2023 28 dakika 08 saniye.
Ogretmen 5 Yiz ylize goriisme Ev 16.09.2023 39 dakika 53 saniye
Ogretmen6  Gorintili gériisme Sanal 17.11.2023 25 dakika 47 saniye
Ogretmen 7 Gorlintli gorisme Sanal 23.11.2023 28 dakika 10 saniye
Ogretmen 8  Goriintili griisme Sanal 28.11.2023 33 dakika 51 saniye
Ogretmen9  Gorintili gériisme Sanal 05.12.2023 23 dakika 58 saniye
Ogretmen 10  Goriintili gorisme Sanal 09.12.2023 35 dakika 14 saniye

2.5.1. Verilerin Kodlanmasi ve Analizi

Arastirma slrecinde toplanan veriler detayli bir bicimde incelenmis, anlamli bolimlere ayrilmis
ve her bolimin kavramsal olarak ne anlama geldigi ortaya cikarilmistir. Temalarin olusturulabilmesi
icin alt temalar bir araya getirilmis ve hepsi birlikte degerlendirilerek temalar arasindaki ortak noktalar
bulunmustur. Veriler temalar ve alt temalar araciligiyla kategoriler haline getirilmis ve kendi arasinda
iliskili noktalari bir araya getirebilecek temalar ve alt temalar belirlenmistir. Arastirma kapsaminda
glvenirlik verilerini hesaplamak icin Huberman (1994) tarafindan ortaya konan Glvenirlik= Goéris
birligi/Goris birligi + Gorus ayriigr formala kullanilmigtir. Yapilan givenirlik hesabi %98 olarak
bulunmustur. Goértisme dokimlerinin analizinde NVIVO 1.7.2 nitel veri analiz programindan
yararlanilmistir.

Nitel arastirmalarda katilimcilardan toplanan verilerin inandiriciligl bu arastirma tirinin
dogasina gore cesitli dnlemlerin alinmasiyla saglanir (Yildirrm ve Simsek, 2018). Katilimcilardan
toplanan verilerden bitlincll bir sonug ortaya cikarirken verilerde gesitleme yaparak, katilimci onayi
ve uzman gorlst alarak inandiriciligr artiracak birtakim ek yontemler de kullaniimistir (Odom vd.,
2005). Katilimcilarinda insan bulunan arastirmalarda dikkat edilmesi gereken etik kurallar vardir. Bu
arastirmanin basindan sonuna kadar her asamada evrensel arastirma etigine uygun bir sekilde
diristlik, gizlilik, sorumluluk ve esit paylasim etik kurallarina uygun davranilmaya dikkat edilmistir.
Arastirma siirecinin basinda Bartin Universitesi Sosyal ve Beseri Bilimler Etik Kurulu’'ndan 16 Mart 2023
Tarih 2023-SBB-0140 protokol numarali etik kurul karariyla arastirmanin etik kurul onayi alinmistir.

3. Bulgular

Ogretmenlerle yapilan yari-yapilandiriimis gériismelerden elde edilen bulgular on tema altinda
ele alinmistir. Bu temalari altinda alt temalar olusturulmus ve analizleri yapiimistir. Analiz sonucunda
10 tema ve 36 alt tema ortaya ¢ikmistir. Arastirmanin bulgularini ortaya koyan temalar ve alt temalara
katilimci ifadelerinde dogrudan alintilarla verilmistir.

Analiz sonucu elde edilen temalar;

1. Ozel egitim 6gretmenlerinin serbest zaman ile ilgili diistinceleri
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2. Ozel egitim dgretmenlerinin serbest zaman kullaniminda yasadigi giiglikler

3. Mifredatta serbest zaman becerilerinin durumui ile ilgili gérisler

4. Ogrencinin Bireysel Egitim Planinda (BEP) serbest zaman becerilerinin bulunmasiyla ilgili
gorusler

5. Ozel egitim 6gretmenlerinin gergeklestirdikleri sinif igi ve sinif disi serbest zaman etkinlikleri

6. Serbest zaman becerilerini sergilemede 6grencilerin yasadigi giclikler ile ilgili gorusler

7. Ozel egitim 6gretmenlerinin serbest zaman becerilerinin 6gretimi ve uygulamasiyla ilgili
destegi kimden aldiklari ile ilgili gorusler

8. Serbest zaman 6gretiminde kullanilan ydontem ve teknikler

9. Serbest zaman becerilerinin kullaniminin hayati nasil etkiledigi

10. Yasanan gucluklerle ilgili 6gretmen beklentileri

3.1. Ozel Egitim Ogretmenlerinin Serbest Zaman ile ilgili Diisiinceleri

Arastirma slrecinde katilimcilara yoneltilen 6zel egitimde serbest zaman ile ilgili ne
diistindiiklerine iliskin soru hakkinda dokuz 6gretmen gériis bildirmistir. Ogretmenlerin cevaplarina
bakildiginda, katilimcilarin serbest zamanla ilgili daha ¢ok 6grencilerin teneffls- 6gle arasi gibi
zamanlarda ve o6grencilerin okul disi bos zamanlarinda gerceklestirdikleri etkinlikler oldugunu
o0gretmen 3 “Serbest zaman denildiginde yénergeler olmadan cocuklarin gecirebildigi vakit diyebiliriz.
Bunlara ¢ocuklarin teneffiislerdeki vakitleri eee okuldaki zamanlarindan bahsedersek iste 6gle arasinda
gecirdikleri vakitler diyebiliriz. Evde okuldan sonraki evde gectiklerindeki dénemde de ailelerinden
bagimsiz sokakta gecirdikleri vakitler olabilecegini diisiiniiyorum.” seklinde ifade etmistir. Bu
etkinliklerin onlari rahatlatacagini ve onlarin hayatlarina olumlu yénde etki edecek etkinlikler oldugunu
O0gretmen 9 “Serbest zaman etkinliklerinin onlari ¢ok olumlu etkileyecegini diisiiniiyorum farkl
insanlarla bir araya gelmek mesela bir kursa gittiginde kurslara katildiginda orda farkli insanlarla
iletisim kurmak onlarin ézgtivenlerini artiracadini ve giinliik hayatina olumlu bir etki yapacadini
diistintiyorum. Yani olumsuz etki saglamaktan ziyade ¢ok olumlu katkilar saglayacagina eminim. Bunu
kendi 6grencilerimden biliyorum.” diyerek ifade etmistir.

3.2. Ozel Egitim Ogretmenlerinin Serbest Zaman Kullaniminda Yasadigi Giigliikler

Ozel egitim 6gretmenlerinin serbest zaman kullaniminda yasadigi giicliikler; bilgi eksiklikleri,
fiziksel ortam yetersizlikleri, 6gretmen yetersizlikleri, teneffis strelerinin yetersizligi basliklar altinda
toplanmistir.

3.2.1 Bilgi Eksiklikleri

Ogretmenlerden 6 tanesi 6gretmenlerin lisans egitimi siirecinde serbest zaman kullaniminin
o0gretimine yonelik ders almadiklarini ve bu konuda bilgi eksiklikleri oldugunu sdylemislerdir.
Ogretmenlerden 10’ un serbest zamanda bilgi ve egitim eksiklikleri ile ilgili gorisleri “Evet soru
sorduktan sonra serbest zamanla ilgili cocuklara ¢ok fazla alan yaratmadigimi fark ettim aslinda. Ciinkdi
eee ben de o konuda bilgisizim onu da fark ettim hani hem o konuda bilgili olmayr hem de ¢ocuklara
serbest zamanla ilgili biraz daha 6gretim yapmama ihtiyaglari oldugunu diistindiim.” seklindedir.

3.2.2. Fiziksel Ortam Yetersizlikleri

Ogretmenlerden dort tanesi serbest zamanlarin degerlendirilecegi ortamlarin  pek
bulunmadigini, bulunan ortamlarin ise fiziksel yetersizlikleri bulundugunu ve 6gretmenlerden iki tanesi
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bu ortamlarda materyallere, zemin diizenlemelerine ihtiya¢ duyuldugunu ifade etmislerdir. Okullardaki
serbest zaman etkinliklerinin yapildigi ortamlarin fiziksel yetersizlikleri hakkindaki gorislerini
Ogretmen 10 “Hic destek almiyoruz hayir anladim herhangi bunla ilgili Milli Egitim’den veya okuldan
bunla ilgili bir destek yok. Eee hatta serbest yiiriime alanimiz bile yok.”, dgretmen 5 “Ozel egitim
okullarinin cogunda mesela fiziki ortamlari yeterli degil 6grencilerin vakit gegirdigi ortamlar dar alanlar
ya da ne biliyim hani béyle i imkanlarin kisith oldugu ortamlar. Ogrencilerin aktivitelerin yapildigi bir
ortam olsun ya da materyaller olsun ya yok ya da hani aktivitelerinin yapildigi seyler kisitli” seklinde

ifade etmislerdir.

3.2.3. Ogretmen Yetersizlikleri

Ogretmenler serbest zaman becerilerinin 6gretimi ve uygulanmasinda yasanan giigliiklerden
birinin de 6gretmen yetersizlikleri oldugunu ifade etmislerdir. Ogretmen 8 yasanan 6gretmen
yetersizliklerini “Okullardaki serbest zamanlarda ister hafif diizey i olsun i zihinsel yetersizlik olsun
ister otizm olsun 1 égretmenler ben de dahil serbest zamanlarinin ¢ok fazla kontrol edilmedigini ve bu
becerilerin égretilmedigini diisiintiyorum.” Seklinde ifade etmistir.

3.2.4. Teneffiis Siirelerinin Yetersizligi

Ogretmenlerden bir tanesi teneffiis zamanlarinda serbest zaman becerilerinin sergilenmesi igin
yeterli zaman olmadigini ve teneffis sirelerinin sadece 6grencilerin bahceye inip ¢cikmasina yeterli
oldugunu sdylemistir. Ogretmen 5 teneffiis sirelerinin yetersizligiyle ilgili goruslerini “Ders aramiz
kisith hani 6grencilerin bu zaman diliminde zil ¢aliyor bahgeye ¢ikacak ne biliyim hani bah¢eden gelecek
orda cocuklarin birbiriyle vakit gegirecedi zaman ¢ok kisith oldugu igin serbest zaman becerilerini ve
etkinliklerini verimli kullanamiyorlar.” s6zleriyle ifade etmistir.

3.3. Miifredatta Serbest Zaman Becerilerinin Durumu ile ilgili Gériisler

Gelisimsel yetersizligi olan 6grencilerle calisan O6gretmenlerin muifredatta serbest zaman
becerilerinin var olan durumu ile ilgili gorusleri incelendiginde 6gretmen gorusleri mifredatta yer
aldigi, mifredatta yer almadig), cesitli dlizenlemeler yaptiklari basliklari altinda toplanmustir.

3.3.1 Miifredatta Yer Aliyor

Ogretmenlerden dért tanesi serbest zaman becerilerinin miifredatta yer aldigini, bazi
ogretmenler de mifredatta yer alan bazi derslerin serbest zaman becerilerini kapsadigini ifade
etmislerdir. Ogretmen 6 serbest zaman becerilerinin miifredatta yer aldigyla ilgili gériislerini “Evet var
bizim serbest zaman etkinligi de diye de bir eee dersimiz var.” seklinde ifade etmistir. Ogretmen 7
mifredatta yer alan bazi derslerin serbest zaman becerilerini kapsadigini “Yani e tabii ki zaten
toplumsal uyum becerilerini biliyorsunuz egitim uygulama okullarinda toplumsal uyum becerileri diye
bir ders var, bunlar cogunlukla serbest zaman etkinliklerini de igeriyor.” seklinde ifade etmistir.

3.3.2. Miifredatta Yer Almiyor

Ogretmenlerden bes tanesi serbest zaman becerilerinin miifredatta yer almadigini ifade
etmislerdir. Serbest zaman becerilerinin mifredatta yer almadigiyla ilgili Ogretmen 10 “Ozel egitim
okullarinda miifredatta béyle bir eee sey var mi hani bu becerilerin 6gretimine yénelik veya bu
becerilerin kullanilmasina yénelik de yok”, 6gretmen 3 “Se¢meli ders olarak ya da ders olarak serbest
zaman etkinlikleri yok” seklinde goris belirtmistir.
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3.3.3. Cesitli Diizenlemeler Yapiyoruz

Ogretmenlerin 8’ i serbest zaman becerilerinin 6gretiminde miifredatta var olan serbest zaman
becerilerini 6grencisinin seviyesine gore uyarladiklarini veya mifredatta olmayan becerileri
miifredatta cesitli diizenlemeler yaparak 6gretimini gerceklestirdiklerini ifade etmislerdir. Ogretmen 2
serbest zaman becerileriyle ilgili yaptigi diizenlemeleri “Yani tiim miifredat icerigi tiim ¢ocuklara uygun
olmuyor. Dolayisiyla 1 BEP’lerini hazirlarken de bunu g6z éniinde bulunduruyoruz. Onlarin
yapabilecekleri eee serbest zaman etkinlikleri ve becerileri se¢cmeye ¢alisiyoruz.” ifadeleriyle dile
getirmigtir.

3.4. Ogrencinin BEP’inde Serbest Zaman Becerilerinin Bulunmasiyla ilgili Gériisler

Ogretmenlerden dérdii serbest zaman becerilerinin 6grencinin BEP” inde bulunmasi gerektigini
ve BEP’ te bulunan bu becerilerin 6gretmenin planl ilerlemesine yardimci olacagini ifade etmislerdir.
Ogretmen 1 serbest zaman becerilerinin 6grencinin BEP” inde bulunmasinin gerektigini “Ozellikle orta
agir cocuklarla ders yapamadigimiz icin yani miifredatta bulunmasi bizim icin ¢ok iyi bir yandan da
kurtarici plan yani. En azindan neler yapacagimiz konusunda bize rehber oluyor.” seklinde ifade
etmistir. Ogretmen 3 ise “Eder BEP’ te yer almazsa ya da planinizda yoksa bir anda bosluga
diistiyorsunuz. Yani bugiin artik ben ne yaptiracagim, belli saatten sonra eee bu ¢cocugun zamanini nasil
dolduracagim gibi bir bosluga diisiiyorsunuz.” ifadeleriyle serbest zaman becerilerinin 6grencinin BEP’
inde bulunmasi gerektigini agikca ifade etmistir.

3.5. Ozel Egitim Ogretmenlerinin Sinif iginde ve Sinif Disinda Gergeklestirdikleri Serbest Zaman
Etkinlikleri ile ilgili Goriisleri

Gelisimsel yetersizligi olan 6grencilerle ¢alisan 6gretmenler sinif iginde gerceklestirdikleri
serbest zaman etkinliklerini internet Uzerinden gerceklestirdikleri etkinlikler, kendilerinin
olusturduklari etkinlikler, cesitli kurall, kuralsiz, mizikli oyunlar oynatma basliklari altinda toplanmistir.

3.5.1. internet Uzerinden Gergeklestirilen Etkinlikler

Ogretmenlerden 3’l bazi serbest zaman etkinliklerini internet izerinden gergeklestirdiklerini
veya orda daha 6nceden gerceklestirilmis olan etkinlikleri 6rnek alarak dizenleme yaptiktan sonra
gerceklestirdiklerini ifade etmislerdir. Ogretmen 2 bu konudaki gorislerini “Kendi olusturdugumuz
etkinlikler disinda 11 internet ortaminda ézel egitime yénelik sitelerden bazi etkinlikleri ve buradaki daha
once yapilmis i etkinlikler yol gésterici oluyor.” seklinde ifade etmislerdir.

3.5.2. Ogretmenlerin Kendilerinin Olusturduklari Etkinlikler

Ogretmenler kendilerinin olusturduklari serbest zaman etkinlikleri ile ilgili sinifta yer alan
materyal ve ortamlarla kendilerinin olusturduklari etkinlikleri yaptiklarini ifade etmislerdir. Bu konuda
O0gretmen 7 “Gazete okumayla ilgili yapmistim. Ben eee 6ncelikle mesela bunun bir beceri analizini
ctkarmistim hani gazete okuma gazete okumayla ilgili bir de kitap okumayla ilgili eee o becerilerle ilgili
mesela iste ne yapabilir nerden alabilir hani satin almasindan iste materyali satin almasindan okumasi
kaldirmasi iste sonra onu geri dénlisiime atmasiyla ilgili bir ¢alisma yapmistim.” seklinde gorislerini
belirtmislerdir.
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3.5.3. Cesitli Oyunlar Oynatma

Ogretmenlerin hepsi gesitli oyunlar oynatarak gerceklestirdikleri serbest zaman etkinliklerini
ve sinif i¢i ve sinif disinda gergeklestirdikleri kuralli ve kuralsiz oyunlarla bu serbest zamanlari
degerlendirdiklerini bu bashkta ifade etmislerdir. Ogretmen 4 sinif icinde ve disinda gerceklestirdigi
serbest zaman etkinliklerini “Mesela 2, 3 ders iist liste Tiirkce matematik sosyal fen akademik
derslerden sonra ¢ocuklarin yoruldugunu hissediyorsun. Sonra diyoruz ki hadi gelin kutu oyunu
oynayalim sinirrmizdan kutu oyunlarimiz var onlari ¢ikarip oynuyoruz, tombala gibi, esleme gibi, anlamli
kelimeleri bulmak gibi, ¢ark ¢evirme gibi sonra masada top yuvarlama gibi farkli etkinlikler
yapabiliyoruz. Sonra sira disarisina ¢ikip  hani bahgede futbol oynatabiliyoruz bu sekilde
degerlendiriyoruz.” sozleriyle ifade etmistir.

3.6. Serbest Zaman Becerilerini Sergilemede Ogrencilerin Yasadigi Giigliikler ile ilgili Goriisler

Ogretmenler serbest zaman etkinliklerini gerceklestirirken 6grencilerin yasadiklari giiclikler
hakkindaki gorusleri; ekran bagimliligi, kuralli oyun oynamada gticlikler, oyunlara katilimda gtclikler
basliklari altinda toplanmustir.

3.6.1. Ekran Bagimliligi

Ogretmenler serbest zaman becerilerinin sergilenmesinde 6grencilerin yasadig giicliklerden
birinin ekran kullanim siirelerinin uzunlugu olarak ifade etmislerdir. Ogretmen 1 ekran bagimhlig ile
ilgili gorislerini “Cocuk dedigim gibi belli bir seyden sonra ders ve etkinlik yapmak istemiyor sikilmaya
basliyor ve ¢cogu ekrana bagimli cocuklar bir an énce akilli tahtadan bir seyler izleyeyim, akilli telefonda
oynayayim modunda.” Sozleriyle ifade etmislerdir.

3.6.2. Kuralli Oyun Oynamada Giigliikler

Ogretmenlerin &grencilerin serbest zaman etkinliklerinin gerceklestirirken kuralli oyun
oynamada gilclikler yasadigini, oyuna katilamadigini, oyunu stirdirmede sorunlar yasadigini ve bunun
devaminda davranis sorunlarinin ortaya ciktigin ifade etmislerdir. Ogretmen 3 bu giicliikler ilgili
gorislerini “Teneffiislerde birlikte arkadaslariyla beraber oyun kuralla oyun oynama ydnergeleri
sunuyoruz onlara bunlari uygulamada ¢ok zorlaniyorlar.” Ogretmen 3 “hepsi birbirinden farkl oldugu
icin dogal olarak kurallara uymayan 6grenciler de oluyor ama bu 6grenciler biraz zorluk ¢ikariyor hani
kuralli oyunlarda.” sozleriyle ifade etmislerdir.

3.6.3. Oyunlara Katilimda Giicliikler

Ogretmenlerin 4’l dgrencilerine serbest zaman etkinliklerinde oyunlar oynatirken gelisimsel
yetersizligi olan 6grencilerin oyunlara katihmda glclikler yasadigini ifade etmislerdir. Oyunlara
katilimlarda yasanan glglikleri 6gretmen 1 “Siz ¢ikarip onlarla bir oyun bir etkinlik yapmaya
calistiginizda ¢ocuklar bu konuda geri kaliyorlar. O ortama gelmek istemiyorlar, oyun oynamak
istemiyorlar veya ortama gelip oyuna katilmayi reddediyorlar.” sozleriyle ifade etmislerdir.

3.7. Ozel Egitim Ogretmenlerinin Serbest Zaman Becerilerinin Ogretimi ve Uygulamasiyla ilgili
Destegi Kimden Aldiklan ile ilgili Goriisler

Gelisimsel yetersizligi olan 6grencilerle ¢alisan bazi 6gretmenlerin serbest zaman becerilerinin
o0gretimi ve uygulamasiyla ile ilgili destekleri kimden aldiklari ile ilgili gbrisleri; brans 6gretmenleri ve
destek almiyorum basliklari altinda toplanmistir.
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3.7.1. Brans Ogretmenlerinden

Ogretmenlerden 3’l serbest zaman becerilerinin dgretimi ve uygulamasiyla ilgili destekleri
brans 6gretmenlerinden aldiklarini séylerken bircogu destek almadigini serbest zaman becerilerini
kendisinin planlayip uyguladigini ifade etmislerdir. Ogretmen 1 brans égretmenlerinden destek aldigini
“Brans égretmenleri arkadaslardan yardim aliyoruz.” ifadeleriyle, 5gretmen 5 “Brans 6§retmenlerimiz
var miizik beden resim gibi iste 2 égretmen derse giriyoruz sag olsunlar bizlere ¢cok yardimci oluyorlar
desteklerini esirgemiyorlar.” sozleriyle ifade etmislerdir.

3.7.2. Destek Almiyorum

Ozel egitim dgretmenlerinin alti tanesi serbest zaman becerilerinin dgretimi ve uygulamasiyla
ilgili destek almadigini ve bu becerilerin planlanmasi, 6gretilmesi ve uygulanmasini kendisi
gerceklestirdigini ifade etmislerdir. Serbest zaman becerilerinin 6gretimi ve uygulamasiyla ilgili destek
almadigini 6gretmen 9 “Destek almiyoruz. Planlama ve 6gretimleri kendim gerceklestiriyorum.”,
o0gretmen 4 “Kimseden destek almadim. Kendi ¢abalarimla 6gretmen arkadasimla beraber onun
becerileriyle ikimiz kendi becerilerimizi birlestirip bu becerileri 6gretiyoruz. Okul icerisinden ya da okul
disinda hi¢ kimseden destek almiyorum.” s6zleriyle agiklamiglardir.

3.8. Serbest Zaman Ogretiminde Kullanilan Yontem ve Teknikler

Gelisimsel yetersizligi olan Ogrencilerle calisan Ogretmenler serbest zaman becerilerini
ogretirken kullandiklari yéntem ve teknikler; dogrudan 6gretim yontemi, model olma, yanlissiz 6gretim
yontemleri ve 6gretim yapmiyorum basliklari altinda toplanmistir.

3.8.1. Dogrudan Ogretim Yéntemi

Gelisimsel yetersizligi olan 6gretmenlerle ¢alisan 6gretmenlerden (i¢ tanesi serbest zaman
becerileri dogrudan 6gretim yéntemi ile 6grettigini soylemislerdir. Ogretmen 4 “Daha ¢ok ya adirlikli
olarak dogrudan 6gretim yéntemini kullaniyoruz.” s6zleriyle aciklamistir.

3.8.2. Model Olma

Ug 6gretmen serbest zaman becerilerini 6gretirken model olmayi kullandiklarini ve model
olmayla birlikte ipuglarini, fiziksel yardimi kullandiklarini ifade etmislerdir. Ogretmen 2 “Neyi nasil
yapacadini gésterme gibi model olma yéntemini kullaniyoruz. Model olduktan sonra fiziksel yardim
mutlaka veya ipuglarini kullaniyoruz.” ifadeleriyle model olmayi serbest zaman becerilerini 6gretirken
kullandigini dile getirmistir.

3.8.3. Yanlissiz Ogretim Yéntemleri

Gelisimsel yetersizligi olan 6grencilerle ¢alisirken yanlissiz 6gretim yontemlerini kullandigini
ifade eden iki 6gretmen olmustur. Ogretmen 1 “iste es zamanli 6§retim yéntemi gibi yanlissiz 6§retim
yéntemlerini kullanmaya ¢alisiyoruz.” s6zleriyle bu yontemleri 6gretimde kullandigini ifade etmistir.

3.8.4. Ogretim Yapmiyorum

Ogretmenlerden bir tanesi bu becerilerin 6gretimini planli bir sekilde yapmadigini, herhangi bir
yontem kullanmadigini ifade etmistir. Ogretmen 9 “Acikcasi ¢ok égretim yaptigimi diisiinmiyorum.
Genel konusma oluyor. Atiyorum biz zekd@ oyunlari atélyesine gittigimizde kurallari anlatiyorum
buradaki kurallar bu gibi. Sonra aldigimiz oyuncaklarla nasil oynayacagdiz, akil oyunlariyla nasil
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oynayacadgiz bunlari séyliiyorum. Dogrudan dogag¢lama oluyor hocam. Spesifik 6gretim yapiyorum
diyemeyecegim.” ifadeleriyle dile getirmistir.

3.9. Serbest Zaman Becerilerinin Kullaniminin Ogrencinin Hayatina Etkileri

Serbest zaman becerilerinin kullaniminin 6grencinin hayatina etkileri ile ilgili gbrusler ailenin
hayatina katkilari, 6gretmene katkilari, okula katkilari, topluma katkilari ve 6grencinin bagimsiz
yasamina katkilari bagliklari altinda toplanmugtir.

3.9.1. Ailenin Hayatina Katkilari

Gelisimsel yetersizligi olan 0Ogrencilerin serbest zaman becerilerini kazanip bu becerileri
bagimsiz sekilde uygulamasinin ailenin hayatina katki saglayacagini, onlarin kendilerine zaman
ayirmasina olanak saglayacagini ve bunun onlari mutlu edecegini ifade eden yedi 6gretmen olmustur.
Ailenin hayatina olan olumlu etkiyi 6gretmen 1 “Cocuklari béyle farkli serbest zaman etkinlikleriyle
aslinda donatabilsek eminim aileler de bu becerilerin evde sergilendigini gérse daha fazla mutlu olur.”,
6gretmen 6 “cocuklar bu becerileri bagimsiz uygularken aileler rahat bir nefes aliyor diyebilirim ¢ay
icmeye kahve icmeye disarda bir zaman gecirmeye daha rahat bir sekilde ¢ikabilir ve mutlu olur.”
sozleriyle dile getirmislerdir.

3.9.2. Ogretmene Katkilari

Gelisimsel yetersizligi olan Ogrencilerin serbest zaman becerilerini kazanip bu becerileri
bagimsiz sekilde uygulamasinin 6gretmene davranis problemlerinin ¢ozllmesi ile ilgili i 6gretmen,
sinif ici ve disinda siirekli 6gretmen kontroliine gerek kalmayacagini ve 6gretmene zaman kazandirarak
onu olumlu motive edecegini 6 6gretmen dile getirmistir. Ogretmen 1 davranis problemlerini
c6zmesini “Odrencileri bu becerileri sergilediginde davranis problemleri géstermemeleri avantaj olur
ve cocuklarin farkli davranis sorunlariyla bu kadar bogusmak zorunda kalmayiz. Eminim ki ¢ocuklarin
hoslanacagi etkinlikler olsa belki istedigin gibi dersten arta kalan zamani da iyi degerlendirmis olacagiz.
Tamamen ders lizerine ve editim lizerine gittigimizde 6grenci performansi da diisiiyor.” bu sekilde ifade
ederken, siirekli 6gretmen kontroliine gerek kalmayacagi ile ilgili Ogretmen bes “Serbest zamanin
verimli kullanilmasi 6grencinin kendi ayaklarinin (izerinde durmasini saglayacak ve akranlariyla ya da
bulundugu ortamda diger kisilerle daha kaliteli zamanlar gegirmesini saglayacak. illaki bir yetiskinin bir
6gretmenin giidiimiinde olmasina gerek kalmayacak bu da égretmene alan yaratarak onu olumlu
etkileyecektir.” ifadelerde bulunmustur.

3.9.3. Okula Katkilari

Ogretmenler gelisimsel yetersizligi olan 6grencilerin serbest zaman becerilerini kazanip bu
becerileri bagimsiz sekilde uygulamasinin okula katkisi, olasi davranis problemlerinin 6niine gegerek
okulda guvenli bir ortam yaratmasidir. Bu konu ile ilgili (¢ 6gretmen gorislerini ifade etmistir.
Ogretmen 1 “Cocuklar teneffiise ¢ikardigimizda daha fazla davranis sorunu géstermeye basliyor.
Mesela teneffiiste oynarken diger ¢ocuklarin oyunlarina gidip miidahale ediyor. Ya da sadece
kosturmaya basliyor okulun bahgesinde. Okul agik¢asi idari personel olsun nébetgi 6gretmenler olsun
bu durumdan muzdarip oluyorlar ¢iinkii o ¢ocugun bir yere ¢carpmasi ya da diismesi durumunda
kendileri de bu durumda sorumluluk altinda kalacaklari igin. inanin ¢ocuklarin yapabilecedi serbest
zaman etkinlikleri olsa personel ve 6gretmenler béyle bir kaygi yasamazlar.” sézleriyle bu durumu ifade
etmistir.
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3.9.4. Topluma Katkilari

Ogretmenler gelisimsel yetersizligi olan 6grencilerin serbest zaman becerilerini kazanip bu
becerileri bagimsiz sekilde uygulamasinin bireyin toplumsal uyumuna katki saglayacagini ifade
etmislerdir. Ogretmen 9 bu becerileri 6grenen ve sergileyen &grencilerin toplumla uyum iginde
yasayacagini “Cocuklarimiz bu becerileri kazanirsa daha ¢ok topluma kaynasacaklardir. Yani toplumdan
cok dislanmadan hani her ortamda bulunabilecekler ve kendilerini daha giizel ifade edebileceklerdir.
Toplumda bagimsiz yasamlarini da 6nemli diizeyde etkileyecektir diye diisiiniiyorum.” sozleriyle ifade
etmigtir.

3.9.5. Ogrencinin Bagimsiz Yasamina Katkilari

Gelisimsel yetersizligi olan oOgrencilerin serbest zaman becerilerini kazanip bu becerileri
bagimsiz sekilde uygulamasinin onlarin bagimsiz yasamlarina katki saglayacagini tic 6gretmen dile
getirmistir. Ogretmen 5 “Hani arkadaslariyla, akranlariyla daha kaliteli daha verimli zaman gegirmesini
saglar yani hayatin icine daha bagimsiz olmasini saglayacak olumlu etkileri olacagini diisiiniiyorum.”
seklinde gorislerini agiklamustir.

3.10. Yasanan Giigliiklerle ilgili Ogretmen Beklentileri

Serbest zaman becerilerin planlanmasi, 6gretilmesi ve 6grenci tarafindan bagimsiz olarak
uygulanabilmesi icin 6gretmenlerin beklentileri aileden beklentiler, okul yonetiminden beklentiler ve
Milli Egitim Bakanligi (MEB)'ndan beklentiler basliklari altinda toplanmistir.

3.10.1. Aileden Beklentiler

Serbest zaman becerilerinin 6grenciler tarafindan bagimsiz bir sekilde sergilenebilmesi icin
Ogretmenler ailelerden 6gretilen serbest zaman becerilerini evde de gergeklestiriimesini, ekran
siiresinin azaltiimasini, 6grencilerini tanimalarini ve takip etmelerini beklemektedirler. Ogretilen
serbest zaman becerilerinin evde de gergeklestiriimesi gerektigini yedi 6gretmen ifade etmistir.
Ogretmen 2 “Okul ve aile kesinlikle ayrilmaz bir parca. Okulda yapilanlarin aile tarafindan her sekilde
tekrar edilmesi gerekiyor. Okul ve aile arasinda kopukluk oldugu zaman higcbir sekilde dgrencide yani
kalici 6grenme saglayamiyoruz.” ifadeleriyle becerilerin aile tarafindan evde de desteklenmesi
gerektigini ifade etmislerdir.

3.10.2. Okul Yonetiminden Beklentiler

Ogretmenler gelisimsel yetersizligi olan 6grencilerin serbest zaman becerilerini kazanip bu
becerileri bagimsiz sekilde uygulamasi igin okul yonetiminden fiziksel ortam yaratmalarini, okul disi
etkinlikler diizenlemelerini, materyal destegi ve teknolojik destek saglamalarini beklemektedirler. Okul
yonetiminin fiziksel ortamlari olusturmasi icin; lic 6gretmen okul yonetiminin okul igindeki fiziksel
ortamlari gelisimsel yetersizligi olan ¢ocuklarin serbest zaman etkinliklerini gergeklestirebilecekleri
ortamlar haline getirmelerini, var olan ortamlarda dlizenleme yapmalarini beklediklerini dile
getirmislerdir. Ogretmen 6 “Ogrencilerimiz gercekten cok hizli bir sekilde sikiliyorlar bahgeye ¢ikan
diger siniftaki ¢ocuklar kendi kendilerine birazcik zaman gegirebilmelerine ragmen bizimkiler
geciremiyorlar. Okulda bizim &grencilerimizin sinif disarisina zaman gegirebilecekleri farkli alanlar
olusturulabilirler. Alternatif spor salonu, miizik salonu ne biliyim iste oyun salonu balon salonu, top
salonu falan gibi bir¢ok etkinlik alani olusturabilirler.” s6zleriyle beklentilerini ifade etmistir. Katilimci
ogretmenlerden dort tanesi okul yonetiminin bu becerilerin desteklenmesi icin okul yénetiminin okul
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disi geziler diizenlemeleri beklentisi icinde olduklarini séylemislerdir. Ogretmen 3 okul yénetiminden
beklentilerini “Yapilan etkinligin bah¢ede olup sinifta olup kalmasi uygun olmaz. Baska ortamlara
tasinmasi konusunda iste geziler olabilir, etkinlikler olabilir okul yénetimi de bunlari planlayip hayata
gecirebilir.” ifadeleriyle dile getirmistir.

3.10.3. MEB’den Beklentiler

Ogretmenler gelisimsel yetersizligi olan &grencilerin serbest zaman becerilerini kazanip bu
becerileri bagimsiz sekilde uygulamasi icin MEB’den beklentileri bltce, egitim ve materyal basliklari
altinda toplanmistir. Ogretmenler MEB’den 6grettikleri serbest zaman becerilerinin sergilenmesi igin
serbest zaman etkinliklerinin gergeklestirilebilecekleri ve materyal ihtiyaglarini gidermek igin biitce
destegi beklentisi icinde olduklarini ifade etmislerdir. Ogretmen 2 “Millf EGitim Bakanhgindan okullara
destek saglamasini bekliyoruz ¢iinkii biz okula séyledigimiz zaman genelde biitge sorunuyla
karsilasiyoruz. Milli Egitim Bakanhdinin béyle bir biitcenin ayrilmasi gerektigini diisiiniiyorum. Bunun
iste gerek materyalde, egitim 6gretimde, sinif icinde, etkinlik diizenlendiginde kullaniimasi gerektigini
diisiiniiyorum.” ifadeleriyle beklentilerini dile getirmistir. Ogretmenlerden dort tanesi de MEB’den
hizmet ici egitimlerle serbest zaman becerilerinin 6gretiminde Ogretmenlere egitim destegi
saglamasini beklemektedir. Ogretmen 6 “Bakanliktan bence biraz daha o serbest zaman becerilerini
nasil calisilabilecegiyle alakali egitim veya daha detayl bir ¢alisma ve yonlendirme ile bize destek
saglayabilir.” ifadeleriyle bakanlktan egitim beklentisini ifade etmistir.

4, Tartisma, Sonug, Oneriler

Bu arastirmanin amaci GY olan bireylerin devam ettikleri okul ya da siniflardaki 6zel egitim
ogretmenlerinin GY olan bireylerin sinif icindeki, 6gle arasi ve teneffiis gibi serbest zamanlardaki
davranislarinailiskin deneyimleri, goris ve dnerilerinin incelenmesidir. Arastirma amaci dogrultusunda
Ozel egitim 6gretmenleriyle yari yapilandirilmis gériismeler gerceklestirilmistir. Gériismeler sonunda
elde edilen veriler icerik analizi teknigi ile analiz edilmistir. Gergeklestirilen analizler sonucunda
katilimcilarin ortaya koydugu gorisleri yansitan tema ve alt temalar olusturulmustur. Bu bélimde elde
edilen tema ve alt temalara iliskin veriler, arastirmanin ilgili literatlrl ve arastirmacilarin gorusleri
dogrultusunda tartisiimistir.

Serbest zaman etkinlikleri, 6nemli Olclide sosyal diinyayl deneyimleme firsati saglar. Belirli
acllardan, sadece serbest zaman etkinliklerimizden olusuruz ve bu etkinlikler kisiligimizi sekillendirir ve
gelistirir (Shabani Afaran vd., 2014). Ancak serbest zaman etkinliklerine katilma imkanlari daha sinirli
olan yetersizligi olan bireyler, yeteneklerini kesfetme konusunda daha az firsat elde etmektedir (King
vd., 2003). Bununla birlikte serbest zaman etkinliklerine diizenli katilim bireyin fiziksel uygunlugunun
gelismesi, saghk ve iyilik hali Gizerinde (Aitchison, 2000; Ashraf vd., 2020) ve 6zgliven kazanmasinda
onemlidir (Aitchison, 2000). Serbest zaman etkinlikleri ile yetersizligi olan bireylerin beceri ve yetenek
gelisimi de desteklenmektedir. Serbest zaman etkinliklerine katilmak yetersizligi olan bireylerin sosyal
olarak izole olmasini da 6nlemektedir (Ashraf vd., 2020).

Arastirmanin ilk temasi, 6zel egitim 6gretmenlerinin serbest zaman ile ilgili dislincelerinin
ortaya konmasidir. Literatlirde de bu arastirmanin bulgularina benzer sekilde GY olan bireylerde
serbest zaman kullaniminin énemli oldugu (Aitchison 2000; Artar ve Ergenekon, 2020; Cay, 2019;
Eldeniz Cetin ve Cay, 2017; Kurt, 2006; Poulsen vd., 2008) ve teknoloji kullanimina olanak sagladigi
belirtiimektedir (Artar ve Ergenekon, 2020). Bu arastirma bulgulariyla benzer sekilde Aitchison (2000)
arastirmasinda yetersizligi olan geng bireylerin serbest zamanlarinda teknoloji ile mesgul olduklarini
belirtmektedir. Bu arastirmanin bulgusundan farkli olarak serbest zaman becerilerini kazandirmanin
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ogrencilerin oyun kurma ve oyun kurallarini anlamalarini sagladigi belirtiimektedir (Eldeniz Cetin ve
Cay, 2020). Serbest zamanin etkili kullaniimasi GY olan bireyin serbest zamanda gecirdigi vaktini daha
nitelikli gegirmesini, oyun oynamasini, bu oyun ve etkinliklerle sosyallesmesini, hem de eglenip
dinlenmesini sagladigi dislinilmektedir. Bununla birlikte serbest zamanda GY olan bireyler dijital
diinyaya adim atmakta, teknolojik araglarla daha fazla zaman gecirebilmektedir. Teknolojik araglarin
dogru kullanildiginda muzik dinlemek, video/film izlemek, internetten merak edilen bir konuda arama
yapmak ve haber okumak gibi bircok faydasinin oldugu séylenebilir.

Arastirmanin ikinci temasi, 6zel egitim 6gretmenlerinin serbest zaman kullaniminda yasadigl
gicliklerle ilgilidir. Ozel egitim 6gretmenleri serbest zaman kullaniminda yasanan bilgi eksiklikleri,
fiziksel ortam yetersizlikleri, okulun rutinleri, materyal eksiklikleri, teneffiis sirelerinin yetersizligi,
arkadaslk kurmada yasanan gicliikler, ekran bagimhhgi, kuralli oyun oynamada yasanan gliclikler ve
etkinliklere katiimda yasanan glgliklerle karsilagtiklarini ifade etmislerdir. Bu arastirmanin bulgularina
benzer sekilde Buttimer ve Tierney (2005)'te serbest zamana katilim konusunda ortam
yetersizliklerinin engel olusturabilecegini belirtmektedir. MEB (2018)'e gore oOzel gereksinimli
cocuklarin grupla oyun oynama becerilerinde bazi yetersizlikler sergileyebilecekleri bundan dolayi bu
cocuklarin akranlariyla oyun oynama ve oyun kurallari gibi becerin 6gretimine gereksinim duyduklari
belirtilmektedir. Bu arastirma bulgusuyla benzer sekilde Eldeniz Cetin ve Cay, (2017)’de serbest zaman
kullaniminda materyal eksikliginin ve uzun sireli teknoloji kullaniminin serbest zaman kullaniminda
sorun olusturabilecegini belirtmektedir. Ozel egitim 6gretmenlerinin serbest zaman kullaniminda
yasadigi glicliklerden biri de GY olan 6grencilerin arkadaslhk kurmada yasadigi glicliklerdir. Bu
arastirma bulgusuna benzer sekilde 06zel gereksinimli cocuklarin; arkadaslik kurmada, okulda
kendiliginden etkilesim baslatmakta ya da diger ¢cocuklar tarafindan baslatilan etkilesimlere katilmakta
sorunlar yasadiklari (Pijl ve Hamstra, 2005), okullardaki serbest zaman saatlerinde yetersizligi olan
bireylerin yasitlariyla birlikte olmak yerine yalniz kalabildikleri belirtilmektedir (Aitchison, 2000). Bu
arastirmanin bulgularindan farkh olarak Eldeniz Cetin ve Cay (2020) arastirmasina gore GY olan
ogrencilere serbest zaman becerilerini 6gretirken 6gretmenlerin ¢cogunun 6grencilerinin problem
davranislarinin gérildiigiini belirtmislerdir. Bu tiir problem davraniglarin ortaya ¢ikmasi serbest zaman
becerilerinin edinimini gliclestirmektedir. Ancak Eldeniz Cetin ve Cay (2020) arastirma sonuglarina goére
GY olan 6grencilere serbest zaman becerilerini 6gretirken 6gretmenlerin zorlanmadiklari bulgusuna da
ulasiimistir.

Arastirmanin bir diger temasi, 6gretmenlerin mifredatta serbest zaman becerilerinin durumu
ile ilgili gorislerine yoneliktir. Bu kapsamda 6gretmenlerin besi miifredatta serbest zaman becerilerinin
bulunmadigini distinirken, dort 6gretmen mifredatta serbest zaman becerilerinin bulundugunu
disinmektedir. Bununla birlikte sekiz 6gretmen mdifredatta dizenleme yaparak serbest zaman
becerilerini kullandigini ifade etmistir. MEB’ in 2018 yilinda yayimladigi hafif diizeyde zihin yetersizligi
olan c¢ocuklar ilkokullar ve ortaokullar haftalik ders gizelgesinde serbest etkinlikler dersi ilkokul birinci
sinifta dort saat, ikinci sinifta ve Gglinct sinifta iki saat seklinde segmeli ders olarak bulunmaktadir.
Serbest zaman etkinliklerinin uygulanmasi, velinin talebine baghdir ve okul yonetiminin karariyla
belirlenir; bu etkinlikler zorunlu degildir. Bazi 6gretmenler serbest zaman becerilerinin mifredatta
bulundugunu, bazi 6gretmenler ise bulunmadigini dislinmektedir. Bu distince farkinin 6gretmenlerin
farkh okul tlri ve kademelerde galisiyor olmalari ve serbest zamana iliskin derslerin segmeli olmasi
nedeniyle bu derslerin uygulanmasinin velinin istegi dogrultusunda gergeklestirilmesiyle
aciklanabilecegi dlsinllmektedir. MEB 6gretim programlarinda serbest etkinlikler icin; 06zel
gereksinimli bireylerin el géz koordinasyonu, sosyal hayata uyum, bos zamanini degerlendirme, amacgli
oyun oynama, grup oyunlarina katihm, sinif etkinliklerine katilim, kurallara uyma davranislarinin
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calisilmasi gerektigi belirtilmektedir. Bu davranislarin yani sira serbest zaman etkinliklerinin
Bireysellestirilmis Egitim Birimi tarafindan belirlenecegi ve ¢ocugun ilgi ve ihtiyaclari ile bulunulan
¢evrenin sartlarinin dikkate alinmasi gerektigi belirtilmektedir. MEB’in serbest zamana iligkin
kazanimlarinin GY olan 6grencilerin okul ve sinif igindeki ihtiyaglari dogrultusunda planlandigi
gorilmektedir. Bu kapsamda 6zel egitim 6gretmenlerinin BEP birimiyle koordineli olarak 6grencilerinin
ilgi ve ihtiyaglarini da dulslinerek serbest zaman etkinliklerini derslerine entegre edebilecekleri
disinidlmektedir.

Arastirmanin bir diger temasi, 6zel egitim 6gretmenlerinin gerceklestirdikleri sinif ici serbest
zaman etkinliklerine iliskindir. Ozel egitim dgretmenlerinin hepsi sinif ici oyun-miizik etkinliklerine yer
verdiklerini, ¢ 6gretmen kendilerinin olusturduklari etkinliklere yer verdiklerini ve bir 6gretmen de
akilli tahta (internet) Gzerinden yapilan serbest zaman etkinliklerine yer verdigini belirtmistir. Bu
arastirma bulgusuyla benzer sekilde Eldeniz Cetin ve Cay (2017)'de arastirmalarinda 6zel egitim
o0gretmenlerinin sinif icinde serbest zaman etkinligi olarak sinif ici oyun oynattiklari ve muzik
dinlettikleri bulgusuna ulasmislardir. Bu arastirma bulgusundan farkh olarak 6gretmenlerin resim
yapma, kitap okuma, zeka oyunlari oynama, sohbet, sportif etkinliklere katilma, televizyon, film ve
belgesel izleme etkinlikleri yaptiklari belirtilmektedir (Eldeniz Cetin ve Cay, 2017). Bu arastirma
bulgusuna gore, goriisme yapilan 6zel egitim 6gretmenlerinin tercih ettikleri etkinlikler incelendiginde,
sinif ici etkinliklerde daha ¢ok, ara¢ gere¢ hazirlamadan sinifta mevcut olan arag¢ gereglerle ve
diizenleme gerektirmeyen etkinlikleri tercih ettikleri gérilmektedir. Bu kapsamda da en cok teknoloji
temelli etkinliklere yer verdikleri soylenebilir. Bununla birlikte Eldeniz Cetin ve Cay (2017)
arastirmalarinda ogretmenlerin sinif iginde cesitli etkinliklere yer verdikleri gorilmektedir. Bu
kapsamda 6gretmenlerin bireysel farkliliklarinin ve sinif icindeki mevcut durumda var olan arag
gereclerin varhginin da serbest zamandaki secilen etkinliklerin belirlenmesinde 6nemli oldugu
duslintlmektedir.

Arastirmanin diger temasi, 6zel egitim 6gretmenlerinin serbest zaman becerilerinin 6gretimi
uygulamasiyla ilgili destegi kimden aldiklarina iliskindir. Ozel egitim 6gretmenleri serbest zamanlardaki
etkinlikleri kendilerinin hazirladiklarini ancak serbest zamanlara iliskin destegi de en ¢ok brans
ogretmenlerinden aldiklarini ifade etmislerdir. Bir 6gretmen internetten yararlandigini ve alti
dgretmen ise destek almadigini belirtmistir. Ozel egitim dgretmenlerinin serbest zaman becerilerini
kazandirirken en fazla destegi yine brans 6gretmeni olan meslektaslarindan aldiklari gértlmektedir.
Bununla birlikte 6gretmenlerin cogunun serbest zaman becerilerinin 6gretiminde herhangi bir destek
almadiklari belirtilmektedir. Ancak 6zel egitim 6gretmenleriyle yapilan goérliismelerde, 6gretmenlerin
serbest zaman becerilerini kazandirmak igin MEB’den, okul yonetiminden ve aileden beklentileri
bulunmaktadir. Bunun igin 6zel egitim 6gretmenlerine GY olan 6grencilere serbest zaman becerilerini
kazandirmak icin gereken desteklerin sunulmasinin 6nem arz ettigi dislinilmektedir.

Arastirmanin bir diger temasi, 6zel egitim 6gretmenlerinin serbest zaman 6gretiminde hangi
yontem ve teknikleri kullandiklarina iliskindir. Bu kapsamda 6zel egitim 6gretmenlerinden besi gosterip
yaptirma, l¢l dogrudan 6gretim, ikisi yanlissiz 6gretim, biri video model, biri basamaklandiriimis
O0gretim yontemlerini ve biri uygulamali davranis analizini (UDA) kullandigini ve bir 6gretmen de
ogretim yapmadigini belirtmistir. Bu arastirma bulgusuyla benzer sekilde Tirker Kaya (2022)
arastirmasinda 6gretmenlerin model olma yontemini kullandigl rapor edilmistir. Bu arastirma
bulgusundan farkh olarak diiz anlatim, soru cevap, ipucu ve yaparak yasayarak 6grenme yontemlerinin
kullanildig1 bulgusuna ulasiimistir. Arastirma bulgularina gore, 6gretmenlerin blyik ¢cogunlugu GY olan
bireylere serbest zaman becerilerinin kazandirilmasi icin 6zel egitimde kullanilan sistematik 6gretim
yontemlerinden yararlanmaktadir. Bu anlamda 6gretmenlerin serbest zaman becerilerinin 6gretimini
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onemsedikleri disinllmektedir. Sikhkla 6zel egitimde kullanila 6gretim yontemlerinin tercih
edilmesinin de GY olan bireyler icin faydali olacagi soylenebilir.

Arastirmanin diger temasi, serbest zaman becerilerinin kazandirilmasinda yasanan gicliklere
iliskin 6zel egitim 6gretmenlerinin ¢ézim oOnerileridir. Bu kapsamda 6zel egitim 6gretmenlerinin
yasanan sorunlarin ¢6ziimi icin MEB’den, okul yonetiminden ve aileden beklentileri bulunmaktadir.
Bu arastirmada, 6gretmenler okul yonetimlerinin serbest zaman becerilerinin 6gretimi icin ortam
saglamasi gerektigini belirtmistir. Bu arastirma bulgusuyla benzer sekilde okullarin 6grenciler igin
serbest zaman ortami saglama gorevlerinin  bulundugu belirtilmektedir (Aitchison, 2000).
Ogretmenlerin MEB’den ve okul yénetiminden beklentileri arasinda materyal destegi saglanmasi
vardir. Bu arastirma bulgusunu destekleyecek sekilde yetersizligi olan bireyler icin serbest zaman
etkinliklerine yonelik tesis ve kaynak eksikligi bulundugu belirtilmektedir (Ashraf vd., 2020). Ayrica
Eldeniz Cetin ve Cay (2020) arastirma sonuglari da bu arastirma bulgusuyla benzer sekilde
O0gretmenlerin serbest zamanda kullanmak i¢cim devlet tarafindan okullara daha fazla egitim etkinlik
materyali génderilmesini talep ettikleri rapor edilmistir. Yetersizligi olan bireyler icin okullarin verdigi
egitim bu bireylerin sosyal etkilesimleri icin nemli gérilmektedir (Wendelborg ve Kvello, 2010). Clnki
cocuklar icin okul icinde ve disindaki sosyal aglar arasinda 6nemli benzerlik oldugu belirtilmektedir
(Kvello, 2006’dan akt. Wendelborg ve Kvello, 2010). Bundan dolayi okul i¢cinde olusturulan olumlu
iliskilerin okul disindaki sosyal cevre edinmeye de katkida bulunacag disiiniilmektedir. Ozel egitim
O0gretmenlerinin aileden beklentileri arasinda ailenin de serbest zaman etkinlikleri yaptirmasi
bulunmaktadir. Eratay (2013) tarafindan GY olan bireylerin tipik gelisim gdsteren bireylere gore serbest
zaman etkinliklerine daha az katildigi belirtiimektedir. Ayrica GY olan bireylerin okul disinda arkadas
edinme ve serbest zamani degerlendirmede zorluklarla karsilastiklari belirtilmektedir (Brewster ve
Coleyshaw, 2010). GY olan bireyler igin serbest zamani degerlendirmenin 6nemli oldugu
duslinilmektedir. Literatlirde yer alan bilgilerle 6gretmenlerin okul disinda aileden serbest zaman
etkinlikleri yaptirma beklentisinin 6rtlstigi disliniilmektedir.

Sonug olarak tipik gelisim gosteren bireyler icin oldugu gibi GY olan bireyler i¢in de serbest
zaman becerilerine katihm 6nemlidir. Ancak tipik gelisim gosteren bireylerle karsilastirildiginda GY olan
bireylerin serbest zaman etkinliklerine katiiminin daha sinirh oldugu gorilmektedir. Bununla birlikte
serbest zaman etkinliklerinin 6gretimi ve gocuklarin sosyallesmesi igin en uygun ortamlar okullardir.
Okulda serbest zaman etkinliklerine katilan yasitlariyla sosyallesen ¢ocuklar okul iginde 6grendigi
becerileri okul disinda da devam ettirebilmektedir. Bundan dolayi GY olan bireylerin okul icindeki ve
okul disindaki serbest zaman etkinliklerine katihmlarinin saglanmasi énemlidir. Ozel egitim
Ogretmenleri de serbest zaman etkinliklerinde sinif icinde bulunan arag gereglerle etkinlikler
gerceklestirmektedir. Ogretmenlerin bu etkinliklerle birlikte arag gerecli oyun etkinlikleri, zeka
oyunlari, sportif etkinlikler ve sanat etkinliklerini de iceren etkinliklere yer vermelerinin gerekli oldugu
diistinilmektedir. Ogretmenlerin énerilen etkinlikleri yapabilmeleri icin ise MEB, okul ydnetimleri ve
aileler tarafindan desteklenmelerinin gerekli oldugu séylenebilir.

Bu arastirma gigli yanlarinin olmasinin yani sira bazi sinirhliklar da icermektedir. Bu ¢alisma
arastirmaya katilan 10 6zel egitim 6gretmeninin gorisleri ile sinirlidir. Arastirmacilarin galistiklari il
disinda bulunan 6gretmenlerin farkl illerde bulunmalarindan dolayr sehir disinda bulunan
o0gretmenlerle yapilan gorismelerin ¢evrim ici olarak yapilmasi da ¢alismanin bir sinirhhgl olarak
degerlendirilebilir.

ileri arastirmalarda farklh okul tiriinde ve kademesinde gdrev yapan ozel egitim
O0gretmenlerinin serbest zaman becerileriyle ilgili gorislerine yer verilebilir. Bununla birlikte ileri
arastirmalarda GY olan bireylerin ayri ayri serbest zaman becerilerine iliskin 6gretmenlerden goriisler
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alinabilir. Okuldaki brans 6gretmenlerinin GY olan 6grencilerin serbest zaman becerilerine iliskin goris
ve deneyimlerinin incelendigi arastirmalar planlanabilir. GY olan bireylerin 6gretmenlerinin serbest
zaman becerilerinin 6gretimine programlarinda daha fazla yer vermesi énerilmektedir. Ogretmenlerin
serbest zaman becerilerini GY olan bireylere 6gretirken arag geregli etkinliklere, sportif etkinliklere ve
zeka oyunlarina yer vermeleri énerilmektedir. Ogretmenlerin GY olan bireylere hem okulda hem de
evde kullanabilecekleri serbest zaman becerilerini kazandirmalari énerilmektedir.
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EKLER

Ek-1: Goriisme Sorulari
1.Kendinizi tanitir misiniz?
a) Daha once calistiginiz okullar neler?
2. Serbest zaman denildiginde ne anliyorsunuz?
3. Gelisimsel yetersizligi olan bireylerin serbest zaman kullanimiile ilgili neler distinlyorsunuz?

4. Gelisimsel yetersizligi olan 6grencilerin mifredatlarinda serbest zaman becerilerinin durumu
ile ilgili dUslinceleriniz nedir?

a) Bu becerilerin BEP’lerde bulunmasi ile ilgili diistinceleriniz nelerdir?

5. Serbest zaman kullaniminin 6gretimine yonelik sinif icerisinde yaptiginiz etkinliklerden
bahseder misiniz?

6. Ogrencilerinize serbest zaman becerilerinin kazandirilmasina yénelik deneyimlerinizden
bahseder misiniz?

a) Ogretimle ilgili destegi veya destekleri kimlerden aliyorsunuz?
b) Ogretimde hangi yéntem ve teknikleri kullanirsiniz?

¢) Hangi ortamlari kullaniyorsunuz?

d) Hangi yontem ve teknikleri kullaniyorsunuz?

7. Sinifinizdaki GYO o6grencilerinizin 6gle arasi ve tenefflis zamanlarinda serbest zaman
kullanimina iliskin gorisleriniz nelerdir?

8. Gelisimsel yetersizligi olan 6grencilere serbest zaman kullaniminin onlarin hayatini nasil
etkileyecegini dlistinliyorsunuz?

a) Ailesinin hayatini nasil etkileyecegini diistinlyorsunuz?

b) Ogretmene ne tiir katkisi olacagini diisiiniiyorsunuz?

c¢) Okula ne tir bir katkisi olacagini diislinliyorsunuz?

d) Topluma ne tir bir katkisinin olacagini distiniyorsunuz?

e) Ogrencinin bagimsiz yasamina katkisina iliskin ne diisiiniiyorsunuz?
9.Serbest zaman becerilerinin 6gretiminde yasadiginiz sorunlar nelerdir?

a) Serbest zaman kullaniminin 6gretiminde yasadiginiz sorunlara iliskin ¢6zim Onerileriniz
nelerdir?

b) Aileden beklentileriniz nelerdir?
c¢) Okul yonetiminden beklentileriniz nelerdir?
d) MEB’den beklentileriniz nelerdir?

10.Eklemek istediginiz goris ve diislincelerinizde bahseder misiniz?
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Extended Abstract

Introduction

Individuals with developmental disabilities (DD) often face limitations in academic, social, and
personal skills due to various neurological challenges. The most common diagnostic groups within the
DD category include intellectual disabilities (ID) and autism spectrum disorder (ASD) (American
Psychiatric Association [APA], 2013). Individuals with ID exhibit significant impairments in adaptive
functioning, including conceptual, social, and practical skills, with onset occurring before the age of 22
(AAIDD, 2021). ASD, in contrast, involves a range of behavioral and cognitive challenges that may arise
from genetic, environmental, or medical factors. These individuals may exhibit restricted interests,
repetitive behaviors, and significant challenges in language use, communication, and reciprocal social
interaction (APA, 2013).

Individuals with DD have diverse educational needs, among which leisure skills hold significant
importance. Leisure time is defined as the period when individuals, free from responsibilities and
obligations, engage in activities that bring happiness, promote development, and offer enjoyment
(Cay, 2019). Leisure skills are instrumental in enhancing individuals' quality of life, health, and well-
being (Pagan-Rodriguez, 2014). Leisure activities provide opportunities to experience the social world,
contribute to the development of personality, and facilitate relaxation, enjoyment, self-confidence,
and happiness (Shabani Afaran et al., 2014; Artar & Ergenekon, 2019). Moreover, active participation
in leisure activities supports social inclusion, fosters friendships, contributes to psychomotor
development, and enhances self-esteem among individuals with DD (Ashraf et al., 2020).

Given their significance, leisure activities are particularly crucial for individuals with DD (Artar
& Ergenekon, 2019; Francova et al., 2013; Ashraf et al., 2020; Eldeniz Cetin & Cay, 2017; Kurt, 2006).
They play an even more critical role for this group compared to typically developing peers (Ashraf et
al., 2020). Participation in leisure activities with peers is closely related to social acceptance and
integration (Wendelborg & Kvello, 2010). Schools, as spaces of social interaction, provide opportunities
for friendship building and social support (Larson, 2000; Wendelborg & Kvello, 2010). However,
individuals with DD engage in less physical activity outside school compared to their typically
developing peers (Woodmansee et al., 2016). Consequently, limited opportunities for social
interaction with peers may have negative effects (Aitchison, 2000).

Social games and interactions with peers are essential for individuals with DD to learn socially
accepted behaviors (Duman & Kocak, 2013). It is believed that actively and productively managing
leisure time can significantly support their development (Karakas, 2018). Despite the importance of
leisure skills in improving quality of life and well-being, research on this subject remains limited for
individuals with DD (Pagan-Rodriguez, 2014). The need for more studies in this field, especially in
Turkey, has been emphasized (Eldeniz Cetin & Cay, 2020). This study aims to address this gap.

Research Aim

The primary aim of this study is to explore the experiences, perspectives, and
recommendations of special education teachers regarding the leisure time behaviors of students with
developmental disabilities during school-based leisure time periods, such as recess and lunch breaks.
The research seeks to answer the following questions:

What are the special education teachers’ views on the leisure time use of students with DD?

What are their experiences regarding the leisure time use of students with DD?

What are their experiences in teaching leisure activities to students with DD?
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What are their observations on the implementation of leisure activities for students with DD?
What are their expectations and suggestions for the leisure time use of students with DD?

Method

Research Design

This study employs a phenomenological approach, a qualitative research design, to investigate
the opinions, experiences, and recommendations of special education teachers on the leisure time use
of students with DD. Phenomenological research seeks to reveal perceptions and phenomena
holistically and naturally through techniques such as observation, interviews, and document analysis
(Yildinm & Simsek, 2018; Bogdan & Biklen, 2007; Creswell, 2007).

Participants

The participants were selected using criterion sampling, a purposive sampling method (Glesne,
2014; Yildinm & Simsek, 2018). The inclusion criteria were (a) being a special education teacher, (b)
currently working as an active teacher, and (c) being employed at a public school. A total of ten
teachers who met these criteria participated in the study. Demographic information about the
participants is presented in Table 1, and the interview schedule is detailed in Table 2. To ensure
participant anonymity, pseudonyms were assigned to all individuals (Glesne, 2014; Yildirim & Simsek,
2018).

Data Collection

Data were collected through reflective researcher journals and semi-structured interviews,
allowing for data triangulation (Yildirnm & Simsek, 2018). The interview questions were developed in
line with the research objectives and the principles of qualitative inquiry. To ensure content validity,
expert opinions were sought from five professionals with expertise in special education.

Interviews

A pilot interview was conducted with one teacher from the participant group to refine the
interview questions, ensure alignment with the research objectives, and enhance the researcher’s
familiarity with the process (Silverman, 2015). A total of 10 interviews were conducted between
October 28, 2023, and December 9, 2023, ranging from 23 minutes and 58 seconds to 48 minutes and
19 seconds.

Data Collection and Analysis

Data collection included 32 pages of reflective researcher journals, 10 pages of participant
demographic information, and 84 pages of interview transcripts. Data were analyzed using content
analysis to extract themes and categories from the semi-structured interviews and researcher journals.
Content analysis allows for reproducible and valid inferences from qualitative data (Krippendorff,
2004). The data were meticulously reviewed and divided into meaningful segments. These segments
were coded based on their conceptual meanings. Codes were grouped into categories, which were
then organized into themes and sub-themes based on shared characteristics. The findings were
synthesized into a cohesive narrative, with connections among themes elucidated. Conclusions were
drawn from the results. To ensure credibility, data triangulation, participant validation, and expert
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review were employed (Yildirim & Simsek, 2018; Odom et al., 2005). Ethical approval for the study was
obtained on March 16, 2023, with protocol number 2023-SBB-0140.

Findings

The findings from the semi-structured interviews with teachers were categorized under ten
main themes. Each theme includes codes derived from the analysis and is supported by direct
guotations from participant responses. The identified categories and codes are presented as follows:

e Special Education Teachers’ Perspectives on Leisure Time

e Challenges Faced by Teachers in Leisure Time Management

e Opinions on the Curriculum’s Inclusion of Leisure Skills

e Opinions on the Inclusion of Leisure Skills in Individualized Education Plans (IEPs)
e Classroom and Outdoor Leisure Activities Conducted by Teachers

e Students' Challenges in Demonstrating Leisure Skills

e Support Received for Teaching and Practicing Leisure Skills

e Methods and Techniques Used in Teaching Leisure Skills

e The Impact of Leisure Skills on Students' Lives

e Teachers’ Expectations Regarding Challenges in Leisure Time Activities

Discussion

The aim of this study was to explore the experiences, perspectives, and suggestions of special
education teachers regarding the behaviors of individuals with developmental disabilities (DD) during
leisure times, such as in classrooms, lunch breaks, and recess. Semi-structured interviews were
conducted with the participants, and the data were analyzed using content analysis techniques.
Themes and sub-themes that reflect the participants’ views were identified through this process. This
section presents the findings in relation to the relevant literature and includes researchers'
interpretations.

The first theme focuses on special education teachers' perspectives on leisure time. Teachers
emphasized the importance of leisure time usage and highlighted the role of technology in these
activities. Consistent with the findings of previous studies, the significance of leisure activities for
individuals with DD has been emphasized (Aitchison, 2000; Artar & Ergenekon, 2020; Cay, 2019; Eldeniz
Cetin & Cay, 2017; Kurt, 2006; Poulsen et al., 2008). Similarly, technology use during leisure time has
been recognized as beneficial (Artar & Ergenekon, 2020). Aitchison (2000) also noted that young
individuals with disabilities often engage with technology during leisure activities. However, differing
from the present study, other research has highlighted that teaching leisure skills supports students'
understanding of play and game rules (Eldeniz Cetin & Cay, 2020).

Another theme focuses on in-class leisure activities implemented by special education
teachers. Most participants reported conducting activities such as classroom games, music sessions,
or self-developed tasks, with one teacher utilizing smart boards for activities. This aligns with findings
from Eldeniz Cetin and Cay (2017), who also identified classroom games and music sessions as common
leisure activities. However, other studies have reported a broader range of activities, such as drawing,
reading, playing mind games, engaging in sports, and watching television or documentaries (Eldeniz
Cetin & Cay, 2017).

A significant theme addresses the challenges faced in teaching leisure skills and the solutions
proposed by special education teachers. Teachers expressed expectations from the Ministry of
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Education (MoNE), school administrations, and families to overcome these challenges. Participants
emphasized the need for school administrations to create suitable environments for teaching leisure
skills, a finding supported by Aitchison (2000), who identified the role of schools in providing leisure
environments for students. Additionally, teachers called for material support from MoNE and school
administrations. Similar findings highlight the lack of facilities and resources for leisure activities for
individuals with disabilities (Ashraf et al., 2020).

Conclusion

In conclusion, participation in leisure activities is equally important for individuals with
developmental disabilities (DD) and their typically developing peers. However, compared to their
peers, individuals with DD often encounter fewer opportunities and greater challenges in engaging in
leisure activities. Schools provide the most suitable settings for teaching leisure skills and fostering
socialization. Students who socialize with their peers during school-based leisure activities are more
likely to transfer these skills to contexts outside the school. Therefore, it is essential to facilitate the
participation of individuals with DD in both school-based and extracurricular leisure activities.

Special education teachers carry out various activities using the resources available within the
classroom; however, it is necessary to include a wider variety of activities including equipment-based
games, mind games, sports, and artistic events. Teachers require adequate support from the MoNE,
school administrators, and families to implement these activities effectively.

Recommendations

Future research could explore the perspectives of special education teachers working across
different school types and educational levels regarding leisure skills. In addition, studies may focus on
the leisure skills of individuals with developmental disabilities (DD) in more depth, by focusing on
specific skill areas and gathering detailed insights from teachers. Further research could also
investigate the opinions and experiences of subject-area teachers regarding the leisure-time behaviors
of students with DD, which may offer interdisciplinary perspectives for inclusive education practices
and valuable insights.
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Abstract

This study aims to examine the relationship between sportsmanship, self-control, and mindfulness
levels across early, middle, and late adolescence. The research sample consisted of 828 participants: 258 in
early adolescence, 286 in middle adolescence, and 284 in late adolescence. Data were collected using
“Personal Information Form”, ‘Physical Education Course Sportsmanship Behavior Scale (PECBSBS)’, ‘Brief
Self-Control Scale’ and ‘Mindfulness Scale’. Descriptive statistics, Pearson correlation, and multiple linear
regression analysis were used to analyze the data. The results revealed significant positive relationships
between sportsmanship levels and self-control at a medium level for all age groups, low-level positive
relationships between sportsmanship and mindfulness, and medium-level positive relationships between
self-control and mindfulness levels. Self-control and mindfulness were found to have a significant positive
predictive power on sportsmanship. It was concluded that 21% of the total variance of sportsmanship for
early adolescence, 20% for middle adolescence, and 14% for late adolescence was explained by self-control
and mindfulness.

Keywords: Adolescence, Sportsmanship, Mindfulness, Self-control

Ozet

Bu arastirmanin amaci erken, orta ve geg ergenlik doneminde sportmenlik, 6z-kontrol ve bilingli
farkindalik diizeyleri arasindaki iliskinin incelenmesidir. Arastirma 6rneklemini erken ergenlik doneminde
bulunan 258, orta ergenlik doneminde bulunan 286, gec¢ ergenlik doneminde bulunan 284 katilimci olmak
Uzere 828 katilimci olusturmaktadir. Arastirmada veri toplama araci olarak “Kisisel Bilgi Formu”, “Beden
Egitimi Dersi Sportmenlik Davranisi Olgegi (BEDSDO)”, “Kisa Oz-Kontrol Olgegi” ve “Bilingli Farkindalik Olcegi”
kullanilmistir. Verilerin analizinde Betimleyici istatistikler, Pearson Korelasyon ve Coklu Dogrusal regresyon
analizi kullanilmistir. Arastirma sonucunda, erken, orta ve geg ergenlerin sportmenlik diizeyleri ile 6z-kontrol
diizeyleri arasinda pozitif yonde orta diizeyde, sportmenlik diizeyleri ile bilingli farkindalk diizeyleri arasinda
pozitif yénde dusik dizeyde, 6z-kontrol dizeyleri ile bilingli farkindalik diizeyleri arasinda pozitif yonde orta
diizeyde anlamli iliskiler oldugu tespit edilmistir. Oz-kontrol ve bilingli farkindaligin sportmenlik iizerinde
pozitif ydonde anlamli yordayici glice sahip oldugu tespit edilmistir. Sportmenlige ait toplam varyansin erken
ergenlik dénemi igin %21, orta ergenlik donemi igin %20, ge¢ ergenlik dénemi igin %14’lGnln 6z-kontrol ve
bilingli farkindalik ile agiklandigi sonucuna ulasiimigtir.

Anahtar Kelimeler: Ergenlik, Sportmenlik, Bilingli Farkindalik, Oz-kontrol
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1. Introduction

Adolescence is defined as a transition period to adulthood in which physical changes occur,
individuals make important decisions about their future, and experience pressure to succeed
(Goldstein & Carbo, 2018). The World Health Organisation (WHQ) defines adolescence as the age range
of 10-19 years (WHO, 2005). Many researchers classify adolescence into early, middle, and late stages
(Ekeland et al., 2005; Pawlowski & Hamilton, 2008; Turan, 2021; Uzun & Boyal, 2020). According to
Pawlowski and Hamilton (2008), early adolescence occurs between the ages of 11-13 for girls and 12-
14 for boys, while the middle adolescence period takes place between the ages of 13-16 for girls and
14-17 for boys. According to Cuhardaoglu (2000), the early adolescence period spans the age range of
10-14 years, while the late adolescence period covers the age range of 18-24 years (Derman & Basal,
2013; Newman & Newman, 2017). In this study, early adolescence is defined as the age range of 11-
13, middle adolescence as 14-17, and late adolescence as 18-24 years.

Early adolescence is the period when childhood ends and the first steps toward adulthood are
taken, accompanied by physiological, psychological and affective changes. During this period, the
individual begins to form judgments on various subjects, think in multiple ways, develop their own
thoughts, start to reason more logically and adopt realistic ideas (Carsancakli, 2023). Early adolescents
tend to think idealistically and have a strong sense of justice (Kellough & Kellough, 2008; Scales et al.,
2003). In addition, one of the most important developmental areas of the period is moral
development. Among the developmental periods, the individual experiences the period in which
he/she is most sensitive and sensitive to moral issues in early adolescence. The idea of ‘right and
justice’ starts to be established in the moral structure of the adolescent. For this reason, early
adolescents react quite harshly to people who they think are unfair in their behaviour and lack equality.
However, the dosage of these reactions shown in early adolescence starts to decrease towards the
end of adolescence (Kog, 2004).

Individuals entering middle adolescence experience an intense sense of independence, often
trying to distance themselves from their parents while believing they are capable of doing everything
on their own. This situation may lead to frequent conflicts with their parents (Hockenberry, 2011;
Ocakgl, 2015). The desire for independence and separation from the family also increases the
importance of friend groups. The rules of the environment can be seen more important than family
values. For this reason, middle adolescents make great efforts to gain the acceptance of friend groups
(Cuhadaroglu, 2000). Since individuals in this period are in constant conflict with their parents, they
experience an increase in negative emotions in their emotional world, have an unstable mood and
experience rapid character changes. These rapid changes cause tension, hopelessness and
aggressiveness (Eysenck, 1998).

Late adolescence is the period when physical and sexual development is completed. The skills,
emotions and identities developed by the individual from the early years of adolescence come
together into a cohesive whole. The sense of identity, which is the most important feature that the
individual should gain, is realised as a result of this combination. With the formation of the sense of
identity, the individual creates his/her value system. The moral structure of the individual is largely
established by the end of the period (Cuhadaroglu, 2000).

Unethical behaviors of sports stakeholders in sports fields undermine the spirit of
sportsmanship and are increasing day by day. These unethical behaviors are sometimes directed at
referees, opponents and the opposing team fans. The frequency of such behaviors, which are contrary
to the values of sports, harms both the spirit of the game and the essence of sportsmanship (Zehir &
Turan, 2024). Every day, behaviors against sports ethics have become important for society and require
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an effective solution to be produced to prevent them. The most important factor that will reduce the
frequency of these negative behaviors in sports fields is the concept of sportsmanship.

Sportsmanship is defined as accepting defeat gracefully, refraining from unlawful behavior in
the pursuit of winning and demonstrating kindness and generosity toward the opponent.
Sportsmanship encompasses patience, self-control, sincerity, respect, not underestimating the
opponent and kindness. One of the primary goals of sportsmanship is to reduce, rather than increase,
the tension of the competition. Examples of sportsmanlike behaviors include the athlete immediately
reaching out his hand to his opponent who has fallen to the ground, asking about his health status and
helping him to get up from the ground, helping to correct the decision in positions where the referee
makes a biased decision, acting with the health and safety of the opponent in mind and adhering to
the rules of the game no matter what (Kalemoglu & Siiliin, 2022; Kog, 2004). In order for the individual
to behave in accordance with sportsmanship, he/she should perform his/her behaviours within the
limits acceptable by the sport and thus prevent his/her negative behaviours.

When individuals realise that their behaviours do not conform to social standards or that
society evaluates these behaviours negatively, they feel the need to correct their behaviours in order
to make them conform to social standards and to establish good relations with the environment
(Heatherton, 2011).In order to achieve this, they make use of self-control.Self-control is the capacity
of individuals to achieve a positive and better harmony between society and self.The concept of self-
control means the individual's prevention and reorganisation of unwanted behaviours and attitudes
(Tangney et al., 2004). In a different definition, the concept of self-control is evaluated as the
individual's regulation of attitudes and behaviours in accordance with moral principles, social
expectations and long-term future goals (Baumeister et al., 2007). Self-control enables the individual
to harmonise with the society. In addition, self-controlled individuals who comply with social norms
contribute to the smooth functioning of social and social systems (Baumeister & Alquist, 2009). It has
been found that individuals with high self-control have higher levels of psychological well-being and
high self-control positively affects interpersonal relationships (Shoda et al., 1990). Individuals with
strong self-control skills are more successful in controlling their impulses than individuals with low self-
control. Low self-control increases impulsive behaviours in adolescents (Baumeister et al., 1994;
Kaymaz & Sakiroglu, 2020). Since low self-control can lead to problems such as procrastination and
delinquency, low self-control is associated with behavioural problems (Baumeister, 2018). Finkel and
Campbell (2001) stated that if the level of self-control is low, individuals develop negative relationships
with the environment and it is difficult for the individual to adapt to the environment. Individuals with
low self-control want the things they want to achieve to be realised at that moment, they do not like
activities and tasks that require effort and patience. It has been observed that individuals with low self-
control show negative characteristics such as rash behaviours, impulsiveness and inability to focus for
a long time (Muraven & Slessareva, 2003), problems in social relationships (Tangney et al., 2004) and
aggression tendency (Ozdemir et al., 2013). Gottfredson and Hirschi (1990) stated that individuals with
low self-control have difficulty in patience, engage in more risky behaviours and experience their
emotions at extremes.

One of the important points for individuals to control their behaviors is the capacity to focus
on the moment and to be aware of what is important. This important part brings to mind the concept
of mindfulness. Mindfulness means the ability of individuals to focus on their emotions, thoughts and
behaviors without prejudice, with an open-minded and accepting attitude towards situations (Kabat-
Zinn, 2003). It is underlined that approaches and behaviors suitable for mindfulness should have
characteristics such as patience, acceptance, compassion and curiosity (Bishop et al., 2004, Shapiro et
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al., 2006). Individuals with a high level of mindfulness tend to observe their feelings and thoughts
before reacting negatively to the situations they encounter, which enables them to approach the
situation in a constructive and positive way. Mindfulness is a skill that contributes to individuals'
psychological well-being and being less reactive. In addition, mindfulness is effective in regulating
emotions. It helps individuals to perceive and regulate the emotions of others and their own emotions
(Germer, 2004; Hayes & Lillis, 2012; Schutte & Malouff, 2011). Mindfulness is also related to moral
decisions and affects the moral decision-making processes of the individual. Therefore, individuals with
high levels of mindfulness are less prone to moral violations (Ruedy & Schweitzer, 2010).

Upon reviewing the literature, no studies were found that examine the relationship between
sportsmanship, mindfulness, and self-control. In addition, it was observed that only a few of the
existing studies on sportsmanship were conducted on the basis of adolescence periods (inaler & Turan,
2023; Turan & Alemdar, 2024), and the other studies were conducted on the basis of education levels.
Education levels alone do not reflect the characteristics of individuals' developmental periods.
Conducting studies based on adolescence periods will allow better analyses to be made according to
the characteristics of the developmental period in which the individual is in, and thus it will be possible
to reach more scientifically accurate results. In addition, in order to increase the importance given to
practices that increase sportsmanship, the concept of sportsmanship should be understood at the best
level. For this reason, sportsmanship should be handled in all aspects and studies in which the concepts
related to it will be revealed should be increased. In this respect, it is very important to conduct the
study according to adolescence periods and to associate sportsmanship with different concepts (inaler
& Turan, 2023; Turan, 2021). For this reason, it is seen as an important study in terms of conducting
the study based on adolescence periods and revealing new concepts related to sportsmanship. The
aim of this study is to examine the relationship between sportsmanship, self-control and mindfulness
in early, middle and late adolescence.

2. Method
2.1. Design

In this study, relational survey model was used to examine the relationship between
sportsmanship, self-control and mindfulness across early, middle and late adolescence. The relational
survey model is defined as a research approach used to determine the existence and degree of change
between two or more variables (Karasar, 2005).

2.2. Participants

The study population consists of secondary school, high school and university students
enrolled in the 2023-2024 academic year. A total of 828 students, including 258 students aged 11-13,
286 students aged 14-17, and 285 students aged 18-24. Yazicioglu and Erdogan (2004) state that for a
research group with a population of 100 million, a sample of 384 people with a=0.05 significance and
5% margin of error would be sufficient. Therefore, the sample has a sufficient number to represent the
population. A convenient sampling method was used to select the sample group. The convenience
sampling method refers to working with individuals who can easily reach or volunteer for research in
cases where it is difficult to systematically determine the research group (Fraenkel et al., 2012; Johnson
& Christensen, 2014).
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Table 1. Demographic Information of the Participants

Variable N %
Early Adolescence 258 30,4
Adolescence Middle Adolescence 286 33,7
Late Adolescence 284 33,5
Female 142 17,15
Early Adolescence
Male 116 14,01
Female 167 20,17
Middle Adolescence
Male 119 14,37
Gender
Female 105 12,68
Late Adolescence
Male 179 21,62
Total 828 100

When Table 1. is analyzed, it is seen that 828 individuals, 258 early adolescents, 286 middle
adolescents, and 284 late adolescents, participated in the study. It is seen that 142 of the early
adolescents were girls and 116 were boys, 167 of the middle adolescents were girls and 119 were boys,
105 of the late adolescents were girls and 179 were boys.

2.3. Data Collection Tools

2.3.1. Personal Information Form

It consists of questions covering the demographic characteristics of the students prepared by
the researcher. In the Personal Information Form, there are questions about the gender of the students
and adolescents periods.

2.3.2. Physical Education Course Sportsmanship Behaviour Scale (BEDSBS)

It is a 5-point Likert-type scale prepared by Kog¢ (2013). The original scale consists of a total of
22 items, including 11 items ‘Exhibiting Positive Behaviours (PBS) factor’, ‘items 1, 2,4,7,9, 11, 12, 14,
16, 19 and 21’ and 11 reverse-scored items ‘Avoiding Negative Behaviours (AVN)’ factor ‘items 3, 5, 6,
8, 10, 13, 15, 17, 18, 20 and 22’. The rating format of the scale is ‘(5) Always, (4) Very Often, (3)
Occasionally, (2) Rarely and (1) Never’. The items belonging to the ‘Avoidance of Negative Behaviours’
dimension were reverse coded. The highest score of 110 and the lowest score of 22 can be obtained
from the scale. It can be said that the higher the scores of the participants from the scale, the higher
their sportsmanship levels. The scale can also be evaluated on the total score without being divided
into sub-dimensions, and the total score was taken as the basis in our study. Ko¢ (2013) found the
Cronbach Alpha coefficient of the scale as ,88 in his study. In our study, the Cronbach Alpha reliability
coefficient was determined as ,88 for early adolescence, ,89 for middle adolescence, and ,87 for late
adolescence. The reliability coefficients determined for the scale show that the reliability level of the
scale is at a high level. Mean scores, skewness kurtosis values and Cronbach's Alpha values of the scale
are given below.
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Table 2. Mean scores, Skewness, Kurtosis and Cronbach's Alpha Reliability Values of the Physical
Education Course Sportsmanship Scale

. Cronbach’s
Scales Item Ado. Mean .SS  Skewness  Kurtosis
Alpha
Early
3.95 .64 -.127 -.573 .88
) . Adolescence
Physical Education ]
Middle
Lesson 373 .71 -.108 -.585 .89
) 22 Adolescence
Sportsmanship
Late

Scale 334 .61 -.598 -.212 .87
Adolescence

When Table 2 is analysed, the scale scores of early adolescents are (3.95), middle adolescents
are (3.73) and late adolescents are (3.34). The kurtosis and skewness values of the scale show that the
data are normally distributed. In addition, the reliability coefficient of the scale is at a good level.

2.3.3. Brief Self-Control Scale

The scale was developed by Tangney et al. (2004) and adapted into Turkish by Nebioglu et al.
The scale is a 5-point Likert type and consists of 13 items, 4 of which are positive and 9 of which are
negative. Negative items are reverse scored. The highest score that individuals can get from the scale
is 65, and the lowest score is 13. The higher the score obtained from the scale, the higher the level of
self-control. Cronbach's Alpha reliability coefficient of the original scale was calculated as .73. For this
study, Cronbach's Alpha value was calculated as .73 for early adolescence, .79 for middle adolescence,
and .72 for late adolescence. The reliability coefficients determined for the scale show that the
reliability level of the scale is at a high level. The mean scores, skewness kurtosis values, and Cronbach's
Alpha values of the scale are given below.

Table 3. Mean Scores, Skewness, Kurtosis,aAnd Cronbach's Alpha Reliability Values of the Brief Self-

Control Scale
) Cronbach’s
Scales Item Ado. Mean .SS Skewness  Kurtosis
Alpha
Early
3.53 .62 -.338 -.110 .73
Adolescence
Brief Self- Middle
3.18 .67 =121 .109 .79
Control 13 Adolescence
Scale Late
3.02 .54 -.018 =121 72

Adolescence

When Table 3 is analyzed, the scale scores of early adolescents are (3.54), middle adolescents
are (3.18), and late adolescents are (3.02). The kurtosis and skewness values of the scale show that the
data are normally distributed. In addition, the reliability coefficient of the scale is at a good level.
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2.3.4. Mindfulness Scale

‘Mindfulness Scale’ was adapted into Turkish by Ozyesil et al. (2011). The scale is a 15-item
scale. The scale has a single-factor structure and gives a single total score. The scale is a 6-point Likert-
type scale: ‘Almost always, most of the time, sometimes, rarely, quite rarely, almost never’. A high
score on the scale indicates high mindfulness. Cronbach Alpha internal consistency coefficient of the
scale was calculated as .80 and test-retest correlation was calculated as .86. The Cronbach Alpha
internal consistency reliability coefficient of this study is 0.81. For this study, Cronbach's Alpha
reliability coefficient was calculated as .80 for early adolescence, .79 for middle adolescence, and .85
for late adolescence. The mean scores, skewness kurtosis values and Cronbach's Alpha values of the
scale are given below.

Table 4. Mean Scores, Skewness, Kurtosis, and Cronbach's Alpha Reliability Values of the Mindfulness

Scale
] Cronbach’s
Scales Item Ado. Mean .SS Skewness  Kurtosis
Alpha
Early
4.16 .81 -.335 -.191 .80
Adolescence
) Middle
Mindfulness 15 3.97 .80 -.252 112 .79
Adolescence
Scale
Late
3.71 .81 .561 .055 .85

Adolescence

When Table 4 is analyzed, the scale scores of early adolescents are (4.16), middle adolescents
are (3.97), and late adolescents are (3.71). The kurtosis and skewness values of the scale show that the
data are normally distributed. In addition, the reliability coefficient of the scale is at a good level.

2.4. Data Analysis

IBM SPSS Statistics 25 package program was used for data analysis. Skewness and kurtosis
values were analyzed to test whether the distribution of the data was normal. The skewness and
kurtosis values of the scale are between -1.5 and +1.5 among the participants in three adolescence
periods. This shows that the data are normally distributed (Tabachnick & Fidell, 2013). Therefore,
parametric tests were used. Pearson correlation analysis was used to determine the relationship
between the variables, and multiple linear regression analysis was used to predict sportsmanship by
self-control and mindfulness. The findings were determined concerning 95% and 99% confidence
intervals and p=.05 and p=.01 significance level.

2.5. Ethics

Ethics committee permission was obtained for this research with the decision of Balikesir
University Social and Human Sciences Ethics Committee dated 28.12.2023 and numbered 2023/10.
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3. Findings

Table 5. Correlation Analyses Between Sportsmanship, Self-Control and Mindfulness

Variable Sportmanship Self-Control Mindfulness
Sportsmanship A468%* .282%*
Self-Control L573**
Early Adolescence .
Mindfulness
Sportsmanship 453%* .246%*
Self-Control .549**
Middle Adolescence .
Mindfulness
Sportsmanship .386%* .120*
Self-Control A34%*
Late Adolescence .
Mindfulness

**p<.01 *p<.05

When Table 5 was analysed, it was determined that there was a positive moderate significant
relationship between sportsmanship levels and self-control levels of early adolescents (r=.468, p<.01).
There was a positive low-level significant relationship between sportsmanship levels and mindfulness
levels (r=.282, p<.01). It was determined that there was a positive moderate significant relationship
between mindfulness levels and self-control levels (r=.573, p<.01). It was determined that there was a
positive and moderately significant relationship between sportsmanship levels and self-control levels
of middle adolescents (r=.453, p<.01). There was a positive low-level significant relationship between
sportsmanship levels and mindfulness levels (r=.246, p<.01). It was determined that there was a
positive moderate significant relationship between mindfulness levels and self-control levels (r=.549,
p<.01). It was determined that there was a positive and moderately significant relationship between
sportsmanship levels and self-control levels of late adolescents (r=.386, p<.01). There was a positive
low-level significant relationship between sportsmanship levels and mindfulness levels (r=.120, p<.01).
It was determined that there was a significant positive relationship between mindfulness levels and
self-control levels (r=.434, p<.01).
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Table 6. Multiple Linear Regression Analysis Results of Self-Control and Mindfulness Towards
Sportsmanship

Scales Variable B Std. Error 6 t p
Fixed 2.219 .643 10.056 .000
Self-Control 472 .621 456 6,756  .000
Early Adolescence Mindfulness 116 .815 .021 .306 .000
R=.46 R%g=.21
F(3s5,803)= p=,000
Fixed 2.216 718 - 10.472 .000
Self-Control 482 .678 456  7.185  .000
Middle Adolescence Mindfulness .104 .808 .005 .074 .000
R=.45 R%¢=.20
F(36,546)= p=,000
Fixed 2.366 .617 - 10.715 .000
Self-Control 464 .547 412 6.755 .000
Late Adolescence Mindfulness .145 .819 .059 .972 .000
R=.39 R%g=.14
F(2s,187)= p=000

When Table 6 is examined, it was found that the regression model was statistically significant
as a result of multiple linear regression analysis for the prediction of sportsmanship. When the t-test
results regarding the significance of the regression coefficients of early adolescents were examined, it
was determined that self-control (B= .456; t=6.756; p=.000) and mindfulness (B=.021; t=.306; p=.000)
had a significant effect on sportsmanship levels. These variables explained 21% of the total variance
on sportsmanship behaviour of early adolescents. When the t-test results regarding the significance of
the regression coefficients of middle adolescents were examined, it was determined that self-control
(B=.456; t=7,185; p=.000) and mindfulness (B=.005; t=.074; p=.006) had a significant effect on
sportsmanship levels. These variables explain 20% of the total variance on the sportsmanship levels of
middle adolescents. When the t-test results regarding the significance of regression coefficients of late
adolescents were analysed, it was determined that self-control (B= .412; t=6.755; p=.000) and
mindfulness (B=.059; t=.972; p=.006) had a significant effect on sportsmanship levels. These variables
explain 14% of the total variance on middle adolescents' sportsmanship behaviour.

4, Discussion

In this study, the relationship between sportsmanship, self-control and mindfulness levels
across early, middle and late adolescents was examined and the findings were discussed.

The results indicated a positive and moderately significant relationship between
sportsmanship and self-control levels among participants in all three adolescent stages. Therefore, it
can be concluded that as individuals' self-control levels increase, their sportsmanship levels also
improve. A reivew of litarature revealed no studies specifically examining the relationship between
sportsmanship and self-control. It is well-established that individuals with low self-control levels often
experience issues with aggression and anger. Li et al. (2019) determined that low self-control and anger
rumination were related in a study they conducted. Morsunbul (2015), in his study on adolescents,
determined that low self-control increases the tendency to ruminative thinking and aggression. Kuzucu
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et al. (2015) found a negative relationship between self-control and trait anger in their study.
Therefore, as self-control increases, trait anger decreases. Self-control has a negative effect on trait
anger (Restubog et al., 2010) and is an important source in preventing aggressive behaviors (DeWall
et al., 2007; Gottfredson & Hirschi, 1990). In a study conducted by Pratt and Cullen (2000), it was stated
that people with low self-control showed behavioral problems, whereas people with self-control did
not have behavioral problems. While self-control ability has been shown to reduce behavior problems
(Baumeister & Heatherton, 1996; Muraven & Baumeister, 2000), low self-control has been found to
cause behavior problems (Baker, 2010; Bossler & Holt, 2010).

The resarch findings revealed a positive and low-level significant relationship between the
sportsmanship levels and mindfulness levels among participants in all three adolescent periods.
Therefore, it can be concluded that as the mindfulness levels of individuals increase, their
sportsmanship levels are likely to increase. When the literature was examined, no study was found in
which sportsmanship and mindfulness were studied. Mindfulness is very important in managing,
reducing, and preventing negative emotions of individuals in the right way. In his study, Calimbey
(2023) found that there was a significant negative relationship between the level of mindfulness and
anger levels of individuals in adolescence and that the level of anger decreased as the level of
mindfulness increased. Ziimbil (2019) determined that there is a significant positive relationship
between mindfulness and forgiveness in his study. Mindfulness is associated with the development of
a sense of closeness with other individuals in interpersonal relationships (Brown et al., 2007;
Karremans et al., 2015). Mindfulness allows the individual to experience positive human emotions such
as love, compassion, and forgiveness (Zimbdul, 2019).

The findings of the study revealed a positive and moderately significant relationship between
self-control levels and mindfulness levels of the participants in all three adolescent stages. Therefore,
it can be said that as the mindfulness levels of individuals increase, their self-control levels increase.
When the literature is examined, there are studies similar to our study results (Bowlin & Baer, 2012;
Kara, 2016; Kara & Ceyhan, 2017; Kaymaz & Sakiroglu, 2020). Celik (2019) determined that there was
a positive and moderately significant relationship between mindfulness and self-control in his study
with 540 participants engaged in mountaineering sports.

As a result of the research, it was determined that the regression model was significant across
all three adolescence periods. In each period, self control and mindfulness were identified as the most
influential predictors of sportmanship behavior in physical education. Specifically, self-control and
mindfulness explained 21% of the variance in sportsmanship among early adolescents, 20% among
middle adolescents, and 14% among late adolescents. Upon reviewing the literature, no directly
comparable studies were found, highlighting the novelty of this research.

Self-control is conceptualized as an individual's ability to regulate their attitudes and behaviors
in alignment with societal expectations, environmental demands, and moral standards (Baumeister et
al., 2007). Similarly, Nebioglu et al. (2012) define self-control as the individual's ability to keep his/her
emotions, thoughts, and behaviors under control, prevent impulsive behaviors, and delay gratification
in order to establish harmonious and healthy relationships with his/her environment. Individuals with
strong self-control skills are more successful in controlling their impulses than those with low self-
control. Low self-control increases impulsive behaviors in adolescents (Baumeister et al., 1994; Kaymaz
& Sakiroglu, 2020). High levels of self-control also contribute positively to interpersonal relationships,
as such individuals tend to be more socially adept (Finkel et al., 2001; Shoda et al., 1990). In contrast,
individuals with low self-control are more likely to engage in impulsive, risky behaviours and may
exhibit unkind, insensitive, and self-centred attitudes (Delisi et al., 2010).
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Mindfulness, on the other hand, helps individuals to understand their own emotions and the
emotions of others (Germer, 2004; Hayes & Lillis, 2012; Schutte & Malouff, 2011). Those with high
levels of mindfulness are less likely to react impulsively to situations, allowing them to regulate their
emotions and behaviours more effectively. This heightened awareness of experience helps prevent
negative behavioural tendencies (Kaymaz & Sakiroglu, 2020). Furthermore, mindfulness and focusing
one's attention on the present moment are also related to moral decisions. In other words,
mindfulness is effective in individuals' moral decision-making processes. Therefore, individuals with
high levels of mindfulness are less prone to moral violations (Ruedy & Schweitzer, 2010). It is known
that people with high levels of mindfulness and self-control show less aggression and avoid damaging
behaviors (Yusainy & Lawrence, 2014).

In summary, the findings of this study align with existing theoretical and empirical insights,
reinforcing the conclusion that self-control and mindfulness are critical factors influencing
sportsmanship behaviour in adolescence.

5. Conclusion and Recommendations

The findings of this study revealed a positive relationship between sportsmanship levels and
both self-control, mindfulness across early, middle, and late adolescence. In addition, self-control and
mindfulness were found to have a significant positive predictive effect on sportsmanship. Specifically,
these two variables explained 21% of the total variance in sportsmanship for early adolescence, 20%
for middle adolescence, and 14% for late adolescence. These results suggest that higher levels of self-
control and mindfulness are associated with more frequent displays of sportsmanlike behaviours in
adolescents across all developmental stages.

The development of teaching programs that emphasize the importance of sportsmanship is
considered essential for fostering more sportsmanlike behaviors in future generations. Furthermore,
since existing literature has not sufficiently addressed the developmental characteristics of
adolescence in relation to sportsmanship, expanding future research to explore these dimensions
more deeply will make a meaningful contribution to the field.
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Genis Ozet
Giris

Ergenlik, bedensel degisimlerin yasandigl, kisinin gelecege dair 6nemli kararlar aldigi, basarili
olma konusunda baskinin yasandigi, eriskinlige bir gegis donemi olarak tanimlanir (Goldstein ve Carbo,
2018). Ergenlik donemi erken, orta ve ge¢ ergenlik dénemi olarak siniflandiriimaktadir (Ekeland vd.,
2005; Pawlowski ve Hamilton, 2008; Turan, 2021; Uzun ve Boyali, 2020). Yapilan bu galismada erken
ergenlik donemi 11-13, orta ergenlik dénemi 14-17, gec¢ ergenlik donemi ise 18-24 yas araligini
kapsamaktadir.

Erken ergenlik donemi, cocukluk déneminin bitip yetiskinligin ilk adimlarinin atildigi, fizyolojik,
psikolojik ve duyussal degisimlerin basladigi dénemdir. Erken ergenler idealist sekilde disiinmeye
egilim gosterirler ve gigli bir adalet duygusuna sahiptirler (Kellough ve Kellough, 2008; Scales vd.,
2003). Birey, gelisim dénemleri icerisinde, ahlaki konularda en duyarh oldugu ve hassasiyet duydugu
donemi erken ergenlik déneminde yasar. “Hak ve adalet” fikri ergenin ahlaki yapisinda oturmaya
baslar. Bu nedenle erken ergenler, davranislarinda haksizlik bulundugunu, esitlik olmadigini dislindigu
kisilere yonelik oldukca sert tepkilerde bulunurlar (Kog, 2004).

Orta ergenlik donemine giren birey, bagimsizhik duygusunu yogun yasar, ebeveynlerini
kendisinden uzak tutmaya calisir ve kendisini her seyi yapabilecek seviyede gormeye baslar. Bu durum
ebeveynleriyle sik sik catismalarina neden olabilir (Hockenberry, 2011; Ocakg1,2015). Bu donemdeki
bireyler ebeveynle sirekli catisma halinde olduklarindan duygusal diinyalarinda olumsuz duygularda
artis yasaylp, dengesiz bir ruh haline sahip olup, hizli karakter degisimleri yasarlar. Yasanan hizh
degisimler ise gerginlik, umutsuzluk ve agresiflige neden olur (Eysenck, 1998).

Geg ergenlik donemi fiziksel ve cinsel gelisimin tamamlandigi donemdir. Bireyin ergenligin ilk
yillarindan bu gine kadar gelistirdigi beceriler, duygular ve 6zdesimler bir biitiin haline gelir
(Cuhadaroglu, 2000).

Her gecen giin artan spor ahlakina aykiri davranislar toplum adina 6nemli bir hal almis ve 6niine
gecilebilmesi icin etkili bir ¢cozim Uretilmesini gerektiren bir hale gelmistir. Spor alanlarinda bu olumsuz
davranislarin gortilme sikhgini azaltacak en 6nemli etken ise sportmenlik kavramidir. Sportmenlik,
kaybettiginde sikayet etmeden maglubiyeti kabul etmek, kazanmak ugruna kural disi davranislara
basvurmamak, rakibe karsi nazik ve comert davranislar sergilemek seklinde tanimlanmaktadir
(Kalemoglu ve Silin, 2022). Sportmenligi arttirici uygulamalara verilen énemin arttiriimasi igin
sportmenlik kavrami en iyi diizeyde anlasiimahldir. Bundan dolayl sportmenlik tim yonleriyle ele
alinmali ve iliskili oldugu kavramlarin ortaya konacagi calismalar cogaltilmalidir (inaler ve Turan, 2023).

Oz-kontrol bireylerin, toplum ve benlikleri arasinda olumlu ve daha iyi bir uyum saglayabilme
kapasiteleridir. Oz-kontrol kavrami bireyin istenmeyen davranis ve tutumlarini engellemesi ve yeniden
diizenlemesi anlamina gelir (Tangney vd., 2004). Glgli 6z-kontrol becerisine sahip olan bireyler, 6z-
kontrol diizeyi dusiik olan bireylere gore dirtilerini kontrol etmede daha basarili olmaktadirlar. Distik
O0z-kontrol ise ergenlerde dirtlisel davranislari arttirir (Baumeister vd., 1994; Kaymaz ve Sakiroglu,
2020). Oz-kontroliin diisiik olmasi, erteleme, sug isleme gibi sorunlara yol acabildiginden diisiik 6z-
kontrol davranissal sorunlarla iliskilendirilir (Baumeister, 2018). Bireyin davranislarini kontrol
edebilmesi icin dnemli olan noktalardan biri ana odaklanabilme ve 6nemli olan seyin farkina varabilme
kapasitesidir. Bu dnemli kisim ise akla bilingli farkindalik kavramini getirmektedir.

Bilingli farkindalik, bireylerin 6n yargisiz, durumlara karsi agik gorislii ve kabullenici tutumuyla
sahip olduklari duygu, diisiince ve davranislarini ana odaklayabilme becerisi anlamina gelir (Kabat-Zinn,
2003). Bilingli farkindahga uygun yaklasim ve davranislarin; sabir, kabul, merhamet, merak gibi



Investigation of the Relationship Between Sportsmanship... 480

Ozellikleri tasimasi gerektiginin alti cizilmektedir (Bishop vd., 2004, Shapiro vd., 2006). Bilingli
farkindalik ahlaki kararlarla da iliskilidir ve bireyin ahlaki karar verme sireclerine etki etmektedir.
Dolayisiyla bilingli farkindalk dizeyi yiksek olan bireyler, ahlaki ihlallere daha az meyletmektedirler
(Ruedy ve Schweitzer, 2010).

Literatlir incelendiginde, sportmenlik ile bilingli farkindalik ve 6z-kontrol arasindaki iliskiyi
inceleyen bir ¢alismaya rastlanilmamistir. Ayrica sportmenlik ile ilgili mevcut ¢alismalarin sadece
birkacinin ergenlik dénemleri baz alinarak gerceklestirildigi (inaler ve Turan, 2023; Turan ve Alemdar,
2024), diger calismalarin egitim kademeleri baz alinarak gergeklestirildigi goriilmistir. Dolayisiyla
¢alismanin ergenlik déonemleri baz alinarak gergeklestiriimesi ve sportmenligin iliskili oldugu yeni
kavramlarin ortaya konacak olmasi adina da 6nemli bir ¢alisma olarak goérilmektedir. Bu ¢alismanin
amaci erken, orta ve ge¢ ergenlik déneminde sportmenlik, 6z-kontrol ve bilingli farkindalik arasindaki
iliskinin incelenmesidir.

Yontem

Bu arastirma iliskisel tarama modelinde yiiriitiilmistiir. iliskisel tarama modeli, iki ya da daha
cok degisken arasinda, birlikte degisimin derecesini ve varligini belirlemek icin kullanilan bir arastirma
modelidir (Karasar, 2005). Arastirmanin 6rneklemini 11-13 yas araligindaki 258 6grenci, 14-17 yas
araligindaki 286 ogrenci ve 18-24 yas araligindaki 285 6grenci olusturmaktadir. Arastirmada
katilimcilarin yas, cinsiyet ve haftalik spor yapma sikligi hakkinda bilgi almak amaciyla arastirmacilar
tarafindan gelistirilen Kisisel Bilgi Formu, Ko¢ (2013) tarafindan gelistirilen Beden Egitimi Dersi
Sportmenlik Davranisi Olcegi, Tangney vd. (2004) tarafindan gelistiriimis, Nebioglu vd. (2012)
tarafindan Tiirkceye uyarlanan Kisa Oz-Kontrol Olgegi ve Tiirkceye Ozyesil vd., (2011) tarafindan
uyarlanan Bilingli Farkindalik Olgegi ile veriler toplanmistir. Arastirma siirecine Balikesir Universitesi
Sosyal ve Beseri Bilimler Etik Kurulundan 28.12.2023 tarih ve 2023/10 sayili etik kurul izni alindiktan
sonra baslanmistir. Katimcilar arastirmaya gonillii olarak katilmistir. Verilerin dagilimin normal olup
olmadigini test etmek icin carpiklik ve basiklik degerlerine bakilmistir. Olgegin ti¢ ergenlik ddneminde
bulunan katilimcilar iginde garpiklik ve basiklik degerleri -1.5 ile +1.5 arasindadir. Bu verilerin normal
dagildigini géstermektedir (Tabachnick ve Fidell, 2013). iki kategoriden fazla degiskenler icin tek yonlii
varyans analizi (ANOVA) kullanilmistir. Anlamli farkhlk tespit edildiginde farkliligin kaynagini belirlemek
icin Post Hoc (Tukey) analizi yapilmistir. Degiskenler arasindaki iliskiyi belirlemek icin pearson
korelasyon analizi, 6z-kontrol ve bilingli farkindaligin sportmenligi yordamasina iliskin ise ¢oklu
dogrusal regresyon analizi kullanilmistir. Elde edilen bulgular %95 ve %99 giiven araligl ve p=,05 ve
p=,01 anlamhlik diizeyi referans alinarak belirlenmistir.

Bulgular

Yapilan analizler sonucunda, erken ergenlerin sportmenlik diizeyleri ile 6z-kontrol dizeyleri
arasinda pozitif yonli orta diizeyde anlamli bir iliski oldugu belirlenmistir (r=,468, p<,01). Sportmenlik
dizeyleri ile bilingli farkindalik diizeyleri arasinda pozitif yonli disik dizeyde anlamlh bir iliski
belirlenmistir (r=,282, p<,01). Bilingli farkindalik diizeyleri ile 6z-kontrol diizeyleri arasinda pozitif yonlu
orta dizeyde anlaml bir iliski oldugu belirlenmistir (r=,573, p<,01). Orta ergenlerin sportmenlik
dizeyleri ile 6z-kontrol diizeyleri arasinda pozitif yonli orta diizeyde anlaml bir iliski oldugu
belirlenmistir (r=,453, p<,01). Sportmenlik diizeyleri ile bilingli farkindalik dlzeyleri arasinda pozitif
yonliu disik dizeyde anlamli bir iliski belirlenmistir (r=,246, p<,01). Bilingli farkindalik diizeyleri ile 6z-
kontrol diizeyleri arasinda pozitif yonli orta diizeyde anlamli bir iliski oldugu belirlenmistir (r=,549,
p<,01). Geg ergenlerin sportmenlik dizeyleri ile 6z-kontrol dizeyleri arasinda pozitif yonli orta
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dizeyde anlamli bir iliski oldugu belirlenmistir (r=,386, p<,01). Sportmenlik dizeyleri ile bilingli
farkindalik diizeyleri arasinda pozitif yonli dusik dizeyde anlamli bir iliski belirlenmistir (r=,120,
p<,01). Bilingli farkindalik diizeyleri ile 6z-kontrol diizeyleri arasinda pozitif yonli orta diizeyde anlamli
bir iliski oldugu belirlenmistir (r=,434, p<,01). Ayrica 6z-kontrol (B= .456; t=6.756; p=.000) ve bilingli
farkindaligin (B=.021; t=,306; p=.000) sportmenlik dizeyleri (izerinde anlamli etkiye sahip oldugu tespit
edilmistir. Bu degiskenler, erken ergenlerin sportmenlik davranisi izerindeki toplam varyansin %21’ini
acitklamaktadir. Orta ergenlerin regresyon katsayilarinin anlamhhlgina iliskin t-testi sonuglari
incelendiginde 6z-kontrol (B= .456; t=7,185; p=.000) ve bilingli farkindahgin (f=.005; t=,074; p=.006)
sportmenlik dlzeyleri izerinde anlamli etkiye sahip oldugu tespit edilmistir. Bu degiskenler, orta
ergenlerin sportmenlik diizeyleri lGzerindeki toplam varyansin %20’sini agiklamaktadir. Geg ergenlerin
regresyon katsayilarinin anlamliligina iliskin t-testi sonuglari incelendiginde 6z-kontrol (B= .412;
t=6,755; p=.000) ve bilingli farkindahigin (B=.059; t=,972; p=.006) sportmenlik dizeyleri lizerinde
anlamli etkiye sahip oldugu tespit edilmistir. Bu degiskenler, orta ergenlerin sportmenlik davranisi
Uzerindeki toplam varyansin %14’ln{ agiklamaktadir.

Tartisma

Arastirma sonucunda, her tg¢ ergenlik donemindeki katilimcilarin sportmenlik diizeyleri ile 6z-
kontrol diizeyleri arasinda pozitif yonll orta diizeyde anlamli bir iliski oldugu belirlenmistir. Dolayisiyla
bireylerin 6z-kontrol diizeyleri arttikca sportmenlik diizeylerinin artacagi sdylenebilir. Oz-kontrol
surekli 6fke tzerinde negatif bir etkiye sahiptir (Restubog vd., 2010) ve saldirgan davranislarin éniine
gecilmesinde onemli bir kaynaktir (DeWall vd., 2007; Gottfredson ve Hirschi, 1990). Pratt ve Cullen
(2000) yapmis olduklari bir calismada, disiik 6z-kontrole sahip kisilerin davranis sorunlari gosterdigi,
0z-kontrollinii saglayan kisilerin ise davranis sorunlarin da bulunmadigini belirtmislerdir. Kendi kendini
kontrol etme yeteneginin davranis sorunlarini azalttigini gésterirken (Baumeister & Heatherton, 1996;
Muraven ve Baumeister, 2000), diisiik 6z-kontroliin davranis sorunlarina neden oldugu bulunmustur
(Baker, 2010; Bossler ve Holt, 2010) Dolayisiyla kendi kendini kontrol edebilme yetenegine sahip
bireylerin sportmenlige aykiri davranislara basvurmayacagi distiniilebilir. Her li¢ ergenlik dénemindeki
katimcilarin sportmenlik dizeyleri ile bilingli farkindahk dizeyleri arasinda pozitif yonlt dusik
dizeyde anlamh bir iliski oldugu belirlenmistir. Dolayisiyla bireylerin bilingli farkindalik dizeyleri
arttikca sportmenlik diizeylerinin artacagi soylenebilir. Bilingli farkindalik bireyin sevgi, merhamet,
affetme gibi pozitif insani duygulari deneyimlemesine firsat verir (Ziimbil, 2019). Her (¢ ergenlik
donemindeki katilimcilarin 6z-kontrol diizeyleri ile bilingli farkindalik dizeyleri arasinda pozitif yonla
orta diizeyde anlamli bir iliski oldugu belirlenmistir. Dolayisiyla bireylerin bilingli farkindalik dizeyleri
arttikca 6z-kontrol diizeylerinin artacagi sdylenebilir. Regresyon modelinin her li¢ ergenlik dénemi igin
de anlamli oldugu belirlenmistir. Oz-kontrol ve bilingli farkindaligin erken ergenlerin sportmenlik
diizeylerinin %21’ini, orta ergenlerin sportmenlik diizeylerinin %20’sini, ge¢ ergenlerin sportmenlik
diizeylerinin %14’Gn0 yordadigl belirlenmistir. Gligli 6z-kontrol becerisine sahip olan bireyler, 6z-
kontrol diizeyi diislik olanlara kiyasla diirtiilerini kontrol etmede daha basarili olmaktadirlar. Dlstk 6z-
kontrol ise ergenlerde diirtliisel davranislari arttirir (Baumeister vd., 1994; Kaymaz ve Sakiroglu, 2020).
Bilingli farkindalik diizeyi yiiksek olan bireyler, ahlaki ihlallere daha az meyletmektedirler (Ruedy ve
Schweitzer, 2010). Bilingli farkindalik ve 6z-kontrol dizeyleri yiiksek olan insanlarin daha az agresiflik
gosterdigi ve zarar verici davranislardan kagindigi bilinmektedir (Yusainy ve Lawrence, 2014). Tim
bunlardan yola ¢ikarak 6z-kontrol ve bilingli farkindahgin, sportmenlik davranisi Gizerinde etkili oldugu
soylenebilmektedir.
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Sonug

Arastirma sonucunda, erken, orta ve gec¢ ergenlerin sportmenlik dizeyleri ile 6z-kontrol
diizeyleri arasinda pozitif yonde orta diizeyde, sportmenlik diizeyleri ile bilingli farkindalik diizeyleri
arasinda pozitif yonde duslk dizeyde, 6z-kontrol dizeyleri ile bilingli farkindalk diizeyleri arasinda
pozitif yonde orta diizeyde bir iliski oldugu tespit edilmistir. Ayrica 6z-kontrol ve bilingli farkindaligin
sportmenlik tGzerinde pozitif yonde anlamli yordayici giice sahip oldugu tespit edilmistir. Sportmenlige
ait toplam varyansin erken ergenlik dénemi icin %21, orta ergenlik donemi icin %20, ge¢ ergenlik
doénemi icin %14’Ginlin 6z-kontrol ve bilincli farkindalik ile agiklandigi sonucuna ulasiimistir. Dolayisiyla
erken, orta ve gec ergenlerin 6z-kontrol diizeyleri ve bilingli farkindalk dizeyleri arttikga sportmen
davraniglari sergileme sikliklari da artmaktadir.

Oneriler

Sportmenligin 6neminin benimsenecegi 6gretim programlarinin gelistirilmesi daha sportmen
nesillerin yetistirilmesi adina olduk¢a O6nemli goérilmektedir. Literatirdeki calismalarin ergenlik
donemine ve o6zelliklerine gére incelenmemesi nedeniyle ergenlik donemi kapsaminda sportmenlik
¢ahismalarinin gogaltilmasi alanin aydinlatilmasina katki saglayacaktir.
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28.12.2023 tarihinde 2023/10 sayili karariyla verilen etik kurul izni bulunmaktadir. Bu arastirmanin
planlanmasindan, uygulanmasina, verilerin toplanmasindan verilerin analizine kadar olan tiim siiregte
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Abstract

Hopelessness is considered one of the key constructs in the field of mental health, closely related
to various psychological variables such as suicide and depression. The Beck Hopelessness Scale has been
widely used to measure hopelessness for nearly 40 years. More recently, short forms of this scale have been
developed. This study aimed to adapt the Beck Hopelessness Scale - Short Form (BHS-7), developed by
Pretorius and Padmanabhanunni (2024), to Turkish culture. A convenience sampling method was employed,
and the sample consisted of 407 individuals aged 18 and above. The Beck Hopelessness Scale - Short Form,
Depression Scale and Satisfaction with Life Scale were used as data collection tools. To assess validity,
exploratory factor analysis (EFA) was conducted to examine the scale's structure within the Turkish context,
and confirmatory factor analysis (CFA) was used to verify the structure. Additionally, evidence for
measurement invariance across gender, criterion-related validity, and convergent and divergent validity was
presented. The results confirmed the unidimensional structure of the original seven-item scale within the
Turkish sample. Measurement invariance results revealed that groups can be compared according to gender.
According to the criterion validity results, positive significant relationships were found between hopelessness
and depression, while negative significant relationships were found between hopelessness and life
satisfaction. Reliability analysis demonstrated that the internal consistency coefficient was at an acceptable
level. Consequently, the Turkish adaptation of the Beck Hopelessness Scale — Short Form (BHS-7) was found
to be a valid and reliable tool for assessing hopelessness in adult populations.

Keywords: Hopelessness, Validity, Reliability

Ozet

Umutsuzluk, intihar ve depresyon gibi birgok psikolojik degiskenle liskili olan ruh sagligi alaninin
onemli kavramlardan biri olarak gorilmektedir. Umutsuzlugu 6lgmek igin yaklasik 40 yildir Beck Umutsuzluk
Olgegi kullaniimaktadir. Son yillarda ise bu &lcegin kisa formlar gelistiriimeye baslanmistir. Bu galismada,
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Pretorius ve Padmanabhanunni (2024) tarafindan gelistirilen Beck Umutsuzluk Olgegi Kisa Formu’nu (BHS-7)
Turk kiltirine uyarlamak amaglanmistir. Uygun 6rneklem yontemiyle ylritilen bu ¢alismanin érneklemi 18
yas lizeri 407 bireyden olusmaktadir. Calismada veri toplama araci olarak Beck Umutsuzluk Olgegi Kisa Formu,
Depresyon Olgegi ve Yasam Doyumu Olgegi kullanilmistir. Olgekten elde edilen verilerin gegerligine yénelik
hedef kiltiirde (Tlirk) benzer oldugunu ortaya koymak igin agimlayici faktor analizi ve ilgili yapryr dogrulamak
icin dogrulayici faktor analizi yapiimistir. Ayrica ¢alismada cinsiyete gore 6lgme degismezligi, 6l¢it dayanakh
gegerlilik, yakinsak ve iraksak gegerlik kanitlari sunulmustur. Analiz sonuglari, orijinal dlgekte oldugu gibi
Olcegin yedi maddeden olusan tek boyutlu yapisinin Tirk kaltirinde benzer oldugunu ve dogrulandigini
gostermektedir. Olgme degismezligi sonuglari, cinsiyete gdre gruplarin karsilastirilabilecegini ortaya
koymaktadir. Olgiit gecerliligi sonuglarina gére umutsuzluk ile depresyon arasinda pozitif; yasam doyumu ile
negatif anlamli iliski elde edilmistir. Glvenirlik analizine gore i¢ tutarlilik katsayisinin istenen seviyede oldugu
gorilmistir. Sonug olarak, Turk kiiltiiriine uyarlanan Beck Umutsuzluk Olgegi Kisa Formundan (BHS-7) elde
edilen verilerden gecerli ve glivenilir gikarimlar yapilabilecegi belirlenmistir.

Anahtar Kelimeler: Umutsuzluk, Gegerlik, Glivenirlik

1. Introduction

Hopelessness is a psychological process characterized by an individual's negative cognitive and
emotional structure about themselves and their future, reacting at an uncertain and pessimistic level
(Beck et al., 1974). This structure is also considered a distorted cognitive process accompanied by a
lack of motivation and individual control (Abramson et al., 2002). Previous studies have pointed out
that hopelessness is associated with some essential psychopathological processes in different
populations. Mac Giollabhui et al. (2018) associated hopelessness with significant and devastating
depressive episodes. According to a meta-analysis, hopelessness was found to have a strong predictive
structure in individuals with moderate and high suicidality (Franklin et al., 2017). Additionally, some
studies have found that hopelessness has a much stronger predictive effect on suicide than depression
(Horwitz et al., 2017; Zhang & Li, 2013). Besides, depressive symptoms in individuals who are
hereditarily more prone to hopelessness have been associated with more pronounced and stronger
suicidal intentions (Zhang & Li, 2013).

If individuals experiencing mental depression fail in their search for meaning in life, the suicide
risk level was found to depend on the hopelessness experienced in this process (Chang & Hsu, 2017).
Moreover, the despair levels of individuals whose routine sleep and nutrition habits were disrupted
during the COVID-19 pandemic process and who were more economically and mentally vulnerable
were found to be dramatically higher (Kaplan Serin & Dogan, 2023). A network study on the items that
make up the hopelessness scale (Beck et al., 1974) revealed that the most central components of
hopelessness were the inability to imagine the future, the perception of a dark and uncertain future,
and the feeling of being blocked in the goals set for the future (Marchetti, 2019). Remarkably, in a
sample of Turkish healthcare workers during the COVID-19 pandemic, being female and having a high
socioeconomic status were identified as risk factors for hopelessness (Akova et al., 2022).

Hopelessness has a powerful negative predictive effect on resilience in adverse situations. The
same study observed a systematic increase in hopelessness with age (Nieto et al., 2023). However, in
a survey conducted with a group of cancer patients, a dramatic decrease in the level of hopelessness
was observed with advancing age (Gil & Gilbar, 2001). A resilient sense of hope during illness, loss, and
grief is associated with positive psychological processes (Snyder et al., 2001; Wu & Koo, 2016). High
levels of hopelessness are strongly associated with the devastating effects of post-traumatic stress
disorder (Raman et al., 2021). A moderate positive relationship exists between hopelessness and
virtual surfing (Simsek et al., 2015). A significant negative relationship exists between life satisfaction
and hopelessness (Celik et al., 2017). In individuals with traumatic life experiences, such as
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earthquakes, hopelessness was negatively associated with posttraumatic growth and positively related
to posttraumatic stress (Kardas & Tanhan, 2018). All these findings strengthen the possibility that
hopeless individuals make more frequent negative evaluations of themselves and their environment.
However, previous studies have revealed a negative relationship between critical thinking levels and
hopelessness (Kezer et al., 2016). Moreover, a negative relationship has also been found between
adjustment in infertile couples and the hopelessness they experience (Egelioglu Cetisli et al., 2019).

The above theoretical and empirical findings indicated that hopelessness has a strong
predictive effect for many mental disorders in clinical and non-clinical samples. Therefore, it is an
essential threshold for theorists and mental health professionals to construct powerful measurement
tools that can assess the concept of hopelessness in a psychometrically reliable and valid manner.
Many measurement tools have been developed so far to measure the idea of hopelessness. However,
the most widely accepted and used scale (Beck et al., 1974) was created by Beck. The fact that this
scale, which has been adapted to many cultures, consists of 20 items may adversely affect the data
quality as it may increase the fatigue and inattention of individuals. For this reason, the Beck
Hopelessness Scale Short Form was recently developed by Pretorius and Padmanabhanunni (2024).
This study aims to adapt this short form to Turkish culture.

The scale is expected to show a unidimensional factor structure as in the original study. The
Beck Hopelessness Scale (Beck et al., 1974) has been adapted into Turkish in various studies (Durak &
Palabiyikoglu, 2006; Seber et al., 1993). However, in recent studies, it has been observed that the short
forms of the measurement tools are more ergonomic and more widely used due to their availability
(Fekih-Romdhane et al., 2024; Stefana et al., 2025). Within this framework, it was considered that
there was a need to re-test the Beck Hopelessness Scale Short Form (Pretorius & Padmanabhanunni,
2024) in a non-clinical Turkish sample by addressing its factor structure, measurement invariance,
reliability, and other psychometric properties. It is expected to provide a strong framework for what
psychological constructs individuals' expectations and motivations about themselves and the future
may be related to, given the applicability and efficacy of this measure in the mental health field. The
studies mentioned above demonstrate that hopelessness has a highly determinative effect on many
psychopathological processes, ranging from coping skills in the face of traumatic life events to sleep
disorders, depression, and suicidal tendencies. These results make the determination of hopelessness
using an effective and practical measurement tool an absolute necessity. Therefore, this measurement
tool may enable researchers to make clinical and theoretical inferences about the level of hopelessness
experienced by the individual from a psychometric point of view. In the following, the validity and
reliability of the Hopelessness Scale short form were tested regarding the adaptation process to
Turkish culture.

2. Method

2.1. Study Design

A quantitative research design was used for this study. This approach allows for the analysis of
data through statistical methods and is widely preferred, particularly in scale adaptation and validation
studies (Creswell, 2014). In line with the purpose of the study, a cross-sectional survey model was
adopted, which involves collecting data from participants at a specific point in time (Blylkoztirk,
2018). Ethical approval was obtained from the Siirt University Ethics Committee with the decision
dated 25.09.2024 and numbered 7606.
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2.2. Population and Sample

The population of the study consists of adults aged 18 and above. The sample comprised 407
participants aged 18-45, selected using a convenience sampling method. Data collection was carried
out in October 2024. Exploratory factor analysis (EFA) and confirmatory factor analysis (CFA) were
conducted with the full sample, using data from 203 and 204 participants, respectively. The total
sample included 204 men and 203 women. The data were collected online in a classroom setting under
the supervision of the researcher. Validity and reliability analyses were conducted on these data. The
participants' ages ranged from 18 to 45 years, with a mean age of 24.51 (SD = 5.44). Demographic
characteristics of the participants are presented in Table 1.

Table 1. Sociodemographic Variables Related to Participants

Variable N %
Gender
Male 204 %50,1
Woman 203 %49,9
Age
18-25 260 %64,0
26-30 86 %21,2
31-45 61 %14,8
Socioeconomic level
Low 104 %25,5
Middle 283 %69,5
High 20 %5,0
Education Status
High School 20 %4,9
Associate Degree 118 %29,0
License 251 %61,7
Postgraduate 18 %4,4
Marital Status
Married 87 %21,4
Single 320 %78,6

2.3. Data Analysis

All data on the BHS-7 were analyzed using SPSS 25 and the AMOS 24 package programs. EFA,
CFA, and correlation analyses were conducted for construct validity; Cronbach's alpha and McDonald'
s Omega analyses were performed for reliability.

2.4. Data Collection Tools

Beck Hopelessness Scale-Short Form: The scale was developed by Pretorius and
Padmanabhanunni (2024). The BHS-7 is a seven-item short form of the Beck Hopelessness Scale. Each
item in the scale is answered as “True” (TRUE) or “False” (FALSE). When scoring, each “True” (TRUE)
response expressing hopelessness is evaluated as 1 point, and each “False” (FALSE) response is
assessed as 0 points. No reverse items are in the scale; therefore, all items are scored in the same
direction (negative). The total score obtained varies between 0 and 7, and it is accepted that the higher
the score, the higher the hopelessness level of the individual. This short form is used to assess the
hopelessness tendencies of individuals in the last one-week period, practically and quickly. The
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Cronbach's Alpha value of the BHS-7 original scale was calculated as 0.87. The original scale's
confirmatory Factor Analysis (CFA) showed good fit indices (CFl = 0.95, TLI = 0.94, RMSEA = 0.06). In
the Turkish adaptation study, Cronbach's Alpha value of the scale was calculated as 0.77.

Life Satisfaction Scale: The scale was developed by Diener et al. (1985). Dagh and Baysal (2016)
also adapted the scale into Turkish. Validity analysis values of the 5-item adapted scale; x*/sd = 1.17,
NFI: 0.99, NNFI: 1.00, CFl: 1.00, GFI: 0.99, AGFI: 0.97, RMSEA: 0.030, and SRMR: 0.019. A high score on
the scale also means that life satisfaction is high. Cronbach’s Alpha coefficient of the adapted scale was
calculated as 0.88. The scale is evaluated on a five-point Likert scale with a rating from 1 (completely
disagree) to 5 (completely agree). The total score obtained varies between 5 and 25. In this study, the
Cronbach's Alpha coefficient of the scale was calculated as 0.81 and x?/sd = 1.85, NFI: 0.98, CFI: 0.99,
GFI: 0.99, AGFI: 0.97, RMSEA: 0.046, and SRMR: 0.019.

Depression, Anxiety, and Stress Scale (DASS-21): The scale developed by Lovibond and
Lovibond (1995) includes 42 questions in their original form. Henry and Crawford (2005) transformed
this scale into a shorter form with 21 questions. Turkish adaptation, validity, and reliability studies
were conducted by Sarigam (2018). Validity analysis values of the 21-item adapted scale; TLI; 0.89, CFI:
0.90, GFI: 0.90, RMSEA: 0.065, and SRMR: 0.067. This 21-item scale is divided into three subscales:
depression, anxiety, and stress. Separate total scores are obtained for each sub-dimension. The scale
is evaluated on a 4-point Likert scale with a rating from 0 (Never) to 3 (Always). The total score obtained
varies between 0 and 63. The test-retest reliabilities of the depression, anxiety, and stress sub-
dimensions were found to be 0.68, 0.66, and 0.61, and Cronbach's Alpha internal consistency
coefficients were 0.87, 0.85, and 0.81, respectively. In this study, only depression items were used. In
this study (item=7), the Cronbach's Alpha coefficient of the scale was calculated as 0.85, and x?/sd =
2.76, NFI: 0.96, CFI: 0.97, GFIl: 0.97, AGFI: 0.94, RMSEA: 0.066, and SRMR: 0.030.

2.5. Procedure

In this study, the BHS-7, the shortened version of the Beck Hopelessness Scale (BHS), was
adapted into Turkish. The items in the scale were translated into Turkish by three field experts fluent
in Turkish and English. Two experts in the field reviewed the translation regarding the questions'
comprehensibility and the sentence structures' cultural appropriateness. The translated scale was
back-translated into English by a faculty member in the English department to examine its grammar. It
was determined that there was no loss of meaning during the translation process. Two Turkish
language teachers checked the scale for its suitability in Turkish. Necessary corrections were made in
line with the feedback.

2.6. Scoring the Scale

The Turkish version of the BHS-7 consists of a total of 7 items. Each item contains a statement
that assesses the participants' level of hopelessness, and responses are limited to “True” or “False”
options. The scores that can be obtained from this scale range from 0 to 7; higher scores indicate that
the individual has a higher level of hopelessness. When scoring the items, responses indicating
“hopelessness” are recorded as 1 point, while reactions that do not include “hopelessness” are
recorded as 0 points. The total score obtained from the scale reflects the participant's level of
hopelessness. The total score obtained can be used as a continuous variable in the analyses or
interpreted categorically using specified threshold values.
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3. Findings
3.1. Construct Validity

Before performing factor analysis, the suitability of the data set must be evaluated. The KMO
test measures the adequacy of the standard factor structure; 0.90 and above is considered excellent,
0.80-0.89 is very good, 0.70-0.79 is good, 0.60-0.69 is moderate, 0.50-0.59 is poor, and values below
0.50 are not considered appropriate (Field, 2024). Bartlett's test examines the significance of the
correlations; p< .05 indicates a sufficient relationship for factor analysis (Tabachnick & Fidell, 2019).

In this study, the Kaiser-Meyer-Olkin (KMO) and Bartlett tests were applied to evaluate the
suitability of the data for factor analysis. To ensure the suitability of the data for factor analysis, the
KMO value should be above 0.60, and the chi-square value obtained from Bartlett's test should be
statistically significant (Blyukoztirk, 2018). The data were divided into two parts for the validity
analysis of the seven-item scale. The analysis performed by leaving the factor structure free showed
that the scale was suitable for factor analysis (N=203, KMO = 0.842; Bartlett's x2= 314,564; df=21; p<
.01). Maximum Likelihood analysis was conducted to determine the factor structure of the scale. As a
result of the analysis, a one-factor structure explaining 35.12% of the total variance was obtained
(Table 2).

Moreover, when the Scree plot in Figure 1 is examined, the elbow point is seen in factor
Number 2. Since the eigenvalues decrease significantly after this point, there are two components
explaining most of the data. Accordingly, it is recommended to consider the first two components in
the factor analysis. This situation observed in the graph constitutes an essential basis for determining
the factor structure in the findings section of our study.

Table 2. Exploratory Factor Analysis Results and Item Total Correlation Values

Items Factor Loadings Item-Total Correlation
1. Kendim ile ilgili §eylner| dizeltemedigime gore 0,52 0,40
¢abalamayi biraksam iyi olur.
2. Geleice"k !:?enlm icin hos seylerden cok tatsizliklarla 0,57 0,56
dolu gozikiyor.
3. Gergekten istedigim seyleri elde etmeyi 0,64 0,51

beklemiyorum.
4. [sler hicbir zaman istedigim gibi yolunda gitmiyor. 0,54 0,47
5. Arzu ettigim seyleri elde edemedigime goére bir

. 0,71 0,50
seyler istemek aptallik olur.
6. (ielecekte gercek bir doyuma ulasmam mimkiin 0,48 0,43
degil.
7.istedigim seyleri elde etmek i¢in cabalamamin bir

e o 0,65 0,59

anlami yok, ¢clinkii muhtemelen elde edemeyecegim.
Total Variance Explained %35,12
Eigenvalue 3,087
Cronbach's Alpha 0,77

As a result of the item analysis conducted to determine the representativeness of the scale
items, item-total correlation values ranged between 0.40 and 0.59. Since values of 0.30 and above
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adequately represent the trait to be measured (Field, 2024; Kline, 2013), it can be said that the item
total correlation values of the scale are within acceptable limits.

Figure 1. Vertical Scree Plot

Scree Plot

Eigenvalue

1 2 3 4 5

(3]
-

Factor Number

3.2. Discriminant Analysis

Discriminant analysis, in other words, 27% upper and lower group analysis, is a technique used
in the item analysis process of a test or scale. With this method, the answers given to each item by the
individuals in the highest 27% of the test score distribution (upper group) and the individuals in the
lowest 27% of the test score distribution (lower group) are compared. Thus, the discrimination power
of each item is evaluated (Turgut & Baykul, 2010; Anastasi & Urbina, 1997). As a result of the analysis,
a significant difference was found between the scores of the individuals in the upper and lower groups
on Item 7 (n=110, upper group M=1.76; lower group M=1.23, p< .05). This result shows that all items
have a high discrimination power. Similar analyses were conducted for all items, and the findings
consistently showed the ability of the items to discriminate between high and low-performing
individuals. Detailed results for each item are presented in the relevant section of the study.

3.3. Confirmatory Factor Analysis

The fit indices used in structural equation models to evaluate the model's fit are interpreted
with specific good and acceptable fit criteria. The chi-square/degree of freedom (x2/df) ratio should be
less than 3 for a good fit and between 3 and 5 for an acceptable fit (Kline, 2023). Comparative Fit Index
(CF1) and Incremental Fit Index (IFI) values are expected to be .95 and above for a good fit and .90 and
above for an acceptable fit. Similarly, the Goodness of Fit Index (GFl) and Adjusted Goodness of Fit
Index (AGFI) values should be above .90 for a good fit and above .85 for an acceptable fit. Root Mean
Squared Error (RMR) and Standardized Root Mean Squared Error (SRMR) values should be .05 and
below for a good fit and .08 and below for an acceptable fit. Finally, Normed Fit Index (NFI) and Tucker-
Lewis Index (TLI) values are expected to be .95 and above for a good fit and .90 and above for an
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acceptable fit. These fit indices are essential to assessing how well the model fits the data (Byrne,
2016).

The data were divided into two parts to test whether the one-factor structure obtained from
the exploratory factor analysis could be confirmed. Confirmatory Factor Analysis (CFA) was conducted
on 204 participants. In CFA, various fit indices were utilized to evaluate the adequacy of the model fit.
Since these indices, which evaluate the fit between the theoretical model and the data obtained, have
different strengths and weaknesses compared to each other, it is recommended to use more than one
fit index to demonstrate the fit of the model fully. While the acceptable fit threshold for CFl, NFI, RFI,
and IFl indices is 0.90, it is stated that 0.95 is taken as a reference for the perfect fit. For RMSEA, 0.08
is acceptable, and 0.05 is perfect (Bentler, 1980). In light of these criteria, it was concluded that the
goodness of fit indices of the one-factor structure of the scale were satisfactory. Accordingly, Chi-
Square = 36,524, DF= 14, Chi-Square/DF= 2,609 NFI = 0.88, CFI=0.92, IFl =0.92, RFI = 0.82 and RMSEA=
0.089 (0.054-0.125, p<0.05). The correlation value between factor scores and total scores was
calculated as r 0.98 (p<0.01), as evidence that a total score can be obtained from the scale. The error
variance values obtained with CFA are shown in Figure 2.

Figure 2. BHS-7 Path Diagram and Parameter Estimates

item 1 item 2 item 3 item4 item5 item 6 item7

3.4. Criterion Validity

To determine the criterion-related validity of the Beck Hopelessness Scale Short Form, its
correlations with the Satisfaction with Life Scale and Depression Scale were examined. According to
the correlation analysis, BHS-7 had significant positive r= 0.53 (p< .001) relationship with depression
and significant negative r=-0.46 (p< .001) relationship with life satisfaction. These findings can be
shown as evidence supporting the criterion-related validity of the scale.

3.5. Convergent-Divergent Validity

Composite reliability (CR) and average variance explained (AVE) values are essential for
convergent validity. According to the sources, AVE should be above .50, and CR > AVE conditions should
be met (Hair et al., 2013; Shrestha, 2021). However, even if the AVE is less than .50, a CR above .60 can
ensure convergent validity (Shrestha, 2021). In divergent validity, ASV (Average Shared Variance) and
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MSV (Maximum Shared Variance) values are expected to be lower than AVE (Hair et al., 2013), and the
square root of the AVE value of a factor should be higher than the correlation of that factor with other
factors (Shrestha, 2021). However, since the BHS-7 has a single-factor structure, it is only possible to
assess that factor's consistency and explanatory power. MSV and ASV values are not usually calculated
or used as significant validity indicators (Hair et al., 2013). This study estimated the CR value obtained
for convergent validity as .83, and the AVE value as .43.

3.6. Measurement Invariance

Measurement invariance is determined by looking at the invariance of factorial structures of a
construct between different groups. It is known that gender is one of the most tested variables among
these groups. The high proportion of female participants in the studies conducted on the Turkish
sample has led to the need for measurement invariance in terms of gender. Besides, measurement
invariance has been tested in the adaptation studies of the Beck Hopelessness Scale on different
cultures (Huang et al., 2025; Kliem et al., 2018). Therefore, in this study, the measurement equivalence
of the Beck Hopelessness Scale Short Form according to the gender variable was tested using AMOS
24 software. Since the data were normally distributed, multiple-group confirmatory factor analysis
(CFA) was conducted using the maximum likelihood estimation method. There are four steps to be
followed when performing measurement invariance (Widaman & Reise, 1997). These steps are shown
in Table 3.

Table 3. Measurement Invariance

Ax2

ltems X2(df)  X/df CFI  RMSEA  Adf p ACFI  ARMSEA  DECISION

Gender

Configural ?27541 1694 967 .041 / / / /

Metric 53919 1586 966 038 6478 375 _o0s 003 Equality
(34) (6)

Scalar 595971703 958 042 6415 378 _007 004 Equality
(35) (6)

Strict (15)'999 2.591 .880 .063 422?1 545 -015  .021 Equality

According to the data in Table 3, ACFI values vary between -0.007 and -0.015, and ARMSEA
values vary between 0.003 and 0.021 according to gender in all stages of measurement invariance.
Considering that the chi-square difference test (Ax2) should not be significant, it is seen that the chi-
square test is not essential for both groups. In addition, it was determined that the ACFI < 0.010 and
ARMSEA < 0.015 criteria were met in model transitions. These results show that the scale provides
measurement invariance according to gender variables.

3.7. Reliability

The scale's reliability was assessed using McDonald's Omega value. McDonald's Omega value
generally ranges between 0 and 1. As this value increases, the internal consistency of the scale
increases and Omega values above .70 indicate acceptable internal consistency (Dunn et al., 2014). In
this study, McDonald's Omega value on the scale was found to be 0.77.
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4. Conclusion, Discussion and Recommendations

This study tested the reliability and validity of the Beck Hopelessness Scale Short Form (BHS-7)
developed by Pretorius and Padmanabhanunni (2024). The research findings confirmed the
unidimensional structure of the BHS-7. According to the reliability analysis, the internal consistency
coefficient was 0.77, which is within the acceptable range. For comparison, the Cronbach's alpha
coefficient of the original scale was 0.85 (Pretorius & Padmanabhanunni, 2024). Thus, the Turkish
version demonstrates satisfactory reliability.

According to the results of the analysis conducted to test the item discrimination of the BHS-
7, it was found that the 27% difference between the lower and upper groups was statistically
significant. These results mean that the item discrimination level of the scale is high. In addition, the
total variance explained by the one-factor structure was 35%, which exceeds the commonly accepted
threshold of 30% for unidimensional scales (Field, 2024). Confirmatory factor analysis (CFA) also
revealed acceptable model fit indices, supporting the structural validity of the scale.

The item factor loadings of the scale were found to be between .56 and .75. Considering that
factor loadings should be at least .30 (DeVellis, 2017) in measurement tools, the structure validity of
the BHS-7 can be said to be provided. Besides, the fact that the corrected item-total correlation values
ranged between .40 and .59 means that the scale items showed sufficient representation in measuring
the concept of hopelessness. The results of the discriminant and convergent validity analyses of the
BHS-7 (CR>.60, AVE=.43) show that it provides convergent and divergent validity. Furthermore, the
results of the measurement invariance analysis performed on the scale provide measurement
invariance in terms of gender.

Depression and Life Satisfaction scales were used for the criterion validity analyses of BHS-7.
According to the results of the studies, it was seen that hopelessness had negative (r=-.46) and positive
(r=.53) significant relationships with life satisfaction and depression, respectively. These results are
consistent with the literature on the relationship between hopelessness, life satisfaction, and
depression. As a matter of fact, as individuals' hopelessness increases, their life satisfaction is known
to decrease (Padmanabhanunni & Pretorius, 2021). Especially depression, which includes the
depletion of hope in its definition and characteristics, has strong relationships with hopelessness.
Hopelessness and depression are considered both the cause and the consequence of each other (Chen
& Li, 2023; Zhang et al., 2024). Therefore, hopelessness has a vital role in preventing individuals from
experiencing depression and increasing their life satisfaction (Cakar et al., 2015; Liu et al., 2015). To
use this critical role effectively, there is a need to develop coping resources for hopelessness. Hence,
hopelessness weakens individuals' ability to cope with life stressors and difficulties, leading to
depression and decreased life satisfaction (Padmanabhanunni & Pretorius, 2021). However, hope can
increase life satisfaction by strengthening individuals' psychological resilience and tolerance to
uncertainty (Batmaz et al., 2021; Karatas & Tagay, 2021), especially in times of crisis (i.e., COVID-19).
As a matter of fact, it is known that as life satisfaction decreases, psychological symptoms (Tirk et al.,
2025a), emotional problems (Arslan et al., 2024), fear of happiness (Celik & Tirk, 2024) and rest
intolerance (Tirk et al., 2025b) increase, resilience (Tirk et al., 2025c) and enhancing stress mindset
decrease (Turk & Celik, 2024). Therefore, it is necessary to increase life satisfaction through hope.

Consequently, all analyses conducted on the BHS-7 show that the data used in this study are
valid and reliable. BHS-7's low number of items may allow the scale to be used more than the extended
version it was first developed. In particular, saving time and energy is expected to contribute to the
reduction of participant fatigue. Furthermore, most of the development and adaptation studies of the
Beck Hopelessness Scale Short Form were conducted on clinical samples (Balsamo et al., 2020;
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Forkmann et al., 2024). The fact that this study was conducted on a non-clinical sample may increase
the usability of the scale in the normal population and enable the dissemination of routine
hopelessness screenings. The use of this short hopelessness scale by mental health professionals and
researchers in educational and workplace settings may facilitate the early identification of individuals
at risk. This early diagnosis will provide the opportunity to give seminars and psychoeducation
programmes within the scope of preventive mental health services. Besides, validation of the scale on
clinical samples in future studies to be conducted in Turkey will enable the scale to be used in therapy
conditions and the evaluation of the effectiveness of treatment processes.

As with every research study, this study also has some limitations. The fact that the study
sample consisted of individuals between the ages of 18-45 may confuse the interpretation of the
findings due to age-related developmental and socio-psychological differences. This situation includes
the possibility that the relationships between the variables may differ according to age groups and
limits the generalizability of the research results. To ensure generalizability, future studies can be
conducted on different age groups, such as high school students and elderly individuals. However, the
fact that the socioeconomic level of the majority of the participants is at the middle level (% 69) brings
limitations in terms of the representation of individuals at different economic levels. For future studies
using this scale, the inclusiveness of the scale can be provided by reaching more participants at low
and high economic levels. Although many types of analyses were applied to test the reliability and
validity of the BHS-7 in this study, methods such as Mokken scale analysis can be used in future studies.
Besides, since the study's data were collected through self-report, there may be a risk of built-in
method bias. To eliminate this risk, techniques such as observation and interview can be used in future
studies. Despite the study's limitations, having a short measurement tool for evaluating hopelessness
is expected to expand the literature on hopelessness in Turkey. Future studies by field workers,
academicians, and mental health professionals using this short form are expected to investigate the
causes and consequences of hopelessness more comprehensively.
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Ekler

Beck Umutsuzluk Olgegi Kisa Formu

Lutfen asagidaki her bir ifadeyi okuyun ve ifade, ge¢en hafta dadahil olmak iizere
bugiinkii genel durumunuzu tanimliyorsa "Dogru" tanimlamiyorsa "Yanhs" secenegini isaretleyiniz.

1. Kendimile ilgili seyleri diizeltemedigime gore ¢abalamayi biraksam iyi DOGRU YANLIS
olur

2. Gelecek benim icin hos seylerden cok tatsizliklarla dolu gézikiyor. DOGRU YANLIS

3. Gergekten istedigim seyleri elde etmeyi beklemiyorum. DOGRU YANLIS

4. isler hicbir zaman istedigim gibi yolunda gitmiyor. DOGRU YANLIS

5. Arzu ettigim seyleri elde edemedigime gore birseyler istemek aptallik DOGRU | YANLIS
olur.

6. Gelecekte gercek bir doyuma ulasmam miimkin degil DOGRU YANLIS

7. listedigim her seyi elde etmek icin cabalamamin bir anlami yok ¢iinkii DOGRU YANLIS
muhtemelen elde edemeyecegim.

Puanlama: DOGRU=1

YANLIS = 0


https://doi.org/10.1093/eurjcn/zvad062
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Genis Ozet
Giris

Umutsuzluk, kisinin kendisi ve gelecegi hakkinda olumsuz biligssel ve duygusal bir yapida belirsiz
ve karamsar bir diizeyde tepki vermesiyle karakterize olan ruhsal bir siiregtir (Beck et al., 1974). Bu
yapl, kiside motivasyon yetersizligi ve bireysel kontrol eksikliginin eslik ettigi carpik bilissel bir siireg
olarak da ele alinmistir (Abramson et al., 2002). Onceki calismalar umutsuzlugun farkli popiilasyonlarda
onemli bazi psikopatolojik streclerle iliskili olduguna isaret etmistir. Mac Giollabhui ve digerleri (2018)
umutsuzlugu onemli ve yikicl depresif epizotlarla iliskilendirmistir. Bir meta analiz ¢alismasinda
umutsuzlugun orta ve yiksek intihar egilimli bireylerde gliclii bir yordayici yapiya sahip oldugu
anlasilmistir (Franklin vd., 2017). Ayrica bazi ¢calismalarda umutsuzlugun intihar icin depresyondan ¢ok
daha giiclii yordayici bir etkiye sahip oldugu gortlmistir (Horwitz vd., 2017; Zhang & Li, 2013). Bununla
birlikte kalitsal agcidan umutsuzluga daha yatkin bireylerdeki depresif belirtiler daha belirgin ve giiclu
intihar istegiyle iliskilendirilmistir (Zhang & Li, 2013). Ruhsal ¢okiintli yasayan bireyler, hayata dair
anlam arayisinda basarisiz olurlarsa intihar risk diizeyinin bu siirecte deneyimlenen umutsuzluga bagh
oldugu goérulmustir (Chang & Hsu, 2017). Ayrica Kovid-19 pandemi siirecinde rutin uyku ve beslenme
ahskanligi bozulan, ekonomik ve ruhsal acidan daha kirilgan olan bireylerin umutsuzluk dizeyleri
dramatik bir sekilde yliksek ¢ikmistir (Kaplan Serin & Dogan, 2023).

Umutsuzluk 6lcegini (Beck et al., 1974) olusturan maddelerle ilgili yapilan bir ag ¢calismasinda,
gelecegi hayal edememek, karanlik ve belirsiz bir gelecek algisi, gelecek icin belirlenen hedeflerde
engellenmislik duygusu umutsuzlugun en merkezi bilesenlerini olusturmustur (Marchetti, 2019). ilging
bir sekilde, Covid-19 pandemi siirecinde Tirk saglk calisanlari 6rnekleminde, kadin olmak ve yiksek
sosyoekonomik diizeye sahip olmak umutsuzluk icin risk faktorleri olarak tanimlanmistir (Akova vd.,
2022). Olumsuz durumlarda kisinin sahip oldugu dayaniklilik agisindan umutsuzlugun negatif yonde ¢ok
glcll bir yordayici etkisi vardir. Ayni ¢alismada yasa bagh olarak umutsuzlukta sistematik bir artis
gozlenmistir (Nieto et al., 2023). Ancak kanser hastasi bir grupla yiritilen calismada, yasin
ilerlemesiyle birlikte umutsuzluk diizeyinde dramatik bir azalma gozlenmistir (Gil & Gilbar, 2001).
Hastalik, kayip ve yas sirecinde direngli bir umut duygusu olumlu ruhsal siireglerle iliskilendirilmistir
(Snyder et al., 2001; Wu & Koo, 2016). Kisinin ylksek diizeyde deneyimledigi umutsuzluk duygusu,
travma sonrasi stres bozuklugunun yikici etkileriyle giiglii bir sekilde iligkili bulunmustur (Raman et al.,
2021). Umutsuzluk ile sanal ortamda yapilan sorf arasinda da orta dlizeyde pozitif bir iliski saptanmistir
(Simsek vd., 2015). Yasam doyumu ile umutsuzluk arasinda ise negatif bir sekilde anlamli bir iliski s6z
konusudur (Celik et al., 2017). Deprem gibi travmatik yasam deneyimi olan bireylerde umutsuzluk,
travma sonrasi bliylime ile negatif ve travma sonrasi stres ile pozitif yonde iliskili bulunmustur (Kardas
& Tanhan, 2018). Tim bu bulgular, umutsuz bireylerin kendisine ve ¢evresine yonelik daha sik olumsuz
degerlendirme yapmasi olasiligini artirmaktadir. Ancak 6nceki ¢alismalar elestirel diisiinme dizeyleri
ile umutsuzluk arasinda negatif bir iliski oldugunu ortaya koymaktadir (Kezer et al., 2016). Umutsuzluk
kavramini 6lgmek icin simdiye kadar bircok 6lgme araci gelistirilmistir. Bununla birlikte en ¢ok kabul
goren ve kullanilan umutsuzluk 6lgegini Beck gelistirmistir (Beck et al., 1974). Bircok kiltiire uyarlanan
bu o6lcegin 20 maddeden olusmasi, bireylerin yorgunluk ve dikkatsizligini artirabileceginden veri
kalitesini olumsuz yonde etkileyebilmektedir. Bu nedenle yakin zamanda Pretorius ve
Padmanabhanunni (2024) tarafindan Beck Umutsuzluk Olgegi Kisa Formu gelistirilmistir. Bu calismanin
amaci da bu kisa formun Turk kiltiirline adaptasyonunu saglamaktir
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Yontem

Bu calismada, nicel arastirma deseni kullanilmistir. Nicel desen, elde edilen verilerin
istatistiksel yontemlerle analiz edilmesine olanak saglayan yapidadir ve 6zellikle 6lgek gelistirme
¢alismalarinda yaygin olarak tercih edilmektedir (Creswell, 2014). Arastirmanin amaci dogrultusunda,
kesitsel tarama modeli benimsenmistir. Bu model, arastirmanin belirli bir zaman diliminde
katilimcilardan veri toplama siirecini kapsamaktadir (Bliytkoztirk, 2018). Arastirmanin evreni, 18 yas
ve lzeri yetiskin bireylerden olusmaktadir. Orneklem ise, rastgele érnekleme yéntemi kullanilarak
evrenden secilen 18-45 yas arasi 407 katilimciy! icermektedir. Arastirmanin veri toplama araglari
arasinda Beck Umutsuzluk Olcegi Kisa Formu (BHS-7), Yasam Doyumu Olcegi ve Depresyon, Anksiyete
ve Stres Olgegi (DAS-21) bulunmaktadir. BHS-7 uyarlama siirecinde agimlayici faktér analizi, ve
dogrulayici faktér analizi yapilmistir. Olgekteki maddeler Tiirkge ve ingilizce'ye hakim (¢ alan uzmani
tarafindan Tirkge'ye gevrilmistir. Alaninda uzman iki kisi, sorularin anlasilirhgl ve ciimle yapilarinin
kiltdrel uygunlugu acisindan ceviriyi incelemistir. Cevrilen o6lgek, dil bilgisi kurallarini incelemek
amaciyla ingilizce bélimiinde gérevli bir 6gretim lyesi tarafindan tekrar ingilizce'ye cevrilmistir. Ceviri
siirecinde herhangi bir anlam kaybi olmadigi belirlenmistir. Olcegin Tiirkce'ye uygunlugu iki Tirkce
o0gretmeni tarafindan kontrol edilmistir. Geri bildirimler dogrultusunda gerekli diizeltmeler yapilmistir.
BHS-7 Tirkce versiyonu, toplam 7 maddeden olusmaktadir. Her bir madde, katihmcilarin umutsuzluk
diizeyini degerlendiren bir ifade igerir ve yanitlar “Dogru” veya “Yanlis” segenekleriyle sinirhdir. Bu
Olcekten alinabilecek puanlar 0 ile 7 arasinda degisir; yiksek puanlar, bireyin daha yiksek bir
umutsuzluk diizeyine sahip oldugunu gosterir. Olgegin maddeleri puanlanirken “umutsuziuk” belirten
yanitlar 1 puan olarak degerlendirilirken, “umutsuzluk” icermeyen yanitlar 0 puan olarak kaydedilir.
Olgekten elde edilen toplam puan, katilimcinin umutsuzluk diizeyini yansitmaktadir

Bulgular

Arastirma bulgulari, BHS-7'nin tek boyutlu yapisini dogrulamistir. Glivenirlik analizine gore, i¢
tutarhlik katsayisi 0,77 olarak bulunmustur ve bu kabul edilebilir araliktadir. Benzer sekilde, orijinal
Olcegin Cronbach alfa katsayisi da 0,85'tir (Pretorius & Padmanabhanunni, 2024). Dolayisiyla, Tiirkce
versiyonu tatmin edici bir glivenirlik gostermektedir. BHS-7'nin madde ayirt ediciligini test etmek igin
yapilan analiz sonuglarina gore, alt ve Ust gruplar arasindaki %27'lik farkin istatistiksel olarak anlamli
oldugu bulunmustur. Bu sonuglar, 6lgegin madde ayirt edicilik diizeyinin yiksek oldugu anlamina
gelmektedir. Ayrica, tek faktorli yapinin agikladigl toplam varyans %35'tir ve bu deger, tek boyutlu
Olgekler icin yaygin olarak kabul edilen %30 esigini agsmaktadir (Field, 2024). Dogrulayici faktor analizi
de kabul edilebilir model uyum indeksleri ortaya koyarak dlcegin yapisal gegerliligini desteklemektedir.
Olgegin madde faktor yiiklerinin 0,56 ile 0,75 arasinda oldugu bulunmustur. Olgme araclarinda faktor
yuklerinin en az 0,30 olmasi gerektigi (DeVellis, 2017) géz oniline alindiginda, BHS-7'nin yapi
gecerliliginin saglandigl soylenebilir. Ayrica, dizeltilmis madde-toplam korelasyon degerlerinin .40 ile
.59 arasinda degismesi, 6lcek maddelerinin umutsuzluk kavramini dlgmede yeterli temsiliyet gosterdigi
anlamina gelmektedir. BHS-7'nin ayirici ve yakinsak gecerlilik analizlerinin sonuglari (CR>.60, AVE=.43),
yakinsak ve iraksak gecerliligi sagladigini gostermektedir. Ayrica, Olcek Uzerinde yapilan 6lglim
degismezligi analizi sonuglari, cinsiyet agisindan 6lglim degismezligini sagladigini kanitlamistir.

BHS-7'nin o6l¢ut gecerlilik analizleri igcin depresyon ve yasam doyumu 6lgekleri kullaniimistir.
Calisma sonuglarina gére umutsuzlugun yasam doyumu ve depresyonla sirasiyla negatif (r= -.46) ve
pozitif (r=.53) dizeyde anlaml iliskileri oldugu gorilmustiir. Bu sonuglar umutsuzluk, yasam doyumu
ve depresyon arasindaki iliskiyi inceleyen literatiirle tutarlidir. Nitekim bireylerin umutsuzlugu arttikca
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yasam doyumlarinin azaldigi bilinmektedir (Padmanabhanunni & Pretorius, 2021). Ozellikle tanimi ve
ozelliklerinde umudun tUkenmesini barindiran depresyonun umutsuzlukla gucla iliskileri
bulunmaktadir. Umutsuzluk ve depresyon birbirinin hem nedeni hem de sonucu olarak kabul
edilmektedir (Chen & Li, 2023; Zhang et al., 2024). Dolayisiyla umutsuzluk, bireylerin depresyon
yasamasini dnlemede ve yasam doyumlarini artirmada hayati bir role sahiptir (Cakar et al., 2015; Liu et
al., 2015). Bu kritik roli etkili bir sekilde kullanabilmek icin umutsuzluga yonelik basa c¢ikma
kaynaklarinin gelistiriimesine ihtiyag¢ vardir. Bu nedenle umutsuzluk, bireylerin yasam stresorleri ve
zorluklariyla basa ¢ikma yeteneklerini zayiflatmakta, depresyona ve yasam doyumunun azalmasina yol
acmaktadir (Padmanabhanunni & Pretorius, 2021). Ancak umut, 6zellikle kriz zamanlarinda (6rnegin
COVID-19) bireylerin psikolojik dayanikhligini ve belirsizlige karsi tahammulini gliclendirerek yasam
doyumunu artirabilir (Batmaz et al., 2021; Karatas & Tagay, 2021). Nitekim yasam doyumu azaldik¢a
psikolojik belirtilerin (Turk et al., 2025a), duygusal sorunlarin (Arslan et al., 2024), mutluluk korkusunun
(Celik & Tiirk, 2024) ve dinlenmeye tahammilstzlGgin (Tirk et al., 2025b) arttigi; dayanikliigin (Turk
et al., 2025c) ve glglendirici stres zihniyetinin azaldigi (Turk & Celik, 2024) bilinmektedir. Bu nedenle
umut araciliglyla yasam doyumunun artirilmasi gerekmektedir.

Tartisma, Sonug ve Oneriler

Sonug olarak, BHS-7 lzerinde yapilan tim analizler, bu ¢calismada kullanilan verilerin gecerli ve
glvenilir oldugunu gostermektedir. BHS-7'nin madde sayisinin az olmasi, 6lgegin ilk gelistirildigi
genisletilmis versiyondan daha fazla kullanilmasina olanak saglayabilir. Ozellikle zamandan ve
enerjiden tasarruf edilmesinin, katilmci yorgunlugunun azaltilmasina katkida bulunmasi
beklenmektedir. Ayrica, Beck Umutsuzluk Olcegi Kisa Formunun gelistirme ve uyarlama ¢alismalarinin
¢ogu klinik orneklemlerde gerceklestirilmistir (Balsamo et al., 2020; Forkmann et al.,, 2024). Bu
¢alismanin klinik olmayan bir 6rneklemde yapilmis olmasi, 6lgegin normal popllasyonda
kullanilabilirligini artirabilir ve rutin umutsuzluk taramalarinin yayginlastirilmasini saglayabilir. Bu kisa
umutsuzluk oOlgceginin ruh saghgi profesyonelleri ve arastirmacilar tarafindan egitim ve isyeri
ortamlarinda kullanilmasi, risk altindaki bireylerin erken belirlenmesini kolaylastirabilir. Bu erken tani,
koruyucu ruh saghgi hizmetleri kapsaminda seminerlerin ve psikoegitim programlarinin yiritilmesine
olanak saglayacaktir. Ayrica, Turkiye'de yapilacak gelecekteki calismalarda 6lcegin klinik 6rneklemlerde
gecerliliginin saglanmasi, olgegin terapi kosullarinda kullaniimasina ve tedavi siireglerinin etkililiginin
degerlendirilmesine olanak saglayacaktir.

Her arastirmada oldugu gibi, bu calismanin da bazi sinirhliklari bulunmaktadir. Calisma
ornekleminin 18-45 yas araligindaki bireylerden olusmasi, yasa bagl gelisimsel ve sosyo-psikolojik
farklihklar nedeniyle bulgularin yorumlanmasini zorlastirabilir. Bu durum, degiskenler arasindaki
iliskilerin yas gruplarina gore farklilasma olasihigini icermekte ve arastirma sonuglarinin
genellenebilirligini sinirlandirmaktadir. Genellenebilirligi saglamak i¢in gelecekteki calismalar lise
ogrencileri ve yash bireyler gibi farkli yas gruplan UGzerinde yiritilebilir. Ayrica katilimcilarin
¢ogunlugunun sosyoekonomik diizeyinin orta diizeyde (% 69) olmasi, farkl ekonomik diizeylerdeki
bireylerin temsil edilmesi agisindan sinirhliklar getirmektedir. Bu olgegin kullanilacagl gelecekteki
calismalarda, diisik ve yiiksek ekonomik diizeyde daha fazla katilimciya ulasilarak 6lgegin kapsayicilig
saglanabilir. Bu ¢alismada BHS-7'nin glvenirligini ve gecerliligini test etmek icin bircok analiz tiri
uygulanmis olsa da Mokken Olgegi analizi gibi yontemler gelecekteki ¢alismalarda kullanilabilir. Ayrica,
¢alismanin verileri 6z bildirim yoluyla toplandigindan, yerlesik yontem yanhhg riski olabilir. Bu riski
ortadan kaldirmak icin gelecekteki calismalarda goézlem ve goérisme gibi teknikler kullanilabilir.
Calismanin sinirliliklarina ragmen, umutsuzlugu degerlendirmek igin kisa bir 6l¢iim aracinin
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kullanilmasinin Tirkiye'de umutsuzluk literatlriini genisletmesi beklenmektedir. Alan calisanlari,
akademisyenler ve ruh sagligi profesyonelleri tarafindan 6lcegin bu kisa formu kullanarak yapilacak
gelecekteki ¢alismalarin umutsuzlugun nedenlerini ve sonuglarini daha kapsamli bir sekilde incelemesi
beklenmektedir.
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Abstract

Individuals with special needs, despite being active participants in social life, are often marginalized
in the second or foreign language learning process. This study addresses this gap by examining teachers'
experiences instructing learners with special needs in Turkish as a foreign language. These experiences are
essential for developing an inclusive foreign language teaching process and serve as an effective roadmap for
identifying the educational needs of individuals with special needs and the necessary interventions. This
qualitative study employs a phenomenological research design and involves ten teachers selected through
criterion sampling. These teachers share the common characteristics of working with students with special
needs learning Turkish as a foreign language. In the study, teacher experiences were analyzed across six
themes: diagnosis of students with special needs, emotional states of students with special needs, obstacles
encountered by instructors during the teaching process, classroom environment and peer relations, obstacles
faced by students with special needs during instruction, and instructor suggestions. The findings reveal that
the teachers were eager to develop professionally, highly motivated to teach, sensitive to differences, and
possessed diverse skill sets. However, they faced significant challenges, including difficulties in diagnosing
students with invisible disabilities, managing classrooms, sourcing or creating appropriate materials, planning
specialized instruction for various disabilities, and conducting effective assessments and evaluations. Besides,
these teachers reported insufficient academic and administrative support to help them to address these
challenges.

Keywords: Inclusive education, Individuals with special needs, Teaching Turkish as a foreign
language, Disabilities

Ozet

Ozel gereksinimli bireyler, toplumsal yasamin aktif katiimcilari olmalarina karsin ikinci/yabanci dil
o0grenme slirecinde sesleri duyulmayan gruplardan birisidir. Bu nedenle ¢alismada, 6zel gereksinimli bireylere
yabanci dil (Tirkce) 68reten Ogreticilerin deneyimlerine odaklaniimistir. Clinki kapsayici bir yabanci dil
Ogretimi slrecinin yapilandiriimasinda 6nemli bir aktor olan 6gretici deneyimleri, 6zel gereksinimli bireylerin
egitim ihtiyaglarinin tespiti ve yapilacak midahale igin etkili bir yol haritasi sunar. Fenomenolojik desen ile
yuratilen bu nitel galisma, olgit drnekleme teknigi kullanilarak segilen on 6greticiyle gergeklestirilmistir. Bu
Ogreticilerin ortak ozelligi, sinifinda yabanci dil olarak Tirkce 6grenen Ozel gereksinimli 6grencilerle
¢alismalaridir. Arastirmada Ogretici deneyimleri; 6zel gereksinimli 6grencileri tanilama, 6zel gereksinimli
Ogrencilerin duygusal durumlari, 6greticilerin 6gretim slrecinde karsilastigl engeller, sinif ortami ve akran
iliskileri, 6zel gereksinimli 6grencilerin 6gretim siirecinde karsilastigl engeller ve 6gretici dnerileri olmak tizere
alti temada incelenmistir. Bulgulardan hareketle deneyimlerine basvurulan ogreticilerin 6zel gereksinimli
bireylere yabanci dil 6gretiminde mesleki agidan gelismeye istekli, 6gretme konusunda biiylk bir motivasyona
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sahip, farklilklara duyarh ve ¢ok yonlii profile sahip olduklari tespit edilmistir. Buna karsin basta goriinmez
engelliler olan 6zel gereksinimli 6grenciyi tanilayabilme, sinif yonetimi, engel tiirine gére materyal bulma
veya hazirlama, engel tiriine yonelik 6zel 6gretimi planlama, 6lgme degerlendirme gibi bir¢ok konuda da
zorluk yasadiklari ve bu zorluklari asmak icin hem akademik agidan hem yonetimden yeterli destegin
alinamadigi sonucuna ulasiimistir.

Anahtar Kelimeler: Kapsayici egitim, Ozel gereksinimli birey, Yabanci dil olarak Tiirkce 6gretimi,
Ogretim siireci engelleri

1. Introduction

Societies comprise individuals with diverse physical, cognitive, and affective characteristics
(Yavuzkurt, 2024). These individual differences necessitate special interventions in daily life and some
individuals' education (Eldeniz Cetin, 2017; UNICEF, 2018). Contemporary educational discourse has
shifted from merely facilitating access to education to enhancing learning experiences' quality (Morina
& Biagiotti, 2022). Due to their varying learning speeds and styles, individuals with unique
characteristics often require more time and repetition than their peers, especially in educational
processes. Such individuals can be categorized as having special needs. Kircaali iftar (1998) and Ataman
(2005) report that this classification includes intellectual and learning disabilities, communication
disorders, behavioral challenges, giftedness, hearing, visual and orthopedic impairments, chronic
illnesses, autism spectrum disorder, and multiple disabilities.

Depending on their disabilities, some individuals with special needs may not fully benefit from
the education and training process, while others may benefit similarly to individuals without special
needs (Yarali, 2015). Students with special needs represent one of the largest minority groups in
student diversity (Romhild & Hollederer, 2024). This is particularly evident in universities, where the
number of students with special needs has been increasing due to the increasing importance of higher
education and the recognition of access to higher education as an international right. Higher education
institutions are legally mandated to make reasonable adjustments to ensure that students with special
needs are not placed at a systemic disadvantage compared to their peers. Rémhild and Hollederer
(2024) highlight that these students can enhance their academic performance only when they receive
adequate support, implying the necessity of inclusivity. In this context, Yiicel (2023) argues that
inclusion in higher education necessitates political decisions and legal frameworks to promote
diversity, equity, access, and internationalization. Universities are professional learning communities
where all individuals engage in knowledge production and community building without discrimination
based on race, ethnicity, gender identity, sexual orientation, religion, class, or physical or cognitive
capacity (Altunoglu, 2020). Individuals with special needs within this community often have to work
harder than their peers (Seale et al., 2015) as they must manage both their disabilities and their
coursework. A critical determinant of their success is how universities adopt inclusive policies that
accommodate their educational needs. This highlights the need for comprehensive and inclusive
changes in higher education policy and practice (Shpigelman et al., 2022). Brewer et al. (2025) point
out that students with special needs are systematically disadvantaged compared to their peers. One
of the main reasons is that physical spaces and teaching practices are often not designed with student
diversity in mind, resulting in many inaccessible practices that hinder the full participation of students
with special needs (Dolmage, 2017).

Recognizing education as a fundamental human right, inclusion remains a critical issue in
Turkish higher education. Although the concept of inclusive education began to gain traction when
researchers advocating for the rights of students with disabilities expanded this scope to include
disadvantaged students (Danis et al., 2023), it has largely been addressed at the K-12 level in Turkey
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(Aktiirel, 2016; Ari, 2021; Izgar, 2017; Kanpolat, 2023; Ozdemir, 2019; Temizkan, 2022; Tufan, 2018;
Yazgayir, 2020; Yildiz, 2015; Yildiz, 2024). Since 2011, the situation of immigrant students, particularly
from Syria, who have faced numerous barriers to continuing their education, has heightened academic
interest in inclusive education for this group (Alhleel, 2021; Cetin, 2023; Dagdelen, 2023; Erten, 2021;
Keles, 2019; Kirilmaz, 2019; Ozcan, 2018; Sarag, 2022; Seyidoglu, 2024; Unal & Aladag, 2020; Yildirim,
2017). However, research on students with special needs in Turkish universities remains notably
limited (Glndogar, 2020; Shahleh, 2021; Ugur, 2022; Yavuzkurt, 2024). This reveals that despite the
increasing participation of international students with special needs in higher education, their voices
are seldom heard (Fuller et al., 2004).

During the 2022-2023 academic year, approximately 20,000 individuals with special needs
were registered with the Council of Higher Education (YOK) (https://istatistik.yok.gov.tr/). The Council
of Higher Education established the Commission for Students with Disabilities to identify their needs,
plan administrative arrangements accordingly, and ensure coordination among relevant higher
education institutions by setting necessary infrastructure standards. Legal regulations (Regulation on
Disability Counselling and Coordination in Higher Education Institutions) have been enacted to create
an academic environment conducive to the learning needs of students with disabilities and to facilitate
their full participation in education and training processes (YOK, 2010). These regulations suggest a
more sustainable approach to planning and monitoring the participation of students with special needs
in educational processes. Despite these efforts, significant deficiencies persist in the web pages of
university special needs units, and many improvements are needed for these students to use web
pages effectively (Ugur, 2022). This raises broader concerns regarding the inclusiveness of Turkish
higher education, which hosts over 300,000 international students from 198 countries
(https://istatistik.yok.gov.tr/). International students constitute a special group within inclusive
education due to their unique characteristics such as language, religion, culture, race, and special
needs, requiring additional support than their peers. The targeted measures to provide this support
are crucial for encouraging for international students with special needs who wish to continue their
higher education abroad.

As stated by Morifia et al. (2020), various steps still need to be taken despite efforts by
universities, such as establishing regulations that guarantee student rights, disabled support offices,
and teacher training in inclusive education. One of these steps is to organize the processes of learning
Turkish as a foreign language, an obstacle that international individuals with special needs must
overcome to be included in Turkish higher education within the context of inclusive education.
Yurttabir (2019) reports that foreign language education is crucial for everyone at every stage of life
and serves as a source of motivation for individuals with disabilities, providing them with opportunities
to excel in international fields. Since proficiency in a foreign language is a valued skill in most
professions, depriving special education students of a quality education in foreign language learning
excludes them from this essential requirement (Tsagari, 2019). In this context, Csizer and Kontra (2020)
argue that although individuals with special needs actively participate in shaping the multilingual
discourse community of our globalized world, second/foreign language teaching researchers have only
recently started to consider them as language learners and users. Therefore, the literature on how to
support people with special needs in second/foreign language learning is still scarce (Vilar & Beltran-
Palanques, 2019). This scarcity highlights that the voices of those with special needs are not heard in
the second/foreign language learning process. Today, it is widely acknowledged that a single, uniform
foreign language learning and teaching method based on a single approach cannot be effective for all
students (Tuzcuoglu Bilbiil & Sakiz, 2020). Moreover, managing the process of foreign language
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teaching for special needs students, who face many additional difficulties, is evidently challenging (Sen
Ersoy, 2023). Successfully completing foreign language learning, which serves as academic preparation
for university, may help bridge gaps in academic performance, integration, and school attendance for
students with special needs. Grunau et al. (2002) note that students with disabilities have the academic
ability to succeed in higher education if the material presented to them meets their needs (Carroll et
al., 2020). This is critical in the foreign language learning process. Therefore, the experiences of
teachers who face additional challenges in teaching foreign languages to special needs students will
contribute to necessary policy development, instructional planning, implementation, evaluation, and
monitoring of individual achievement.

In this regard, this study aims to explore and interpret the experiences of teachers instructing
Turkish as a foreign language to students with special needs. By examining data obtained from teacher
interviews, this study will fill a critical gap in the field by determining the regulations needed in foreign
language teaching for individuals with special needs, identifying challenges encountered in language
teaching practices, evaluating the current state of language teaching centers, assessing teacher
competencies, peer relations, and the effectiveness of teaching materials, as well as planning
necessary interventions.

In service of this aim, the following questions were sought:

e How do teachers identify students with special needs?

e  Which emotional states do students with special needs experience in the classroom?

e What is the classroom environment and peer relations of students with special needs?

e What are the teaching barriers faced by teachers for students with special needs?

e What are the barriers that students with special needs face in the teaching process due to

their special needs?
e What are teachers' suggestions for solving problems with students with special needs?

2. Method

2.1. Research Design

The study aimed to reveal the experiences of teachers instructing Turkish as a foreign language
to students with special needs during the education process. Therefore, this study employed
phenomenological design, one of the qualitative research methods. Phenomenological design is
preferred by researchers to uncover the common interpretations of several individuals based on their
lived experiences concerning a phenomenon or concept (Creswell & Poth, 2018). In this study, the
research phenomenon for the participants is to make sense of the teachers’ experiences in teaching
foreign languages to students with special needs (Giorgi, 2006).

2.2, Participants

The study participants consisted of ten foreign language teachers who were selected through
criterion sampling technique, a subset of purposive sampling (Cohen et al., 2005; Patton, 2002; Yildirim
& Simsek, 2011). To uncover the participants' experiences of teaching a foreign language to students
with special needs, the criterion established was having a student with special needs learn Turkish as
a foreign language in their classroom. Table 1 depicts detailed information regarding the participants'
professional experience, training on students with special needs, certification in teaching Turkish as a
foreign language, education level, and institutional affiliations.
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Table 1. Information regaring the Participants

Participant  Experience  Training  Certificate  Education Level Organization

Turkish Language
P1 5 years No Yes Bachelor's Degree Teaching Centre
(University)

, Language Centre
P2 6 years No Yes Master's Degree ) .
(University)

Turkish Language
P3 7 years No Yes Bachelor's Degree Teaching Centre
(University)

Private Turkish Teaching

P4 10 years No No Master's Degree
Course

Language Centre
K5 11 years No Yes PhD ) .
(University)

Turkish Language
P6 3 years No Yes Master's Degree Teaching Centre
(University)

Turkish Language
P7 7 years No Yes Master's Degree Teaching Centre
(University)

Private Turkish Teaching
P8 5 years No Yes Bachelor's Degree
Course

Turkish Language
P9 8 years No Yes Bachelor's Degree Teaching Centre
(University)

Turkish Language
P10 3 years No Yes Bachelor's Degree Teaching Centre
(University)

The participants’ professional experience ranges from 3 to 11 years. None have received
training specifically on teaching students with special needs. However, all but one possess a
certification in teaching Turkish as a foreign language. Among the participants, five hold a bachelor's
degree, four have a master's degree, and one has a doctorate. Eight participants are employed at
Turkish Language Teaching Centres and Language Centres within universities, while two work in private
Turkish language teaching courses (Table 1). The special needs of the students encountered by the
participants during the process of teaching Turkish as a foreign language are detailed in Table 2.
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Table 2. Special Needs Status of Students

Special Needs Status Student Count

visual impairments

speech difficulties (such as stuttering)

autism

hyperactivity disorder

dyslexia (reading and writing disorder)

bipolar disorder

hearing impairments

learning difficulties

a physical challenges such as an inability to use the hand

RlRR|R[R|R[N|N O] o

walking difficulties

In the classes taught by the participants, students are identified as having special needs due to
various conditions, including visual impairments, speech disorders (such as stuttering), autism,
hyperactivity disorder, dyslexia (reading and writing disorder), bipolar disorder, hearing impairments,
learning difficulties, and physical challenges such as limited hand mobility and walking difficulties
(Table 2).

2.3. Data Collection Process

In phenomenological research, researchers usually collect data through interviews. Among the
interview types, semi-structured interviews are functional as they allow researchers to prepare
guestions in advance and ask additional questions based on the participants' responses during the
interview (Glgll, 2019; Girbilz, & Sahin, 2018). In this study, the researchers developed a semi-
structured interview form as a data collection tool. They created a question pool based on theoretical
studies relevant to the research purpose, including fifteen questions. They sent these questions to five
experts in the field of teaching Turkish as a foreign language, asking them to evaluate each question
as ‘appropriate,” ‘should be corrected,” or ‘not appropriate.” Following this validation process, 5
guestions were removed from the interview form and a final interview form included 10 questions.
Interview questions are provided in the appendix. The Ordu University Educational Research Ethics
Committee granted the ethics committee permission for data collection (Decision Number 2024-34,
Session No. 03, dated 23.02.2024).

Given that the participants worked at different universities and organizations, the researchers
conducted the interviews online. The interviews were held between 15.03.2024 and 15.06.2024. The
widespread use of communication technologies has made online interviews a functional data
collection technique (Weller, 2017). The researchers audio-recorded each interview and subsequently
transcribed the recordings. They sent the written transcripts to the participants for approval. Each
interview lasted between 30 to 40 minutes. The entire process-conducting the interviews, transcribing
them, and obtaining participant approval-was completed within two months.

2.4. Data Analysis

The researchers analyzed the study's data using content analysis, a qualitative data analysis
technique. They conducted the content analysis categorically, involving a systematic process of coding
the data, creating, and organizing categories, and finally defining and interpreting the findings (Robson,
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2017). The data were transferred to the MAXQDA 20 qualitative data analysis program, which
facilitated the analysis process. This specialized software allows for the storage, retrieval, coding, and
classification of large amounts of qualitative data (Maxwell, 2022). Two researchers independently
coded the data. Silverman (2010) emphasizes that the reliability of data analysis should be based on
intercoder agreement. He suggests that if there is no initial agreement between the coders, they
should engage in discussions to reach a consensus. In line with this framework, the researchers used
the intercoder agreement technique (Creswell, 2017) to ensure coding reliability. Given the high level
of agreement between the two researchers' coding, the coding was considered reliable. The analysis
revealed forty (40) distinct codes, which were subsequently grouped into six (6) categories to create a
cohesive meaning. To ensure the reliability of the data analysis, direct quotes were made from
participant opinions, data were preserved using a voice recorder, and were systematically analyzed
using digital data analysis software.

The frequencies of the codes are indicated by linear boldness, and the teachers whose
statements correspond to each code are shown separately. A bold line denotes the code that
represents the most frequently mentioned idea within its category. Besides, the researchers included
participant opinions regarding the codes. Figure 1 illustrates the codes that emerged during the data
analysis process and the categories formed by these codes.
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Figure 1. Data Analysis of the Study (Code Matrix Browser)

Code System P10 P9 P8 P7 P& P5 P4 P3 P2 P1 SUM

w (@ gl Identify Students with Special Needs 0
(@4 notification by the administration L ] L ] [ ] { ] L ] 5
(= gl gathering information from other teachers L] 1
(=g coming to class with an accompanying person ® L ] [ ] [ ] [ ] 5
L9l in-class observation ] [ ] ] ] ® [ ® 7

v (Bg Affective States of Students with Special Needs 0
(= gl anxiety L] L] 2
(=g not accepting one's situation ® 1
(=g not asking for the help of a companion [ ] 1
G g tiridity ] ] [ ] 3
(59l accepting one's situation (] 1
(=g high level of desire to learn L] ] L] L] L ] [ ] L] 7
(2 ¢! unusual behavior [ ] L] L] [ ] L] 5
(=g seeing oneself as different from others [ ] L] 2
(=g reluctance to learn L] [ ] { ] L] L] [ ] 6

W (@4 Classroom Situations and Peer Relationships of Students with Sp 0

(=g the student with dyslexia having adaptation problems in the cl L ] 1
(E g the student with autism not being accepted in the class [ 1
(=g the class accepting the student [ ] L J [ ] [ ] [ ] L ] [ ] 7
(@4 having peer support [ ] L ] [ ] [ ] [ ] [ ] ® [ ] [ ] 9
(G gl seeing oneself as a part of the class [ ] L] [ ] 3

w (24 Situations Experienced and Faced by Teachers 0

(=g the difficulty of the teacher in classroom management [ ] [ ] 2
(@4 management support for the teacher L ] ® [ ] ° 4
(E g the administration's lack of support for the teacher [ ] L ] [ ] (] L] (] 6
(=g difficulty in finding appropriate materials L ] L] L ] 3
(=g the need for training for the teachers [ ] [ ] [ ] [ ] [ ] 5
(@ g additional time for the student ° ° 3 ° ° 1] ° ° 8
(© g emotional difficulties ® ® ® 3
(= g not knowing how to explain to the student L] L ] L] [ ] L] L] 6
W (24 Teaching Process Problems for Students with Special Needs 0
(= g inappropriate textbooks L] L ] * L] L] L] L ] [ ] L] L] 10
(=4 difficulties with listening ® ® ® 3
(@4 difficulties with speaking ° [ ] ° 1] [ ] [ ] 6
(@4 issues with measurement and evaluation L ] [ ] L] L ] [ ] 5
(= g difficulties with reading L] L L] L] L] ® [ L] L] 9
(=4 difficulties with writing skills ® [ ] ® ® [ ] L] 6
v (@l Instructor Suggestions 0
(@4 having a separate training program L] 1
(= gl being patient and tolerant L] L ] L] L] L] 5
(=g guiding the teacher ® ® 3.
(Cg! preparing materials suitable for the student * ] L ] L ] 4
(© g accepting and including the student in the process [ ] L ] L ] 3
(=g individualizing measurement and evaluation L] ] L] L] L ] [ ] L] 7
(=g preparing materials according to the types of disabilities L] ® [ ] L] ® o [ ] L] 8
Cg! providing an appropriate environment and conditions [ ] [ ] ] 3
Z SUM 15 10 22 18 15 23 23 23 17 10 176

3. Findings

3.1. Diagnosing Students with Special Needs

Figure 2 presents the codes related to how teachers diagnose students with special needs in
Turkish as a foreign language class, along with the teachers who contributed to these codes.
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Figure 2. Ways Instructors Identify Students with Special Needs
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Several key codes emerged from teachers' identification of students with special needs in their
classes. These include in-class observation, students coming to class with an accompanying person,
notification by the administration, and gathering information from other teachers (Figure 2). Teachers
often learn about students with physical disabilities and those with previously diagnosed special needs
when the students arrive with an accompanying person or through administrative notifications.
Conversely, they identify conditions such as stuttering, learning difficulties, and dyslexia through
classroom observation.

The teacher coded P1 stated that they identified the special situation of a student who came
to class with a companion, explaining, "He either had a carer or a mother. He came to class with his
parents. Since he could not use his hands, they were following the lesson, not the student. We used to
take him to class with his companion." Similarly, the instructor coded P5 mentioned, "The bipolar
student had a report diagnosed as bipolar. The administration notified us, but other than that, we
noticed the students with special needs by ourselves.” P5 highlighted that while the administration
informed them about students with diagnosed special needs, they noticed the students with
undocumented special needs through in-class observations. This underscores the importance of
teachers' observation skills in recognizing students with special needs. The instructor coded P10
recounted their experience, saying, "He wanted to answer any question | asked. It took a minute or
two for the student to start speaking. Then | noticed that there were problems in his facial movements
and the output of the letters. Based on my existing experience, | observed that he had a stuttering
problem," thus illustrating how they determined the student's special needs status.

3.2. Affective Status of Students with Special Needs

The codes derived from teachers' experiences regarding the affective states of students with
special needs in the classes where they teach Turkish as a foreign language, along with the teachers
who provided statements related to these codes, are presented in Figure 3.
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Figure 3. Affective States of Students with Special Needs
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The teachers reported that several codes emerged regarding the affective states of students
with special needs in the classes where they teach Turkish as a foreign language. These include a high
level of desire to learn, reluctance to learn, unusual behavior, timidity, anxiety, seeing oneself as
different from others, not accepting one's situation, not asking for the help of a companion, and
accepting one's situation (Figure 3). Teachers stated that while most students with special needs
demonstrated a strong motivation to learn, some exhibited reluctance to learn and engaged in unusual
behaviors.

The high level of desire to learn exhibited by students with special needs represents a positive
affective state for the language learning process. For instance, the teacher who coded P6 remarked,
"The student had the desire and determination to achieve something. He had the idea that 'l can do it.
I am no different from others.' He was very enthusiastic about it and worked harder than the other
students." highlighting the student's high motivation.

Conversely, it is evident that some students with special needs experience reluctance to learn.
The teacher coded P5 noted, "There was reluctance. | can't say anxiety, but there was reluctance.
Therefore, he was unsuccessful.” indicating that the student's lack of motivation contributed to their
failure. In such cases, instructors bear the responsibility of addressing and eliminating the reluctance,
anxiety, and shyness experienced by these students to foster a more conducive learning environment.

Teachers must also be prepared to manage unusual behaviors in the classroom to maintain
effective classroom management. The teacher coded P3 described the impact of unusual reactions
from students with special needs on the classroom environment: "Suddenly, the sound gets louder and
his friend next to him and all the students in the class are startled and try to understand what happened.
Instead of understanding the special situation of the student, taking a lesson with such a person at the
same time created a surprise in other students."

Additionally, the teacher who coded P8 shared his experience with a student with dyslexia,
stating, "My student with dyslexia had problems pronouncing the letters. He could not recognize the
letters. Therefore, he got very angry. How can | express it? He was persistently angry with me. Anger is
out of the norm. Because he could not learn, he was projecting his anger on me." This highlights the
challenges teachers face when dealing with the frustration and anger of students who struggle with
learning due to their special needs.
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3.3. Classroom Environment and Peer Relations of Students with Special Needs

Figure 4 displays the codes related to the situations of students with special needs in the
classroom environment and their peer relations in the classes where teachers instruct Turkish as a
foreign language, along with the teachers who provided statements related to these codes.

Figure 4. Classroom Situations and Peer Relationships of Students with Special Needs
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In the classes where teachers teach Turkish as a foreign language, the following codes emerged
concerning the situation of students with special needs in the classroom environment and their peer
relations: having peer support, the class accepting the student, seeing oneself as a part of the class,
the student with autism not being accepted in the class, and the student with dyslexia having
adaptation problems in the class (Figure 4). The teachers reported that students with special needs
were mostly accepted by their classmates and could receive support from their peers.

The teacher coded P9 shared, "The students treated each other normally in the classroom. They
were not sensitive or fragile in any way. In appearance, the student was only visually impaired. He even
joked about his visual impairment with other students in the classroom." This indicates that the class
accepted the student without exclusion. It is encouraging that students with special needs adapt to
the class and receive acceptance from their peers. Furthermore, peer support plays a crucial role in
helping students with special needs overcome their affective difficulties. The teacher coded P3
remarked, "His friends responded very positively. When he wrote correctly, they applauded him, which
made him happy and motivated him to write the answer to the next question. In other words, he
became even more enthusiastic.” This demonstrates how peer support increased the student's desire
to learn.

However, the student with autism did not receive acceptance in the classroom, and the
student with dyslexia faced adaptation problems. These situations lead to challenges for teachers in
managing the class. P7 observed, "None of the students empathized with the student with autism. They
could not put themselves in his place. They just laughed at him, excluded him, and did not accept him."

3.4. Obstacles Faced by Teachers in the Teaching Process

The codes related to the situations experienced by teachers in classes where Turkish as a
foreign language is taught to students with special needs, and the teachers who provided statements
related to these codes are shown in Figure 5.



Students with Special Needs in Teaching Turkish... 514

Figure 5. Situations Experienced and Faced by Teachers
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Regarding the situations experienced and encountered by teachers in the classrooms with
students with special needs, the emerging codes were identified as allocating additional time for the
student, not knowing how to explain to the student, the administration's lack of support for the
teacher, management support for the teacher, the need for training for the teachers, emotional
difficulties, difficulty in finding appropriate materials and the difficulty of the teacher in classroom
management emerged (Figure 5). It is a positive approach for teachers to allocate time for students
with special needs. P4 remarked, "My students with hearing and speech disabilities always need more
lessons. They require more special attention. When we don't allocate special time, students get bored
in the lesson." This highlights the necessity of dedicating special time for students with special needs.
Similarly, P2 expressed, "Even though it was not for a long time, | definitely allocated separate time."
Despite this, teachers often struggle with knowing how to explain course subjects to students with
special needs, highlighting a significant issue. P10 articulated this challenge: "I experienced the feeling
of what | can do. | felt anxious about how I could be useful or improve this student's speaking skills." P1
echoed this difficulty, saying, "I saw the student and immediately felt inadequate. | was concerned
about how to manage it and whether other students would react negatively if | spent more time with
this student."

P7 expressed his frustration, stating, "When I talked to the administration about my student
with autism, they said there was nothing that could be done, that the records were not taken by them,
and that there was nothing they could do because he came from undergraduate school." While some
teachers manage to receive limited support from the administration, administrators need to facilitate
necessary support proactively. This approach should not rely solely on individual efforts by teachers
but should be regarded as a fundamental responsibility to uphold the student's right to education and
to support the instructor's work effectively.

The administration must provide training to teachers on teaching processes for students with
special needs to mitigate these issues. P10 emphasized this necessity, stating, "/ would like to receive
training on this subject. | often have at least one student in such situations. | had at least four or five
students stuttering. There were also students with attention deficit and learning difficulties. | don't feel
sufficient in this regard." This refers to the critical need for specialized training for teachers instructing
students with special needs.
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Moreover, managing the lesson process with special needs students can cause emotional
difficulties for teachers. P2 expressed this challenge, saying, "In class, the student put me in emotional
difficulty. | had to be sensitive in everything from the sentences | used to the examples | gave. In addition
to having special needs, being an immigrant is also a sensitive situation. | was emotionally uneasy."
This highlights the emotional strain teachers face when working with students who have special needs
and who are also immigrants.

3.5. Obstacles Faced by Students with Special Needs in the Teaching Process

The codes related to the teaching process problems experienced by students with special
needs in the classes where teachers teach Turkish as a foreign language, along with the teachers who
provided statements about these codes, are summarized in Figure 6.

Figure 6. Teaching Process Problems for Students with Special Needs
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The identified codes include inappropriate textbooks, difficulties with reading, listening,
speaking, and writing skills, and issues with measurement and evaluation related to the teaching
process problems faced by students with special needs in these classes (Figure 6).

The inadequacy of textbooks for teaching Turkish as a foreign language to students with special
needs represents a significant deficiency in the educational process. This issue presents a considerable
challenge for teachers. P3 highlighted this problem by stating, "Our textbooks are definitely not suitable
for students with special needs because they are printed within the standards prepared for healthy
individuals. The auxiliary books are the same way, as are the activities." Similarly, the instructor coded
P9 expressed a related concern: "There were no books or materials for the visually impaired. Especially,
I did not know how to write." This indicates the lack of suitable textbooks for visually impaired students.
P1 reinforced this view by saying, "Is there anything in the textbook for the student? No, there is
nothing. Textbooks are very inadequate in this regard." These statements collectively emphasize the
urgent need for more inclusive educational materials to better support students with special needs.

The challenges faced by students with special needs in reading, speaking, and writing skills are
understandable considering their unique circumstances. To overcome these challenges, teachers need
to dedicate more time to these students compared to their peers. Additionally, they must prepare or
source appropriate materials to help students overcome difficulties in language skills. P8 stated that,
"I had a lot of trouble with my student with dyslexia in reading, even more so in writing. | know that |
show something over and over again." This highlights the persistent challenges in teaching reading and
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writing skills to a student with dyslexia. Likewise, P10 remarked, "He could not get the words out while
reading. He could not say the word in a normal way. | was having trouble in this regard." indicating the
specific challenges in teaching reading skills.

Speech difficulties also pose significant barriers. P7 described a student's struggle: "The
student had a speech disorder. He was getting excited during the speech and suddenly he started to
stutter, he could not speak." This illustrates the impact of stuttering on the student's ability to
communicate. Further, P10 noted, "The language skill that the student had the most difficulty with was
speaking. He could speak for a long time, and he had a lot of difficulty even speaking or say a word. He
was exerting a lot of effort while trying to speak." This indicates the substantial effort and frustration
students with special needs face in developing their speaking skills. These insights underline the
necessity for tailored instructional strategies and resources to effectively support students with special
needs in language learning.

P3 highlighted the challenges a student faced with writing skills, stating, "When we tried to do
writing activities in the classroom, if everyone finished in 10 minutes, the student was struggling for at
least half an hour and naturally asked for time." This comment illustrates the significant additional
time required for students with special needs to complete the same tasks as their peers.

Similarly, P5 noted, "The student with low vision had a writing problem. He could do reading
even though he had difficulty with magnification. In writing, he could not form letters. He could write
big in shape. This is normal for the student with visual impairment." This observation clarifies the
specific difficulties experienced by students with visual impairments, particularly in forming letters and
writing within standard time constraints.

These examples highlight the necessity for additional time and specialized support in
classroom activities and assessments to meet the unique needs of students with disabilities.

The challenges experienced by students with special needs in language skills can significantly
impact the measurement and evaluation processes. Teachers often face challenges in assessing these
students' performance accurately. P2 highlighted this issue, stating, "You cannot expect a student who
cannot use his/her hands to write. The student cannot write naturally in the course exams. There is also
a scoring for writing in the exams." This indicates that the current measurement and evaluation
processes are not suitable for students with special needs.

Besides, P4 noted, "It is a very big deficiency. How will we measure the student? Even if we give
the training, they have to take exams for the certificate. How will it be done? Even if we measure
reading and writing with the exam, we cannot measure listening and speaking." This emphasizes the
inadequacy of standard evaluation methods for assessing students with special needs. These insights
emphasize the need for a separate measurement and evaluation process tailored to the needs of
students with special needs. Such a process would ensure fair and accurate assessment, considering
the unique challenges these students face in language learning.

3.6. Teacher Suggestions for Solving Problems

The codes that emerged regarding the suggestions of teachers teaching Turkish as a foreign
language to students with special needs, along with teachers who made statements related to these
codes, are suggested in Figure 7.
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Figure 7. Teacher Suggestions
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Regarding the solutions proposed by teachers teaching Turkish as a foreign language to
students with special needs, several key codes emerged: preparing materials according to the types of
disabilities, individualizing measurement and evaluation, being patient and tolerant, preparing
materials suitable for the student, accepting and including the student in the process, providing an
appropriate environment and conditions, guiding the teacher, and having a separate training program
(Figure 7).

Teachers emphasized the significance of preparing course materials tailored to the specific
needs of students with disabilities, individualizing the measurement and evaluation processes, and
maintaining patience and tolerance. These solutions are crucial for improving the teaching process and
ensuring that students with special needs receive appropriate support.

The suggestion to prepare specialized teaching materials based on disability types addresses
the need for modifications in textbooks. Developing textbooks suitable for students with special needs
will facilitate teaching and enhance the students' learning experience. P2 highlighted this necessity:
"Different content should be produced for the hearing impaired, different content for the visually
impaired, and different content for those with multiple disabilities. Unfortunately, we are at the very
beginning in this field. We need pioneering research that reveals the situation of such students. The
number of students with special needs is increasing. | know a student who repeated the A1 course three
times and a student who failed in writing skills. The student's disability is not suitable for them to
succeed in writing. Can you imagine ?"

This comment underscores the need for customized course materials and appropriate
measurement processes. The suggestion to individualize measurement and evaluation for students
with special needs is equally essential. Moreover, teachers highlighted the importance of patience and
tolerance. P10 noted, "Instructors should be patient. | had students with stuttering problems. | was
waiting patiently for the student to complete the sentence because it could sometimes take minutes
for the student to say a word. Here, the instructor should be tolerant."

Overall, the teachers proposed practical and empathetic solutions, stressing the need for
customized materials, individualized evaluation processes, and a patient, tolerant approach to support
students with special needs effectively.
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4. Discussion, Conclusion and Recommendations

The findings offer a unique insight into teachers' experiences of teaching foreign languages to
individuals with special needs. The themes developed through an idiographic approach reveal that
these experiences are dynamic and multifaceted. Specifically, teachers' encounters with students’
disabilities-both visible and invisible-demonstrate varied impacts on foreign language teaching. The
teachers expressed a willingness to develop professionally in this area, displaying high motivation,
sensitivity to individual differences, and a flexible profile.

Despite the absence of formal pedagogical training for teaching foreign languages to students
with special needs, teachers consistently acknowledged the importance of ensuring these students
have the same access to education as their peers. They emphasized the necessity of special attention
without neglecting other students, the critical role of peer support for academic success and a positive
classroom climate, and the imperative of producing individualized materials and conducting tailored
assessments. However, teachers also reported significant challenges, including identifying students
with invisible disabilities, managing classrooms, sourcing or creating appropriate materials, designing
specific instructional strategies, and implementing effective measurement and evaluation practices.
They noted a lack of adequate administrative support to eliminate these challenges.

Teachers' experiences highlight the diverse range of disabilities encountered in foreign
language classes, including visual and hearing impairments, stuttering, autism, hyperactivity disorder,
dyslexia, bipolar disorder, and various physical disabilities. Given this diversity, it is essential to take
swift action to improve the teaching of Turkish as a foreign language to students with special needs.
Each disability uniquely impacts the language learning process, necessitating different methods,
materials, and assessment practices. Although teachers recognize these needs, their uncertainty about
the correctness of their practices underscores a fundamental deficiency in this field.

The study indicates that identifying students with special needs varies depending on the type
of disability. For visible disabilities, recognition often involves physical observation, the presence of a
companion, administrative notifications, and information from other teachers. In contrast, conditions
like hyperactivity disorders, stuttering, learning difficulties, and dyslexia are typically diagnosed
through classroom observations. Wolf (2001) categorizes invisible disabilities as a distinct group in
educational contexts. Considering the complexities of diagnosing invisible disabilities such as dyslexia
and attention deficit hyperactivity disorder (ADHD), and the high level of awareness required for
accurate identification (Mullins & Preyde, 2013), it becomes evident that foreign language teachers
need training to enhance their diagnostic capabilities. Studies (Kendall & Tarman, 2016; Bunbury, 2018;
Ngui, 2019) consistently highlight the insufficient training and awareness among teachers regarding
students with special needs, particularly those with invisible disabilities. This study reinforces the
widely held view that there is an urgent need for enhanced training to address these gaps.

Teachers observed differences in the affective states of students with special needs toward
foreign language learning. Significant findings revealed that these students generally exhibit a high
level of willingness to learn a foreign language. Kontra et al. (2015) emphasized that learning a foreign
language presents a real challenge for students with special needs, but they are ready to face it. This
willingness serves as a source of resilience, offering individuals with special needs the opportunity to
realize themselves in international contexts (Yurttabir, 2019). Their determination to learn and
succeed, coupled with high motivation and interest despite the adversities they face, further explains
this phenomenon (Morifia et al., 2020). However, teachers also noted that some students were timid,
anxious, and did not accept their situations. These behaviors may indicate that personal factors such
as self-advocacy, self-awareness, self-determination, self-esteem, and executive functioning (Morina
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& Biagiotti, 2022) are not at the desired level, and hence affecting the academic performance of
students with special needs. Teachers' awareness of these issues can guide the structuring of the
foreign language teaching process for these students. For instance, as observed in Kendall and
Tarman's (2016) study, some students may be timid or anxious due to their reluctance to accept their
disability out of fear of being stigmatized. Recognizing this, teachers can anticipate a certain process
for becoming aware of these situations and provide appropriate support and information about the
student's disability.

Teachers reported that students with special needs are generally accepted by their peers in
the classroom and often receive peer support. When learning activities are designed to promote the
participation of all students, the need for individual support diminishes. Supporting peers can foster
active and independent learning, enhancing instruction for a broader group of students (Booth &
Ainscow, 2002). Morina and Biagiotti (2022) emphasize the importance of peer relationships,
participation in campus activities, and access to organized social events for individuals with special
needs. Romhild and Hollederer (2024) found that peer support plays a significant role in boosting
academic success and ensuring social cohesion, highlighting the importance of peers in fostering
inclusive environments, as Smith et al. (2021) noted. Teachers indicated that peer support, class
acceptance, and students seeing themselves as part of the class contribute to increased academic
achievement and social adaptation for students with special needs. Teachers who encountered
resistance to the acceptance of special needs students addressed this by employing motivating
classroom management techniques. They believe that understanding, patience, and tolerance from
the teacher create a positive classroom environment conducive to the acceptance of students with
special needs. However, this approach should not neglect the educational needs of other students.

Despite their willingness to develop professionally and their motivation to teach, teachers
expressed significant challenges in finding, preparing, and adapting materials to different disabilities,
developing language skills, and conducting appropriate assessments. These challenges contribute to a
sense of professional inadequacy and can diminish motivation. Such obstacles prevent the
implementation of inclusive teaching in classrooms with students with special needs. Nijakowska
(2019) evaluates foreign language (FL) teachers' preparedness to meet the special educational needs
of students as generally weak. This highlights the necessity for FL teachers to receive proper training.
Expecting FL teachers to instruct students with special needs using the same resources and methods
as other students, without any specialized training, overlooks the problem rather than addressing it.

Teacher experiences have highlighted that students with special needs face significant
disadvantages in the foreign language learning process due to a lack of individualized instruction,
flexibility in assessment practices, and access to technology and appropriate physical spaces. These
challenges place students with special needs at a higher risk of poor academic performance than their
peers (Reed et al., 2015). A critical issue all teachers emphasize is the inflexibility and lack of diversity
in assessment and evaluation practices for students with special needs. Romhild and Hollederer (2024)
argue that tailored exam arrangements for students with special needs, such as adjustments in exam
location, participation methods, time allowances, and exam tools, can diminish the disadvantages
associated with standard measurement and evaluation practices. However, teachers reported that
they are unable to implement such accommodations. This limitation is attributed to a lack of authority
granted by the administration and a general unawareness among teachers about the necessity of such
practices. These findings reveal that teachers of Turkish as a foreign language in classrooms with
students with special needs possess a wealth of experience regarding the teaching challenges they
encounter. However, they do not feel competent in addressing these issues.
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Various recommendations were developed based on the research findings. Training may be
provided for teachers working at Turkish language teaching centers regarding students with special
needs. Course materials can be prepared for students with special needs. Tailored course materials
can be customized to meet the special needs of the students. Turkish language teaching centers can
take various measures to overcome the emotional barriers experienced by students with special needs.
Collaboration between management and teachers is essential to identify students with special needs
and smoothly carry out the teaching process. In teaching Turkish as a foreign language, measurement
and evaluation processes for students with special needs can be organized specifically for the students.
Scientific research based on practical aspects can be conducted regarding teaching Turkish as a foreign
language to students with special needs.
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Ek

Interview Questions

e Question 1. How do you identify students with special needs in the classes where you
teach Turkish as a foreign language? What are your criteria regarding this issue?

e Question 2. What are the attitudes, desires and concerns of students with special needs
in the classes you teach towards learning Turkish?

e Question 3. Which language skills do students with special needs have the most difficulty
with? What would you like to say about the reasons for this?

e Question 4. What would you like to say about the suitability of your curriculum and the
textbooks you use for teaching Turkish to students with special needs?

e Question 5. What problems do you experience in the adaptation and interaction of
students with special needs to the classroom? What do you do to minimize these?

e Question 6. What kind of support does TOMER administration provide you with regarding
students with special needs or what are your expectations from the administration?

e Question 7. What are the main difficulties/problems that students with special needs
experience while learning Turkish? What do you recommend to overcome these
problems?

e Question 8. How are the relationships of students with special needs with other students?
What are the main problems or good examples you have experienced?

e Question 9. What would you like to say about the competence of teachers who teach
classes with special needs students?

e Question 10. How do you conduct the course exams of students with special needs? Do
you apply a different assessment and evaluation method than other students?
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Genis Ozet

1. Giris

GUnlUmiuzde tim o6grenciler icin ayni o6lclide, tek bir yaklasima dayali, degismez ve tek bir
yabanci dil 6grenme ve 6gretme yonteminin etkili olamayacagi (Tuzcuoglu Bulbiil ve Sakiz, 2020)
herkes tarafindan bilinmektedir. Bu durumda bircok zorlukla karsi karsiya kalan 6zel gereksinimlilere
yabanci dil 6gretimi slirecini ydnetmenin ne kadar zor (Sen Ersoy, 2023) olacag agiktir.

Universiteye yonelik akademik hazirlik olan yabanci dil &greniminin basarili bir sekilde
tamamlanmasi 6zel gereksinimli 6grenciler icin akademik performans, entegrasyon ve okula devamlilik
konusundaki bosluklarin kapatilmasina katkida bulunabilir. Grunau ve digerlerine (2002) gore, engelli
ogrenciler yiksek 6grenimde basarili olmak icin gerekli akademik yetenege sahiplerdir ve sadece
kendilerine sunulan materyalin ihtiyaclarina uygun bir sekilde sunulmasina gereksinim duymaktadirlar
(Carroll ve digerleri, 2020). Bu ihtiyag, yabanci dil 6grenim siireci icin oldukca kritik bir 6neme sahiptir.
Bu nedenle 0Ozel gereksinimlilere yabanci dil 6greniminde ek zorluklarla karsi karsiya kalan
ogretmenlerin deneyimleri, gerekli politika, 6gretimi planlama, uygulama, degerlendirme ve bireysel
basarilarinin izlenmesine katkida bulunacaktir.

Arastirmanin amaci, 6zel gereksinimli Ogrencilere yabanci dil olarak Tirkce o6greten
dgretmenlerin deneyimlerini tanimlamak ve yorumlamaktir. Ogretici gériismelerinden elde edilen
verilerin bugiine kadar goz ardi edilen 6zel gereksinimli bireylere yabanci dil 6gretiminde ihtiyac
duyulan dizenlemelerin ve dil 6gretimi uygulamalarinda karsilasilan sorunlarin belirlenmesi, dil
ogretim merkezlerindeki mevcut durumun analizi, 6gretici yeterlikleri, akran iliskileri ve 6gretim
materyallerinin etkililigine yonelik mevcut durumun saptanmasi ve vyapilacak miidahalelerin
planlanmasi agisindan énemli bir boslugu dolduracagi diisiinilmektedir.

Arastirmanin amacina bagli olarak arastirmada asagidaki sorulara yanit aranmistir:

o Ogreticiler, 6zel gereksinimli 6grencileri nasil tespit etmektedir?

o Ozel gereksinimli 6grenciler, sinif icinde hangi duygu durumlarini yasamaktadir?

e Ozel gereksinimli 6grencilerin sinif ortami ve akran iligkileri nasildir?

e Ogreticilerin 6zel gereksinimli 6grencilere ydnelik karsilastiklari 6gretim engelleri nelerdir?

o Ozel gereksinimli ogrencilerin 6zel gereksinimleri nedeniyle 6gretim siirecinde

karsilastiklari engeller nelerdir?

e Ozel gereksinimli 6grencilerin yasadiklari sorunlarin ¢éziimii icin dgreticilerin énerileri

nelerdir?

2. Yontem

Arastirmada, yabanci dil olarak Tiirkge 6gretimi yapilan ve 6zel gereksinimli 6grenci bulunan
siniflarda ders veren 6greticilerin 6gretme sireglerindeki deneyimlerinin agiga ¢ikarilmasi amaglandigi
icin arastirma, nitel arastirma yontemlerinden biri olan fenomenolojik desen ile yurutilmustar.
Arastirmanin katilimcilarini, on 6gretici olusturmaktadir. Katilimcilar, sinifinda yabanci dil olarak Tiirkge
0grenen 6zel gereksinimli 6grenci bulunma 6l¢ltiine gore belirlenmistir. Katilimcilarin gérme zorlugu,
konusma zorlugu (kekemelik), otizm, hiperaktivite bozuklugu, disleksi (okuma ve yazma bozuklugu),
bipolar, isitme zorlugu, 6grenme glicligl, eli kullanamama ve ylrime zorlugu durumlarini yasayan
ogrencileri 6zel gereksinimli 6grenci olarak degerlendirmislerdir.

Arastirmada veri toplama araci olarak arastirmacilar tarafindan gelistirilen yari yapilandiriimis
goriisme formu kullanilmistir. Verilerin toplanabilmesine yénelik etik kurul izni, Ordu Universitesi
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Egitim Arastirmalari Etik Kurulundan (23.02.2024 Tarihli 03 Oturum Sayili 2024-34 Karar Numarasi)
alinmistir. Yapilan goriismeler ses kaydina alinmis ve arastirmacilar tarafindan yazil hale getirilmistir.
Gorusmelerin yazili metinleri, katilimcilara gonderilerek onaylari alinmigtir. Arastirmanin verileri, igerik
analizi ile ¢éziimlenmistir. icerik analizi kategorisel olarak yapilmistir. Veriler, MAXQDA 20 nitel veri
analizi programina aktarilmis ve analiz islemi, program Ulzerinden gerceklestirilmistir. Veriler, iki
arastirmaci tarafindan kodlanmistir. iki arastirmacinin kodlamalari arasinda yiiksek diizeyde uyusma
oldugu icin kodlamalar glvenilir kabul edilmistir.

3. Bulgular

Ogreticilerin yabanci dil siniflarinda 6zel gereksinimli 6grenciyi belirlemede; sinif ici gézlem,
refakatci ile derse gelme, yonetimin bildirmesi ve diger Ogreticilerden bilgi alma kodlari ortaya
cikmistir. Ogreticiler; fiziksel engeli olan ve tani koyulmus 6zel rahatsizliklari bulunan égrencileri;
refakatci ile derse gelmelerinden ve yonetimin onlara bildirmesinden 6grenmektedirler. Buna karsin
kekemelik, 6grenme glcligl, disleksi gibi 6zel durumlar ise sinif ici gozlem slrecinde
tanilayabilmektedirler. K1 kodlu 6gretici, “Ya bakicisi ya annesi oluyordu. Veli ile derse geliyordu.
Ellerini kullanamadigi icin dersin takibini onlar yapiyordu aslinda égrenci degil. Refakatcisi ile derse
aliyorduk.” gorisi ile 6grencinin 6zel durumunu derse refakatgi ile gelmesinden belirlediklerini ifade
etmistir. K5 kodlu dgretici, “Bipolar 6§rencinin bipolar teshisi kondugu raporu vard. idare bize bildirdi
ama onun disindakileri biz kendimiz fark ettik.” gorisi ile tanisi olan 6zel gereksinim durumlarinin
yonetim tarafindan bildirildigini ancak tanisi belgelenmemis 6zel gereksinimli 6grencileri sinif ici
gozlemleriyle fark ettiklerini belirtmektedir. Bu durum 6greticilerin 6zel gereksinimli 6grencilere
yonelik gozlem becerilerinin ise kosulmasinin 6nemli oldugunu gostermektedir. K10 kodlu Ogretici,
“Sordugum herhangi bir soruya cevap vermek istedi. O§rencinin konusmaya baslamasi bir iki dakikayi
buldu. Daha sonra yiiz hareketlerinde ve harflerin ¢ikisinda sorunlar oldugunu fark ettim. Mevcut
tecriibelerime dayanarak kekemelik sorunu oldugunu gézlemledim.” goriisi ile 6grencinin 0Ozel
gereksinim durumunu nasil belirledigini ifade etmistir.

Ogreticilerin yabanci dil olarak Tirkce o6gretimi yaptiklari siniflarda 6zel gereksinimli
ogrencilerin duyussal durumlarina yonelik yiiksek diizeyde 6grenme istegi, 6grenme isteksizligi, olagan
disi davranma, cekingen olma, kaygili olma, kendini digerlerinden farkh gérme, durumunu
kabullenmeme, refakatginin yardimini istememe ve durumunu kabullenme kodlari ortaya ¢ikmistir.
Ogreticiler, dzel gereksinimli &grencilerin sinif icerisinde ¢ogunlukla 6grenme isteklerinin fazla
oldugunu, 6grenme isteksizligi yasayanlarin da oldugunu ve olagan disi davranislarda bulunduklarini
belirtmislerdir. Ozel gereksinimli grencilerin yiiksek diizeyde 6grenme isteklerinin olmasi, dil 6grenme
siireci agisindan olumlu bir duyussal durumdur. K6 kodlu 6gretici, “istek olarak bir seyleri basarma azmi
vardi. Ben yapabilirim, benim bir farkim yok istegi vardi. Bu konuda cok istekli ve daha fazla ¢alisiyordu
diger égrencilere nazaran.” gorisi ile 6grencinin ylksek motivasyona sahip oldugunu ifade etmistir.
Buna karsin 6grenme isteksizligi yasayan 6zel gereksinimli 6grencilerin de bulundugu ortadadir. K5
kodlu dgretici, “Isteksizlik vardi. Kaygi diyemem acik¢asi ama bir isteksizlik vardi. Dolayisi ile basarisiz
oldu.” gorisi ile 6grencinin isteksizliginden kaynaklanan basarisizligini ifade etmistir. Bu durumda
Ogreticilere bu 6grencilerin 6grenme isteksizliginin, kaygilarinin, gekingenliklerinin ortadan kaldirilmasi
icin sorumluluklar dismektedir. Bunun yani sira sinif icerisinde olagan disi davranma durumlari ile
Ogreticilerin basa gikabilmesi ve sinif ydnetimini saglamasi gerekmektedir. K3 kodlu 6gretici, “Bir anda
ses ylikseliyor ve irkiliyor yanindaki arkadasi da siniftaki biitiin égrenciler de ne oldugunu anlamaya
calisiyor. Odrencinin 6zel durumunu anlamak yerine béyle bir kisi ile ayni anda ders almak, diger
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ogrencilerde bir saskinlik yaratti.” gorisi ile 6zel gereksinimli 6grencilerin olagan disi tepkilerinin sinif
ortamina nasil yansidigini ifa etmistir.

Ogreticilerin yabanci dil olarak Tirkce 6gretimi yaptiklari siniflarda 6zel gereksinimli
ogrencilerin sinif ortamindaki durumlari ve akran iligskilerine yonelik akran desteginin olmasi, sinifin
ogrenciyi kabullenmesi, kendini sinifin bir parcasi gérme, otizmli 6grencinin sinifta kabul gérmemesi,
disleksi olan égrencinin sinifa uyum sorunu yasamasi kodlari ortaya cikmistir. Ogreticiler, &zel
gereksinimli 6grencilerin sinif icerisinde cogunlukla 6grenciler tarafindan kabul gordiginid ve
akranlarindan destek alabildiklerini belirtmislerdir. K9 kodlu &gretici, “Ogrenci sinifta normal gibi
karsilaniyordu. Hani hicbir sekilde birbirlerine alinganliklari ya da kirilganliklari olmuyordu. Sinif
icerisinde 6grenci sadece gériintiide gérme engelli gibiydi. Sinifta gérme engeliyle ilgili sakalasmalar
bile yapabiliyordu diger dgrencilere.” gorisi ile sinifin 6grenciyi dislamadan kabul ettigini ifade
etmistir. Sinif icerisinde 6zel gereksinimli 6grencilerin sinifa uyum saglamalari ve diger 6grenciler
tarafindan kabul gérmeleri olumlu bir durumdur. Bunun yani sira 6zel gereksinimli 6grencilerin
arkadaslarindan destek gormesi onlarin duyussal zorluklari asmalarinda 6nemli bir etkendir. K3 kodlu
Ogretici, “Arkadaslari ¢ok pozitif yaklasiyorlardi. Dogru yazdidinda onu alkishyorlardi ve o da sevinip
diger soruya da cevabi yazmak istiyordu. Yani daha da hevesleniyordu.” gorisi ile akran desteginin
O0grencinin 6grenme istegini artirdigini ifade etmistir. Bunlara karsin otizmli 6grencinin sinifta kabul
gormemesi ve disleksi olan 6grencinin de sinifa uyum sorunu yasadigi belirtilmistir. Bu durumda
ogreticilerin sinifi ydnetmesi zorlasmaktadir. K7 kodlu 6gretici, “Benim gézlemledigim kadariyla otizmli
6grenciye yénelik aralarinda bir kisi bile empati kurmuyor. Kendilerini égrencinin yerine koyamiyorlar.
Ogrenciye sadece giiliiyorlar, onu kabullenmiyorlar ve dishyorlar. Oyle oldudu zaman yani ders
icerisinde ben de bir 6gretmen olarak ¢ok zorlaniyorum.” gorusi ile 6grencinin dislanma durumunu ve
bu durum karsisinda yasadigi zorlugu ifade etmistir.

Ozel gereksinimli 6grencinin oldugu siniflarda 6greticilerin yasadiklari ve karsilastiklari
durumlara iliskin 6grenciye ayrica zaman ayirma, 6grenciye nasil anlatacagini bilememe, yénetimin
Ogreticiyi desteklememesi, 6greticilerin egitim alma ihtiyaci, duygusal olarak zorlanma, uygun materyal
bulma zorlugu ve 0Ogreticinin sinif yonetiminde zorlanmasi kodlari ortaya cikmistir. Bu durum
Ogreticilerin 6zel gereksinimli 6grenciye Tlrkce 6gretimi siirecimde zorlandiklarini géstermektedir. K4
kodlu 6gretici, “Isitme ve konusma engeli olan 6§rencilerim hep daha fazla ders gerekiyor. Daha ¢ok
ézel ilgilenme gerektiriyor. Ozel zaman ayirmayinca 6drenci derste sikiliyor.” gorisu ile ozel
gereksinimli 6grencilere ayrica zaman ayrilmasi gerektigini ifade etmistir. K2 kodlu 6gretici de benzer
bir goriusi, “Cok uzun zamanlar olmasa da mutlaka ayri zaman ayiriyordum.” seklinde ifade etmistir.
Bu duruma karsin 6greticilerin 6zel gereksinimli 6grencilere ders konusunu nasil anlatacaklarini
bilememeleri 6nemli bir soruna isaret etmektedir. K10 kodlu 6gretici, “Yani ne yapabilirim, duygusunu
yasadim. Nasil faydali olabilirim veya bu 6grenciyi konusma becerisini nasil ilerletebilirim kaygisini
yasadim.” gorisi ile icine oldugu durumun zorlugunu ifade etmistir. K1 kodlu 6gretici de yasadigl
zorlugu, “Odrenciyi gérdiim. Direkt kendimi o kadar yetersiz hissettim ki. Nasil yapacadim hani
6grenciye zaman ayirsam diger 6grencilerden tepki olabilir mi diye distiniiyorum.” gorusi ile ifade
etmistir. Bu konuda yonetimin 6greticiye gerekli motivasyon ve arag-gere¢ destegi vermemesi ise
sorunu daha da ¢o6ziilemez bir noktaya getirmektedir. K3 kodlu 6gretici, “Yénetimin destek olmasini
beklerdim. Ogrenciye karsi bize karsi en azindan bilgilendirme yapilabilirdi. Ya da izleyeced§imiz adimlari
birlikte planlayabilirdik.” gorisi ile yonetimden destek géremedigini ifade etmistir.

Ogreticilerin yabanci dil olarak Tirkce o6gretimi yaptiklari siniflarda 6zel gereksinimli
ogrencilerin yasadiklari 6gretim siireci sorunlarina iliskin ders kitaplarinin uygun olmamasi, okuma,
dinleme, konusma ve yazma becerisi sorunlari ile dlgme ve degerlendirme sorunu kodlari ortaya
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cikmistir. Yabanci dil olarak Tiirkce 6gretimine yonelik ders kitaplarinin 6zel gereksinimli 6grencilere
uygun olmamasi, 6gretim sireci agisindan dnemli bir eksikliktir. Bu durum o6greticiler icin 6gretim
siirecinde 6nemli bir soruna isaret etmektedir. K3 kodlu 6gretici, “Simdi ders kitaplarimiz 6zel
gereksinimli 6grenciler icin kesinlikle uygun degil ¢iinkii saglikli bireyler igin hazirlanmis standartlar
dahilinde basiimis kitaplar. Yardimci kitaplar da ayni sekilde, etkinlikler de.” gorusu ile Tlrkce 6gretimi
icin hazirlanmis ders materyallerinin 6zel gereksinimli 6grencilere uygun olmadigi ifade etmistir. K9
kodlu &gretici, “Yani gérme engellilere yonelik bir kitap ya da materyal yoktu. Ozellikle yazmayi nasil
yapacadgimi bilemiyordum.” goérisi ile gorme engelli 6grenciye uygun ders kitabi olmadigini ifade
etmistir. K1 kodlu 6gretici, “Ders kitabinda var mi 6grenciye gére bir sey? Hayir. Hicbir sey yok. Bu
konuda ders kitaplari ¢ok yetersiz.” gorisi ile benzer bir durumu ifade etmistir.

Yabanci dil olarak Tirkgce 6gretimi yapilan ve 6zel gereksinimli 6grencinin oldugu siniflarda
yasanan sorunlarin ¢ozimine iliskin engel tirlerine gore materyal hazirlama, o6lgme ve
degerlendirmenin bireysellestirilmesi, 6greticinin sabirli ve hosgorili olmasi, 6greticinin 6grenciye
uygun materyal hazirlamasi, 6grenciyi kabullenme ve siirece dahil etme, uygun ortam ve kosullarin
saglanmasi, 6gretiye yonlendirme yapilmasi, ayri bir egitim programinin olmasi kodlari ortaya ¢cikmistir.
Ogreticiler, 6zel gereksinimli 6grencilere yabanci dil olarak Tiirkce dgretiminde yasanan sorunlarin
¢O6zimine yonelik cogunlukla 6zel gereksinim durumuna gére ders materyallerinin hazirlanmasi, 6zel
gereksinimli 6grencilerin 6lgme ve degerlendirmelerinin onlara 6zgli olmasi, 6greticinin sabirl ve
hosgoriill olmasi 6nerilerini belirtmislerdir.

4, Sonug

Ogreticilerin 6zel gereksinimli bireylere yabanci dil 6gretiminde mesleki acidan gelismeye
istekli, 6gretme konusunda buyik bir motivasyona sahip, farkhliklara duyarli ve ¢ok yénli profile sahip
olduklari belirlenmistir.

Ogreticiler; basta 6zel gereksinimli 6grenciyi belirleyebilme, sinif ydnetimi, engel tiiriine gére
materyal bulma veya hazirlama, engel tiiriine yénelik 6zel 6gretim tasarimi, 6lcme degerlendirmede
gibi bircok konuda da zorluk yasadiklari ve bu zorluklari asmak adina yonetimlerinden yeterli destegin
verilemedigi noktasinda benzer dislincelere sahiptirler.

Ogreticiler; yabanci dil 6gretimi yaptiklari siniflarda gérme, isitme zorlugu, kekemelik, otizm,
hiperaktivite bozukluk, disleksi, bipolar, isitme zorlugu, 6grenme gii¢liigi, eli kullanamama ve yirime
zorlugu durumlan olan c¢ok cesitli 6grencilerle karsilasmaktadirlar. Ogreticilerin  yaptiklari
uygulamalarin dogrulugundan emin olmamakla birlikte ne yapacaklarini bilememeleri bu alandaki en
temel eksiklige isaret etmektedir.

Ozel gereksinimli 8grenciyi belirlemede, engelin tiiriine gére (gdriniir veya gériinmez) farklihk
oldugu belirlenmistir. Bu kapsamda yabanci dil siniflarinda goriiniir engellere sahip 6grencilerin
tespitinde engelin fiziki eksiklik veya aykirilik nedeniyle fark edilmesi, refakatci ile derse gelme,
yonetimin bildirmesi ve diger 6greticilerin bilgilendirmesi gibi durumlar 6n planda iken buna karsin
hiperaktivite bozukluklari, kekemelik, 6grenme gicligi, disleksi gibi 6zel durumlari ise 6greticiler, sinif
ici gozlem siirecinde belirleyebilmektedirler.

Ogreticiler, 6zel gereksinimli &grencilerin yabanci dil 6grenimine yénelik duyussal
durumlarinda farkliliklar oldugunu deneyimlemislerdir. Ogrencilerde genel olarak yiiksek diizeyde
dgrenme isteginin olduguna iliskin 5nemli bulgular ortaya cikmistir. Ogreticiler; 6grencilerin bazilarinda
¢ekingen olma, kaygili olma, durumunu kabullenmeme gibi durumlarin yasandigini belirtmistir.
Ogreticilerin bu durumlari bilmesi, 6zel gereksinimli bireylere yénelik yabanci dil 6gretim siirecinin
yapilandiriimasinda yol gostericidir.
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Ogreticiler, 6zel gereksinimli 8grencilerin sinif icerisinde cogunlukla 6grenciler tarafindan kabul
gordigini ve akranlarindan destek alabildiklerini belirtmislerdir. Calisma, 06zel gereksinimli
ogrencilere yonelik akran desteginin olmasi, sinifin 6grenciyi kabullenmesi, kendini sinifin bir pargasi
gorme gibi durumlarin akademik basariyi artirici ve sosyal uyumu saglayici 6zelliginin oldugunu ortaya
koymustur. Ozel gereksinimli 6grencinin sinifta kabul gérmedigi durumlari deneyimleyen ogreticiler,
bu 6grencilerin sinifta kabul gérmesi icin sinifi motive edici bir anlayisla yoneterek bu sorunu ¢6zmeye
calistiklarini belirtmislerdir. Ogreticiler; anlayisl, sabirli ve hosgorili 6gretmen tavirlarinin 6grencinin
diger 6grenciler tarafindan kabul gérmesinde olumlu bir sinif ortami olusturdugunu vurgulamislardir.

Ogreticilerin yabanci dil 6gretiminde mesleki acidan gelismeye istekli, 6gretme konusunda
blylik bir motivasyona sahip olmalarina ragmen engel tiirine gére materyal bulma, hazirlama ve
uyarlama, dil becerilerini gelistirme ve oOlgme degerlendirme uygulamalarinda ciddi derecede
zorlandiklari belirlenmistir. Karsilasilan bu zorluklar ise siireg igerisinde mesleki yetersizlik algisi
olusturmakta ve motivasyon kaybina yol agmaktadir. Bu da yabanci dil 6greticilerinin 6zel gereksinimli
ogrencilerin 6zel egitim ihtiyaclarini karsilamaya yonelik egitim almalari gerekliligini, bir kez daha
kanitlamaktadir.

Ogretici deneyimleri yabanci dil 6grenme siirecinde 6zel gereksinimli dgrencilerin
bireysellestirilmis 6gretim, degerlendirme uygulamalarinda esneklik, teknolojiye ve fiziki mekanlara
erisim vb. konularda dezavantajli duruma dustlklerini gostermistir. Bu noktada 6zellikle 6lgme ve
degerlendirme uygulamalarinda 6zel gereksinimli 6grencilere esneklik ve cesitlilik saglanmamasi biitin
Ogreticiler tarafindan vurgulanan en temel sorundur.

Arastirmanin sonuglarindan hareketle cgesitli dneriler gelistirilmistir. Bu oneriler sunlardir:
Turkce dil 6gretim merkezlerinde calisan 6gretmenlere, 6zel gereksinimli 6grencilere yonelik egitim
verilebilir. Ozel gereksinimli 6grencilere yoénelik ders materyalleri hazirlanabilir. Ozel gereksinimli
o0grencilerin 0zel gereksinimlerini karsilamak igin kisinin engeline gore 0zel ders materyali
hazirlanabilir. Tirkge dil 6gretim merkezleri tarafindan 6zel gereksinimli 6grencilerin yasadigi duygusal
engelleri asmak icin cesitli 6nlemler alinabilir. Ozel gereksinimli 6grencilere yonelik 6lgme ve
degerlendirme siirecleri 6grencilere 6zel olarak diizenlenebilir. Ozel gereksinimli égrencileri tespit
etmek ve 6gretim sirecini sorunsuz bir sekilde ylriitmek icin ydnetim ve 6gretmenler arasinda is birligi
olusturulmalidir. Yabanci dil olarak Tiirkge 6gretimi konusunda 6zel gereksinimli 6grencilerin yasadigl
sorunlari ¢dzmeye yonelik uygulamaya dayali bilimsel arastirmalar yapilmalidir.
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Yayin Etigi Beyani

Bu arastirmanin, Ordu Universitesi tarafindan 23.02.2024 tarihinde 2024-34 sayili karariyla
verilen etik kurul izni bulunmaktadir. Bu arastirmanin planlanmasindan, uygulanmasina, verilerin
toplanmasindan verilerin analizine kadar olan tim siregte “Yiksekdgretim Kurumlari Bilimsel
Arastirma ve Yayin Etigi Yonergesi” kapsaminda uyulmasi belirtilen tim kurallara uyulmustur.
Yonergenin ikinci bolimi olan “Bilimsel Arastirma ve Yayin Etigine Aykiri Eylemler” bashgl altinda
belirtilen eylemlerden higbiri gerceklestirilmemistir. Bu arastirmanin yazim siirecinde bilimsel, etik ve
alinti kurallarina uyulmus; toplanan veriler Gzerinde herhangi bir tahrifat yapilmamistir. Bu ¢alisma
herhangi basgka bir akademik yayin ortamina degerlendirme igin génderilmemistir.

Arastirmacilarin Katki Orani Beyani

Birinci Yazar %50, ikinci Yazar %50 oraninda katki saglamistir

Destek ve Tesekkiir

Arastirmaya katilan katiimcilara, deneyimlerini bizlerle paylastigi icin tesekkiir ederiz.

Catisma Beyani

Makalenin herhangi bir asamasinda maddi veya manevi ¢ikar saglanmamistir. Arastirmanin
yazarlari olarak herhangi bir ¢cikar/catisma beyanimiz olmadigini ifade ederiz.

Bu eser Creative Commons Atif-GayriTicari 4.0 Uluslararasi Lisansi ile lisanslanmistir.
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