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From the Editor in Chief

Dear producers and consumers of knowledge,

| would like to share the happiness of being with you again with second issue of Pegem Journal of
Education and Instruction (PEGEGOG) in 2020. Initially, | want to thank you for the increasing interest for
our journal.

In this issue, | am pleased to inform you that our journal has started to be indexed in ERIC database
as well. With this good news, there has been a significant increase in the number of submissions to our
journal. Although this interest in our journal has pleased us, | would like to inform that we will be more
selective in order to improve our publication quality. Therefore, | recommend you, dear science
producers, to carefully examine the author's guide before submitting your article.

Eighty eight manuscripts were submitted to PEGEGOG in the last three months. Of these, about
15.00% were accepted for publication. This is good news for our journal. On the other hand, | have to
indicate that there were critical problems in terms of format within these articles as stated in the
previous issue. First of all, unfortunately we had to reject some articles as in many of them there were
texts very similar to ones in different articles. At first step, we scan all articles in i-Thenticate program to
determine the exact quotations from other resources. After this scan, we reject the articles detected to
have exact quotations at a high rate without initiating peer-review process. Apart from that, we also
send back the articles not written in an academic format not to disturb our reviewers unnecessarily.

One of the problems with the articles submitted to our journal and we had to reject was about data
analysis. The data is the raw information collected from related resources through research aims. These
should be analyzed in parallel with these aims. It is necessary to analyze them using statistics for
quantitative data and methods such as content analysis or descriptive analysis for qualitative data.
Analysis provides the data being transformed into findings and make sense. Especially, in some of
document analysis and some qualitative studies, it is seen that data are presented as findings. In some
others, data are presented being only described. It is essential that the studies are formed in an article
format obeying the rules by the journal and presented for publication afterwards.

As always, we present the ten articles got through peer-review process and given DOl number to you
dear producers and consumers of knowledge. | wish these studies conducted in various fields of
educational sciences will be useful and contribute to theoretical knowledge within the field. Hope to
meet within the next issue.

Sincerely yours,

Prof. Dr. Ahmet DOGANAY
Editor in Chief
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Editérden

Degerli bilgi Uretici ve tiketicileri,

Pegem Egitim ve Ogretim Dergisi’nin (PEGEGOG) 2020 yilimin ikinci sayisi ile sizlerle bir kez daha
beraber olmaktan duydugum mutlulugu paylasmak istiyorum. Oncelikli olarak dergimize olan ilginin
strekli artmasi nedeniyle sizlere tesekkiir etmek isterim.

Bir dnceki sayimizda sizlere dergimizin ERIC veri tabaninda da taranmaya basladigini bildirmistim. Bu
guzel haberle birlikte dergimize basvuru sayisinda ciddi bir artis oldu. Dergimize gosterilen bu ilgi bizi
sevindirmis olsa da yayin kalitemizi daha Ust seviyelere tasimak amaciyla daha segici davranacagimizi
bildirmek isterim. Bu nedenle siz degerli bilim Ureticilerinin makale basvurularini yapmadan 6nce yazar
rehberini dikkatli incelemesini dGnermekteyim.

PEGEGOG dergisine, son Ug¢ ay icinde 88 makale basvurusu yapilmistir. Bunlarin yaklasik% 15.00'i
yayina kabul edilmistir. Bu, dergimiz igin sevindirici bir haberdir. Ancak Uziilerek belirtmem gerekiyor ki,
onceki sayida belirttigimiz gibi bu makalelerin bazilarinda format agisindan énemli sorunlar vardi.
Oncelikle bircok yazarimizin makalesindeki metinlerin baska makale ya da metinlerle birebir benzerligi
nedeniyle Gziilerek ret etmek zorunda kaldik. Bize gelen tim makaleleri ilk 6nce I-thenticate programiyla
diger kaynaklardan birebir alintilari belirlemek i¢in tariyoruz. Bu tarama sonucunda yiliksek oranda
birebir alinti oldugu belirlenen makaleleri hakem siirecine gondermeden ret ediyoruz. Bunun disinda, bir
akademik makale formatina uymayan calismalari da hakemlerimizi bos yere yormamak adina geri
geviriyoruz.

Dergimize yapilan basvurularda ret etmek zorunda kaldigimiz ¢alismalarin bir kisminda gorilen
sorunlardan birisi de veri analiziyle ilgiliydi. Veri, arastirma amaclari dogrultusunda ilgili kaynaklardan
toplanan ham bilgilerdir. Bunlarin amacglar dogrultusunda analiz edilmesi gerekir. Veriler sayisal ise
istatistik teknikleri kullanarak nitel ise icerik analiz ya da betimsel analiz yontemleri gibi yontemlerle
analiz etmek gerekir. Analiz verilerin bulguya donlsmesini ve onlardan anlam cikarilmasini saglar.
Ozellikle belge analizi ve diger nitel ¢alismalarin bazilarinda verilerin bulgu olarak sunuldugu
gorilmektedir. Bazilarinda ise veriler sadece betimlenerek sunulmaktadir. Bagvuru yapilmadan once
calismalarin derginin benimsedigi kurallara uyarak makale formatina getirilmesi ve ondan sonra yayim
icin sunulmasi gerekmektedir.

Bu sayimizda da her zaman oldugu gibi hakem degerlendirme siireci tamamlanan ve daha 6nce DOI
numarasl verdigimiz on makaleyi siz degerli bilgi Ureticisi ve tiiketicilerinin hizmetine sunuyoruz. Egitim
bilimlerinin gesitli alanlarinda yapilan bu ¢alismalarin yararli olmasini ve egitim uygulamalarina ve egitim
bilimleri alanindaki kuramsal bilgi birikimine katki yapmasini diliyor, gelecek sayida bulusmak dilegiyle en
icten saygilarimi sunuyorum.

Prof. Dr. Ahmet DOGANAY
Bas Editér
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The mediating role of emotional intelligence and marital adjustment in the
relationship between mindfulness in marriage and subjective well-being

Seher Merve ERUS , Mehmet Engin DENiz

? Yildiz Technical University, Faculty of Education, istanbul/Turkey @ CrossMark

Article Info Abstract
DOI: 10.14527/pegegog.2020.011 Th?s study (.examined th.e m(?diating role o.f emotional intellig.encie and marjital

adjustment in the relationship between mindfulness and subjective well-being;
Article History: interpersonal mindfulness in marriage and subjective well-being. 550 married
Received 03 July 2019 individuals (370 female and 180 male) participated in this research. “Mindfulness
Revised 29 November 2019 Attention Awareness Scale”, “Mindfulness in Marriage Scale”, “Trait Emotional
Accepted 02 February 2020 Intelligence Questionnaire-Short Form”, Marital Adjustment Test”, “Positive and
Online 02 April 2020 Negative Affect Scale”, “Life Satisfaction Scale” and “Personal Information Form” were

used in this research. Pearson product-moment correlation coefficient and path
Keywords: analyses, which is one of the structural equation model technics, were used for data
Mindfulness, analyses. Correlation analysis results showed that there was positively correlation
Emotional intelligence, between mindfulness, interpersonal mindfulness in marriage, emotional intelligence,
Marital adjustment, marital adjustment and subjective well-being. Path analysis result showed that
Subjective well-being. emotional intelligence fully mediated the relationship between mindfulness and

subjective well-being. Besides, emotional intelligence and marital adjustment partially
Article Type: mediated the relationship between mindfulness in marriage and subjective well-being
Research paper and model explained 51.00 % of total variance of subjective well-being. The results of

the research were discussed in the light of literature and suggestions were presented.

Evlilikte bilingli farkindalik ile 6znel iyi olus arasindaki iliskide duygusal zeka
ve evlilik uyumunun aracilik rolii

Makale Bilgisi 0z
DOI: 10.14527/pegegog.2020.011 Bu ara§t|rmat:!a, .?V” t?ir'eylerin bilingli farvk.lr)dafllklarl ve evlilikte kisilerarasi bilingli
farkindaliklari ile 6znel iyi oluslar arasindaki iliskide, evlilik uyumu ve duygusal zekdnin
Makale Gegmisi: aracihk roll incelenmistir. Arastirmaya, 550 evli birey (370 kadin ve 180 erkek)
Gelis 03 Temmuz 2019 katilmistir. Aragtirmada, “Bilingli Farkindalik Olgegi”, “Evlilikte Bilingli Farkindalik
Diizeltme 29 Kasim 2019 Olgegi”, “Duygusal Zeka Ozelligi Olgegi-Kisa Formu”, “Evlilikte Uyum Olgegi”, “Pozitif ve
Kabul 02 Subat 2020 Negatif Duygu Olgegi”, “Yasam Doyumu Olgegi” ve “Kisisel Bilgi Formu” kullaniimistir.
Cevrimici 02 Nisan 2020 Verilerin analizinde, Pearson moment korelasyon analizi ve yapisal esitlik modeli
teknigi olan yol analizi kullanilmistir. Korelasyon analizi sonucunda bilingli farkindalik,
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Introduction

Happiness is the ultimate goal of human beings. Many studies available in the literature aimed to
determine reasons and conditions leading to happiness (Larsen & Eid, 2008). In scientific terms,
happiness explains similar meaning of subjective well-being (Carr, 2016; Diener, 2000; Seligman &
Csikszentmihalyi, 2000), which is about subjective self-evaluation of individuals. Subjective well-being
has three dimensions; positive and negative emotions experienced by individuals, and life satisfaction in
which individuals personally evaluate their own lives. Individuals are engaged in general cognitive
evaluations about different dimensions of their lives such as marriage life and working life, which
provide some hints about their life satisfaction (Diener, 2000). If an individual reports full satisfaction
about his life, this is about cognitive dimensions of subjective well-being; and if he states that he likes
his experiences and is hopeful, this is about the affective dimension (Diener, 2012). One of the concepts
significantly affecting subjective well-being is marriage (Carr, 2016; Diener, 1984; Lauer, Lauer & Kerr,
1990; Seligman, 2007). Married individuals have higher levels of subjective well-being when compared
to those who are not married (single or divorced) (Carr, 2016; Diener, 1984; Diener, Suh, Lucas & Smith,
1999; Seligman, 2007). The effect of marriage on subjective well-being cannot simply be explained by
the fact that only happy people get married or stay married for a long time (Diener, 1984). Marriage
allows individuals to establish psychological and physical closeness with spouses, have child and a
peaceful home environment, and assume parental roles, which inevitably contributes to their subjective
well-being (Carr, 2016). People seek to find answers to certain questions such as “What does a happy
marriage mean?” and “How can meaningful relationships be maintained among family members?”
(Segrin & Flora, 2011). Thus, it is important to examine the variables which affect happiness of married
individuals. Mindfulness is one of these variables.

The Role of Mindfulness in Subjective Well-Being

Mindfulness can be a method allowing you to focus your attention, which results in awareness (Baer,
2003; Brown & Ryan, 2003; Kabat-Zinn, 2003). It can also be defined as the awareness that emerges
through paying attention on purpose, in the present moment, and nonjudgmentally to the unfolding of
experience moment by moment (Kabat-Zinn, 2003). Being mindful can have an important role in
achieving and increasing well-being. High level awareness of experiences can directly contribute to well-
being and happiness. In other words, it is about having fewer negative emotions and more positive
emotions and life satisfaction (Brown & Ryan, 2003). According to Fordyce (1983), subjective well-being
increases when individuals focus on the present moment and can be themselves. Similarly, Seligman
(2007) suggests that awareness leads to an increase in positive emotions. Being in the present with full
attention and awareness, accepting experiences and being non-judgmental can calm down individuals,
increase positive emotions and reduce negative emotions, which help individuals feel well. The
literature review reveals that mindfulness is one of the most significant variables that increase
subjective well-being (Brown & Ryan, 2003; Burpee & Langer, 2005; Karremans, Schellekens & Kappen,
2017). There are many studies examining the contribution of mindfulness to subjective well-being
(Mandal, Arya & Pandey, 2012; Karremans et al., 2017), and the effects of mindfulness interventions on
individuals (Jones, Welton, Oliver & Thoburn, 2011). Also, many research found that mindfulness
increases subjective well-being (Brown & Ryan, 2003; Collard, Avny & Boniwell, 2008; Erkog, 2017;
Falkenstrém, 2010; Griebel, 2015; Hamarta, Ozyesil, Deniz & Dilmag, 2013; Karremans et al., 2017;
Mandal et al., 2012; Nyklicek & Kuijpers 2008; Schutte & Malouff, 2011; Terzioglu, 2016; Visted,
Vgllestad, Nielsen & Nielsen, 2015; Wang & Kong, 2014; Whitehead, Bates, Elphinstone, Yang & Murray,
2018).

According to the literature, mindfulness is classified into intrapersonal mindfulness and interpersonal
mindfulness. Traditional explanations of mindfulness in current literature are called intrapersonal
mindfulness (Duncan, Coatsworth & Greenberg, 2009; Kohlenberg et al., 2015). In other words,
intrapersonal mindfulness involves individuals’ attention to and awareness of their internal experiences
and present time, their accepting with being non-judgmental and non-reactive which are mentioned in
the traditional definition of mindfulness (Kohlenberg et al., 2015). Interpersonal mindfulness is about
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individuals’ ability to sustain their awareness when they interact with others, they are aware of their
opinions, emotions, bodily sensations and internal experiences, and careful about external environment,
their behaviors, moods and body language and what others say to them (Pratscher, Wood, King &
Bettencourt, 2019). The studies mentioned above prove that intrapersonal mindfulness increases
subjective well-being of individuals. Therefore, this study focuses on to what extent interpersonal
mindfulness in marriage explains subjective well-being.

Interpersonal mindfulness refers to the ability of individuals to sustain awareness moment by
moment even when they interact with others (Pratscher et al., 2019). There are few studies focusing on
interpersonal effects of mindfulness interventions (Gillespie, Davey & Flemke 2015). Most of the studies
in the literature deal with intrapersonal mindfulness (Frank, Jennings & Greenberg, 2016). Interpersonal
mindfulness is a new concept for the literature although there are some recent studies focusing on the
issue (de Bruin et al., 2014; Duncan et al., 2009; Erus & Deniz, 2018; Lippold, Duncan, Coatsworth, Nix &
Greenberg, 2015; McCaffrey, Reitman & Black, 2017; Parent, McKee, Rough & Forehand 2016;
Pratscher, Rose, Markovitz & Bettencourt 2018; Pratscher et al., 2019). Thus, future studies aiming to
determine variables related to interpersonal mindfulness might provide valuable contributions to the
literature.

The term “interpersonal mindfulness” was first used by Duncan (2007) while explaining parent-child
relationship. Later, how interpersonal mindfulness affects relationships became a popular topic in the
literature (Duncan, 2007; Duncan et al.,, 2009; Frank et al., 2016; McCaffrey, 2015). The studies
conducted found a positive relationship between interpersonal mindfulness and happiness (Duncan,
2007), life quality, optimism and psychological health (de Bruin et al., 2014), and psychological need
satisfaction in friendship (Pratscher et al., 2018; Pratscher et al., 2019). Interpersonal mindfulness,
which is about interpersonal relationship dimension of mindfulness (Duncan, 2007; Frank et al., 2016;
McCaffrey et al.,, 2017), was examined within the framework of marriage in this study. When
mindfulness was integrated into couple and family therapies (Gambrel & Keeling, 2010; Gehart, 2012;
Gehart & McCollum, 2007), interpersonal mindfulness in marriage has become a topic worth dealing
with in several studies. Interpersonal mindfulness in marriage involved the following: interaction with
spouse; listening to spouse attentively; awareness of his/her own emotions and his/her spouse’s;
accepting his/her opinions and his/her spouse’s without being judgmental; and responding to spouse’s
behaviors by regulating himself/herself and without acting instinctively. Therefore, interpersonal
mindfulness in marriage, which examines interpersonal mindfulness that emerges through interactions,
and mindfulness, which is about inner processes, was included in this study while examining the
variables that explain subjective well-being of married individuals. This study also examines the
mediating role of emotional intelligence and marital adjustment between subjective well-being and
mindfulness and interpersonal mindfulness in marriage.

The Mediating Role of Emotional Intelligence in the Relationship between Mindfulness and Subjective
Well-Being

Emotional intelligence is individual’s knowledge about himself and others. Thanks to emotional
intelligence, individuals realize their differences in terms of mood, nature, motivation and intentions
and act accordingly (Seligman, 2007). According to Goleman (1999), emotional intelligence is the source
for most of the properties of human beings. Emotional intelligence is about being psychologically
healthy (Bar-On, 2006; Schutte, Malouff, Thorsteinsson, Bhullar & Rooke, 2007). Emotional intelligence
considerably affects marriage life (Goleman, 1999) and helps marital relationships (Shapiro, 1999).
Emotional intelligence helps individuals calm down when a problem occurs and allows them to feel
empathy, to listen effectively and to talk constructively (Goleman, 1999). Individuals with high level of
emotional intelligence perceive and understand their spouse’s feelings, use their own emotions to
improve their relationships, regulate their emotions and solve problems in the relationship (Carr, 2016).
Emotional intelligence is important for married individuals since it provides opportunities to establish
healthy relationships and increase subjective well-being at personal level. It is possible to learn
properties of emotional intelligence (Bar-On, 2006; Carr, 2016). In this respect, it might be concluded
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that an increase in mindfulness might, in turn, increase emotional intelligence since intrapersonal
mindfulness and interpersonal mindfulness might contribute to emotional intelligence.

Mindfulness plays an important role in emotion regulation (Bao, Xue & Kong, 2015; Cenkseven
Onder & Utkan, 2018; Gambrel & Piercy, 2015; Gillespie et al., 2015; Hill & Updegraff, 2012; Koole,
2009). Mindfulness helps individuals to perceive and regulate their own emotions or others’ emotions
correctly. Self-regulation, which is an inherent component of mindfulness, is about the ability of
emotional intelligence to manage emotions. Awareness of emotions makes it easier to employ emotions
(Schutte & Malouff, 2011). Research found that mindfulness increases emotional intelligence (Bao et al.,
2015; Deniz, Erus & Blylikcebeci, 2017; Griebel, 2015; Schutte & Malouff, 2011; Wang & Kong, 2014).
Similarly, interpersonal mindfulness was found to be related to emotional intelligence (Pratscher et al.,
2019). This study examines the contribution of mindfulness of married individuals and interpersonal
mindfulness in marriage to emotional intelligence. This is the first study to examine the relationship
between emotional intelligence and interpersonal mindfulness in marriage.

In emotional intelligence, individuals entertain themselves and others to sustain their happiness,
have positive emotions and feel satisfied. They are often optimist despite problems and distress (Carr,
2016). Emotional intelligence is quite important in the studies focusing on well-being (Koydemir, Simsek,
Schitz & Tipandjan, 2013). There is a strong relationship between emotional intelligence and subjective
well-being (Bar-On, 2006; Carr, 2016). There are studies concluding that emotional intelligence explains
subjective well-being (Celik, 2008; Griebel, 2015; Kocak & icmenoglu, 2012; Reisoglu, 2014; Schutte &
Malouff, 2011; Timkaya, Hamarta, Deniz, Celik & Aybek, 2008; Wang & Kong, 2014). In this context, it
can be said that mindfulness increases emotional intelligence, which in turn increases subjective well-
being. Research found that emotional intelligence mediates between mindfulness and subjective well-
being (Griebel, 2015; Schutte & Malouff, 2011; Wang & Kong, 2014). This study’s aim is to determine
whether emotional intelligence have a mediating role in the relationship between subjective well-being
of married individuals and their mindfulness and interpersonal mindfulness in marriage. This study is
likely to provide valuable contributions to the literature.

The Mediating Role of Marital Adjustment in the Relationship between Mindfulness and Subjective
Well-Being

Another variable examined in this study is marital adjustment. Marital adjustment is the harmony
between spouses during certain moments, which involves family budget, expression of feelings, friends,
sexuality, social rules, life philosophy, relationship with close relatives, leisure time activities, out-of-
home activities, conflict resolution, trust and general attitude toward marriage (Locke &Wallace, 1959).
Marital adjustment plays an important role in determining non-functional properties of family (Fisiloglu
& Demir, 2000). In addition, harmony between spouses, effective communication and understanding
each other are important in having a healthy marital relationship (Lauer et al., 1990; Lewis & Spanier,
1979; Robinson & Blanton, 1993; Spainer & Lewis, 1980). Marital adjustment leads to higher levels of
happiness — that is subjective well-being - in addition to healthy marital relationship.

Marriage has a strong and significant relationship with subjective well-being (Carr, 2016; Diener,
1984; Diener et al., 1999; Seligman, 2007), so a harmonious marital relationship might considerably
contribute to subjective well-being. If an individual is happy with main satisfaction areas, and have good
memories there, he has a high level of subjective well-being (Tuzgol Dost, 2004). Research showed that
variables measuring the quality of a marriage such as marriage adjustment, marriage satisfaction, and
relationship satisfaction affect subjective well-being (Ates, 2018; Bayer, 2017; Canbulat & Cihangir
Cankaya, 2014). Marital adjustment is expected to affect subjective well-being since it creates a
significant zone of satisfaction for individuals. Also, mindfulness is expected to affect marital
adjustment.

Mindfulness is considered as an important variable for happy marital relationships (Burpee & Langer,
2005). Previous research found a relationship between mindfulness and marital satisfaction, relationship
satisfaction and quality of marriage and relationship (Barnes, Brown, Krusemark, Campbell & Rogge,
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2007; Carson, Carson, Gil & Baucom, 2004; Deniz, 2017; Gambrel & Keeling, 2010; Jones et al., 2011;
Lenger, Gordon & Nguyen, 2017; Parlar & Akgiin, 2018; Wachs & Cordova, 2007; Williams & Cano,
2014). There is little research focusing on the effects of mindfulness on interpersonal relationships such
as romantic relationships (Karremans et al., 2017; Jones et al., 2011). Conducting more studies on the
issue may clarify variables that explain marital adjustment in marital relationships and individual
happiness, which allows researchers to determine variables that play significant roles in quality
marriages and high levels of subjective well-being. Thus, this study examines the effects of mindfulness
of married individuals on marital adjustment. In addition, past research found that interpersonal
mindfulness contributes to interaction processes (de Bruin et al., 2014; Duncan 2007; Duncan et al.,
2009; Pratscher et al., 2019), and increases relationship quality (Bogels, Lehtonen & Restifo, 2010;
Coatsworth, Duncan, Greenberg & Nix, 2010; Duncan, 2007; Kohlenberg et al., 2015; Pratscher et al.,
2018). In this context, it can be said that mindfulness and interpersonal mindfulness increases marital
adjustment, which in turn increases subjective well-being. There is no study which examines the
mediating role of marital adjustment between mindfulness in marriage and subjective well-being in the
literature. This study’s aim is to determine whether marital adjustment has a mediating role in the
relationship between subjective well-being and mindfulness and interpersonal mindfulness in marriage.
This study is likely to provide valuable contributions to the literature.

According to the literature, mindfulness, interpersonal mindfulness in marriage, emotional
intelligence, marital adjustment and subjective well-being variables are related to each other. Within
the framework of these relationships, the purpose of the study is to determine whether marital
adjustment and emotional intelligence have a mediating role in the relationship between subjective
well-being of married individuals and their mindfulness and interpersonal mindfulness in marriage. In
this context, the following research question emerged: Do marital adjustment and emotional
intelligence have a mediating role in the relationship between subjective well-being and mindfulness
and interpersonal mindfulness in marriage.

Method
Research Design

This study, which was conducted by using relational design, examines to what extent mindfulness
and interpersonal mindfulness in marriage are related to subjective well-being through emotional
intelligence and marital adjustment. Figure 1 displays the model suggested to explain subjective well-
being.

Participants

The population of the study is married individuals residing in istanbul province in Turkey. Two main
criteria used for the selection of married individuals are “being married at least one year” and
“graduation from at least a secondary education institution”. The participants of the study are 550
married individuals. Table 1 below presents demographic information about the participants in
frequencies and percentages. Table 1 displays frequencies and percentages of demographic information
about married individuals who participated in the study. Accordingly, 370 (67.27%) of married
individuals are female and 180 (32.73%) male. It can be seen that the most of the participants are
female. As for the educational background, 113 (20.54%) are graduates of a secondary education
institution, 341 (62.00%) have undergraduate degree, 77 (14.00%) graduate degree and 19 (3.45%) post
graduate degree. In addition the most of the participants have undergraduate degree.

Data Collection Tools

Personal Information Form: The researchers prepared Personal Information Form in order to collect
demographic information about the married individuals who participated in the study. The form
includes information about gender, age, educational background, spouse’s educational background,
duration of marriage and number of children.
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Figure 1. Modelling subjective well-being with mindfulness, interpersonal mindfulness in marriage,

emotional intelligence and marital adjustment.

Table 1.

Demographic Information about the Participants in Frequencies and Percentages.

Variables f % Variables f %
Gender Education

Female 370 67.27 Secondary 113 20.54
Male 180 32.73 Undergraduate 341 62
Age Ranges Graduate 77 14
20-29 ages 172 31.27 Post Graduate 19 3.45
30-39 ages 196 35.64 Education of Spouse

40-49 ages 129 23.45 Secondary 173 31.45
50-63 ages 52 9.45 Undergraduate 289 52.54
Not replied 1 .18 Graduate 70 12.73
Duration of Marriage Post Graduate 18 3.27
1-5 years 246 44.73 Number of Children

6-10 years 83 15.09 No children 167 30.36
11-15 years 56 10.18 1 Child 168 30.54
16-20 years 57 10.36 2 Children 155 28.18
21-25 years 67 12.18 3 Children 46 8.36
26-30 years 27 491 4 or more children 14 2.54
31 years and above 14 2.54

Total 550 100.00 Total 550 100.00

Mindful Attention Awareness Scale (MAAS): Mindful Attention Awareness Scale was developed by
Brown and Ryan (2003) and was adapted into Turkish by Ozyesil, Arslan, Kesici and Deniz (2011). 6-point
Likert scale consists of 15 items. The highest score to be obtained from the scale is 90 and the lowest is
15. MAAS measures the tendency of individuals to be aware of their momentary experiences in their
lives. The validity and reliability studies of Turkish version were carried out with university students.
Language equivalency study found a positive correlation between the points obtained from English and
Turkish forms. Explanatory factor analysis revealed that 58.00% of total variance was explained. Single
factor structure was confirmed through confirmatory factor analysis. Item total correlation analysis
found .40 between each item and the total score obtained from the scale. Cronbach’s alpha internal
consistency of the scale was calculated as .80 and test-retest correlation as .86 (Ozyesil et al., 2011).

Cronbach’s alpha internal consistency of MAAS was found .84 in the current study.
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Mindfulness in Marriage Scale (MMS): Mindfulness in Marriage Scale was developed by Erus and
Deniz (2018). This is a 5-point Likert scale which consists of 12 items. The highest score that can be
obtained from the scale is 60 and the lowest is 12. High score means a high level of interpersonal
mindfulness in relationships with spouses. Reliability and validity studies of the scale were conducted
with married individuals. Explanatory factor analysis revealed that 42.70% of total variance was
explained. Single factor structure was confirmed through confirmatory factor analysis. Item total
correlation analysis revealed that there is over .52 correlation between total score obtained from the
scale and each single item. Cronbach alpha internal consistency coefficient was calculated as .87 (Erus &
Deniz, 2018). Cronbach alpha internal consistency coefficient was found .81 in the current study.

Trait Emotional Intelligence Questionnaire—Short Form (TEIQue-SF): Trait Emotional Intelligence
Questionnaire was developed by Petrides and Furnham (2000, 2001) and Petrides (2009a, 2009b). The
scale’s short form was adapted into Turkish by Deniz, Ozer and Isik (2013). The aim of TEIQue-SF is to
determine individuals’ self-perception level regarding their emotional competencies. It is possible to
obtain well-being, self-control, emotionality and sociability scores as well as emotional intelligence total
scores from this 7-point Likert scale (Petrides, 2009a; Petrides & Furnham, 2006). The validity and
reliability studies of the scale for Turkish version were conducted with university students. Language
equivalency study found a positive correlation between the points obtained from English and Turkish
forms. Explanatory factor analysis showed that 53.00% of total variance was explained and confirmatory
factor analysis showed good fit indexes. It was also found that overall score and sub dimensions of
TEIQue-SF has a negative meaningful correlation with neuroticism personality, but a positive correlation
with extraversion, openness to experiences, agreeableness and conscientiousness. Item total
correlations ranged between .31 and .53. Cronbach alpha internal consistency coefficient was found .72
for well-being, .70 for self-control, .66 for emotionality, .70 for sociability, and .81 for total score. Test-
retest reliability coefficient is .86 (Deniz et al., 2013). Cronbach alpha internal consistency coefficient
was found .82 in the current study.

Marital Adjustment Test (MAT): Marital Adjustment Test was developed by Locke and Wallace
(1959) and was adapted into Turkish by Tutarel-Kislak (1999). This 15-item scale determines adjustment
level of married couples. These items measure life style (leisure time, out-of-home activities, conflict
resolution, trust) getting on well or not and other issues (family budget, expression of feelings, friends,
sexuality, social norms and life philosophy) as well as overall marital adjustment and its quality. Validity
and reliability studies of the adaptation study were conducted with married individuals. Cronbach alpha
internal consistency coefficient was found .84 and test-retest reliability coefficient was found .57
(Tutarel-Kislak, 1999). Cronbach alpha internal consistency coefficient was found .88 in the current
study.

Positive and Negative Affect Scale (PANAS): Positive and Negative Affect Scale was developed by
Watson, Clark and Tellegen (1988) in order to measure affect dimension of subjective well-being and
PANAS was adapted into Turkish by Geng¢oz (2000). This 5-point Likert scale consists of 20 items and has
two dimensions (positive emotion and negative emotion). 10 of these items measure positive emotion
and other 10 items measure negative emotions. If positive emotion score is higher than negative
emotion score, it indicates high subjective well-being. Similarly, if negative emotion score is higher than
positive emotion score, it indicates low subjective well-being. Validity and reliability studies of the
adaptation study were conducted with university students. Factor analysis revealed a two-factor
structure and 44.00% of total variance was explained. Item total correlations ranged between .33 and
.71. Cronbach alpha internal consistency coefficient was found to be .83 for positive emotion, .86 for
negative emotion. Test-retest reliability coefficient is .40 for negative emotion and .54 for negative
emotion (Geng¢dz, 2000). Cronbach alpha internal consistency coefficient was found .86 for positive
emotion and .81 for negative emotion in the current study.

The Satisfaction with Life Scale (SWLS): The Satisfaction with Life Scale was developed by Diener,
Emmons, Larsen and Griffin (1985) and was adapted into Turkish by Dagh and Baysal (2016). This 5-point
Likert scale consists of five items and measures general life satisfaction of individuals. Validity and
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reliability studies of the adaptation study were conducted with primary school teachers. Language
equivalency study found a positive correlation between the points obtained from English and Turkish
forms. Exploratory factor analysis showed that 68.00% of total variance was explained. Confirmatory
factor analysis confirmed a single-factor structure. Cronbach alpha internal consistency coefficient was
found .88 and test-retest reliability coefficient .97 (Daglh & Baysal, 2016). Cronbach alpha internal
consistency coefficient was found .88 in the current study.

Measure of Subjective Well-being: This study used data collection tools to measure subjective well-
being through its dimensions; life satisfaction, positive emotions and negative emotions (Diener, 1984).
Subjective well-being score is calculated by using the following formula: “Subjective Well-being= (Life
Satisfaction + Positive Emotion) — Negative Emotion”. In other words, subjective well-being score is
calculated by adding life satisfaction and positive emotion score and later subtracting negative emotion
score from the total. Diener (1994) suggests emotions and satisfaction can be measured together.
Indeed, there are some studies which base their analysis on this suggestion (Bettencourt & Sheldon,
2001; Cenkseven, 2004; Eryilmaz, 2009; Hamarta et al., 2013; Morslinbiil, 2011; Reisoglu, 2014; Sheldon
& Elliot, 1999; Sheldon et al., 2004).

Data Collection

Data collection tools were turned into a booklet, which includes informed consent (information
about the purpose of the research, brief information about the researcher, the statement that data will
not be shared with third parties and will be used only for the purposes of the study, instructions about
data collection tools and procedures). In addition to the printable version, the booklet was also
presented in electronic form through Google Forms. Data were collected from married individuals who
were from researchers’ social environment and volunteered to participate in the study. The electronic
form was sent via e-mail or text message to the married individuals who live in distant locations and
having no time for face-to-face meeting. The data were collected from 585 married individuals; however
35 were excluded from the study due to missing or inaccurate information. 310 data were collected by
electronic form and 240 by hand. It took approximately 20 minutes to fill in data collection tools.

Data Analysis

The mediating role of marital adjustment and emotional intelligence in the relationship between
married individuals’ mindfulness and mindfulness in marriage and subjective well-being was examined
through path analysis, which is a component of structural equation model (SEM). AMOS 20 software
was used in the analysis. SPSS 22 software was applied while preparing the data for path analysis. To
determine the suitability of the data for path analysis, the following issues were examined: missing
values, extreme values, sample size, multi-variable normality and multicollinearity.

If 10.00% or more of the items in the scale were not replied, this data set was excluded from the
analysis. 35 data sets were excluded according to this rule. When there were fewer than 10.00% missing
replies in a data set, Little’s MCAR test was applied. Since this test is not meaningful, lost data were said
to be distributed in an unbiased way (Tabachnick & Fidell, 2015). The result of Little’s MCAR test
revealed p>.05 for all the scales so the rest of missing data was assigned a value by using series mean
method. Single variable extreme values were examined through box plots and six extreme values were
excluded from the data set. Later, extreme values with multiple variables were examined by
Mahalanobis distance (Kline, 2011; Tabachnick & Fidell 2015). Tabachnick and Fidell (2015) suggest that
a value below p<.01 for chi square (xz) was excluded. According to this calculation, 10 pieces of data
were excluded from the data set. N: g method was used in order to determine whether sampling size is
suitable for analysis. This method is used to determine sampling size according to a specific parameter,
and it is especially appropriate for maximum likelihood method (Kline, 2011). Jackson (2003) tested N: q
rate and found that 1:20 ratio produced good results. According to N:q method, the ratio of the number
of individuals to the number of parameters should be 1:20 while calculating minimum sampling size. In
other words, ideal number of people for each parameter (q) is 20, which means that the number of
parameter should be multiplied by 20 to calculate sampling size (Kline, 2011). The number of estimated
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parameter in this study is 14 and 14x20=280. This calculation implies that it is necessary to reach
minimum 280 people in this study. The researchers reached 534 individuals to include in the analysis.

For multivariable normality in the data set, skewness and kurtosis values of variables were
examined. Skewness value for mindfulness was calculated as -.06, kurtosis value as -.44; for mindfulness
in marriage, skewness value was -.36 and kurtosis level -.42; for emotional intelligence, skewness value
was -.22 and kurtosis level -.34; for marital adjustment, skewness value was -1.21 and kurtosis level
1.62; and for subjective well-being, skewness value was -.30 and kurtosis level -.07. When skewness and
kurtosis values are between -2.00 and +2.00, they meet normal distribution (Bachman 2004; George and
Mallery, 2016). It was also examined whether there was multicollinearity between the variables. If there
is a correlation of .90 and above between variables, multicollinearity occurs (Palant, 2011; Tabachnick &
Fidell, 2015). Pearson product-moment correlation analysis was used to find out correlation coefficients
between mindfulness and interpersonal mindfulness in marriage and marital adjustment, emotional
intelligence and subjective well-being. The analysis result showed that the correlation coefficients
between mindfulness, interpersonal mindfulness in marriage, marital adjustment, emotional intelligence
and subjective well-being range between .34 and .67 (p<.01). The correlations between the variables
prove that there was no multicollinearity between the variables.

Findings

Pearson moment-product correlation analysis was applied in order to determine the correlations
between married individuals’ mindfulness, interpersonal mindfulness in marriage, marital adjustment,
emotional intelligence and subjective well-being. The mean and standard deviation values of variable
were calculated, and the results are presented in Table 2.

Table 2.
Descriptive Statistics and Correlation Coefficients among Mindfulness, Interpersonal Mindfulness in
Marriage, Subjective Well-Being, Marital Adjustment and Emotional Intelligence.

Variables 1 2 3 4 5
1. Mindfulness -

2. Interpersonal Mindfulness in Marriage 46 -

3. Emotional Intelligence 48" 49 -

4. Marital Adjustment 27 58" 35 -

5. Subjective Well-being 40 52 67 44 -
Mean 64.60 50.20 101.90 43.41 33.90
Standart Deviation 11.27 5.49 15.95 8.82 13.04
"p<.01

According to Table 2, there is a positive meaningful relationship between mindfulness and emotional
intelligence (r=.48; p<.01); mindfulness and marital adjustment (r=.27; p<.01); mindfulness and
subjective well-being (r=.40; p<,01); between interpersonal mindfulness in marriage and emotional
intelligence (r=.49; p<.01); interpersonal mindfulness in marriage and marital adjustment (r=.58; p<.01);
interpersonal mindfulness in marriage and subjective well-being (r=.52; p<.01); between subjective well-
being and emotional intelligence (r=.67; p<.01); and subjective well-being and marital adjustment (r=.44;
p<.01).

Path analysis was applied in order to examine the mediating role of marital adjustment and
emotional intelligence in the relationship between married individuals’ mindfulness and interpersonal
mindfulness in marriage and subjective well-being. Baron and Kenny’s (1986) method was used to
determine this mediating role. The direct effect between dependent and independent variables should
be proven first in order to test such a mediation. In order to achieve that purpose, it was analyzed
whether mindfulness and interpersonal mindfulness in marriage had a meaningful effect on subjective
well-being, and the results are displayed in Figure 2 and Table 3.
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Figure 2. The result of regression analysis for the meaningful effect of mindfulness and interpersonal
mindfulness in marriage on subjective well-being.

Figure 2 shows that mindfulness and interpersonal mindfulness in marriage has a meaningful effect
on subjective well-being. Table 3 below displays the results of regression analysis, regression
coefficients, standard errors, and critical ratio and p values.

Table 3.
The Result of Regression Analysis for the Meaningful Effect of Mindfulness and Interpersonal
Mindfulness in Marriage on Subjective Well-being.

Variables b (B) S.E. C.R p
Mindfulness - Subjective Well-being 24 21 .05 5.11 p<.01
Interpersonal Mindfulness in Marriage - Subjective Well-being 1.01 .42 .10 1043 p<.01

As seen in Table 3, the direct effects of mindfulness and interpersonal mindfulness in marriage on
subjective well-being were found to be meaningful (p<.01). The analysis’ result explains 31.00% of
variance in subjective well-being. Later, it was checked that whether other conditions suggested for
mediation by Baron and Kenny (1986) were met or not. In order to achieve this, mediating variables
were added to path analysis. The path analysis examined (i) the meaningful effect of mindfulness and
interpersonal mindfulness in marriage on marital adjustment and emotional intelligence; (ii) the
meaningful effect of marital adjustment and emotional intelligence on subjective well-being; and (iii) the
effect of mindfulness and mindfulness in marriage on subjective well-being when marital adjustment
and emotional intelligence were added to the analysis. Figure 3 presents the model for path analysis.

According to Table 4, the path from mindfulness to marital adjustment and from mindfulness to
subjective well-being were not found meaningful (p>.05). According to Baron and Kenny (1986), not
having a meaningful path from mindfulness to subjective well-being is a desired condition in
determining the mediation effect. However, it is not a desired condition when the path between
mindfulness and marital adjustment which is a mediating variable, is not meaningful. Result shows that
marital adjustment does not mediate between mindfulness and subjective well-being. Path analysis was
repeated by eliminating this path, which was not found meaningful. Figure 4 below displays the result of
the path analysis. Table 4 below represents non-standardized regression coefficients (b), standardized
regression coefficients (B), standard errors, critical values and p values obtained in the model.

The xz, x2 /df values and goodness of fit values obtained from the model in path analysis are
displayed in Table 5. The model was evaluated according to fit index criteria suggested by Schermelleh-
Engel, Moosbrugger and Miller (2003). Table 5 also presents goodness of fit index and acceptable fit
index. The model goodness of fit was evaluated according to these criteria.
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Figure 3. The Result of Path Analysis displaying the Mediating Role of Marital Adjustment and Emotional
Intelligence in the Relationship Between Mindfulness, Interpersonal Mindfulness in Marriage and
Subjective Well-being.

Table 4.

Regression Analysis Results of the Variables in the Model.

Variables b (B) S.E C.R. p
Mindfulness - Emotional Intelligence 46 32 .06 8.04 p<.01
Interpersonal Mindfulness in Marriage - Emotional Intelligence 1.00 .35 12 8.63 p<.01
Interpersonal Mindfulness in Marriage - Marital Adjustment 93 58 .06 14.49 p<.01
Mindfulness - Marital Adjustment .00 .00 .03 .02 .98
Mindfulness - Subjective Well-being .05 .04 .04 1.13 .26
Interpersonal Mindfulness in Marriage -Subjective Well-being 37 .16 .10 3.70 p<.01
Marital Adjustment - Subjective Well-being 23 .16 .05 4.18 p<.01
Emotional Intelligence - Subjective Well-being 42 52 .03 14.05 p<.01

According to Table 5, )(2 value which belongs to the model was found to be insignificant (p>.05). The
fact that p value of xz was found to be insignificant indicates a goodness fit of the model. In addition,
RMESA = .06 meets acceptable fit index and other fit index values of the model (CFl= .99; NFI=.99,
AGFI=.97, GFI=.99) meet goodness fit criteria. According to fit index values displayed in Table 5, the
model shows a goodness fit. Table 6 below represents non-standardized regression coefficients (b),
standardized regression coefficients (B), standard errors, critical ratio, and p values obtained in the
model.

Table 6 presents path coefficients and p values of variables obtained in the path analysis. It was
found that mindfulness meaningfully and positively predicted emotional intelligence (B=.32; p<.01);
interpersonal mindfulness in marriage meaningfully and positively predicted emotional intelligences
(B=.35; p<.01); emotional intelligence meaningfully and positively predicted subjective well-being
(B=.52; p<.01); interpersonal mindfulness in marriage, meaningfully and positively predicted marital
adjustment (B=.58; p<.01); and marital adjustment meaningfully and positively predicted subjective
well-being (B=.16; p<.01). When mediation effects were examined, it was found that emotional
intelligence fully mediates between mindfulness and subjective well-being.
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Figure 4. The Result of Path Analysis displaying the Mediating Role of Emotional Intelligence in the
Relationship between Mindfulness and Subjective Well-being, and the Mediating Role of Marital
Adjustment and Emotional Intelligence in the Relationship between Interpersonal Mindfulness in

Marriage and Subjective Well-being.

Table 5.

Goodness of Fit Index Values of the Model.

Fit Measure Good Fit Acceptable Fit Values for the Model
X .05<p<1.00 01<p<.05 p=.06

X’ /df .00 <y /df<2.00 2.00 < x*/df <3.00 5.54/2.00=2.77
RMSEA .00 < RMSEA <£.05 .05 <RMSEA £0.08 .06

CFI .97 <CFI <£1.00 95<CFI<.97 .99

NFI 95 <NFI£1.00 .90 < NFI<.95 .99

AGFI .90 < AGFI £1.00 .85 < AGFI <.90 .97

GFI 95 <GFI<£1.00 90 < GFI<.95 .99

RMSEA= Root Mean Square Error of Approximation, CFl = Comparative Fit Index, NFI = Normed Fit Index, AGFl = Adjusted
Goodness-of-Fit-Index, GFl = Goodness-of-Fit Index

Table 6.

Regression Analysis Results of the Variables in the Model.

Variables b (B) S.E. C.R. p
Mindfulness - Emotional Intelligence 46 32 .06 8.04 p<.01
Interpersonal Mindfulness in Marriage -Emotional Intelligence 1.00 .35 .12 8.63 p<.01
Interpersonal Mindfulness in Marriage - Marital Adjustment 93 .58 .06 16.35 p<.01
Mindfulness - Subjective Well-being .05 .04 .04 1.13 .26
Interpersonal Mindfulness in Marriage - Subjective Well-being 37 .16 .10 3.70 p<.01
Marital Adjustment - Subjective Well-being .23 .16 .05 4.18 p<.01
Emotional Intelligence -Subjective Well-being 42 .52 .03 14.05 p<.01

According to Figure 2, the direct effect of mindfulness on subjective well-being is .21; however, when
emotional intelligence was added to the model, this effect decreased to .04 and p value became
insignificant (p>.05), which indicates a full mediation (see Figure 4). In addition, emotional intelligence
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and marital adjustment partially mediate in the relationship between interpersonal mindfulness in
marriage and subjective well-being. Figure 2 shows that overall effect of interpersonal mindfulness on
subjective well-being is .42. However, Figure 4 shows that this effect decreases to .16 but p value is
meaningful (p<.05). This result indicates a partial mediation. In others words, emotional intelligence and
marital adjustment partially mediate between interpersonal mindfulness in marriage and subjective
well-being. The model explains 51.00% of subjective well-being.

Discussion

Discussion on the Mediating Role of Emotional Intelligence in the Relationship between Mindfulness
and Subjective Well-Being

This study revealed that emotional intelligence has a full mediating role between mindfulness and
subjective well-being. Accordingly, mindfulness increases emotional intelligence, which in turn increases
subjective well-being. It can be said that the components of mindfulness considerably contribute to
emotional intelligence, so it has a full mediating role between subjective well-being and mindfulness.
According to Baron and Kenny (1986), insignificance of the relationship between dependent and
independent variables is a strong evidence of mediating effect. In full mediation, the effect of
independent variable on dependent variable occurs through mediating variable (Pardo & Roman, 2013).
In other words, since mindfulness increases emotional intelligence, subjective well-being also increases.
Similarly, Griebel (2015), and Schutte and Malouff (2011) found that emotional intelligence mediates
between mindfulness and subjective well-being, and Deniz et al. (2017) found that emotional
intelligence has a mediating effect between mindfulness and psychological well-being.

Schutte and Malouff (2011) found that emotional intelligence partly mediates between mindfulness,
positive emotions and life satisfaction; and it has a full mediating role between mindfulness and
negative emotions. Griebel (2015) reported that emotional intelligence partly mediates between
describing dimension of mindfulness, life satisfaction and positive emotions; and between non-reactivity
dimension of mindfulness and positive and negative emotions. Wang and Kong (2014) found that
emotional intelligence partly mediates between mindfulness and life satisfaction. Deniz et al. (2017)
revealed a full mediation of emotional intelligence in the relationship between mindfulness and
psychological well-being. What is common in the studies mentioned above is that the dimensions of
subjective well-being are examined separately. However, in the current study, these dimensions are
evaluated as a total subjective well-being score. The results of the study revealed full mediation of
emotional intelligence between mindfulness and subjective well-being. In short, we can conclude that
the results of the studies in the literature support the findings of the current study.

High levels of mindfulness increase emotional intelligence, which in turn increases positive emotions
and life satisfaction and decreases negative emotions (Griebel, 2015; Schutte & Malouff, 2011). In
addition, Bao et al., (2015) reported that the dimensions of emotional intelligence to regulate and use
emotions have a mediating effect between mindfulness and perceived stress; and Cenkseven Onder and
Utkan (2018) found that regulating negative emotional state mediates in the relationship between
mindfulness and perceived stress. Individuals with high levels of mindfulness use their emotions to
motivate themselves for their actions, which reduces their stress levels (Bao et al., 2015). Lower stress
levels might contribute to subjective well-being. All these findings are consistent with the results of the
current study.

Mindfulness increases emotional intelligence (Bao et al., 2015; Chu, 2010; Deniz et al., 2017; Griebel,
2015; Schutte & Malouff, 2011; Wang & Kong, 2014). Mindfulness includes attention and awareness
(Baer, 2003; Brown & Ryan, 2003; Kabat-Zinn, 2003) and emotional intelligence includes awareness of
emotions (Bar-On, 2006; Carr, 2016; Goleman, 1999). So it can be said that attention and awareness in
mindfulness help awareness of emotions in emotional intelligence. When individuals realize what they
really have thanks to mindfulness (Hanh, 1987; Thera, 2001), this might make it easy to understand
emotions and realize real and sincere emotions. Thanks to observing without being judgmental, which is
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a component of mindfulness (Baer, 2003), emotions in emotional intelligence might be observed and
information obtained from these observations might be employed. Since mindfulness can define and
explain internal and external stimulants (Baer et al., 2006), it helps individuals express their feelings
more easily (Wachs & Cordova, 2007), and might contribute to “expression of feelings” dimension of
emotional intelligence (Bar-On, 2006; Petrides, 2009a; Salovey & Mayer, 1990). In addition, the
contribution of mindfulness to emotion regulation (Bao et al., 2015; Cenkseven Onder & Utkan, 2018;
Gambrel & Piercy, 2015; Gillespie et al., 2015; Hill & Updegraff, 2012; Koole, 2009) is related to
emotional intelligence (Salovey & Mayer, 1990; Petrides, 2009a). All these explanations clearly prove
that mindfulness contributes to emotional intelligence, which shows a strong relationship between
mindfulness and emotional intelligence. The current study also found that mindfulness increases
emotional intelligence, which in turn increases subjective well-being.

There is a strong relationship between emotional intelligence and subjective well-being (Bar-On,
2006; Carr, 2016). Research shows a positive relationship between emotional intelligence and subjective
well-being or dimensions of subjective well-being (Celik, 2008; Erdil, 2018; Ergin, 2017; Griebel, 2015;
Kirtil, 2009; Koydemir et al., 2013; Reisoglu, 2014; Schutte & Malouff, 2011; Sevdalis, Petrides & Harver,
2007; Zhao, Kong & Wang, 2013). There are also findings showing that emotional intelligence predicts
subjective well-being or dimensions of subjective well-being (Celik, 2008; Griebel, 2015; Kogak &
icmenoglu, 2012; Reisoglu, 2014; Schutte & Malouff, 2011; Tiimkaya et al., 2008; Wang & Kong, 2014).
Emotional intelligence contributes to subjective well-being (Griebel, 2015). Individuals feel the positive
effects of being able to use their emotions in their private life and working life (Krishnaveni & Deepa,
2013), and ability to manage emotions increases subjective well-being (Terzioglu, 2016). Emotional
intelligence helps individuals acquire the ability to establish quality interpersonal relationships (Bar-On,
2006). Socialization and having close relationships affect subjective well-being positively (Buss, 2000),
and emotional intelligence increases subjective well-being since it equips individuals with socialization
skills and helps them establish close relationships.

In the current research, emotional intelligence was examined as a personality trait and the fact that
one dimension of emotional intelligence includes optimism and happiness personality traits (Bar-On,
2006) strengthen emotional intelligence’s relationship with subjective well-being. This dimension of
emotional intelligence is related to positive emotions, happiness and life satisfaction (Petrides, 2009a).
Subjective well-being involves life satisfaction and positive emotions (Diener, 1984), so it can be said
that emotional intelligence increases subjective well-being.

In emotional intelligence, individuals might sustain their happiness. They are optimistic despite
problems and distress (Carr, 2016). Happy people are successful and mentally healthy, and they give
importance to self-development (Lyubomirsky, King & Diener, 2005). Emotional intelligence brings
success to individual’s life (Goleman, 1999), and it is related to good psychological health (Bar-On, 2006;
Schutte et al., 2007). In sum, the research and theoretical knowledge in the literature clearly explain the
contribution of mindfulness to emotional intelligence and the contribution of emotional intelligence to
subjective well-being.

Discussion on the Mediating Role of Emotional Intelligence and Marital Adjustment in the
Relationship between Interpersonal Mindfulness in Marriage and Subjective Well-Being

Another finding of this study shows that emotional intelligence and marital adjustment partially
mediate between interpersonal mindfulness in marriage and subjective well-being. When marital
adjustment and emotional intelligence were included in the analysis, the relationship between
interpersonal mindfulness in marriage and subjective well-being was significant, but the effect of this
relationship decreased, which is an indication of partly mediation. Baron and Kenny (1986) suggest that
the higher the decrease between dependent and independent variable is, the higher level of mediation
occurs. In the current study, the direct effect of mindfulness on subjective well-being was at medium
level but this effect was closer to the low level when the variables were included. Therefore, it can be
said that direct effect considerably decreases. No studies in the literature supported this finding.
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However, the contribution of interpersonal mindfulness to the increase in subjective well-being,
emotional intelligence and marital adjustment; and the contribution of emotional intelligence and
marital adjustment to the increase in subjective well-being were discussed and interpreted under the
light of the research and information presented in the literature.

Interpersonal mindfulness helps individuals listen to other people carefully during interaction and be
aware of others’ emotions (de Bruin et al., 2014; Duncan 2007; Duncan et al., 2009; Pratscher et al.,
2019). Emotional intelligence refers to individual’s ability to understand his own and others’ emotions,
to feel empathy for people and express this empathy to them (Bar-On, 2006; Petrides, 2009a). In this
respect, interpersonal mindfulness can contribute to individual’s ability to understand others’ feelings
and express this to them. In addition, interpersonal mindfulness can help individual regulate his own
behaviors (de Bruin et al. 2014; Duncan 2007; Duncan et.al 2009). Since emotional intelligence involves
instinct control and self-control (Carr, 2016; Petrides, 2009a), it can be said that interpersonal
mindfulness can support self-regulation skills. Interpersonal mindfulness contributes to interaction
processes (de Bruin et al. 2014; Duncan 2007; Duncan et.al 2009; Pratscher et al., 2019) and increases
the quality of relationships (Bogels et al., 2010; Coatsworth et al., 2010; Duncan, 2007; Kohlenberg et al.,
2015; Pratscher et al.,, 2018). In addition, emotional intelligence contributes to development of
interpersonal competences (Bar-On, 1997; 2006) and ability to maintain important relationships
(Petrides, 2009a), which might show that the contribution of interpersonal mindfulness to relationships
might also contribute to development of interpersonal competences by emotional intelligence. Another
variable which interpersonal mindfulness contributes to is marital adjustment.

It is expected that the positive and functional contribution of interpersonal mindfulness to
relationships (Duncan, 2007; Lippold et al., 2015; McCaffrey et al., 2017; Pratscher et al., 2018; Pratscher
et al., 2019) is reflected on the relationships of couples with each other in marriages. The studies
concluding that interpersonal mindfulness increases the quality of relationships between two people
(Bogels et al., 2010; Coatsworth et al., 2010; Duncan, 2007; Pratscher et al., 2018) might support the
contribution of interpersonal mindfulness in marriage to marital adjustment. The fact that interpersonal
mindfulness increases communication and interaction (Bogels et al., 2010; Lippold et al., 2015), and
improves functional behaviors in relationships (Bogels et al., 2010; Duncan, 2007; Lippold et al., 2015;
Parent et al., 2016; Pratscher et al., 2018; Pratscher et al., 2019) might indicate its contribution to
communication, interaction and functional behaviors in marital relationships. In this way, the
contribution of interpersonal mindfulness in marriage to marital adjustment seems to be evident.

There is a strong and significant relationship between marriage and subjective well-being (Carr,
2016; Diener, 1984; Diener et al., 1999; Seligman, 2007). Being a spouse and physical and psychological
closeness contribute to subjective well-being (Carr, 2016). Marriage is a significant source of affection,
need for close relationship and social support (Canbulat & Cihangir Cankaya, 2014). Marriage is a strong
buffer zone against problems and distress (Seligman, 2007). Marriage affects subjective well-being
positively and a satisfactory marriage is expected to contribute to subjective well-being more. It is
believed that a harmonious marriage contributes to happiness of individuals. Research showed that
marriage satisfaction and relationship satisfaction, which show the quality of a marital relationship just
like marital adjustment does, predict subjective well-being (Ates, 2018; Bayer, 2017; Canbulat & Cihangir
Cankaya, 2014; Celen Demirtas, 2010). Similarly, Hawkings and Booth (2005) found that low quality
marriages affect subjective well-being negatively, which results in unhappy individuals. These findings
are consistent with the findings of the current study.

General life satisfaction of an individual is evaluation about different dimensions of his life such as
marriage and working life (Diener, 2000; Diener & Ryan, 2009; Myers & Diener, 1995). Subjective well-
being refers to more than satisfaction from these dimensions (Bracke, 2001). It involves general life
satisfaction of individuals and positive and negative emotions (Diener, 1984; 2000; Diener et al., 1985).
However, we can say that adjustment and satisfaction in marriage considerably affect life satisfaction of
individuals, which in turn increases their positive emotions and subjective well-being.
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Conclusion and Implications

The study found that emotional intelligence fully mediates between mindfulness and subjective well-
being; and emotional intelligence and marital adjustment have a partial mediating effect between
interpersonal mindfulness in marriage and subjective well-being. This model explains 51.00% of variance
in subjective well-being. Accordingly, it can be said that emotional intelligence is a significant variable
between mindfulness and subjective well-being; and emotional intelligence and marital adjustment are
important variables between interpersonal mindfulness in marriage and subjective well-being. Based on
these findings, the following suggestions were made.

This study found that mindfulness increases emotional intelligence and subjective well-being.
Besides, interpersonal mindfulness in marriage increases marital adjustment, emotional intelligence and
subjective well-being. According to these findings, psychological counselors, psychologists, and
therapists who are expert of marriage and family counseling can use mindfulness and interpersonal
mindfulness interventions in their therapy sessions. Also, programs for mindfulness, emotional
intelligence, and marital adjustment interventions can be offered to married individuals or couples, so
their subjective well-being can be increased.

This study is the first study revealing the mediating effects of marital adjustment and emotional
intelligence on the relationship between mindfulness and interpersonal mindfulness in marriage and
subjective well-being. Future studies might also examine the relationship of these variables and evaluate
the findings. In this study, subjective well-being and emotional intelligence variables were taken as
overall scores. It is also possible to examine the relationship between mindfulness and interpersonal
mindfulness in marriage and sub dimensions of subjective well-being such as life satisfaction and
positive and negative emotions as well as the sub dimensions of emotional intelligence, well-being, self-
control, emotionality and sociability. In addition, the participants of the study are people living in
istanbul Turkey and married at least for one year. Most of the participants were female and have
undergraduate degree. This study can be repeated with other groups of people or couples who are
different in terms of gender, education level, culture, the place of residence, duration of marriage, and
number of children etc., and the results obtained might be compared.

This study found that marital adjustment and emotional intelligence partly mediate the relationship
between interpersonal mindfulness in marriage and subjective well-being. This partial mediation implies
that other variables might also affect the relationship between interpersonal mindfulness in marriage
and subjective well-being. A further future study might examine mediating effect of variables such as
conflict resolution, coping with stress, self-regulation, anger management, emotion regulation, self-
compassion, empathy and personality traits on the relationship between interpersonal mindfulness in
marriage and subjective well-being. Moreover, the dimensions of subjective well-being (life satisfaction,
positive emotion and negative emotion) can be examined in these relationships.

The current study is based on the quantitative research methods. It is possible to examine in detail
by using qualitative research methods how mindfulness and interpersonal mindfulness in marriages
affect subjective well-being; how mindfulness contributes to emotional intelligence and marital
adjustment; and how emotional intelligence and marital adjustment improve subjective well-being.
Certain data collection techniques such as interviews and observations can be used to obtain detailed
data. Also, longitudinal studies might be conducted in order to examine changes in mindfulness, marital
adjustment, emotional intelligence and subjective well-being levels of married individuals over a specific
time.
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Turkish Version

Girig

Mutlu olmak insanoglunun amacidir. Birgok arastirma mutlulugun nedenlerini, kosullarini
belirlemeye ¢alismistir (Larsen & Eid, 2008). Oznel iyi olus kavrami, bilimsel alanda mutlulukla benzer
icerikte agiklanmaktadir (Carr, 2016; Diener, 2000; Seligman & Csikszentmihalyi, 2000). Bireyin yasamiyla
ilgili 5znel degerlendirmeleridir. Oznel iyi olusun {i¢ boyutu bulunmaktadir. Bunlar, bireyin deneyimledigi
olumlu duygular, olumsuz duygular ve bireyin yasamini kisisel olarak degerlendirdigi yasam doyumudur.
Birey, evlilik hayati, is hayati gibi yasam alanlarina yonelik genel bilissel degerlendirmelerde bulunur. Bu
degerlendirmeler bireyin yasam doyumunu ortaya ¢ikarir (Diener, 2000). Birey, yasamindan doyum
aldigini ifade ediyorsa Oznel iyi olusun bilissel boyutunu, deneyimlerinden hoslandigini ve Umitli
hissettigini ifade ediyorsa 6znel iyi olusun duyussal boyutunu kapsamaktadir (Diener, 2012). Oznel iyi
olusu 6nemli diizeyde etkileyen alanlardan biri evliliktir (Carr, 2016; Diener, 1984; Lauer, Lauer & Kerr,
1990; Seliman, 2007). Evli bireylerin evli olmayan bireylere (bekar veya bosanmis) gore 6znel iyi olus
dlzeleri daha yuksektir (Carr, 2016; Diener, 1984; Diener, Suh, Lucas ve Smith, 1999; Seligman, 2007).
Evliligin 6znel iyi olusa etkisi basit bir sekilde sadece mutlu insanlarin evli kaldigi veya evlendigi seklinde
aciklanamaz (Diener, 1984). Evlilik, bireye psikolojik ve fiziksel yakinlik saglar, cocuk sahibi olma, ev
kurma, es ve ebeveyn rolline sahip olma imkani sunar. Bu imkanlar da bireyin 6znel iyi olusuna katki
saglar (Carr, 2016). insanlar mutlu evliligin ne anlama geldigi, aile tyeleri arasinda anlamli iliskilerin nasil
sirdirilebilecegi gibi sorularin cevaplanmasina ihtiya¢ duymaktadir (Segrin & Flora, 2011). Bundan
dolayl evli bireylerin mutluluklarinin hangi degiskenlerden etkilendiginin arastirilmasi 6nemli
gorilmektedir. Bu degiskenlerden birinin bilingli farkindalik oldugu séylenebilir.

Oznel lyi Olusta Bilingli Farkindaligin Rolii

Bilingli farkindalik dikkati odaklamanin yolu ve bu yol ile olusan farkindalktir (Baer, 2003; Brown &
Ryan, 2003; Kabat-Zinn, 2003). icinde bulunulan ana bilingli olarak ve yasantilara yargilamadan anbean
odaklanma yoluyla ortaya ¢ikan farkindalik olarak da tanimlanabilir (Kabat-Zinn, 2003). Bilingli olmanin,
iyilik halinin saglanmasi ve arttirilmasinda etkili oldugu séylenebilir. Canli ve agik bir sekilde deneyimlerin
farkinda olma, iyilik haline ve mutlu olmaya direkt olarak katki saglayabilir. Yani olumlu duygularin fazla,
olumsuz duygularin az ve yasam doyumunun fazla olmasiyla iliskilidir (Brown & Ryan, 2003). Fordyce’a
(1983) gore bireyin su ana odakli olmasi ve kendisi olmasi 6znel iyi olusu arttirir. Benzer bicimde
Seligman (2007) da farkinda olmanin olumlu duygulari arttirmaya katkisi oldugunu belirtmistir. Dikkat ve
farkindalikla simdiki anda olma, yasantilari kabullenme, yargilamama ve bunlari tepkisiz bir sekilde
deneyimleyebilme bireyi sakinlestirebilir, olumlu duygulari ortaya c¢ikarabilir ve olumsuz duygulari
azaltabilir. Bu baglamda bireyin kendini iyi hissetmesini saglayabilir. Alan yazin incelendiginde iyi olusu
arttiran en 6nemli degiskenlerden biri bilingli farkindahktir (Brown & Ryan, 2003; Burpee & Langer, 2005;
Karremans, Schellekens & Kappen, 2017). Bilingli farkindaligin bireyin iyi olusuna katkisinin (Mandal,
Arya & Pandey, 2012; Karremans et al., 2017) ve bilingli farkindalik miidahalelerin bireyler tzerindeki
etkisinin incelendigi arastirmalar tizerinde siklikla ¢alisilmistir (Jones, Welton, Oliver & Thoburn, 2011).
Bircok arastirmada bilingli farkindahgin 6znel iyi olusu arttirdigi bulunmustur (Brown & Ryan, 2003;
Collard, Avny & Boniwell, 2008; Erkog, 2017; Falkenstrém, 2010; Griebel, 2015; Hamarta, Ozyesil, Deniz
& Dilmag, 2013; Karremans et al.,, 2017; Mandal et al.,, 2012; Nyklicek & Kuijpers 2008; Schutte &
Malouff, 2011; Terzioglu, 2016; Visted, Vgllestad, Nielsen & Nielsen, 2015; Wang & Kong, 2014;
Whitehead, Bates, Elphinstone, Yang & Murray, 2018).

Bilingli farkindahgin alan yazinda igsel ve kisilerarasi bilingli farkindalk olarak ayrildigi gériilmektedir.
Guncel alanyazinda, bilingli farkindaligin geleneksel agiklamalari igsel bilingli farkindalik olarak
adlandiriimaktadir (Duncan, Coatsworth & Greenberg, 2009; Kohlenberg et al., 2015). Bir baska deyisle
icsel bilingli farkindahk bilingli farkindaligin geleneksel tanimi olan bireyin i¢sel yasantilarina simdiki ana

333



Seher Merve ERUS, Mehmet Engin DENIZ — Pegem Egitim ve Ogretim Dergisi, 10(2), 2020, 317-354

yonelik dikkatini, farkindalgini, yargilamadan kabul etmesini ve tepkisel davranmamasini icermektedir
(Kohlenberg et al., 2015). Kisilerarasi bilingli farkindalik ise bireyin kisilerle etkilesim halindeyken anbean
farkindahgini stirdirebilmesi, etkilesim stirecinde kendi disiincelerinin, duygularinin, viicut duyumlarinin
ve igsel deneyimlerinin farkinda olmasi, ayni zamanda dissal yasantilara, iletisimi strdGgu kisinin
soylediklerine, davranislarina, ruh haline, ses tonuna ve beden diline de dikkat edebilmesidir (Pratscher,
Wood, King & Bettencourt, 2019). Yukarida bahsedilen arastirmalar bireyin i¢sel bilingli farkindaliginin
oznel iyi olusu arttirdigini ortaya koymaktadir. Bilingli farkindaligin 6znel iyi olusu arttirmadaki katkisinin
actk olmasi bu arastirma kapsaminda evlilik iliskisinde kisilerarasi bilingli farkindaligin 6znel iyi olusu ne
derece agikladigina yonelik bir arastirmanin planlanmasini saglamistir.

Kisilerarasi bilingli farkindalik, bireyin etkilesim halindeyken anbean farkindahgini siirdirebilmesidir
(Pratscher et al.,, 2019). Bilingli farkindalik mudahalelerinin kisilerarasi etkileri Uzerinde yapilan
arastirmalar azdir (Gillespie, Davey & Flemke, 2015). Alanyazinda bulunan arastirmalarin ¢ogu icsel
bilingli farkindalik Gzerinedir (Frank, Jennings & Greenberg, 2016). Kisilerarasi bilingli farkindahk
alanyazin igin yeni bir kavramdir ve son yillarda yapilan arastirmalarda incelendigi goriilmektedir (de
Bruin et al.,, 2014; Duncan et al., 2009; Erus & Deniz, 2018; Lippold, Duncan, Coatsworth, Nix &
Greenberg, 2015; McCaffrey, Reitman & Black, 2017; Parent, McKee, Rough & Forehand 2016;
Pratscher, Rose, Markovitz & Bettencourt 2018; Pratscher et al., 2019). Bundan dolayi kisilerarasi bilingli
farkindalikla iliskisi olan degiskenlerin belirlenmesi alan yazin icin 6nemli gértlmektedir.

Kisilerarasi bilingli farkindalik kavramindan ilk kez Duncan (2007) ebeveny-gocuk iliskisi Uzerine
bahsetmistir. Duncan’in (2007) yaptigl arastirmadan sonra kisilerarasi bilingli farkindalgin iliskileri nasil
etkiledigi alanyazinda énemli bir konu haline gelmistir (Duncan, 2007; Duncan et al., 2009; Frank et al.,
2016; McCaffrey, 2015). Yapilan arastirmalarda da kisilerarasi bilingli farkindalik ile mutlu olma (Duncan,
2007), yasam Kkalitesi, iyimserlik, psikolojik saglik (de Bruin et al., 2014), arkadaslikta psikolojik ihtiyag
doyumu (Pratscher et al., 2018; Pratscher et al., 2019) arasinda pozitif yonde iliski bulunmustur. Bilingli
farkindahgin kisilerarasi iliskiler boyutunun degerlendirildigi kisilerarasi bilingli farkindalik (Duncan, 2007;
Frank et al., 2016; McCaffrey et al., 2017) bu arastirmada da evlilik stirecinde degerlendirilmistir. Bilingli
farkindahgin cift ve aile terapisinde yerini bulmasiyla (Gambrel & Keeling, 2010; Gehart, 2012; Gehart &
McCollum, 2007) evlilik iliskisinde kisilerarasi bilingli farkindaligin incelenmesi dikkate deger
bulunmustur. Evlilik iliskisinde kisilerarasi bilingli farkindalik bireyin esiyle olan etkilesim, iletisim
siirecinde esini tim dikkati ile dinlemesi, kendisinin ve esinin duygularinin farkinda olmasi, kendisinin ve
esinin duygularini duslncelerini yargilamadan, kabul etmesi ve esinin davranislarina dirtusel
davranmadan kendini diizenleyerek cevap verebilmesi olarak ifade edilmistir. Bu arastirmada da evli
bireylerin 6znel iyi oluslarini agiklayan degiskenler incelenirken igsel siiregleri degerlendiren bilingli
farkindalik ile etkilesim siirecinde ortaya ¢ikan kisilerarasi bilingli farkindahgi inceleyen evlilik iliskisinde
kisilerarasi bilingli farkindalik birlikte arastirma siirecinde dahil edilmistir. Boylece bilingli farkindalik ve
evlilikte bilingli farkindalik ile 6znel iyi olus arasinda duygusal zekd ve evlilik uyumunun aracilik roli
incelenmek istenmistir.

Oznel iyi Olus ile Bilingli Farkindalik Arasindaki iliskide Duygusal Zekanin Araci Rolii

Duygusal zeka bireyin kendisiyle ve diger insanlarla ilgili bilgisidir. Bireylerin ruh halini, yaradilis,
motivasyon ve niyet farkhiliklarini fark etme ve bu farklara uygun hareket etmesidir (Seligman, 2007).
Goleman’a (1999) gore insani insan yapan niteliklerin ¢ogu duygusal zekadan gelmektedir. Duygusal zeka
psikolojik olarak saglikli olmayla iliskilidir (Bar-On, 2006; Schutte, Malouff, Thorsteinsson, Bhullar &
Rooke, 2007). Duygusal zeka evlilik hayatini 6nemli dlclide etkiler (Goleman, 1999) ve evlilik iliskisine
yardimci olur (Shapiro, 1999). Duygusal zek3, evlilikte sorun yasandiginda sakinlesmeyi, empatiyi, etkin
dinlemeyi, savunma olmadan konusmayi ¢iftlerin anlagsmasini saglar (Goleman, 1999). Duygusal zekasi
yiksek olan bireyler kendilerinin ve eslerinin duygularini algilar, anlar, iliskilerini gelistirmek igin
anlamlandirdigr duygulari kullanir, duygularini diizenler ve iliskideki sorunlari ¢ozerler (Carr, 2016). Evli
bireyler icin duygusal zekd 6nemlidir. Saghkli evlilik iliskilerinin olusmasi ve bireysel olarak 6znel iyi
olusun artmasi saglanir. Duygusal zekdnin 6zellikleri 6grenilebilir (Bar-On 2006; Carr, 2016). Bu baglamda
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icsel bilingli farkindahk ve kisilerarasi bilingli farkindahigin duygusal zekanin ozelliklerine katki
saglayabilecegi diistinildiigtinde bilingli farkindahgin artmasiyla duygusal zekanin artacagi diistinilebilir.

Bilingli farkindalik duygulari diizenlemeye katki saglar (Bao, Xue & Kong, 2015; Cenkseven Onder &
Utkan, 2018; Gambrel & Piercy, 2015; Gillespie et al., 2015; Hill & Updegraff, 2012; Koole, 2009). Bilingli
farkindalhk, bireylerin kendi ve baskalarinin duygularini dogru bir sekilde algilamalarina ve
diizenlemelerine yardimci olur. Bilingli farkindaligin dogasinda olan kendini diizenleme, duygusal zekanin
duygulari yonetebilmesi ile ilgilidir. Duygularin farkina varma, duygulari kullanmayi kolaylastirir (Schutte
& Malouff, 2011). Bilingli farkindahgin duygusal zekayi arttirdigina yoénelik arastirma sonuglari
bulunmaktadir (Bao et al., 2015; Deniz, Erus & Buylkcebeci, 2017; Griebel, 2015; Schutte & Malouff,
2011; Wang & Kong, 2014). Benzer sekilde kisilerarasi biling farkindaligin duygusal zekayla iliskili oldugu
bulunmustur (Pratscher et al., 2019). Bu arastirmada evli bireylerin bilingli farkindalklari ve evlilik
iliskisinde kisilerarasi bilingli farkindaliginin duygusal zekdya katkisi incelenmektedir. Alan yazinda ilk kez
evlilik iliskisinde kisilerarasi bilingli farkindalik ile duygusal zeka arasindaki iliski ortaya konacaktir.

Duygusal zekada birey mutlulugu siirdirmek icin kendini ve baskalarini eglendirir, olumlu duygulara
sahiptir ve doyumludur. Sorunlar, sikintilar karsisinda iyimser olur (Carr, 2016). Duygusal zekanin iyi olus
arastirmalarinda etkisi dikkat cekicidir (Koydemir, Simsek, Schiitz & Tipandjan, 2013). Duygusal zeka ile
Oznel iyi olus arasinda gliclu bir iliski vardir (Bar-On, 2006; Carr, 2016). Duygusal zekdnin 6znel iyi olusu
aciklamada katkisi oldugunu bulan arastirmalar mevcuttur (Celik, 2008; Griebel, 2015; Kogak &
igmenoglu, 2012; Reisoglu, 2014; Schutte & Malouff, 2011; Timkaya, Hamarta, Deniz, Celik & Aybek,
2008; Wang & Kong, 2014). Bu agidan bilingli farkindahgin duygusal zekayi arttirdigi, duygusal zekanin da
oznel iyi olusu arttirdigi goriilmektedir. Alan yazinda da bilingli farkindalik ile 6znel iyi olus arasinda
duygusal zekanin aracilik etkisi oldugunu bulan arastirma sonuglari mevcuttur (Griebel, 2015; Schutte &
Malouff, 2011; Wang & Kong, 2014). Bu arastirmanin amaci da evli bireylerin bilingli farkindalk,
kisilerarasi bilingli farkindalik ve ©6znel iyi oluslari arasindaki iliskide duygusal zekanin aracilik rolini
belirlemektir. Bu arastirmanin alan yazina 6nemli katkida bulunacagi séylenebilir.

Oznel iyi Olus ile Bilingli Farkindalik Arasindaki iligskide Evlilik Uyumunun Araci Rolii

Bu arastirma kapsaminda incelenen diger bir degisken evlilik uyumudur. Evlilik uyumu bireylerin
kari—koca (es) olarak belli anlarda birbirleriyle uyumlu olmasidir. Bu uyum eglerin aile butcesini,
duygularin ifadesini, arkadaslari, cinselligi, toplumsal kurallari, yasam felsefesini, esin akrabalariyla
anlasip anlasmamasini, bos zamani, ev disi etkinlikleri, uyumsuzluklari ¢6zmeye yonelik iliski tarzini, ese
guveni ve evlilikle ilgili genel dlslinceyi kapsamaktadir (Locke & Wallace, 1959). Evlilik uyumu, ailenin
islevsel olmayan o6zelliklerini belirlemek icin 6nemli gortlmektedir (Fisiloglu & Demir, 2000). Ayrica
saglikli evlilik iliskisinde egle uyumun, etkilesimin ve anlasabilmenin énemli oldugu gérilmektedir (Lauer
et al., 1990; Lewis & Spanier, 1979; Robinson & Blanton, 1993; Spainer & Lewis, 1980). Evlilik uyumu
saglikh evlilik iliskisinin yaninda bireylerin mutlu olmasini bir baska deyisle 6znel iyi olus diizeyi yliksek
olmasini saglar.

Evliligin 6znel iyi olusla gucli ve onemli bir iliskisi varken (Carr, 2016; Diener, 1984; Diener et al.,
1999; Seligman, 2007) uyumlu bir evliligin 6znel iyi olusa katkisinin cok daha ylksek olmasi distindlebilir.
Birey, yasaminda bulunan énemli doyum alanlarindan memnun ise bu alanlardaki yasantilarinda birgok
mutlu ani varsa bireyin 6znel iyi olus diizeyi yilksektir (Tuzgol Dost, 2004). Arastirmalar, evlilik uyumu,
evlilik doyumu, iliski doyumu gibi evliligin kalitesini 6lcen degiskenlerin 6znel iyi olusu etkiledigini
bulmustur (Ates, 2018; Bayer, 2017; Canbulat & Cihangir Cankaya, 2014). Evlilik uyumunun bireyde
onemli bir doyum alani olusturdugu distnildiuglinde evlilik uyumunun 6znel iyi olusu etkilemesi
beklenir. Evlilik uyumu 06znel iyi olusu etkilerken bilingli farkindahgin da evlilik uyumunu etkiledigi
distntlmektedir.

Bilingli farkindahk mutlu evlilik iliskileri icin énemli bir degisken olarak gorilmektedir (Burpee &
Langer, 2005). Yapilan arastirmalar bilingli farkindahgin evlilik doyumu, iliski doyumu, evlilik ve iliski
kalitesiyle iliskili oldugunu bulmustur (Barnes, Brown, Krusemark, Campbell & Rogge, 2007; Carson,
Carson, Gil & Baucom, 2004; Deniz, 2017; Gambrel & Keeling, 2010; Jones et al., 2011; Lenger, Gordon &
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Nguyen, 2017; Parlar & Akgiin, 2018; Wachs & Cordova, 2007; Williams & Cano, 2014). Ancak bilingli
farkindahgin romantik iligskiler gibi kisilerarasi iligskiler Uzerine etkisinin incelendigi sinirh sayida
arastirmalar bulunmaktadir (Karremans et al., 2017; Jones et al., 2011). Bu arastirmalarin artmasi evlilik
iliskisinde evlilik uyumunu ve bireysel mutlulugu agiklayan degiskenlerin netlesmesini saglayabilir.
Boylece kaliteli evliliklere ve 6znel iyi olus dizeyi yliksek bireylere ulasmada etkili olan degiskenlerin
belirlenmesi saglanabilir. Bundan dolayl bu arastirmada evli bireylerin bilingli farkindaliklarinin evlilik
uyumuna etkisi incelenmistir. Ayrica arastirmalar kisilerarasi bilingli farkindalgin etkilesim sirecine katki
sagladigini (de Bruin, et al., 2014; Duncan 2007; Duncan et al., 2009; Pratscher et al., 2019) ve iliski
kalitesini arttirdigini (Bogels, Lehtonen & Restifo, 2010; Coatsworth, Duncan, Greenberg & Nix, 2010;
Duncan, 2007; Kohlenberg et al., 2015; Pratscher et al., 2018) bulmustur. Alanyazindaki bilgiler
dogrultusunda bilingli farkindaligin ve kisilerarasi bilingli farkindaligin evlilik uyumunu arttirdigi, evlilik
uyumunun artmasinin da 6znel iyi olusu arttirdigi distntlmektedir. Alanyazinda evlilikte bilingli
farkindalhk ile 6znel iyi olus arasindaki iliskide evlilik uyumunun aracilik etkisinin incelendigi bir
arastirmaya ulasilamamistir. Bundan dolayl bu arastirmanin amaci evlilik iliskisinde bilingli farkindalik,
kisilerarasi bilingli farkindalik ile 6znel iyi olus arasindaki iliskide evlilik uyumunun aracilik etkisini ortaya
koymaktir. Bu ¢alismanin alan yazina 6nemli katkilar sunacagi diisinilmektedir.

Alanyazinda bulunan agiklamalar ve arastirmalar degerlendirildiginde bilingli farkindalk, evlilikte
bilingli farkindalik, duygusal zeka, evlilik uyumu, 6znel iyi olus degiskenlerinin birbirleriyle iligkili oldugu
gorulmistir. Bu iliskiler degerlendirildiginde arastirmanin amaci; evli bireylerin bilingli farkindalik ve
evlilikte bilingli farkindaliklari ile 6znel iyi oluslari arasindaki iliskide, evlilik uyumu ve duygusal zekdnin
aracilik roltintin olup olmadigini belirlemektir. Bu kapsamda arastirmanin sorusu: Bilingli farkindalk ve
evlilikte kisilerarasi bilingli farkindalk ile 6znel iyi olus arasindaki iliskide, evlilik uyumu ve duygusal
zekanin aracilik roll var midir?

Yoéntem
Arastirma Modeli

Bu arastirma iliskisel model ile gergeklestirilmistir. Bilingli farkindaligin ve evlilikte bilingli
farkindahgin, duygusal zeka ve evlilik uyumu araciligiyla 6znel iyi olusla ne derece iliskili oldugu
arastirilmaktadir. Sekil 1’de 6znel iyi olusu agiklamak igin 6nerilen model gériilmektedir.

Duygusal
/ Zeka

Bilingli
Farkindahk
Oznel lyi Olus
Evlilikte Bilingli
Farkindahk

\ Evlilik Uyumu

Sekil 1. Oznel iyi olusun bilingli farkindalik, evlilikte bilingli farkindalik, duygusal zeka ve evlilik uyumu ile
modellenmesi.
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Katilimcilar

Arastirma grubunu Tirkiye’de istanbul ilinde ikamet eden evli bireyler olusturmaktadir. Evli
bireylerin segiminde iki temel olglt alinmistir. Bunlardan ilki evli bireylerin en az 1 yil evli olmasidir.
ikincisi ise evli bireylerin egitim seviyesinin en az ortadgretim seviyesinde olmasidir. Arastirmaya 550 evli
birey katilmistir. Arastirmaya katilan evli bireylere ait demografik bilgilerin frekans ve ylizdelik degerleri
Tablo 1.de verilmistir.

Tablo 1.

Arastirma Grubuna ait Demografik Bilgilerin Frekans ve Yiizdelik Degerleri.

Degiskenler f % Degiskenler f %
Cinsiyet Egitim Dlizeyi

Kadin 370 67.27 Ortadgretim 113 20.54
Erkek 180 32.73 Lisans 341 62
Yas Araligi Yiksek lisans 77 14
20-29 yas 172 31.27 Doktora 19 3.45
30-39 yas 196 35.64 Es Egitim Duzeyi

40-49 yas 129 23.45 Ortadgretim 173 31.45
50-63 yas 52 9.45 Lisans 289 52.54
Belirtmemis 1 .18 Yiksek lisans 70 12.73
Evlilik SUresi Doktora 18 3.27
1-5yil 246 44.73 Cocuk Sayisi

6-10 yil 83 15.09 Cocugu yok 167 30.36
11-15yil 56 10.18 1 cocuk 168 30.54
16-20 yil 57 10.36 2 cocuk 155 28.18
21-25yil 67 12.18 3 gocuk 46 8.36
26-30 yil 27 491 4 ve daha fazla cocuk 14 2.54
31 ve Usti 14 2.54

Toplam 550 100.00 Toplam 550 100.00

Tablo 1’'de arastirmaya katilan evli bireylerin demografik degiskenlere gore frekans, ylizde, degerleri
belirtilmistir. Evli bireylerin 370’i (%67.27) kadin, 180’i (%32.73) erkektir. Arastirma katilanlarin gogunun
kadin oldugu goérilmektedir. Egitim diizeyine gore bireylerin 113’0 (%20.54) ortadgretim, 341’i (%62.00)
lisans, 77’si (%14.00) yiksek lisans ve 19'u (%3.45) doktora egitim seviyesine sahiptir. Arastirmaya
katilanlarin ¢cogunun lisans egitimini tamamladig1 gérilmektedir.

Veri Toplama Araglari

Kisisel Bilgi Formu: Arastirmaya katilan evli bireylerin demografik 6zellikleri ile ilgili bilgi toplamak
amaclyla arastirmaci tarafindan Kisisel Bilgi Formu gelistirilmistir. Kisisel Bilgi Formunda; cinsiyet, yas,
egitim diizeyi, es egitim dizeyi, evlilik stresi ve gocuk sayisi demografik 6zelliklerini belirlemeye yonelik
bilgiler yer almaktadir.

Bilingli Farkindahk Olgedi (BiF0): Brown ve Ryan (2003) tarafindan gelistirilen Bilingli Farkindalik
Olgegi, Ozyesil, Arslan, Kesici ve Deniz (2011) tarafindan Tiirkge’ye uyarlanmistir. Olcek 15 maddeden
olusmaktadir ve 6’li Likert tipli derecelendirme &lcegidir. Olcekten en yiiksek 90, en diisiik 15 puan
alinabilir. BIFO, bireyin giinlik yasamdaki anlik deneyimlerin bilingli farkinda olmaya yonelik egilimini
dlgmektedir. Olgegin Tiirkge’ye uyarlanmasinda gecerlik ve giivenirlik analizleri iniversite 6grencileriyle
yapilmistir. Dil esdegerligi icin yapilan calismada ingilizce ve Tiirkce formlardan elde edilen puanlar
arasinda pozitif yonde anlamli iliski bulunmustur. Agimlayici faktér analizi sonucu toplam varyansin
%58.00'inin agiklandigl bulunmustur. Dogrulayici faktér analiziyle tek boyutlu yapi dogrulanmistir.
Madde toplam korelasyonu analizi sonucunda olgekten alinan toplam puan ve her bir madde arasinda
.40"In Gzerinde iliski bulunmustur. Cronbach alfa i¢ tutarhlik katsayisi .80 ve test-tekrar test korelasyon
.86 olarak bulunmustur (Ozyesil et al., 2011). Bu arastirma kapsaminda BiFO’niin Cronbach alfa ig
tutarhlik katsayisi .84 bulunmustur.
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Evlilikte Bilingli Farkindalik Olcegi (EBFO): Evlilikte Bilingli Farkindalik Olgegi, Erus ve Deniz (2018)
tarafindan gelistirilmistir. EBFO, 12 maddeden olusmaktadir ve 5’li Likert tipi derecelendirilen bir
dlgektir. Olgekten en yiiksek 60, en diisiik 12 puan alinabilir. Yiiksek puan bireyin esi ile olan iliskisinde
kisilerarasi bilingli farkindalik diizeyinin yiiksek oldugu seklinde degerlendirilmektedir. Olcegin gegerlik ve
glvenirlik analizleri evli bireylerle yapilmistir. Agimlayici faktor analizi sonucu toplam varyansin
%42.70'inin agiklandigi bulunmustur. Dogrulayici faktér analiziyle tek boyutlu yapi dogrulanmistir.
Madde toplam korelasyonu analizi sonucunda 6lgekten alinan toplam puan ile her bir madde arasinda
.52’nin tzerinde iliski bulunmustur. Cronbach alfa i¢ tutarhlik katsayisi .87 olarak bulunmustur (Erus &
Deniz, 2018). Bu arastirma kapsaminda EBFO’niin Cronbach alfa i¢ tutarlilik katsayisi .81 bulunmustur.

Duygusal Zekd Ozelligi Olgedi-Kisa Formu (DZOO-KF): Duygusal Zeka Ozelligi Olcegi’'nin (Petrides &
Furnham, 2000, 2001; Petrides 2009a, 2009b) Kisa Formu; Deniz, Ozer ve Isik (2013) tarafindan
Tirkge’ve uyarlanmistir. DZOO-KF, bireyin duygusal vyeterlikleriyle ilgili kendini algilama diizeyini
belirlemektedir. Olcekten toplam duygusal zekd puanini elde etmenin yaninda iyi olus, 6z kontrol,
duygusallik ve sosyallik alt boyut puanlari da elde edilmektedir. Olcek, 7’li Likert tipinde
derecelendirilmistir (Petrides, 2009a; Petrides & Furnham, 2006). Olcegin Tiirkce’ye uyarlanmasinda
gecerlik ve givenirlik analizleri tiniversite d6grencileriyle yiritilmistir. Dil gecerligi icin ingilizce ve
Tirkce formlardan elde edilen puanlar arasindaki pozitif yonde anlamli iliski bulunmustur. Agimlayici
faktor analizi sonucunda toplam varyansin %53.00’Uni agiklandigl bulunmustur ve dogrulayici faktor
analizi sonucu yapinin iyi uyum gésterdigi belirlenmistir. DZOO-KF’nin toplam puan ve alt boyutlarinin
nevrotik kisilik 6zelligi ile negatif yonde, disadénikliik, deneyime agiklik, yumusak bashhk, sorumluluk
kisilik o6zelligiyle pozitif yonde anlamli iliski bulunmustur. Madde toplam korelasyonlarinin .31 ile .53
arasinda bulunmustur. Cronbach alfa i¢ tutarlik katsayilari iyi olus icin .72, 6z kontrol i¢in .70, duygusallik
icin .66, sosyallik .70 ve toplam puan icin .81 olarak bulunmustur. Test-tekrar test glivenirlik katsayisi ise
.86’dir (Deniz et al.,, 2013). Bu arastirma kapsaminda toplam puan icin DZOO-KF'den elde edilen
Cronbach alfa ig tutarlik katsayisi .82"dir.

Evlilikte Uyum Olgegi (EUO): Evlilikte Uyum Olgegi, Locke ve Wallace (1959) tarafindan gelistirilmis
ve Tutarel-Kislak (1999) tarafindan Tirkge’ye uyarlanmistir. Evli ciftlerin uyum dizeylerini belirleyen
dlgcek 15 maddeden olusmaktadir. Olcekte genel evlilik uyumunu ya da niteligini 6lgen, ayni zamanda
cesitli konularda (aile butcesi, duygularin ifadesi, arkadaslar, cinsellik, toplumsal kurallar, yasam
felsefesi) anlasma ya da anlasamama ile iliski tarzini (bos zaman, ev disi etkinlikler, ¢catisma ¢6zme,
given) olgen ifadeler bulunmaktadir. Tirkge’ye uyarlama galismasinda gegerlik ve giivenirlik analizleri
evli bireylerle yapilmistir. Olgegin Cronbach alfa i¢ tutarlik katsayisi .84 olarak bulunmustur. Test-tekrar
test glvenirlik analizi sonucu korelasyon katsayisi .57 olarak bulunmustur (Tutarel-Kislak, 1999). Bu
arastirma kapsaminda EUO’niin Cronbach alfa i¢ tutarlik katsayisi .88 olarak bulunmustur.

Pozitif ve Negatif Duygu Olgegi (PANAS): Oznel iyi olusun duygu boyutunu élcmek icin Watson, Clark
ve Tellegen (1988) Pozitif ve Negatif Duygu Olcegi’'ni gelistirmis ve Genc¢dz (2000) Tiirkce’ye uyarlama
calismasini yapmistir. PANAS, olumlu duyguyu 6lcen 10 madde ve olumsuz duyguyu 6lcen 10 madde
olmak Uzere, toplam 20 madde ve olumlu duygu ve olumsuz duygu olmak Uzere iki alt boyuttan
olusmaktadir. PANAS, 5'li Likert tipi bir derecelendirme oOlgegidir. Pozitif duygu alt Glgegi puaninin,
negatif duygu alt olgegi puanindan yiksek olmasi bireyin 6znel iyi olusunun yiiksek oldugu anlamina
gelir. Benzer bigcimde negatif duygu alt dlgegi puaninin, pozitif duygu alt 6lgegi puanindan ylksek olmasi
bireyin 6znel iyi olusunun disiik oldugu anlamina gelir. Olgegin uyarlanmasinda gegerlik ve giivenirlik
calismalari Universite 6grencileriyle yapiimistir. Faktor analizi sonucu iki faktorll yapi ortaya ¢ikmis ve
toplam varyansin %44.00’tnin aciklandigl bulunmustur. Madde toplam korelasyonlari .33 ile .71
arasinda degismektedir. Cronbach alfa i¢ tutarlik katsayisi negatif duygu icin .83, pozitif duygu igin
.86’dir. Test-tekrar test glivenirlik analizi sonucu negatif duygu icin korelasyon katsayisi .40, pozitif duygu
icin korelasyon katsayisi .54 olarak bulunmustur (Geng¢6z, 2000). Bu arastirma kapsaminda Cronbach alfa
ic tutarlik katsayisi pozitif duygu icin .86 ve negatif duygu icin .81 olarak bulunmustur.
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Yasam Doyumu Olgegi (YDO): Yasam Doyum Olgegi; Diener, Emmons, Larsen ve Griffin (1985)
tarafindan gelistirilmis, Dagl ve Baysal (2016) tarafindan Tiirkce’ye uyarlanmistir. Yasam Doyumu Olgegi
bireylerin genel yasam doyumlarini 8lgmektedir. Olgek bes maddeden olugsmakta ve 5’li Likert tipinde
derecelendirilmistir. Olgegin uyarlanmasinda gecerlik ve giivenirlik c¢alismalari ilkokulda calisan
dgretmenlerle gergeklestirilmistir. Dil esdegerligi icin yapilan calismada ingilizce ve Tiirkge formlardan
elde edilen puanlar arasinda pozitif yonde anlamli iliski bulunmustur. Agimlayici faktér analizi sonucu
toplam varyans %68.00’inin agiklandigi bulunmustur. Dogrulayici faktér analiziyle tek boyutlu yapi
dogrulanmistir. Olgegin Cronbach alfa i¢ tutarlik katsayisi .88, test-tekrar test giivenirlik katsayisi .97’dir
(Dagl & Baysal, 2016). Bu arastirma kapsaminda YDO’niin Cronbach alfa i¢ tutarlik katsayisi .88 olarak
bulunmustur.

Oznel lyi Olusun Olgiilmesi: Bu arastirmada 6znel iyi olusun 6lciilmesinde dznel iyi olusun boyutlar
olan yasam doyumu ile olumlu ve olumsuz duygulari (Diener, 1984) 6lgen olgme araglari kullaniimistir.
Oznel iyi olus puanlamasinda hesaplama “Oznel lyi Olus = (Yasam Doyumu + Olumlu Duygu) — Olumsuz
Duygu” seklindedir. Baska bir deyisle bireylerin yasam doyumu ile olumlu duygu puanlari toplanmis ve
olumsuz duygu puanlarinda gikartilmis ve toplam 0Oznel iyi olus puani elde edilmistir. Diener (1994)
duygularin ve doyumun bir arada 6lgiilebilecegi 6nermistir. Bu 6neri dogrultusunda alanyazinda 6znel iyi
olus olgimlemesinin bu sekilde yapildigi arastirmalar bulunmaktadir (Bettencourt & Sheldon, 2001;
Cenkseven, 2004; Eryilmaz, 2009; Hamarta et al., 2013; Morsiunbil, 2011; Reisoglu, 2014; Sheldon &
Elliot, 1999; Sheldon et al., 2004).

Verilerin Toplanmasi

Veri toplama araglar bir araya getirilerek kitapgik haline getirilmistir. Kitapgikta arastirmanin
amacina, arastirmacilarla ilgili kisa bilgilere, verilerin kimseyle paylasiimayacagi sadece arastirmanin
amaci dogrultusunda kullanilacagina ve 6lgme araglarina ait yonergelere ait bilgiler bulunmaktadir.
Kitapcik basili hale getirilmis ayni zamanda Google Formlar araciligiyla elektronik bir form
olusturulmustur. Veriler, arastirmacilarin cevresinde olan ve arastirmaya katilmaya gonulli evli
bireylerden toplanmistir. Arastirmaci gorusebildigi evli bireylerle bizzat elden veri toplanmasini
gerceklestirmistir. Uzakta olan ve goriisme imkani olmayan evli bireylerle elektronik form eposta veya
cep telefonu mesajiyla paylasiimistir. Toplamda 585 evli bireye ulasiimis ancak eksik ve hatali
doldurulmadan dolayi 35 veri arastirmaya dahil edilememistir. Arastirmaya dahil edilen verilerin 310’u
elektronik ortamdan 240’1 elden toplanmistir. Bireylerin veri toplama araglarini doldurmalari yaklasik 20
dakika stirmastdr.

Verilerin Analizi

Evli bireylerin bilingli farkindalik ve evlilikte bilingli farkindaliklari ile 6znel iyi oluslar arasindaki
iliskide, evlilik uyumu ve duygusal zekanin araciligi yapisal esitlik modeli (YEM) icinde yer alan yol analizi
ile incelenmistir. Yol analizi icin AMOS 20 paket programi kullaniimistir. Yol analizi icin verilerin analize
hazirlanma asamasinda SPSS 22 paket programindan yararlaniimistir. Verilerin yol analizine uygunlugunu
degerlendirmek igin kayip degerler, u¢ degerler, 6rneklem biliyukligi, cok degiskenli normallik ve ¢oklu
dogrusal baglanti incelenmistir.

Arastirma verilerinin incelenmesinde her bir 6lgek icin toplam madde sayisinin %10.00’unun ve
fazlasinin bos birakildigi veriler arastirmadan gikartiimistir. Toplam 35 veri analize dahil edilmemistir.
%10.00’dan daha az kayip veri olan durumlarda kayip veri analizi igin Little’nin MCAR testi yapilmistir. Bu
testin manidar olmamasi, kayip verilerin tamamen yansiz dagildigini géstermektedir (Tabachnick &
Fidell, 2015). Little’nin MCAR testi sonucu tiim 6lgekler icin p>.05 bulunmustur. Bu baglamda kalan kayip
verilere ortalama atama yontemi ile deger atanmistir. Tek degiskenli u¢ degerler kutu grafikleri ile
incelenmis ve ucta kalan 6 deger veri setinden cikarilmistir. Daha sonra ¢ok degiskenli ug degerler
incelenmistir. Cok degiskenli u¢ degerler, Mahalanobis uzakligi ile saptanmis (Kline, 2011; Tabachnick &
Fidell, 2015). Tabachnick ve Fidell (2015) mahalanobis uzakhgi hesaplamasi sonucu ki-kare (xz) degeri igin
p<.001 ‘in altinda olan verilerin gikartiimasini énerir. Bu dogrultuda 10 veri, veri setinden gikarilmistir.
Orneklem biyiklagiinin yeterliligini belirlemek icin N:q ydntemi kullaniimistir. N:q parametreye gére
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orneklem belirlemek igin kullanilir ve en yiksek olabilirlik kestirim yéntemi i¢cin bu yontem uygundur
(Kline, 2011). Jackson (2003) arastirmasinda N:q oranini sinamistir ve 1:20 oraninin iyi sonuglar verdigini
gormistlr. N:q yontemine gére minimum Orneklem biyikligunin hesaplanmasinda kisi sayisinin
modelde yer alan parametre sayisina oraninin 1:20 olmasi 6nerilir. Modeldeki her bir parametre sayisi
(q) icin ideal olan 20 kisidir. Modelde kag¢ parametre varsa bunun 20 ile ¢carpimi ideal olarak ulasilmasi
gereken orneklem sayisini belirtir (Kline, 2011). Arastirmada tahmin edilen model parametre sayisi
14'tlr. 14*20= 280’dir. Bu kurala gore arastirma kapsaminda en az 280 kisiye ulasilmasi gerekmektedir.
Bu agidan 534 verinin analiz igin 6rneklem bayaklugini karsiladigi séylenebilir.

Veri setinde ¢ok degiskenli normallik igin degiskenlerin garpiklik ve basiklik degerleri incelenmistir.
Bilingli farkindalik icin ¢arpiklik degeri -.06, basiklik degeri -.44; evlilikte bilingli farkindalk icin ¢arpiklik
degeri -.36; basiklik degeri -.42; duygusal zeka igin ¢arpiklik degeri -.22, basiklik degeri -.34; evlilik uyumu
icin carpiklik degeri -1.21, basikhk degeri 1.62; 6znel iyi olus icin carpiklik degeri -.30, basiklik degeri -.07
olarak bulunmustur. Carpiklik ve basiklik degerlerinin —2.00 ile +2.00 arasinda deger almasinin normal
dagihmi karsilayabildigi séylenebilir. (Bachman 2004; George & Mallery, 2016). Arastirmanin degiskenleri
arasinda c¢oklu baglanti probleminin olup olmadigi incelenmistir. Korelasyon analizi sonucu degiskenler
arasinda .90 ve Uzeri iliski gtkmasi goklu baglanti problemini olusturmaktadir (Palant, 2011; Tabachnick &
Fidell, 2015). Bilingli farkindalik ve evlilikte bilingli farkindalik ile evlilik uyumu, duygusal zeka ve 6znel iyi
olus arasindaki iliskiyi belirlemek igin Pearson momentler ¢arpim korelasyon katsayisi hesaplanmistir.
Analiz sonucunda degiskenler arasindaki iliskide korelasyon katsayilari .34 ile .67 (p<.01) arasindadir.
Degiskenler arasindaki korelasyon sonuglari, degiskenler arasinda ¢oklu baglanti probleminin olmadigini
kanitlar niteliktedir.

Bulgular

Evli bireylerin bilingli farkindaliklar, evlilikte kisilerarasi bilingli farkindaliklari, evlilik uyumlari,
duygusal zekalari ve 6znel iyi oluslari arasindaki iliskileri belirlemek amaciyla Pearson momentler garpim
korelasyon analizi gergeklestirilmistir. Degiskenlere ait ortalama ve standart sapma degerleri de
belirtilmistir. Sonuglar Tablo 2’de sunulmustur. Tablo 2’de gorildugi gibi bilingli farkindalik ile duygusal
zekd (r=.48; p<.01); bilingli farkindalik ile evlilik uyumu (r=.27; p<.01) ve bilingli farkindalik ile 6znel iyi
olus (r=.40; p<.01) arasinda; evlilikte kisilerarasi bilingli farkindalik ile duygusal zeka (r=.49; p<.01);
evlilikte kisilerarasi bilingli farkindalik ile evlilik kisilerarasi uyumu (r=.58; p<.01) ve evlilikte bilingli
farkindalik ile 6znel iyi olus (r=.52; p<.01) arasinda; 6znel iyi olus ile duygusal zeka (r=.67; p<.01) ve 6znel
iyi olus ile evlilik uyumu (r=.44; p<.01) arasinda pozitif yonde anlamli iliski bulunmustur.

Tablo 2.
Bilingli farkindalik, Evlilikte Kisilerarasi Bilingli Farkindalik, Oznel lyi Olus, Eviilik Uyumu ile Duygusal Zeké
Arasindaki Korelasyon Katsayilari ve Betimsel Istatistikler.

Degiskenler 1 2 3 4 5
1. Bilingli Farkindalik -

2. Evlilikte Kisilerarasi Bilingli Farkindalik 46 -

3. Duygusal Zeka 48" 49" -

4. Evlilik Uyumu 27 58 35 -

5. Oznel iyi Olus 40° 52 67 44 -
Ortalama 64.60 50.20 101.90 43.41 33.90
Standart Sapma 11.27 5.49 15.95 8.82 13.04
) p<.01

Evli bireylerin bilingli farkindalik ve evlilikte kisilerarasi bilingli farkindalk ile 6znel iyi oluslari
arasindaki iliskide evlilik uyumu ve duygusal zekanin aracilik rolii yol analiziyle incelenmistir. Aracihk
roliiniin belirlenmesi igin Baron ve Kenny’nin (1986) belirledigi yol izlenmistir. Aracilhigin test edilmesi igin
oncelikle bagimli ve bagimsiz degiskenler arasinda direkt etkinin kanitlanmasi gerekir. Bunun igin bilingli
farkindalik ve evlilikte bilincli farkindaligin 6znel iyi olusa anlamli etkisinin olup olmadigi analiz edilmis ve
sonuclar Sekil 2 ve Tablo 3’de sunulmustur.
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Bilingli
Farkindalik \
21**
Oznel lyi Olus
42% —
Evlilikte Kisilerarasi _—
Bilingli Farkindalik **p<.01

Sekil 2. Bilingli farkindalik ve evlilikte kisilerarasi bilingli farkindahgin 6znel iyi olusa anlamli etkisine
yonelik regresyon analizi sonucu.

Sekil 2’de bilingli farkindaligin ve evlilikte kisilerarasi bilingli farkindahgin 6znel iyi olusa anlamh
etkisinin oldugu gorulmektedir. Regresyon analizi sonucu, regresyon katsayilari, standart hatalar, kritik
oranlar ve p degerleri Tablo 3’de sunulmustur.

Tablo 3.
Bilingli Farkindalik ve Evlilikte Kisilerarasi Bilingli Farkindaligin Oznel lyi Olusa Etkisini inceleyen Regresyon
Analizi Sonucu.

Variables b (B) S.H. K.D p
Bilingli Farkindalik - Oznel lyi Olug 24 21 .05 511 p<.01
Evlilikte Kisilerarasi Bilingli Farkindalik - Oznel lyi Olus 1.01 .42 .10 10.43 p<.01

Tablo 3’de gorildugu lzere bilingli farkindaligin ve evlilikte kisilerarasi bilingli farkindaligin 6znel iyi
olusa dogrudan etkileri anlamli bulunmustur (p<.01). Analiz sonucu 6znel iyi olusun yaklasik %31.00’ini
aciklanmaktadir. Bu kosulun saglanmasi tzerine Baron ve Kenny’'nin (1986) aracilik igin onerdigi diger
kosullarin saglanip saglanmadigi kontrol edilmistir. Bunun icin araci degiskenler yol analizine dahil
edilmistir. Yol analizinde, (i) bilincli farkindaligin ve evlilikte kisilerarasi bilingli farkindahgin evlilik uyumu
ve duygusal zeka lzerinde anlamli etkisi; (ii) evlilik uyumunun ve duygusal zekanin 6znel iyi olus Gizerinde
anlamh etkisi; (iii) evlilik uyumu ve duygusal zekanin yol analizine dahil edilmesi sonucunda bilingli
farkindahk ve evlilikte kisilerarasi bilingli farkindaligin 6znel iyi olug lzerindeki etkisi incelenmistir. Sekil
3’de yol analizi i¢in olusturulan model sunulmustur.

Model sonucunda elde edilen standardize edilmemis regresyon katsayilari (b), standardize edilmis
regresyon katsayilari (B), standart hatalar (S.H.), kritik degerler (K.D.) ve p degerleri Tablo 4’de
verilmistir. Tablo 4’de gorildiglu Uzere bilingli farkindaliktan evlilik uyumuna giden yol ve bilingli
farkindaliktan 6znel iyi olusa giden yol anlamli bulunmamistir (p>.05). Baron ve Kenny’e (1986) gore
bilingli farkindaliktan 6znel iyi olusa giden yolun anlamsizlasmasi aracilik etkisini belirlemede istenen bir
durumdur. Ancak bilingli farkindalik ile araci degisken olan evlilik uyumu arasindaki yolun anlamsiz
olmasi ise istenmeyen bir durumdur. Bu sonug bilingli farkindalk ile 6znel iyi olus arasinda evlilik
uyumunun aracilik etmedigini gdostermektedir. Anlamsiz bulunan bu yol kaldirilarak yol analizi tekrar
incelenmistir. Yol analizi sonucu Sekil 4’de sunulmustur.

Yol analizi sonucunda modelden elde edilen )(2, XZ /sd ve diger uyum iyiligi indeksleri Tablo 5’de
gosterilmistir. Model, Schermelleh-Engel, Moosbrugger ve Miiller (2003) tarafindan tavsiye edilen uyum
indeks olcgitlerine gére degerlendirilmistir. Tablo 5’de iyi uyum ve kabul edilebilir uyum indeks olgitleri
de yer almaktadir. Bu olgitlere gore model uyum iyiligi indeksleri degerlendirilmistir.
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Sekil 3. Bilingli farkindalik ve evlilikte kisilerarasi bilingli farkindalik ile 6znel iyi olus arasindaki iliskide
evlilik uyumu ve duygusal zekanin aracilik roliinii gosteren yol analizi sonucu.

Tablo 4.

Modelde Yer Alan Dediskenlerin Regresyon Analizi Sonuglari.

Degiskenler b (B) S.H. K.D.. p
Bilingli Farkindalik - Duygusal Zeka 46 32 .06 8.04 p<.01
Evlilikte Kisilerarasi Bilingli Farkindalk - Duygusal Zeka 1.00 .35 12 8.63 p<.01
Evlilikte Kisilerarasi Bilingli Farkindalik - Evlilik Uyumu 93 58 .06 14.49 p<.01
Bilingli Farkindalik - Evlilik Uyumu .00 .00 .03 .02 .98
Bilingli Farkindalik - Oznel lyi Olus .05 .04 .04 113 .26
Evlilikte Kisilerarasi Bilingli Farkindalik - Oznel lyi Olus 37 .16 .10 3.70 p<.01
Evlilik Uyumu - Oznel lyi Olus 23 .16 .05 4.8 p<.01
Duygusal Zeka - Oznel iyi Olus 42 .52 .03 14.05 p<.01

Duygusal
Zeka "
Bilingli 5™
Farkindalik \
04 ==--
e Oznel Iyi
/ Olus
16"
Evlilikte Kigilerarast | __——
Bilingli Farkindalik 167
8 — | Evilik /-
S **p<.01

Sekil 4. Bilingli farkindalik ile 6znel iyi olus arasindaki iliskide duygusal zekanin aracilik roliinii ve

evlilikte kisilerarasi bilincli farkindaliklari ile 6znel iyi olus arasindaki iliskide, evlilik uyumu ve duygusal
zekanin aracilik roliin(i gésteren yol analizi sonucu.
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Tablo 5.

Modelin Uyum lyiligi indeks Degerleri.

Uyum indeksleri iyi Uyum Kabul Edilebilir Uyum Modele Ait Degerler
X .05<p<1.00 01<p<.05 p=.06

X’ /sd .00<x* /sd £2.00 2.00 <y’ /sd <3.00 5.54/2.00=2.77
RMSEA .00 < RMSEA £.05 .05 <RMSEA £0.08 .06

CFI .97 <CFI<£1.00 95<CFI<.97 .99

NFI 95 <NFI£1.00 .90 < NFI < .95 .99

AGFI 90 < AGFI£1.00 .85 < AGFI <.90 .97

GFI 95<GFI<£1.00 90 < GFI<.95 .99

RMSEA= Yaklasik Hatalarin Ortalama Karekokii, CFl= Karsilagtirmali Uyum indeksi, NFI = Normlastirilmis Uyum indeksi, AGFl=
Diizeltilmis iyilik Uyum indeksi, GFI= iyilik Uyum indeksi

Tablo 5 incelendiginde modele ait x2 degeri anlamsiz bulunmustur (p>.05). xz’ye ait p degerinin
anlamsiz ¢ikmasi modelin iyi uyum gosterdigini agiklamaktadir. Ayrica modelin uyum indeks
degerlerinden RMESA'nin kabul edilebilir olgltl karsiladigi (RMSEA=06) ve diger uyum indeks
degerlerinin de iyi uyum olgutlerini karsiladigi gortlmektedir (CFl= .99; NFI=.99, AGFI=.97, GFI=.99).
Tablo 5’de bulunan uyum indeks degerlerine gore model iyi uyum gostermektedir. Model sonucunda
elde edilen standardize edilmemis regresyon katsayilari (b), standardize edilmis regresyon katsayilari (B),
standart hatalar (S.H.), kritik degerler (K.D.) ve p degerleri Tablo 6’da sunulmustur.

Tablo 6.

Modelde Yer Alan Dediskenlerin Regresyon Analizi Sonuglari.

Degiskenler b (B) S.H. K.D p
Bilingli Farkindalik - 46 0 .32 .06 8.04 p<.01
Evlilikte Kisilerarasi Bilingli Farkindalik - Duygusal Zeka 1.00 .35 12 8.63 p<.01
Evlilikte Kisilerarasi Bilingli Farkindalik — Evlilik Uyumu .93 .58 .06 16.35 p<.01
Bilingli Farkindalik - Oznel lyi Olus .05 .04 .04 1.13 .26
Evlilikte Kisilerarasi Bilingli Farkindalik - Oznel lyi Olus 37 .16 .10 3.70 p<.01
Evlilik Uyumu - Oznel lyi Olus 23 .16 .05 4.18 p<.01
Duygusal Zekd - Oznel lyi Olus 42 .52 .03 14.05 p<.01

Tablo 6’de yol analizi sonucu degiskenlerin yol katsayilari ve p degerleri gorilmektedir. Bilingli
farkindahigin duygusal zekay! (B=.32; p<.01); evlilikte kisilerarasi bilingli farkindaligin duygusal zekayi
(B=.35; p<.01); duygusal zekanin 6znel iyi olusu (B=.52; p<.01); evlilikte kisilerarasi bilingli farkindahgin
evlilik uyumunu (B=.58; p<.01); evlilik uyumunun 6znel iyi olusu (B=.16; p<.01) dogrudan pozitif ydonde
anlamh dlzeyde yordadigi bulunmustur. Aracilik etkileri incelendiginde; evli bireylerin bilingli
farkindaliklarinin, duygusal zeka araciligi ile 6znel iyi olusu yordamasina yonelik yol analizi sonucunda
bilingli farkindalk ile 6znel iyi olus arasinda duygusal zekanin tam aracilik etkisinin oldugu bulunmustur.
Sekil 2’de gorildigu gibi bilingli farkindaligin 6znel iyi olus Gzerindeki dogrudan etkisi .21'dir. Sekil 4’de
ise duygusal zekanin araci degisken olarak modele dahil edilmesi sonucu bu etki .04’e diismekte ve p
degeri anlamsizlasmaktadir (p>.05). Duygusal zekanin araci degisken olarak modele dahil olmasi sonucu
bilingli farkindalik ve 6znel iyi olus arasindaki katsayiya yonelik p degerinin anlamsizlasmasi tam araciligin
oldugunu gostermektedir. Ayrica evli bireylerin evlilikte kisilerarasi bilingli farkindaliklarinin, evlilik
uyumu ve duygusal zeka araciligi ile 6znel iyi olusu yordamasina yonelik yol analizi sonucunda evlilikte
kisilerarasi bilingli farkindalik ile 6znel iyi olus arasindaki iliskide duygusal zeka ve evlilik uyumunun kismi
aracilik etkisinin oldugu bulunmustur. Sekil 2’de gorildugi gibi evlilikte kisilerarasi bilingli farkindaligin
oznel iyi olus Gzerindeki toplam etkisi .42'dir. Sekil 4’de ise evlilik uyumu ve duygusal zeka araci
degiskenler olarak modele dahil edildiginde bu etki .16’ya diismektedir ve p degeri anlamlidir(p<.05). Bu
sonu¢ kismi araciligin oldugunu goéstermektedir. Bir baska deyisle evli bireylerin evlilikte kisilerarasi
bilingli farkindaliklari ile 6znel iyi olus arasinda duygusal zeka ve evlilik uyumunun kismi aracilik etkisi
oldugu bulunmustur. Model 6znel iyi olusun yaklasik %51.00’ini agiklamaktadir
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Tartisma
Bilingli Farkindalik ile Oznel iyi Olus Arasinda Duygusal Zekanin Aracilik Roliiniin Tartisilmasi

Bu arastirmanin sonucunda bilingli farkindalik ile 6znel iyi olug arasinda duygusal zekanin tam aracilik
rolii oldugu bulunmustur. Bu sonuca gore bilingli farkindalik duygusal zekayi arttirmakta, duygusal zeka
da oznel iyi olusu arttirmaktadir. Bilingli farkindahgin bilesenlerinin duygusal zekaya katkisinin 6nemli
oldugu ve bu agidan 6znel iyi olusla bilingli farkindalik arasinda duygusal zekanin tam araci roll oldugu
soylenebilir. Baron ve Kenny’'e (1986) gore bagimh ve bagimsiz degisken arasinda iliskinin
anlamsizlasmasi aracilik etkisinin gii¢li bir kanitidir. Tam aracilikta bagimsiz degiskenin bagimli
degiskene etkisinin timi araci degisken Uzerinden gider (Pardo & Roman, 2013). Bir baska deyisle,
bilingli farkindalik duygusal zekayr arttirdigi igin 6znel iyi olus artmaktadir denilebilir. Benzer sekilde
Griebel (2015) ve Schutte ve Malouff (2011) da bilingli farkindalikla 6znel iyi olus arasinda duygusal
zekanin, Deniz vd. (2017) de bilingli farkindalik ile psikolojik iyi olus arasinda duygusal zekanin aracilik
etkisi oldugunu bulmustur.

Schutte ve Malouff (2011) bilingli farkindalik ile olumlu duygu ve yasam doyumu arasinda duygusal
zekanin kismi aracilik etkisinin ve bilingli farkindalk ile olumsuz duygu arasinda tam aracilik etkisinin
oldugunu bulmustur. Griebel’'in (2015) arastirmasinda ise bilingli farkindaligin tanimlama boyutu ile
yasam doyumu ve olumlu duygu arasinda; bilingli farkindaligin tepkisiz olma boyutu ile olumlu ve
olumsuz duygu arasinda duygusal zekanin kismi aracilik etkisinin oldugu gorilmustir. Wang ve Kong
(2014) da bilingli farkindalik ile yasam doyumu arasinda duygusal zekdnin kismi aracilik etkisi oldugunu
bulmustur. Bilingli farkindaligin psikolojik iyi olusla iliskisinde de Deniz vd. (2017) yaptigl arastirmada
bilingli farkindalik ile psikolojik iyi olus arasindaki duygusal zekanin tam aracilik etkisinin oldugunu
gorilmistur. Bahsedilen arastirmalarda dikkat ¢eken ortak nokta 6znel iyi olus boyutlarinin ayri ayri
incelenmesidir. Bu arastirmada ise 6znel iyi olus boyutlari toplam puanla degerlendirilmistir.
Arastirmanin sonucunda da bilingli farkindalik ile 6znel iyi olus arasinda duygusal zekanin tam aracilik
etkisi bulunmustur. Alan yazindaki arastirmalarin bu arastirmanin bulgusuyla benzerlik gosterdigi
soylenebilir.

Yiiksek diizeyde bilingli farkindalik duygusal zekayi arttirmakta, bu sonug¢ da olumlu duygulari ve
yasam doyumunu arttirirken olumsuz duygulari azaltmaktadir (Griebel, 2015; Schutte & Malouff, 2011).
Ayrica Bao vd. (2015) duygusal zekanin duygulari diizenleme ve kullanma boyutlarinin bilingli farkindalik
ile algilanan stres arasinda araci etkisi oldugunu; Cenkseven Onder ve Utkan (2018) da bilingli farkindalik
ve algilanan stres arasindaki iliskide olumsuz duygu durum diizenlemenin araci etkisinin oldugunu
bulmustur. Bilingli farkindalik diizeyi yiiksek bireyler kendilerini performanslarinda motive etmek igin
duygularini kullanirlar ki bu da algilanan stresin diismesini saglar (Bao et al., 2015). Stresin diismesinin
de 6znel iyi olusa katki sagladigi sdylenebilir. Tim bu sonuglarin da arastirmanin bulgusuyla tutarli
oldugu soylenebilir.

Bilingli farkindalik duygusal zekayi arttirmaktadir (Bao et al., 2015; Chu, 2010; Deniz et al., 2017;
Griebel, 2015; Schutte & Malouff, 2011; Wang & Kong, 2017). Bilingli farkindaliktaki dikkat ve
farkindahgin (Baer, 2003; Brown & Ryan, 2003; Kabat-Zinn, 2003) duygusal zekadaki duygular fark
etmeye (Bar-On, 2006; Carr, 2016; Goleman, 1999) katki sagladigi soylenebilir. Bilingli farkindalik
sayesinde bireyin kendisinde gercekten ne oldugunu fark etmesi (Hanh, 1987; Thera, 2001), duygusal
zekada bulunan duygulari anlamayi, gercek ve samimi duygular fark etmeyi kolaylastirabilir. Bilingli
farkindalikta bulunan vyargillamadan gozlemleme (Baer, 2003), duygusal zekada duygularin
gozlemlenmesini ve gozlem sonucu elde edilen bilgilerin kullanilabilmesini saglayabilir. Bilingli
farkindahgin i¢sel ve dissal uyaranlari tanimlayabilme, kelimelere dokme 6zelligi (Baer et al., 2006) ve
duygulari ifade edebilmeyi kolaylastirmasi (Wachs & Cordova, 2007), duygusal zekdnin duygular ifade
edebilme boyutuna (Bar-On, 2006; Petrides, 2009a; Salovey & Mayer, 1990) katki saglayabilir. Ayrica
bilingli farkindaligin duygularn diizenlemeye katkisi (Bao et al., 2015; Cenkseven Onder & Utkan, 2018;
Gambrel & Piercy, 2015; Gillespie et al., 2015; Hill & Updegraff, 2012; Koole, 2009) duygusal zekanin
duygulari dizenleme boyutuyla (Salovey & Mayer, 1990; Petrides, 2009a) ilgilidir. Tim bu acgiklamalar
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bilingli farkindaligin katkilarinin duygusal zeka ozelliklerine katki sagladigini kanitlar niteliktedir. Bu
acidan bilingli farkindalik ile duygusal zeka arasinda 6nemli bir iliski oldugu séylenebilir. Arastirmanin
sonucunda da bilingli farkindaligin duygusal zekayi arttirdigi, duygusal zekanin artmasi sonucu 6znel iyi
olusun arttig bulunmustur.

Duygusal zeka ile 6znel iyi olus arasinda gucla bir iliski vardir (Bar-On, 2006; Carr, 2016). Duygusal
zeka ile 6znel iyi olus veya 6znel iyi olus boyutlari arasinda pozitif yonde iliski bulan arastirmalarin (Celik,
2008; Erdil, 2018; Ergin, 2017; Griebel, 2015; Kirtil, 2009; Koydemir et al., 2013; Reisoglu, 2014; Schutte
& Malouff, 2011; Sevdalis, Petrides & Harver, 2007; Zhao, Kong & Wang, 2013) yaninda duygusal zekanin
Oznel iyi olusu veya 6znel iyi olusun boyutlarini yordadigini bulan arastirma sonuglari da mevcuttur
(Celik, 2008; Griebel, 2015; Kogak & igmenoglu, 2012; Reisoglu, 2014; Schutte & Malouff, 2011;
TUimkaya et al., 2008; Wang & Kong, 2014). Duygusal zekad 6znel iyi olusa katki saglar (Griebel, 2015).
Birey, kisisel ve mesleki yasaminda duygularini akillica kullanabilmenin olumlu etkisini gorir (Krishnaveni
& Deepa, 2013) ve duygular ybnetebilme becerisi 6znel iyi olusu arttir (Terzioglu, 2016). Ozellikle
duygusal zekanin kisilerarasi iliskileri kaliteli bir sekilde siirdiirebilme becerisini kazandirmasinin (Bar-On,
2006) 6znel iyi olusu arttirdig1 soylenebilir. Sosyallesme ve yakin iliski kurma 6znel iyi olusu olumlu yonce
etkilemektedir (Buss, 2000) ve duygusal zekd da sosyallesme ve yakin iliski kurma becerisini bireye
kazandirdigindan duygusal zeka 6zelliklerinin 6znel iyi olusu arttirdigi séylenebilir.

Bu arastirma kapsaminda duygusal zekanin kisilik 6zelligi olarak incelenmesi ve duygusal zekanin bir
boyutunun iyimserlik ve mutluluk kisilik 6zelligini icermesi (Bar-On, 2006) 6znel iyi olugla iliskisini
giclendirmektedir. Duygusal zekanin bu boyutu, olumlu duygular, mutluluk ve doyumla ilgilidir
(Petrides, 2009a). Oznel iyi olus da genel doyum olarak yasam doyumunu ve olumlu duygulari kapsadigi
(Diener, 1984) icin duygusal zekanin 6znel iyi olusu arttirdigi séylenebilir.

Duygusal zekada birey mutlulugu surdirebilir. Sorunlar, sikintilar karsisinda iyimser olur (Carr, 2016).
Mutlu insanlar basarili ve kendini gelistiren insanlardir ve ruhsal agidan daha saglklidirlar (Lyubomirsky,
King & Diener, 2005). Duygusal zekd bireyin hayatina basari getirir (Goleman, 1999) ayni zamanda
psikolojik olarak saglikli olmayla iliskilidir (Bar-On, 2006; Schutte et al., 2007). Ozetle alan yazindaki
bilgiler ve arastirmalar bilingli farkindahgin duygusal zekaya; duygusal zekanin da 6znel iyi olusa katkisini
anlasilir kilmaktadir.

Evlilikte Kisilerarasi Bilingli Farkindalik ile Oznel iyi Olus Arasinda Duygusal Zeka ve Evlilik Uyumunun
Aracilik Roliiniin Tartisiimasi

Bu arastirmanin diger bir sonucunda evlilikte kisilerarasi bilingli farkindalik ve 6znel iyi olus arasinda
duygusal zeka ve evlilik uyumunun kismi aracilik etkisi oldugu bulunmustur. Evlilik uyumu ve duygusal
zeka araci degiskenler olarak analize dahil edildiginde evlilikte kisilerarasi bilingli farkindalik ile 6znel iyi
olus arasindaki iliski anlamsizlasmamis ancak iliskinin etki dizeyi dismustiir. Bu durum kismi araciligin
gostergesidir. Baron ve Kenny (1986), bagimli ve bagimsiz degisken arasindaki azalma ne kadar blyuk
olursa, aracilik derecesinin o kadar biyik olacagini ifade etmistir. Arastirmanin sonucunda da evlilikte
kisilerarasi bilingli farkindaligin 6znel iyi olusa dogrudan etkisi orta diizeydeyken araci degiskenlerin
devreye girmesiyle dogrudan etki disiik diizeye yaklasmistir. Bundan dolayr dogrudan etkide ciddi
derecede bir azalma oldugu sdylenebilir. Bu arastirmanin bulgusuna paralel olan bir arastirmaya
ulasilamamistir. Ancak kisilerarasi bilingli farkindaligin 6znel iyi olusu, duygusal zekayi ve evlilik uyumunu
artirmadaki katkisi; duygusal zekanin ve evlilik uyumunun da 6znel iyi olusu arttirmadaki katkisi alan
yazindaki bilgiler ve arastirmalar 1siginda tartisiimis ve yorumlanmistir.

Kisilerarasi bilin¢li farkindalik etkilesim silirecinde bireyin karsisindaki kisiyi tim dikkati ile
dinlemesini, kendisinin ve karsisindaki kisinin duygularinin farkinda olmasini saglar (de Bruin et al., 2014;
Duncan 2007; Duncan et al., 2009; Pratscher et al., 2019). Duygusal zeka da bireyin kendisinin ve
karsisindaki kisinin duygularini anlamasi, empati kurabilmesi ve bunu karsisindaki kisiye ifade
edebilmesidir (Bar-On, 2006; Petrides, 2009a). Bu baglamda kisilerarasi bilingli farkindalik duygulari
anlama ve karsidaki kisiye ifade etme 0&zelliklerine katkida bulunabilir. Ayrica kisilerarasi bilingli
farkindalik iliskiye yonelik bireyin kendini ve davranislarini diizenleyebilmesini saglar (de Bruin et al.,
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2014; Duncan 2007; Duncan et al.,, 2009). Duygusal zekdda bulunan dirtileri kontrol etme ve 0z
denetimli olma o6zelliklerine (Carr, 2016; Petrides, 2009a) kisilerarasi bilingli farkindaligin kendini
diizenleme becerisinin katki sagladigi sdylenebilir. Kisilerarasi bilingli farkindalk etkilesim slirecine katki
saglamakta (de Bruin et al., 2014; Duncan 2007; Duncan et.al 2009; Pratscher et al.,2019) ve iliski
kalitesini arttirmaktadir (Bogels et al., 2010; Coatsworth et al., 2010; Duncan, 2007; Kohlenberg et al.,
2015; Pratscher et al.,2018). Duygusal zeka da kisilerarasi yeterlilikleri gelistirmeye (Bar-On, 1997; 2006)
ve onemli iliskileri stirdlirme becerisine (Petrites, 2009a) katki saglamaktadir. Bu durum, kisilerarasi
bilingli farkindahgin iliskilere yonelik katkisinin duygusal zekanin kisilerarasi yeterlilikleri gelistirmesine
katkida bulundugu seklinde yorumlanabilir. Kisilerarasi bilingli farkindahigin katki sagladigi diger bir
degisken de evlilik uyumudur.

Kisilerarasi bilingli farkindaligin iliskilere olumlu ve islevsel yondeki katkisinin (Duncan, 2007; Lippold
et al., 2015; McCaffrey et al., 2017; Pratscher et al.,2018; Pratscher et al., 2019) evlilik iliskisinde esle
olan iliskiye de yansimasi beklenir. Kisilerarasi bilingli farkindahigin ikili iliskilerde iliski kalitesini
arttirdigina yonelik calismalarin (Bogels et al., 2010; Coatsworth et al., 2010; Duncan, 2007; Pratscher et
al., 2018), evlilikte kisilerarasi bilingli farkindahgin evlilik uyumuna yonelik katkisiyla paralellik gosterdigi
dusunlebilir. Kisilerarasi bilingli farkindahigin iletisimi ve etkilesimi arttirmasi (Bogels et al., 2010;
Lippold et al., 2015), iliskilerdeki islevsel davraniglari gelistirmesi (Bogels et al., 2010; Duncan, 2007;
Lippold et al., 2015; Parent et al., 2016; Pratscher et al.,, 2018; Pratscher et al., 2019), esle iliskide
iletisime, etkilesime ve islevsel davranislara katki sagmasi anlamina gelebilir. Boylece evlilikte kisilerarasi
bilingli farkindaligin evlilik uyumuna katkisi agik bulunabilir.

Evliligin 6znel iyi olusla gii¢li ve dnemli bir iliskisi vardir (Carr, 2016; Diener, 1984; Diener et al., 1999;
Seligman, 2007). Evlilik sayesinde es roliinde olma, psikolojik ve fiziksel yakinlik saglama 6znel iyi olusa
katki saglar (Carr, 2016). Evlilik, sevginin, yakin iliski ihtiyacinin ve sosyal destegin 6nemli bir kaynagidir
(Canbulat & Cihangir Cankaya, 2014). Evlilik, sikintilara karsi glgli bir tampon olusturur (Seligman,
2007). Evlilik, 6znel iyi olusu olumlu yoénde etkilerken uyumlu, doyumlu bir evliligin 6znel iyi olusa
katkisinin ¢ok daha yiiksek olmasi beklenir. Uyumlu evliligin mutlu birey olmaya katki sagladig
soylenebilir. Arastirmalar, evlilik uyumu gibi iliskinin kalitesini olgcen evlilik doyumunun ve iliski
doyumunun 6znel iyi olusun yordayicisi oldugunu bulmustur (Ates, 2018; Bayer, 2017; Canbulat &
Cihangir Cankaya, 2014; Celen Demirtas, 2010). Hawkings ve Booth (2005) da distk kaliteli evliliklerin iyi
olusu olumsuz yonde etkiledigini ve bireylerin mutsuz oldugunu bulmustur. Bu sonuglar arastirmanin
sonucuyla paralellik gostermektedir.

Birey, hayatindaki evlilik, is gibi yasam alanlarinin genel degerlendirmesiyle genel yasam doyumuna
ulasir (Diener, 2000; Diener & Ryan, 2009; Myers & Diener, 1995). Oznel iyi olus; yasam alanlarindan
saglanan doyumdan daha fazlasiyla nitelendirilir (Bracke, 2001). Bireyin hayatiyla ilgili genel yasam
doyumunu, olumlu ve olumsuz duygulari icinde barindirir (Diener, 1984; 2000; Diener et al. 1985). Ancak
evlilikten saglanan uyum ve doyumun bireyin yasam doyumunu énemli 6l¢lide etkiledigi ve bu etkinin
bireyin olumlu duygularini arttirdig1 ve béylece 6znel iyi olusuna katki sagladigi duslintlebilir.

Sonug ve Oneriler

Arastirmanin sonucunda bilingli farkindalik ile 6znel iyi olus arasinda duygusal zekanin tam aracilik
etkisi; evlilikte kisilerarasi bilingli farkindalik ile 6znel iyi olus arasinda duygusal zeka ve evlilik uyumunun
kismi aracilik etkisi oldugu bulunmustur. Bu model 6znel iyi olus varyansinin %51.00’ini agiklamaktadir.
Bu sonuglar, kuramsal ¢cergeve ve arastirmalar dogrultusunda bilingli farkindalik ile 6znel iyi olus arasinda
duygusal zekdnin 6énemli bir degisken; evlilikte bilingli farkindalik ile 6znel iyi olus arasinda duygusal
zekanin ve evlilik uyumunun 6nemli degiskenler oldugunu sdylenebilir. Bu sonuglar dahilinde
arastirmanin bulgularina yonelik éneriler sunulmustur.

Bu arastirmanin bulgusuna gore bilingli farkindalik duygusal zeka ve 6znel iyi olusu arttirmaktadir.
Ayni zamanda evlilikte kisilerarasi bilingli farkindahk; evlilik uyumu, duygusal zeka ve 6znel iyi olusu
arttirmaktadir. Bu bulguya goére evlilik ve aile danismanligl alaninda uzman psikolojik danisman, psikolog
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ve terapistler terapi oturumlarinda bilingli farkindahk ve kisilerarasi bilingli farkindalik miidahalelerini
kullanabilir. Ayrica bilingli farkindalik, duygusal zeka, evlilik uyumu miidahalelerine yénelik programlar
evli bireylere veya ciftlere uygulanabilir. Bdylece evli bireylerin 6znel iyi oluslari arttirilabilir.

Bu arastirma evli bireylerin igsel bilingli farkindaliklari ve evlilikte kisilerarasi bilingli farkindaliklari ile
oznel iyi oluslar arasindaki iliskide evlilik uyumu ve duygusal zekanin aracilik etkilerini ortaya koyan ilk
arastirma niteligindedir. Bu arastirma kapsamina dahil edilen degiskenlerin iliskisi baska bir betimsel
arastirmada incelenebilir ve sonuglar degerlendirilebilir. Bu arastirmada 6znel iyi olus, duygusal zeka
degiskenleri toplam puan lzerinden degerlendirilmistir. Bilingli farkindalik ve evlilikte kisilerarasi bilingli
farkindalk ile 6znel iyi olugun alt boyutlari olan yasam doyumu, olumlu duygu ve olumsuz duygu
arasindaki; duygusal zekanin alt boyutlari olan iyi olus, 6z kontrol, duygusallik ve sosyallik arasindaki
iliskiler incelenebilir. Bu calismanin arastirma grubu Tirkiye’de istanbul ilinde yasayan, en az bir yildir
evli olan bireyleri kapsamaktadir. Arastirmaya katilan evli bireylerin ¢cogu kadin ve lisans mezunudur.
Cinsiyet, egitim dlzeyi yasanilan yer, evlilik stiresi, cocuk sayisi gibi degiskenlerin farkhlastigl gruplarda
veya ciftlerde bu arastirma tekrarlanabilir ve arastirma sonuglari karsilastirilabilir.

Bu arastirma kapsaminda evlilikte kisilerarasi bilingli farkindalik kavrami alan yazina kazandiriimistir.
Arastirmada evlilikte kisilerarasi bilingli farkindalikla 6znel iyi olus arasindaki iliskide evlilik uyumu ve
duygusal zekanin kismi aracilik etkisi bulunmustur. Kismi aracilik etkisinin bulunmasi evlilikte kisilerarasi
bilingli farkindalikla 6znel iyi olus arasindaki iliskide farkli degiskenlerinde etkisi olabilecegini
distindurmektedir. Yeni yapilacak arastirmalarda evlilikte kisilerarasi bilingli farkindalik ile 6znel iyi olus
arasindaki iliskide catisma ¢6zme, stresle bas etme, 6z sefkat, empati, kisilik 6zellikleri gibi degiskenlerin
aracilik etkisi incelenebilir. Ayrica 6znel iyi olusun boyutlari (yasam doyumu, olumlu duygu ve olumsuz
duygu) bu iliskilerde ayri ayri da degerlendirilebilir.

Bu arastirmanin sonuglari nicel arastirma kapsaminda evli bireylerin 6lgme araglarina verdikleri
yanitlar dogrultusunda olusturulmustur. Evlilik iliskisinde igsel bilingli farkindaligin ve kisilerarasi bilingli
farkindahgin 6znel iyi olusu nasil etkiledigi, bilingli farkindaligin duygusal zekaya ve evlilik uyumuna nasil
katki sagladigi; duygusal zeka ve evlilik uyumunun 6znel iyi olusu nasil gelistirdigi gibi sorular nitel
arastirma yontemleri ile derinlemesine incelenebilir. Nitel arastirmalar kapsaminda goriisme, gozlem
gibi farkh tekniklerden yararlanilarak ayrintili bilgilere ulasilabilir. Ayrica evli bireylerin evlilik iliskilerinde
bilingli farkindalik, evlilik uyumu, duygusal zeka ve 6znel iyi olus diizeylerindeki degisimlerin incelendigi
boylamsal arastirmalar yapilabilir.
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The aim of this research is to analyze dissertations on organizational trust conducted
from 2000 to 2018 in Turkey comprehensively and from a holistic point of view and
reveal similarities and differences between these studies. In the study, descriptive
content analysis method was used. The data source of this study was dissertations on
organizational trust written between 2000 and 2018 found in the Council of Higher
Education Thesis Center. In the analysis of the data, categorical analysis technique, one
of the content analysis types, was used. Results showed that limited dissertations were
done between 2006 and 2008, most of them were master’s theses largely conducted
in public universities and had, as sample, istanbul, East Marmara, Aegean and West
Anatolian regions. In addition, they were mainly held in primary schools and they
mostly had relational screening model as research design, simple random methods as
sampling, questionnaires as data collection tool and independent samples t-test and
ANOVA as analysis methods. Based on the results of this study, it can be offered that
the sampling regions of studies that will be held on organizational trust should be
varied, doctoral dissertations should put more emphasis on the subject, school levels
in which data will be collected and participant types should be diversified, research
methods, models, study groups, data collection tools, data analysis should also be
varied.
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Bu galismanin amaci, Tirkiye’de 2000-2018 yillar arasinda orgtitsel giiven konusunda
yapilan tez galismalarinin kapsamli ve butiincll bir sekilde ele alinmasi ve bu
¢alismalarin benzer ve farkli yanlarinin ortaya konmasidir. Calismada, betimsel igerik
analizi ydntemi kullanilmistir. Bu ¢alismanin veri kaynagini YOK Ulusal Tez Merkezi veri
tabaninda yer alan ve 2000-2018 yillari arasinda yapilan orgutsel gliven konusuyla ilgili
tezler olusturmaktadir. Verilerin analizinde icerik analizi tirlerinden kategorik
¢6ziimleme teknigi kullanilmistir. Orgiitsel giiven konusunda 2006-2008 yillari arasinda
sinirl sayida tez yapildigi, siklikla kamu dniversitelerinde calisildigi, istanbul, Dogu
Marmara, Ege ve Bati Anadolu bolgelerinin 6rneklem olarak segildigi, cogunlugunun
yiksek lisans tezi oldugu gorilmektedir. Ayrica tezlerin siklikla ilkégretim kurumlarinda
cahisildig, iliskisel tarama modelinin siklikla kullanildigi, neredeyse tezlerin tamaminda
anketin veri toplama araci olarak kullanildigi, basit seckisiz 6rnekleme yontemlerinin
siklikla tercih edildigi, verilerin analizinde bagimsiz t-testi ve ANOVA’nin siklikla
kullanildig tespit edilmistir. Mevcut ¢alismanin bulgularina dayal olarak orgutsel
given konusunda yapilacak calismalarin 6rneklem bdlgelerinin gesitlendirilmesi,
doktora tezlerinde s6z konusu konuya daha fazla agirlk verilmesi, verilerin toplandig
okul kademelerinin ve katilimci turlerinin farklilastirilmasi, arastirma yontemlerinde,
desenlerinde, verilerin toplandig katihmcilarda, veri toplama araglarinda ve verilerin
analizinde cesitlemeye gidilmesi o©nerilebilecek o6ncelikli konular arasinda yer
almaktadir.
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Introduction

The concept of trust, which is one of the important elements in interpersonal relations, has
frequently found its place in the studies conducted towards the end of the twentieth century (Lewicki,
McAllister & Bies, 1998). Although it is aimed to determine trust environment in different dimensions of
organizations and to investigate trust-based relationships, the importance of trust is understood but
there is no consensus in defining the concept (Kalayci, 2007). The reason for this difficulty in defining the
concept of trust stems from the fact that trust is an important concept in many areas (Fukuyama, 1998).
Therefore, there are differences between the scope and dimensions of trust in studies and different
disciplines tried to explain the concept of trust from their point of views (Arli, 2011; Tschannen-Moran &
Hoy, 2000).

The concept of trust gives direction to interpersonal relationships and is at the center of
relationships. In other words, trust links the goals of employees and organizations, creates loyalty
among employees to achieve maximum efficiency, enhances cooperation and provides a healthy
communication (Arli, 2011). In the following sections, trust, organizational trust, concepts affecting
organizational trust and their importance for organizations are given.

Trust and Organizational Trust

According to Fukuyama (1998), trust is defined as expectations that arise in a regular, honest and
cooperative society based on norms shared by members. Trust is also defined as being safe against
others (Lewicki et al., 1998), the state of attachment to people's discourses and actions (Kosar, 2015;
Mcknight, Cummings & Chervany, 1998). When these definitions are examined, it is seen that the
mutual attitudes and behaviors of the two sides must be in dependency and benefit conditions in order
to establish a trust-based relationship (Hosmer, 1995). In addition, it is seen that the person expresses
an optimistic expectation that the events will end as expected, and that the definitions of trust,
including the concepts of vulnerability, risk and uncertainty, contain some common features (Arh, 2011).

Trust is formed at both individual and organizational levels. While individual trust is based on
individual behavior and relationships, organizational trust is based on organizational behavior and
relationships (Doney & Cannon, 1997). In other words, the concept of trust is seen as an important
concept both in individual, social and organizational dimensions. When the concept of organizational
trust is examined from this point of view, although there are various definitions of organizational trust,
belief and volunteering have an important share among the key words common to all definitions.
Organizational trust is an important concept that expresses the belief in the goodwill and sincerity of
employees, managers and other employees (Cokluk-Bokeoglu & Yilmaz, 2008). By depending on the
culture and communication in the relationships and interactions in the organizations, organizational
trust is the belief that other people, groups or organizations are capable, open, honest, relevant,
credible, and willingness to be aware of the main objectives, norms and values (Mishra, 1996).

As a result, effective communication and healthy working conditions between organization
employees, managers’ faithfulness to fulfilling their promises, fair functioning of basic human resources
policies and processes such as reward, promotion, performance, assessment, establishment of
delegation of authority and decision participation system, attaching importance to ethical principles and
values indicate the existence of a climate based on trust in the organization (Arli, 2011).

Concepts Affecting Organizational Trust

Organizational trust, as a highly complex concept, has a dynamic property of many dimensions.
Accordingly, it can be said that the trust between interpersonal and group behaviors is affected by many
factors (Arli, 2011). In previous studies, it is stated that organizational trust is influenced by some
concepts in order to have a reliable environment and establish trust-based relationships in
organizations. These concepts are (i) helpfulness, (ii) reliability, (iii) competence, (iv) honesty and
righteousness, (v) openness, (vi) consistency, (vii) loyalty, (viii) vulnerability to risk (Arli, 2011; Clark &
Payne, 2006; Goddard, Tschannen-Moran & Hoy, 2001; Hosmer, 1995; Memduhoglu & Zengin, 2009).
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Helpfulness can be expressed as sincerely dealing with the happiness of the other person (Polat,
2007). Reliability is defined as having constant behaviors in social relations (Goddard et al., 2001).
Competence is used to highlight people’s social, technical, professional knowledge, skills and abilities
(Kochanek, 2005). Honesty and righteousness mean that people do not mislead the truth by their
personality (Tschannen-Moran & Hoy, 2000) and the fulfilment of promises is related to the character of
the person and means the same as honesty (Deluga, 1994). Openness is the sharing of existing
information in a clear, transparent and honest manner without diversion, distortion and concealment
(Robbins & DeCenzo, 2000). Consistency means behaving according to expectations within the
organization (Deluga, 1994). Loyalty refers to the status of protecting, supporting, not working to the
detriment of and belonging to the organization and its employees (Clark & Payne, 2006). Vulnerability to
risk, on the other hand, is that people who trust each other in the organization are aware of the betrayal
and harm from another and that uncertainty about the other’s proper action is a source of risk.
However, risk-taking behavior can create an opportunity to build trust (Arli, 2011). When the meanings
and contents of these concepts are examined, it is seen that they are effective in forming a trust-based
environment both separately and together.

The Importance of Organizational Trust

When the literature is examined, it is seen that trust relationships between individuals within
organization affect positively the cooperation and solidarity in organization, the performance of
employees, the effectiveness and productivity of organization (McKnight et al., 1998). In addition, the
general characteristics of organizations, where the sense of trust is dominant, include an open and
participatory environment, sharing of responsibilities by employees, dominance of a common culture,
predisposition to group work, high level of job satisfaction, high level of participation in decisions among
employees, increase in motivation, reduction of friction among employees, decrease in employees’
intention to quit, proportions and absenteeism and dominance of creativity (Arli, 2011; Asunakutlu,
2007; Buytkdere & Solmus, 2006). Inversely, in organizations where the sense of trust is not dominant,
past research revealed limited cooperation, weak human relationships, alienation of employees against
the organization and each other, employees using their energy to protect themselves instead of
learning, developing and performing and avoiding sharing information. Employees in organizations
having no sense of trust blame each other, use defence mechanisms, hesitate to take responsibility,
exhibit sceptical and jealous behaviors, gossip, disobey the goals of the organization and exhibit
inappropriate behaviors (Arli, 2011; Asunakutlu, 2007; Blyikdere & Solmus, 2006; Tschannen-Moran,
2001). In the light of the information given, it can be said that the high level of trust is of great
importance for establishing healthy and sustainable organizational relations. The high level of
confidence in organizational life reduces uncertainty and enables long-term plans; in this way,
organizational trust plays role in increasing the individual and organizational success of organizations in
order to maintain their existence by adapting to change. In addition, to achieve success in schools; it can
be said that establishing a healthy relationship between teachers and administrators and creating a
better educational environment is possible by providing an environment of trust in school (Arh, 2011).
Because relationships based on trust in schools facilitate cooperation, make school cultures clear,
improve organizational commitment, and increase academic achievement and quality of school (Arli,
2011; Goddard et al., 2001; Hoffman, Saho, Bliss & Hoy, 1994; Hoy & Tschannen-Moran, 2003; Kosar &
Yalginkaya, 2013; Tschannen-Moran, 2001).

Purpose of the Study

The aim of this research was to analyse dissertations on organizational trust conducted from 2000 to
2018 in Turkey comprehensively and from a holistic point of view and reveal similarities and differences
between these studies. In the light of this general aim, answers to the following sub-purposes on
organizational trust dissertations were tried to be answered; What is the distribution of theses in terms
of (i) publication year, (ii) university type, (iii) sampling regions, (iv) publication types, (v) education level,
(vi) research methods (vii) data collection tools (viii) sampling methods and (ix) analysis methods?
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Method
Research Design

Descriptive content analysis, one of the content analysis types, was used in this study (Dinger, 2018;
Tavsancil & Aslan, 2001). Content analyses are research syntheses that play an important role in the
dissemination of information researched in the literature and in the regulation of future research.
Content analyses can be divided into three categories: meta-analysis, meta-synthesis and descriptive
content analysis. Among these, descriptive content analysis is the systematic studies that include
evaluating the trends and results of studies about a specific subject. In other words, independent
quantitative or qualitative researches are examined, organized and general trends are determined for
research subject. In this way, a general framework is presented to researchers who want to work on the
subject and trends are shown (Calik & S6zbilir, 2014).

Data Source

The data source of this study was dissertations on organizational trust written between 2000 and
2018 found in the Council of Higher Education Thesis Center. In this study, criterion sampling method,
one of the purposive sampling methods, was used in order to reach sufficient sampling and to work with
current publications (Blyukozturk, Kilig-Cakmak, Akgiin, Karadeniz & Demirel, 2012; Yildirnm & Simsek,
2016). In the dissertations included in the study, keywords, title, field of educational sciences,
accessibility and education and training subject criteria were taken into consideration and the
dissertations that meet the criteria were taken into the sample of the study. The contents that met
these search criteria were examined one by one and nine dissertations that did not serve the purpose of
the study were excluded from the sample, although they met the search criteria. 67 graduate
dissertations conducted in Turkey and open to access were included in the study after the
determination of these criteria and the examination of the contents of the theses.

Data Collection Tools

Within the scope of this study, a form was prepared to examine dissertations on organizational trust.
This form contained necessary information to respond to the sub-objectives. Some criteria were
determined for the dissertations to be included in the study. Among these criteria, there were inclusion
in database of Council of Higher Education Thesis Center, full text allowing, 31 December 2018 as
deadline for searching, education management as field of theses, paying attention to titles and
education as subject area in theses and searching keywords concerning organizational trust in Turkish
and English [trust (gliven) and organizational trust (6rgutsel gliven)].

Data Analysis

In this study, categorical analysis technique which is one of the content analysis methods was used.
Searches were made according to keywords, title, field of educational sciences, accessibility and
education and training criteria. The analyses were based on the information stated by the authors in the
dissertations and the collected data were completed by means of Microsoft Excel program. In the
information given according to some criteria, the difference between the total number of the
dissertations and the variables such as sampling regions, education level, sample determination and
analysis methods arises from the use of multiple sampling regions, educational level, sampling
determination and analysis methods in some dissertations. In addition to this, attention was paid to
data collection and analysis processes for validity and reliability, a form was used to prevent data loss,
information in the form and information in the table were confirmed, and an independent encoder was
used for each data and consistency between the encoders were found to be 92.00 % (Miles &
Huberman, 1994), [Reliability = Number of Agreements / (Total Number of Agreements +
Disagreements)]. The “k” numbers in the table were in some cases not ordered; because in some cases
ranking was made according to year ranges (publication year), in some cases according to Turkey
Statistical Institute (TUIK) Statistical Region Unit Classification Level 1 rankings (sample areas) and in
some cases to the stage (implementation of the training stage).
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Results

The findings of the sub-objectives identified in the study are presented in Table 1.

Table 1.
Findings Related to Organizational Trust Theses.
Variables Categories k
1. Publication years 2006-2008 3
2009-2011 17
2012-2014 21
2015-2018 26
2. University types Public 52
Private 15
3. Sampling regions istanbul 14
West Marmara 3
Aegean 8
East Marmara 10
West Anatolia 8
Mediterranean 3
Middle Anatolia 3
West Black Sea 4
East Black Sea 2
Northeast Anatolia -
Middle East Anatolia 5
Southeastern Anatolia 4
Mixed 2
iran 1
Unspecified 1
4. Publication types Master’s thesis 57
PhD dissertations 10
5. Applied education level Pre-School 2
Primary school 47
Secondary school 25
Higher education 3
6. Research methods Correlational survey 41
Survey model 22
No information 2
Causal comparison 1
Qualitative (Unspecified model) 1
7. Data collection tools Survey 66
Interview 1
8. Sampling methods Teacher (k)  Administrator (k) Academician (k)
Simple random 24 - 2
Stratified 10 - -
No information 9 - -
Total population 7 - -
Cluster 6 - -
Easily accessible 6 1
Purposive 1 2 -
9. Analysis methods Descriptive statistics (frequency, percentage) 61
t-test 50
ANOVA 42
Correlation 35
Non-Parametric tests 24
Regression 21
Path analysis 7
Descriptive analysis 1
Total 241
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When Table 1 is examined, it is seen that there were 3 dissertations between 2006-2008, 17
dissertations between 2009-2011, 21 dissertations between 2012-2014 and 26 between 2015 and 2018.
The subject was addressed in a fairly limited number of theses between 2006-2008 because those were
the years where organizational trust started to gain importance. Most of the studies about
organizational trust were conducted in public universities (k= 52), while in private universities, these
were studied in a smaller number (k= 15) than public universities. Statistical Region Unit Classification
Level 1 of TUIK was taken into consideration in the classification of sample regions of organizational
trust. When the distribution of theses according to sample regions is examined, it is seen that Istanbul
(k= 14), Eastern Marmara (k = 10), Aegean (k = 8) and Western Anatolia (k = 8) regions were frequently
determined as samples. No dissertations have been made in the Northeast Anatolia region, however
there was a study which took Turkey and iran as sample. Organizational trust was mostly included in
Master’s theses (k = 57), however, it was the subject of study in doctorate dissertations (k = 10) even
though it is limited. Studies on organizational trust were frequently conducted in primary schools (k =
47) and then, in secondary schools (k = 25). However, in preschool (k = 2) and higher education (k = 3),
the frequency of studying the subject is quite low. Dissertations on organizational trust were mostly
conducted with relational screening model (k = 41) and then with general screening model (k = 22).
However, the number of theses based on qualitative research methods is only one. Nearly all of the
studies on organizational trust had survey as data collection tool (k = 66), and interview technique was
used only in the thesis which was made with a qualitative research method (k = 1). Samples in the
dissertations on organizational trust were mostly determined by simple random methods (k = 24),
followed by stratified (k = 10) sampling methods. In some studies, lack of information about sampling
method (k = 9) is a striking finding. However, as a sample, data were collected from teachers in almost
all of the studies (k = 63). In the dissertations, mostly descriptive statistics (frequency, percentage, etc.)
(k = 61), t-test (k = 50), ANOVA (k = 42), correlation (k = 35) parametric (k = 24), regression (k = 21), Path
(k = 7) and descriptive analysis (k = 1) were used as analysis methods.

Discussion, Conclusion & Implementation

To summarize the results of this study, it is seen that the subject which has an important place in
educational administration is examined with similar scientific research methods and techniques. When
the dissertations were examined, it is seen that limited studies were done between 2006 and 2008,
most of them were frequently conducted in public universities, the samples of the studies were istanbul,
East Marmara, Aegean and West Anatolian regions. It is also seen that most of them were master
theses, and held in primary schools. It is determined that, in these studies, correlational survey model
was frequently used. Questionnaires were used as data collection tool nearly in all studies, and simple
random sampling methods were preferred and descriptive statistics such as t-test and ANOVA were
frequently used as analysis methods.

The first finding of the study was the examination of the dissertations by years. Although the issue of
organizational trust has been subject to a limited number of dissertations between 2006 and 2008, it
has often been subject to dissertations between 2015-2018. The limitation in the early years stems from
the fact that organizational trust has found a new place in the field of education. In fact, Yilmaz (2006)
and Polat (2007) gave recognition to the issue of trust with the scales they used in their doctorate
dissertations and the subject was frequently included in most of the studies in the following years. In
addition, in the studies conducted by Kosar, Er, Kiling and Kosar (2017) and Kosar (2018), teacher
leadership and organizational citizenship behavior, which is one of the dimensions of organizational
behavior such as organizational trust, were also frequently studied in the literature in recent years. In
the study of Kosar, Er, Kiling and Kosar (2017) on teacher leadership, it was stated that the this concept
has started to be studied in the beginning of 2000s and then, in recent years, it has mostly been studied.
Similarly, in her study on organizational citizenship, Kosar (2018) stated that the subject did not find
place in studies between 2000 and 2004 whereas it started to be studied after 2005. In addition, Sezgin
and S6nmez (2018) found that organizational culture and climate studies were investigated by content
analysis. Similarly, it was found that it was frequently studied since the early 2000s.
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The second finding of the study was on the examination of the dissertations in terms of university
types. The issue of organizational trust was often studied in public universities. This finding matches
with the findings of Gokmen, Uysal, Yasar, Kirksekiz, GUvendi and Horzum (2017) about distance
education, Kosar (2018) on organizational citizenship behavior, and Uziimcii (2016) on qualitative
research dissertations. In these studies, it is seen that studies with distance education, organizational
citizenship and qualitative research methods are also studied in state universities.

The third finding of the study concerned the examination of the dissertations according to sampling
regions. Istanbul, Eastern Marmara, Aegean and Western Anatolia regions seemed to be the sample of
organizational trust. The reason why these regions were mostly chosen as sample in the dissertations is
that they include big cities of Turkey and have more universities than other regions. A similar result was
found in the studies conducted by Sezgin and Sénmez (2018) and Kosar (2018).

The fourth finding of the study dealed with the examination of the dissertations according to
publication types. Organizational trust was frequently studied in Master’s theses. Similar results were
obtained in the studies of Yildiz (2004), Uziimcii (2016), Gékmen et al. (2017), Kosar et al. (2017), Kosar
(2018) and Sezgin and Sénmez (2018).

The fifth finding of the study was about the examination of the dissertations according to education
level. It is seen that most of the dissertations were conducted in primary and secondary schools and this
finding is consistent with past research (Kosar et al., 2017; Kosar, 2018; Sezgin & Sénmez, 2018).

The sixth finding of the study was on the examination of the dissertations according to research
methods. It is seen that most of the dissertations were conducted in quantitative research methods in
relational and general screening models and only one study used qualitative research methods. In terms
of quantitative and qualitative research methods, these findings coincide with the findings obtained by
Yildiz (2004), Karadag (2010), Erdem (2011), Sert, Kurtoglu, Akinci and Seferoglu (2012), Degirmenci and
Dogru (2017), Kosar et al. (2017), Kosar (2018), Sezgin and Sénmez (2018), Gul and Maksudiinov (2019).

The seventh finding of the study was regarding the examination of the dissertations according to
data collection tools. Almost all of the dissertations used questionnaires and only one study used
interview technique. These findings coincide with previous research (Balci & Apaydin, 2009; Bas &
Ozturan-Sagirl, 2017; Ciltas, Giiler & Sdzbilir, 2012; Degirmenci & Dogru, 2017; Gékmen et al., 2017; Gl
& Makslidiinov, 2019; Kosar et al., 2017; Kosar, 2018; Sert et al., 2012; Sezgin & S6nmez, 2018; Yildiz,
2016).

The eighth finding of the study was related to the examination of the dissertations according to
sampling methods. In more than half of the dissertations, simple random and stratified sampling
technique were used. This finding coincides with the findings of Kosar et al. (2017), Sezgin and S6nmez
(2018), Kosar (2018), but it does not coincide with those of Gékmen et al. (2017), Gil and Maksudinov
(2019). In other words, while simple random and stratified sampling method were frequently used in
theses on organizational trust, it was less used in studies that do not match this finding. However,
sampling method was not mentioned in many studies, in this case it is similar to other studies (Gul &
Maksudinov, 2019; Gokmen et al., 2017, Kosar et al., 2017; Kosar, 2018; Sezgin & Sonmez, 2018).

The ninth and final finding of the study was about the examination of the dissertations according to
analysis methods. Descriptive statistics (frequency, percentage), t-test, ANOVA, correlation, non-
parametric analyses and regression were frequently used in most of the dissertations and descriptive
analysis was used in one study due to the limited number of qualitative research methods used in one
study. In this study, findings on descriptive statistics (frequency, percentage), t-test, ANOVA, correlation,
non-parametric and regression were similar to the results of Gokmen et al. (2017), Balci and Apaydin
(2009), Erdem (2011), Sert and (2012), Bas and Ozturan-Sagirli (2017), Kosar et al. (2017), Giil and
Maksudinov (2019).
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The aim of this research is to analyze dissertations on organizational trust conducted from 2000 to
2018 in Turkey comprehensively and from a holistic point of view and reveal similarities and differences
between these studies. By this way, with the findings of the present research, it will be possible to
contribute to the planning and shaping of the studies of the researchers that are studying or will study in
the future on organizational trust.

According to the findings of the present study, for the studies on organizational trust, it is possible to
offer that studies should vary their sampling regions, more doctorate dissertations should be done on
the related subject, school levels where data are obtained and participants should be varied, research
methods, models, data collection tools and analysis should also be varied. For example, in some sample
areas, no or limited number of applications were done, likewise limited studies at some school levels,
the fact that the positivist character in research methods and techniques were still dominant, and the
limited use in advanced statistics prove that these recommendations should be justified and prioritized.
Similarly, qualitative research methods are also important in terms of using organizational research to
investigate organizational trust and collecting in-depth data. Because, the use of qualitative research
patterns such as phenomenology, ethnography and action research as well as obtaining in-depth data by
techniques such as interview, observation and vignette is seen very important.
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Turkish Version

Girig

Kisilerarasi iliskilerde 6nemli unsurlardan biri olan glven kavrami, ikibinli yillarin sonlarina dogru
yapilan calismalarda kendisine siklikla yer bulmustur (Lewicki, McAllister & Bies, 1998). Her ne kadar
yapilan g¢alismalarda, orgutlerin farkh boyutlarindaki giiven ortami belirlenmeye ve given temelli iligkiler
arastirilmaya c¢alisilsa da given kavraminin tanimlanmasinda fikir birligi bulunmamaktadir (Kalayci,
2007). Gliven kavraminin tanimlanmasindaki bu gugligiin nedeni, kavramin farkli anlamlarda
kullanilmasidir (Fukuyama, 1998). Bu nedenle yapilan c¢alismalarda givenin kapsami ve boyutlari
arasinda farkhhklar bulunmakta ve farkli disiplinler kendi bakis agilarindan giuven kavramini agiklamaya
cahsmislardir (Arli, 2011; Tschannen-Moran & Hoy, 2000).

Guven kavrami, insanlar arasi iliskilere yon verirken ayni zamanda iliskilerin merkezinde yer
almaktadir. Yani gliven, calisanlarin ve orgitlerin amaclari arasinda baglanti kurmakta, azami diizeyde
verim elde edebilmek icin calisanlar arasinda; baglilk olusturmakta, isbirligini artirmakta ve saghkh bir
iletisim kurabilmelerini saglamaktadir (Arli, 2011). Asagida giliven, orgiitsel glven, orgiitsel glivenin
etkilendigi kavramlara ve orgutler icin dnemine yer verilmistir.

Giiven ve Orgiitsel Giiven

Gliven, Fukuyama (1998) tarafindan “Uyelerinin ortaklasa paylastigi normlara dayal, dizenli, dirist
ve isbirligi icinde yasayan bir toplumda ortaya c¢ikan beklentiler” olarak ifade edilmektedir. Bununla
birlikte giiven, bireyin diger kisiler karsisinda emniyetli olma (Lewicki et al., 1998) ve kisilerin sdylem ve
eylemlerine karsi baglanma durumu olarak tanimlanmaktadir (Kosar, 2015; Mcknight, Cummings &
Chervany, 1998). Buradan hareketle, gtiven temelli bir iliskinin olusabilmesi icin karsilikh iki tarafin tutum
ve davranislarinin bagimhhk ve fayda kosullari igerisinde olmasi gerektigi goriilmektedir (Hosmer, 1995).
Ayrica gliven tanimlarinin, kisinin olaylarin istenilen sekilde sonlanacagina dair iyimser bir beklenti iginde
olmasi, savunmasizlik, risk ve belirsizlik kavramlarini kapsamasi gibi bazi ortak o©zellikler icerdigi
gorulmektedir (Arh, 2011).

Glven, hem bireysel hem de orgitsel diizeyde olusmaktadir. Bireysel giiven, bireysel davranis ve
iliskilere dayanirken, orgitsel gliven 6rgitsel davranis ve iliskilere dayanmaktadir (Doney & Cannon,
1997). Orgiitsel giiven kavrami incelendiginde, érgiitsel giivenin cesitli tanimlari olmasina ragmen tiim
tanimlamalarda ortak anahtar kelimeler arasinda inang ve géniilliliik yer almaktadir. Orgiitsel giiven
calisanlarin, yoneticilerin ve diger ¢alisanlarin iyi niyetine ve samimiyetine olan inanci ifade eden énemli
bir kavramdir (Cokluk-Bokeoglu & Yilmaz, 2008). Orgiitsel giiven, o6rgiit icindeki iliskilerde ve
etkilesimlerdeki kiltlire ve iletisime dayall olarak diger insanlari, gruplarin veya orgiitlerin yetenekli,
acik, dirust, ilgili, inanilir oldugu inancina sahip olma ve temel amaglardan, normlardan ve degerlerden
haberdar olma istekliligidir (Mishra, 1996).

Sonug olarak, orgit Gyeleri arasinda etkili bir iletisim ve saglikh bir ¢alisma ortaminin bulunmasi,
yoneticilerin verdikleri sozleri yerine getirmede hassas davranmasi, 6dillendirme, terfi, performans,
degerlendirme gibi temel insan kaynaklari politika ve sireglerin adil islemesi, yetki devri ve kararlara
katilim sisteminin olusturulmasi, etik ilke ve degerlere 6nem verilmesi 6rgitte giivene dayal bir iklimin
varligina isaret etmektedir (Arl, 2011).

Orgiitsel Giivenin Etkilendigi Kavramlar

Orgiitsel giiven, oldukca karmasik bir kavram olarak bircok boyuttan olusan dinamik bir &zellige
sahiptir. Buna gore, kisilerarasi ve grup davranislari arasindaki glvenin bircok unsurdan etkilendigi
soylenebilir (Arli, 2011). Yapilan ¢alismalarda, orgitlerde glvenilir bir ortam olmasi ve given temelli
iliskilerin yerlesebilmesi igin orglitsel givenin bazi kavramlardan etkilendigi belirtilmektedir. Bu
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kavramlar (i) yardimseverlik, (i) glvenirlik, (iii) yeterlik, (iv) dirlstlik ve dogruluk, (v) agikhk, (vi)
tutarlilik, (vii) sadakat, (viii) riske karsi savunmasizlik olarak belirtiimektedir (Arli, 2011; Clark & Payne,
2006; Goddard, Tschannen-Moran & Hoy, 2001; Hosmer, 1995; Memduhoglu & Zengin, 2009).

Yardimseverlik, karsidaki kisinin mutluluguyla ictenlikle ilgilenmek olarak ifade edilmektedir (Polat,
2007). Guvenirlik, sosyal iliskilerde o6zelligi degismeyen ve devamli davranislarin olmasi olarak ifade
edilmektedir (Goddard et al., 2001). Yeterlik, kisilerin sosyal, teknik, mesleki bilgi, becerileri ve
yeteneklerini 6ne ¢ikarmak igin kullanilmaktadir (Kochanek, 2005). Durustliik ve dogruluk, insanlarin
kisiligi geregi dogrulari saptirmamasi (Tschannen-Moran & Hoy, 2000) ve verilen s6zleri yerine getirmesi
kisinin karakteri ile ilgilidir ve duristlikle ayni anlama gelmektedir (Deluga, 1994). Aciklik, var olan
bilginin agik, seffaf ve dirlst bir sekilde saptirma, carpitma ve gizleme olmaksizin paylagiimasidir
(Robbins & DeCenzo, 2000). Tutarlilik, orglt icerisinde beklentilere yonelik davranma anlamina
gelmektedir (Deluga, 1994). Sadakat, 6rglt ve 6rgit icerisinde calisanlari koruma, kollama, destekleme,
zararina galismama ve orgite karsi aidiyet duyma durumunu ifade etmektedir (Clark & Payne, 2006).
Riske karsi savunmasizlik ise, 6rgit icerisinde birbirlerine glivenen kisiler baska birinden gelecek ihanetin
ve zararin farkindadir ve digerinin uygun hareket etmesi ile ilgili belirsizlik bir risk kaynagidir. Ancak risk
alma davranisinda bulunmak giiveni olusturmak igin bir firsat yaratabilmektedir (Arli, 2011). S6z konusu
bu kavramlarin anlamlari ve igerikleri incelendiginde, hem ayri hem de birlikte giiven temelli bir ortamin
olusmasinda etkili olduklari gérilmektedir.

Orgiitsel Giivenin Onemi

Alanyazin incelendiginde, 6rgiit icindeki bireyler arasindaki glven iliskilerinin; orgitteki isbirligini ve
dayanismayi, calisanlarin performansini, orgitiin etkililigini ve verimliligini olumlu yonde etkiledigini
gostermektedir (McKnight et al., 1998). Bunlara ek olarak, gliven duygusunun hakim oldugu orgutlerin
genel ozellikleri arasinda, acik ve katilimci bir ortamin olmasi, sorumluluklarin gahsanlar tarafindan
paylasilmasi, ortak bir kaltirin hakim olmasi, grup calismasina yatkinhk, yiksek is doyumuna sahip
¢alisanlar olmasi, kararlara yiiksek diizeyde katilimin olmasi, ¢alisanlar arasinda siirtismelerin azalmasi,
motivasyonun artmasi, ¢alisanlarin isten ayrilma niyetlerinin, oranlarinin ve devamsizliklarinin azalmasi,
yaraticiigin egemen olmasi sayilabilmektedir (Arli, 2011; Asunakutlu, 2007; Blylikdere & Solmus, 2006).
Yapilan arastirmalarda gliven duygusunun hakim oldugu orgiitlerin aksine, glivenin olmadigi ortamlarda
ise isbirliginin sinirli oldugu, insan iliskilerinin zayifladigi, c¢alisanlarin 6rglite ve birbirlerine karsi
yabancilastiklari, calisanlarin enerjilerini 6grenmeye, gelismeye ve performansa harcamak yerine
kendilerini korumak igin kullandiklari, bilginin paylasiimasindan kaginildigi ortaya konulmustur
(Buylikdere & Solmus, 2006; Tschannen-Moran, 2001). Glven duygusunun olmadigi o6rgitlerde
¢alisanlar birbirini suglamakta, savunma mekanizmalari kullanmakta, sorumluluk almaktan ¢ekinmekte,
siipheci ve kiskang davranislar sergilemekte, dedikodu yapmakta, 6rgitin hedeflerini benimsememekte
ve uygun olmayan davranislar sergilemektedirler (Arl, 2011; Asunakutlu, 2007; Biyikdere & Solmus,
2006; Tschannen-Moran, 2001). Yukarida verilen bilgiler 1siginda, saglikh ve surdirulebilir 6rgitsel
iliskilerin olusturulmasi icin yiiksek érgiitsel giiven diizeyinin biiyiik dnem tasidigi séylenebilir. Orgiitsel
yasamda giiven diizeyinin ylksekligi belirsizligi azaltmakta ve uzun dénemli planlar yapilmasina olanak
saglamaktadir. Orgiitsel giiven 6rgiitlerin degisime uyum saglayarak varliklarini devam ettirebilmelerinde
hem bireysel hem de orgltsel basarinin artmasinda rol oynamaktadir. Ayrica okullarda basariyi
yakalayabilmenin, 6gretmenler ve yoneticiler arasinda saglikh iliski kurulabilmenin ve egitim agisindan
daha iyi bir ortam olusturmanin, okulda gliven ortaminin saglanmasi ile miimkin olabilecegi séylenebilir
(Arli, 2011). Canki okullardaki gliven temeline dayali iliskiler, isbirligini saglamayi kolaylastirmakta, okul
kiltlrlerinin acik hale gelmesini saglamakta, orglitsel bagliigi gelistirmekte, okulun akademik
basarisinda ve kalitesinde artisa neden olmaktadir (Arli, 2011; Goddard et al., 2001; Hoffman, Saho, Bliss
& Hoy, 1994; Hoy & Tschannen-Moran, 2003; Kosar & Yalginkaya, 2013; Tschannen-Moran, 2001).
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Amag

Bu arastirmanin temel amaci, Tirkiye’de 2000-2018 yillari arasinda Orglitsel gliven konusunda
yapilan tez ¢alismalarinin kapsamli ve butlincul bir sekilde ele alinmasi ve 6rgutsel gliven konusunda
yapilmis olan g¢alismalarin benzer ve farkl yanlarinin ortaya konmasidir. Bu temel amag dogrultusunda
“orglitsel gliven konusunda yapilan tezlerin; (i) yayin yillarina, (ii) Universite tirlerine, (iii) 6rneklem
bolgelerine, (iv) yayin tiirlerine, (v) uygulandigi egitim kademesine, (vi) arastirma yéntemlerine, (vii) veri
toplama araglarina, (viii) 6rneklem belirleme yontemlerine ve (ix) analiz yontemlerine gore dagilimlari
nasildir?” alt problemlerine iliskin sorulara yanit aranmustir.

Yontem
Arastirmanin Modeli

Bu ¢alismada, betimsel tarama modeli ve igerik analizi tlrlerinden betimsel igerik analizi yontemi
kullanilmistir (Dinger, 2018; Tavsancil & Aslan, 2001). icerik analizleri, alanyazinda bir alanda arastirilan
bilginin yayginlastiriimasinda ve gelecek arastirmalarin diizenlenmesinde 6nemli bir yere sahip olan
arastirma sentezleridir. igerik analizleri, kendi icerisinde, en genel anlamda meta-analiz, meta-sentez ve
betimsel icerik analizi olarak lige ayrilabilmektedir. Bu tlrlerden betimsel icerik analizi; belirli bir konu
Uzerinde yapilan galismalarin ele alinip egilimlerinin ve arastirma sonuglarinin tanimlayici bir boyutta
degerlendirilmesini iceren sistematik ¢alismalardir. Yani bagimsiz olarak yapilan ve birbirinden bagimsiz
olan nicel veya nitel arastirmalar incelenmekte, dizenlenmekte ve s6z konusu arastirma konusuna
yonelik olarak genel egilimler tespit edilmektedir. Bu sayede, ilgili konuda calisma yapmak isteyen
arastirmacilara genel bir cergeve sunulmakta ve egilimler gosterilmektedir (Calik & Sozbilir, 2014).

Veri Kaynagi

Bu calismanin veri kaynag YOK Ulusal Tez Merkezi veri tabaninda yer alan ve 2000-2018 yillari
arasinda yapilan orgiitsel gliven konusuyla ilgili tezler olusturmaktadir. Bu ¢alismada, yeterli biytklikte
ornekleme ulasabilmek ve giincel yayinlari analiz edebilmek i¢in amagh 6rnekleme yéntemlerinden 6lgit
ornekleme yontemi kullanilmistir (Blylikoztirk, Kilig-Cakmak, Akgilin, Karadeniz & Demirel, 2012;
Yildinm & Simsek, 2016). Calismaya dahil edilen tezlerde anahtar kelimeler, baslik, egitim bilimleri alani,
erisime aclk olma ve egitim ve 6gretim konu kriterlerine dikkat edilmis ve kriterlere uyan tezler
¢alismanin 6rneklemine alinmistir. Bu arama 6l¢ltlerine uyan tezlerin igerikleri teker teker incelenmis ve
her ne kadar arama olcitlerine uysa da ¢alismanin amacina hizmet etmeyen dokuz tez 6rnekleme dahil
edilmemistir. Belirlenen bu oOlgltlerden ve tezlerin igeriklerinin incelenmesinden sonra arastirmanin
orneklemini, Turkiye’de yapilan ve erisime acik olup herhangi bir kisitlamasi olmayan toplam 67
lisansiistU tez olusturmaktadir.

Veri Toplama Araci ve Verilerin Toplanmasi

Bu calisma kapsaminda orgltsel gliven konusunda yapilan tezleri incelemek igin bir form
hazirlanmistir. S6z konusu bu formda alt amaglara cevap vermek icin gerekli olan bilgilere yer verilmistir.
Calismada yer alacak olan tezlere iliskin olarak bazi kriterler belirlenmistir. Bu kriterler arasinda,
calismalarin YOK Ulusal Tez Merkezi veri tabaninda yer almasi, tam metne izin verilmis olmasi, arama
yapmak icin son tarihin 31 Aralik 2018 olarak belirlenmesi, tezlerin egitim yonetimi alaninda yapilmis
olmasi, tezlerde basliga ve egitim 6gretim konu alanina dikkat edilmesi, orgiitsel gliven konusuna ait
belirlenen anahtar kelimelerin Tiirkce ve ingilizce olarak taranmasi [giiven (trust) ve orgiitsel giiven
(organizational trust)] yer almaktadir.

Verilerin Analizi

Bu ¢alismada igerik analizi tiirlerinden kategorik ¢6ziimleme teknigi kullaniimistir. Analizler, anahtar
kelimelere, basliga, egitim bilimleri alanina, erisime acik olma ve egitim ve 6gretim konu kriterlerine gore
yapilmistir. Yapilan ¢6ziimleme ve analizlerde yazarlarin tezlerde belirttikleri bilgiler esas alinmis ve
toplanan veriler Microsoft Excel programi araciligiyla tamamlanmis, tablo haline getirilmistir. Bazi
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kriterlere gore, verilen bilgilerde toplam tez sayisi ile 6rneklem bolgeleri, uygulandigi egitim kademesi,
orneklem belirleme ve analiz yéntemleri gibi degiskenler arasindaki toplamlardaki farklilik; bazi tezlerde
birden fazla o©rneklem bdlgeleri, uygulandigi egitim kademesi, 6rneklem belirleme ve analiz
yontemlerinden faydalaniimasindan kaynaklanmaktadir. Bunlarin yaninda gegerlik ve guvenirlik igin veri
toplanmasi ve analiz sireglerinin ayrintili olarak anlatiimasina dikkat edilmis, veri kaybini 6nlemek
amaciyla bir form kullanilmis, formda yer alan bilgilerle tabloda yer alan bilgiler teyit edilmis, her bir veri
icin bagimsiz bir kodlayicidan faydalaniimis ve kodlayicilar arasi tutarlik (Miles & Huberman, 1994),
Guvenirlik = Gorus Birligi Sayisi / (Toplam Gorus Birligi + Toplam Gorls Ayrihgi Sayisi) %92.00 olarak
bulunmustur. Tablodaki “k” sayilari bazi durumlarda blyuUkten kiglige siralanmamistir; ¢linki bazi
durumlarda yil araliklarina (yayim yillari), bazi durumlarda Tiirkiye istatistik Kurumu (TUIK) istatistiki
Bolge Birimleri Siniflamasi Diizey 1’in (IBBS) siralamasina (6rneklem bélgeleri) ve bazi durumlarda ise
kademelere (uygulandigi egitim kademesi) gore siralama yapilmistir.

Bulgular

Calismada belirlenen alt amaglara iliskin elde edilen bulgular Tablo 1’de sunulmustur. Tablo 1
incelendiginde, o6rgltsel gliven konusunda 2006-2008 yillari arasinda Gg, 2009-2011 yillari arasinda 17,
2012-2014 yillari arasinda 21 ve 2015-2018 yillari arasinda ise 26 tez yapildigi gériilmektedir. Konunun
2006-2008 vyillari arasinda oldukga sinirli bir sayida tezde ele alinmasi, Turkiye’de orguitsel gliven
konusunun &nem kazanmaya basladigi ilk yillar olmasindan kaynaklanmaktadir. Orgiitsel giiven
konusunda yapilan tezlerin buylk bir ¢ogunlugunun kamu universitelerinde (k = 52) yapildigi, ozel
Universitelerde ise kamu Universitelerine nazaran daha az sayida (k = 15) tez konusu olarak calsildig
gorilmektedir. Orgiitsel gliven konusunun drneklem bélgelerinin siniflandiriimasinda TUIK’in iBBS Diizey
1’i dikkate alinmistir. Yapilan tezlerin 6rneklem bolgelerine gére dagilimi incelendiginde istanbul (k = 14),
Dogu Marmara (k = 10), Ege (k = 8) ve Bati Anadolu (k = 8) bolgelerinin siklikla 6rneklem olarak
belirlendigi gorilmektedir. Kuzeydogu Anadolu bdlgesinde ise higbir tez yapilmadigi gorilmektedir,
bununla birlikte drneklem bélgesi olarak Tiirkiye ve iran olan bir tezde érneklemde yer almaktadir.
Orgiitsel giiven konusunda yapilan tezlerin cogunlukla yiiksek lisans tezlerinde (k = 57) ¢alisma konusu
olarak yer buldugu, bununla birlikte doktora tezlerinde de (k = 10) orgitsel giiven konusunun sinirli da
olsa calisma konusu olarak yer aldigi gériilmektedir. Orgiitsel giiven konusunda yapilan tezlerin siklikla
ilkégretim kurumlarinda (k = 47), ardindan ortaégretim kurumlarinda (k = 25) calisildig1 gorilmektedir.
Ancak okuloncesi (k = 2) ve yiksekogretim (k = 3) kademelerinde s6z konusu konunun tez olarak
calisiima sikligi oldukea distiktiir. Orgiitsel giliven konusunda yapilan tezlerin ¢ogunlukla iliskisel tarama
modeliyle (k = 41), daha sonrasinda genel tarama modeliyle (k = 22) gerceklestirildigi gorilmektedir.
Bununla birlikte nitel arastirma yontemlerine dayal olarak yapilan tezlerin sayisi ise sadece bir tanedir.
Orgiitsel giiven konusunda yapilan tezlerin neredeyse tamamina yakininda anketin veri toplama araci
olarak kullanildigi (k = 66), sadece bir nitel arastirma yontemiyle yapilmis olan tezde gérisme
tekniginden vyararlanildigi gérilmektedir (k = 1). Orgiitsel giiven konusunda yapilan tezlerdeki
orneklemlerin ¢ogunlukla basit seckisiz yontemlerle (k = 24) belirlendigi, ardindan tabakali (k = 10)
ornekleme yontemleriyle orneklemin belirlendigi goriilmektedir. Bazi ¢alismalarda ise 6rnekleme
yontemine iliskin bilgi olmamasi (k = 9) dikkat gekici bir bulgudur. Bununla birlikte 6érneklem olarak da
neredeyse calismalarin tamaminda dgretmenler (izerinde veriler toplanmistir (k = 63). Orgiitsel giiven
konusunda yapilan tezlerde analiz yontemi olarak ¢ogunlukla betimsel istatistiklerin (frekans, ylzde vb.)
(k = 61), sonrasinda t-testi (k = 50), ANOVA (k = 42), korelasyon (k = 35), non-parametrik (k =24),
regresyon (k = 21), Path (k = 7) ve betimsel analizin (k = 1) analiz yontemi olarak kullanildig
goriilmektedir.

Tartisma, Sonug ve Oneriler

Orgiitsel giiven konulu tezlere iliskin yapilan bu calismanin sonuglarini ézetlemek gerekirse, egitim
yonetimi alaninda 6nemli bir yeri olan konunun benzer bilimsel arastirma yontem ve teknikleriyle
incelendigi ve tezlerde arastirma konusu olarak gergeklestirildigi gériilmektedir.
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Tablo 1.

Orgiitsel Giiven Konulu Tezlere iliskin Bulgular.

Degiskenler Kategoriler k
2006-2008 3

1. Yayin yillar 2009-2011 17
2012-2014 21

2015-2018 26

- e . Kamu 52

2. Universite tdrleri Azel 15
istanbul 14

Bati Marmara 3

Ege 8

Dogu Marmara 10

Bati Anadolu 8

Akdeniz 3

Orta Anadolu 3

3. Orneklem bdlgeleri Bati Karadeniz 4
Dogu Karadeniz 2

Kuzeydogu Anadolu -

Ortadogu Anadolu 5

Giineydogu Anadolu 4

Karma 2

iran 1

Belirtilmemis 1

4. Yayin tirleri Yiiksek lisans tezi 57
Doktora tezi 10

Okuldncesi 2

.. . Ilkogretim a7

5. Uygulandigi egitim kademesi Ortadgretim 25
Yiksekogretim 3

iliskisel tarama 41

Genel tarama 22

6. Arastirma yontemleri Bilgi yok 2
Nedensel karsilastirma 1

Nitel (Deseni Belirtiimemis) 1

. Anket 66

7. Veri toplama araglari Goriisme 1
Ogretmen (k) Yonetici (k) Akademisyen (k)

Basit seckisiz 24 - 2

Tabakal 10 - -

8. Orneklem belirleme yéntemleri Bilgi y.ok S i i
Evrenin tamami 7 - -

Kime 6 - -

Kolay ulasilabilir 6 - 1

Amagh 1 2 -

Betimsel istatistik (frekans, ylizde) 61

t-testi 50

ANOVA 42

Korelasyon 35

9. Analiz yontemleri Non-Parametrik testler 24
Regresyon 21

Path analizi 7

Betimsel analiz 1

Toplam 241
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Orgiitsel giiven konusunda yapilan tezlere genel olarak bakildiginda; 2006-2008 yillari arasinda sinirli
sayida tez yapildigi, siklikla kamu Gniversitelerinde calisildigi, istanbul, Dogu Marmara, Ege ve Bati
Anadolu bodlgelerinin 6rneklem olarak segildigi, cogunlugunun yiiksek lisans tezi oldugu, tezlerin
ilkogretim kurumlarinda siklikla ¢ahsildigi, iliskisel tarama modelinin siklikla kullanildigi, neredeyse
tezlerin tamaminda anketin veri toplama araci olarak kullanildigi, basit seckisiz 6rnekleme yontemlerinin
siklikla tercih edildigi ve analiz yontemi olarak betimsel istatistiklerin, t-testi ve ANOVA’nin siklikla
kullanildigi tespit edilmistir. Calismanin ilk alt problemi, 6rgitsel giiven konusunda yapilan tezlerin yillara
gore incelenmesidir. Orgiitsel giiven konusu, 2006-2008 yillari arasinda sinirli sayida teze konu olmasina
ragmen 2015-2018 yillari arasinda siklikla tezlere konu olmustur. ilk yillardaki sinirhlik érgiitsel giiven
konusunun egitim alaninda kendine yeni yer bulmasindan kaynaklanmaktadir. Hatta Yilmaz (2006) ve
Polat (2007) yaptiklari doktora tezlerinde kullandiklari 6lgeklerle gliven konusuna taninirhk kazandirmig
ve bundan sonraki yillarda bu konu siklikla ¢alisiimistir. Ayrica Kosar, Er, Kiling ve Kosar (2017) ile Kosar
(2018) tarafindan yapilan galismalarda da orglitsel giiven gibi orglitsel davranisin boyutlarindan olan
o6gretmen liderligi ve orgitsel vatandashk davranisi da son yillarla alan yazinda siklikla ¢alisilan kavramlar
arasinda yer almaktadir. Kosar, Er, Kiling ve Kosar (2017) tarafindan 6gretmen liderligine iliskin yaptiklar
¢alismalarinda bu kavramin 2000’li yillarin basinda ¢alisiimaya baslandigi ve son yillarda ise sikhkla
calisildigi, yine benzer sekilde Kosar (2018) tarafindan 6rgitsel vatandaslik davranisi konusunda yaptigi
¢alismasinda 2000-2004 vyillari arasinda higbir tezde ele alinmadigi, 2005 yilindan sonra tezlerde yer
aldigr goriilmektedir. Ayrica Sezgin ve Sénmez (2018) tarafindan orgut kalturi ve iklimi konusunda
ylriatalen ve bulgularinin icerik analizi ile analiz edildigi calismada bu konunun 2000’li yillarin basindan
itibaren siklkla calisildigi bulgusu yer almaktadir.

Calismanin ikinci alt problemi, orgltsel giiven konusunda yapilan tezlerin Universite tirlerine
incelenmesidir. Orgiitsel giiven konusu siklikla kamu {iniversitelerinde ¢alisilmistir. Bu bulgu Gékmen,
Uysal, Yasar, Kirksekiz, Glivendi ve Horzum’un (2017) uzaktan egitim konusunda yaptiklari, Kosar’in
(2018) 6rgiitsel vatandashk davranisi konusunda yaptigi ve Uziimci’niin (2016) nitel arastirma
yontemine sahip tezler konusunda yaptigi ¢alismanin bulgulariyla ortlismektedir. Nitel arastirma
deseninde yiritilen uzaktan egitim ve oOrgitsel vatandashk konulu tezlerin devlet Universitelerinde
cahisildig1 gorilmektedir.

Calismanin Uglinct alt problemi, orgltsel gliven konusunda yapilan tezlerin érneklem bolgelerine
goére incelenmesidir. istanbul, Dogu Marmara, Ege ve Bati Anadolu bélgelerinde 6rgiitsel giiven
konusuna 6rneklem bolgesi oldugu gorilmektedir. Bu bélgelerin yogunluklu olarak tezlerde érneklem
olarak secilmesinde Tirkiye’deki biyiik illerin bu bolgelerde yer almasi ve lniversite sayilarinin fazla
olmasi gerekge olarak sunulabilir. Sezgin ve Sénmez (2018) ve Kosar'in (2018) yaptiklari gcalismalarda da
bu ¢alismadaki bulguya benzer bir sonug ortaya ¢ikmistir.

Calismanin doérdinci alt problemi, orgiltsel gliven konusunda yapilan tezlerin yiiksek lisans veya
doktora tezi olma durumuna gére incelenmesidir. Orgiitsel giiven konusu siklikla yiiksek lisans tezlerinde
calisilmistir. Yildiz’in (2004), Uziimci’niin (2016), Gékmen vd. (2017), Kosar vd. (2017), Kosar’in (2018) ve
Sezgin ve Sbnmez’in (2018) ¢alismalarindaki konularda da benzer sonuglara ulasilmistir.

Calismanin besinci alt problemi, orgitsel gliven konusunda yapilan tezlerin uygulandigi egitim
kademesine gére incelenmesidir. Orgiitsel giiven konusunda yapilan tezlerin biiyiik bir ¢ogunlugunun
ilkégretim ve ortadgretim kurumlarinda gergeklestirildigi gorilmekte ve bu bulgu diger arastirmalarin
bulgulariyla 6rtismektedir (Kosar et al., 2017; Kosar, 2018; Sezgin ve Sénmez, 2018).

Calismanin altinci alt problemi, orgiitsel gliven konusunda yapilan tezlerin arastirma yéntemlerine
gore incelenmesidir. Orgiitsel giiven konusunda yapilan tezlerin biyiik bir cogunlugunun nicel arastirma
yontemlerinden iliskisel ve genel tarama modellerinde yiritildiglu ve sadece bir galismada nitel
arastirma yontemlerinin kullanildigi gorilmektedir. Nicel ve nitel arastirma yontemleri agisindan bu
bulgular Yildiz'in (2004), Karadag’in (2010), Erdem’in (2011), Sert, Kurtoglu, Akinci ve Seferoglu’nun
(2012), Degirmenci ve Dogru’nun (2017), Kosar vd. (2017), Kosar’'in (2018), Sezgin ve S6nmez’in (2018),
Gul ve Maksudinov'un (2019) arastirma bulgulariyla 6rtiismektedir.
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Calismanin yedinci alt problemi, érgitsel gliven konusunda yapilan tezlerin veri toplama araglarina
gore incelenmesidir. Orgiitsel giiven konusunda yapilan tezlerin neredeyse tamaminda anketlerden
yararlanilmig, sadece bir calismada goriisme tekniginden faydalanilmistir. Bu bulgular alanyazinla da
drtiismektedir (Bala & Apaydin, 2009; Bas & Ozturan-Sagirl, 2017; Ciltas, Giler & Sézbilir, 2012;
Degirmenci & Dogru, 2017; Gékmen et al., 2017; Gil & Maksldinov, 2019; Kosar et al., 2017; Kosar,
2018; Sert et al., 2012; Sezgin & S6nmez, 2018; Yildiz, 2016).

Calismanin sekizinci alt problemi, 6érgitsel gliven konusunda yapilan tezlerin érnekleme belirleme
ydntemlerine gore incelenmesidir. Orgiitsel giiven konusunda yapilan tezlerin yaridan fazlasinda basit
seckisiz ve tabakali 6rnekleme tekniginden yararlaniimistir. Bu bulgu Kosar vd. (2017), Sezgin ve
Sénmez’in (2018), Kosar'in (2018) arastirma bulgulariyla ortusiirken, Gokmen vd. (2017), Erdem’in
(2011), Sert vd. (2012) ve Gul ve Maksldinov'un (2019) bulgulariyla 6rtismemektedir. Yani orgutsel
given konusunda vyapilan tezlerde basit seckisiz ve tabakali o6rnekleme yontemi siklkla
kullaniimaktayken, bu bulguyla ortiismeyen calismalarda ise daha az kullanilmaktadir. Bununla birlikte
bircok tezde oOrnekleme yontemi belirtiimemistir, bu durumda diger arastirmalarla benzerlik
gostermektedir (Gul & Maksidlnov, 2019; Gokmen et al., 2017, Kosar et al., 2017; Kosar, 2018; Sezgin &
Sénmez, 2018).

CGalismanin dokuzuncu ve son bulgusu 6rgitsel gliven konusunda yapilan tezlerin analiz yontemlerine
gore incelenmesidir. Orgiitsel giiven konusunda yapilan tezlerin biiyiik bir ¢ogunlugunda betimsel
istatistik (frekans, yilizde), t-testi, ANOVA, korelasyon, non-parametrik analizler ve regresyondan siklikla
yararlanilmis, Path analizi sinirli sayida, betimsel analiz ise sadece bir ¢calismada nitel arastirma yontemi
kullanilmasi nedeniyle bir ¢alismada kullanilmistir. Bu ¢alismadaki betimsel istatistik (frekans, yizde), t-
testi, ANOVA, korelasyon, non-parametrik ve regresyona iliskin bulgular Gokmen vd. (2017), Balci ve
Apaydin’in (2009), Erdem’in (2011), Sert vd. (2012), Bas ve Ozturan-Sagirl’nin (2017), Kosar vd. (2017),
Gl ve Maksudinov'un (2019) ¢alismalarindaki bulgularla 6rtiismektedir.

Bu ¢alismada, Turkiye’de 2000-2018 yillari arasinda orglitsel gliven konusunda yapilan lisansisti
tezlerin kapsamh ve butilincil bir sekilde ele alinmasi ve 6rgltsel giiven konusunda yapilmis olan
calismalarin benzer ve farkli yanlarinin ortaya konmasi amacglanmistir. Bu sayede mevcut arastirmanin
bulgulariyla, bundan sonraki asamalarda ve zamanlarda orgltsel gliven konusunda arastirma yapan veya
yapacak olan arastirmacilara c¢alismalarini planlamalarina ve bu arastirmadaki bulgulara goére
sekillendirmelerine katki saglanabilecektir. Mevcut calismanin bulgularina dayal olarak 6rgiitsel given
konusunda yapilacak galismalarin 6rneklem bolgelerinin gesitlendirilmesi, doktora tezlerinde s6z konusu
konuya daha fazla agirlik verilmesi, verilerin toplandigi okul kademelerinin ve katilimci tirlerinin
farklilastiriimasi, arastirma yontemlerinde, desenlerinde, verilerin toplandigi katilimcilarda, veri toplama
araclarinda ve verilerin analizinde c¢esitlemeye gidilmesi 6nerilebilecek oncelikli konular arasinda yer
almaktadir. Ornegin bazi 6rneklem bélgelerinde hi¢ veya sinirli sayida uygulama yapilmasi, benzer
sekilde bazi okul kademelerindeki sinirli g¢alismalar, arastirma yontem ve tekniklerindeki pozitivist
karakterin halen basat olmasi, ileri diizey istatistiklerinde sinirli diizeyde kullanilmasi bu onerilerin
hakhhgini ve 6nceliklendiriimesi gerektigini kanitlar niteliktedir. Benzer sekilde, s6z konusu Oneriler
arasinda nitel arastirma yontemlerinin de orgiitsel gliven konusunun arastiriimasinda kullanilmasi ve
derinlemesine veri toplanmasi agisindan da énem arz etmektedir. Clinki 6rgltsel givenin incelendigi
calismalarda fenomenoloji, etnografya ve eylem arastirmasi gibi nitel arastirma desenlerinin kullaniimasi
ayrica gorlisme, gozlem, vignette gibi veri toplama yontem ve teknikleriyle derinlemesine veriler elde
edilmesi olduk¢a 6nemli gorilmektedir.
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Introduction

Outdoor play provides the children with wider space and more materials compared to playing indoor
plays (cite in: Hirose, Koda, & Minami, 2011, pp. 652-680). Children can move more freely during
outdoor activities (Rivkin, 1997) and outdoor plays can support the development areas of children. In
fact, outdoor plays support the children’s physical developments by giving them the opportunity of
moving freely, their mental development by providing them with opportunities to do research and
explorations and their social developments by enabling them to interact and socialize with their peers
(Kendrick, Hernandez Reif, Hudson, Jeon, & Horton, 2012). Moreover, playing outside offers rich
opportunities for the children to discover their social environment; to have fun and gain experiences of
sensation with water, sand and mud; to find or create spaces specific to their plays and to collect objects
and develop hobbies (Clements, 2004). In this sense, outdoor plays support the children’s developments
while they also offer various play opportunities for them and play environments (McCans, 2004).

During the last 3040 years; however, several studies have been conducted showing that outdoor
plays have still been an important part of the childhood and the children have had chances to play
outdoors freely in the Scandinavian countries (Arlemalm-Hagsér & Sandberg, 2013; Sandseter, 2010,
2012). In contrast, in a lot of developed countries such as the United States, Canada, and some
European countries, the number of children playing outdoors and their participation to outdoor play is
in rapid decrease (Clements, 2004; Ginsburg, 2007; Play England, 2007). In short, the opportunities for
children to play outdoors have diminished significantly in many countries.

The studies carried out on this issue pointed that a great majority of children have very few
opportunities to go out and play outdoors on their own due to some reasons. In fact, it was also
presented that even the children in the rural areas prefer outdoor play less than the previous generation
(Clements, 2004). Many factors play an important role in this change. In particular, changes in urban
areas prevent children from playing freely in their neighborhoods (Francis & Lorenzo, 2006) and cause
children to be trapped in “limited areas” such as houses, nurseries and schools (Kernan, 2010). Also, the
popularity of television programs, computer games and other technological devices, the parents’
guiding their children to more structured activities after school such as sports and art, the parents’
anxiety about their children’s safety, the parents’ lack of information about the benefits of the plays for
their children, lack of qualified playgrounds around and the shortened holiday and break times at
schools can be considered among the reasons (Singer, Golinkoff, & Hirsh-Pasek, 2006; Singer & Singer,
2005; Waller, Sandseter, Wyver, Arlemalm Hagsér, & Maynard, 2010).

Many studies showed that the children spend most of their time in front of television today (Aktas
Arnas, 2005; Bernard-Bonnin, Rousseau, Masson, Gilbert, & Maheux, 1991; Rideout & Hamel, 2006;
Taras, Sallis, Patterson, Nader, & Nelson, 1989; Vanderloo, 2014; Wertella, Lee, & Caplovitz, 2002;
Woodward & Gridina, 2000; Wright, Huston, Murphy, St. Peters, Pinon, Scantlin, & Kotler, 2001). In fact,
rapid changes in the technological devices in the last 30-40 years have caused a fast change on the
children’s beliefs, attitudes, behaviors and life styles (Maitland, Stratton, Foster, Braham, & Rosenberg,
2013). While the children used to think and prefer playing outdoors when they heard the word 'play’,
now they think and prefer playing computer games indoors. Even many children express that they get
bored when there is not a screen in an environment (Levin, 2012). However, is this a situation that
prevents the children from playing outdoors? Or is it a result? Do the children prefer being indoors just
because they want to be indoors and in front of the screen? Do they spend more time in front of
television as they cannot play outdoors? These questions have not been completely answered yet.

Although the parents actually want their children to play outdoors with their friends (Natural
England, 2009), they restrict their children from playing outdoors due to their worries about the
strangers, drug dealers, bullying, dog attacks, traffic density (Hirose, Koda, & Minami, 2011; Valentine &
McKendrick, 1997; Woolley, 2006). Because of the news appeared in the media (Valentine, 1996), the
parents’ perceptions and interpretations of the outside environment have changed (Parmar, Harkness,
& Super, 2004). Today, the children do not play in the streets, local parks, playgrounds or even their
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gardens without the accompaniment of an adult (White & Stoecklin, 1998). For example, it was found in
a study which was conducted with children and parents in England in 2009 that only 10.00 % of the
children played in forestlands, rural areas and moors while 40.00 % of the previous generations used to
play there and the most popular place for today’s children to play was the houses (62.00 %) whereas it
used to be the streets in the past. The study showed that most of the children (over 70.00 %) were
supervised by their parents in every place they played because of the fear of strangers and road safety.
In this related study, a great majority of the children (81.00%) stated that they wanted more freedom to
play outdoors (Natural England, 2009).

As a result of rapid urbanization today, the amount of safe playground for the children decreased
due to increasing number of concrete buildings and decreasing amount of green fields. As a
consequence, the children started to play indoors which is believed to be safer. They started to use the
wells in the apartment buildings and car parks as outdoor playgrounds (McCans, 2004; Tugrul & Metin,
2006). Creating safe spaces for children to play games and minimizing the concerns of the parents about
safety; however, seem to be the solution to this problem. As a matter of fact, previous studies revealed
that, as mothers' anxiety about safety decreases, the time that children spend playing outdoors and the
rate of children going to playgrounds increase whereas their TV watching time decreases (Kimbro,
Brooks-Gunn, & MclLanahan, 2011).

From past to today, the environment around the children has changed a lot. In addition to these
changes, the children started to spend a significant part of their time in pre-school education institutions
and they were guided to structured activities such as sports and arts more in their out of school time
therefore the time they spend outdoors to play freely reduced (Hofferth & Sandberg, 2001). For
example, while a decrease of 25.00 % was observed in children's free play between 1987 and 1997, an
increase was observed in the period of time they spent at schools and nurseries and they spent for
structured activities such as sports and arts (Hofferth & Sandberg, 2001).

Studies which were conducted on this field explicitly reveal that there have been changes in the
children’s experiences of outdoor plays. For example, Valentine and McKendrick (1997) found out in a
study with the parents in England that the children played at home more than outdoors and fewer
children played outdoors when compared to the past. The research gave parents' concerns about
children's safety and the changing nature of childhood as reason for children to play less outside games.
In another study conducted in England, it was determined that the parents prevented their children
from playing outdoors due to their concerns about “strangers, anti-social behaviors/violence and traffic
density” (Play England, 2007). Veitch, Salmon and Ball (2007) found in their study with the children in
Australia that the reasons for children not playing outdoors were affected by personal, social and
environmental factors. The lack of well-arranged parks, their lack of time, parents' restrictions on their
children's movements, urban designs and children’s lack of personal motivation were also found as
reasons for children not playing outdoors. In a study by Singer, Singer, D’Agostino and DelLong (2009)
which was conducted with the parents in 16 countries in the North America, South America, Africa,
Europe and Asia, it was revealed that there were striking resemblances between the children’s play
behaviors in all countries. It was determined in the research that the children mostly watched TV (72.00
%) in their free time and they spent more time on watching TV than playing outdoor plays (58.00 %). It
was also revealed that the percentage of the children who did not watch TV (78.00 %) was higher than
the ones who played outdoor plays (49.00 %) especially in developing countries. In this particular study,
it was ascertained that the mothers in developing and newly industrialized countries had more concerns
about their children’s safety than the mothers in developed countries.

The present data about the change in the play behaviors of children are comprised of the studies
conducted mostly in the developed countries such as the USA, England, Canada, Australia, Germany,
Scandinavian countries and Japan to some extent (Clements, 2004; Play England, 2007; Valentine &
McKendrick, 1997). It is seen that most of the studies focused on the changes in the play behaviors of
today’s children and the reasons of these changes. However, they did not present any information
about how these play behaviors of the children have changed. Some intergenerational comparative
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studies are also needed to determine the change which is emphasized in the behaviours of children
about playing outdoors and the reasons. There are only a very limited number of studies which
investigate this change between generations. For example, it was concluded in a study which compared
the play behaviours of mothers in the past and their children at present in the USA that the children
today played outdoors less than their mothers had done in the past. The reasons of that change was
found as television and digital media addiction and the safety concerns of the parents about their
children in the related study (Clements, 2004). In a study in England with different age groups as the
children and adults, the play behaviours of today’s children and past generations were compared and it
was ascertained that the children today are not allowed to play outdoors without supervision and one
fourth of the children are worried about playing outdoors alone (Natural England, 2009). In a study in
Turkey, the change that was observed in the children’s plays among three generations in the Turkish
culture was investigated and it was concluded that the children’s plays changed from being outdoor
plays that are based on physical activity with friends to indoor plays that are played by means of
technological devices. It was also found out that the play process of the individuals in the last generation
substantially changed compared to the previous two generations (Tugrul, Ertiirk, Ozen Altinkaynak, &
Glnes, 2014).

On the other hand, the field is in need of more studies to define the change in children’s plays, to
understand the cause-effect relationship better and to designate the direction of the cultural change in
developing countries such as Turkey and underdeveloped countries as well as developed countries. If a
change in the children’s outdoor plays is in question, can they also be early indicators of social changes?

In this particular study, it was aimed to compare the outdoor play experiences of children in Turkey
with the previous generation and to investigate play experiences of Turkish children today. In this sense,
it is believed that this particular study will contribute to the related literature by providing opportunities
formore detailed comparisons to be carried out about the play experiences of the children in Turkey
both today and in the past.

This present study aims to compare the outdoor play experiences of children in Turkey with the
previous generation and to investigate the play experiences of Turkish children today. In line with this
purpose, the play experiences of the children today were compared with the play experiences of their
parents in the past. The research questions of the study are formulated as below:

1. What are the rates of today’s children’s and their parents’ playing outdoors in the past?

2. What are the grounds and locations that today’s children play outdoors and their parents played in
the past?

3. What is the frequency of today’s children’s and their parents’ playing outdoors in the past?

4. How much time do today’s children spend and did their parents spend on playing outdoors and
activities?

5. What are the technological devices at homes today?

6. Who are the playmates of today’s children and who were the playmates of their parents’ in the past?

7. What are the reasons why today’s children do not play outdoors?

Method
Research Design

Survey model was used as it was aimed to compare the play experiences of today’s children with
their parents’ play experiences in the past. In this study, survey model was preferred since it provides
the description of the existing situation quantitatively and qualitatively (Creswell, 2014). Survey model
is a method which is used when it is aimed to investigate what people think. Studies conducted with
survey model help to examine relationships between variables, to make predictions and to determine
how the groups change when they evaluate attitudes, thoughts and beliefs (Christensen, Johnson, &
Turner, 2015). The survey model was preferred in this particular study as it was aimed to determine the
changes in the play behaviors of generations.
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Participants

The sample of the research consists of parents with children who attend schools that represent
medium-low and high socio-economic level in the province of Adana that is located in the south of
Turkey. 398 parents participated in the research in total. 81.30 % of the participants were mothers and
18.70 % were fathers. The mean age of the parents was 32.96. 36.90 % of the parents were graduates of
senior high school, 29.60 % graduates of primary school, 26.90 % graduates of university or above, 5.80
% graduates of college and only .80 % of them were only literate. 57.30 % of the parents had two
children, 21.40 % one child, 15.30 % three children, 5.80 % four children and .30 % eight children. 57.80
% of the parents stated that they were living in detached houses, 39.20 % in flats, 2.87 % in villas and .30
% in public houses.

Data Collection Tools

In the survey model, various question types and data collection tools can be preferred according to
the aim of the study. A questionnaire, which is one of the most commonly used data collection tools in
surveys, was used in the research. Related literature was taken into consideration in the formation of
the questionnaire which was created by researchers based on the questionnaire used by Clements
(2004) in the previous study. While preparing the research questions, questions that represent the
content field were used. In this sense, questions that the participants can understand and which can
present the participants’ thoughts and actions were prepared. The questions were written in clear,
understandable and simple language so that every reader can understand them easily.

After the questionnaire form had been prepared, it was presented to two field experts for their
approval in terms of content validity. Some revisions were made in line with the views of the experts.
Then, the questions in the questionnaire were asked to 10 parents in order to determine whether the
questions were clear and comprehensible enough for the participants and the questions which couldn’t
be understood were rephrased. The questionnaire was finalized after all these revisions.

The finalized questionnaire form consisted of 28 questions in total and 2 parts. At the beginning of
the questionnaire is an information note for the parents, which explain the aim of this study and how
they will complete the questionnaire. The first part of the questionnaire includes demographical
questions about the participants. In this part, there are 8 factual questions to determine the ages,
genders, occupations, educational levels, the number of children and the residential types of the
participants. In the second part, there are questions about today’s children’s and their parents’ outdoor
playing behaviors. In addition to 4 open-ended questions for the parents to explain their concerns about
their children playing outdoors and their opinions about this issue, there are 16 multi-option questions
aiming to determine the environments where the children and the parents played, the frequency of
playing outdoors and the types of plays they performed.

Data Collection

The data of the research were collected by teachers working at schools which were included in the
research. For this purpose, the aim of the research was explained to the teachers at the school and they
were invited to participate in the study. The questionnaire forms were sent to the parents by the
teachers who decided to participate in the study and collected back by the help of the teachers.

Data Analysis

First of all, the data obtained in the research were computerized. The techniques of frequency and
getting percentage were used in order to analyze responses to the questions in the first and second part
of the questionnaire. A similar analysis was also used for the open-ended questions. Answers given to
the open-ended questions were first classified and then analyzed by the techniques of frequency and
getting percentage.
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Results

The data which were obtained in this particular research aiming at comparing the pre-school
children’s play experiences today and their parents’ play experiences in the past were presented in
seven sub-categories below. These categories were the children’s and their parents’ percentages of
playing outdoors, the environments where the children play and their parents played outdoors, the
children’s and their parents’ frequency of playing outdoors, the time the children spend now on playing
outdoors and their parents spent in the past, the comparisons of the parents’ and their children’s
playmates outdoors, the technological devices that today’s children have at home and the reasons why
today’s children play less outdoors than their parents did in the past.
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Figure 1. Percentage of playing outdoors by children and their parents.

When Figure 1 is considered, it is found out that 82.68 % of the parents expressed that they played
their plays outdoors more and only 17.32 % of them stated that they played indoors in the past.
However, 81.90 % of their children indicated that they play their plays indoors and only 19.10 % of them
stated that they play outdoors. The parents remarked that their children play outdoors less than they
did in their childhood. The results showed that the children’s behaviors of playing outdoors rapidly
diminished from past to today.
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Figure 2. The grounds/locations where the children play and their parents played outdoors.

In Figure 2, the grounds and locations where the children play now and their parents played
outdoors are presented. The results revealed that the parents preferred outdoor plays in streets more
than in their houses (79.44 %) while only 25.46 % of today’s children play outdoors in streets. It was also
found that today’s children play in parks most (48.00 %). It was determined that one of the
environments where today’s children play outdoors is playgrounds in shopping malls (.50 %).
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Figure 3. Frequency of children and parents playing outdoors.

Figure 3 shows that 52.31 % of the parents played outdoors every day in the past while only 9.34 %
of today’s children play outdoors. The results reveal that today's children have a relatively low
frequency of playing outdoors every day compared to their parents.

The times that the parents spent and their children spend on playing outdoor plays and other
activities were compared and the results are presented in Figure 4.
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Figure 4. The time periods that the parents spent and their children spend on playing outdoor plays and
other activities.

It was determined that the parents spent more than two hours on average on the days they went
outdoors in their childhood while their children spend today less than one hour on average on the days
they go outdoors (see Figure 4). Besides, it was seen that the children spend most of their times
watching TV at home and playing with technological devices today compared to their parents. The
results showed that the time the children spend on playing both outdoors and at home is less than their
parents did in the past. Contrarily, the time they spend on watching television or using computer or a
technological device is more than their parents did in the past. Moreover, it was determined that the
time today’s children spend on playing not only outdoor plays but also indoor plays decreased.
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Figure 5. Technological devices at home.
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Figure 5 illustrates that 98.23 % of the families have a television, 59.00 % a tablet PC, 53.00 % a
computer in their houses; 49.50 % of them have internet connection, 3.50 % a game console connected
to television and 5.80 % a portable game console in their houses. The children live in houses surrounded
by technological devices today. It was seen in Figure 6 that the parents played with their neighbors’
children (68.34%) and the children in their neighborhoods (44.00 %) most. These percentages, however,
have rapidly decreased today. While only 47.71 % of today’s children play with their neighbors’ children,
17.34 % of them play with the children in their neighborhoods. It was also observed that today’s
children mostly play with their siblings (46.52 %), the children of their relatives (31.23 %) or on their own
(25.16 %). It was determined that only 2.55 % of the parents expressed that they played on their own in
the past but 25.16 % of today’s children stated that they play on their own.
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Figure 6. Comparison of the parents’ and the children’s playmates.

Parents’ opinions concerning the reasons why their children play outdoors less are presented in
Table 1.

Table 1.

Parents’ Opinions about the Reasons Why Children Spend Less Time on Playing Outdoors (n=398).
Reasons for playing less outdoors f %
Lack of confidence to the people around (abuse, kidnapping, getting lost) 363 91.21
Children spending time with technological devices (television, tablet PC etc.) 304 76.38
Traffic density and risk of accident 228 57.29
Lack of appropriate playgrounds for children 158 39.70
Not being under the supervision of an adult outdoors due to working parents 138 34.67
Type of the house or residence 92 23.12
Negative news in the media and press 89 2236
Concerns about children getting ill when they play outdoors 87 21.86
Not appropriate weather conditions 45 11.31
Lack of playmates outdoors 38 9.55
Long periods of school and study times 12 3.02

It is seen in Table 1 that nearly all of the parents (91.21 %) expressed that they do not allow their
children to play outdoors as they mistrust people around. The second most emphasized reason by the
parents was the children’s desires to spend time with technological devices at home (76.38 %). Besides,
the parents propounded some reasons such as their concerns about traffic density and accident risk
(57.29 %), lack of appropriate playgrounds for children (39.70 %), their concerns about the children not
being under the supervision of an adult outdoors due to working parents (34.67 %), the type of the
house or residence (23.12 %), negative news in the media and press (22.36 %), their concerns about the
children getting ill when they play outdoors (21.86 %), inappropriate weather conditions (11.31 %),
children not having playmates outdoors (9.55%) and long periods of school and study times (3.02 %)
about their children’s playing outdoors less. All these reasons show that the parents have worries for
negative happenings that the children might experience when they play outdoors.
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Discussion, Conclusion & Implementation

In this study, it was aimed to compare outdoor play experiences of children in Turkey with the
previous generation and to investigate play experiences of Turkish children today. In line with this
purpose, play experiences of children today were compared with play experiences of their parents in the
past.

The results obtained from the research support the results of other studies which revealed that the
behaviors of today’s children about playing outdoors declined. The results of the present study show
that children play outdoors less than their parents did in their childhood. When the related literature
was reviewed, similar findings were observed. Other studies conducted on this issue indicated that
today’s children have fewer opportunities to play outdoors due to many reasons. (Alhassan, Sirard, &
Robinson, 2007; Bianchi & Robinson, 1997; Burdette, Whitaker, & Daniels, 2004; Clements, 2004; Cevher
Kalburan, 2014; Cok, Artar, Sener, & Bagli, 1997; Veitch, Bagley, Ball, & Salmon, 2006; White & Stoecklin,
1998).

In a similar study by Clements (2004) in the United States of America, it was concluded that children
played outdoors less than their mothers had done in the past in their childhoods. In a study in which
three generations in Turkey were compared, a shift was observed from plays with friends, outdoor plays
based on physical activity to plays that are performed with technological devices indoors. It was also
found that the play process of individuals in the last generation have changed quite a lot compared to
the previous two generations (Tugrul, Ertiirk, Ozen Altinkaynak, & Giines, 2014). Similarly, Juster, Ono
and Stafford (2004) found in their studies that time spending behaviors of children aged between 6 and
17 in the USA between the years of 1981 and 2003 changed and the time spent on sports and outdoor
activities rapidly diminished. On the contrary to this, the time spent at school increased. A similar study
which was conducted with children in the age group of 6-12 between the years of 1997 and 2003
revealed that there was a decrease in children’s participation to outdoor activities. In the related study,
it was observed that there was a decrease of 4.00 % in children’s playing behaviors while it was
determined that this decrease was much more significant in participation to sport (21.00 %) and
outdoor activities (37.00 %) (Hofferth, 2009).

These findings present valuable information about the change in the nature of childhood today. As
Karsten (2005) also stated, today’s children spending less time on playing outdoors than the previous
generations has revealed “a new kind of childhood”. A significant change in the lifestyle of today's
children compared to the past has been observed. Children play outdoors less and spend more time at
home now. This causes a serious risk on all of their areas of development. The child, who plays alone at
home and becomes more and more isolated, leads a more passive and immobile life indoors compared
to the previous generations. Related studies also support this judgement (Anderson & Pempek, 2005;
Hofferth & Sandberg, 2001; Vandewater, Rideout, Wartella, Huang, Lee, & Shim, 2007). For example,
Aktas Arnas et al. (2014) found out in their study that children aged between 4 and 10 spent more time
on playing with technological devices than playing outdoors today. Hofferth and Sandberg (2001) found
that children aged between 3 and 12 spent about half an hour a week on outdoor activities and twelve
hours a week on watching television.

Lack of enough and safe playgrounds for children and today's children living in tech-filled houses also
presented in related literature as reasons for today’s children playing outdoors less than the previous
generations were also revealed by the findings of the present study. This particular study showed that
parents played outside in streets most in the past whereas only a few of today’s children have the
opportunity to play in streets.

It was also showed that the opportunities for children to play outdoors were affected by the
environment they lived in and absence of a park or playground around children’s residence or absence
of a garden in their houses affected children’s behaviors of outdoor plays. Francis and Lorenzo (2006)
told that changes in the urbanization restrained children’s opportunities to spend time outdoors and
indicated that children stopped going out and playing. Aarts et al. (2010) concluded in their study in
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Holland that the properties of houses where children lived (such as detached house, duplex apartment
or flat etc.) affected outdoor play behaviors of children and children who lived in flats played outdoors
less. Previous studies showed that children preferred such kind of places more when they lived in a
neighborhood which was open to explore and had easy access to natural areas (Green, 2013); however,
children who couldn’t access open-air spaces easily and who lived in flats had to prefer playgrounds
consisting of man-made play equipment as open-air playing fields.

It was also presented by some other researchers that parents imposed restrictions to children’s
outdoor plays due to their busy working schedule and weak neighbor relations (Witten, Kearns, Carroll,
Asiasiga, & Tava’e, 2013) and they wanted their children to play around their houses and not to go too
far (Valentine & McKendrick, 1997). It was also shown in this particular study that parents introduced
this as one of the basic reasons of children playing less in streets.

Today’s children are born into a world full of technology and they live in tech-filled houses. It was
also observed in this particular study that nearly all of the children have televisions at home, more than
half of the children have technological devices such as computer, internet and tablet PC. Many similar
studies showed that a great majority of the families had computers with an internet access, most of the
children had video games and game consoles (Aktas Arnas, 2005; Wertella, Lee, & Caplovitz, 2002;
Woodward & Gridina, 2000). Unfortunately, children have been living among technological devices that
surround them and which they access easily for the last thirty years. This physical change in home
environment causes children to spend more time in front of the media and lead a more passive and
immobile life (Maitland, Stratton, Foster, Braham, & Rosenberg, 2013). Clements (2004) stated that the
increase in the number of technological devices in houses had a great effect on the change of children’s
outdoor plays.

The increase in the time children spend in front of television takes the place of the time they spend
on playing outdoors. Therefore, children interact with their peers less. (Levin, 2012). The results of this
particular study also showed that parents played with children of their neighbors and their playmates in
the neighborhood most in the past but this rate has fallen rapidly in today’s children. This study also
revealed that the behaviors of today’s children about playing alone have increased compared to the
past. Friend relationships; however, have an important place in the social developments of children.
Parents’ strong concerns about the environment might be the biggest reason of today’s children playing
on their own instead of playing with their playmates in streets (Valentine & McKendrick, 1997).
Weakened neighbor relationships compared to the past, parents’ mistrusting the environment and lack
of safe playgrounds constitute the basic reason for parents’ concerns.

It is also emphasized in the related literature that today’s children spend far less time outdoor on
their own without supervision of an adult (White & Stoecklin, 1998). As a result, children use open-air
areas less frequently to play. In this particular study, it was ascertained that more than half of the
parents played outside every day in the past while only 10.00 % of their children play outdoors every
day. Clements (2004) reached similar results in his study which was carried out in the USA. In that study,
70.00 % of the mothers said that they played outside every day in the past while only 31.00 % of these
mothers expressed that their children play outdoors every day today. On the contrary to this, the results
of Clements’ study showed that children in the USA played outdoors every day more frequently than
children in Turkey. In another study which was conducted in Turkey, it was concluded that 9.40 % of the
children played outdoors every day (Deretarla Gil, 2012) despite playing outdoors provides children
with unique opportunities to experience the environment and allows them to run and move freely
outdoors (Shackell, Butler, Doyle, & Ball, 2008).

In recent studies, there is an agreement on the opinion that the attitudes of parents affect children’s
opportunities of outdoor plays (Clements, 2004; Valentine & McKendrick, 1997). It was expressed in the
related literature that parents limited their children’s outdoor plays due to their concerns about their
children’s safety (Hirose, Koda, & Minami, 2011). Parents had concerns about strangers, bullying that
their children might face in streets, traffic density and mistrust of the environment (Valentine &
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McKendrick, 1997; Woolley, 2006). Previous studies expressed that the time children spent on playing
outdoors and the rate of children going to playgrounds increased as mothers’ concerns decreased
(Kimbro et. al., 2011).

The results of the present study also revealed that parents do not allow their children to play
outdoors as they mistrust people around (due to issues such as abuse, kidnapping, getting lost) and they
worry about traffic density and risk of accident. Besides, parents propounded many reasons for their
children playing outdoors less as the existence of technological devices in houses, lack of appropriate
outdoor playgrounds for children, children not being under the supervision of an adult, the type of
residence, negative news in media and press, parents’ concerns about children getting ill when they play
outside, inappropriate weather conditions, lack of playmates outdoors and long period of time children
spend at school or study time. In parallel with the results of research, the conducted studies pointed to
parents’ mistrust of strangers, traffic safety and weather conditions as main reasons why parents did
not allow children to play outside (Burdette et. al., 2004; Clements, 2004; Veitch et. al., 2006; Witten et.
al., 2013).

Similar to this particular study, the results of many studies which were conducted in our country
revealed that parents considered the absence of appropriate outdoor playgrounds for children as one of
the reasons for children to play outdoors less. For example, Tiirkan and Onder (2011) presented in their
study in which they investigated the playgrounds in the province of Balikesir that the existing
playgrounds were not adequate in terms of spatial adequacy, easy accessibility, constructional and
botanical equipment. In addition to this, many researchers investigated the sufficiency of playgrounds in
various provinces of Turkey (Aydin, istanbul, Isparta, Eskisehir, Erzurum, Kayseri, Ankara, Zonguldak,
Trabzon and Canakkale). The findings of these studies coincided with each other, indicating that
playgrounds were not adequate (Aksoy, 2011; Kelkit & Ozel, 2000; Oztiirk Samur & inan Kiziltepe, 2018).

Consequently, it is a fact that today's changing social structure and lifestyles result in some negative
changes on children. The most important of these changes is the effect on children’s play behaviors
which are really essential in a child’s development. Today, children’s opportunities on time for outdoor
play have gradually decreased. As a matter of fact, this particular study also reveals the same. It was
determined by this study that children in Turkey, like in many other countries, play outdoors less than
the previous generation. The study showed that parents who grew up by playing in streets in the past
try to raise their children in closed areas and do not allow them to play in streets now. Parents seem to
be defeated by both advancing technology and their own fears.

Taking necessary precautions to minimize parents’ concerns about safety, transforming outdoor
playgrounds into attractive areas to which every child can easily access and creating awareness in the
society about the importance of plays in a child’s development have become an important issue for
meeting children’s needs of outdoor plays and raising healthy posterities. In this sense, not only
international institutions and organizations which are active about children but also national and local
authorities have great responsibilities. For example;

e Local authorities should provide children with safe play grounds (playgrounds, green fields and play
streets),

e Legislative regulations about negative news about children in the media should be made,

e School gardens should be transformed into playgrounds and they should be integrated with the public,

e Children should be informed about the benefits of play through the media and public spots should be
prepared,

e Parents can be recommended to conduct practical activities to spend quality time with their children.

Furthermore, further studies should be conducted throughout the country and the results should be
shared with the public and relevant institutions. Exemplary projects and practices about safe play areas
should be carried out with public institutions.
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Turkish Version

Girig

Acik havada oyun oynamak i¢ mekanlarda oyun oynamaya kiyasla ¢ocuklara daha genis bir alan ve
materyal imkani saglar (cite in: Hirose, Koda, & Minami, 2011, pp. 652-680). Acik havada ¢ocuklar daha
ozglirce hareket edebilirler (Rivkin, 1997) ve acgik hava oyunlari gocuklarin gelisim alanlarini
destekleyebilir. Oyle ki agik havada oyun oynamak, cocuklara serbest hareket etme firsati sunarak
bedensel gelisimlerini; arastirma ve kesif yapma firsatlari saglayarak zihinsel gelisimlerini; akranlariyla
iletisim kurmalari ve sosyallesmeleri igin imkanlar saglayarak sosyal gelisimlerini destekler (Kendrick,
Hernandez Reif, Hudson, Jeon, & Horton, 2012). Buna ek olarak agik havada oyun oynamak, ¢ocuklara
sosyal cevrelerini kesfetmeleri; su, kum ve camurla eglenceli duyu deneyimleri yasamalari; kendi
oyunlarina 6zgli mekanlar bulma veya yaratmalari; objeler toplamalari ve hobiler gelistirmeleri i¢in de
zengin firsatlar sunar (Clements, 2004). Bu anlamda, agik hava oyun alanlari bir yandan ¢ocuklarin
gelisimlerini desteklerken 6te yandan onlara farkli oyun firsatlari ve oyun ortamlari sunmaktadir
(McCans, 2004).

Son 30-40 yilda yapilan ¢alismalar, iskandinav ilkelerinde, agik hava oyunlarinin hala ¢ocuklugun
onemli bir pargasi oldugunu ve ¢ocuklarin agik havada serbest oyun oynama firsatlarina sahip oldugunu
gosterirken (Arlemalm-Hagsér & Sandberg, 2013; Sandseter, 2010, 2012), Amerika Birlesik Devletleri,
Kanada ve bazi Avrupa llkelerinde gocuklarin disarida oyun oynama ve oyuna katilimlarinin hizli bir
sekilde azaldigini ve cocuklarin artik disarida daha az oyun oynadiklarini gostermektedir (Clements,
2004; Ginsburg, 2007; Play England, 2007). Kisacasli, pek cok tlkede, cocuklarin disarida oyun oynama
firsatlari 6nemli derecede erozyona ugramistir.

Bu konuda yapilan galismalar, bazi nedenlerden dolayi, gocuklarin gogunlugunun kendi baslarina agik
havaya ¢ikma ve acik hava oyunlari oynama konusunda ¢ok az firsata sahip olduklarina isaret
etmektedir. Oyle ki kirsal alanda bile cocuklarin bir dnceki jenerasyona oranla acik havada daha az oyun
oynadiklari gorilmektedir (Clements, 2004). Bu degisimde pek c¢ok faktdr rol oynamaktadir. Ozellikle
kentsel alanlardaki degisiklikler, cocuklarin mahallelerinde 6zgilirce oyun oynamalarini engelleyerek
(Francis & Lorenzo, 2006) ¢ocuklarin ev, kres ve okullar gibi “sinirli alanlara” hapsedilmelerine neden
olmaktadir (Kernan, 2010). Ayrica, televizyon programlarinin, bilgisayar oyunlarinin ve diger teknolojik
Urunlerin popdlerligi; ailelerin gocuklarini okul sonrasi spor, sanat gibi daha yapilandiriimis etkinliklere
yonlendirmeleri; ebeveynlerin ¢ocuklarin givenligi ile ilgili korkulari; ebeveynlerin oyunun gocuklar igin
yararlari hakkindaki bilgi eksikligi; cocuklarin evlerinin yakininda kaliteli oyun alanlarinin bulunmamasi ve
de okullardaki tatii ve mola/dinlenme surelerindeki azalmalarla birlikte yapilandiriimis
programlandiriimis 6grenme aktivitelerinin artmasi da bu engellerin nedenleri arasinda sayilabilir
(Singer, Golinkoff, & Hirsh-Pasek, 2006; Singer & Singer 2005; Waller, Sandseter, Wyver, Arlemalm
Hagsér, & Maynard, 2010).

Yapilan pek ¢ok ¢alisma, ¢ocuklarin zamanlarinin biyik bir bolimini ekran 6niinde gegirdiklerini
gostermektedir (Aktas Arnas, 2005; Bernard-Bonnin, Rousseau, Masson, Gilbert, & Maheux, 1991;
Rideout & Hamel, 2006; Taras, Sallis, Patterson, Nader, & Nelson, 1989; Vanderloo, 2014; Wertella, Lee,
& Caplovitz, 2002; Woodward & Gridina, 2000; Wright, Huston, Murphy, St. Peters, Pinon, Scantlin, &
Kotler, 2001). Oyle ki, son 30-40 yilda teknolojik araglardaki hizli degisimler, cocuklarin inanclari,
tutumlari, davranislari ve yasam tarzlarinda da hizli bir degisim yaratmistir (Maitland, Stratton, Foster,
Braham, & Rosenberg, 2013). Geg¢miste ¢ocuklara oyun denildiginde, ilk tercihleri ve akillarina ilk gelen
disarida oyun oynamak iken giinimizde iceride bilgisayar basinda oyun oynamak gelmektedir. Hatta pek
¢ok cocuk ekranin bulunmadigi bir ortamda sikildiklarini ifade etmektedirler (Levin, 2012). Ancak bu
durum c¢ocuklarin disarda oyun oynamalarini engelleyen bir durum mu? Yoksa bir sonu¢ mu? Cocuklar
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icerde ve ekran 6niinde olmak istedikleri icin mi disari ¢cikmiyorlar? Disarda oyun oynayamadiklari igin mi
ekran dniinde daha fazla zaman gegiriyorlar? Bu sorularin yaniti tam olarak bulunamamistir.

Aslinda ebeveynler, cocuklarinin agik havada arkadaslari ile oyun oynamalarini arzu ederken (Natural
England, 2009), ayni zamanda sokaktaki yabancilar, uyusturucu saticilari, gocuklarinin sokakta zorbaliga
ugramalari ve kdpek saldirisi tehlikesi, trafik yogunlugu ile ilgili kaygilari nedeniyle onlarin disarida oyun
oynamalarini kisitlamaktadirlar (Hirose, Koda, & Minami, 2011; Valentine & McKendrick, 1997; Woolley
2006). Clinkli medyada ¢ikan bu yondeki haberler nedeniyle (Valentine, 1996), ebeveynlerin disaridaki
ortami algilayis ve anlamlandirma bigimleri degismistir (Parmar, Harkness, & Super, 2004). Ginimizde
artik cocuklar yanlarinda bir yetiskin olmadan sokakta, mahalledeki parklarda, oyun alanlarinda ve hatta
evlerinin bahgelerinde bile oyun oynamamaktadirlar (White & Stoecklin, 1998). Nitekim 2009 yilinda
ingiltere’de cocuklar ve yetiskinler iizerinde yapilan bir calismada, giinimiizde cocuklarin sadece
%10.00"unun ormanlik alanlar, kirsal alanlar ve fundalik alanlarda oyun oynadiklari, ge¢cmis nesilde ise bu
oranin %40.00 oldugu ve giinimizde ¢ocuklarin oyun oynadiklari en popiiler yerin evler (%62.00) oldugu
gecmiste ise en populer yerlerin sokaklar oldugunu belirtilmistir. Calisma c¢ocuklarin ¢ogunlugunun
(%70.00'in Uzerinde) ebeveynleri tarafindan yabancilarin korkusu ve yol giivenligi nedeniyle oyun
oynadiklari her yerde ebeveynleri tarafindan denetlendiklerini géstermektedir. ilgili calismada gocuklarin
buyik ¢ogunlugu (%81.00) disarida oyun oynamak igin daha fazla 6zgirlik istediklerini belirtmislerdir
(Natural England, 2009).

GinUimuzde hizli sehirlesmenin bir sonucu olarak artan beton binalar ve azalan yesil alanlar
cocuklarin giivenli oyun alanlarinin hizli azalmasina neden olmustur. Bunun bir sonucu olarak, ¢ocuklar
artik daha glvenli oldugu distinilen i¢ mekanlara ge¢mislerdir. Dis mekanda ise oyun alanlari olarak
apartman bosluklarini veya otoparklarini kullanmaya baslamislardir (McCans, 2004; Tugrul & Metin,
2006). Ancak cocuklara glivenli oyun oynayabilecekleri alanlar yaratmak ve ebeveynlerin givenlik
kaygilarinin azaltilmasi bu sorunun bir ¢d6zimi gibi gériinmektedir. Nitekim yapilan ¢alismalar, annelerin
givenlik kaygisi azaldikga ¢ocuklarin agik havada oyun oynama siirelerinin ve oyun parklarina gitme
oraninin arttigini, TV izleme suresinin azaldigini gostermektedir (Kimbro, Brooks-Gunn, & MclLanahan,
2011).

Gegmisten giinimize ¢ocuklarin ¢evresindeki tiim bu degisimlerin yani sira erken yaslardan itibaren
cocuklarin giinlik zamanlarinin 6nemli bir bélimna okul dncesi egitim kurumlarinda gegirmeleri veya
okul disi zamanlarda daha ¢ok spor, sanat gibi yapilandiriimis etkinliklere yonlendirilmeleri (Hofferth &
Sandberg, 2001) nedeniyle agik havada serbest oyun sireleri azalmistir. Hofferth & Sandberg (2001)
yaptiklari galismada, 1987-1997 yillari arasinda ¢ocuklarin serbest oyun zamanlarinda %25.00 oraninda
azalma olurken; okul, kreste gegirdikleri sirelerde ve spor, sanat gibi yapilandiriimis etkinlikler igin
harcadiklari sirelerde artis oldugunu belirtmislerdir.

Bu konuda yapilan arastirmalar, ¢ocuklarin agik hava oyun deneyimlerinde degisimler oldugunu acik
bir sekilde ortaya koymaktadir. Nitekim Valentine ve McKendrick, (1997) ingiltere’de ebeveynler ile
yaptiklari bir calismada, cocuklarin dis mekandan daha ¢ok evde oyun oynadiklari ve gecmise oranla
daha az sayida ¢ocugun dis mekanda oyun oynadigini saptamislardir. Arastirma, cocuklarin disarida daha
az oyun oynamalarinin nedenini, ebeveynlerin ¢ocuklarin givenligi konusundaki endiseleri ve
gocuklugun degisen dogasi oldugunu gdstermektedir. ingiltere’de yapilan bir baska calismada ise
ebeveynlerin ¢ocuklarinin disarida oyun oynamalarini ‘yabancilar, anti-sosyal davranislar/siddet ve trafik
yogunlugu’ ile ilgili kaygilari nedeniyle engelledikleri belirlenmistir (Play England, 2007). Veitch, Salmon
ve Ball (2007) Avustralya’da cocuklarla yaptiklari bir calismada, ¢ocuklarin agik havada oyun oynamama
nedenlerinin kisisel, sosyal ve ¢evresel faktérlerden etkilendigini saptanmislardir. Cocuklar agik havada
oyun oynamama nedenlerinin iyi dizenlenmis parklarin olmamasi, zamanlarinin azhgi, c¢ocuklarin
bagimsiz hareket etmeleri lizerinde ebeveynlerin kisitlamalari, kentsel tasarimlar ve ¢ocuklarin kisisel
motivasyon eksikligi oldugunu bulmuslardir. Singer, Singer, D’Agostino ve Delong (2009) tarafindan
Kuzey Amerika, Gliney Amerika, Afrika, Avrupa ve Asya’da bulunan 16 llkede ebeveynlerle yaptiklari
genis kapsaml karsilastirmali bir calismada, tim Ulkelerde cocuklarin oyun davranislarinda sasirtici
benzerlikler oldugunu belirlemislerdir. Arastirmada, ¢ocuklarinin serbest zamanlarinda biyik oranda
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televizyon izledikleri (%72.00) ve disarida oyun oynamaya tv izlemekten daha az zaman ayirdiklari
(%58.00) belirlenmistir. Ozellikle gelismekte olan iilkelerde tv izlemeyen g¢ocuklarin oraninin (%78.00),
disarida oyun oynayan cocuklarin oranlarindan (%49.00) daha fazla oldugu bulunmustur. Mevcut
¢alismada, gelismekte olan ve yeni sanayilesmis ulkelerdeki annelerin, gelismis ulkelerdeki annelere
oranla ¢ocuklarinin glivenligine iliskin daha fazla endise duyduklari belirlenmistir.

Cocuklarin oyun davranislarindaki degisime iliskin eldeki mevcut bilgiler cogunlukla ABD, ingiltere,
Kanada, Avustralya, Almanya, iskandinav Ulkeleri ve bir dereceye kadar Japonya gibi gelismis iilkelerde
yapilan calismalardan olusmaktadir (Clements, 2004; Play England, 2007; Valentine & McKendrick,
1997). Galismalarin ¢ogunlugu ginimiz ¢ocuklarinin oyun davranislarindaki degisimler ve bu
degisimlerin nedenleri konusuna odaklandiklari gorilmektedir. Ancak ilgili c¢alismalar, geg¢misten
guniimize nasil bir degisim olduguna iliskin bilgi sunmamistir. Cocuklarin disari da agik havada oyun
oynama davranislarinda vurgulanan degisimin ve nedenlerinin belirlenebilmesi i¢in jenerasyonlar arasi
karsilastirmal calismalara da ihtiya¢ vardir. Bu konuda jenerasyonlar arasindaki degisimi inceleyen
calismalarin sayisi ise olduk¢a sinirlidir. Ornegin, Amerika’da annelerin geg¢misteki ve bugiin onlarin
cocuklarinin oyun deneyimlerini karsilastirmali olarak incelendigi bir ¢calismada glinimuzde cocuklarin
annelerine oranla acik havada daha az oyun oynadiklarini belirlenmistir. ilgili calismada bu degisimin
sebebinin ise televizyon ve dijital medya bagimhlgi ve ebeveynlerin gcocuklarina iliskin glivenlik kaygilari
oldugu bulunmustur (Clements, 2004). ingiltere’de c¢ocuklar ve yetiskinler olmak Uzere farkh yas
gruplarinda yapilan bir ¢alismada, glinUmuz cocuklarinin ve geg¢mis kusaklarin oyun davranislari
karsilastinlmistir. ilgili calismada giiniimiizde ¢ocuklarin disarida denetimsiz olarak oyun oynamalarina
izin verilmedigi ve c¢ocuklarin dortte birinin de tek basina disarida olmaktan endiselendikleri
belirlenmistir (Natural England, 2009). Turkiye’de yapilan bir ¢alismada da Tirk kaltiriinde lg¢ kusak
arasinda c¢ocuk oyunlarinda goriilen degisim incelenmistir. ilgili calismada, gegmisten giiniimiize gocuk
oyunlarinin arkadaglarla oynanan, fiziksel aktiviteye dayali dis mekan oyunlarindan, teknolojik Grinlerle
ic mekanlarda oynanan oyunlara dogru degisim gosterdigi ve son kusaktaki bireylerin oyun siirecinin
dnceki iki kusaga gore oldukca degistigi belirlenmistir (Tugrul, Ertiirk, Ozen Altinkaynak, & Giines, 2014).

Ancak ge¢misten glinimize ¢ocuk oyunlarindaki degisimi tanimlamak, neden sonug iliskisini daha iyi
anlamak ve degisimin kiltiirel yonini belirlemek icin gelismis tlkelerin yani sira Tlrkiye gibi gelismekte
olan ve gelismemis Ulkelere iliskin de daha fazla arastirmaya ihtiyac vardir. Eger cocuklarin agik hava
oyunlarinda bir degisim s6z konusu ise bunlar toplumsal degisimlerin de erken géstergeleri olabilir mi?

Bu ¢alismada, Turkiye’deki g¢ocuklarinin agik havadaki oyun deneyimlerinin gecmis jenerasyon ile
karsilastirilmasi ve glinUmuzde Tirk g¢ocuklarinin oyun deneyimlerinin incelenmesi amaglanmistir. Bu
anlamda, galismanin ge¢mis ve glinUmuzde Tirkiye'deki ¢ocuklarin oyun deneyimlerine iliskin daha
detayli karsilastirmalar yapilmasina imkan sunarak ilgili literatiire katki saglayacagi dusinilmektedir.

Calismada asagidaki sorulara yanitlar aranmistir:

1. Gegmiste ebeveynlerin ve gliniimizde ¢ocuklarinin ac¢ik havada oyun oynama oranlari nedir?

2. Gegmiste ebeveynlerin ve glinUmuzde cocuklarinin agik havada oyun oynadiklari alan/ mekéanlar
nerelerdir?

3. Gegmiste ebeveynlerin ve gliniimizde ¢ocuklarinin agik havada oyun oynama sikligi nedir?

4. Gegmiste ebeveynler ve giinimizde ¢ocuklari agik havada oyun oynamaya ve diger etkinliklere ne
kadar zaman ayirmaktadir?

5. Gilnlimizde evlerde bulunan teknolojik aletler nelerdir?

6. Geg¢miste ebeveynlerin ve gliniimiizde ¢ocuklarinin oyun arkadaslari kimlerdir?

7. Gilnlimuzde ¢ocuklarin acik havada oyun oynamama nedenleri nelerdir?
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Yontem
Arastirmanin Deseni

Bu arastirma ile okul 6ncesi donem cocuklarinin giiniimizdeki oyun deneyimleri ile ebeveynlerinin
gecmisteki oyun deneyimlerinin karsilastirilmasinin - amaglandigindan betimsel tarama modeli
kullaniimistir. Bu ¢alismada tarama modeli, var olan durumun nicel veya nitelik olarak betimlenmesini
sagladigindan tercih edilmistir (Creswell, 2014).

Tarama modeli, insanlarin ne disundiklerini arastirmak istenildiginde kullanilan bir yéntemdir.
Tarama modeli kullanilarak yapilan arastirmalar, tutumlari, dislinceleri ve inanglari 6l¢tigli zaman,
degiskenler arasindaki iligkileri tetkik etmeye, tahminler yapmaya ve gruplarin nasil degistigini
belirlemeye yardimci olur (Christensen, Johnson, & Turner, 2015). Mevcut ¢alismada da kusaklar
arasinda oyun davranislarindaki degisimlerin belirlenmesi amaglandigindan tarama modeli tercih
edilmistir.

Katilimcilar

Arastirmanin Orneklemini Tirkiye'nin glineyinde yer alan Adana ilindeki alt- orta ve st sosyo
ekonomik diizeyi temsil eden okullara devam eden ¢ocuklarin ebeveynleri olusturmaktadir. Arastirmaya
toplam 398 ebeveyn katilmistir. Arastirmaya katilan ebeveynlerin %81.30°u anne, %18.70’si babalardan
olusmaktadir. Ebeveynlerin yas ortalamasi 32.96’dir. Ebeveynlerin %36.90'u lise, %29.60’s! ilkokul,
%26.90'u Universite ve Uzeri, %5.80'i yilksekokul mezunu iken %.80'i de sadece okur-yazardir.
Ebeveynlerin %57.30’u iki cocuk, %21.40°UG tek ¢ocuk, %15.30°U Ug¢ ¢ocuk, %5.80’i dort ¢ocuk, %.30’0
sekiz cocuk sahibidir. Arastirmaya katilan ebeveynlerin %57.80’i mistakil evde, %39.20’si apartman
dairesinde, %2.80’si villada ve %.30’U lojmanda yasadiklarini belirtmislerdir.

Veri Toplama Araglari

Tarama modelinde, arastirmanin amacina gore farkli soru gesitleri ve veri toplama araglari tercih
edilebilir. Mevcut arastirmada tarama modeli ¢alismalarda en yaygin olarak kullanilan veri toplama
araglarindan bir olan “anket” kullanilmistir. Arastirmada kullanilan anket formu olusturulurken alan yazin
dikkate alinmis ve Clements (2004) tarafindan daha Onceki arastirmada kullanilan anket formu temel
alinarak arastirmacilar tarafindan olusturulmustur.

Anket formu olusturulurken alan yazindaki ¢alismalar incelenerek bir soru havuzu olusturulmustur.
Daha sonra arastirmanin amaci ve arastirma sorularini kapsamasina dikkat sorular belirlenmis ve
yazilmistir. Arastirma sorulari olusturulurken igerik alanini temsil eden sorular olusturulmustur. Bu
anlamda katihmcilarin anlayabilecegi ve onlarin diisiincelerini ve eylemlerini ortaya koyabilecek sorular
hazirlandi. Sorular okuyan her kesin kolaylikla anlayabilmesi amaciyla agik, anlasilir ve sade bir dille
yazilmistir. Ayrica katilimcilarin kendi cevaplarini bulmalariigin agik uglu sorulardan da yararlanilmistir.

Hazirlanan anket formu hazirlandiktan kapsam gecerliligi agisindan iki alan uzmanina sunulmus ve
gorisleri alinmistir 6neriler dogrultusunda diizenlemeler yapilmistir. Daha sonra anket sorularinin
katilimcilar agisindan yeterince agik ve anlasilir olup olmadigini saptamak amaciyla anket sorulari 10
ebeveyne sorulmus ve anlasilmayan sorular dizeltilmistir. Tim bu dizenlemelerden sonra anket
formuna son sekli verilmistir.

Son sekli verilen anket formu toplam 28 sorudan ve 2 boélimden olusmaktadir. Anket formunun
basinda ebeveynlere ¢alismanin amacini ve anketi nasil dolduracaklarini agiklayan bilgilendirme notu yer
almaktadir. Anketin birinci boliminde katimcilara iliskin demografik sorular yer almaktadir. Bu
bolimde yas, cinsiyet, meslek, 6grenim durumu, ¢ocuk sayisi, yasi ve cinsiyeti ile ikamet edilen konut
tirini belirlemeye yonelik 8 olgusal soru bulunmaktadir. ikinci bolimde, ¢ocugun ve gegmiste
ebeveynlerin disarida oyun oynama davranislarina iliskin sorular yer almaktadir. Bu boliimde, ¢ocuklarin
ve ebeveynlerin oyun alanlari, disarida oyun oynama sikhgi ve disarida siklikla oynadigi oyun tirlerini
belirlemeye yonelik ¢coklu-secenekli 16 soru ile gocugun disarida oyun oynamasina iliskin ebeveynlerin
kaygilarini ve bu konu ile ilgili géruslerini agiklamasina yoénelik 4 tane agik-uglu soru yer almaktadir.
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Verilerin Toplanmasi

Arastirmanin verileri, arastirmaya dahil edilen okullarda goérev yapan 0Ogretmenler araciligiyla
toplanmistir. Bu amagla dncelikle okullardaki 6gretmenlere arastirmanin amaci anlatiimis ve yardimlari
istenmistir. Yardim etmeyi kabul eden Ogretmenler araciligl ile anketler ailelere génderilmis ve
ailelerden 6gretmenler yardimi ile geri toplanmustir.

Verilerin Analizi

Arastirmada elde edilen veriler 6ncelikle bilgisayara aktarilmistir. Anket formunun birinci ve ikinci
bolumlerindeki sorulara verilen yanitlari analiz etmek igin frekans ve yiizde alma teknigi kullaniimistir.
Benzer bir analiz agik uglu sorular iginde kullanilmistir. Agik ucglu sorulara verilen cevaplar 6nce
siniflandirilmis daha sonra frekans ve yuzde alma teknigi ile analiz edilmistir.

Bulgular

Okul 6ncesi donem cocuklarinin glinimiizdeki oyun deneyimleri ile ebeveynlerinin gegcmisteki oyun
deneyimlerinin karsilastirilmasi amaciyla yapilan c¢alismada elde edilen bulgular, ebeveynlerin ve
cocuklarinin acik havada oyun oynama oranlari, ebeveynlerin ve c¢ocuklarinin agik havada oyun
oynadiklari alanlar, ebeveynlerin ve g¢ocuklarinin agik havada oyun oynama sikhgi, ebeveynlerin ve
cocuklarinin agik havada oyun oynamaya ve diger etkinliklere ayirdiklari sireler, ebeveynlerin ve
¢ocuklarinin agik havadaki oyun arkadaslarinin karsilastirilmasi, giiniimiz ¢ocuklarinin evlerinde bulunan
teknolojik aletler ve ebeveynlerine gore ¢ocuklarinin agik havada daha az oyun oynama nedenleri olmak
lizere asagida yedi alt kategori halinde sunulmustur.

Sekil 1’de, ebeveynlerin ve ¢ocuklarinin agik havada oyun oynama oranlari yer almaktadir. Sekil 1
incelendiginde, ebeveynlerin %82.68'si cocukken oyunlarini daha ¢ok agik havada oynadiklarini, sadece
%17.32’U i¢ mekanlarda oynadiklarini belirtirken glinimiizde ¢ocuklarinin %81.90’unun i¢ mekanlarda,
sadece %19.10°inin ag¢lk havada oyun oynadiklari belirlenmistir. Ebeveynler, cocuklarinin kendi
¢ocukluklarina kiyasla agik havada daha az oyun oynadiklarini ifade etmislerdir. Sonuglar, gegmisten
glinimuze ¢ocuklarin disarida oyun oynama davranislarinin hizla azaldigini géstermektedir.
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Sekil 2. Ebeveynlerin ve ¢ocuklarinin agik havada oyun oynama oranlari.

Sekil 2’de ebeveynlerin ve ¢ocuklarinin agik havada oyun oynadiklari alan/mekanlar sunulmustur.
Sekil 2’de, ebeveynlerin gecmiste ev disinda agik havada en fazla sokakta (%79.44) oyun oynadiklari
gorulirken; gliniimiizde acik havada oyun oynayan cocuklarin sadece %25.46’Unin sokaklarda oyun
oynadiklari goriilmektedir. Glinimiizde ¢ocuklarin en fazla oyun oynadiklari alanlarin parklar (%48.00)
oldugu saptanmistir. Glinimizde az da olsa ¢ocuklarinin ev disinda oyun oynadiklari alanlardan birisinin
de alis-veris merkezlerindeki oyun alanlari (%.50.00) oldugu belirlenmistir.
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Sekil 2. Ebeveynlerin ve ¢ocuklarinin acik havada oyun oynadiklari alan/mekéanlar.

Sekil 3’te, Cocuklarin ve ebeveynlerin ve agik havada oyun oynama sikhgi yer almaktadir. Sekil 3
incelendiginde, ge¢miste ebeveynlerin %52.31’inin her giin agik havada oyun oynarken glinimizde
cocuklarin sadece %9.34’inlin aclk alanda oyun oynadiklari belirlenmistir. Sonuglar glinimuz
cocuklarinin, her giin acik alanda oyun oynama sikliginin ebeveynlerine kiyasla oldukca az oldugunu
gostermektedir.
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Sekil 3. Cocuklarin ve ebeveynlerin agik havada oyun oynama sikhgi.

Ebeveynlerin ve g¢ocuklarinin agik havada oyun oynama ve diger etkinliklere ayirdiklari sireler
karsilastirilmis ve sonuglar Sekil 4’te sunulmustur. Sekil 4 incelendiginde, ebeveynlerin ¢cocukken acik
havaya ciktiklarinda glinde ortalama iki saatten daha fazla zaman gecirdikleri belirlenirken giinimizde
cocuklarin agik havaya giktiklari glinlerde ortalama bir saatten daha az zaman gegirdikleri belirlenmistir.
Ayrica ginumiizde cocuklarin ebeveynlerine oranla zamaninin bilyik bir bélimiini evde televizyon
izleyerek ve teknolojik aletlerle oynayarak gegirdikleri saptanmistir. Sonuglar, ¢ocuklarin hem agik
havada hem de evde oyun oynama siirelerinin ebeveynlerinin siirelerinden daha az oldugu buna karsin
televizyon izleme, bilgisayar veya teknolojik bir alet karsisinda zaman gegirme sirelerinin ise daha uzun
oldugunu gostermektedir. Ayrica, glinimuizde cocuklarin sadece dis mekan oyun siirelerinin degil evde
oyun oynama siirelerinin de azaldigini belirlenmistir.

2,5 =@=——cbeveyn gocuk
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1,5
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0
actk hava oyun evde oyun tv izleme kitap okuma bilgisayar teknolojik alet

Sekil 4. Ebeveynlerin ve ¢cocuklarinin agik havada oyun oynamaya ve diger etkinliklere ayirdiklari stireler.
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Sekil 5’te gocuklarin evlerinde bulunan teknolojik aletler sunulmustur. Sekil 5 incelendiginde, ailelerin
%98.23’sinin evinde televizyon, %59.00’unun evinde tablet, %53.00’in evinde bilgisayar, %49.50’inin
evinde internet, %3.50’inin evinde TV’ye bagh oyun konsolu ve %5.80’inin evinde elde oynanan oyun
konsolu bulundugu belirlenmistir. Ginimuzde ¢ocuklar teknoloji ile gevrili evlerde yagamaktadirlar.
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40
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O —— |
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konsolu oyun konsolu

Sekil 5. Evde bulunan teknolojik aletler.

Sekil 6’da ebeveynlerin ve ¢ocuklarinin oyun arkadaslari sunulmustur. Sekil 6 incelendiginde gegmiste
ebeveynlerin en fazla komsularinin ¢ocuklar (%68.34) ve mahalledeki arkadaslar (%44.00) ile oyun
oynadiklari belirlenirken glinimiizde oyun arkadaslarindaki bu oranlar hizla azalmistir. Ginimizde
cocuklarin sadece %47.71'sinin komsu cocuklariyla ve %17.34’Unin mahalledeki c¢ocuklarla oyun
oynarken ¢ogunlukla kardesleriyle (%46.52), akraba ¢ocuklariyla (%31.23) veya tek baslarina (%25.16)
oyun oynadiklari belirlenmistir. Ebeveynlerin %2.55’i gegmiste tek basina oyun oynadiklarini belirtirken,
guniimizde ¢ocuklarinin %25.16’inin tek baslarina oyun oynadiklari saptanmistir.
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Sekil 6. Ebeveynlerinin ve gcocuklarin oyun arkadaslarinin karsilastiriimasi.

Tablo 1'de ebeveynlerine gore cocuklarinin acgik havada daha az oyun oynama nedenleri
sunulmustur. Ebeveynler, cocuklarinin gegmise oranla glinimizde agik havada daha az oyun oynamama
nedeni olarak, en fazla gevredeki insanlara giivenmedikleri (%91.21) icin gocuklarinin disarida oyun
oynamasina izin vermediklerini belirtmislerdir.

Ebeveynler tarafindan ikinci sirada vurgulanan neden gocuklarinin evde bulunan teknolojik aletlerle
(%76.38) zaman gegirmek istemeleridir. Ayrica ebeveynlerin trafik yogunlugu ve kaza riski ile ilgili
endiseleri (%57.29), cocuklara uygun dis mekan oyun alanlarinin bulunmamasi (%39.70), ebeveynlerden
her ikisinin de ¢alismasi nedeniyle ¢cocugun disarida yetiskin denetiminden uzak olmasi ile ilgili endiseleri
(%34.67), yasanilan konutun tipi (%23.12), medya ve basinda yer alan olumsuz haberler (%22.36),
ebeveynin gocuk disari giktiginda hasta olacag ile ilgili endisesi (%21.86), hava kosullarinin uygun
olmamasi (%11.31), disarida oyun arkadasinin bulunmamasi (%9.55) ve ¢cocugun okul ve etiitte gegirdigi
zamaninin uzun olmasi (%3.02) gibi nedenlerden dolayi c¢ocuklarinin agik havada daha az oyun
oynadiklarini belirtmislerdir. Tim bu nedenler ebeveynlerin ¢ocuklarinin disarida oyun oynadiklarinda
baslarina gelebilecek olumsuz durumlarla ilgili yogun kaygilar yasadiklarini gostermektedir.
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Tablo1.

Ebeveynlerine Gére Cocuklarinin A¢ik Havada Daha Az Oyun Oynama Nedenleri (n=398).
Daha Az Oyun Oynama Nedeni f %
Cevredeki insanlara glivensizlik (istismar, kagirilma, kaybolma) 363 91.21
Cocuklarin teknolojik aletlerle (tv, bilgisayar, tablet vb.) zaman gecirmesi 304 76.38
Trafik yogunlugu ve kaza riski 228 57.29
Cocuklara uygun oyun alaninin bulunmamasi 158 39.70
Anne babanin ¢alismasi nedeniyle disarida yetiskin denetiminden uzak olmasi 138 34.67
Yasanilan konutun tipi/ ev cesidi 92 23.12
Medya ve basinda yer alan olumsuz haberler 89 22.36
Disari ¢iktiginda ¢ocugun hastalanmasiyla ilgili kaygilar 87 21.86
Hava kosullarinin uygun olmamasi 45 11.31
Disarida oyun arkadasinin bulunmamasi 38 9.55
Okul ve etiit surelerinin uzun olmasi 12 3.02

Tartisma, Sonug ve Oneriler

Bu calismada, Tiirkiye’deki cocuklarinin agik hava oyun deneyimlerinin incelenmesi ve ¢ocuklarin agik
hava oyun deneyimlerinin gecmis jenerasyon ile karsilastiriimasi amaglanmistir. Bu amagla c¢alismada
cocuklarin glinimiizdeki oyun deneyimleri ile ebeveynlerinin ge¢misteki oyun deneyimleri
karsilastirilmistir.

Calismadan elde edilen sonuglar, glinimiizde ¢ocuklarinin agik havada oyun oynama davranislarinin
azaldigina iliskin diger arastirma sonuglarini desteklemektedir. Mevcut ¢alismanin sonuglari, glinimuzde
cocuklarinin ebeveynlerinin ¢ocukluklarina kiyasla agik havada daha az oyun oynadiklarini
gostermektedir. Alan yazin incelendiginde, benzer bulgulara rastlanmistir. Yapilan diger calismalar da
ginimuizde c¢ocuklarin bircok nedenden dolayr agik havada oyun oynama firsatlarinin azaldigini
gostermektedir (Alhassan, Sirard, & Robinson, 2007; Bianchi & Robinson, 1997; Burdette, Whitaker, &
Daniels, 2004; Clements, 2004; Cevher Kalburan, 2014; Cok, Artar, Sener, & Bagl, 1997; Veitch, Bagley,
Ball, & Salmon, 2006; White & Stoecklin; 1998).

Clements’in (2004) Amerika Birlesik Devletleri'nde yaptigl benzer bir arastirmada, glinUmizde
¢ocuklarin annelerinin gocukluk yillarina oranla disarida daha az oyun oynadiklari belirlenmistir.
Tirkiye’de Ug¢ kusagin karsilastirildigi bir ¢alismada da geg¢misten gliniimiize ¢ocuk oyunlarinin
arkadaslarla oynanan, fiziksel aktiviteye dayali dis mekan oyunlarindan, teknolojik drinlerle ig
mekanlarda oynanan oyunlara dogru degisim gosterdigi ve son kusaktaki bireylerin oyun siirecinin
onceki iki kusaga gore oldukca degistigi belirlenmistir (Tugrul, Ertiirk, Ozen Altinkaynak, & Giines, 2014).
Benzer sekilde Juster, Ono ve Stafford (2004) tarafindan yapilan bir incelemede de 1981-2003 vyillari
arasinda USA deki 6-17 yas grubundaki ¢ocuklarin zaman harcama davraniglarinda degisim oldugu ve
spor ve agik hava etkinliklerine ayrilan zamanin hizla azaldigi belirlenmistir. Buna karsi okulda gegirilen
zamanda artma oldugu bulunmustur. 1997-2003 yillari arasinda 6-12 yas grubu cocuklar ile yapilan
benzer bir ¢calismada da ¢ocuklarin agik hava etkinliklerine katilimlarinda bir azalma oldugu saptanmistir.
ilgili calismada ¢ocuklarin oyun oynama davranislarinda %4.00 oraninda bir azalma oldugu belirlenirken,
bu azalmanin spora katilim (%21.00) ve acik hava etkinliklerine katilimda (%37.00) oranlarinda ¢ok daha
fazla oldugu belirlenmistir (Hofferth, 2009).

Bu bulgular giinimizde cocuklugun dogasinin degistigine iliskin 6nemli bilgiler sunmaktadir.
Karsten’in (2005) de belirttigi gibi giinimizde c¢ocuklarin ge¢cmis jenerasyonlarinin agik havada
oynadigindan daha az zaman gegirmeleri “yeni bir ¢ocukluk tlrini” ortaya cikarmistir. Bugliniin
cocuklarinin yasam tarzinda geg¢mise oranla énemli bir degisiklik izlenmektedir. Cocuklar artik disarida
daha az oynamakta, evde daha fazla zaman gecirmektedirler. Bu durum onlarin tiim gelisim alanlarinda
ciddi bir risk olusturmaktadir. Evde tek basina oynayan ve gittikce yalnizlasan ¢ocuk, gecmis nesillere
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gére ic mekanda daha pasif, hareketsiz bir yasam siirmektedir. ilgili calismalar da bu diisiinceyi
desteklemektedir (Anderson & Pempek, 2005; Hofferth & Sandberg, 2001; Vandewater, Rideout,
Wartella, Huang, Lee, & Shim, 2007). Ornegin, Aktas Arnas ve arkadaglari (2014) 4-10 yas cocuklari ile
yaptiklari bir galismada, glinimuzde gocuklarin teknolojik araglara oyun oynamaya disarida oyun
oynamaktan daha fazla zaman ayirdiklarini belirlemislerdir. Hofferth ve Sandberg, (2001) de 3-12 yas
grubundaki cocuklarin agik hava etkinliklerine haftada yaklasik yarim saat ayirirken, TV izlemeye haftada
12 saat ayirdiklarini belirlemislerdir.

GuUnUmuz ¢ocuklarinin gegmisteki jenerasyonlarina gore acik alanlarda daha az oyun oynamalari ile
ilgili literatirde sunulan gocuklar igin yeterli ve giivenli oyun alanlarinin bulunmamasi veya giinimiz
¢ocuklarinin teknoloji dolu evlerde yagamalari mevcut arastirmanin bulgulari ile de ortaya konmustur.
Mevcut calisma ebeveynlerin ¢ocukken en ¢ok oyun oynadiklar agik alanlarin sokaklar oldugunu
gosterirken glnimizde cocuklarinin ¢ok az bir kisminin sokaklarda oyun oynama firsati oldugunu
gostermektedir.

Cocuklarin agik havada oyun oynama firsatlarinin yasadiklari cevreden etkilendigini, cocugun yasadigi
yere yakin bir park ya da oyun alaninin veya oturdugu evin bahgesinin bulunmasinin onlarin agik hava
oyun davraniglarini etkiledigini gostermektedir. Francis ve Lorenzo (2006) sehirlesmede yasanan
degisimlerin ¢ocuklarin agik havada zaman gegirme firsatlarini engelledigini ve ¢ocuklarin artik digari
¢ikip oyun oynamayi biraktigini belirtmistir. Aarts ve ark. (2010) Hollanda’da yaptiklar bir ¢alismada
cocuklarin yasadiklari evin 6zelliklerinin (mustakil, dubleks veya apartman dairesi olmasi gibi) cocuklarin
dis mekandaki oyun davranislarini etkiledigini ve apartman dairesinde yasayan c¢ocuklarin daha az dis
mekanda oynadiklari belirlenmistir. Yapilan ¢alismalar da cocuklarin kesfetmeye acik, dogal alanlara
kolay ulasilabilir bir bélgede yasadiklarinda bu tir alanlari daha fazla tercih ettiklerini (Green, 2013),
ancak agik alanlara kolay ulagamayan ve apartman dairesinde yasayan cocuklarin ise agik hava oyun
alani olarak insan yapimi oyun aletlerinin bulundugu alanlari tercih etmek zorunda kaldiklarini
gostermektedir.

GlnUmuzde ebeveynlerin yogun is tempolari ve komsuluk iliskilerinin zayiflamis olmasi nedeniyle de
cocuklarinin agik hava oyunlarina sinirlamalar getirdikleri (Witten, Kearns, Carroll, Asiasiga, & Tava'e,
2013) ve cocuklarinin evlerine yakin yerlerde oynamalarini ve oturduklari sokaktan ¢ok uzaklasmasini
istemedikleri diger arastirmacilar tarafindan da ortaya konmustur (Valentine & McKendrick, 1997).
Mevcut calismada da ebeveynler tarafindan bu durum cocuklarin sokaklarda daha az oynamalarinin
temel nedenlerinden biri olarak gosterilmistir.

GiUnimuzde c¢ocuklar teknoloji dolu bir diinyaya gozlerini agmakta ve teknoloji dolu evlerde
yasamaktadirlar. Mevcut calisma da c¢ocuklarinin tamamina yakininin evinde televizyon, yaridan
fazlasinin evinde ise bilgisayar, internet, tablet gibi teknolojik araclarin mevcut oldugunu
gostermektedir. Benzer pek ¢ok calisma, glinimizde evlerin ¢ogunlugunda internet erisimi olan
bilgisayarlarin oldugunu, cocuklarin ¢ogunun video oyunlarina ve oyun konsollarina sahip olduklarini
gostermektedir (Aktas Arnas, 2005; Wertella, Lee, & Caplovitz, 2002; Woodward & Gridina, 2000). Ne
yazik ki son otuz yilda ¢ocuklar onlarin gevresini saran ve kolay ulasabildikleri teknolojik aletlerin
icerisinde yasamaktadirlar. Ev ortaminda bu fiziki degisim ¢ocuklarin daha fazla medya 6niinde zaman
gecirmelerine ve daha fazla pasif ve hareketsiz bir yasam sirmelerine neden olmaktadir (Maitland,
Stratton, Foster, Braham, & Rosenberg, 2013). Clements (2004) evde bulunan teknolojik aletlerdeki
artisin cocuklarin agik hava oyunlarinin degisinde biyik etkisi oldugunu belirtmistir.

Cocuklarin ekran 6niinde gecirdikleri siirelerin artmasi onlarin agik havada oyun oynama siirelerinin
verini almakta bunun bir sonucu olarak da ¢ocuklar akranlari ile de daha az etkilesime girmektedirler
(Levin, 2012). Mevcut calismanin sonuglari da ge¢miste ebeveynlerin en fazla komsu cocuklari ve
mahalledeki arkadaslari ile oyun oynadiklarini bu oranin glinimiiz ¢ocuklarinda hizla distigini
gostermektedir. Mevcut ¢alisma glinimiz c¢ocuklarinin geg¢mise oranla tek baslarina oyun oynama
davraniglarinin arttigini da ortaya koymustur. Oysaki cocuklarin sosyal gelisimlerinde arkadas iliskileri
onemli bir yere sahiptir. Gliniimizde c¢ocuklarin sokakta oyun arkadaslarinin yerine tek basina oyun
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oynamalarinin en biyiik nedeni ebeveynlerin disaridaki ¢cevreye iliskin yogun kaygilari olabilir (Valentine
& McKendrick, 1997). Glinumuzde eskiye oranla komsuluk iliskilerinin zayiflamasi, ebeveynlerin gevreye
givenmemeleri ve de giivenli oyun alanlarinin bulunmamasi ebeveynlerin kaygilarinin temel kaynagini
olusturmaktadir.

Gunumuzde ¢ocuklarin disarida yanlarinda bir yetiskin olmadan kendi baslarina ¢ok daha az zaman
gecirdikleri ilgili literatlirde de vurgulanmaktadir (White & Stoecklin, 1998). Bunun bir sonucu olarak
cocuklar oyun oynamak icin daha az sikhkta agik alanlar kullanmaktadirlar. Mevcut ¢alismada
ebeveynlerin yaridan fazlasi kendilerinin gegmiste her giin acik havada oyun oynadiklarini ifade ederken
bugilin ¢ocuklarinin her giin agik havada oyun oynadigi sdyleyen ebeveyn orani %10.00’dur. Clements’in
(2004) Amerika’da yaptigl calismada da benzer sonuglar elde edilmistir. ilgili arastirmada, annelerin
%70.00'i gocukken her giin agik havada oyun oynadigini ifade ederken, bu annelerin yalnizca %31.00’u
cocuklarinin her gin acgik havada oyun oynadigini belirtmistir. Ancak Clements’in ¢alismasinin sonuglari
Amerika’da ¢ocuklarin Tirkiye’deki cocuklardan her giin acik havada oyun oynama sikligindan daha fazla
oldugunu gostermektedir. Turkiye’de yapilan bir baska calismada da cocuklarin her giin acik havada
oyun oynayan oraninin %9.40 oldugunu belirlenmistir (Deretarla Gil, 2012). Oysaki agik havada oyun
oynamak cocuklara gevreyi deneyimlemeleri icin essiz firsatlar sunar ve ¢ocuklar agik havada serbestce
kosup hareket etmelerine olanak saglar (Shackell, Butler, Doyle, & Ball, 2008).

Bazi galismalar ebeveynlerin tutumlarinin cocuklarinin agik hava oyun firsatlarini etkiledigini yoniinde
goriis birligi bulunmaktadir (Clements, 2004; Valentine & McKendrick, 1997). llgili literatiirde
ebeveynlerin cocuklarinin giivenlikleri ile ilgili kaygilari nedeniyle ¢ocuklarinin agik hava oyunlarini
kisitladiklari belirtilmektedir (Hirose, Koda, & Minami, 2011). Ebeveynler yabancilar, ¢cocuklarin sokakta
ugrayacagl zorbalik, trafik yogunlugu, cevreye giivensizlik gibi nedenlerle endise yasamaktadirlar
(Valentine & McKendrick, 1997; Woolley, 2006). Yapilan ¢alismalar annelerin glvenlik kaygisi azaldikga
¢ocuklarin agik havada oyun oynama siirelerinin ve oyun parklarina gitme oraninin arttigi
gostermektedir (Kimbro et. al., 2011).

Mevcut calismanin sonuglari da ebeveynlerin ¢ogunlukla gevredeki insanlara (istismar, kagiriima,
kaybolma gibi konularda) glivenmeme, trafik yogunlugu ve kaza riski nedeniyle ¢ocuklarinin disarida
oyun oynamalarina izin vermediklerini géstermektedir. Ayrica ebeveynler ¢ocuklarinin disarida daha az
oyun oynamalarina neden olarak, evdeki teknolojik araglarin varligi, cocuklara uygun dis mekan oyun
alanlarinin olmamasi, ¢ocugun disarida yetiskin denetiminden uzak olmasi, yasanilan konutun tipi,
medya ve basinda yer alan olumsuz haberler, ebeveynin ¢ocuk disari ¢iktiginda hasta olacagi ile ilgili
endisesi, hava kosullarinin uygun olmamasi, disarida oyun arkadasinin bulunmamasi ve ¢ocugun okul ve
etutte gecirdigi zamaninin uzun olmasi gibi pek c¢ok sebep gosterdikleri bulunmustur. Arastirma
sonuglarina paralel olarak yapilan galismalarda ebeveynlerin agik hava oyunlarina izin vermemesinin
baslica sebeplerini; yabanci insanlara karsi glivensizlik, trafik glivenligi ve hava kosullari olduguna isaret
etmektedir (Burdette et. al., 2004; Clements, 2004; Veitch et. al., 2006; Witten et. al., 2013).

Mevcut arastirmada ebeveynlerin ¢ocuklarinin agik havada daha az oynama nedenlerinden biri
olarak belirttigi cocuklara uygun dis mekanlarin olmamasina yonelik gorisleri Gilkemizde yapilan birgcok
arastirma sonuglari ile benzerlik géstermektedir. Ornegin, Tirkan ve Onder (2011), Balikesir kentinde
cocuk oyun alanlarini inceledigi ¢calisma sonucunda mevcut alanlarin alansal yeterlilik, kolay ulasilabilirlik
ve yapisal ve bitkisel donatim agisindan yeterli olmadigini ortaya koymustur. Buna ek olarak birgok
arastirmaci Turkiye’nin farkli illerinde (Aydin, istanbul, Isparta, Eskisehir, Erzurum, Kayseri, Ankara,
Zonguldak, Trabzon ve Canakkale) cocuk oyun alanlarinin yeterliligini incelemislerdir. Arastirmalarin
bulgulari ise benzer bir sekilde cocuk oyun alanlarinin yeterli olmadigi yoninde kesismektedir (Aksoy,
2011; Kelkit & Ozel, 2000; Oztiirk Samur & inan Kiziltepe, 2018).

Sonug olarak, giinimizde degisen toplum yapisi ve yasam seklinin gocuklar tGzerinde olumsuz bazi
degisimlere neden oldugu bir gergektir. Bunlardan en 6nemlisi ¢ocugun gelisiminde yeri vazgecilemez
olan oyun davranislarina olan etkilerdir. Ginimuzde gocuklarin agik havada zaman gecirme ve oyun
oynama firsatlari giderek azalmaktadir. Yapilan mevcut ¢alisma da nitekim bunu gostermektedir. Bu
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calisma da pek cok tlkede oldugu gibi Turkiye’deki ¢ocuklarin da bir 6nceki nesle oranla agik havada
daha az oyun oynadigl belirlenmistir. Calisma gecmiste kendileri sokaklarda oyun oynayarak bulylyen
ebeveynlerin, ginumizde kendi c¢ocuklarinin sokaga c¢ikmasina izin vermeden kapal alanlarda
blyUtmeye calistigini gostermektedir. Ebeveynler hem gelisen teknolojiye hem de kendi korkularina
yenik dismis durumdadirlar.

Cocuklarin agik hava oyun gereksiniminin karsilanmasi icin ebeveynlerin givenlik ile ilgili kaygilarini
en aza indirecek 6nlemlerin alinmasi, agik hava oyun alanlarinin her ¢ocugun kolayca ulasabilecegi cazip
alanlar haline getirilmesi ve ¢ocugun gelisiminde oyunun 6nemi konusunda toplumda farkindalk
olusturulmasi saglkli gelecek nesiller yetistirmek adina énemli bir konudur. Bu anlamda gocukla ilgili
¢alisan uluslararasi kurum ve kuruluslar ile ulusal ve yerel yonetimlere blylk gorevler diigmektedir.
Ornegin,

o Yerel yoneticilerin ¢ocuklar igin glvenli oyun alanlari (cocuk parklari, yesil alanlar, oyun sokaklari gibi)
saglamalari,

e Medya da cocuklarla ilgili olumsuz haberler konusunda yasal dizenlemelerin yapilmasi,

o Okul bahgelerinin oyun alanlarina donistirtlmesi ve halk ile battnlestirilmesi,

e Medya araciligl ile oyunun ¢ocuklar igin yararlari konusunda bilgilendirilmeler yapilmasi ve kamu
spotlarinin hazirlanmasi,

e Ebeveynlere cocuklari ile nitelikli zaman gegirmeleri konusunda uygulamal calismalar yuaritilmesi
Onerilebilir.

Ayrica llke genelinde daha genis capli calismalar yapilarak sonuglari kamu ve ilgili kurumlarla
paylasilmalidir. Kamu kurumlari ile givenli oyun alanlarina iliskin 6rnek projeler ve uygulamalar
ylratulmelidir.
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Introduction

In today’s world, where economic, social, and technological changes are rapidly increasing,
educational institutions had to make new regulations in their structure to create the type of human
needed by the 21st-century economy. In this context, curriculums were rearranged, duties, roles, and
responsibilities of teachers, students and education administrators were redefined. Depending on this
conception of change, a sense of leadership to be adopted by the teachers and administrators changed
as well (Bozkurt & Aslanargun, 2015; Drucker, 2014; Vockley & Lang, 2008). School administrators
having an important role in raising the individuals needed by the 21-century world need to transform
their school and themselves into this direction (Drucker, 2014). Researchers worked on which skills the
school administrators need to achieve this transformation, and they further improved the three-
dimensional approach (managerial skills, human relations skills, and professional and technical skills)
introduced by Katz in the 50s. New concepts such as respect for diversity, intercultural dialogue, gender
sensitivity, which are the products of the critical pedagogical approach that the contemporary world
focuses on, have emerged, and administrators are also required to know these concepts (Annulis &
Gaudet, 2007; Bateman & Snell, 2004). Furthermore, concepts such as financial literacy, technological
literacy, media literacy, and digital citizenship have been added to these (Cummings & Worley, 2001).
Education administrators, who give direction to today’s human resources and their schools would have
less survival chances unless they are equipped with these knowledges and skills. Recent studies said that
educational managers should exhibit strategic leadership behaviors for the future of their organizations
(Altinkurt, 2007; Coban, Ozdemir, & Pisapia, 2019; Pisapia, 2009; Vera & Crossan, 2004).

Moreover, many researches in the field of educational administration demonstrated that 21st skills
were necessary for the educational administrators (Bozkurt, Coban, & Kan, 2019; Coffin, 2004,
Podmostko, 2000). However, in the literature review, there was no research on the relationship
between school administrators' strategic leadership behaviors and their 21st century skills. This research
was conducted to address this gap in the literature and to determine the skills that school
administrators need to demonstrate strategic leadership.

Managerial Framework
21st Century Skills

Skills introduced by Robert Katz in the 50s provide an important basis in studies on education
administrators’ skills studies. Managerial skills of education administrators mostly include basic skills
related to knowledge of regulation and administrative field, and it is stated as “conceptual skills.”
Another skill includes the relationship with people and is defined as human relations skills in literature.
Lastly, there are professional and technical skills which include technical and professional skills related
to the administrative field, and it is called “technical skills.” Although this classification is also widely
being used these days, it requires to be reviewed due to the innovations of the age and the change in
the human resource type needed (Agaoglu, Altinkurt, Yilmaz, & Karadse, 2012). As a result of this need,
many institutions developed different frameworks. Especially educational institutions also redesigned
their education administrator skills to meet this need (Silva, 2008). “Higher-level skills” or with its
commonly used name “21st-century skills” include skills such as problem-solving, creative thinking and
innovation, having a critical perspective, communication, being literate (media, ICT, etc.), adaptation to
conditions and environment, entrepreneurship and productivity (Vockley & Lang, 2008). These skills are
discussed in three dimensions: “learning and innovation skills,” “literacy skills,” and “life and
professional skills.” Learning and innovation skills are the skills that reveal the mental depth of the
education administrator and determine what type of work environment she/he should be created with
his/her employees. These skills require that individual be creative, work for innovation, have a high level
of critical thinking and problem-solving skill, and be able to communicate and collaborate. Literacy skills
cover the skills to determine the administrator’s literacy skill levels in various fields. The 21stcentury
administrator should know, with information literacy, where information comes from and how
important it is in terms of managerial aspect; s/he should analyze, with media literacy, news and topics
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in media; s/he should endeavor, with technology literacy, to disseminate technology use and culture
within organization. Last skill group, life, and professional skills focus on the managerial skills of the
education administrator, and the administrator is expected to demonstrate self-management, use
initiative, be productive, account for the work and operations s/he carries out, take responsibility for
his/her work, and demonstrate a flexible management approach (Vockley & Lang, 2008).

In creativity and innovation skills, the administrator should be sensitive to different points of view,
understand how ideas might be adapted to the real world and originality and creativity should not be
limited in his/her works. Besides, s/he should use the information or products produced to implement
the innovations in the field, without fear, and with great courage to make a concrete and useful
contribution (Vockley & Lang, 2008). In critical thinking and problem-solving skills, education
administrator should make the right choices and decisions in complex situations and understand the
relationship between different variables related to the problems in the institution, ask right questions to
see different solutions and to find best solutions and carry out analyses and synthesis to solve the
problems (Cottrell, 2005). In communication skills, education administrators should communicate well
with the people inside and outside of the institution and be open to listening; the ability to convince
with communication should be high. In cooperation skills, one of the learning and innovation skills, the
administrator should promote teamwork, provide support the aid needed to reach the common goal,
and know the capacity of each team member and see how much s/he is able to contribute.

In literacy skills, an education administrator should know how to reach information and use it
efficiently in a legal and ethical framework (Demiralay & Karadeniz, 2008). Education administrators
having the media literacy skill should be aware of which media messages are given for which objective.
In media literacy, first, media messages should be perceived and interpreted correctly and evaluated
whether the information is real or fictional with a critical point of view. More importantly, s/he should
be aware of the direction and management power of media on people (RTUK, 2016). An education
administrator having a technological literacy should efficiently use digital technologies in creation,
evaluation, and management and access of knowledge and have a deep understanding of the
legal/ethical framework during this use (Odabasi, 2000). The skills that the education administrator
should demonstrate in terms of flexibility and adaptation under social and professional skills are easy
accommodation to the environment, easy adaptation to different roles and responsibilities, efficient
working in the face of changing priorities and uncertainties (Ceylan, 2001). Relating to the skills of
initiative and self-management, an education administrator should determine his/her own development
needs of him/her and his/her institution’s, be able to manage the time and work well, and be able to
use initiative to achieve the goals of the organization. In social and cultures skills, the administrator
should know the differences between his/her employees and embrace them with respect. S/he should
know that differences are opportunities to make innovations. An education administrator should be
open to people inside and outside of the institution due to his/her authority and responsibilities and
undertake the responsibility of failures in consequence of his/her authorities and responsibilities. S/he
should manage the process well and be able to act in the direction of the plans s/he makes with
employees in order that the institution attain goals (Schater, 2000). Under the leadership and
responsibility skill, education administrator should lead the employees working in the institution in
solving their problem, be leverage in achieving common goals, do his/her best to fulfill his/her duty and
inspire his/her employees by acting honestly and ethically (Vockley & Lang, 2008).

Strategic Leadership

Strategic leadership first appeared in Hambrick and Mason’s Upper Echelon Theory (1984). In this
theory, it was revealed that strategic decisions taken by senior managers affect the performance of the
institutions dramatically. In their research they made Wheelen and Hunger (1986) detected that senior
managers have an important responsibility and the decisions they make direct the climate of the
organization. These studies show that employees act according to the strategic decisions made by senior
managers and follow the vision put forth about the future. Therefore, decisions are taken by strategic
leaders, and the vision they present affect the institution and employees positively or negatively.
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Primarily, strategic leaders should determine the top goal. Then, they should exhibit a model that shows
the way for employees to reach this top goal. Finally, the strategic leader should put high-performance
standards for his/her employees and believe and trust them in achieving these standards. Shortly,
strategic leaders should create a vision and proceed in this direction with employees to achieve this
common goal in trust and belief.

Strategic leaders should have a strategic thinking skill to overcome the obstacles while moving
towards the shared common vision and have a good plan. In strategic thinking, one of the strategic
leaders’ skills, the importance of strategic thinking and long-term returns are two main elements. The
importance is to be able to choose among very important, important, and less important. In long-term
returns, it is necessary to see the long-term gains instead of short-term gains and make the choice for
long-term gains (Adair, 2005; Hambrick & Mason, 1984). While other leaderships could address to all
people from all levels and locations of an institution, strategic leadership only addresses to senior
managers of the institution (Vera & Crossan, 2004). While Barron, Henderson, and Newman (1995)
stated that strategic leadership is for senior managers of the institution since only senior managers take
the decisions about the institution’s future, Davies, Davies and Ellison (2005), by moving one step ahead
stated that strategic leadership includes many leadership types.

Pisapia Guerra and Semmel (2005) developed a scale based on what has been revealed in the
literature on strategic leadership. This scale consists of five dimensions and comprises many leadership
types as literature suggests. One of the dimensions of this scale was described as “bartering,” and it
stands for the institution’s managing its relationships with the environment. Another dimension was
defined as “managing,” and it includes issues related to the subjects about managerial leadership of the
institution. “Bonding” includes the ethical aspect of the strategic leader. “Bridging” includes improving
bonds and political leadership works. “Transforming” stands for the transformational behavior of the
leader (Altinkurt, 2007; Aydin, 2002; Elma, 2010; Kilingkaya, 2013; Ugurluoglu & Celik, 2009; Ulker,
2009). Turkish versions of sub-dimensions were given below:

Transformational leadership, Bass developed a “multiple leadership scale” to measure
transformational leadership and has done research on this subject (Burnes, 2004). Cemaloglu (2013)
states that the leader exhibiting leadership behavior in this direction should give authority and
responsibility to the employees to reach the common vision of the institution while explaining the
transformational leadership concept. It is the fundamental duty of the transformational leader that each
employee develops a common understanding in transforming the institution’s culture in line with a
common vision and, along with the culture of the institution, make the transformation of the minds of
the employees. When managerial leadership, another sub-dimension strategic leadership, is examined,
it is seen that the managerial leader must ensure stability and order, and they focus on accomplishing
daily activities and short-term goals (Mullins, 1996). They negotiate and bargain and do not avoid using
awards, punishments, and other pressure styles for their employees (Hoy & Miskel, 1991). Another
dimension of strategic leadership is ethical leadership putting forth the character and temperament of
the leader (Aydin, 2002). Ethical leadership includes that the leader grounds his/her decisions on norms,
values, and universal principles, and s/he can take these into account in the decisions and results that
will come (Yukl, 2002). Another dimension of strategic leadership, political leadership requires political
behaviors. In political behaviors, goals and interests of the institution are at the forefront, and the
leader negotiates, discusses, comes to an agreement, and acts for win-win based (Mullins, 1996). Leader
promotes teamwork in the institution and plans activities, increasing the interaction between people
through his/her political skills. Here the goal of the leader is to make regulations and develop strategies
to ensure that the organization displays an effective performance. These policies are not only for the
inside of the institution but also for its relationship with the environment. Leader contributes to the
institution’s longer life by providing flexibility and adaptation to the environment (Adair, 2005). Another
dimension, relational leadership, is a type of leadership focusing on relations. The goal of this leadership
is to build up powerful alliances and relationships based on the reciprocity principle. These relationships
include both relationships with the employees and external stakeholders. The leader must always follow
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the win-win policy by acting in the principle of mutual dependence. The leader should make this
fortification, not for his/her interest but the goal of the institution. Besides, S/he should use his existing
relationships for the goals of the institution (Pisapia, 2009).

In addition to having these skills, education administrators should improve themselves managerially
and put forth leadership behaviors to exhibit their skills. While production and efficiency-focused
approach is in question in agricultural and industrial society, it has become important to keep up with
the requirements of the age quickly and transform both himself/herself and his organization as a
manager (Bass & Avolio, 1993). Therefore, leadership types such as transformational leadership (Bass &
Avolio, 1993; Cemaloglu, 2013), strategic leadership (Pisapia et al., 2005), and technological leadership
(Calik, Coban, & Ozdemir, 2019) have become important in the center of the researches about the
administration. Turkish national education system has also been going through a change and
transformation in parallel with the developments in the world. In this research, whether the education
administrators have the necessary skill and leadership behaviors to implement this change and
transformation will be discussed.

Principals’ 21stcentury skills and strategic leadership behaviors

School administrators must have particular skills to become an administrator. These people at the
head of the educational institutions that play a major role in building the future generations and
societies should demonstrate transformational leadership skills and behaviors that will transform both
themselves and their institutions (Robbins & Judge, 2013).

In research conducted in Turkey, it was stated that the institutional change could be carried out by
powerful administrators with superior skills (Tunger, 2011). A research done in Holland dwelled on
certain characteristics of the school leaders. The result of this research showed that the school
administrator must be interrogative, an individual with good data skills, and have a leadership capacity
to transform the culture in the school (Geijsel, Kriiger, & Sleegers, 2010). In another research conducted,
administrator types were divided into three according to their skills. While the manager as a technician
is a term usually defining an administrator with technical and professional skills, the manager as
conductor defines the administration of the whole work and operation in the institution. The third skill,
manager as a developer, presents the type of administrator who can carry the institution into the future
(Harris, 1986). Considering which one of these administrators’ leadership behavior could transform the
institution better, it was revealed that manager as developer could perform transformation better by
enhancing the change capacity of the group members with this vision, by raising awareness of
conducting the change together and by authorizing the group members when needed, and by giving
them initiative. In research examining the skills of administrators in the higher education field in Turkey,
the role of administrators was dwelled on. The first of these roles is the relationships’ role. While this
role describes the role of the manager in the organizational relations, the decision-making role
emphasizes the strategic decision-making role that will be taken in the management of organization.
The last administrator role is the information the role and it is important to share with the employees
the work and actions carried out within the organization. As these roles in higher education are not
adequately displayed in Turkey, it is determined that change and transformation in universities cannot
be properly provided (Ulukan, 2005). As it was revealed both in the researches mentioned and, in the
literature, the administrator must have some certain skills to prepare his/her institution to the future
and transform it. Besides, s/he should exhibit efficient leadership behavior to transform the institution.
Only when these two powers are together could transform and change the institution.

Exhibiting efficient leadership behavior and transforming the institution are not given much
importance while selecting the school administrators in Turkey. School administrators are selected
among teachers, training about school management are either not given at all or in a very little way.
They usually learn how to become an administrator from others’ experiences or their own experiences.
In addition to this, the selection of teachers in Turkey, and even the selection of support staff for schools
are not vested in the school management. School administration has very limited authority, both
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managerially and financially, yet it has unlimited duty and responsibility. In this confined space
managing the school properly is quite hard. More importantly, the school administrators both should be
equipped with the 21st-century skills and have the leadership skills that will carry school into the future
in the educational institutions where the individuals of the future are being raised. This study would
shed light on school administrators in this narrow space, raise awareness in their self-improvement, and
be an insight into how they can transform their school by developing understanding in the limitedness
of their financial and managerial authority. School administrators examining this study would have
detailed information about 21st-century skills and strategic leadership behavior and awareness to
improve these skills and leadership behaviors in themselves. This study aims to indicate the relationship
between school principals’ level of 21st-century education administrator skill levels and strategic
leadership behavior according to teachers’ views. Accordingly, the following questions will be
addressed.

1. What is the level of principals’ 21st-century skills?

2. What is the level of principals’ strategic leadership behavior?

3. Is there a statistically meaningful relationship between the principals’ 21st-century education
administrator skill level and strategic leadership behavior?

4. Does the principals’ level of 21st-century educational administrator skills predict their strategic
leadership behaviors?

Method
Research Design

A correlational survey model was used in this quantitative research in order to determine the
relationship between 21st-century education management skills levels of principals and their strategic
leadership behaviors according to teachers’ views. As Karasar (2015) stated “the relational screening
model” is a research model to detect the relationship between two variables.

Population and Sample

The population of the study consisted of 22.958 teachers working in primary and secondary schools
in Akyurt, Altindag, Cankaya, Golbasi, Kecioren, Mamak and Yenimahalle districts of Ankara in 2016-
2017 academic year. It comes out that 378 teachers could represent this population of 22.958 people at
o= .05’ significance level (Balci, 2011). “Stratified sampling” method was used in the research. Stratified
sampling is a method where the subgroups in the population are guaranteed to be represented in the
sample (Balci, 2011). In this context, while forming the strata, districts were stratified to ensure that the
research serves the purposes, and teachers were selected with a random sampling method. A number
of the teachers working in official primary and secondary schools in the districts participating in the
research and sample numbers calculated considering these numbers are given in Table 1.

Table 1.
Number of the Teachers Working at Primary and Secondary Schools in the Districts.

Number of teachers Number of teachers Number of teachers
Districts in the Universe in the sample participating in the research
Akyurt 234 4 19
Altindag 2610 41 42
Cankaya 4600 76 107
Golbasi 3096 53 78
Kecioren 5235 87 89
Mamak 3419 57 59
Yenimahalle 3764 60 70
Total 22958 378 464
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Data Collection Tools

Education Administrators' 21st Century Skills Scale: Education Administrators' 21st Century Skills
Scale developed by Goban, Bozkurt and Kan (2019) was used to measure the 21st-century skill levels of
education administrators. This scale consists of 95 items related to 12 dimensions, which could be
gathered under three basic skills. Learning and innovation skills dimension has four subdimensions:
creativity and innovation, critical thinking and problem solving, communication and collaboration.
Literacy skills dimension has three subdimensions: information literacy, media literacy and technological
literacy. Life and professional skills dimension has five subdimensions: self-management and initiative,
productivity and accountability, leadership and responsibility, flexibility and easy adaptation, and social
and intercultural skills. Education Administrators' 21st Century Skills scale is a five-point Likert scale. The
scale has statements such as “s/he fairly treats his/her employees under his/her management,” and
“s/he shares information with employees”. Researchers reperformed the analysis needed to ensure the
scale’s validity and reliability for this research. Confirmatory factor analysis was performed as a second
order. Values in the analysis were found equal and close to the breakpoints. ()(2 = 9803.03 df=3506, p>
.05 and xz/df value 2.70 good fit; RMSA = .06 good fit; SRMR = .04 perfect fit; NFl = .99 perfect fit; NNFI =
.99 perfect fit; CFl = .99 perfect fit). The Scale’s Cronbach Alpha value was calculated as .98. In light of
this data, it could be stated that the scale’s validity and reliability are ensured for this research.

Strategic Leadership Scale: According to the views of the teachers participating in the research,
Strategic Leadership Scale developed by Pisapia et al. (2005) and adapted to Turkish by Coban (2016)
was used. This scale consists of 35 items and five dimensions as managerial, ethical, political,
transformational, and relational leadership. Among the scale’s items, there were statements like “they
develop alliances outside the institution” and “they contact people who might be influential in the
works being conducted.” take place. Researchers performed the analysis needed to ensure the scale’s
validity and reliability for this research. Values in the confirmatory factor analysis were found equal and
close to the breakpoints (x2= 1253.45 df= 550, p> .05 and xz/df value 2.30, good fit; RMSA = .05 good fit;
SRMR = .07 good fit; NFI = .97 perfect fit; NNFI = .97 perfect fit; CFl = .97 perfect fit). Cronbach Alpha
value was calculated as .96 in the analysis. In light of these data, the scale’s usability for the research
was tested.

Data Collection and Analysis

Data were collected from 464 teachers working in Ankara in the 2016-2017 academic year. First,
official permission was obtained from Ankara Provincial Directorate for National Education. Then, the
teacher lists, according to districts, were obtained. Teachers were randomly selected from each district
list as many as in the sample. In this method, while a researcher was moving his/her finger on the list,
the other researcher gave the “stop” command with his/her eyes closed, and the pointed teacher was
written on the sample list. Thus, a total of 600 teachers were selected. With the help of the district
directorate of national education, these teachers were reached, and they were informed about the goal
of the research and the importance of the data quality in the research. Due to a voluntary basis, all the
teachers did not participate in the research; a total of 464 teachers took part in this research according
to a voluntary basis.

Before linear regression, linearity, multivariate normal distribution, and multicollinearity hypotheses
were tested (Tabachnick & Fidel, 2007). First, normality tests were done to detect whether the collected
data is suitable for the multivariate statistical calculations. The average of the data obtained from
education administrators' 21st-century skills scale was 3.87, and the median was 3.98, the kurtosis value
was .71, and the skewness value is .36. The average of the data obtained from the Strategic Leadership
Scale was 3.92; the median was 4.00, the kurtosis value was -.73, and the skewness value was .35. The
kurtosis and skewness values being within + one and the mean and the median being close to each
other prove that the data show normal distribution. For the linearity of the data, the scatter plot was
checked, and it was found to be elliptical. Homoscedasticity was examined for the suitability of
multivariate data, and variance-covariance matrices were analyzed. As a result of the analysis, the Box

405



Servet OZDEMIR, Omiir COBAN, Siiheyla BOZKURT — Pegem Egitim ve Ogretim Dergisi, 10(2), 2020, 399-426

M test was not significant. It shows that matrices are not homogenous (Cokluk, Sekercioglu, &
Buyukozturk, 2012). Finally, correlation values of the scales were examined for the multi-collinearity
problem. Regression analysis was conducted to reveal whether the levels of principals’ 21% skills predict
their strategic leadership behaviors.

Results

In this section, the analysis results related to the sub-problems of the research were given. Table 2
indicated that principals’ 21st-century skills levels and their strategic leadership behavior levels.

Table 2.
Principals’ 21st-Century Skills Levels and Their Strategic Leadership Behavior Levels.
X Sd
Creativity and innovation 3.79 .92
Critical thinking and problem solving 3.68 .88
Communication 3.87 .93
Cooperation 3.88 .90
Learning and Innovation Skills 3.80 .83
Information literacy 3.87 .83
Media literacy 3.99 .97
ICT literacy 3.93 1.05
Literacy Skills 3.93 .84
Self-management and initiative 4.01 1.02
Productivity and accountability 3.94 .85
Leadership and responsibility 3.93 .96
Flexibility and adaptability 3.82 .90
Social and Intercultural Skills 3.93 1.01
Life and Professional Skills 3.92 .85
Managerial 4.02 .78
Transformational 3.86 .95
Ethic 4.00 .87
Political 3.91 .85
Relational 3.84 .89
Strategic Leadership 3.92 77

When Table 2 is examined, it can be observed that the principals “generally” exhibited the learning
and innovation skills, literacy skills, professional and life skills, which are the main dimensions of the
21st-century skills, and at the same time, they also “generally” showed strategic leadership behavior
could be observed. When Table 2 was reviewed, it was seen that among the 21st-century education
administrator skills were determined, and school administrators exhibited relatively the highest level of
self-management and initiative using behavior (X = 4.01) and they exhibited the lowest level of critical
thinking and problem-solving behavior (X =3.68). It was indicated that while school administrators
exhibited relatively the highest level of managerial leadership behavior (X = 4.02), they exhibited
relatively the least of transformational leadership (X = 3.86) and relational leadership (X =3.84)
dimensions behaviors.

Based on these findings, it could be stated that while school administrators have higher-level skills in
self- improvement and the improvement of their institutions, they exhibit lower skills in solving
problems and handling the events from a critical point of view. Besides, when the strategic leadership
behaviors are examined, it could be stated that while they exhibit skills in managerial leadership, their
skills in building up relationships and transforming the organization within the framework of win-win
policy are relatively low.
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Table 3.
Correlation between Principals’ 21st-Century Skills and Strategic Leadership.
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Table 3 indicates that there is a positive medium level relationship between all dimensions of
managerial skills and all the strategic leadership dimensions. When the managerial leadership dimension
which is the sub-dimension of strategic leadership behavior is taken into consideration, it was detected
that there is a positive medium level relationship between creativity dimension (r =.59, p< .01), critical
thinking dimension (r = .60, p< .01), communication dimension (r = .63, p< .01) and cooperation
dimension (r = .63, p< .01) When the managerial leadership dimension and literacy dimensions are
examined, a positive relationship could be observed at medium level: information literacy (r =.56 p<
.01), media literacy (r =.59 p< .01), technology literacy (r =.61 p< .01). In addition, significant
relationships were found between social and professional life dimensions and managerial leadership:
using initiative (r =.61 p< .01), accountability (r =.66 p< .01), leadership and responsibility (r =.65 p< .01)
flexibility (r =.65 p< .01), respect for social and cultural differences (r =.60 p< .01). Similar relations could
be observed between other sub-dimensions of strategic leadership, transformational leadership, ethical
leadership, political leadership, relational leadership, and 21st-century education administrators’ skills.
Based on these findings, it could be said that as the school administrators’ 21st-century skills increase,
their strategic leadership behavior increases as well.

As is seen in Table 4, the education administrators were in significant relations with strategic
leadership behaviors within the scope of 21* century skills; managerial leadership (R* = .53, p <.05),
transformational leadership (R*= .58, p <.05), ethical leadership (R*=.73, p <.05), political leadership (R?
= .62, p <.05) and relational leadership (R* = .70, p <.05) dimensions. According to the regression
analysis, significant predictors of managerial leadership behavior were information literacy B =.24, p<
.05), technological literacy B =.12, p< .05), accountability § =.13, p< .05) leadership and responsibility B
=.15, p< .05). Significant predictors of transformational leadership behavior were accountability (B = .16,
p< .05) and respect for social and cultural differences (B = .11, p< .05). Significant predictors of ethical
leadership behavior were communication (B = .21, p <.05), using initiative (B = .11, p <.05), leadership
and responsibility (B = .12, p <.05) and respect for social and cultural difference (B = .22, p <.05).
Significant predictors of political leadership behavior were using initiative (B = .12, p <.05), flexibility (B =
.16, p <.05), and respect for social and cultural differences (B = .12, p <.05). The last of the strategic
leadership behaviors were significant predictors of relational leadership (B = .12, p <.05), cooperation (B
=.16, p <.05) and respect for social and cultural differences skills. (B = .19, p <.05). In the light of these
findings it could be said that as the level of exhibiting the skills in information literacy, technological
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literacy, accountability, leadership and responsibility increases, managerial leadership behaviors would
be better. Besides, as the level of accountability, respect for social and cultural differences increases,
transformational leadership behaviors would develop as well. In order to improve ethical leadership
behaviors, communication skills, using initiative and exhibiting responsibility skill and respecting for
social and cultural differences must be taken care of. Taking more initiative, showing flexible
management and paying attention to social and cultural differences would improve school
administrators' political leadership behaviors. Increasing the relational leadership behaviors of school
administrators is made possible by communication, cooperation and respect for social and cultural
differences.

Table 4.
Regression Analyses Result of 21°'-Century Skills and Strategic Leadership.
Managerial Transformational Ethic Political Relational
Variables B t p B t p B t p B t p B t p
Constant 10.04 .00 210 .03 470 .00 55 .00 240 .01
Creativity .10 23 81 04 78 43 05 110 .25 06 10 .28 .03 .67 .49
Critical t. .00 .07 94 .10 160 .10 -05 110 .27 .00 .12 .89 .01 .29 .77
Commun. .04 59 55 05 76 44 21 360 .00 .08 12 21 .12 2.00 .04
Cooper. -.03 43 66 03 56 57 .10 180 .06 .06 .93 .35 .16 2.80 .00
Info. .24 324 00 .11 150 .11 .09 160 .10 .07 11 .25 .10 1.70 .08
Media .00 .04 9 .00 .11 90 .06 170 .07 .04 97 .33 .04 100 .31
ICT 12 238 01 .04 100 31 -00 .01 098 .06 13 .17 .01 .27 .78
Initiative .03 65 51 03 .05 .95 .11 240 .01 .12 23 .02 .07 150 .11
Accoun. .13 191 .05 .16 240 .01 .03 570 .56 .04 .69 .48 .08 1.30 .16
Leadership .15 203 .04 .10 140 .15 .12 210 .03 .04 66 S50 .02 34 .72
Flexibility .04 57 56 06 100 30 .01 .26 .79 .16 25 .01 .06 1.20 .22
Social .50 87 38 .11 210 .03 .22 510 .00 .12 25 .01 .19 420 .00

Supervisory R=.73, R’=.53; F= 43.52 p<.05 Transformational R=.76, R’= .58; F=53.77 p<.05 Ethic R=.86, R’=.73; F= 107.22 p<.05
Political R= .79, R’= .62; F= 63.00 p<.05 Relational R= .83, R’=.70; F= 87.57 p<.05

Discussion, Conclusion & Implementation

One of the most important findings of this research focusing on the relationship between 21
education management skills of principals and their strategic leadership behaviors is that administrators
exhibit relatively the highest level of self-management and initiative using behaviors among the
determined 21st-century education administrator skills, while they exhibit critical thinking and problem-
solving skills the least. School administrators have a very important duty in raising future generations
and making them gain 21st-century skills. Relative self-management of administrators in Turkey and
their behavior of initiative use could stem from the dynamics of professional life. There is no other fund
for the schools in Turkey except the fuel, repair, and maintenance funds supplied by the government. In
these circumstances, school administrators have to create their financial resources and maintain the
educational activities of their schools.

Along with this, while the duties and responsibilities of school administrators are very much in
Turkish education system, their powers remain quite limited (Acgikalin, 1995). Thus, school
administrators execute their duty by using their self-management and using initiative skills more under
the social and professional skills of 21st century skills. Relative use of initiative and self-management
behaviors that exhibit school administrators are in parallel with the study done by Erdogan (2006). In
the aforementioned study, it is stated that school administrators should balance between the people
and duty in order to stand out and execute his mission properly and s/he should establish his/her
management model by considering this balance. Besides, it is stated that acting by using initiative is one
of the most important attitudes of school administrators. The reason why school administrators showed
relatively less problem solving and critical thinking skills in the field of learning might be due to the fact
that the reason that they have not come across with approaches about how to use this skill in their
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learning and professional life. Turkish education system adopted to teach the knowledge in a didactical
way in the past as stated in 2023 vision document as well. Today’s society needs to raise individuals who
learn to learn, know how to acquire knowledge and can transform the information they have obtained.
They way to do this is not to memorize the knowledge, but to develop problem solving, creative
thinking, critical thinking skills by using different methods and means (MEB, 2019; Vockley & Lang,
2008). It was determined that while school administrators exhibit the highest level of managerial
leadership behavior, which is the sub-dimension of strategic leadership they exhibit the relational
leadership behaviors relatively the least.

Showing more managerial leadership behavior could stem from the fact that work done goes around
legislation and regulations all the time, and management is learned much through experience and
observations in Turkey. As Harris stated, school administrators should be evaluated in a ternary
classification. School administrators in Turkey are neither fall into the technical leader classification nor
the transformational, progressive leader classification as Harris revealed. They are mostly suitable for
administrator classification (Harris, 1986). Coban et al. (2019) put forth that not only the school
administrators but also the senior managers in the Ministry of National Education exhibit managerial
leadership behavior. This shows that from school management to senior management, all school
administrators, exhibit relatively more managerial leadership behaviors. Even if both school
administrators and senior education managers receive qualified education in the field of education
management, this is not a criterion while selecting, appointing, and replacing school managers. This is
an indication that education administration is not seen as a profession in Turkey. Education
administrators master their profession not by receiving training beforehand, but usually by seeing it
from other administrators or by experiencing it themselves. This is seen as the biggest obstacle for
education administrators to exhibit transformational and progressive leadership behaviors. One of the
reasons why the exhibition of relational leadership behavior is relatively low results from the lack of
extensive executive training. Based on relational leadership, there are basic behaviors, such as
establishing a network of internal and external relations and creating trust. To be able to exhibit this
behavior, having high-level communication skills and accountability to create trust, and conducting
transparent and open policies are needed. In Turkish public administration, open communication
systems, accountability, and transparent management are not fully functioning. (Eryilmaz & Biricikoglu,
2011). Improving administrator capacity is the most effective way to solve this problem.

Education administrators’ 21st-century skills are in a meaningful relationship with all subdimensions
of strategic leadership behaviors. According to analysis results, meaningful predictors of managerial
leadership behavior are information literacy, technological literacy, accountability, leadership, and
responsibility. This shows that as the level of information literacy, technological literacy, accountability,
and exhibiting responsibility from the 21st-century skills increase, managerial leadership behavior might
be better. In the study of Harris (1986), the goal of the managerial administrator is to manage the works
and act in line with the purposes of the institution. Thus, being responsible, accountable, technology
literate in order to be effective with employees and the environment are extremely expected. In the
study by Gligll, Coban, and Atasoy (2017), it was stated that making rules, making arrangements, and
ensuring the functioning of the organization underlie the managerial leadership behavior.

Relative predictors of transformational behavior are accountability and respect for social and cultural
differences. As the levels of accountability and respect for differences increase, exhibiting the
transformational leadership behavior will improve as well. The transformational leader first transforms
the culture of the school and make the institution a learning institution. Thus, it is natural that respect
for social and cultural differences skill stands out. The transformational leader aims to transform his/her
team’s mind and show them the target according to the shared vision. It is the most important element
that s/he builds trust with his/her employees while proceeding toward this target (Cemaloglu & Coban,
2019; Onk & Cemaloglu, 2016).

Ethical leadership behavior is the use of initiative, leadership, and responsibility, and respect for
social and cultural differences. Education administrators need to increase their communication skills,
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have conditions that will enable them to use initiative, and pay more attention to respecting social and
cultural differences with their leadership and responsibility skill in order to improve their ethical
leadership behaviors. Ethical leadership is in close relationship with institutional culture and cultural
leadership in the basis. The conclusion that these skills are necessary for this leadership behavior
corresponds to Helvaci (2010) study. In the school culture that will be built with a common mind in the
school, the school principal’s emphasis on team work and thus transferring some of his/her authority to
the teams will contribute to the initiative use of school employees. In the teams, social and cultural
differences would be brought together to create an opportunity for teamwork to produce rich products
and more importantly, these individuals who work together for a common purpose would respect social
and cultural differences of each other due to team spirit (Scribner, Sawyer, Watson, & Myers, 2007).
Moreover, the school principals would encourage his/her employees to participate in decision-making
processes and support them to take responsibility for the school's work and operations (Jones, 1997).
Thus, schools will take one step towards team work, taking responsibility and using initiative to become
a learning organization as stated by Senge (2002).

Meaningful predictors of political leadership behavior are using initiative, flexibility, and respect for
social and cultural differences. School administrators’ taking more initiative, managing more flexibly,
and giving importance to social and cultural differences would improve their political leadership
behavior more. Especially, political leaders are in communication with internal and external
stakeholders. Therefore, being flexible, respect for social and cultural values, and using initiative for the
organization are at the forefront. Ugurluoglu and Celik (2009) revealed similar characteristics in their
study. When the school administration and the school together exhibited these organizational behaviors
in general, the change, transformation, and adaptation of the school to the environment would be at
the highest level (Harris & Muijs, 2004). It is believed that the school, which is an open social system will
meet the requirements of the age thanks to its flexibility, individuals having the opportunity to use
initiative, and individuals respecting social and cultural differences.

Communication, cooperation, and respect for social and cultural differences are significant
predictors of relational leadership, the last one of the strategic leadership behaviors. The ways to
increase the relational leadership behaviors of school administrators are communication, cooperation,
and respect for social and cultural differences. These results coincide with the study of Ugurluoglu and
Celik (2009). The horizontal, bottom-up, and top-down communication channels built in the school are
very important for the operation of the school and the school administrator to better explain the
common goals and objectives. If there are no open communication channels in an organization, the
gossip culture would become widespread in that organization (Eroglu, 2005). However, if jobs are being
done behind closed doors in this organization, this would harm the positive climate of the organization.
It was not possible to talk about management in that organization in line with the principles of
accountability and transparency (Sisman & Uysal, 2012).

This study reveals to what extent the school administrators working in schools in Turkey use their
21st-century skills and strategic leadership behavior. This study is limited to the answers given to the
data collection tools and the perceptions of the teachers participating in the research. Thus, researchers
may also have a one-to-one interview with school principals or take part in focus group discussions with
decision-makers in the field of education administration. Thus, they could obtain more detailed
information about c and strategic leadership behaviors of school administrators. Besides, to develop
skills and increase leadership capacities of 21st-century skills of education administrators. Besides,
training modules for training school principals can be designed in order to develop 21% century skills of
education managers and to increase their leadership capacities. In line with the results obtained,
trainings needed by school principals can be planned. Receiving these trainings and success points
obtained in the trainings can be taken as basis for the selection and appointment criteria. Finally, As
Orakci, Durnali, and Filiz (2019) expressed that for acquiring 21st-century skills to candidate teachers,
policy makers should prepare course contexts and activities so, next generations of school
administrators will be ready for 21st-century skills.
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Turkish Version

Girig

Ekonomik, sosyal ve teknolojik degisimlerin hizla arttig1 gliniimiz diinyasinda; egitim orgltleri 21. yy.
ekonomisinin ihtiya¢ duydugu insan tipini yaratabilmek icin binyelerinde yeni diizenlemeler yapmak
zorunda kalmislardir. Bu baglamda, Ogretim programlari yeniden dizenlenmis, 6gretmenlerin,
ogrencilerin ve egitim yoneticilerinin gorev rol, sorumluluklar yeniden tanimlanmistir. Bu degisim
anlayisina bagh olarak 06gretmen ve vyoneticilerin benimsemeleri gereken liderlik anlayislari da
degismistir (Bozkurt & Aslanargun, 2015; Drucker, 2014; Vockley & Lang, 2008). 21. yy. diinyasinin
ihtiya¢ duydugu bireyleri yetistirme hususunda onemli bir role sahip olan okul yoneticileri, hem
okullarini hem de kendilerini bu dogrultuda donistirme ihtiyaci icindedirler (Drucker, 2014).
Arastirmacilar bu donisimi saglamak icin okul yoneticilerinin ihtiyag duydugu becerilerin neler
olabilecegi lizerine g¢alismis ve 1950’li yillarda Katz’in ortaya koydugu (¢ boyutlu (yonetsel beceriler,
insan iliskileri becerileri ve mesleki ve teknik beceriler) yaklasimi daha da gelistirmislerdir. Glinimiz
diinyasinin Uzerinde durdugu ve elestirel pedagoji yaklasiminin bir Grini olan farkliliklara saygi,
kilturlerarasi diyalog, toplumsal cinsiyete duyarlik gibi yeni kavramlar ortaya ¢ikmis ve yoneticilerin de
bu kavramlara vakif olmasi istenmistir (Annulis & Gaudet, 2007; Bateman & Snell, 2004). Dahasl, finansal
okuryazarlik, teknoloji okuryazarhgi, medya okuryazarligi ve dijital vatandaslik gibi kavramlar da bunlarin
Ustline eklenmistir (Cummings & Worley, 2001). Glinlim{iz insan kaynagina yon veren egitim yoneticileri
bu bilgi ve becerilerle donanmamislarsa hem kendilerinin hem de orgitlerinin ayakta kalma sansi
zorlasacaktir. Orgiitiin gelecegi icin egitim yoneticilerinin stratejik liderlik davranislar sergilemeleri
gerektigi bircok arastirmada ifade edilmistir (Altinkurt, 2007; Coban et al., 2019; Pisapia, 2009; Vera &
Crossan, 2004).

Bununla birlikte egitim yoneticilerinin 21. yy. becerileri sergilemeleri konusunda da alanda birgok
arastirma bulunmaktadir (Bozkurt et al., 2019; Coffin, 2004; Podmostko, 2000). Ancak alan yazin
taramasinda okul yoneticilerinin stratejik liderlik davranislariile 21. yy. becerileri arasindaki iliskiyi ortaya
koyan arastirmaya rastlanamamistir. Bu arastirma alan yazindaki bu boslugu gidermek ve okul
yoneticilerinin stratejik liderlik sergilemek icin gerek duyduklari becerileri ortaya koymak icin yapilmistir.

Kavramsal Cergeve
21.YY. Becerileri

Egitim yoneticilerinin becerileri galismalarinda Robert Katz’'in, 1950°’li yillarda ortaya koydugu
beceriler 6nemli bir temel olusturmaktadir. Egitim yoneticisinin yonetsel becerileri daha ¢ok mevzuat
bilgisini ve ydnetim alani ile ilgili temel becerileri kapsamaktadir ve ingilizce olarak “conceptual skills”
seklinde belirtilmektedir. Diger bir beceri ise, insanlarla iliskileri kapsamakta ve insani iliski becerileri diye
tanimlanmaktadir. Bu beceriler literatiirde “human relation skills” olarak ge¢mektedir. En son olarak,
mesleki ve teknik beceriler gelmektedir. Bu beceriler, yonetim alani ile ilgili teknik ve mesleki becerileri
icermektedir ve ingilizce olarak “technical skills” olarak adlandiriimaktadir. Bu siniflama giinimiizde de
oldukga yaygin bir sekilde kullanilmasina ragmen, ¢agin getirdigi yenilikler ve ihtiya¢ duyulan insan
kaynagi tiirliniin degismesinden dolayi gbzden gegirilmeye ihtiyag duymustur (Agaoglu et al., 2012). Bu
ihtiyacin sonucunda bircok &rgiit, farkll cerceveler gelistirmistir. Ozellikle egitim &rgiitleri de de bu
ihtiyaca cevap verebilmek icin egitim yoneticileri becerilerini yeniden tasarlamiglardir (Silva, 2008).
“Yiksek seviye becerileri” ya da siklikla kullanilan adiyla “21. Yiizyil Becerileri, problem ¢6zme becerileri,
yaratici dislinebilme ve vyenilik gelistirebilme, elestirel bakis agisina sahip olma, iletisim kurma,
okuryazar olma (medya, ICT vb.), sartlara ve ¢cevreye uyum saglayabilme, girisimci ve Uretken olma gibi
becerileri icermektedir (Vockley & Lang, 2008). Bu beceriler iig¢ boyutta ele alinmaktadir: “Ogrenme ve
yenilik becerileri”, “okuryazarlik becerileri” ve “yasam ve mesleki beceriler”. Ogrenme ve yenilik
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becerileri, egitim yoneticisinin zihinsel derinligini ortaya koyan ve calisanlari ile birlikte nasil bir calisma
ortami olusturmasi gerektigini belirten becerilerdir. Bu beceriler incelendiginde, bireyin yaratici olmasi
ve yenilik i¢cin ugrasmasi, elestirel disinme ve problem ¢dézme becerilerini Ust dizeyde gdstermesi,
iletisim ve isbirligi konusunda maharetli olmasi gerekir. Okuryazarlik becerileri, yoneticinin cesitli
alanlardaki okuryazarlk diizeylerini belirlemeye yonelik becerileri kapsamaktadir. 21. yy. yoneticisi, bilgi
okuryazarligi ile bilginin nereden geldigini, yonetsel agidan ne kadar 6nemli oldugunu bilmeli; medya
okuryazarligi ile medyada yer alan haberlerin ve konularin analizini yapabilmeli ve teknoloji okuryazarligi
ile teknoloji kullanimi ve teknoloji kultiranin o6rgit icinde yayginlastiriimasi konusunda caba sarf
etmelidir. Son beceri grubu yasam ve mesleki beceriler, egitim yoneticisinin yonetsel anlamdaki
becerilerine odaklaniimistir ve burada yoneticiden 6z yonetim gdstermesi, inisiyatif kullanabilmesi,
Uretken olmasi, yurattiga is ve islemler hakkinda hesap vermesi, yaptigi islerle ilgili sorumluluk almasi,
esnek bir yonetim anlayisi gostermesi beklenmektedir (Vockley & Lang, 2008).

Yaraticilik ve yenilesme becerilerinde egitim yoneticisi, farkli bakis acilarina duyarli olmali, yeni
fikirlerin gergek diinyaya nasil adapte olabilecegini anlamali ve ¢alismalarda 6zglnlik ve yaraticiliga sinir
koyulmamalidir. Ayrica yenilikleri uygulamak igin tretilen bilgi veya trlinleri, somut ve yararh bir katki
saglayacak sekilde korkmadan ve buyik bir cesaretle alanda kullanmasi gerekir (Vockley & Lang, 2008).
Elestirel disiinme ve problem ¢ézme becerisinde ise egitim yoneticisi kurumda karmasik durumlarda
dogru segim yapip karar vermesi, kurum igerisinde yasanan sorunlara iligkin farkli degiskenler arasindaki
iliskileri anlamasi, farkli ¢6ziim yollarini gérebilmesi ve en dogru ¢éziimleri bulabilmek igin dogru sorular
sormasi, sorunlari ¢ézebilmek icin analiz ve sentez yapabilmesi gerekmektedir (Cottrell, 2005). iletisim
becerisinde ise, egitim yoneticisi kurum icinden ve kurum disindan kisilerle iyi iletisim kurabilmeli,
dinlemeye acik olmall, iletisimle ikna kabiliyeti yiiksek olmalidir. Ogrenme ve yenilik becerilerinden bir
digeri olan is birligi becerisinde ise egitim yoneticisi, takim ¢alismasini 6zendirmeli, ortak hedefe ulasmak
icin gerekli destegi saglamali ve takim galismasinda her bir takim Ulyesinin kapasitesini bilip ne kadar
katki saglayacagini gérebilmelidir.

Egitim yoneticisi okuryazarlik becerilerinde de bir bilgiye nasil ulasacagini, onu yasal etik cercevede
nasil etkili kullanacagini bilmelidir (Demiralay & Karadeniz, 2008). Medya okuryazarligi becerisine sahip
egitim yoneticisi, hangi medya mesajlarinin, ne amagcla verildiginin farkinda olmalidir. Medya
okuryazarliginda 6ncelikli olarak, verilen medya mesajlarinin dogru algilanmasi ve anlamlandiriimasi,
gercek mi yoksa kurgusal bir bilgi mi oldugunun elestirel bir bakis acisiyla degerlendirilmesi gerekir. Daha
da 6nemlisi medyanin insanlari ydonlendirme ve ydnetme gicuniin farkinda olmaldir (RTUK, 2016).
Teknolojik okuryazarliga sahip egitim yoneticisi, bilgiyi olusturma, degerlendirme, yonetme ve bilgiye
erisme safhalarinda dijital teknolojileri etkin kullanmali ve bu kullanim esnasinda yasal/etik cergeve
hakkinda derin bir anlayisa sahip olmalidir (Odabasi, 2000). Egitim yoneticisinin sosyal ve mesleki
beceriler altinda yer alan esneklik ve uyum saglama konusunda gostermesi gereken beceri, ortama kolay
uyum saglayabilme; cesitli rollere ve sorumluluklara kolay adapte olabilme, degisen 6ncelikler ve
belirsizlikler karsisinda etkili calisabilme seklindedir (Ceylan, 2001). Egitim yoneticisi, inisiyatif kullanma
ve 0z yonetim becerisi altinda kendisinin ve 6rgiitiinin gelisim ihtiyaglarini belirleyebilmeli, zamani ve isi
iyi yonetebilmeli ve 6rgitiin hedeflerini gerceklestirme yoninde inisiyatif kullanabilmelidir. Sosyal ve
kalturler arasi beceriler de ise egitim yoneticisi ¢alisanlarina farkliliklarini bilerek ve ona saygl duyarak
kucak agmahdir. Farkhiliklarin yenilik yapmak icin firsat oldugunu bilmelidir. Egitim yOneticisi yetki ve
sorumluluklarindan dolayr kurum ici ve kurum disi kisilere karsi agik olmal, yetki ve sorumluluklari
sonucunda ortaya c¢ikan basarisizliklarin  sorumlulugunu Ustlenebilmelidir. Orgiitin amaclarina
ulasabilmesi icin siireci iyi yonetebilmeli, calisanlari ile birlikte olusturduklari planlamalar dogrultusunda
hareket edebilmelidir (Schater, 2000). Egitim yoneticisi liderlik ve sorumluluk becerisi altinda kurumda
calisanlarin kisisel problemlerini ¢ozmede onlara liderlik etmeli, ortak hedeflere ulasmak icin kaldirag gii¢
olmali, kendi Uzerine disen gorevi yerine getirmek icin elinden geleni yapmal ve dirist ve etik
davranarak ¢alisanlarina ilham vermelidir (Vockley & Lang, 2008).
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Stratejik Liderlik

Stratejik liderlik kavramu, ilk olarak Hambrick ve Mason’un (1984) Ust Kademe Teorisi’nde (Upper
Echelon Theory) gegmistir. Bu teoride, list yoneticilerin aldigi stratejik kararlarin 6rgiitiin performansini
onemli 6lglide etkiledigi ortaya konulmustur. Wheelen ve Hunger (1986) da yaptiklari arastirmada, Ust
diizey yoneticilerin dnemli bir sorumlulugu oldugunu ve aldiklar stratejik kararlarinin 6rgiitin iklimine
yon verdigini saptamislardir. Bu calismalar da gostermektedir ki, ¢alisanlar, Gst dizey yoneticilerinin
ortaya koydugu stratejik kararlara gore hareket ederler, onlarin gelecekle ilgili ortaya koyduklari vizyonu
takip ederler. Bu ylzden stratejik liderlerin aldiklari kararlar ve ortaya koyduklari vizyon, orgiti ve
¢alisanlari olumlu ya da olumsuz yonde etkiler. Stratejik liderler, 6ncelikle bir ist amag belirlemelidir.
Ardindan ¢alisanlarin bu tst amaca ulagsmalarini saglayacak yolu gosteren bir model ortaya koymalidirlar.
En son olarak, stratejik lider, ¢alisanlar igin yiiksek performans standartlari belirlemeli ve bu standartlari
basarmalari konusunda calisanlarina inanmali ve onlara giiven duymalidir. Kisacasl, stratejik lider, bir
vizyon olusturmali ve c¢alisanlari ile birlikte bu ortak vizyona ulasmak icin birlikte gliven ve inanmislik
icinde yol almalidir.

Stratejik lider, paylasilan ortak vizyon yolunda hareket ederken karsilastigi engelleri asmak icin
stratejik duslinme becerisine sahip olmali ve iyi bir stratejik plani olmalidir. Stratejik liderin
dzelliklerinden olan stratejik diisinmede 6nem derecesi ve uzun vadeli getiri iki temel unsurdur. Onem
derecesinden kasit, cok énemli, 6nemli ve az édneme sahip olan arasinda tercih yapabilmedir. Uzun
vadeli getiride ise kisa vadeli kazanglar yerine uzun vadede elde edilebilecek kazanglari gorebilme ve
tercihini uzun vadeli kazanglar lehinde kullanmak gerekir (Adair, 2005; Hambrick & Mason, 1984). Diger
liderlikler 6rgltin her seviyesindeki, her konumdaki kisilere hitap edebilirken, stratejik liderlik yalnizca
orgltin Ust diizey yoneticilerine hitap eder (Vera & Crossan, 2004). Baron vd. (1995), 6rgitin gelecegi
ile ilgili kararlari ancak Ust dizey yoneticilerin aldigini bu yizden stratejik liderligin 6rgiitiin Ust dizey
ybneticisine yonelik bir liderlik tiiri oldugunu belirtirken, Davies vd. (2005) bir adim Oteye gegerek
stratejik liderligin, bir gok liderlik tirlni icinde barindiran bir liderlik tiiré oldugunu belirtmiglerdir.

Stratejik liderlik ile ilgili alanyazinda ortaya konulanlardan hareketle Pisapia, Guerra ve Semmel
(2005) bir olcek gelistirmistir. Bu 6lgcek bes boyuttan olusmaktadir ve alanyazinin ortaya koydugu gibi
bircok liderlik tiirlini icinde barindirmaktadir (Pisapia et al., 2005). Bu liderlik 6lgeginin boyutlarindan
birisi “bartering-pazarlik yapma” seklinde tanimlanmistir ve orgltiin cevre ile iliskilerini yonetmesine
karsilik gelmektedir. Diger bir boyut ise “managing-yonetme” seklinde tanimlanmistir ve o6rgitin
yonetsel liderligi ile ilgili konulari igcermektedir. “Bonding-bag kurma”, boyutu, stratejik liderin etik
boyutunu olusturmaktadir. “Bridging-iliskiler gelistirme” boyutu, 6rgitiin politik liderlik ¢alismalarini
kapsamaktadir. “Transforming-donistirme” ise stratejik liderin donlistimci liderlik davraniglarina
karsilik gelmektedir (Altinkurt, 2007; Aydin, 2002; Elma, 2010; Kilingckaya, 2013; Ugurluoglu & Celik,
2009; Ulker, 2009). Bu calismada da Tiirkcede kullanildigi gibi alt boyutlara yer verilmistir:

Dontsimci liderlik, Bass donlisimci liderlik kavramini 6lgmek igin “coklu liderlik 6lgcegini gelistirmis
ve alanda bu konuda arastirmalar yapmistir (Burnes, 2004). Cemaloglu (2013) dondsimci liderlik
kavramini aciklarken, bu yonde liderlik davranisi sergileyecek liderin Orgiitlin ortak vizyonunu
gerceklestirmek icin, calisanlarina yetki ve sorumluluk vermesi gerektigini belirtir. Orgiitiin kiltiring
ortak vizyon dogrultusunda donistirme konusunda her galisanin ortak anlayis gelistirmesi ve orgitiin
kaltura ile birlikte g¢ahisanlarin kendi zihni dondsimlerini de saglamasinda donisimci liderin asli
gorevidir. Stratejik liderligin diger bir alt boyutu olan yonetsel liderlik incelendiginde, yonetsel liderin
temel gorevinin istikrar ve diizeni saglamak oldugu, ginlik faaliyetleri ve kisa dénemli amaglari
basarmaya odaklandiklari gérilir (Mullins, 1996). Orgiitiin amaclarina ulasmasi icin miizakere edip
pazarlik yaparlar; ¢alisanlari igin 6dullere, cezalara ve diger baski bicimlerini kullanmaktan kaginmazlar
(Hoy & Miskel, 1991). Stratejik liderligin bir diger boyutu da liderin karakteri ve mizacini ortaya koyan
etik liderliktir (Aydin, 2002). Etik liderlik, liderin verdigi kararlari, normlara, degerlere ve evrensel ilkelere
dayandirmasi, verdigi kararlarda ve dogacak sonuglarda bunlari hesaba katabilmesini icermektedir (Yukl,
2002). Stratejik liderligin bir baska boyutu olan politik liderlik, politik davranislar gerektirir. Politik
davranislarda orgiitiin amag¢ ve cikarlari 6n plandadir ve 6rgiitiin gelecegi icin lider, mizakerelerde
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bulunur, tartisir, uzlasir ve orgiit icin kazan-kazan temelli hareket eder (Mullins, 1996). Lider, politik
becerileri sayesinde orgltte takim calismasini tegvik eder, kisilerarasi etkilesimi artirici etkinlikler
tasarlar. Burada liderin amaci, orgutiin etkili performans géstermesi igin duzenlemeler yapmak ve
stratejiler gelistirmektir. Bu politikalar sadece 6rgut igi degil ayni zamanda 6rgut gevre iligkisi i¢in de
gecerlidir. Lider, 6rgutin esnekligini ve ¢evreye uyumunu saglayarak, orgiitin daha uzun soluklu
yasamina katkida bulunur (Adair, 2005). Bir diger boyut olan iliskisel liderlik, iliskileri gelistirme odakl bir
liderlik taridar. Bu liderlikte amag, karsiliklilik ilkesine dayal olarak glicl ittifaklar ve iliskiler kurmaktir.
Bu iliskiler hem c¢alisanlarla kurulan iliskiler, hem de dis paydaslarla kurulan iliskileri kapsamaktadir.
Lider, karsihkh bagimlilik ilkesi iginde hareket ederek iliskilerinde her zaman kazan-kazan politikasi
gutmelidir. Lider bu iligkileri gliglendirmeyi kendi ¢ikarlari igin degil 6rgutiin amaglari igin yapmalidir.
Bunun yani sira var olan iligkilerini de 6rgutiin amaglari yoninde kullanmalidir (Pisapia, 2009).

Bu becerilere sahip olmanin yani sira, egitim yoneticileri yonetsel olarak da kendilerini gelistirmeli ve
becerilerini sergileyecek liderlik davranislari ortaya koyabilmelidirler. Tarim ve sanayi toplumunda
tretim ve verim odakl bir yaklasim s6z konusu iken giiniimiiz bilgi toplumunda ¢agin gereklerine hizla
ayak uydurabilmek ve hem yonetici olarak kendini hem de oOrgitiini donustirebilmek 6nemli hale
gelmistir (Bass & Avolio, 1993). Bu ylizden yonetimle ilgili arastirmalarin merkezinde déntstimci liderlik
(Bass & Avolio, 1993; Cemaloglu, 2013), stratejik liderlik (Pisapia, Guerra & Semmel, 2005), teknolojik
liderlik (Calik et al., 2019) gibi liderlik tirleri dnemli hale gelmistir. Ttrk milli egitim sistemi de diinyadaki
gelismelere paralel olarak bir degisim ve donlisim yasamaktadir. Bu arastirmada egitim yoneticilerinin
bu degisim ve donisiimi gerceklestirebilecek gerekli beceri ve liderlik davranislari olup olmadigi konusu
Uzerine degilinecektir.

Okul Yoneticilerinin 21.YY. Becerileri ve Stratejik Liderlik Davraniglari

Okul yoneticilerinin yonetici olabilmeleri icin belli becerilere sahip olmalar gerekir. Gelecegin
nesillerini, toplumlarini inga etmede basat rol oynayan egitim kurumlarinin basindaki bu kisilerin ayni
zamanda kendilerini ve orgitlerini donustirecek liderlik 6zellikleri ve davranislari sergilemeleri
gerekmektedir (Robbins & Judge, 2013).

Yapilan arastirmalar da bu durumu destekler niteliktedir. Tiirkiye’de yuratilen bir calismada, 6rgitsel
degisimin Ustlin becerileri olan glcli yoneticiler tarafindan gergeklestirilebilecegi belirtilmistir (Tunger,
2011). Hollanda’da yapilan bir arastirma, okul liderlerinin belli bash 6zellikleri Gzerine durmustur. Bu
arastirmanin sonucunda, ortaya c¢ikan ozellikler su sekildedir: okul yoneticisi sorgulayici, verileri iyi
becerisi olan ve okuldaki kiltiirii donistirecek liderlik kapasitesine sahip bir birey olmalidir (Geijsel et
al., 2010). Yapilan baska bir galismada yonetici tipleri becerilerine gore Uge ayrilmistir. Teknik yonetici
(manager as techician), genellikle teknik ve mesleki konulardaki becerileri olan ydneticiyi tanimlayan bir
terim iken, idari yonetici (manager as conductor) o6rgit icindeki tim is ve islemlerin etkili bir sekilde
yonetilmesini tanimlar. Uglincii 6zellik olan gelistirici yonetici (manager as developer) ise &rgiiti
gelecege taslyabilecek yonetici tiirini ortaya koyar (Harris, 1986). Bu yonetici tiplerinden hangisinin
ortaya koyacag liderlik davranislari 6rgiiti daha iyi donustlrebilir diye bakildiginda, gelistirici tip
yoneticinin bu hususta paylasilan vizyon ile grup Uyelerinin degisim kapasitelerini artirarak, degisimi
birlikte yurtutme bilincini vererek, gerektiginde grup lyelerini yetkilendirerek ve onlara inisiyatif vererek
donlisimU daha iyi bir sekilde basaracagini ortaya koymustur. Tirkiye’de yliksekogretim alaninda egitim
yoneticilerinin becerilerini inceleyen bir arastirmada yoneticilerin rolleri zerinde durulmustur. Bu
rollerden ilki kisiler arasi iliskiler rollidiir. Bu rol, yoneticinin 6rgiitsel iliskiler boyutundaki rollini
betimlerken, karar verme roll orgiitiin yonetiminde alinacak stratejik karar alma rolii Gzerinde durur.
Son yonetici roll ise bilgilendirme roludir ve bu rolde orgitin icinde ydritilen is ve islemlerin
calisanlarla paylasilmasi 6nemlidir. Turkiye’de ylksekégretim alaninda bu roller yeterli seviyede
sergilenmedigi icin Universitelerde degisimin ve donisimin saghkl bir sekilde saglanamadig
saptanmistir (Ulukan, 2005). Bahsi gegen arastirmalarda ve literatlirde de ortaya konuldugu gibi,
yoneticinin orglitini gelecege hazirlamak ve doénustiirmek igin oncelikle belli bash becerilere sahip
olmasi gerekmektedir. Bunun yani sira, orguti dontistirmek icin etkili liderlik davranislari sergilemelidir.
Ancak bu iki gli¢ bir arada oldugunda orgiit donisebilir ve degisebilir.
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Tirkiye’de okul yoneticisi segilirken orgliti donlstiirmek ve etkili liderlik davranislari sergilemek
fazlaca 6Gnemsenmemektedir. Okul yoneticileri 6gretmenler arasindan segilmekte, okul yoneticiligi ile
ilgili egitimler ya hic verilmemekte ya da ¢ok az bir sekilde verilmektedir. Okul yéneticileri, nasil yonetici
olacaklarini genellikle deneyimleyerek 6grenmektedirler. Bununla birlikte, Tiirkiye’de 6gretmen segimi,
hatta okul icin destek personel se¢imi okul yonetiminin uhdesinde degildir. Okul yonetimi hem idari hem
de mali agidan cok sinirli yetkiye ama bir o kadar da sinirsiz gérev ve sorumluluga sahiptir. Bu dar alanda
okulu layikiyla yonetmek ise oldukg¢a zordur. Daha da dnemlisi okul yoneticisi, gelecegin bireylerinin
yetistirildigi egitim kurumlarinda hem 21.yy. becerileriyle donatilmis olmali hem de egitim kurumunu
gelecege tasiyacak liderlik becerilerine sahip olmalidir. Bu ¢alisma, okul yoneticilerine bu dar alanda 151k
tutacak, hem onlarin kendilerini gelistirmelerinde farkindalik saglayacak, hem de mali ve idari
yetkilerinin sinirliiginda onlara anlayis gelistirerek okullarini nasil donustiirecekleri hususunda 1sik
olacaktir. Bu arastirmay inceleyen okul yoneticileri, 21. yy. becerileri ve stratejik liderlik davranislari
hakkinda daha detayl bilgiye sahip olacak ve bu beceri ve liderlik davranislarini kendilerinde gelistirmek
icin bir farkindaliga sahip olacaklardir. Bu ¢alismanin amaci, 6gretmen algilarina gére okul maddrlerinin
21. yy. egitim yoneticisi becerileri ile stratejik liderlik davranislari arasindaki iliskiyi ortaya koymaktir. Bu
dogrultuda asagidaki sorulara yanit aranmistir.

1. Okul mudirlerinin 21. yy. egitim yoneticisi becerileri dizeyleri nasildir?

2. Okul madurlerinin stratejik liderlik davranisi diizeyleri nasildir?

3. Okul miuddurlerinin 21. yy. egitim yoneticisi becerileri diizeyleri ile stratejik liderlik davranislari
arasinda istatistiki olarak anlamh bir iliski var midir?

4. Okul midurlerinin 21. yy. egitim yoneticisi becerileri dizeyleri, stratejik liderlik davranislarini
yordamakta midir?

Yontem
Arastirmanin Deseni

Ogretmen algilarina gore okul miidiirlerinin 21. yy. egitim yoneticisi becerileri diizeyleri ile stratejik
liderlik davranislari arasindaki iliskiyi ortaya koymaya odaklanan bu nicel arastirmada iki degisken
arasindaki iliskiyi ortaya koyan iliskisel tarama modeli kullanilmistir. Karasar (2015) da belirttigi gibi,
iliskisel tarama modeli iki degisken arasindaki iliskiyi ortaya koymak icin yapilan bir arastirma modelidir.

Evren ve Orneklem

Arastirmanin evreni Ankara’nin Akyurt, Altindag, Cankaya, Golbasi, Kecioren, Mamak ve Yenimahalle
ilcelerinde 2016-2017 egitim Ogretim yilinda ilkokul ve ortaokulda calisan toplam 22.958 6gretmen
olusturmaktadir. Toplam 22.958 kisilik bu evreni a= .05’lik anlamlilik diizeyinde 378 6gretmenin temsil
edilebilecegi anlasilmistir (Balci, 2011). Arastirmada “tabakali 6rnekleme” yéntemi kullaniimistir.
Tabakali 6rneklem evrendeki alt gruplarin 6rneklemde temsil edilmelerinin garanti altina alindigi bir
ornekleme yontemidir (Balci, 2011). Bu baglamda arastirmada, arastirmanin amaglarina hizmet etmesi
acisindan tabakalarin olusturulmasinda ilgeler tabakalandirilmis ve her birinden seckisiz (random)
orneklem yoluyla 6gretmenler secilmistir. Arastirmaya katilan ilcelerdeki resmi ilkokul ve ortaokulda
calisan 6gretmen sayilari ve bu sayilar dikkate alinarak hesaplanan o6rneklem sayilari Tablo 1'de
verilmistir.

Veri Toplama Araglari

Egitim Yéneticisi 21. YY. Becerileri Olgegi: Egitim yoneticilerinin 21. yy. becerilerine ne diizeyde
sahip oldugunu 6lgmek tzere Coban vd. (2019) tarafindan gelistirilen Egitim yoneticisi 21. yy. becerileri
dlgegi (21. yy. EYBO) kullaniimistir. 21. yy. EYBO lic temel beceri altinda toplanabilen 12 alt boyuta iliskin
toplam 95 maddeden olusmustur. “Ogrenme ve Yenilik Becerileri” boyutunun altinda “yaraticilik ve
yenilesme”, “elestirel diisinme ve problem ¢dzme”, “iletisim” ve “isbirligi” olmak Gzere doért alt boyut;
“Okuryazarlik Becerileri” boyutunun altinda “bilgi okuryazarhigl”, “medya okuryazarhgl” ve “teknoloji

okuryazarligl” olmak Uzere Ug alt boyut ve “Yasam ve Mesleki Beceriler” boyutunun altinda “6zyonetim
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ve inisiyatif”, “Uretkenlik ve hesapverebilirlik”, “liderlik ve sorumluluk” “esneklik ve kolay uyum saglama”
ve “sosyal ve kiiltirlerarasi beceriler” olmak lizere bes alt boyut bulunmaktadir. 21. yy. EYBO begsli Likert
tipindedir. Olcek maddeleri arasinda “yénetiminde calisanlarina adil davranir.” ve “bilgiyi calisanlariyla
paylasir.” gibi ifadeler yer almaktadir. Arastirmacilar, 6lgegin gecerlik ve glvenirligi icin gerekli analizleri
bu arastirma igin tekrar yapmislardir. Dogrulayici faktor analizi (DFA) ikinci diizey (second order) olarak
yapilmistir. Analizde degerler, kesme noktalarina esit ve yakin olarak bulunmustur ()(2 = 9803.03
sd=3506, p> .05 ve xz/sd degeri 2.70 iyi uyum; RMSA = .06 iyi uyum; SRMR = .04 mikemmel uyum; NFI =
.99 mitkemmel uyum; NNFI = .99 mitkemmel uyum; CFI = .99 mitkemmel uyum). Olgegin Cronbach Alpha
degeri .98 olarak hesaplanmistir. Bu veriler i1siginda 6lgegin gegerlik ve glivenirliginin bu arastirma igin
saglandigi sdylenebilir.

Stratejik Liderlik Olgegi: Arastirmaya katilan 6gretmenlerin gériislerine gore Pisapia, Guerra ve
Semmel’in (2005) gelistirdigi ve Coban (2016) tarafindan Tiirkceye uyarlanan Stratejik Liderlik Olcegi
(SLO) kullaniimustir. SLO yénetsel, etik, politik, déniisiimcii ve iliskisel olmak tizere toplam bes boyut ve
35 maddeden olusmaktadir. Olgek maddeleri arasinda “kurum disi ittifaklar gelistirirler.” ve “yapilan
islerde etkili olabilecek kisilerle iletisime gecerler.” gibi ifadeler yer almaktadir. Arastirmacilar bu 6lgcek
icin de gegerlik ve glivenirlik analizi yurtitmuslerdir. DFA analizi sonucunda ortaya ¢ikan degerler, kesme
noktalarina esit ve yakin olarak bulunmustur ()(2 =1253.45 sd= 550, p> .05 ve xz/sd degeri 2.30 iyi uyum;
RMSA = .08 iyi uyum; SRMR = .07 iyi uyum; NFI =.97 mikemmel uyum; NNFI = .97 miikemmel uyum; CFI
= .97 mikemmel uyum). Analizde, Cronbach Alpha degeri .96 olarak hesaplanmistir. Bu veriler 1s18inda
olgegin arastirma igin kullanilabilirligi test edilmistir.

Tablo1.
Arastirmaya Katilan ilgelerdeki Resmi llkokul ve Ortaokulda Calisan Ogretmen Sayilarina gére Orneklem
Segimi.

Evrendeki Ogretmen Orneklemdeki Ogretmen Arastirmaya Katilan
ileler Sayisl Sayisl Ogretmen Sayisi
Akyurt 234 4 19
Altindag 2610 41 42
Cankaya 4600 76 107
Golbasi 3096 53 78
Kegioren 5235 87 89
Mamak 3419 57 59
Yenimahalle 3764 60 70
Toplam 22958 378 464

Verilerin Toplanmasi ve Analizi

Veriler 2016-2017 egitim 0Ogretim yilinda Ankara’da gorev yapan 464 O6gretmenden toplanmistir.
Oncelikle Ankara il Milli Egitim Mudurliigi’nden resmi izin alinmistir. Sonrasinda ilgelere gére dgretmen
listeleri alinmistir. Orneklemde belirtilen kadar dgretmen her bir ilce listesinden rastgele secilmistir. Bu
yontemde, bir arastirmaci listede parmagini gezdirirken diger arastirmaci gozi kapali bir sekilde bir
yerde “dur” komutu vermis ve parmakla lzerine gelinen 6gretmen 6rneklem listesine yazilmistir. Bu
sekilde toplam 600 6gretmen secilmistir. ilce milli egitim midirliikleri yardimiyla bu &gretmenlere
ulasilmis ve kisaca Ogretmenlere arastirmanin amaci ve arastirmada veri niteliginin 6neminden
bahsedilmistir. Gonullik esasindan dolayr listedeki O6gretmenlerin hepsi arastirmaya katilmamis
toplamda 464 6gretmen goniilliik esasina gore bu arastirmada yer almistir.

Dogrusal regresyon oncesinde, dogrusallik, ¢oklu normal dagihm ve c¢oklu dogrusal baglanti
varsayimlari test edilmistir (Tabachnick & Fidel, 2007). Toplanan verilerin ¢ok degiskenli istatistiksel
hesaplamalar igin uygun olup olmadigini tespit etmek (izere ilk olarak normallik testleri yapilmistir. 21.
yy. EYBO’den elde edilen verilerin ortalamasi 3.87, ortancasi 3,98, basiklik degeri -.71 ve carpiklik degeri
.36 olarak hesaplanmistir. SLO’den elde edilen verilerin ortalamasi 3.92, ortancasi 4.00, basiklik degeri -
.73 ve carpiklik degeri .35 olarak hesaplanmistir. Basiklik ve ¢arpiklik degerleri £1’ arasinda ve bununla
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birlikte ortalamanin ve ortancanin birbirine yakin olmasi verilerin normal dagilim go6sterdigini
ispatlamaktadir. Verilerin dogrusalligi igin sacilma grafigine bakilmis, bu grafigin elips seklinde oldugu
saptanmistir. Cok degiskenli istatistik analizine uygunluk igin esvaryanslilik incelenmis, bunun igin
varyans-kovaryans matrisleri incelenmistir. Analiz sonucunda, Box M testi anlamli gtkmamistir. Bu testin
anlamli ¢tkmamasi, matrislerin homojen yapida olmadigini géstermektedir (Cokluk et al., 2012). Son
olarak, ¢oklu baglanti sorunu igin 6lgeklere ait korelasyon degerleri incelenmistir. Her iki dlcege ait alt
boyutlar arasi korelasyon katsayilarinin .84’tin tizerinde olmadigi gbzlenmistir. Bu veriler 1s1g8inda, eldeki
veri setinin cok degiskenli istatistik kullanmak igin gerekli varsayimlari karsiladigi gorilmektedir. Veri
setinin analizinde ilk olarak okul muddrlerinin 21. yy. egitim yoOneticisi becerileri dizeyleri ve stratejik
liderlik davranisi diizeylerini belirlemek igin betimleyici analizler kullaniimigtir. Son olarak, 21. yy.
becerileri duzeyleri ile stratejik liderlik davraniglari degiskenleri arasindaki iliskiyi ortaya koymak igin
korelasyon analizi yapilmistir. Okul maddrlerinin 21. yy. egitim yoneticisi becerileri dlizeylerinin, stratejik
liderlik davranislarini yordayip yordamadigini ortaya koymak icin ise regresyon analizi yapilmistir.

Bulgular

Bu bolimde arastirmanin alt problemlerine iliskin yapilan analiz sonuglari verilmistir. Tablo 2’de okul
yoneticilerinin 21. yy. egitim yoneticisi becerilerini sergileme dizeyleri ile stratejik liderlik davranig
dizeylerine iliskin betimsel analizler yer almistir.

Tablo 2.
Okul Yoneticilerinin 21. yy. Becerileri ile Stratejik Liderlik Davranis Diizeyleri.

X Ss
Yaraticilik ve yenilesme 3.79 .92
Elestirel diisinme ve problem ¢ézme 3.68 .88
iletisim 3.87 .93
isbirligi 3.88 .90
Ogrenme ve Yenilik Becerileri 3.80 .83
Bilgi okuryazarhgi 3.87 .83
Medya okuryazarlig 3.99 .97
Teknoloji okuryazarlig 3.93 1.05
Okuryazarlik Becerileri 3.93 .84
Ozydnetim ve inisiyatif 4.01 1.02
Uretkenlik ve Hesap-verebilirlik 3.94 .85
Liderlik ve Sorumluluk 3.93 .96
Esneklik ve Kolay Uyum Saglama 3.82 .90
Sosyal ve kiilturlerarasi Beceriler 3.93 1.01
Yasam ve Mesleki Beceriler 3.92 .85
Yonetsel 4.02 .78
Dondsumci 3.86 .95
Etik 4.00 .87
Politik 3.91 .85
iliskisel 3.84 .89
Stratejik Liderlik 3.92 77

Tablo 2 incelendiginde, okul yoneticilerinin 21. yy. becerilerinin ana boyutlari olan 6grenme ve yenilik
becerileri, okuryazarlik becerileri ile mesleki ve yasam becerilerini “genellikle” gosterdikleri; ayni
zamanda “genellikle” stratejik liderlik davranisi gosterdikleri gozlemlenebilir. Yine Tablo 2
incelendiginde, okul yoneticilerinin belirlenen 21. yy. egitim yOneticisi becerilerinden 6zyonetim ve
inisiyatif kullanma davranisini (X= 4.01) goreli en fazla gosterdikleri, elestirel diisiinme ve problem
¢c6zme davranisini (X= 3.68) ise en az gosterdikleri belirlenmistir. Okul yéneticilerinin stratejik liderligin
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boyutu olan ydnetsel liderlik davranisini(X= 4.02) géreli en cok gdsterirken, doniisimci liderlik (X= 3.86)
ve iliskisel liderlik (X= 3.84) boyutundaki davranislari géreli en az gdsterdikleri belirlenmistir.

Bu bulgulardan yola gikilarak, okul yoneticilerinin, kurumlarinin ve kendilerinin gelisimleri konusunda
daha Ust diizey beceriye sahipken, sorunlari ¢ozme ve elestirel bakis agisiyla olaylari ele alma konusunda
daha dislk beceri gosterdikleri séylenebilir. Bununla birlikte stratejik liderlik davranislari incelendiginde,
yonetsel liderlik konusunda becerilerini ortaya koyarken, calisanlari ve gevre ile kazan kazan politikasi
cergevesinde iligki kurma ve orgitu donlistirme konusundaki becerilerinin nispeten daha disiik oldugu
soylenebilir.

Tablo 3.
21.YY. Egitim Yéneticisi Becerileri ile Stratejik Liderlik Davranislari Arasindaki Korelasyon.

yarat elestir iletisi isbirli bilgi medy tekno inisiy hesap lide esnek sosya yone donu etik politi
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17 .68 .69 .75 77 .76 .64 .62 .70 74 73 .73 .74 68 75 .82 .83

**p<.01.

Egitim yoneticilerinin 21.yy. becerileri ile stratejik liderlik davraniglar arasindaki iliskiyi gosteren
Tablo 3 incelendiginde, yonetici becerileri boyutlarinin tima ile stratejik liderlik boyutlarinin timu
arasinda pozitif yonde orta dizeyde iliski oldugu goriilmektedir. Stratejik liderlik davranisinin alt boyutu
olan yonetsel liderlik boyutu ele alindiginda bu boyut ile yaraticilik boyutu (r =.59, p< .01), elestirel
disinme boyutu (r = .60, p< .01), iletisim boyutu (r = .63, p< .01), isbirligi boyutu (r = .63, p< .01)
arasinda pozitif yonde orta diizeyde anlamli iliskiler belirlenmistir. Yonetsel liderlik boyutu ile
okuryazarlik boyutlari incelendiginde de pozitif yonli orta dizeyde iliskiler gozlemlenebilir: bilgi
okuryazarlig (r =.56 p< .01), medya okuryazarligi (r =.59 p< .01),teknoloji okuryazarhgi (r =.61 p< .01).
Bunun yani sira sosyal ve mesleki yasam boyutlari ile yonetsel liderlik arasinda da anlamh iliskiler
saptanmistir: inisiyatif kullanma (r =.61 p< .01), hesap verebilirlik (r =.66 p< .01), liderlik ve sorumluluk (r
=.65 p< .01), esneklik (r =.65 p< .01), sosyal ve kdltirel farkhliklara saygi (r =.60 p< .01). Benzer iliskiler
stratejik liderligin diger alt boyutlari olan dontsimci liderlik, etik liderlik, politik liderlik ve iliskisel
liderlik ile 21. yy. egitim yoneticileri becerileri arasinda da goriilmektedir. Bu bulgulardan hareketle okul
yoneticilerinin 21. Yy. becerileri arttikga stratejik liderlik davranislari da artmaktadir denilebilir.

Tablo 4 incelendiginde, egitim yoneticilerinin 21.yy. becerileri, stratejik liderlik davraniglarindan
yénetsel liderlik (R® = .53, p< .05), déniisimci liderlik (R’= .58, p< .05), etik liderlik (R’= .73, p< .05),
politik liderlik (R’= .62, p< .05) ve iliskisel liderlik (R°= .70, p< .05) boyutlari ile anlamli iliskiler verdigi
goriilmektedir. Regresyon analizine gore, yonetsel liderlik davranisinin anlamh yordayicilari, bilgi
okuryazarhgi (B =.24, p< .05), teknoloji okuryazarhgi (B =.12, p< .05), hesap verebilirlik (B =.13, p< .05) ve
liderlik ve sorumluluktur (B =.15, p< .05). Donisiimcl liderlik davranisinin anlamli yordayicilari hesap
verebilirlik (B = .16, p< .05) ve sosyal kiltlrel farkhliklara saygidir (B = .11, p< .05). Etik liderlik
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davranisinin anlaml yordayicilari iletisim (B = .21), inisiyatif kullanma (B = .11, p< .05), liderlik ve
sorumluluk (B = .12, p< .05) ve sosyal kiltlrel farkliliklara saygidir (B = .22, p< .05). Politik liderlik
davranisina ait anlamli yordayicilar, inisiyatif kullanma (B = .12, p< .05), esneklik (B = .16, p< .05) ve
sosyal kultiirel farklhiliklara saygidir (B = .12, p< .05). Stratejik liderlik davraniglarinin sonuncusu iliskisel
liderligin anlamh yordayicilari iletisim (B = .12, p< .05), ishirligi (B = .16, p< .05) ve sosyal kulturel
farkhhklara saygi becerileridir (B = .19, p< .05). Bu bulgular isiginda okul yoéneticilerinin 21. yy.
Becerilerinden bilgi okuryazarligi, teknolojik okuryazarlik, hesap verebilirlik ve liderlik ve sorumluluk
becerilerini sergileme dizeyleri arttikga yonetsel liderlik davranislarinin daha iyi olacagl soylenebilir.
Bununla birlikte hesap verebilirlik ve sosyal kiiltiirel farkliliklara saygi diizeyleri arttikga donisimci
liderlik davranigi ortaya koyma davranislari da gelisecektir. Etik liderlik davraniglarini gelistirmek igin ise
iletisim becerilerine, inisiyatif kullanmaya, liderlik ve sorumluluk becerisi sergilemeye, sosyal ve kiiltirel
farkhhiklara saygi géstermeye daha ¢ok 6zen gdostermelidirler. Okul yoneticilerinin daha fazla inisiyatif
almalari, esnek bir yonetim gostermeleri ve sosyal kiiltirel farkliliklara 6nem vermeleri onlarin politik
liderlik davranislarini daha da gelistirecektir. Okul yéneticilerinin iliskisel liderlik davranislarini artirmanin
yolu da iletisim, isbirligi ve sosyal kiilturel farkliliklara saygi duymaktan gecmektedir.

Tablo 4.
21. YY Egitim Yéneticisi Becerilerinin Stratejik Liderlik Davranisini Yordamasina iliskin Regresyon Analizi.
Yonetsel Doniistimcii Etik Politik iliskisel

Degisken B t p B t p B t p B t p B t p
Sabit 10.04 .00 2.10 .03 4.70 .00 5.50 .00 240 .01
Yaraticilhk .10 23 81 .04 .78 .43 05 110 .25 .06 100 .28 .03 .67 .49
Elestirel .00 07 94 .10 160 .10 -05 110 .27 .00 .12 .89 .01 .29 .77
iletisim .04 59 55 05 76 .44 21 360 .00 .08 120 .21 .12 2.00 .04
isbirligi -.03 43 66 .03 56 57 .10 180 .06 .06 .93 .35 .16 280 .00
Bilgi .24 324 00 .11 150 .11 .09 160 .10 .07 110 .25 .10 1.70 .08
Medya .00 04 9 .00 .11 90 .06 170 .07 .04 97 .33 .04 100 .31
Teknoloji 12 238 01 .04 10 .31 -00 .01 .98 .06 130 .17 .01 .27 .78
inisiyatif .03 65 51 .03 .05 .95 .11 240 .01 .12 230 .02 .07 150 .11
Hesapv. .13 191 05 .16 240 01 .03 57 .56 .04 .69 .48 .08 130 .16
Liderlik .15 203 04 .10 140 .15 .12 210 .03 .04 66 S50 .02 34 .72
Esneklik .04 57 56 .06 100 30 .01 .26 .79 .16 250 .01 .06 120 .22
Sosyal .50 .87 .38 .11 210 .03 .22 510 .00 .12 250 .01 .19 420 .00

Yonetsel R= .73, R’= .53; F= 43.52 p<.05  Déniisiimcii R=.76, R’= .58; F= 53.77 p<.05 Etik R=.86, R’=.73; F= 107.22 p<.05
Politik R=.79, R’= .62; F= 63.00 p<.05 iliskisel R= .83, R’=.70; F= 87.57 p<.05

Tartisma, Sonug ve Oneriler

Egitim yoneticilerinin 21. yy. becerileri ile onlarin stratejik liderlik davranislari arasindaki iliskiyi
ortaya koymaya odaklanan bu ¢alismanin 6nemli bulgularindan biri okul yéneticilerinin belirlenen egitim
yoneticisi 21. yy. becerilerinden 6zydnetim ve inisiyatif kullanma davranisini goreli en fazla gosterdikleri,
elestirel dislinme ve problem ¢ézme davranisini ise en az gosterdikleri seklindedir. Okul yéneticileri,
gelecegin nesillerini yetistirmede, onlara 21. yy. becerileri kazandirmada énemli bir géreve sahiptirler.
Tirkiye'deki okul yoneticileri incelendiginde de, gdrece olarak 6z yonetim ve inisiyatif kullanma
davranisini goéstermeleri, siirdiirdikleri meslek yasaminin dinamiklerinden kaynaklaniyor olabilir.
Tirkiye’de okullara yakit, onarim ve bakim destegi disinda devlet tarafindan baska kaynak
saglanmamaktadir. Bu durumda okul yoneticileri kendi mali kaynaklarini yaratmak ve okullarinin egitim
faaliyetlerini siirdiirmek zorunda kalmaktadirlar.

Bununla birlikte, Tiirk egitim sistemi i¢cinde okul yoneticilerinin gérev ve sorumluluklari ¢ok fazla
olmakla birlikte, yetkileri oldukca sinirh kalmaktadir (Acikalin, 1995). Okul yoéneticilerinin bu yiizden
21.yy. becerilerinin sosyal ve mesleki beceriler altinda yer alan 6z yonetim ve inisiyatif kullanma
becerilerini daha fazla kullanarak gorevlerini ifa etmektedirler. Okul yénetiminin basarili olmak igin
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gorece olarak inisiyatif kullanma ve 6z yonetim davranislari sergilemeleri, Erdogan’in (2006) yaptig
¢alisma ile paralellik gostermektedir. Adi gegen ¢alismada da okul yoneticisinin 6n plana ¢ikmak ve isini
layikiyla yapmak igin insan ve gorev arasinda dengeli davranmasi gerektigi, kendi yonetim modelini
kendisinin bu dengeyi gozeterek kurmasi gerektigi belirtiimektedir. Bununla birlikte, inisiyatif alarak
hareket etmenin okul yoOneticisinin en 6nemli tutumlarindan birisi oldugu belirtiimektedir. Okul
yoneticilerinin gorece olarak 6grenme alani altinda yer alan problem ¢6zme ve elestirel diisinme
becerilerini daha az ortaya koymalarinin nedeni, 6grenim ve meslek hayatlarinda bu beceriyi nasil
kullanacaklarina dair yaklasimlarla pek fazla karsilasmamalarindan dolayi olabilir. Tirk egitim sistemi
2023 vizyonu belgesinde de belirtildigi gibi gegcmiste bilginin didaktik bir Gslupla 6gretilmesi yaklagimi
benimsenmistir. Ginimuz toplumunun ihtiyaci ise 6grenmeyi 6grenen, bilgiyi nasil edineceginin yollarini
bilen ve elde ettigi bilgileri donistiirebilen bireyler yetistirmektir. Bunun yolu da bilgiyi ezberlemek degil,
cesitli yontem ve araglar kullanarak problem ¢6zme, yaratici diisinme ve elestirel disinme becerilerini
gelistirebilmektir (MEB, 2019; Vockley & Lang, 2008).

Okul yoneticileri, stratejik liderligin alt boyutu olan yoénetsel liderlik davranisini goreli en c¢ok
gosterirken, iliskisel liderlik boyutundaki davranislari goreli en az gosterdikleri belirlenmistir. Yonetsel
liderlik davraniglarini daha fazla gostermelerinin nedeni, yapilan islerin hep mevzuat ve vyasal
diizenlemeler gevresinde gitmesi ve Tirkiye’de yoneticiligin daha ¢ok tecriibeler ve gézlemler yoluyla
O6grenilmesinden kaynaklanabilir. Harris’in (1996) de ortaya koydugu gibi, okul yoneticilerini Uglu bir
siniflamada degerlendirmek gerekir. Tirkiye’deki okul yoneticileri Harris’in arastirmasinda ortaya
koydugu gibi ne teknik lider siniflamasina ne de dondsimci, ilerlemeci lider siniflamasina
girmemektedir. Onlar ¢ogunlukla idareci siniflamasina uymaktadirlar (Harris, 1986). Coban ve digerleri
de (2019) sadece okul yoneticilerinin degil Milli Egitim Bakanhgi Ust dlzey yoneticilerinin de yonetsel
liderlik davranigi sergiledigini ortaya koymustur. Bu da gostermektedir ki, okul ydnetiminden ust
yonetime kadar bitin egitim yoneticileri, gorece olarak daha fazla yonetsel liderlik davranislar
sergilemektedirler. Hem okul yoneticileri, hem de Ust diizey egitim yoneticilerinin, egitim yonetimi
alaninda nitelikli egitim almalari, okul yoneticisi se¢me, atama ve yer degistirmesinde bir kriter olarak
yer almamaktadir. Bu da egitim yoneticiliginin Tlrkiye’de bir meslek olarak algilanmadiginin bir
gostergesidir. Egitim yoneticileri mesleklerini oncesinde egitimler alarak degil genelde diger
yoneticilerden gorerek veya kendileri deneyimleyerek 6grenmektedirler. Bu da egitim yoneticilerinin
donisiimct ve ilerlemeci liderlik davraniglari sergilemeleri 6niindeki en biylk engel olarak
gorilmektedir. Nitekim, iliskisel liderlik davranis sergilemelerinin gérece dusiik olmasinin nedenlerinden
birisi de, kapsamli bir yénetici egitimi almamalarindan kaynaklandigi séylenebilir. iliskisel liderligin
temelinde 6rglt ici ve orgut disi iliskiler ag1 kurmak ve giliven yaratmak gibi temel davranislar yer
almaktadir. Bu davranisi sergileyebilmek igin de (st diizey iletisim becerilerine sahip olmak ve gliven
yaratmak icin hesapverebilir olmak ve seffaf ve acik politikalar yiritmek gerekir. Tirk kamu
yonetiminde acik iletisim sistemi, hesapverebilirlik ve seffaf yonetim anlayisi tam olarak islememektedir
(Eryilmaz & Biricikoglu, 2011). Yénetici kapasitesinin gelistiriimesi, bu sorunun ¢oéziimiinde en etkili
yoldur.

Egitim yOneticilerinin 21.yy. becerileri, stratejik liderlik davranislarinin bitiin alt boyutlari ile anlamli
iliskiler vermektedir. Analiz sonuglarina gore, yonetsel liderlik davranisinin anlaml yordayicilari, bilgi
okuryazarligi, teknoloji okuryazarligi, hesap verebilirlik, liderlik ve sorumluluktur. Bu gostermektedir ki,
okul yoneticilerinin 21. yy. becerilerinden bilgi okuryazarhg, teknolojik okuryazarlik, hesap verebilirlik ile
liderlik ve sorumluluk becerilerini sergileme diizeyleri arttikca yonetsel liderlik davranislarinin daha iyi
olacagi soylenebilir. Harris’in (1986) calismasindaki idareci yoneticinin amaci isleri yonetmek ve 6érgitin
amaglari dogrultusunda hareket etmektir. Bu ylizden sorumluluk sahibi olmasi, hesap verebilir olmasi ve
calisanlari ve gevre ile etkili hale gelmek icin bilgi ve teknoloji okuryazari olmasi son derece beklenen bir
durumdur. Gigl, Coban ve Atasoy’un (2017) yaptiklar c¢alismada da yonetsel liderlik davranisinin
temelinde kurallar koyma, diizenlemeler yapma ve orgltin isleyisini saglama (lizerine oldugunu
belirtmislerdir.
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Donastimci liderlik davranisinin gérece yordayicilari hesapverebilirlik ve sosyal kiiltiirel farkhliklara
saygidir. Hesap verebilirlik ve sosyal kiltirel farkhhklara saygl duzeyleri arttikca déntsumci liderlik
davranisi ortaya koyma davraniglari da gelisecektir. Donlisiimcu lider, ilk basta okulun kiltiirinu
dénustirir ve orgitinu 6grenen oOrgiit haline getirir. Bu ylzden sosyal ve kulturel farkhliklara saygi
becerisinin 6n plana ¢ikmasi dogaldir. Donlstimcl lider, ekibini zihni olarak dénlstiirme ve onlara
paylasilan vizyon dogrultusunda hedef géstermektedir. Bu hedefe giderken de calisanlari ile gliven insa
etmesi en temel unsurdur(Cemaloglu & Coban, 2019; Onk & Cemaloglu, 2016).

Etik liderlik davranisinin yordayicilari ise inisiyatif kullanma, liderlik ve sorumluluk ve sosyal kiiltirel
farkliliklara saygidir. Egitim yoneticilerinin etik liderlik davranislarini gelistirmek igin iletisim becerileri
artirlmal, inisiyatif kullanmalarina imkan verecek sartlarin olusturulmasi, liderlik ve sorumluluk
becerileri ile sosyal ve kiiltiirel farkhliklara saygi géstermeye daha ¢ok 6zen géstermelidirler. Etik liderlik
temelde 6rgut kultlra ve kiltdrel liderlik ile yakin iliski icindedir. Bu becerilerin bu liderlik davranisi igin
gerekli oldugu sonucu Helvac’nin (2010) calismasi ile de ortismektedir. Okul icinde ortak akilla insa
edecegi okul kiltirinde, okul yéneticisinin takim g¢alismasina 6nem vermesi ve bu sayede yetkisinin bir
kismini takimlara devretmesi, okul c¢alisanlarinin inisiyatif kullanmalarina katki saglayacaktir.
Olusturulacak takimlarda, sosyal ve kiltiirel farkliliklar bir araya getirilerek takim ¢alismasinin zengin
Urinler ortaya koymasi igin firsat olusturulacak daha da 6nemlisi birlikte ortak amag igin is yapan bu
bireyler de takim ruhundan dolayi sosyal ve kilturel farkliliklara saygi duyacaklardir (Scribner et al.,
2007). Bu sayede okul yoneticisi okulunda takim ¢alismasi sayesinde ekip ruhunu olusturacak hem de
bireyler ortak amaclar icin calistigindan birbirlerinin sosyal ve kiltiirel farkhliklarina daha ¢ok saygi
duyacaklardir. Bununla birlikte, calisanlarinin karara katilimini saglayarak onlarin okulun is ve islemlerini
ylratme konusunda sorumluluk almasini destekleyecektir (Jones, 1997). Boylelikle okullar, Senge’nin
(2002) ortaya koydugu 6grenen 6rgiit olma yolunda takim ¢alismasi yapma, sorumluluk alma, inisiyatif
kullanma ile bir adim daha yol almis olacaklardir.

Politik liderlik davranisina ait anlamli yordayicilar, inisiyatif kullanma, esneklik ve sosyal kiiltiirel
farkliliklara saygidir. Okul yoneticilerinin daha fazla inisiyatif almalari, esnek bir yénetim géstermeleri ve
sosyal kultarel farkhliklara 6nem vermeleri onlarin politik liderlik davranislarini daha da gelistirecektir.
Ozellikle politik liderler, i¢c ve dis paydaslarla iletisim halindedirler. Bu nedenle esnek olmak, sosyal
kilturel degerlere saygi ve 6rgit icin inisiyatif kullanma becerileri 6n plandadir. Ugurluoglu ve Celik
(2009) yaptiklari calismada benzer 6zellikleri ortaya koymuslardir. Okul yénetimi ve okul genel olarak bu
orgutsel davranislari sergilediginde, okulun degisimi, donlsimii ve c¢evre ile uyumu Ust seviyede
olacaktir (Harris & Muijs, 2004). Acik sosyal sistem olan okulun ¢agin gereklerine cevap verebilmesinin
yolu, esnekligi, bireylerin inisiyatif kullanma imkanlarinin olmasi ve sosyal kiltirel farkhhklara saygili
bireyler olmasindan gececegi diisinilmektedir.

Stratejik liderlik davranislarinin sonuncusu iliskisel liderligin anlamli yordayicilari iletisim, isbirligi ve
sosyal kdlttrel farkhliklara saygi becerileridir. Okul yoéneticilerinin iliskisel liderlik davraniglarini
artirmanin yolu da iletisim, isbirligi ve sosyal kiltirel farkhliklara saygi duymaktan ge¢mektedir. Bu
sonuglar da Ugurluoglu ve Celik’in (2009) yaptigi calisma ile 6rtismektedir. Okul icinde insa edilen yatay,
asagidan yukari ve yukaridan asagi acik iletisim kanallari okulun isleyisi ve okul yoéneticisinin ortak amag
ve hedefleri daha iyi anlatabilmesi agisindan olduk¢a 6nemlidir. Bir 6rgitte acik iletisim kanallari yoksa o
orgitte dedikodu kilturd yaygin olur (Eroglu, 2005). Bununla birlikte, bu 6rgitte kapah kapilar ardinda
isler yapiliyorsa, bu 6rgiitiin olumlu iklimine zarar verir. O orgltte hesap verebilirlik ve seffaflik ilkeleri
dogrultusunda bir yénetimden s6z etmek pek de miimkin olmaz (Sisman & Uysal, 2012).

Yapilan bu galisma, Tiirkiye’de gérev yapan okul yoneticilerinin 21.yy becerilerini ve stratejik liderlik
davranisini ne derece kullandiklarini ortaya koymustur. Bu galisma, veri toplama aracglarina verilen
cevaplarla ve arastirmaya katilan 6gretmenlerin algilari ile sinirhdir. Bu nedenle, arastirmacilar, bu
calismaya ek olarak okul mudurleri ile ayrica birebir goriismeler yapabilir ya da egitim yoéneticiligi
alaninda karar vericiler ile odak grup gorismeleri yirutebilirler. Boylece okul yoneticilerinin 21.yy
becerileri ve stratejik liderlik davranislari konusunda daha detayh bilgi elde edebilirler. Ayrica, egitim
yoneticilerinin 21. yy. becerilerini gelistirmek ve liderlik kapasitelerini artirmak icin egitim yoneticisi
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yetistirme egitim modilleri tasarlanabilir. Elde edilen sonuglar dogrultusunda okul maddrlerinin ihtiyag
duyduklari egitimler planlanabilir. Bu egitimlerin alinmasi ve egitimlerde elde edilen basari puanlari,
yOnetici segme ve atama kriterleri igin esas alinabilir. Son olarak, Orakci vd. (2019) o6nerdigi gibi
O0gretmen adaylarinin lisans egitimleri doneminde 21. yy. becerilerini kazandirmaya yoénelik ders
icerikleri ve 6gretim faaliyetleri hazirlanabilir. Bu sekilde, 21. yy. becerileri gelecegin okul yoneticilerine
bir becerinin en iyi sekilde kazandirilabilecegi lisans egitimi doneminde kazandirilabilir.
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Introduction

Individuals have always been in social interaction, and today, social networks are very important to
maintain that social interaction (Reich, 2010). Considering the related usage ratios, it could be stated
that social networks have an increasingly important place in peoples’ lives (Correa, Hinsley & De Zuniga,
2010). Use of social networks dates backs to late 1990’s. This period, which especially started with the
spread of MySpace, witnessed an increase in the number of social networks with the development of
Web 2.0 tools (Boyd & Ellison, 2007). It is pointed out that among these tools, such social networks as
Facebook, Twitter and YouTube encouraged individuals to use social media more (Jenkins-Guarnieri,
Wright & Johnson, 2013). With the development of new-generation communication environments,
accessibility to information and communication technologies for everyone has increased the power of
social networks and included a new dimension into the concept of socialization (Vural & Bat, 2010).
Therefore, it would be beneficial to examine social networks and the related concepts.

Social networks refer to the formation of an Internet-based community which allows individuals to
share their views, to create their personal accounts and to establish communication with others for
common purposes (Boyd, 2003; Preeti, 2009). Internet users have the opportunity to get introduced to
new users that they can communicate and share something via social networks. Communicative
behaviors are of great importance for people’s socialization. For this reason, communication facilitated
thanks to social networks has made these environments an increasingly important part of daily life. In
accordance with their technology acceptance models, facilitator factors have influence on behavioral
intention, which leads to usage behavior (Venkatesh, Thong & Xu, 2012). It could thus be stated that
these facilitator factors help more users to accept and adopt social networks.

Social networks make it possible for users to create visible anonymous or private accounts, to
connect with other users and to follow other users’ accounts (Boyd & Ellison, 2007). It is reported that
thanks to accounts created on social networks, the personal identity is discovered (Grasmuck, Martin &
Zhao, 2009), which results in the development of social identity and sense of self (Karl, Peluchette &
Schlaegel, 2010). When viewed from this perspective, social networks could play an important role not
only for the identity development of young people but also for that of adults (Subrahmanyam, Reich,
Waechter & Espinoza, 2008).

Individuals are highly influenced by the social environment in which they build their identity in social
networks. Therefore, the social network community which social network users belong to is of great
importance while they develop and manage their online identities. Social networks are considered to be
an important factor for the socialization of individuals as well as for their identity development due to
the communication established in the related environment (Bakiroglu, 2013). In this respect, it is
necessary not only to reveal virtual identities of social network users and the purposes of their social
network usage but also to determine the relationship in-between.

Virtual Identities in Social Networks

Virtual identities are digital identities that individuals create by shaping their own identities in line
with their preferences in Internet environment. Individuals can present, change or hide any specific real-
life information about them thanks to their virtual identities in Internet environment. For this reason,
the reality of virtual identities created in Internet environment has always been a debated issue. In
addition, groups that individuals join in virtual environment and social status and personality traits of
these individuals could all be said to be influential on the development of manipulated virtual identities.
Therefore, individuals can try to behave or look like someone they’re not in order just to be accepted
and appreciated in social networks (Ozdemir, 2015). Social networks, which allow anonymity, provide
individuals with an environment in which they can create identities different from their real ones. With
the help of this anonymous identity, it is possible for individuals to behave and look like a person with a
different personality in virtual environment (Sengiin, 2014). The difference between individuals’ real
identities and their different-looking virtual identities in virtual environments is defined as self-concept
discrepancy in related literature (Higgins, Klein, Strauman, 1987; Jin, 2013).
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Social structure, which becomes more and more individualized and which moves away from social
characteristics triggers creation of more virtual identities. Sharings appropriate to one’s virtual identity
are presented to other users’ appreciation by making desired information about the self visible via
virtual identity created. In this way, social networks provide individuals with an unlimited area in which
they can present themselves to whomever they want (Birnbaum, 2008). As individuals can create their
virtual identities in virtual environments in any way they want, they tend to avoid giving real information
about themselves and to create improved profiles which they image, desire and consider in order to be
admirable (Armagan, 2013; Davis & Chansiri, 2019; Rheingold, 1993). In related literature, it is pointed
out that this situation motivates users more (Biger, 2014; Birnbaum, 2008; Farquar, 2009). The fact that
individuals tend to introduce themselves in a way to look perfect in virtual environments shows the
importance they attach to social desirability (Dénmez & Akbulut, 2016). Social desirability refers to
individuals’ tendency to present themselves as appropriate to social norms (King & Bruner, 2000). For
this reason, social desirability could be said to be an important factor for the creation of a virtual
identity.

In social networks, users are interested not only in sharing audio-visual contents via their own
profiles but also in other users’ sharings and admirations. Therefore, other users’ comments and
admirations might have influence on individuals’ sharings via their own virtual identities. Depending on
the number of admirations and comments made in relation to a sharing in social networks, individuals
tend to change their subsequent sharings in the desired way. This situation reveals individuals’ need for
being approved by others in terms of their social network usages in social networks. While individuals
create and manage their virtual identities in line with their concerns about being approved by others,
they also tend to create ideal identities (Farquhar, 2009; Ozdemir, 2015). The search for such an ideal
identity paves the way for having different identities in virtual environments.

While creating and managing virtual identities, various external factors are taken into consideration.
Especially being admired and approved by other users is of great importance for the structuring of
virtual identities. As known, liking and approval are among the basic needs as determined by Maslow
(Maslow, 1943). Therefore, in whichever environment they are in, individuals tend to meet this need. In
related literature, it is reported that liking and approval behaviors of others in terms of social network
usage differ in terms of social network usage and that it is necessary to examine these behaviors in
social networks (Kim & Chock, 2017; Lin & Lu, 2014; Nosko, Wood & Molema, 2010). Studies reported in
related literature point out that gender is an important variable influential on the use of Internet and
social networks and that differences between genders should especially be investigated in studies on
social networks (Kim & Chock, 2017; Lin, Featherman & Sarker, 2017). Gender is an important factor
that cannot be limited only to social networks, so it is worth examining the influence of gender on
virtual identities. Social networks are environments that make important contributions to meeting this
need via anonymous virtual identities. Anonymity allows individuals to behave in any way they want in
social networks without taking any related responsibility. Therefore, the influence of anonymity or
visibility on virtual identities is worth investigating. The spread of social networks and the developing
mobile technologies has facilitated individuals’ access to social networks. According to a report titled
“Digital in 2019 Global Overview” prepared based on data collected from more than 200 countries, an
enormous development was experienced in almost all indicators regarding Internet use in the digital
world in 2018 when compared to the previous year. According to the related figures, the number of
Internet users throughout the world reached 4.5 billion. Among these users, 3.725 billion were active
social media users in 2018 (We Are Social, 2019). Individuals spending time on social networks allocate a
considerable amount of their daily-life time to the management of their virtual identities in social
networks. Therefore, it is also worth investigating not only the influence of the number of social
network profiles but also the influence of the time spent on these social networks on the construction of
virtual identities.

429



Esra BARUT TUGTEKIN, Ozcan Ozgiir DURSUN — Pegem Egitim ve Ogretim Dergisi, 10(2), 2020, 427-464

Within the conceptual framework of virtual identity use in social networks, there are several factors
like visibility and anonymity; liking, acceptance and approval; individuality, gender and motivation. In
addition, when statistics regarding especially the use of social networks are taken into account, it is seen
that virtual identity has a dimension that interests all age groups. The fact that especially the young
generation exists intensively in social network environments is gradually transforming the nature of
learning as appropriate to the virtual world. Today’s learners use social network environments to satisfy
almost all their needs ranging from entertainment to learning. What makes these environments more
attractive than traditional face-to-face environments is that individuals can produce identities peculiar
to virtual environment. However, while raising especially young schoolers’ consciousness of the
probable risks of the virtual environment, the virtuality of this environment should not be considered
independently of the concept of identity. Behaviors of cyber bullying to which today’s learners are
frequently exposed are in a sense a consequence of the anonymous identity in the cyber environment.
On the other hand, this situation could also be examined from the perspective of developmental
psychology. The self-discrepancies that young individuals who have not yet completed their identity
development experience between the real world and the virtual world are likely to lead to
disappointments. This conflict mainly occurs as a result of failing to meet high expectations in the real
world which they have developed thanks to the movement freedom of virtual identity. Since social
networks are favored by many learning activities, virtual identity is also an important concept for the
evaluation of the behaviors of the new-generation learners.

Research Purpose

The purpose of the present study was not just to develop a measurement tool to reveal the
characteristics of virtual identity profiles of social network users but to examine these virtual identities
with respect to gender, time spent on social networks, number of their social network profiles and
visibility variables. In line with this purpose, the following research questions were directed in the study:

1. Do virtual identities of social network users differ depending on the number of profiles?

2. Do virtual identities of social network users differ depending on the time spent on social networks?

3. Do virtual identities differ depending on the gender of the participants and/or on the visibility of
their virtual identities in social networks?

Method

In the present study, the relational survey model was used. While doing survey research to explain
research subject (Fraenkel & Wallen, 2011), the relational survey model is used to reveal interactions or
relationships between two or more variables (Blyikozturk, 2012). As social networks are platforms
appropriate to the construction of virtual identities, the research data were gathered by random
sampling method especially from social network users. The study was carried out with 671 individuals
who participated in the study via social networks (Np,e=419, 62.44%; Nremae=252, 37.56%). The average
age of the participants was 24.96 (Sd=8.98; n=670). It could thus be stated that the study group
generally included adults. Table 1 presents the participants’ social network usages.

According to Table 1, most of the participants reported that they used mobile Internet (89.40%) and
that they were able to access Internet at any time where they accommodate (91.50%). When the time
the participants spend on social networks is examined, it is seen that of all the participants, 211
(31.40%) spent 2 to 4 hours a day on social networks; 145 (21.60%) 1 to 2 hours; 132 (19.70%) longer
than 6 hours; 126 (18.80%) 4 to 6 hours; and 57 (8.50%) spent less than 1 hour a day on social networks.
In addition, the participants were asked to state whether they had more than one profile in one social
network, and 513 of them (76.70%) responded to this question as ‘No’ and 156 of them (23.30%) as
‘Yes’. Another question regarding privacy of the participants was directed to reveal whether they made
their profiles visible or invisible to everyone in social networks, and it is found that 345 of them (51.40%)
responded to this question as ‘Yes, everyone can see it’ and 326 of them (48.60%) as ‘No, not everyone
can see it”. In order to determine which social network(s) the participants used; they were asked in the
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questionnaire to mark the social networks they used. The results demonstrated that 574 participants
(51.40%) used Facebook; 207 participants (18.60%) Instagram; 124 participants (11.10%) Twitter; 108
participants (9.70%) Swarm; and 103 participants (9.20%) Snapchat.

Table 1.
Statistics about Participants’ Social Network Usages.
Social Network Usage Frequency (f) Percentage (%)
Use of mobile Internet
Yes 599 89.40
No 71 10.60
Total 670 100.00
Access to Internet in any place at any time
Yes 612 91.50
No 57 8.50
Total 669 100.00
Spending time on social networks
Less than 1 hour 57 8.50
1-2 hours 145 21.60
2-4 hours 211 31.40
4-6 hours 126 18.80
Longer than 6 hours 132 19.70
Total 671 100.00
Having more than one profile in one social network
Yes 156 23.30
No 513 76.70
Total 669 100.00
Making social network profile visible to everyone
Yes 345 51.40
No 326 48.60
Total 671 100.00
Social Networks used
Facebook 574 51.40
Twitter 124 11.10
Swarm 108 9.70
Instagram 207 18.60
Snapchat 103 9.20
Total 1116 100.00

Development of the Data Collection Tool

In the study, the Social Network Identity Management Scale (SNIMS) was developed to determine
the virtual identities of social network users (Figure 1). Before preparing the scale items, studies on
virtual identities (Chen, 2007; Diehl & Prins, 2008; Jin, 2012; Jin, 2013; Koles & Nagy, 2012; Nagy, 2008;
Ribeiro, 2009) were examined to form the virtual identity framework. Within the framework of the
variables to predict virtual identity, studies in international literature were examined in terms of 15
cases “Virtual identities used by users in virtual environments; factors influential on users’ creating
different virtual identities; reasons for using social network sites with anonymous or non-anonymous
profiles; factors influential on determining the virtual identities in anonymous sites; the extent to which
virtual identities of users reflect their real identities; the relationship between virtual identity and
approval; influence of the society on individuals’ behaviors in virtual environment; relationship between
motivation and participation in virtual environment; reasons for creating idealized virtual identities and
difficulties in managing these identities; role of observers and of subjective profile components in
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research on virtual identity formation; reasons why users create more than one virtual identity;
influence of public self-consciousness on individuals’ use of different identity elements; social
dimensions of virtual identity and its motivational aspect; role of social communication in transition
from the real identity in the real world to virtual identity; causes and results of virtual self-discrepancy”.
In this respect, based on the related literature, first, an item pool including 46 open-ended questions
was prepared. Following this, the number of items decreased to 35, and a multiple-choice questionnaire
form was obtained. For the purpose of receiving expert views about the 35-item questionnaire form,
interviews were held individually with a total of 25 academicians who were from the field of Information
Technologies and from the field of Measurement and Evaluation. In line with the experts’ views, the
questionnaire form was revised in terms of comprehensibility, scope, clarity and statements of the
items; in the end, a 30-item five-point Likert-type scale was obtained including items to be marked as “I
Completely Disagree””, “I Disagree”, “I Partly Agree/Disagree”, “I Agree” and “I Completely Agree”.

Literature review
Item pool creation(46 items)
Reduction of items to 35 after evaluation
Getting expert opinions from 25 academicians
Transformation into a 30-items Likert type scale after item evaluation
Application of the draft scale to 671 people through social networks
Division of scale data into developmental sub-sample and cross-validation sub-sample
Conducting Exploratory Factor Analysis (EFA) in development sub-sample

Determining the factor structure of the items and performing EFA again in a four-factor structure

Performing Confirmatory Factor Analysis (CFA) in sub-sample of cross-validity with 23 items by discarding
overla pp'ilng items

Confirmation of the scale by validity and reliability tests

Figure 1. Scale development process.

The survey developed was applied to 671 participants on voluntary basis via a social network
(Nmatle=419, Neemale=252). Before the analysis of the data collected, the data set was checked to see
whether it met the analysis conditions. For the multivariate outliers, Mahalanobis distances were taken
into account (Hodge & Austin, 2004). For this purpose, the degree of freedom (df=29) was calculated,
and the data with values lower than the critical value at the significance level of alpha .00 were excluded
from the sample. With the help of the random sampling command of the SPSS software, the research
sample was divided into two groups: (a) developmental sub-sample (n=288) and (b) cross-validation sub-
sample (n=304). In order to determine the internal consistency and factorial structure of the scale items,
first, Exploratory Factor Analysis (EFA) was applied in the developmental sub-sample; following this, for
the purpose of confirming the model obtained via EFA, Confirmatory Factor Analysis (CFA) was
conducted for the cross-validation sub-sample. In the exploratory factor analysis process of the study,
the package software of SPSS 20 was used, and in the process of confirmatory factor analysis, the
software of LISREL 9.1 was used.
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In order to test whether the data divided into two fit EFA Barlett Sphericity Test was applied, and the
result was found significant ()(2:4985.67; df=435; p<.01), which showed that the data met the
assumption of multivariate normality and linearity. For the procedure of EFA, in order to determine the
minimum number of factors reflecting the relationship between the variables best, the Maximum
Likelihood method was used as the factorization method, and the Varimax rotation method, was used as
the rotation technique (Akbulut, 2010; Aldrich, 1997; Field, 2005). When the analysis results were
examined, it was seen that there were four factors with an eigenvalue higher than 1 for 30 items. In
addition, as the points became horizontal after the fourth range in the screeplot graph, the four-factor
structure was considered to be appropriate (Figure 2).

Scree Plot

Eigenvalue
@
Il

r T r r r r 111 1T 1T 1T T 1T T T T T 1T 1T T 1T 1T T T T 1T 7T
123 4567 895 1011121314151617 168159 20 21 22 23 24 25 26 27 28 29 30

Factor Number

Figure 2. Screeplot for the first EFA.

The analysis repeated for four factors revealed that 30 items explained 52.93% of the total variance.
When the factor loadings for the items were examined, it was seen that the factor loadings of eight
items were lower than .40 or lower than the mixed item limit of .10 (Walker & Madden, 2008). Exclusion
of these items from the scale was not considered to have any negative influence on the content validity
of the scale, and eventually, seven of the eight items with mixed and overlapping character were
excluded from the data set. When these seven items were excluded, it was seen that all the other items
caused an additional loading of at least .40 on the variance and that there was no mixed item left.

With the exclusion of the mixed or overlapping items in question from the scale, it was seen in the
repeated analysis that the 23 items and the four-factor structure explained 55.29% of the total variance.
After the meanings conveyed by the items in each factor were evaluated within the framework of the
theoretical model explained above, the factors were named as Sharing (S=9 items), Liking (L=6 items),
Privacy (P=5 items) and Security (SC=3 items). The variances explained by each factor alone were found
to be $=17.33%, L=15.89%, P=14.56% and SC=7.52%, respectively. When Table 2 is examined, it is seen
that the factor loadings of the items in these factors ranged between .46 and .76, and are higher than
the suggested value of .30 (Pallant, 2001).

Following the preliminary analysis of the items, the measurement model with 23 items in four
factors obtained previously via EFA was tested with the maximum likelihood method within the scope of
CFA. It was seen that the Chi-square goodness of fit value obtained as a result of CFA was significant
(x2=762.93; df=222; p<.01). In related literature, the ratio of xz/df lower than 5 for large samples shows a
moderate level of fit (762.93/222=3.44). In addition, when the root mean square error of approximation
and the fit indices based on the independent model were examined, the values were found as follows:
SRMR=.08, CFI=.96, NFI=.94, GFI=.81, AGFI=.76 and RMSEA=.09. The values of CFI, NFIl, GFI and AGFI
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closer to 0 refer to lack of fit for the model and those closer to 1 show perfect fit. In literature, it is
reported that a CF value of .95 or higher shows perfect fit (Hu & Bentler, 1999; Thompson, 2004) and
that a NFI value of .90 or higher shows goodness of fit (Tabachnick & Fidell, 2001; Thompson, 2004). In
addition, it is pointed out that a GFI value of .80 or higher is regarded as acceptable fit (Hair, Black, Babin
& Anderson, 2010); an AGFI value of .70 or higher as acceptable fit (Byrne, 1998; Qi, Wannian & Qun,
2004); and a SRMR value of .08 or lower as good fit (Brown, 2006; Hu & Bentler, 1999). While a RMSEA
value closer to 0 refers to perfect fit, a related value higher than .10 shows improper solutions (Yilmaz,
2004). The RMSEA value ranging between .08 and .10 refers to acceptable and mediocre fit (Browne &
Cudeck, 1993; Bryne, 2000). Therefore, considering the CFA analysis results, it could be stated that there
was an acceptable, good and perfect fit between the observed data and the model in CFA.

Table 2.

Item Loadings of the Factors According to the Exploratory Factor Analysis.

Item Item Loading | Item Item Loading | Item Item Loading
11-Sharing .59 | 19- Sharing .51 | 117-Privacy 46
I2- Sharing .49 | 110-Liking .52 | 118-Privacy 77
I3- Sharing .65 | 111-Liking .73 | 119-Privacy .65
14- Sharing .69 | 112-Liking .75 | 120-Privacy .69
I5- Sharing .52 | 113-Liking .64 | 121-Security .67
16- Sharing .65 | 114-Liking .64 | 122-Security .58
17- Sharing .66 | 115-Liking .63 | 123-Security .55
I8- Sharing .49 | 116-Privacy .76

Figure 3 presents the estimated coefficients obtained as a result of CFA and the variances explained
by the factors for the related items. Based on the CFA results, two modifications were suggested. It was
observed that these modifications would make important contributions to Chi-Square and other fit
indices. Therefore, the suggested modifications were applied. Consequently, according to the CFA
results of the scale, the standardized path coefficients for the factors were found statistically significant
ranging between .65 and 1.07 (p<.01).

Results Regarding Reliability

For the purpose of calculating the reliability of the scale including 23 items in four factors, the
internal consistency coefficients and the item-total correlations were calculated. Table 3 presents the
descriptive statistics and the results of the reliability analysis for each dimension of the scale.

When Table 3 is examined, it is seen that the Cronbach Alpha coefficients were calculated as .89 for
Sharing, as .89 for Liking, as .84 for Privacy and as .66 for Security. The Cronbach Alpha internal
consistency coefficient for the whole scale was found to be .93. In literature related to scale
development in the field of social sciences, a reliability coefficient ranging between .65 and .80 is
considered to be sufficient for the reliability of measurements (Vaske, 2008). The reason why the
Cronbach alpha internal consistency coefficient for the dimension of Security was at lower threshold
(.66) is thought to be due to the fact that there were fewer items in this factor when compared to the
other factors.

In order to test the construct validity of the data collection tools, convergent validity and divergent
validity suggested by Fornell and Larcker (1981) were used for analysis. Accordingly, the value of
Average Variance Extracted-AVE should be lower than Composite Reliability-w, while each AVE value
should be higher than .50 and each composite reliability value should be higher than .70 (Demir &
Yurdugl, 2014; Fornell & Larcker, 1981; Hair et.al., 2010). In this respect, the calculations regarding the
four-dimension SNIMS revealed that all the AVE values were lower than the composite reliability values
and higher than .50 and that each composite reliability value (w) was higher than .70. Therefore, it was
concluded that the scale with its all dimensions met all the conditions related to construct validity.
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Figure 3. CFA graph.

In addition, it was found that the corrected item-total correlations ranged between .56 and .72 for
Sharing, between .62 and .78 for Liking, between .52 and .74 for Security and .46 and .50 for Privacy.
Therefore, these findings demonstrate that the items in each dimension measured the same skill
reliability together. A higher score to be received from the scale shows that social network users have a
higher tendency to organize their virtual identities. According to Table 3, it is seen that there is a high
level of positive relationship between sharing and Liking and a moderate level of positive relationship
between sharing, Security, Privacy and Liking, Security, Privacy. Thus, it is understood that each
dimension in the scale measured knowledge and skills in line with the overall goal of the scale.
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Table 3.
Descriptive Statistics and Results of Reliability Analysis Regarding the Dimensions of the SNIMS .

Pearson Correlation Coefficients

Sub-Dimension Cronbach Alfa Min-Max w AVE X Sd Sharing Liking Privacy Security
Sharing .89 9-45 .94 .62 27.14 7.97 1 .76* .54* .32%*
Liking .89 6-30 .98 90 16.99 5.98 1 .60* 37*
Privacy .84 5-25 .96 .84  11.21 4.98 1 .48%*
Security .66 3-15 .88 71 8.64 3.09 1
*p<.01

Findings

For the analyses, first, the assumption conditions were examined. Independent Samples t-Test, One-
Way ANOVA for independent samples and Two-Way ANOVA for independent samples were conducted
to find answers to the research questions. Besides the assumptions, in order to run ANOVA analyses,
equal variances were considered for the dependent variable.

In relation to the question of “Do virtual identities of social network users differ depending on the

number of profiles?”, independent samples t-test, one of parametric tests, was applied. The results
obtained can be seen in Table 4.

Table 4.
Results of Analysis Regarding the SNIMS and Related Sub-Dimensions with respect to the Variable of
Number of Profiles.

Number of Profiles 1+ n X Sd t df p n’
SNIMS Yes 156 68.59 19.38 3.28 667 .00* .02
No 513 63.29 17.14
Total 671
2 Sharing Yes 156 28.82 8.73 245 667 .02* .01
§ No 513  27.03 7.80
g Total 671
B Liking Yes 156 18.28 6.15 293 667 .01** .01
X! No 513  16.69 5.86
< Total 671
Privacy Yes 156 12.82 5.28 412 667 .00** .03
No 513 10.97 4.79
Total 671
Security Yes 156 8.67 3.19 .24 667 .81 .00
No 513 8.60 3.08
Total 671

*p<.05, **p<.01

When Table 4 is examined, it is seen that the virtual identities of the participants differed
significantly depending on the number of profiles of the individuals (t(7=3.28; p<.05). This difference
was in favor of those who had more than one virtual identity.

When multiple comparison was done on the same group regarding the data set analyzed, Bonferroni
correction was necessary to avoid any contingent significant difference, or to avoid any type-2 error and
to obtain the actual significance value (Akbulut, 2010). When Bonferroni correction was done, the
significance value was divided by the number of tests (.05/4=.01), and the significance value was
interpreted. When Bonferroni correction was done after the t-test was conducted, it was found that the
sub-dimensions of “Liking” (tes7=2.93; p<.01) and “Privacy” (ts7=4.12; p<.01) differed significantly in
line with the number of the participants’ profiles. These differences were in favor of those who had
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more than one profile. In addition, although a significant result was found for “Sharing”, one of the sub-
dimensions of SNIMS, with respect to p<.05, it was seen that no significant difference was found when
Bonferroni correction was done (t(7=2.45; p>.01). In addition, no significant difference was found for
the dimension of “Security” in terms of the number of profiles (te7=.24; p>.01). In order to see the
extent to which the dependent variable explained the variance in the independent variable regarding
the significant differences found, effect size analysis was conducted. Eta squared values for the
differences found significant ranged between .01 and .06, and the effect of the independent variable on
the dependent variable had little effect size (Cohen, 1988).

In relation to the question of “Do virtual identities of social network users differ depending on the
time spent on social networks?”, One-Way ANOVA for independent samples, one of parametric tests,
was conducted. Table 5 presents the results obtained.

Table 5.
Results of Analysis Regarding the SNIMS and Related Sub-Dimensions with respect to the Variable of
Time Spent on Social Networks.

Sum of Squares df Mean Squares F p n
SNIMS Between Groups 8198.02 4 2049.51 6.69 .00* .04
Within Groups 203972.17 666 306.27
Total 212170.20 670
2  Sharing Between Groups 2414.01 4 603.50 9.82 .00* .06
2 Within Groups 40931.60 666 61.46
é Total 43345.60 670
a Liking Between Groups 811.86 4 202.97 5.89 .00* .03
-g Within Groups 22962.65 666 34.48
< Total 2377451 670
Privacy Between Groups 200.56 4 50.14 2.05 .09 .01
Within Groups 16329.58 666 24.52
Total 16530.14 670
Security Between Groups 30.22 4 7.56 .78 .54 .01
Within Groups 6430.89 666 9.66
Total 6461.11 670
* p<.01

The results of one-way ANOVA revealed that the time spent on social networks differed statistically
significantly depending on the variable of SNIMS (F4,6¢6=6.69; p<.01). Levene test results demonstrated
that Tamhane’s T2 results, one of Post Hoc tests, were considered to do the comparisons between
groups as equal variances were not achieved (p<.05). When the social network users” SNIMS scores
were examined, it was seen that their scores differed in favor of those who used social networks
between 4 to 6 hours (p=.01) and those who used social networks for more than six hours (p<.01) when
compared to those who used social networks for less than one hour. In addition, when the SNIMS scores
of those who used social networks between 1 to 2 hours were compared with the SNIMS scores of those
who used social networks for more than six hours, a significant difference was found in favor of those
who used social networks for more than six hours (p=.02). As for the other comparisons between the
groups, no statistically significant difference was found.

The one-way ANOVA results revealed that the time spent on social networks demonstrated a
significant difference in accordance with the scores related to the variable of Sharing (F 666=5.89;
p<.01). Levene test results demonstrated that Tamhane’s T2 results were considered to the comparisons
between the groups as the equal variances was not obtained (p<.05). In order to determine whether the
results were significant or not, Bonferroni correction was done (p<.01). The results of the comparisons
between the groups with respect to the variable of “Sharing” revealed that, in accordance with the
“Sharing’ scores of those who used social networks for less than 1 hour, there was a significant
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difference in favor of those who used social networks between 2 and 4 hours (p<.01), between 4 and 6
hours (p<.01) and for more than six hours (p<.01). As for the other comparisons between the groups, no
statistically significant difference was found.

The time spent on social networks was examined to determine whether there was a statistically
significant difference or not with respect to the variable of “Liking” (F(46¢5=9.82; p<.01). Levene test
results demonstrated that Tamhane’s T2 results were considered to the comparisons between the
groups as the equal variance was not obtained (p<.05). In order to determine whether the results were
significant or not, Bonferroni correction was done (p<.01). The comparisons between the groups
revealed that the “Liking” scores of the social network users who spent more than 6 hours on social
networks differed significantly when compared to those who used social networks for less than 1 hour
and those who used social networks between 1 and 2 hours. The other comparisons between the
groups did not reveal any statistically significant difference.

It was seen that there were significant differences between the scores of SNIMS, “Sharing” and
“Liking” with respect to the time spent by the participants on social networks. When the effect sizes of
these significant differences were examined, it was found that there was a small effect size between
SNIMS, “Sharing” and “Liking” as all the significant results regarding the time spent on social networks
ranged between .01 and .06 (Cohen, 1988).

In relation to the question of “Do virtual identities differ depending on the gender of the participants
and/or on the visibility of their virtual identities in social networks?”, Two Way ANOVA, one of
parametric tests, was applied. Table 6 presents the descriptive statistics for the SNIMS scores with
respect to the participants’ gender and the visibility of their profiles.

Table 6.
Descriptive Findings Regarding the Variables of Gender and Visibility of SNIMS.
Female Male Total

n X Sd n X Sd n X Sd
Visible 79 62.38 16.23 266 69.29 18.85 345 67.71 18.49
Anonymous 173 61.42 12.94 153 60.92 19.63 326 61.19 16.40
Total 252 61.72 14.03 419 66.24 19.54 671 64.54 17.80
Table 7.
Analysis Results with respect to the Variables of Gender and Visibility of SNIMS.
Source of Variance Sum of Squares df Mean Scores F p Partial r|2
Gender 1435.42 1 1435.42 4.74 .03* .01
Visibility 3031.00 1 3031.00 10.00 .00* .02
Gender*Visibility 1908.97 1 1908.97 6.30 .01* .01
Error 202102.44 667 303.00
Total 212170.20 670
*p<.05

When Table 6 and Table 7 are examined, it is seen that both gender and profile visibility had effects
on the SNIMS scores. The female participants’ SNIMS mean score was 61.72 while it was 66.24 for the
male participants. According to Table 7, the difference between the SNIMS mean scores was significant
with respect to gender (F(;, 667=4.74, p<.05). Accordingly, gender could be said to be an important
variable in terms of the participants’ SNIMS scores. The SNIMS mean score of the participants who had
visible social network profiles was 67.71, and the mean score of those who had invisible social network
profiles was 61.19. The difference between the SNIMS mean scores of the two groups was found
significant according to Table 7 (F(;, ¢7=10.00, p<.05). Accordingly, it could be stated that the
participants gave importance to the visibility of their virtual identities. When Table 7 is examined, it is
seen that gender and profile visibility of social network users are both influential on SNIMS scores
(F(1,667=6.30, p<.05). The following graph can help demonstrate this interaction more clearly.
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Figure 4. Common influence of gender and profile visibility on SNIMS.

When Figure 4 is examined, it is seen that the difference between the visibility and invisibility of the
male participants’ SNIMS scores was less than those of the female participants. The visibility of the
profile led to more difference in terms of gender while invisibility of the profile caused less difference in
the SNIMS scores between the genders. In order to better see this difference, Simple Main Effect
analysis was applied. For this purpose, first, the data set was divided in terms of the male and female
participants depending on the gender; following this, independent samples t-test was conducted to
determine the influence of profile visibility on SNIMS. The findings obtained in relation to the influence
of visibility on SNIMS by dividing the data set depending on gender can be seen in Table 8, and the
findings obtained regarding the influence of gender on SNIMS by dividing the data set depending on
visibility are presented in Table 9.

Table 8.

Results of Analysis Regarding the Influence of Profile Visibility on SNIMS with respect to Gender.

SNIMS Profile Visibility n X sd t df p n

Female Yes 79 62.38 16.23 .51 250 .61 .00
No 173 61.42 12.94
Total 252

Male Yes 266 69.29 18.85 431 417 .00* .04
No 153 60.92 19.63
Total 419

*p<.01

When Table 8 is examined, it is seen that the female participants’ profile visibility did not cause any
significant difference in terms of SNIMS (t;50=.51; p>.01). On the other hand, a significant difference
was found in favor of the male participants’ profile visibility of their SNIMS (t(417=4.31; p<.01).

When Table 9 is examined, it is seen that a significant difference was found in favor of the male
participants based on the SNIMS scores of those whose profiles were visible (tz43=-2.95; p<.01). Also, it
was found that there was no significant difference in SNIMS of those with anonymous profiles in terms

of gender (t(34)=.26; p>.01).

Table 10 presents the results of independent samples t-test regarding the differences for gender and

» u

profile visibility in terms of “Sharing”,

Liking”, “Privacy” and “Security” sub-dimensions of SNIMS.

439



Esra BARUT TUGTEKIN, Ozcan Ozgiir DURSUN — Pegem Egitim ve Ogretim Dergisi, 10(2), 2020, 427-464

Table 9.
Analysis Results Regarding the Influence of Gender on SNIMS with respect to Profile Visibility.
SNIMS Profile Visibility n X Sd t df p n’
Visible Female 79 62.38 16.23  -2.95 343  .00* .03
Male 266 69.29 18.85
Total 345
Anonymous Female 173 61.42 12.94 .26 324 .79 .00
Male 153 60.92 19.63
Total 326
*p<.01
Table 10.
Analysis Results Regarding the Sub-dimensions of SNIMS with respect to Gender and Profile Visibility.
SNIMS Sub-dimensions Gender n X Sd t df p r|2
Gender Sharing Female 252 26.78 6.56 -1.80 669 .07 .00
Male 419 27.85 8.80
Liking Female 252 16.15 5.31 -3.12 669 .00* .01
Male 419 17.63 6.26
Privacy Female 252 9.79 4.12 -7.05 669 .00* .06
Male 419 12.35 5.18
Security Female 252 8.99 2.96 2.38 669 .02 .01
Male 419 8.41 3.17
Visibility ~ Sharing Yes 345 29.10 8.20 5.70 669 .00* .05
No 326 25.67 7.48
Liking Yes 345 18.20 6.01 5.16 669 .00* .04
No 326 15.87 5.66
Privacy Yes 345 12.31 5.18 5.02 669 .00* .04
No 326 10.42 4.54
Security Yes 345 8.07 3.26 -4.90 669 .00* .03
No 326 9.22 2.82
*p<.01

In the data set analyzed, Bonferroni correction was done. The results revealed that SNIMS sub-
dimensions of “Liking” (teeq)=-3.12; p<.01) and “Privacy” (tes=-7.05; p<.01) differed significantly in favor
of the male participants with respect to gender. As for SNIMS sub-dimensions of “Sharing” (tges)=-1.80;
p<.01) and “Security” (t(ee=2.38; p<.01), no significant difference was found. Regarding the differences
found significant, for the purpose of determining the extent to which the dependent variable explained
the variance in the independent variables, effect size analysis was conducted. For the sub-dimension of
“Liking”, which was found significant, as the eta squared values ranged between .01 and .06 (Cohen,
1988), gender had a small effect size; and as the eta squared values for the sub-dimension of “Privacy”
ranged between .06 and .14 (Cohen, 1988), gender had a moderate level of effect size. In addition, it
was revealed that in terms of visibility in social networks, for three sub-dimensions of SNIMS (“Sharing”
(t(669=5.70; p<.01), “Liking” (t(se9)=5.16; p<.01), “Privacy” (t(9)=5.02; p<.01)), a significant difference was
found in favor of visibility. For the sub-dimension of “Security” (t(ss)=-4.90; p<.01), a significant
difference was found in favor of invisibility. For all the sub-dimensions which were found significant in
terms of profile visibility in social networks, the eta squared values ranged between .01 and .06 (Cohen,
1988); thus, visibility in social networks has a small effect size.
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Discussion

The present study examined the virtual identities of social network users within the framework of
gender, time spent of social networks, number of social network profiles and profile visibility. When the
results obtained in the study are examined, it is seen that the virtual identities of those with more than
one profile differed in terms of "Liking" and "Privacy" on the other hand, having more than one profile
did not cause any difference in terms of “Sharing” and “Security”. Based on this result, it could be stated
that social network users organize their “Privacy” preferences as they wish and increase the number of
their profiles besides their actual accounts in a way to be liked. The cultural structure is likely to shape
individuals’ behaviors both in face-to-face environments and in social networks. Use of more than one
profile especially in the same social network could be said to be a result of this cultural structure.
Individuals can manage their different virtual identities required by their social roles and prefer to make
their profiles invisible to some other people or groups whom they do not want to see their profiles.
Similarly, having more than one profile is closely related to liking because individuals tend to be involved
more in environments where they are admired and accepted. The effects of this situation on
adolescents were also reported in a study conducted by Akar (2017). The researcher found that, due to
the problems experienced by adolescents regarding adaptation to their environment, they used social
networks more for the purpose of making friends and meeting their needs for socialization and that
these adolescents were at risk of Internet addiction. Adolescents not only regard social networks as an
alternative environment to the real world but also make use of these networks as an effective learning
environment. This effectiveness of social networks could be said to be due to their potential to allow
social interaction. Social interaction is important in all environments where learning occurs. In relation
to this, Vygostky (1978) points out that peer interaction is influential on learning. Today’s peer
interaction has gradually gained a virtual dimension in line with the impact of social networks. However,
in this respect, the contributions of peer interaction may sometimes lead to destructive effects on
individuals due to the anonymous characteristics of social networks.

The results also revealed that social network users’ virtual identities differed with respect to the time
they spent on social networks. It was found that especially "Sharing " and "Liking" differed significantly
for those who spent less than 1 hour on social networks when compared to those who spent more than
6 hours on social networks. Based on this result, it could be stated that those spending much time on
social networks can share something in line with other users’ likes and that they may demonstrate
different behaviors in terms of “Sharing” and “Liking”. In addition, depending on the fact that there was
no difference with respect to the time spent on social networks and the behaviors of "Privacy" and
"Security", it could be stated that individuals determine their preferences of “Privacy” and “Liking”
independently of time. Those who used social networks for more than 6 hours could be said to use
these networks intensively; therefore, in related literature, these individuals were defined as “Addicts”
by Ozata, Kilicer and Aglargdéz (2014). According to the related literature, addicts frequently share
something in social networks and use these networks just for the purpose of showing off and socializing.
This situation could be said to explain the differences in the “Sharing” and “Liking” behaviors of social
network users who spent more than 6 hours on social networks.

When the “Virtual identities” were examined, it was revealed that the male participants’ behaviors
of “Liking” and “Privacy” differed and that their behaviors of "Sharing” and “Security” did not differ. The
fact that the male participants’ behaviors of “Liking” and “Privacy” in social networks differed is
supported by the findings obtained in other studies in related literature (Hoy & Milne, 2010; Huang,
Kumar & Hu, 2017; Mohammed & Ahmad, 2012). Thus, it could be stated that male participants give
importance to others’ behaviors of “Liking” and thus create their virtual identities and arrange their
“Privacy” settings accordingly. It is considered quite natural that virtual identities are not influenced by
the dimension of “Sharing” as individuals share something after they arrange their “Privacy” settings.
The reason is that what directs one’s behaviors of “Sharing” is the “Privacy” settings. In related
literature, it is pointed out that female participants pay more attention to privacy settings than male
participants (Fogel & Nehmad, 2009; Hoy & Milne, 2010; Laric, Pitta & Katsanis, 2009). However, in
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some studies, it is reported that female participants have a lower tendency to protect their privacy
when compared to male participants (Milne, Rohm & Bahl, 2004) and that female participants avoid
protecting their personal information and even make their personal information more public (Hoy &
Milne, 2010; Kolek & Saunders, 2008). In this respect, the results regarding men’s protection of their
privacy in literature could be said to support the related results obtained in the present study. In one
study carried out on the secure use of information and communication technologies, it is reported that
students tend to avoid taking privacy and security measures because of their lack of awareness of
secure Internet use (Yilmaz, Karaoglan Yilmaz, Oztiirk & Karademir, 2017). Considering the fact that
social network environments are used by the new-generation learners intensively both for educational
purposes and for communication and entertainment purposes, the importance of the dimensions of
social identity becomes more prominent. Especially the new-generation learners can shape their
behaviors in these environments and use these environments in a more secure way if their awareness of
these environments is raised. Avoiding doing privacy and security settings regarding the virtual identity
in social networks, which are a part of Internet technologies, will be a risk factor not only for learners
but also for all other users.

In this study, it was found that visibility of social network profiles differed within the context of
"Sharing”, "Liking" and "Privacy" but not within the context of "Security". The fact that “Security” was a
dimension which was not influenced by visibility or anonymity can be explained with the importance
given to “Security”. In addition, the difference within the context of “Sharing”, “Liking” and “Privacy”
could be said to be in parallel with the view that visibility influences the creation of a profile (Hu, Zuhao
& Huang, 2015; Zhao, Grasmuck & Martin, 2008). It is pointed out that virtual identity differs in Internet
environment and that individuals create the ideal human and act with the motivation of creating a
profile approved and desired by other people (Binark, 2005). Therefore, the finding in question could be
said to be consistent with the related literature. Also, it could be stated that social network users
arrange their “Sharing”, “Liking” and “Privacy” settings with the motivation of creating ideal profiles that
can be seen by others. This situation supports the idea of creating a virtual identity that can be seen by
everyone but can still remain anonymous by hiding or changing the settings in the desired way in virtual
environments (Timisi, 2003). In other words, identity profiles that can be hidden or changed in social

networks allow remaining anonymous even the profile is visible.

In the present study, it was found that virtual identities differed depending on gender and visibility.
The male participants’ profiles differed based on the visibility of their profiles while the female
participants’ profiles did not. Therefore, it could be stated that male participants give more importance
to visibility in social networks than female participants and construct their virtual identities accordingly.
As those whose social network profiles were not visible did not differ depending on their gender, virtual
identities visible to everyone could be said to be arranged generally in similar ways regardless of
individuals’ gender. This situation could be explained with the fact that social networks reveal new types
of private and social relationships and that individuals structure their privacy settings in line with their
current situation (Fogel & Nehmad, 2009; Toprak et al., 2009). Tiifek¢i (2008) points out that young
people’s sharings in social networks are concerned about the fact that their sharings can be seen by
others. Arranging one’s social network profiles to ensure privacy or making information about one’s own
visible in social networks is similar to the finding in the present study that virtual identities change
depending on visibility.

Conclusion and Suggestions

Virtual identities are increasingly preferred in social network environments. There are a number of
factors likely to be influential on this preference. These factors could be said to include Individual
expectations, the attractiveness of the virtual environment, limitations of face-to-face environments,
social interaction and so on. Social interaction provided by social networks attracts users from any age
group and invite them to these environments. According to the findings obtained in the present study,
social network users with more than one social network profile organize their profiles in a way to be
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liked and arrange their privacy settings accordingly. Obviously, users’ arrangement of their profiles in a
way to make them liked is a good example of the power of social interaction. On the other hand, the
power of this interaction may also result in self-discrepancy, which puts emphasis on the conflict
between individual expectations and actional competencies. It is a well-known fact that with the
expansion of Internet opportunities, individuals spend more time on social networks. In addition, it was
found that those spending much time on social networks shaped their behaviors of sharing in a way to
be liked and accepted by others. Accordingly, it could be stated that there is a relationship between the
time spent on social networks and the behavior of sharing in a way to be liked and accepted by others.
As the time spent using social networks increases, the expectation for being liked increases; similarly, as
the expectation for being liked increases, these environments will be more likely to be used. The results
also demonstrated that there were more differences in males’ virtual identities in social networks when
compared to the female participants’s virtual identities. Especially in virtual identities which can be seen
by everyone, users are thought to arrange their “Sharing”, “Liking” and “Privacy” settings with the
motivation of creating an ideal identity. In this respect, the present study revealed in which situations
virtual identities in social networks differed.

e Considering these results, it could be stated that virtual identity is an important concept in social
network use and that it is necessary to take virtual identity into consideration while using social
networks.

e Due to the limitations regarding some analysis values of SNIMS, the scale could be applied to different
groups, and the validity and reliability analyses could be repeated.

e This study was carried out with volunteering individuals participating via social networks, which could
be regarded as a limitation to the definition of the study group. Therefore, the study could be
replicated with different groups of participants who will be determined using the purposeful sampling
method in line with a certain purpose.

e Future studies could investigate virtual identity profiles of social network users in terms of different
situations and different variables.

e Lastly, the concepts related to “Virtual Identity” could be examined as a whole to strengthen its
conceptual framework.
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Turkish Version

Girig

Bireyler gegmisten giinimuize birbirleriyle slirekli olarak sosyal etkilesim halinde olmuslardir. S6z
konusu sosyal etkilesimin strdirilmesinde sosyal aglar ginimizde onemli bir yere sahiptir (Reich,
2010). Farkh amaglara yonelik icerik ve olanak sunan sosyal ag ortamlari araciligiyla sosyal aglardaki
kullanici sayisi da giderek artmaktadir. Kullanim oranlari g6z 6niine alindiginda, sosyal aglarin insanlarin
yasamlarinda giderek daha 6nemli bir yere konumlandigi gérilmektedir (Correa, Hinsley & De Zuniga,
2010). Sosyal aglarin kullamimi 1990°li yillarin sonuna kadar uzanmaktadir. Ozellikle My Space’in
yayginlasmasi ile baslayan bu dénem Web 2.0 araglarinin gelismesiyle artis gostermistir (Boyd & Ellison,
2007). Bu araglardan Facebook, Twitter ve Youtube gibi sosyal ag ve sosyal paylasim sitelerinin, bireyleri
sosyal medya ortamlarini kullanmaya daha fazla tesvik ettigi de vurgulanmaktadir (Jenkins-Guarnieri,
Wright & Johnson, 2013). Yeni nesil iletisim ortamlarinin gelismesiyle birlikte, bilgi ve iletisim
teknolojilerine herkesin ulasabilmesi sosyal aglarin giiciini artirmakta ve sosyallesme kavramina yeni bir
koyut kazandirmaktadir (Vural & Bat, 2010). Bilgi ve iletisim teknolojileri alanindaki gelismeler sosyal
aglar bir iletisim araci olarak yasamin her anina vazgegilmez bir gereklilik olarak konumlamistir. Bu
durumda sosyal aglarin ve sosyal aglarin etkilesim icerisinde oldugu kavramlarin incelenmesinde fayda
gorulmektedir. Sosyal aglar; bireylerin, ortak bir amag¢ dogrultusunda disiincelerini paylagmalarina,
kisisel hesaplarini olusturmalarina ve baskalariyla iletisim kurmalarina olanak taniyan internet tabanli bir
topluluk olusumunu ifade etmektedir (Boyd, 2003; Preeti, 2009). internet kullanicilari sosyal aglar
Gzerinden iletisim kurabilecekleri yeni kullanicilarla tanisma firsati yakalamakta ve paylasim
yapabilmektedir. insanlarda iletisim davranislar sosyallesme acisindan oldukca énemlidir. Dolayisiyla
sosyal aglar araciligiyla kolaylasan iletisim bu ortamlari giderek gilinlik yasamin énemli bir pargasi haline
getirmistir. Teknoloji kabul modellerine goére kolaylastirici unsurlar davranissal niyete etkide
bulunmakta, bu niyetin sonucunda da kullanim davranisi gézlenmektedir (Venkatesh, Thong & Xu, 2012).
Bu nedenle s6z konusu kolaylastirict unsurlarin sosyal aglarin daha c¢ok kullanici tarafindan
benimsenmesini ve kabul edilmesini kolaylastirdigi séylenebilir.

Sosyal aglar; kullanicilarin goérilebilir anonim veya gizli hesaplar olusturmalarina, diger kullanicilarla
baglanti kurmalarina ve diger kullanicilarin hesaplarini takip etmelerine olanak saglamaktadir (Boyd &
Ellison, 2007). Sosyal aglarda olusturulan hesaplar sayesinde, bireysel kimligin kesfedildigi (Grasmuck,
Martin & Zhao, 2009) ve bu yolla sosyal kimlik ve benlik duygusunun olustugu vurgulanmaktadir (Karl,
Peluchette ve Schlaegel, 2010). Bu yoniyle bakildiginda sosyal aglar sadece genglerde degil ayni
zamanda yetiskinlerde de kimlik olusumu acisindan énemli bir rol oynayabilmektedir (Subrahmanyam,
Reich, Waechter & Espinoza, 2008).

Bireyler sosyal aglarda toplumsal bir ¢cevrenin parcgasidirlar. Birey bu cevrede kimligini diledigi gibi
gorilebilir yaparken, kimlik yonetimi sirecinde icinde oldugu toplumsal c¢evreden de oldukga
etkilenebilmektedir. Bu nedenle sosyal ag kullanicilarinin sanal kimliklerini olustururken ve ydnetirken
icinde bulunduklari sosyal ag toplulugu oldukga 6nemlidir. Sosyal paylasim aglari; kurulan iletisim ile
bireylerin sosyallesmesinde ve dolayisiyla kimlik olusumunda 6nemli bir etken olarak goriilmektedir
(Bakiroglu, 2013) Bu noktada sosyal ag kullanicilarinin sanal kimlik profillerinin ve sosyal agi
kullanmalarindaki amaglarinin ortaya konulmasi ve aralarindaki iliskinin belirlenmesi gerekmektedir.

Sosyal Aglarda Sanal Kimlikler

Sanal kimlik; bireylerin kendi kimliklerini internet ortaminda tercihlerine gére yeniden sekillendirerek
olusturduklari dijital kimlikleridir. Bireyler internet ortaminda sanal kimlikleri aracihgiyla gercek
yasamlarina 6zgl bilgilerini diledikleri sekilde sunabilir, degistirebilir veya gizleyebilirler. Bu nedenle
internet ortaminda dolasima sokulan sanal kimliklerin gergekligi tartismal bir konudur. Manipile
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edilebilen sanal kimliklerin olusmasinda bireyin sanal ortamda katildigi gruplarin, sosyal statlistiniin,
kisilik 6zelliklerinin etkide bulundugu sdylenebilir. Bu nedenle bireyler sosyal aglarda kabul edilmek ve
begenilmek icin olmadiklari gibi gériinmeye ve davranmaya calisabilirler (Ozdemir, 2015). Anonimlige
izin veren sosyal aglar, bireylerin ger¢ekte olmayan farkh kimlikler olusturmalarina ortam saglar. Bu
anonim kimlikle birey sanal ortamda farkh biri gibi goriinip davranabilir (Sengiin, 2014). Bireylerin
gercek kimlikleri ile sanal ortamlarda olmadiklari gibi gériinen sanal kimlikleri arasindaki farkhhk
alanyazinda 6z benlik geliskisi olarak ifade edilmektedir (Higgins, Klein, Strauman, 1987; Jin, 2013).

Giderek daha bireysellesen ve sosyal 6zelliklerinden uzaklasan toplum yapisi daha fazla sanal kimlik
olusmasini da tetiklemektedir. Olusan bu sanal kimlikler Gzerinden istenilen bilgiler goriinir yapilarak
sanal kimlik profiline uygun paylagsimlar diger kullanicilarin begenisine sunulmaktadir. Boylece sosyal
aglar, bireylere kendilerini istedikleri sekilde istedikleri kisilere sunmalari igin sinirsiz bir alan
saglamaktadir (Birnbaum, 2008). Bireyler sanal ortamlarda sanal kimliklerini istedikleri gibi
olusturabildiginden, gergek bilgilerinden ¢ok, hayal ettikleri, olmasini istedikleri ve kabul edilebilecekleri
iyilestirilmis kimlikler olusturma egilimindedirler (Armagan, 2013; Rheingold, 1993; Sengiin, 2014).
Alanyazinda bu durumun kullanicilari daha fazla motive ettigi de vurgulanmaktadir (Biger, 2014;
Birnbaum, 2008; Farquar, 2009). Bireylerin sanal ortamlarda kendilerini milkemmel bir sekilde gosterme
egiliminde olmalari sosyal begenirlige 6nem verdiklerini de gostermektedir (Dénmez & Akbulut, 2016).
Sosyal begenirlik; bireylerin kendilerini sosyal normlara uygun bir sekilde gdsterme egiliminde olmasi
durumudur (King & Bruner, 2000). Dolayisiyla sanal kimlik olusturmada sosyal begenirligin 6nemli bir
etken oldugu da soylenebilir.

Sosyal aglarda kullanicilar kendi profillerinde gorsel, isitsel icerik paylasimlarinin yani sira diger
kullanicilarin paylasimlariyla ve begenileriyle de ilgilenirler. Bu nedenle bireyler sanal kimlikleri
lizerinden yaptiklari paylasimlarda diger kullanicilarin begeni ve yorumlarindan etkilenebilirler. Sosyal
aglarda bir paylasima gelen yorumlara ve begeni sayilarina gore birey, sonraki paylasimlarini istenilen
yonde degistirme egilimine de girebilir. Bu durum bireylerin sosyal aglardaki diger bireyler tarafindan
sosyal ag kullaniminda kabul gérme onaylanma gereksinimini ortaya ¢ikarmaktadir. Bireyler
baskalarindan onay alma endisesiyle sanal kimliklerini olustururken ve yonetirken kusursuz kimlikler
olusturma egilimine girebilirler (Farquar, 2009; Ozdemir, 2015). S6z konusu bu kusursuz kimlik arayisi ise
sanal ortamda gercek kimliklerin farklilastiriimasina zemin olusturmaktadir.

Sanal kimlikler olusturulurken ve yénetilirken gesitli dissal etmenler g6z éniine alinmaktadir. Ozellikle
diger kullanicilar tarafindan begenilme ve onaylanma sanal kimliklerin yapilandiriimasindan oldukga
o6nemlidir. Begenilme ve kabul gorme Maslow’un belirledigi temel gereksinimlerden biridir (Maslow,
1943). Dolayisiyla hangi ortamda olursa olsun birey bu gereksinimi karsilama egilimindedir. Alanyazinda
sosyal ag kullaniminda baskalari tarafindan begenilme ve kabul gorme davranislarinin farkhlk gésterdigi
ve sosyal aglarda bu davranislarin incelenmesi gerektigi belirtilmektedir (Jarvinen, Ohtonn & Karjaluoto,
2016; Kim & Chock, 2017; Lin & Lu, 2014; Nosko, Wood & Molema, 2010). Alanyazindaki ¢alismalar
cinsiyetin sosyal ag ve internet kullanimini etkileyen 6nemli bir degisken oldugunu ve sosyal ag
arastirmalarinda cinsiyetler arasindaki farkhhliklarin 6zellikle arastirilmasi gerektigini vurgulamaktadirlar
(Agarwal & Prasad, 1999; Kim & Chock, 2017; Krasnova, Veltri, Eling ve Buxmann; Lin Featherman &
Sarker, 2017). Sadece sosyal aglarla sinirlandiriimayacak diizeyde énemli bir unsur olan cinsiyetin bu
nedenle sanal kimlik Gzerindeki etkisi arastirmaya deger gorilmektedir. Sosyal aglar anonim sanal
kimliklerle bu gereksinimin karsilanmasina énemli katkilar saglayan ortamlardir. Anonimlik, bireyin
sorumluluk almadan sosyal aglarda diledigi gibi davranmasina da firsat tanimaktadir. Bu nedenle anonim
ya da goriintrlGgin sanal kimlik Gizerindeki etkisi arastirmaya deger gortlmektedir.

Sosyal aglarin yayginlasmasi ve gelisen mobil teknolojilerin yardimiyla bireylerin sosyal aglara erisimi
de kolaylasmistir. 200’den fazla lilkeden toplanan verilerle olusturulan “Digital in 2019 Global Overview”
raporuna gore; dijital diinyada 2018’de bir dnceki yila kiyasla internet kullanimiyla ilgili neredeyse tim
onemli gostergelerde biyilk bir blylime yasanmistir. Rakamlara gore dinya genelinde internet
kullanicilarinin sayisi 4.5 milyara ulasmistir. Bu kullanicilarin 3.725 milyari 2018 yilinda aktif olarak sosyal
medya kullanmaktadir (We Are Social, 2019). Sosyal aglarda zaman gegiren birey, glindelik yasaminda
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onemli bir zaman dilimini sosyal aglarda sanal kimligini yonetirken harcamaktadir. Dolayisiyla sosyal ag
profil sayilarinin ve kullanim siirelerinin sanal kimligin insasi slrecine etkisi de arastirilmaya deger
gorulmektedir.

Sosyal aglarda sanal kimlik kullaniminin kavramsal gergevesinde gérinirlik ve anonimlik; begenilme,
kabul gérme ve onaylanma; bireysellik, cinsiyet ve motivasyon gibi unsurlarin dikkat cektigi
gorulmektedir. Bunun yani sira 6zellikle sosyal aglarin kullanim istatistiklerine bakildiginda sanal kimligin
her yas grubunu ilgilendiren bir boyutu oldugu da gériilecektir. Ozellikle gen¢ kusagin yogun olarak
sosyal ag ortamlarinda bulunuyor olmalari 6grenmenin dogasini da giderek sanal diinyaya uygun olacak
sekilde donlsturmektedir. GUnumiz Ogrenenleri eglenmeden Ogrenmeye kadar neredeyse tim
gereksinimlerine sosyal ag ortamlarinda tatmin aramaktadir. Bu ortami geleneksel yiiz ylize ortamlara
gore cazip kilan ise sanal ortama 6zgi kimlik tGretebilmesidir. Ancak 6zellikle geng 6grenenleri okullarda
sanal ortamin olasi risklerine karsi bilinglendirirken bu ortamin sanalliginin kimlik kavramindan bagimsiz
olarak ele alinmamasi gerekmektedir. Ginimiz 6grenenlerinin siklikla maruz kaldiklari siber zorbalk
davranislari bir bakima siber ortamdaki anonim kimligin sonucudur. Diger taraftan bu durum gelisimsel
psikoloji acisindan da ele alinabilir. Henliz kimlik gelisimini tamamlamamis geng bireylerin gercek ve
sanal diinya arasinda yasayacaklari 6z-benlik geliskisi hayal kirikliklariyla sonuglanabilmektedir. Sanal
kimligin hareket serbestisiyle yiiksek beklentilerin Uretilmesi ancak gercek diinyada bu beklentilerin
kargilanamamasi séz konusu ¢atismanin odagini olusturmaktadir. Sosyal aglar 6grenme etkinliklerinde
yogun olarak tercih edildiginden; sanal kimlik yeni nesil 6grenen davraniglarinin degerlendirilmesinde de
onemli bir kavramdir.

Arastirmanin Amaci

Bu arastirmanin amaci sosyal ag kullanicilarinin sanal kimlik profillerini ortaya ¢ikaracak bir dlgme
aracinin gelistiriimesi ve sanal kimlik profillerinin gesitli degiskenler baglaminda incelenmesidir. Bu amag
dogrultusunda asagidaki arastirma sorularina yanit aranmaktadir:

1. Sosyal ag kullanicilarinin sanal kimlik profilleri profil sayisina gére farklilik géstermekte midir?

2. Sosyal ag kullanicilarinin sanal kimlik profilleri sosyal aglarda harcanan zamana gore farklilik
gostermekte midir?

3. Katilimcilarin cinsiyet ve/veya sosyal aglardaki gorilebilirlik durumlarina goére sanal kimlik profilleri
farkhlasmakta midir?

Yontem

Bu arastirma iligskisel tarama modelinde desenlenmistir. Arastirma konusuna iliskin betimlemeyi
gerceklestirmek amaciyla tarama arastirmasi yapilirken (Fraenkel & Wallen, 2011), iki veya daha fazla
degisken arasindaki iliskileri veya etkilesimleri ortaya koymak amaciyla iliskisel tarama modelinden
yararlanilmistir (Blytkoéztark, 2012). Arastirma sosyal aglar lzerinden katihm saglayan 671 kisiye
uygulanmistir (Ngqe=419, %62.44; n¢,qn=252, %37.56). Katihmcilarin yas ortalamasi 24.96 (55=8.98;
n=670) oldugu icin genel olarak calisma grubunun yetiskinlerden olustugu soylenebilir. Katilimcilarin
sosyal ag kullanim 6zellikleri Tablo 1’de gosterilmistir.

Tablo 1’e gore; katilimcilarin blylk ¢cogunlugu mobil interneti kullandiklarini (%89.40) ve yasadiklari
ortamda istedikleri zaman erisebilecekleri bir internet baglantisinin oldugunu (%91.50) beyan
etmislerdir. Katihmcilarin sosyal aglarda vakit gecirme siireleri incelendiginde, bir glinde 211'i (%31.40)
2-4 saat; 145’i (%21.60) 1-2 saat; 132’si (%19.70) 6 saatten fazla; 126’s1 (18.80) 4-6 saat ve 57’si (%8.50)
1 saatten az sosyal aglarda vakit gecirdikleri belirlenmistir. Katilimcilarin sanal kimlik durumlarini ortaya
¢ikarmaya yonelik olarak sorulan; bir sosyal agda birden fazla profil kullanma sorusuna 513’0 (%76.70)
hayir ve 156’s1 (%23.30) evet olarak yanitlamislardir. Bireylerin sosyal aglarda gizlenme durumlarina
yonelik olarak sorulan sosyal ag profilini herkesin gérebilmesi veya gérememesi sorusuna 345’i (%51.40)
evet herkes gorebilir ve 326’s1 (%48.60) hayir herkes goremez cevabini vermislerdir. Ankete katilanlarin
hangi sosyal ag veya aglan kullandiklarini ortaya ¢ikarmak igin katihmcilarin birden fazla sosyal agi
secebilmelerine imkan taninmistir. Buna gore, katilimcilarin biiyik ¢ogunlugu olan 574 kisinin (%51.40)
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Facebook kullandigi, 207’si (%18.60) Instagram, 124’ (%11.10) Twitter, 108’i (%9.70) Swarm ve 103’(i
(%9.20) ise Snapchat kullandiklari belirlenmistir.

Tablo 1.
Katiimcilarin Sosyal A§ Kullanim istatistikleri.
Sosyal ag kullanim o6zellikleri Frekans (f) Yizde (%)
Mobil internet kullanma durumu
Evet 599 89.40
Hayir 71 10.60
Toplam 670 100.00
Yasadigl ortamda istedigi zaman internete erisebilme
Evet 612 91.50
Hayir 57 8.50
Toplam 669 100.00
Sosyal aglarda vakit gegirme durumu
1 saatten az 57 8.50
1-2 saat 145 21.60
2-4 saat 211 31.40
4-6 saat 126 18.80
6 saatten fazla 132 19.70
Toplam 671 100.00
sosyal agda birden fazla profil kullanma durumu
Evet 156 23.30
Hayir 513 76.70
Toplam 669 100.00
Sosyal ag profilini herkesin gérebilme durumu
Evet 345 51.40
Hayir 326 48.60
Toplam 671 100.00
Sosyal ag kullanim durumu
Facebook 574 51.40
Twitter 124 11.10
Swarm 108 9.70
Instagram 207 18.60
Snapchat 103 9.20
Toplam 1116 100.00

Veri Toplama Aracinin Gelistirilmesi

Arastirmada sosyal ag kullanicilarinin sanal kimlik profillerini belirlemek amaciyla bir 6lgek gelistirme
calismasi yapilmistir. Olgek gelistirme galismasina, alanyazin taramasiyla baslanmis ve sanal kimlik ile
ilgili yapilan calismalar incelenmistir. Olcek maddeleri olusturulmadan énce alanyazinda sanal kimlik
lizerine yapilan galismalar (Back, Stopfer, Vazire & Gaddis, 2010; Chen, 2007; Diehl & Prins, 2008; Jin,
2012; Jin, 2013; Koles & Nagy, 2012a; Koles & Nagy, 2012b; Pnagy, 2008; Ribeiro, 2009) incelenerek
sanal kimlik ¢ercevesinin olusturulmasi amaciyla incelenmistir. Sanal kimligi yordayabilecek degiskenler
cercevesinde uluslararasi alanyazindaki calismalar 15 durum altinda incelenmistir. Bu durumlar genel
olarak; “Kullanicilarin sanal ortamlarda kullandiklari sanal kimlikler, kullanicilarin farkh sanal kimlik
olusturmalarina etki eden sebepler, anonim veya anonim olamayan sosyal ag sitelerinin kullanim nedeni,
anonim sitelerde kullanilan sanal kimliklerin belirlenmesine etki eden faktorler, kullanicilarin sanal
kimliklerinin gercek kimliklerini ne dizeyde yansittigi, sanal kimlik ile onaylanma durumlari arasindaki
iliski, bireylerin sanal ortamdaki davranislarina toplumun etkisi, sanal ortama katilim ile motivasyonun
iliskisi, idealize edilmis sanal kimliklerin neden olusturuldugu ve bunlari ydnetmenin zorluklari, 6znel
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profil bilesenlerinin ve godzlemcilerin sanal kimlik olusturmadaki rold, kullanicilarin birden fazla sanal
kimlik olusturmasinin nedenleri, kamu 6z bilincinin kisinin farkh kimlik 6gelerini kullanmasina etkisi,
sanal kimligin sosyal boyutlari ve motivasyonel yon, gercek benlikten sanal kimlige gecilmesinde sosyal
iletisimin rolli, sanal 6zbenlik tutarsizliginin nedenleri ve sonuglar”” seklinde ifade edilmistir. Bu
kapsamda ilgili alanyazin temel alinarak ilk olarak agik uglu 46 soruluk bir madde havuzu
olusturulmustur. Daha sonra madde sayisi 35’e dusirilerek coktan seg¢meli anket formu haline
getirilmistir.

Olusturulan 35 maddelik anket icin uzman gorisi almak amaciyla igerisinde Bilisim Teknolojileri alani
ve Olgme Degerlendirme alani uzmanlarinin da bulundugu 25 akademisyen ile birebir gériismeler
gerceklestirilmistir. Uzman gorisi dogrultusunda olusturulan anket maddelerinin anlasilirligi, kapsami,
acikhigr ve ifade edilis bigimleri standarda kavusturularak likert biciminde yeniden diizenlenmistir. Buna
gore “Kesinlikle Katilmiyorum”, “Katilmiyorum”, “Orta Derecede Katiliyorum”, “Katiliyorum” ve
“Tamamen Katiliyorum” araliklarindan olusan besli likert tipinde 30 maddelik anket olusturulmustur.

Aanyazin taramasi
Madde havuzunun olusturulmasi (46 madde)
Maddelerin degerlendirilerek 35'e duslrilmesi
25 akademisyenden uzman gorisiniin alinmasi
Maddelerin degerlendirilerek 30 maddeye ve begsli likert yapiya dontstirilmesi

Sosyal aglar tizerinden 671 kisiye taslak dlcek formunun uygulanmasi

Olgek verilerinin gelistirme alt 6rneklemine ve ¢apraz alt 6rneklemine ayrilmasi

Gelistirme alt 6rnekleminde Agimlayici Faktor Analizinin (AFA) yapilmasi

Maddelerin faktor yapisinin belirlenerek dort faktorli yapida tekrar AFA yapilmasi

Binisik maddelerin atilarak 23 madde ile capraz gegerlik alt drnekleminde Dogrulayici Faktor Analizi yapilmasi
A

v

Olgegin gecerlik ve giivenirlik testlerinin yapilarak dogrulanmasi

Sekil 1. Ogek gelistirme siireci.

Cevrimici sosyal ag kullanicilarinin sanal kimlik insalarina etki eden faktorlerin belirlenmesi amaciyla
gelistirilen 30 maddelik veri toplama araci ¢evrimici bir sosyal ag Uzerinden goénulli olarak katilm
saglayan 671 kisiye uygulanmistir (nNgex=419, Nkaan=252). Elde edilen veriler analiz edilmeden 6nce veri
setinin analiz kosullarini saglayip saglamadigi kontrol edilmistir. Cok degiskenli uc¢ degerler icin
Mahalanobis uzaklklari dikkate alinmistir (Hodge and Austin, 2004). Bunun igin serbestlik derecesi
(sd=29) hesaplanarak alfa .00 anlamlilik diizeyindeki kritik degerinden kiglik olan veriler 6rneklemden
cikarilmistir. SPSS programinin segkisiz 6rneklem segme komutu kullanilarak (a) gelistirme alt 6rneklemi
(n=288) ve (b) capraz gegerlilik alt drneklemi (n=304) seklinde iki gruba ayrilmistir. Olgek maddelerinin
faktoriyel yapisini belirlemek amaciyla 6ncelikle gelistirme alt 6rnekleminde AFA, daha sonra AFA'dan
elde edilmis modelin dogrulanmasi amaciyla capraz gecerlilik alt 6rnekleminde DFA yapilmistir.
Arastirmanin acimlayici faktor analizi stirecinde SPSS 20 paket programi, dogrulayici faktoér analizi
siirecinde ise LISREL 9.1 programi kullanilmistir.
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ikiye ayrilan verinin AFA’ya uygunlugunu test etmek igin Barlett Kiiresellik Testi hesaplandiginda
sonucun anlaml olmasi (x2=4985.67; sd=435; p<.01) verinin ¢ok degiskenli normallik ve dogrusallik
varsayimini saglandigini gdstermistir. Ayrilan 6rneklemin AFA igin yeterli olup olmadigini belirlemek igin
Kaiser-Meyer-Olkin katsayisi 0.93 olarak hesaplanmis ve yeterli oldugu goriilmistiir (Comrey ve Lee,
1992; Cokluk, Sekercioglu ve Buyukoztirk, 2012; Pallant, 2001). AFA isleminde degiskenler arasindaki
iliskiyi en iyi yansitan minimum faktor sayisini belirlemek igin faktérlestirme metodu olarak Maximum
likelihood yontemi, déndirme teknigi olarak ise faktorlerin birbiriyle iliskili olmadigini varsayan
ortogonal yaklasimlardan en ¢ok kullanilan Varimax dondirme yontemi kullanilmistir (Akbulut, 2010;
Aldrich, 1997; Field, 2005). Faktor sayisinin belirlenmesinde Kaiser'in 6zdegeri 1'den buyiik olma kriteri
ve Catell'in yamag-egim (screeplot) grafigi yontemleri dikkate alinmistir (Pallant, 2007; Tabachnick ve
Fidell, 2007). Analiz sonuglar incelendiginde 30 madde igin 6zdegeri 1'den buyik olan dért faktoriin
olustugu gortlmastiir. Ayni zamanda yamag-egim grafiginde dordiinci araliktan sonra noktalarin
yataylasmasindan dolayi dort faktorli yapinin uygun olduguna karar verilmistir (Sekil 2).

Scree Plot

Eigenvalue
[=7]
|

4

17T 7T 17 17 1T T T 17T 7T 7T T 1T T 7T 17 T T T 7T T 71
123 4 5 6 7 8 91011 121314151617 1819 20 21 22 2324 2526 27 28 2930

Factor Number

Sekil 2. ilk AFA icin yamac-egim grafigi.

Dort faktor icin tekrarlanan analizde 30 maddenin toplam varyansin %52.93'lUni agikladig
gorulmistir. Maddelere ait faktor yikleri incelendiginde sekiz maddenin faktor yiiklerinin .40'tan veya
karmasik madde siniri olan .10’dan disik oldugu gorilmistir (Walker & Madden, 2008). Veri setinden
her bir maddenin gikarildigi durumdaki KMO degeri, i¢ tutarlilk ve toplam agiklanan varyans degerleri
incelenmis, varyansa kirletici etkide bulunan maddelerin atilmasina dikkat edilmistir. Karmasik binisik
nitelikteki sekiz maddenin her biri ve birlikte cesitli kombinasyonlari ile maddeler veri setinden
cikarilarak agiklanan varyansa olan etkileri incelenmistir. Ayrica olgek icerisinde kuramsal olarak ifadeyi
karsilayabilecek baska maddelerin de bulunuyor olmasi maddelerin oOlgekten cikarilmasina dayanak
olusturmustur. Bu nedenle bu maddelerin 6lgekten c¢ikariimasinin 6lgegin kapsam gegerligini olumsuz
etkilemeyecegine karar verilerek karmasik binisik nitelikte goriilen sekiz maddeden yedisinin veri
setinden ¢ikarilmasina karar verilmistir. Belirlenen yedi madde cikarildiginda ise tiim maddelerin
varyansa en az .40’lik yiik bindirdigi ve karmasik madde kalmadigi gérilmustdr.

S6z konusu karmasik binisik maddelerin 6lgekten cikarilmasindan sonra tekrarlanan 23 madde ve
dort faktorli yapinin toplam varyansin %55.29'unu agikladigi gériilmistir. Her bir faktor altinda yer alan
maddelerin anlamlari yukarida aciklanan kuramsal model cercevesinde degerlendirildikten sonra
faktorler; Paylasim (P=9 madde), Begeni (B=6 madde), Gizlilik (GZ=5 madde) ve Glvenlik (GV=3 madde)
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olarak adlandirilmistir. Faktorlerin kendi baslarina agikladiklari varyans miktarlari sirasiyla P=%17.33;
B=%15.89; GZ=%14.56; GV=%7.52 seklinde bulunmustur. Tablo 2 incelendiginde bu faktorlere ait
maddelerin faktor yikleri .46 ile .76 arasinda degismekte olup Onerilen .30 degerinden biylk olduklar
gorllmistir (Pallant, 2001).

Tablo 2.

Acimlayici Faktér Analizine Faktérlerin Madde Yiikleri.

Madde Madde Yiikii | Madde Madde Yiikii | Madde Madde Yiikii
M1-Paylagim .59 | M9-Paylagim .51 | M17-Gizlilik 46
M2-Paylagim .49 | M10-Begeni .52 | M18-Gizlilik 77
M3-Paylasim .65 | M11-Begeni .73 | M19-Gizlilik .65
M4-Paylasim .69 | M12-Begeni .75 | M20-Gizlilik .69
M5-Paylasim .52 | M13-Begeni .64 | M21-Guvenlik .67
Mé6-Paylasim .65 | M14-Begeni .64 | M22-Guvenlik .58
M7-Paylagim .66 | M15-Begeni .63 | M23-Glivenlik .55
M8-Paylasim .49 | M16-Gizlilik .76

Maddelerin 6n analizi sonucunda, daha 6nceki AFA (zerinden elde edilmis olan doért faktorli 23
maddelik 6lcme modeli, DFA kapsaminda Maximumlikelihood yontemi ile test edilmistir. DFA sonucunda
elde edilen Ki-kare uyum iyiligi degerinin anlamli oldugu gorilmistir (x2=762.93; sd=222; p<.01). Ki-kare
uyum iyiligi degerinin bliyik o6rneklemlere (n>200) duyarli oldugu ve anlamli farkliliklar olmadigi
durumlarda bile anlamli sonug Urettigi bilinmektedir (Hu & Bentler, 1999; Tabachnick & Fidell, 2001).
Dolayisiyla Cokluk, Sekercioglu ve Biyiikoztiirk (2012)’ e gore; orneklem buyukluga etkisini kaldirmak igin
X’/sd orani hesaplanmasi gerekmektedir (762.93/222=3.44). Alanyazinda biiyiik 6rneklemler icin x°/sd
oraninin 5'in altinda olmasi orta diizeyde uyuma isaret etmektedir (Simer, 2000). Ayrica bagimsiz
modele dayanan uyum indeksleri ve yaklasik hatalarin ortalama karekoki incelendiginde SRMR=.08,
CFl=.96, NFI=.94, GFI=.81, AGFI=.76 ve RMSEA=.09 olarak bulunmustur. CFl, NFl, GFI ve AGFI degerlerinin
0'a yaklasmasi model uyumsuzluguna, 1'e yaklasmasi mikemmel uyuma isaret etmektedir. Alanyazinda
CFI’'nin .95 ve Uzerinin mikemmel uyuma (Hu & Bentler, 1999; Thompson, 2004), NFI'nin .90 ve Uzeri
olmasi iyi uyuma (Kelloway, 1989; Schumacker & Lomax, 1996; Simer, 2000; Tabachnick & Fidell, 2001;
Thompson, 2004) sahip oldugu belirtilmektedir. GFI’nin .80 ve lzerinin kabul edilebilir uyuma (Doll, Xia
& Torkzadeh, 1994; Hair, Black, Babin & Anderson, 2010), AGFI'nin .70 ve Uzeri olmasi kabul edilebilir
uyuma (Byrne, 1998; Qi ve digerleri, 2004), SRMR’nin ise .08’den kiiclik oldugu durumlarda modelin iyi
uyuma (Brown, 2006; Hu ve Bentler, 1999) isaret ettigi belirtilmektedir. RMSEA degerinin 0’a yaklasmasi
mikemmel uyuma isaret ederken .10’dan biiyiik olmasi ise kot uyumu ifade etmektedir (Yilmaz, 2004).
RMSEA’nin .08 ile .10 arasinda olmasi ise kabul edilebilir orta diizeyde uyuma isaret etmektedir (Browne
& Cudeck, 1993; Bryne, 2000). Dolayisiyla DFA analiz giktilari dikkate alindiginda DFA'daki model ve
gozlenen veriler arasinda kabul edilebilir, iyi ve mikemmel uyumlarin yer aldigi anlasiimaktadir.

Sekil 3'te DFA sonucunda elde edilmis yol katsayilari (estimated) ve faktorlerin kendi maddeleri
lizerinde agikladiklari varyans miktarlari verilmistir. CFA sonuglarinda iki adet modifikasyon yapilmasi
onerilmistir. Bu modifikasyonlarin kikare ve diger uyum indekslerine onemli katkilar saglayacagi
gozlenmistir. Bu nedenle 6nerilen modifikasyonlar uygulanmistir. Sonug olarak 6lgegin CFA sonucuna
gore faktorlere ait standartlastirilmis yol katsayilari .65 ile 1.07 arasinda degismekte olup istatistiksel
olarak anlamli bulunmustur (p<.01).

Giivenirlige Ait Sonuglar

Toplam 23 maddeden olusan dort faktorli olgegin glivenirligini hesaplamak igin genel 6rneklem
tizerinden i¢ tutarlik katsayilari ve madde toplam korelasyonlari hesaplanmistir. Olgegin her bir boyutu
icin glivenirlik analizi bulgulari ve betimsel istatistikleri Tablo 3'te sunulmustur.
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Chi-Square=TEZ 53,

dfF=222, PF-value=0_00000, BRMSEA—=O0_053

Sekil 3. DFA grafigi.

Olcegin Alt Boyutlarina Ait Giivenirlik Analiz Sonuglari ve Betimsel istatistikler.

Pearson Korelasyon Katsayilari

Alt Boyut Cronbach Alfa Min-Max w AVE X Ss Paylasim Begeni  Gizlilik Guvenlik
Paylagsim .89 9-45 .94 .62 27.14 7.97 1 .76* .54* 32%
Begeni .89 6-30 .98 90 16.99 5.98 1 .60* .37*
Gizlilik .84 5-25 .96 .84 1121 4.98 1 .48*
Guvenlik .66 3-15 .88 .71 864 3.09 1
*p<.01

Tablo 3 incelendiginde, Cronbach Alfa katsayisi sirasiyla; Paylasim igin .89, Begeni igin .89, Gizlilik igin
.84 ve Giivenlik icin .66 olarak bulunmustur. Olgegin tiimiine ait Cronbach Alfa i¢ tutarllik katsayisi .93
olarak hesaplanmistir. Sosyal bilimlerdeki dlcek gelistirme literatiiriinde glivenirlik katsayisinin .65 ile .80
arasinda olmasi 6lgimlerin givenirligi icin yeterli gorilmektedir (Vaske, 2008). Guvenlik boyutundaki
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Cronbach Alfa ig tutarlilik katsayisinin (.66) alt sinirda olmasinin nedeninin faktor altinda diger faktorlere
oranla daha az sayida madde bulunmasindan kaynaklandigi dislinilmektedir. Veri toplama araglarinin
yapi gegerliginin sinanabilmesi i¢in Fornell ve Larcker (1981) yakinsak (convergent) ve iraksak (divergent)
gegerlik ile ¢ozimleme yoluna gitmistir. Buna gore; Ortalama Agiklanan Varyans (Average Variance
Extracted-AVE) degerinin yapisal giivenirlik degerinden (Composite Reliability-w) kiigik olmasi, her bir
AVE degerinin .50 degerinden ve her bir yapisal glivenirlik degerinin ise .70’den biiyik olmasi
gerekmektedir (Demir & Yurdugil, 2014; Fornell & Larcker, 1981; Hair et al., 2010). Bu dogrultuda dort
boyutlu SNIMS’e yonelik yapilan hesaplamalarda AVE degerlerinin hepsinin yapisal glvenirlik
degerlerinden kiiglik ve .50’ten biyik oldugu, her bir Yapisal Glvenirlik (w) degerinin ise .70’den buyuk
oldugu gorilmektedir. Dolayisiyla Olg¢egin yapi gegerligine iliskin kosullari tum boyutlari ile sagladig
anlasiimaktadir.

Ote yandan diizeltilmis madde-toplam korelasyonlarinin Paylasim icin .56 ile .72; Bedeni igin .62 ile
.78; Glivenlik igin .52 ile .74 ve Gizlilik i¢in .46 ile .50 arasinda degistigi goriilmustir. Alanyazinda madde
toplam korelasyon degeri icin .30 ve daha yuksek olan maddelerin ayni davranisi 6lcmeye yonelik
olduklari ve bu davranis bakimdan maddelerin bireyleri iyi ayirt ettikleri belirtiimektedir (Pallant, 2007).
Dolayisiyla bu bulgular her bir boyut altinda yer alan maddelerin birlikte ayni beceriyi glvenilir bir
sekilde &lgtiiklerini géstermektedir. Olgekten alinan yiiksek puan sosyal ag kullanicilarinin sanal kimlik
profillerini dizenleme egilimlerinin fazla oldugunu ortaya c¢ikarmaktadir. Alanyazinda korelasyon
katsayilari .30 ile .70 arasindaki degerlerde orta diizeyde pozitif bir iliski oldugu, .70 ile 1.00 arasindaki
degerlerde ise ylksek diizeyde pozitif bir iliski oldugu belirtiimektedir (BlylUkoztirk, 2012). Buna gore
Tablo 3’e goére; Paylasim ve Begeni arasinda pozitif yonde ylksek dizeyde anlamh bir iliski oldugu,
Paylasim, Guvenlik, Gizlilik ve Begeni, Guvenlik, Gizlilik aralarinda ise pozitif yonde orta diizeyde anlaml
bir iliski oldugu gorlilmektedir. Boylece Olgekte bulunan her bir boyutun ayni genel amag
dogrultusundaki bilgi ve becerileri 6l¢tiigli anlagiimaktadir.

Bulgular

Katiimcilarin bagimsiz degiskenlere verdikleri yanitlara gére Sosyal Ag Kimlik Yénetimi Olgegi
(SNIMS)’ne verdikleri yanitlarin nasil degistigini belirlemek icin elde edilen veriler betimsel istatistikler
kullanilarak analiz edilmistir. SNIMS’e yonelik degerlendirmeler 6lgegin tim boyutlarini kapsayacak
sekilde “Sanal Kimlik” degiskeni olarak yorumlanmistir. Yapilan analizler i¢in 6ncelikle varsayim sartlari
incelenmistir. Bu varsayimlar dogrultusunda arastirma sorularinin yanitlanabilmesi icin Bagimsiz Gruplar
t Testi (Independent Samples t Test), iliskisiz Orneklemler icin Tek Faktérli Varyans Analizi (One-Way
ANOVA) ve iliskisiz Orneklemler icin iki Faktérlii Varyans Analizi (Two-Way ANOVA) teknikleri
kullanilmigtir. ANOVA analizinin yapilabilmesi igin yukaridaki varsayimlara ek olarak bagiml degiskene ait
varyanslarin estesligi dikkate alinmistir. Arastirmanin “Sosyal ag kullanicilarinin sanal kimlik profilleri
profil sayisina gére farklihk géstermekte midir?” sorusuna iliskin bulgularin elde edilmesi amaci ile
parametrik testlerden bagimsiz gruplar t testi yapilmistir. Analize iliskin bulgular Tablo 4’de
gosterilmektedir.

Tablo 4 incelendiginde katimcilarin sanal kimlik profilleri bireylerin profil sayisina gére anlamh bir
sekilde farklilagsmaktadir (tgs7=3.28; p<.05). Bu farklhlk profil sayisi birden fazla olanlarin lehinedir. Analiz
yapilan veri setinde ayni grup Uzerinde ¢oklu karsilastirma yapildiginda sans eseri anlaml farklilik ortaya
cikmasini engellemek yani 2. tip hatadan arindirmak ve gercek anlamlilik degerini gorebilmek igin
Bonferroni dlzeltmesi yapilmasi gerekmektedir (Akbulut, 2010). Bonferroni dizeltmesi yapildiginda
anlamlilik degeri test sayisina bolinerek (.05/4=.01) anlamlilik degeri yorumlanmistir. Yapilan t testi
sonrasinda Bonferroni dizeltmesi yapildiginda, sanal kimlik alt boyutlarindan “Begeni” (t(s7=2.93;
p<.01) ve “Gizlilik” (ts7=4.12; p<.01) boyutlarinin, katimcilarin profil sayisina gére anlamli bir sekilde
farkhlastig belirlenmistir. Bu farkliliklar profil sayisi birden fazla olanlarin lehine gergeklesmistir. Sanal
kimlik alt boyutlarindan “Paylasim” boyutunda p<.05 degerine gore anlamh bir sonug gorilse dahi
Bonferroni diizeltmesi yapildiginda anlamli bir farkhilik ortaya cikmadigi anlagilmaktadir (te7)=2.45;
p>.01). “Givenlik” boyutu ise, profil sayisina bagh olarak anlamh bir farklihk gostermemektedir
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(tee7=-24; p>.01). Bulunan anlamli farklihklarda bagimsiz degiskendeki varyansin ne kadarini bagiml
degiskenin agikladigini gérmek icin etki buyukligi analizi yapilmistir. Anlamli gérilen bu farkliliklarda eta
kare degerleri Cohen (1988)’e gore .01 ile .06 arasinda oldugundan kiglk bir etki bliytklGgiine sahiptir.

Tablo 4.
Sanal Kimlik (SNIMS) ve Sanal Kimligin Alt Boyutlarinin Profil Sayisi Dediskenine Gére Analiz Sonuglari.
Profil sayis 1+ n X Ss t Sd p n
Sanal Kimlik Evet 156 68.59 19.38 3.28 667 .00* .02
(SNIMS) Hayir 513 63.29 17.14
Toplam 671
© Paylagim Evet 156 28.82 8.73 245 667 .02* .01
E Hayir 513 27.03 7.80
2 Toplam 671
E Begeni Evet 156 18.28 6.15 2.93 667 .01** .01
Hayir 513 16.69 5.86
Toplam 671
Gizlilik Evet 156 12.82 5.28 412 667 .00** .03
Hayir 513 10.97 4.79
Toplam 671
Guvenlik Evet 156 8.67 3.19 .24 667 .81 .00
Hayir 513 8.60 3.08
Toplam 671

*p<.05, **p<.01

“Sosyal ag kullanicilarinin sanal kimlik profilleri sosyal adglarda harcanan zamana gére farklilik
gbstermekte midir?” sorusuna iliskin bulgularin elde edilmesi amaci ile parametrik testlerden bagimsiz
gruplar icin tek yonli varyans analizi (One-Way ANOVA) yapilmistir. Analize iliskin bulgular Tablo 5’de

gosterilmektedir.

Tablo 5.
Sanal Kimlik (SNIMS) ve Sanal Kimligin Alt Boyutlarinin Sosyal Aglarda Harcanan Zaman Dediskenine
Gore Analiz Sonuglari.
Kareler Toplami Sd Kareler Ortalamasi F o] n2
Sanal Kimlik Gruplararasi 8198.02 4 2049.51 6.69 .00* .04
(SNIMS) Gruplarigi 203972.17 666 306.27
Toplam 212170.20 670
& Paylagim Gruplararasi 2414.01 4 603.50 9.82 .00* .06
E;: Gruplarigi 40931.60 666 61.46
a Toplam 43345.60 670
ﬁ Begeni Gruplararasi 811.86 4 202.97 5.89 .00* .03
Gruplarigi 22962.65 666 34.48
Toplam 23774.51 670
Gizlilik Gruplararasi 200.56 4 50.14 2.05 .09 .01
Gruplarigi 16329.58 666 24.52
Toplam 16530.14 670
Glvenlik Gruplararasi 30.22 4 7.56 .78 .54 01
Gruplarigi 6430.89 666 9.66
Toplam 6461.11 670
* p<.01
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Yapilan tek yonlit ANOVA sonuglarinda sosyal aglarda harcanan zamanin “Sanal Kimlik” degiskenine
gore istatistiksel olarak anlamli sekilde farklilastigi belirlenmistir (F¢66=6.69; p<.01). Levene testi
sonucunda varyans estesligi saglanamadigindan (p<.05) gruplar arasi karsilastirmalari yapmak igin Post
Hoc testlerinden Tamhane’s T2 sonuglar degerlendirilmistir. “Sanal Kimlik”e yonelik gruplararasi
karsilastirma sonuglarina gore; 1 saatten az sosyal ag kullanicilarinin “Sanal Kimlik” puanlari 4-6 saat
arasi (p=.01) ve 6 saatten fazla (p<.01) kullananlarin lehine anlamli bir sekilde farklilasmaktadir. Ayrica 1-
2 saat arasi sosyal ag kullananlarin “Sanal Kimlik” puanlarinin 6 saatten fazla kullananlarin lehine anlamli
bir sekilde farkhlastigi belirlenmistir (p=.02). Diger gruplararasi karsilastirmalarda ise istatistiksel olarak
anlamli bir farklilagma gorilmemistir.

Tek yonlti ANOVA sonuglarinda sosyal aglarda harcanan zamanin “Paylasim” degiskenine istatistiksel
olarak anlamli farkhlk gosterdigi belirlenmistir (F4e6¢=5.89; p<.01). Levene testi sonucunda varyans
estesligi saglanamadigindan (p<.05) gruplar arasi karsilastirmalari yapmak igin Post Hoc testlerinden
Tamhane’s T2 sonuglari degerlendirilmistir. Sonuglarin anlamhhgina bakilirken Bonferroni diizeltmesi
yapilarak degerlendirilmistir (p<.01). “Paylasim” degiskenine yonelik gruplararasi karsilastirma
sonuglarinda 1 saatten az sosyal ag kullanicilarinin “Paylasim” puanlari; 2-4 saat (p<.01), 4-6 saat (p<.01)
ve 6 saatten fazla (p<.01) kullananlarin lehine anlamli bir sekilde farklilasmaktadir. Diger gruplararasi
karsilastirmalarda ise istatistiksel olarak anlamli bir farklilasma gortlmemistir.

Sosyal aglarda harcanan zamanin “Begeni” degiskenine istatistiksel olarak anlamh farkhhg
belirlenmistir (F4,666=9.82; p<.01). Levene testi sonucunda varyans estesligi saglanamadigindan (p<.05)
gruplar arasi karsilastirmalari yapmak igin Post Hoc testlerinden Tamhane’s T2 sonuglari
degerlendirilmistir. ~ Sonuglarin  anlamliigina  bakilirken  Bonferroni  diizeltmesi  yapilarak
degerlendirilmistir (p<.01). Gruplararasi karsilastirma sonuglarinda 6 saatten fazla sosyal ag
kullanicilarinin lehine olmak Uzere “Begeni” puanlari; 1 saatten az ve 1-2 saat arasi kullananlara gore
anlaml bir sekilde farkhlasmaktadir. Diger gruplararasi karsilastirmalarda ise, istatistiksel olarak anlamli
bir farklilasma gortlmemistir.

Katihmcilarin sosyal aglarda harcadiklari zamana gore “Sanal Kimlik”, “Paylasim” ve “Begeni”
puanlarinda anlamli farkhhklar gérilmektedir. Bu anlamli farkhliklarin etki blyuklikleri incelendiginde
sosyal aglarda harcanan zamana yonelik tiim anlaml sonuglarin Cohen (1988)'e goére .01 ile .06
araliginda oldugundan kiiglik etki buyukligine sahip oldugu belirlenmistir.

Arastirmanin “Katilimcilarin cinsiyet ve/veya sosyal aglardaki gériilebilirlik durumlarina gére sanal
kimlik profilleri farklilasmakta midir?” sorusuna iliskin bulgularin elde edilmesi amaci ile parametrik
testlerden iki yonla varyans analizi (Two Way ANOVA) yapilmistir. Katilimcilarin profillerinin gérindrlGgu
ve cinsiyetine gore “Sanal Kimlik” puanlarinin betimsel istatistikleri Tablo 6’de gésterilmektedir.

Tablo 6.
Sanal Kimligin Cinsiyet ve Gériilebilirlik Degiskenlerine Gére Betimsel Bulgulari.
Kadin Erkek Toplam

n X Ss n X Ss n X Ss
Goranar 79 62.38 16.23 266 69.29 18.85 345 67.71 18.49
Anonim 173 61.42 12.94 153 60.92 19.63 326 61.19 16.40
Toplam 252 61.72 14.03 419 66.24 19.54 671 64.54 17.80
Tablo 7.
Sanal Kimligin Cinsiyet ve/veya Gériiniirliik Degiskenlerine Gére Analiz Sonuglari.
Varyansin Kaynagi Kareler Toplami Sd Kareler Ortalamasi F p r]2
Cinsiyet 1435.42 1 1435.42 474 .03* .01
Goranarlak 3031.00 1 3031.00 10.00 .00* .02
Cinsiyet * Gorunurluk 1908.97 1 1908.97 6.30 .01* .01
Hata 202102.44 667 303.00
Toplam 212170.20 670
*p<.05
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Tablo 6 ve 7 incelendiginde cinsiyet ve profil gorinlrlGginin ayri ayri “Sanal Kimlik” puanlarina etkisi
gorilmektedir. Katilimcilardan “Sanal Kimlik” degiskeni Uzerindeki kadinlarin ortalama puani 61.72,
erkeklerin ise 66.24’tiir. Cinsiyetin “Sanal Kimlik” Gzerindeki ortalama puanlari arasindaki fark Tablo 7’ye
gore anlamhdir (F(;¢67=4.74, p<.05). Buna gore kullanicilarin “Sanal Kimlik” puanlari tizerinde cinsiyetin
onemli bir degisken oldugu gorilmektedir. Sosyal ag profili gérinir olan katilimcilarin “Sanal Kimlik”
ortalama puanlari 67.71 ve profili goriinir olmayanlarin ise ortalama puani 61.19'dur. Bu iki grubun
“Sanal Kimlik” Gzerindeki ortalama puanlari arasindaki fark Tablo 7'ye goére anlaml bulunmustur
(F(1,667=10.00, p<.05). Buna gore kullanicilarin sanal kimlik profillerinde profilin gorinir olup
olmamasinin énemli oldugu soylenebilir. Tablo 7 incelendiginde sosyal ag kullanicilarinin cinsiyet ve
profil gériiniirligiiniin “Sanal Kimlik” (izerinde ortak etkilesiminin anlamli oldugu bulunmustur (F,
667=6.30, p<.05). Etkilesimi daha agik bir sekilde goérebilmek icin asagidaki grafikten yararlanilmistir.

Gorun_profil

—Evet
— Hayr

70,00

68,00

66,007

64,007

62,00

0,00

T T
Kadin Erkek

Cinsiyet

Sekil 4. Cinsiyet ve profil gorindrligiinin “Sanal Kimlik” Gzerindeki ortak etkilegimi.

Sekil 4 incelendiginde; “Sanal Kimlik” puanlarinda erkeklerin profilinin goérliinip goérinmemesi
arasindaki farkin kadinlara oranla daha fazla oldugu goériilmektedir. Cinsiyetler arasinda profilin goriinir
olmasi “Sanal Kimlik” puaninda daha fazla farkhhk gosterirken, profilin goriiniir olmamasi cinsiyetler
arasinda “Sanal Kimlik” puaninda daha az farklilasmaktadir. Bu farkliligi daha net gérebilmek icin Temel
Etki Analizinden (Simple Main Effect) yararlaniimistir. Bunun icin 6ncelikle veri seti cinsiyete gore
bélimlendirilmis sonrasinda profilin gorindrliginin “Sanal Kimlik”e olan etkisini belirlemek igin
bagimsiz gruplar t testi yapilmistir. Verinin cinsiyete gore bolimlendirilerek gorindrligin “Sanal
Kimlik”e etkisine yonelik bulgular Tablo 8'de yer alirken, gorinirlige gore bolimlendirilerek cinsiyetin
Sanal Kimlige etkisine yonelik bulgular ise Tablo 9’de yer almaktadir.

Tablo 8.
Cinsiyetlere Gére Profil Goriiniirliigiiniin “Sanal Kimlik”E Etkisine Yénelik Analiz Sonuglari.

Sanal Kimlik (SNIMS) Profil goriiniirliiga n X Ss t Sd p r]2
Kadin Evet 79 62.38 16.23 .51 250 .61 .00
Hayir 173 6142 12.94

Toplam 252

Erkek Evet 266 69.29 18.85 431 417 .00* .04
Hayir 153 60.92 19.63
Toplam 419

*p<.01
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Tablo 8 incelendiginde katilimcilardan kadinlarin profilinin géranarligd “Sanal Kimlik” Gzerinde
anlamli bir farklilik géstermemektedir (t;;s0=.51; p>.01). Buna karsin erkeklerin “Sanal Kimlik” Gzerinde
profilinin gériiniirligl lehine anlamli bir farkhlik belirlenmistir (t(47=4.31; p<.01).

Tablo 9.

Profil Gériiniirliigiine Gére Cinsiyetlerin “Sanal Kimlik”E Etkisine Yénelik Analiz Sonuglari.

Sanal Kimlik (SNIMS)  Profil gériiniirliigii n X Ss t sd p n

Gorunar Evet 79 62.38 16.23 -2.95 343  .00* .03
Hayir 266 69.29 18.85
Toplam 345

Anonim Evet 173 6142 1294 .26 324 .79 .00
Hayir 153 60.92 19.63
Toplam 326

*p<.01

Tablo 9 incelendiginde katilimcilardan profilinin goriiniir durumda olanlarin “Sanal Kimlik” puanlari
tzerinde erkeklerin lehine anlamli farkhlik tespit edilmistir (t;z43=-2.95; p<.01). Profili anonim “Sanal
Kimlik” Gzerinde cinsiyetinin anlamli bir farklilik ortaya gikarmadigi belirlenmistir (t(34)=.26; p>.01).

Tablo 10’da cinsiyet ve profil gorinarliginin “Sanal Kimlik”in alt boyutlari olan “Paylasim”,
“Begeni”, “Gizlilik” ve “Glvenlik” boyutlarina gore farklihk durumlari bagimsiz gruplar t testi ile analiz
edilerek bulgulari sunulmustur.

Tablo 10.
“Sanal Kimlik”in Alt Boyutlarinin Cinsiyet ve Profil Gériiniirlii§ii Dediskenlerine Gére Analiz Sonuclari.
SNIMS Alt Boyutlar Cinsiyet n X Ss t Sd p
Gender Paylasim Kadin 252 26.78 6.56 -1.80 669 .07 .00
Erkek 419 27.85 8.80
Begeni Kadin 252 16.15 5.31 -3.12 669 .00* .01
Erkek 419 17.63 6.26
Gizlilik Kadin 252 9.79 4.12 -7.05 669 .00* .06
Erkek 419 12.35 5.18
Glvenlik Kadin 252 8.99 2.96 2.38 669 .02 .01
Erkek 419 8.41 3.17
Visibility ~ Paylasim Evet 345 29.10 8.20 5.70 669 .00* .05
Hayir 326 25.67 7.48
Begeni Evet 345 18.20 6.01 5.16 669 .00* .04
Hayir 326 15.87 5.66
Gizlilik Evet 345 12.31 5.18 5.02 669 .00* .04
Hayir 326 10.42 4.54
Glvenlik Evet 345 8.07 3.26 -4.90 669 .00* .03
Hayir 326 9.22 2.82
*p<.01

Analiz yapilan veri setinde Bonferroni dizeltmesi yapilmistir. Buna gore, sanal kimlik alt
boyutlarindan “Begeni” (t(ggq)=-3.12; p<.01) ve “Gizlilik” (t(ges)=-7.05; p<.01) boyutlarinin cinsiyete gére
erkeklerin lehine anlamli bir sekilde farklilastigi belirlenmistir. Sanal kimlik alt boyutlarindan “Paylasim”
(t(669=-1.80; p<.01) ve “Guvenlik” (te9=2.38; p<.01) boyutlarinda ise anlaml bir farklilik ortaya ¢ikmadig
anlasilmaktadir. Bulunan anlamli farklihklarda bagimsiz degiskendeki varyansin ne kadarini bagimh
degiskenin acikladigini gérmek igin etki blyiklGgi analizi yapilmistir. Anlamli gériilen “Begeni” boyutu
icin eta kare degerleri Cohen (1988)’e gore .01 ile .06 arasinda oldugundan kiiglik bir etki buyukligine,
“Gizlilik” boyutu icin eta kare degerleri Cohen (1988)'e gore .06 ile .14 araliginda oldugundan orta bir
etki buylkligine sahiptir. Sosyal aglarda goérinirligin Sanal Kimlik alt boyutlarindan “Paylasim”
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(te69)=5.70; p<.01), “Begeni” (t(ge0=5.16; p<.01), “Gizlilik” (t(e9=5.02; p<.01) boyutlarinin hepsinde
gorinlr olma lehine anlamli farkllik gosterdigi tespit edilmistir. “Glvenlik” (t(ges=-4.90; p<.01) boyutu
icin ise, gorinir olmama lehine anlamli farkliik gosterdigi tespit edilmistir. Sosyal ag profilin
goriintrligiine yonelik anlamli goriilen tim alt boyutlar igin eta kare degerleri Cohen (1988)’e gore .01
ile .06 arasinda oldugundan kiiglk bir etki bayiklugine sahip oldugu gorilmektedir.

Tartisma

Bu arastirmada sosyal ag kullanicilarinin sanal kimlik profillerini cinsiyet, sosyal aglarda harcanan
zaman, sosyal ag profil sayisi ve profil gorinlrligl cercevesinde incelenmistir. Arastirma sonuglari
incelendiginde birden fazla profili olanlarin sanal kimlik profilleri, "Begeni" ve "Gizlilik" 6zellikleri
farklilagmaktadir. Birden fazla profilin olmasi "Paylasim" ve "Guvenlik" o6zelliklerini ise,
farklilagtirmamaktir. Bu durum sosyal ag kullanicilarinin "Gizlilik" tercihlerini istedikleri gibi dizenlemek
ve begeni alabilecek sekilde asil hesaplarina ek olarak profil sayilarini artirdiklari diislincesini ortaya
cikarmaktadir. Kultirel yapr hem ylzylize hem de sosyal ag ortamlarinda bireylerin davranislarini
sekillendirebilmektedir. Ozellikle ayni sosyal ag ortaminda birden fazla profil kullaniminin bu kiltiirel
yapinin bir sonucu olarak degerlendirilebilir. Birey, toplumsal roliiniin gerektirdigi farkli sanal kimlikleri
bir arada yonetirken diledigi kisi ve gruplara karsi gizlenmeyi tercih edebilmektedir. Benzer sekilde
birden fazla profil begeni ile de yakindan iliskilidir. Clinki birey begenildigi ve kabul gdrdigi ortamlarda
daha fazla var olma egilimindedir. Bu durumun ergenler Gzerindeki etkilerini Akar (2017)"1 ¢alismasinda
gorebilmek miimkindir. Akar (2017); ergenlerin gevreye olan uyumsuzluklarindan dolayi arkadas olma
ve sosyallesme ihtiyaclarini karsilamak icin daha fazla sosyal ag kullandiklarini ve internet bagimliligi igin
risk grubunda bulunduklarini belirtmektedir. Ergenlerin sosyal aglari gercek diinyaya alternatif bir ortam
olarak tercih etmelerinin yani sira sosyal aglar ayni zamanda etkili bir 6grenme ortamidir. Sosyal aglarin
bu etkililiginin altinda barindirdiklari sosyal etkilesim potansiyeli yatmaktadir. Sosyal etkilesim
O6grenmenin gerceklestigi her ortamda 6nemlidir. Bilindigi gibi Vygostky (1978) akran etkilesiminin
0grenme Uzerinde etkili oldugunu vurgulamaktadir. Giinimiz akran etkilesimi ise sosyal aglarin etkisiyle
giderek sanal bir boyuta tasinmistir. Ancak bu noktada akran etkilesiminin katkisi zaman zaman sosyal
aglarin anonym o6zellikleriyle birlikte bireylerde yikici etkilere de neden olabilmektedir.

Sosyal ag kullanicilarinin sosyal aglarda harcadiklari zamana goére sanal kimlik profillerinin farklilastig
belirlenmistir. Ozellikle "Paylasim" ve "Begeni" davranislarinin 1 saatten az kullananlarin; 6 saatten fazla
kullananlara gére anlamli sekilde farklilastigi gorilmistir. Bu durum sosyal aglarda ¢ok fazla zaman
gecirenlerin diger kullanicilarin begenilerine gére paylasimlar yapabilecegini, bdylece "Paylasim" ve
"Begeni" ozelliklerinin farkhlasabilecegini gostermistir. Sosyal aglarda harcanan zaman ile "Gizlilik" ve
"Guvenlik" 6zelliklerinin farklilasmamasi ise, bireylerin zamandan bagimsiz olarak "Gizlilik" ve "Guvenlik"
tercihlerini belirlediklerini ortaya cikarmistir. 6 saatten fazla sosyal aglari kullananlar yogun bir kullanim
sergiledikleri icin alanyazinda Ozata, Kilicer ve Aglargdz (2014) tarafindan "Miiptelalar" olarak
adlandiriimaktadir. Alanyazina goére miptelalar siklikla paylasim yapmakta ve sosyalleserek gosteris
yapmak icin sosyal aglari kullanmaktadirlar. Bu durum bu calismadaki 6 saatten fazla sosyal aglari
kullananlarin "Paylasim" ve "Begeni" davranislarindaki farklihigini agiklar niteliktedir.

"Sanal Kimlik" profillerine bakildiginda erkeklerin 6zellikle "Begeni" ve "Gizlilik" davranislarinin
farkhlastigi, "Paylasim" ve "Gulvenlik" davranislarinin ise, farklilasmadigi belirlenmistir. Sosyal aglarda
erkeklerin begeni ve gizlilik davranislarinin  farklihk gosterdigi alanyazindaki c¢alismalarda da
desteklenmektedir (Hoy & Milne, 2010; Huang, Kumar & Hu, 2017; Mohammed & Ahmad, 2012). Buna
gore erkeklerin "Begeni" durumunu énemseyerek bu dogrultuda sanal kimlik profillerini olusturduklari
ve bu yonde "Gizlilik" ayarlarini yaptiklari soylenebilir. "Gizlilik" ayarlari yapildiktan sonra "Paylagim"
yapildigindan sanal kimlik profillerinin "Paylagim" boyutundan etkilenmemesi dogal goriilmektedir.
Bunun nedeni "Paylasim" davranislarini dizenleyen "Gizlilik" ayarlarinin olmasidir. Alanyazinda
kadinlarin erkeklere oranla gizlilik ayarlarina daha fazla dikkat ettigi goristi hakimdir (Cockcroft &
Clutterbuck, 2001; Dinev & Hart, 2004; Fogel & Nehmad, 2009; Hoy & Milne, 2010; Laric, Pitta &
Katsanis, 2009). Ancak bazi ¢alismalarda kadinlarin gizliligini korumasinin erkeklere oranla zayif oldugu
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(Milne, Rohm & Bahl, 2004), kadinlarin kisisel bilgilerini korumadigi hatta daha fazla ifsa ettigi
soylenmektedir (Hoy & Milne, 2010; Kolek & Saunders, 2008). Bu dogrultuda erkeklerin gizliligin
korunmasina yoénelik sonuglarinin, bu ¢alismadaki bulgularla benzerlik gésterdigi sdylenebilir. Bilgi ve
iletisim teknolojilerinin glvenli kullanimina iliskin yapilan bir ¢calismada 6grencilerin gizlilik ve glivenlik
onlemleri almamalarinin sebebinin givenli internet kullanimina yonelik farkindaliklarinin yeterli
olmamasindan kaynaklandigi ifade edilmektedir (Yilmaz, Karaoglan Yilmaz, Oztiirk & Karademir, 2017).
Sosyal ag ortamlarinin yeni nesil 6grenenler tarafindan hem 6grenme hem de iletisim ve eglence amagli
yogun olarak kullanildigi distinildaginde; sanal kimligin boyutlarinin 6énemi daha net ortaya
cikmaktadir. Ozellikle yeni nesil 6grenenlerin yogun olarak kullandiklari bu ortamlardaki davranislarini
sekillendirerek bu ortamlari glivenli kullanabilmeleri s6z konusu farkindaliklarinin artirilmasiyla
olanaklidir. Sanal kimligin internet teknolojilerinin bir parcasi olan sosyal aglarda da gizlilik ve giivenlik
ayarlarinin yapilmamasi 6grenenlere ek olarak tim kullanicilar igin risk olusturabilecektir.

Sosyal ag profilinin gérinir olmasinin, "Paylasim", "Begeni" ve "Gizlilik" baglaminda farklilastigi,
"Guvenlik" baglaminda ise, farklilasmadigi gorilmistir. Glvenligin gorliniir ya da anonim olmadan
etkilenmeyen bir boyutu olmasi giivenlige verilen 6nemle aciklanabilir. Paylasim, begeni ve gizlilik
baglamindaki farkhlk ise gorilebilirligin profil olusturmayi etkiledigi (Hu, Zuhao & Huang, 2015; Zhao,
Grasmuck & Martin, 2008) yoniindeki goriislerle drtiismektedir. internet ortaminda sanal kimligin
degisken oldugu, kisilerin ideal insani yaratarak diger insanlar tarafindan onaylanan ve istenilen bir
kimligi yaratma gldusiyle hareket ettikleri vurgulanmaktadir (Binark, 2005). Dolayisiyla s6z konusu
bulgunun alanyazinla da tutarlh oldugu soylenebilir. Sosyal ag kullanicilarinin, herkes tarafindan
gorilebilir profillerinde ideal kimliklerini yaratma glidiisiiyle "Paylasim”, "Begeni" ve "Gizlilik" ayarlarini
yaptiklari soylenebilir. Bu durum, sanal ortamlarda istenilen 6zellikleri gizleyerek veya degistirerek
herkes tarafindan gorilebilen ancak yine de anonim kalinabilen sanal kimlik olusturulmasini da
desteklemektedir (Timisi, 2003). Baska bir ifadeyle sosyal aglarda gizlenebilen ya da degistirilebilen
kimlik 6zellikleri, profil gbrinir bile olsa, anonim kalmaya olanak tanimaktadir.

Sanal kimlik profillerinin cinsiyete ve bagkalari tarafindan gorilebilirligine goére farklilastigi
belirlenmistir. Erkeklerin profilinin gorilebilirligine gére sanal kimlik profilleri farklilasirken, kadinlarinki
farkhlasmamaktadir. Dolayisiyla sosyal aglarda baskalarinca gorilebilirlige erkeklerin kadinlara gére daha
cok 6nem verdigi ve bu dogrultuda sanal kimlik profillerini yapilandirdiklari séylenebilir. Sosyal ag profili
herkes tarafindan gorilebilir olmayanlarin ise, sanal kimlik profilleri cinsiyete gore farklilasmadigindan,
herkese agik olan sanal kimlik profillerinin cinsiyet ayrimi olmaksizin ortalama olarak ayni sekillerde
dizenlendigi diistintlebilir. Bu durumun sosyal aglarin mahrem ve toplumsal olarak yeni iliski bicimlerini
ortaya cikardigi ve kisilerin iginde olduklari durumlara goére gizlilik ayarlarini yapilandirmalariyla (Fogel
remining Nehmad, 2009; Toprak et al., 2009) aciklanabilir. Tufekci (2008), genclerin sosyal aglardaki
paylasimlarinin baskalari tarafindan gorilmesinden endise duyduklarini belirtmistir. Sosyal aglardaki
bilgilerin baskalari tarafindan goérilmesi ve mahremiyetin saglanmasina yonelik olarak sosyal ay
profillerinin diizenlenmesi, bu c¢alismadaki gorilebilirlige goére sanal kimlik profillerinin degismesi
bulgusuyla benzerlik géstermektedir.

Sonug ve Oneriler

Sanal kimlikler sosyal ag ortamlarinda giderek daha fazla tercih edilmektedir. Bu tercih Gzerinde
etkide bulunabilecek bircok neden olabilir. Bireysel beklentiler, sanal ortamin cazibesi, yiz yize
ortamlarin sinirhligl, sosyal etkilesim vb. bu nedenler arasinda sayilabilir. Sosyal aglarin sosyal etkilesim
ozelligi her yas grubundan kullaniclyr bu ortamlara ¢ekmektedir. Arastirmadan elde edilen bulgular
degerlendirildiginde birden fazla sosyal ag profili kullanan sosyal ag kullanicilarinin begeni alabilecekleri
sekilde profillerini diizenledikleri ve gizlilik ayarlarini bu dogrultuda yaptiklari gértlmustir. Goraldiugu
gibi kullanicilarin profillerini begeni alabilecekleri sekilde diizenlemeleri sosyal etkilesimin glicline giizel
bir ornektir. Diger taraftan bu etkilesimin giici bireysel beklentilerle eylemsel yeterlikler arasindaki
catismaya vurgu yapan 6z-benlik geliskisi olarak da sonuglanabilir.
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Diger taraftan internet olanaklarinin genislemesiyle bireylerin sosyal ag ortamlarinda daha fazla
zaman gegirdikleri de bilinmektedir. Bununla birlikte sosyal aglarda cok fazla zaman gegirenlerin
baskalar tarafindan begenilecek ve kabul gorecek sekilde paylasim davranislarini sekillendirdikleri
belirlenmistir. Bu sonugtan yola ¢ikilarak sosyal ag kullanim siireleriyle baskalari tarafindan begenilecek
ve kabul gorecek sekilde paylasim davranisi arasinda bir iliskinin oldugu séylenebilir. Kullanim siresi
arttikca begenilme beklentisinin artmasi benzer sejkilde begenilme beklentisi arttikga bu ortamlarin
daha fazla kullanilmasi s6z konusudur. Bunlarin yaninda arastirma sonuglarinda genellikle sosyal aglarda
sanal kimlik profillerinin farklilasmasinda erkeklerin oraninin kadinlardan daha biyik oldugu
gorilmustir. Ozelikle herkes tarafindan gériinebilen sanal kimlik profillerinde kullanicilarin ideal kimligi
yaratma gliduslyle "Paylagim", "Begeni" ve "Gizlilik" ayarlarini yaptiklari distinulmektedir. Boylece bu
arastirmada sosyal aglarda sanal kimlik profillerinin hangi durumlarda farkhlastigi ortaya koyulmustur.

¢ Bu sonuglar dikkate alindiginda sosyal aglarin kullaniminda sanal kimligin &nemli bir kavram oldugu ve
sosyal ag kullanimina yénelik olarak sanal kimlik durumlarinin dikkate alinmasi gerektigi séylenebilir.

e Sosyal ag kimlik yonetimi olgeginin (SNIMS)'nin bazi analiz degerlerinin sinirliiginin bulunmasindan
dolayi, olgek farkli gruplarda uygulanarak gegerlik ve glivenirlik analizlerinin tekrarlanarak
gilincellenmesi 6nerilmektedir.

e Bu calisma katilimcilarinin sosyal aglar lzerinden gonilli katihm saglayan bireylerden olusmasi,
arastirma grubunun tanimlanmasinda bir sinirhlik olarak gorilebilmektedir. Bu nedenle belirli bir
amaca uygun olarak amagli 6rnekleme yéntemi kullanilarak farkli gruplarda arastirmanin tekrarlanmasi
onerilmektedir.

e Bundan sonra yapilacak olan ¢alismalarda sosyal ag kullanicilarinin sanal kimlik profillerinin farkh
durumlara ve farkl degiskenlere gore arastirilmasi 6nerilmektedir.

e Ayni zamanda "Sanal Kimlik" ile iliskili olan kavramlar bir bitin icerisinde incelenerek kavramsal
gergevesinin saglamlastiriimasi dnerilmektedir.
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Introduction

Technological developments in the 21st century, which is accepted as the digital age, have been
influential in the field of education as well as in almost every field and brought a new dimension to
teaching activities. The innovative and progressive aspect of technology coincides with the dynamic
structure of education, thus creating a mutually decisive process. Particularly with the emergence of
Industry 4.0, which upgrades the concept of digitalization and intends to shorten the innovation process,
the 21st century skills that individuals should have today and in the future are also undergoing changes.
As a matter of fact, when the reports of institutions and organizations such as The future of education
and skills [OECD] (OECD, 2018), Partnership for 21st Century Skills [P21] (Partnership21, 2017), National
Educational Technology Standards [NETS/ISTE] (ISTE, 2016), Assessment and Teaching of 21st Century
Skills [ATCS21S] (Care et al., 2018), Education system alignment for 21st Century Skills (Care et al., 2019)
and Skills and Capacity [HEART] (Dunbar, 2015) are analyzed, it is seen that one of the identified
common skills is "knowledge, media and technology skills".

On the other hand, in the ATC21S project, which was supported by the University of Melbourne
under the sponsorship of Microsoft, Intel and CISCO to cover 60 institutions around the world, the
importance of the skill of digital literacy in teaching 21st century skills to individuals was revealed and it
was emphasized that it should be included in the curriculum (Binkley et al., 2012). This skill involves
information and communication technologies (ICT) literacy (Byungura , 2018; Gaible, Mayanja &
Michelazzi, 2018; Kylonen, 2012; Lewin & McNicol, 2015) as well as the access, selection and use of the
right information from the right source by 21st century individuals. In addition, with the advancement of
technology, it is expected that the students adapt to new technologies. This competence, also defined
as digital fluency, consists of a synthesis of high-level thinking and digital literacy skills (Pinho & Lima,
2013). Therefore, 21st century skills are now becoming one of the main drivers in today's and
tomorrow's educational understanding.

According to OECD (2018), which emphasizes that the learner characteristics of the new millennium
have changed in parallel with the age, students now demonstrate different cognitive skills, regard
technology as an indispensable element of their lives, and lead a digital life in which they are largely
online. The competences of all stakeholders, who are involved in teaching activities and play a key role
in the integration of education and technology, need to be enhanced in this sense. It is known that
teachers are the most common stakeholder with whom today's students called "digital natives" get in
contact after their family and friends (Riegel & Mete, 2018). Considering that good teachers raise
successful students in general (Darling-Hammond, 2015; Hill, Beisiegel, & Jacob, 2013), the importance
of the fact that teachers who are expected to equip their students with these skills should be
themselves competent in the same skills becomes specifically more apparent (Debbag, 2018; Gorgilli &
Kigukali, 2018; Harris, Mazman & Kocak-Usluel, 2011; Mishra, & Koehler, 2009; Vo & Nyugen, 2010).
Teachers' competence in this sense affects their status as a role model for their students in terms of
using technology as well as their own professional development (Dag, 2016). In this context, teachers'
professional development should be supported to meet the needs of all students (Sprott, 2019).

While standards set by the ISTE include seven standards under the headings of "Strengthening
Professionalism" (learner, leader and citizen) and "Learning Catalyst" (collaborator, designer, facilitator
and analyst) for instructors to use technology in their courses (ISTE, 2016), teacher competencies
identified by the Ministry of National Education (MoNE) in Turkey include 16 different performance
indicators associated with technology (MoNE, 2017).

Planning and implementing a successful teaching require understanding how technology relates to
pedagogy and content (Koehler, Mishra, & Yahya, 2007). As a matter of fact, Pedagogical Content
Knowledge (PCK), which is at the center of teachers' professional development and accepted as an
indispensable element of the concept of qualified teachers, has started to be called as Technological
Pedagogical Content Knowledge (TPACK) in recent years by attracting technology into itself (Kaya &
Yilayaz, 2013). In the literature, TPACK is defined as a critical knowledge base that should be developed
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by prospective teachers (Angeli & Valanides, 2005). In TPACK, which is a technology integration model,
Mishra and Koehler (2006) emphasized how learning the educational contents including pedagogical
concepts and techniques can be facilitated by using technology. Therefore, educational technologies
should be based on pedagogically sound foundations in this model (Ferdig, 2006; Koehler et al., 2007).

The "knowledge of technology", one of the elements of technology, pedagogy and field knowledge
on which the model is built, includes all educational technologies, from relatively simple technologies
(board, books, etc.) to more complex digital technologies (Internet, computers, videos, etc.) (Koehler et
al., 2007; Mishra & Koehler, 2006). In addition, researchers have stated that the information-
communication technologies related skills involve skills such as using internet browsers, e-mail system,
and word processing programs as well as the knowledge of computer software and hardware.

As a component of technology integration in education, a variety of projects about technological
infrastructure have been put into practice to strengthen the infrastructure of schools in Turkey,
especially in the last 20 years. Information Communication Technologies (ICT) class was established in
5800 schools between 1998 and 2007 with the Basic Education Development Project (BEDP/TEGEP). In
addition, Enhancing Opportunities and Improving Technology Movement (FATIH) project has been
carried out since 2011 to make the use of ICT tools more effective and widespread among all teachers
and students (MoNE, 2012). However, improving technological infrastructure alone is not enough to
integrate technology into education (Kaya & Kogak-Usluel, 2012; Perkmen & Tezci, 2011). At this point,
the technology integration approaches TYPE | in which the student learns mainly through technology or
TYPE Il in which the student and learning are at the center and the student is actively responsible for his
own learning comes into play (Maddux & Johnson, 2005). In TYPE | approach, technology is a helpful tool
for teachers to provide students with basic information; in TYPE Il approach, the teacher designs
technological learning environment and guides students (Tezci, 2016). In both cases, teachers
synthesizing and integrating above-mentioned technological, pedagogical, and field knowledge into
learning process will facilitate and strengthen this integration (Orhan-Goksun, 2016; Schmidt et al.,
2009). In this context, it is important to conduct studies investigating the technological proficiency of
teachers in order to combine it with the two other types of knowledge.

On the other hand, it is clear that there is a need for teachers who have proficiency in using new
technologies in order to get the optimum efficiency from educational technologies (Brun & Hinostroza,
2014; Ertmer, Ottenbreit-Leftwich, Sadik, Sendurur, & Sendurur, 2012; Koh, Chai, Benjamin, & Hong,
2015; Orhan-Goksun, 2016). According to Holmberg, Fransson, and Fors (2018), the ability to integrate
digital technologies into teaching and learning activities is a part of teacher professionalism. In this
context, it is necessary to equip teachers with the skills and tendencies that are essential for meeting
the 21st century educational needs in their professional development in the digital age (Sprott, 2019).
Teachers' technology competencies are among these skills and tendencies and they play a decisive role
in meeting the needs of the new generation learners who are called as digital natives both for the
realization of the learning activities and for more efficient use of technology in daily life.

When the literature is examined, it is observed that teachers do not feel sufficient in the context of
technological and technopedagogical knowledge in recent studies (Durak & Seferoglu, 2017; Karadeniz
& Vatanartiran, 2015) and the use of technopedagogical skill is lower than other skills among them
(Garba, Byabazaire, & Busthami, 2015, Orhan-Goéksun & Kurt, 2017). Therefore, it is very important to
guestion the competence of teachers in the process of moving themselves from the present situation to
the better one (Christensen & Knezek, 2017; Orhan, Kurt, Ozan, Vural, & Turkan, 2014). However,
especially recently, it has been observed that researchers have been trying to develop 21st century
qualifications by developing different measurement tools (Anagilin, Atalay, Kili¢, & Yasar, 2016; Coban,
Bozkurt, & Kan, 2019; Giir-Erdogan & Arsal, 2016; Orhan-Goksun & Kurt, 2015). The common features of
the mentioned measurement tools are that they deal with the learner characteristics of the age or
lifelong learning skills (such as critical thinking, problem solving, creativity, entrepreneurship) from a
holistic perspective. However, the fact that these competences should be analyzed for a specific content
rather than a general approach are regarded as educationally significant in terms of both making more
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detailed relational implications for 21st century skills and reaching more comprehensive and concrete
evidence on the subject. Therefore, there is a need to develop measurement tools for the sub-
dimensions of 21st century skills.

As highlighted earlier, one of the most important components of these skills is seen as technology
competencies. In the related literature, there are a limited number of valid and reliable measurement
tools developed especially to be used with educators to determine their level of technology proficiency
in 21st century learning. The TPSA (Technology Proficiency Self-Assessments) scale developed by Ropp
(1999) was accepted internationally and adapted into the conditions of different countries and used in
the national context. Original TPSA items were created to assess competences in areas identified as
important by the ISTE Technology Standards writing team. Dimensions included in the scale consisting of
20 items represented four proficiency areas (i) "E-mail", (ii) "World Wide Web" (WWW), (iii) "Integrated
Applications" and (iv) Technology Integration in Teaching". Ropp (1999) stated that the scale was
developed in order to measure teachers' and prospective teachers' professional competencies in using
technology in education and thus to ensure their progress towards proficiency. The adaptation of the
scale into Turkish culture was conducted by Gengtiirk, Gokcek, & Gilines (2010) on 205 prospective
teachers, and as a result of this study, it was seen that the scale items had a single-factor structure.

Christensen and Knezek (2017) emphasized that the TPSA scale has been used in many studies while
maintaining its respectable psychometric properties for more than 15 years but a new version of the
TPSA scale including competencies for today's technologies is needed. Accordingly, Christensen and
Knezek (2017) updated the TPSA scale in accordance with 21st century technological skills and
introduced it as a new version called TPSA C-21. The TPSA C-21 development study was conducted with
the participation of 466 teachers and the dimensions of "Teaching with Emerging Technologies" and
"Emerging Technologies Skills" were added to the existing dimensions of the scale that Ropp (1999)
developed. As a result of validity and reliability studies, the latest version of the TPSA C-21, which
consists of 34 items, came out with a six-factor structure.

Considering the explanations above, it was intended both to create a scale measuring teachers' 21st
century technology proficiencies and contribute to the professional development of teachers in Turkey.
Accordingly, the validity and reliability study of the TPSA C-21 scale, which was originally developed as a
TPSA scale by Ropp (1999) and rearranged by Christensen and Knezek (2017) within the scope of 21st
century skills, was conducted by adapting the scale into Turkish language in the present study.

Method
Participants

606 teachers participated voluntarily in the study from 58 public schools (19 primary schools, 24
secondary schools, 15 high schools) in the central district of Bartin province. 49.80% (302) of the
participants were male and 50.20% (304) were female, and the mean year of service was M=15.93 (Min
=1, Max =40, SD = 9.65). 209 (34.49%) teachers worked in primary, 226 (37.29%), in secondary and 151
(24.92%) in high schools. 134 of them (22.11%) completed postgraduate education. The distribution of
teachers according to their branches is given in Appendix-1.

Data Collection Tools and Research Process

The scale (TPSA C-21) developed by Christensen and Knezek (2017) in America was used by adapting
it into the conditions in Turkey. The original scale has a 6-factor structure consisting of 34 items (all
positive). The distribution of the items in the scale according to the factors is as follows: "E-mail" (1-5),
"WWW?" (6-10), "Integrated Applications" (11-15), "Teaching with Technology" (16-20), "Teaching with
Emerging Technologies" (21-29), "Emerging Technologies Skills" (30-34).

Christensen and Knezek (2017) have stated that the items on the TPSA scale, though developed
within the scope of computerized learning and teaching, are essentially a contextual measurement of
computer self-efficacy. There is a strong relationship between the initial version of the scale developed
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by Ropp (1999) and the Computer Self-efficacy Scale, which supports the construct validity of TPSA
(Ropp, 1999). In this context, as mentioned in both studies, TPSA and TPSA C-21 scales included items
with expressions related to self-efficacy.

The scale was prepared in a form that participants could give responses on a 5-point Likert type (1:
Strongly Disagree, 2: Disagree, 3: Partly Agree, 4: Agree, 5: Strongly Agree). Before the scale adaptation
study, the first author R. Christensen was contacted via e-mail and necessary permissions were
obtained. The scale items were translated from English into Turkish and the concordance between the
original scale and the translated version was checked by a team of 12 experts, 7 from the field of foreign
language education and 5, computer education and instructional technology, with at least a Ph.D.
degree in their fields. The statements in some of the items were rearranged for teachers according to
Turkey's conditions. For example, the term "institution web site" in the original scale was revised as the
"web site of my university or the Ministry of National Education". Then the translations were brought
together to form the most appropriate version of the scale.

Following these procedures, the scale items were translated back into English by three linguists and
compared with the original form to ensure linguistic consistency. The scale was evaluated in terms of
language and comprehensibility by two Turkish linguists (one with a Ph.D. degree in Turkish education
and the other with a Ph.D. degree in Turkish language and literature) and the several scale items were
adjusted in accordance with their feedbacks. As the next stage, three faculty members who had a
command of both Turkish culture and American culture re-translated the final version of the adapted
scale from the target language into the source language. After the back translation process, the scales
for both cultures were compared and revised; and accordingly, the scale took its final form.

After this stage, eight faculty members working in the field of educational technology were
consulted about the appropriateness of the items in terms of the content and face validity of the scale.
At this stage, considering the Davis technique, the Content Validity Index (CVI) was calculated by
dividing the number of experts who selected the options "appropriate" and "must be slightly corrected"
in each item by the total number of experts (Davis, 1992). While the CVI values of the items ranged
between .75 and 1.00, this value was calculated as .88 for the whole scale. According to these results, it
can be said that the content validity of the scale items was at an acceptable level (Davis, 1992). In order
to test the linguistic equivalence of the scale, at a two-week interval, the Turkish and English versions of
the scale were respectively applied to 39 Turkish academicians working at Bartin University and also had
a good command of English and the correlation coefficients between the two forms were calculated.
The final version of the scale was read by 15 teachers before the application in order to determine the
expressions that could create ambiguity for participants; and accordingly, it was observed that there was
no confusing expression.

Necessary official permission was obtained from the Provincial Directorate of National Education to
carry out the research. Accordingly, in determining the factor structure of the scale, the scale forms
were first distributed to 712 teachers working in 31 different public schools (10 primary schools, 13
secondary schools, 8 high schools) and among them, 399 teachers completed the scale and provided
feedback (Sample 1). As 37 scales sent by them were not fully completed, Exploratory Factor Analysis
(AFA) was performed with the 362-participant data set. Then, the determined factor structure of the
scale was tested with Confirmatory Factor Analysis (CFA) on a sample different from the first sample. For
this purpose, the scales that were put into the final form according to the EFA findings were distributed
to 27 different public schools (9 primary schools, 11 secondary schools, 7 high schools) and feedback
was received from 257 teachers (Sample Il). 13 of the scale forms were not evaluated due to being
incomplete and CFA was performed with the 244-participant valid dataset. The reliability analysis of the
adapted scale was conducted with 52 participants selected from the second sample. Filling out the scale
form took between 7 and 10 minutes. The process of the research is summarized in Figure-1 below.
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Figure 1. Research process.

Data Analysis

SPSS 23 and AMOS 21 programs were used to analyze the research data. Based on the data obtained
in the study, EFA and CFA were performed to ensure the construct validity of the scale within the
conditions of Turkey. Before performing the analyses, first the missing and incomplete data were
examined and the outliers were checked.

Then, since the sample size was greater than 50, Kolmogorov Smirnov test was used to determine
(Buytikoztiirk, 2019) whether the data displayed a normal distribution for both these analyses and group
comparisons (27.00% of top and bottom group). The results showed that p value was found to be
greater than .05 for EFA (Z = .04, p = .50) and CFA (Z = .06, p = .29) and 27.00% of top and bottom group
(2 = .04, p = .16). According to the results of the normality test (p> .05), it can be said that the data
displayed a normal distribution (Blylikoztirk, 2019). On the other hand, as this test could easily be
affected by the sample size, the skewness and kurtosis values (according to z values), histograms and Q-
Q plot graphs of the data were also examined and the results were found to be consistent with the
normality test findings.

The degree of agreement between the factor structures of the adapted scale were evaluated and
interpreted according to the acceptability of the values of Adjusted Goodness of Fit Index (AGFI > .90),
Comparative Fit Index (CFl > .90), Tucker Lewis Index (TLI > .90), Root Mean Square Error of
Approximation (RMSEA 0 .08), and Standardized Root Mean Square Residual (SRMR <. 08) (Hair, Black,
Babin, Anderson, & Tatham, 2006; Schumacker & Lomax, 2010; Kline, 2016). In addition, some
researchers suggested that the xz/df ratio less than 5 was also acceptable for model fit (Schermelleh-
Engel, Moosbrugger, & Miller, 2003; Kline, 2016). However, since chi-square ()(2) value is affected by the
sample size (Joreskog & Sérbom, 1993), it was not used as a cohesion criterion in the present study but
its ratio to the degree of freedom (df) was given for information purposes only. Cronbach's alpha (a)
internal consistency coefficient and test-retest reliability coefficient (r) were calculated to assess the
reliability of the scale items. A value of .70 was accepted as the minimum criterion for reliability
(Buytkoztirk, 2019).

Findings
Findings Regarding the Scale Adaptation Study

Findings related to linguistic equivalence: To test the linguistic equivalence of the scale, first the
Turkish version and then the English version of the scale were applied to 39 Turkish academicians
working at Bartin University at a two-week interval. In this regard, the correlation coefficient between
the original version and the Turkish version of the scale was found to be significant and high (r = .84, p<
.01). In general, the correlation coefficients between the items ranged from .62 to .91. Between the
forms, linguistic equivalence coefficients (r) according to the factors were found to be .87 for the e-mail
"factor, .80 for the "WWW'" factor, .78 for the "IA" factor, and .86 for the "TT" factor.
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Findings regarding the EFA: EFA was performed based on the data obtained from 362 participants to
determine the construct validity of the measurement tool. The suitability of the sample size for EFA was
examined by the Kaiser-Mayer Olkin (KMO) test and found to be .93. A KMO value greater than .70
indicates that the sample size is sufficient for EFA (Bryman & Cramer, 1999). Bartlett Sphericity Test was
used to check the appropriateness of the data. As a result of the measurement (x2 = 9854.95, p<.001), it
can be said that the data is suitable for the EFA (Tabachnick & Fidell, 2007). The first EFA results showed
that the items of the scale were grouped under 4 sub-factors (eigenvalues greater than 1) which
constituted 68.15% of the total variance. In addition, the scree plot was also examined to determine the
number of factors, and it was decided to examine the scale in a four-factor structure considering the
fracture points (Appendix-2).

The principal component analysis was used during the EFA and the items were subjected to rotation
using the varimax vertical rotation technique. Varimax is a common orthogonal rotation method for
cases where there are two or more factor structures in scale development studies. This method was
selected to facilitate the interpretation or report of factors and their items in the study (Blyukoztirk,
2019). Factor load distributions, obtained as a result of the analysis of the scale which was initially
comprised of 34 items, were examined. Six items (29, 16, 14, 32, 33, 22) with a factor load below .40 and
four items with overlapping factor loads (less than .10) under different factors (Costello & Osborne,
2005) (8, 16, 19, 30) were excluded from the scale. For this purpose, each item was excluded from the
analysis one by one and the EFA was repeated; and thus, the most appropriate factor structure of the
scale was determined. As a result of the EFA, the sub-dimensions of "Teaching with Technology (TT)","
Teaching with Emerging Technologies (TET)" and "Emerging Technologies Skills (ETS)" were compiled
under a single factor.

However, the 31st item (I can download and watch movies/videos) which was located in the "TET"
sub-dimension of the original scale appeared under the second factor (WWW) in the present study.
Eight field experts (having publications in the field of educational technology) were consulted for the
content validity of this factor structure and the appropriateness of the relevant item. In addition, the
researchers who created the original scale were re-contacted and their views about the factor structure
of the adapted scale and the distribution of items were also taken. In line with their feedbacks, the last
factor was named as "Teaching with Technology "(TT) while the other factors remained the same as they
existed in the original scale. For the item mentioned above, the experts agreed that it should be
discussed in the scope of the second factor. As a result of all these procedures, the scale had a four-
factor structure with 24 items. In this structure, it is remarkable that the items related to new
technologies are collected under a single factor and in a general manner.

All the items that constitute the scale explain 68.98% of the total variance. Specifically, the five-item "E-
mail" factor accounts for 17.12% of the total variance, the five-item "WWW" factor represents 8.07%,
the four-item "Integrated Applications (IA)" factor explains 6.24% and the nine-item "Teaching with
Technology (TT)" factor accounts for 36.54%. Factors of the scale and the distribution of factor loads
according to the items are given in Table 1.

When Table 1 is examined, it is seen that the factor load values of the items range from .70 to .83;
.59 t0 .76; .54 to .87; and .51 to .85, respectively. Field (2009) stated that .40 could be the cut-off point
for factor loads and items with factor loads of .70 and above could be considered as excellent. The
internal consistency of the scale was calculated as .88, .85, .83, .79 according to the factors, respectively.
The Cronbach's alpha (a) value for the whole scale was .81. These results show that the scale items are
reliable.

Findings related to CFA: As a result of AFA, whether the four-factor structure of the scale would be
confirmed on a different sample was tested by using CFA. The maximum likelihood method was used for
CFA. As a result of the CFA conducted by using the data obtained from 244 pre-service teachers (Model-
1); the four-factor and 24-item structure of the scale was found to have acceptable fit indexes (xz/df =
5.17, p< .01; AGFI = .89, CFl = .90, TLI = .86, RMSEA = .06, SRMR =. 07). On the other hand, when
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modification indexes of the items were examined, it was found that there were significant relationships
among error variances of item pairs 6-7, 21-22, and 6-7. As a result of the DFA, the error variance values
of the items also ranged between .42 and .80. The values less than .90 are acceptable for model (Cokluk,

Sekercioglu, & Buytkoztiirk, 2012).

Table 1.
Factor Analysis Results (Rotated Component Matrix).

Items

Factor Loads

F1

F2

F3

F4

1.1 can send an e-mail to a friend

2. | can subscribe to a discussion forum (like a Facebook group)

3. | can send e-mail to many people at once by creating a recipient list.

4. | can send a document as an attachment to an e-mail message.

5.1 can keep copies of the outgoing messages | send to others.

6. | can find web pages related to topics of my interest using a search engine
(Google, Yandex, etc.).

7.1 can search for and find the web sites of my university or the Ministry of
Education.

8. | can keep the track of websites | have previously visited (for example, by
adding it to favorites) so that | can return to it later.

9. | can find the primary sources of information that | can use in the teaching
process on the internet

31. | can download and watch movies / videos.

11. | can create a graph (bar, circle, etc.) showing the proportions of colored
candies in a package by using the spreadsheet (e.g. Excel).

12. | can create a newspaper with graphics.

13. | can save documents in a format that others can read in different word
processing programs (such as saving word, pdf, rtf, or txt).

15. I can create an informative database about important authors related to a
subject matter.

17. I can prepare a lesson or unit that integrates the software in question with the
subject matter.

18. | can use technology to collaborate with teachers and students who are not in
the classroom.

20. | can write a plan including a budget for the technologies to be purchased for
my class.

21. | can integrate mobile technologies into my own curriculum / lesson plan.
23. | can create a blog or wiki for my students to collaborate.

24. 1 can use online tools with my students to teach at a distance.

25. | can teach one-to-one in environments where students have their own
devices.

26. In my class, | can find a way to make my students use a smartphone or tablet
computer for their responses.

28. | can use mobile devices to have my students access the learning activities.
34. 1 can save and retrieve files in a cloud-based environment (such as Google
Drive, Dropbox).

74
.70
.82
.83
.75

.66

75

.59

.76

.66

.87

.88
.54

.62

.62
.60
.62
.63
.73
.82
.85
.82

.66
.51

Eigenvalues
Percentage of Variance Explained (% )
Croanbach’s Alpha (a)

4.03 1.90 1.47 8.84
17.12 8.07 6.24 36.54
88 .85 .83

.79

F1: E-mail, F2: World Wide Web (WWW), F3: Integrated Applications (lA), F4: Teaching with Technology (TT)
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Error correlations of these item pairs under the same factors were also re-tested by adding them to
the model. As a result of CFA, it was found that this model had a good degree of agreement (xz/df =
4.12, p<.01; AGFI = .90, CFl = .91, TLI =.92, RMSEA = .05, SRMR = .06). In other words, it can be said that
the model-data agreement was confirmed in a four-factor structure. Standardized path diagrams and
the relationships between factors are presented in the Appendix-3.

Standardized regression weights of the items ranged between .49 and .80. When the correlation
values between the scale factors were examined; it was detected that there were significant positive
correlations between the factors "E-mail and WWW!"(r = .30), "E-mail and IA "(r = .40), "E-mail and TT "(r
=.32)," WWW and IA "(r = .34), and "WWW and TT"(r = .30), and "IA and TT" (r =.59) (p <.01). Very high
correlation coefficients between the factors provide evidence for the fact that the factors tend to
measure the same or similar features. However, in the present study, according to the results of
correlation analysis, it is seen that there are the low and medium levels of correlations between the
factors.

On the other hand, the six-factor structure in the original version of the scale was also analyzed by
CFA and compared with the four-factor structure adapted into Turkish. In this respect, in accordance
with the six-factor and 34-item structure of the original scale, it was determined that the fit indexes
were not at an acceptable level (xz/df =6.12, p< .01; AGFI = .69, CFI = .81). TLI =.79, RMSEA = .12, SRMR
=.10). The proposed modification suggestions were also examined and the CFA was repeated, but the
model-data fit was found inadequate. Table 2 shows the comparative indexes of the CFA results for the
different models of the scale.

Table 2.

Model Comparison between the Factor Structures of The Original Scale and Its Turkish Adapted Version.
Model Faktor xz/df AGFI CFI TLI RMSEA SRMR
Model-1 Four factors-24 items (the Adapted Scale) 412 90 91 .92 .05 .06
Model-2 Six factors-34 items (the Original Scale) 6.12 .69 .81 .79 12 .10

When Table 2 is examined, the model for the six-factor structure of the scale developed in the
United States seems to be not having adequate fit values on a sample in Turkey. Accordingly, the four-
factor structure of the 24-item scale can be said to have displayed a better fit in Turkey's conditions.

Findings related to reliability analysis: While the internal consistency reliability coefficients (a) of
the scale items were ranging from .80 to .91, this coefficient for the whole scale was found to be .89.
The internal consistency of the scale was calculated as .85, .82, .81, .89 according to the factors,
respectively. These results show that the answers given to the scale items are consistent (Buyukozturk,
2019). However, to determine test-retest reliability, the scale was re-applied to 52 participants selected
from the CFA sample after three weeks. Test-retest reliability coefficient (r) of the scale was calculated
as .85, .81, .83 and .89 according to factors, respectively (p< .01). The test-retest reliability coefficient (r)
of the scale items ranged from .79 to .89 while this coefficient for the whole scale was calculated as .81
(p< .01). According to these results, it can be said that the responses to the scale are stable over time.

Findings related to item analysis: The differences between the total scores of the factors and the item
scores of the 27.00% upper and lower groups were examined by t-test for independent samples.
Accordingly, t values of all items were significant (p< .01) and varied from 18.03 to 23.25; from 12.27 to
23.43; from 22.62 to 41.39 and from 19.42 to 34.29 according to the factors, respectively. However, the
adjusted item-total correlation coefficients were statistically significant (p< .01) and varied between .79
and .91; .75 and .82; .75 and .90; and .73 and .85 according to the factors, respectively. These results
indicated that the distinctiveness of the scale items was high. Table 3 shows the factors of the scale, the
distribution of factor loads according to items, item-total correlation coefficients (r) and t-values of the
27.00% lower-upper groups.

473



Mustafa FIDAN, Murat DEBBAG, Baris CUKURBASI — Pegem Egitim ve Ogretim Dergisi, 10(2), 2020, 465-492

Table 3.

Results of the Item Analysis.

Items r t Items r t
1 .79 18.03** 13 77 22.62**
2 .83 21.40** 15 .75 28.73**
3 .90 23.25** 17 .75 21.90**
4 .85 21.80** 18 73 19.42%*
5 91 22.42** 20 .75 22.75**
6 .80 13.19%* 21 .78 25.42%*
7 .82 12.27** 23 .78 27.12**
9 .75 23.43** 24 .80 34.29**
10 .82 19.85** 25 .85 33.25**
31 .81 19.32%** 26 .81 28.85**
11 .89 34.40** 28 .78 24.42%*
12 .90 41.39** 34 .78 24.87**

Discussion, Conclusion and Implications

Technology Proficiency Self-Assessment Questionnaire (TPSA C-21) developed by Christensen and
Knezek (2017) for 21st Century Learning was adapted into Turkey's conditions and teachers' self-
assessments were examined in terms of variables of gender, school type, postgraduate education status
and year of service. As a result of the adaptation of the original scale consisting of 34 items and six
dimensions into Turkish, 24 items were collected under four dimensions. In the first stage of the scale
adaptation process; original scale items were translated from the target language into the source
language and expert opinions were obtained with respect to the content and face validity of the
adapted scale. A linguistic equivalence study was conducted to determine whether there was an error in
the translation phase of the scale items and to reveal its relationship with the original form. EFA and CFA
were used to determine the construct validity of the scale and reliability analyses of the items were
performed. As a result of the EFA, the scale in Turkey's conditions was found to have a four-factor
structure, and 6 items were excluded from the scale due to having inadequate factor loads while 4 items
were removed due to displaying overlapping values. The first three factors of the original scale ("E-mail",
"WWW" and "IA") remained same, but the other three factors were combined within a general
structure titled "TT".

There are several scale adaptation studies that have changed factor names and factor structures of
the original scales in the literature (Unal & Teker, 2018; Onder & Besoluk, 2010; Kutu & Sozbilir, 2011;
Kaya, Kaya, & Emre, 2013; Koh, Chai, & Tsait, 2010; Isik & Demirel, 2018). In the document review study
conducted by Boztung-Oztiirk, Eroglu, and Kelecioglu (2015), it was observed that a number of items
were removed in 38 of 108 scale adaptation studies and no new item was recommended and the
number of items in 4 of those studies remained unchanged but appeared on a dimension different from
the dimension in the original scale. There are studies in the literature that provide evidence for
removing a large number of items from the scale during the adaptation process (Afacan, Karakus, &
Usak, 2013; Isik & Demirel, 2018; Kutu & Sozbilir, 2011).

In the current study, the most important factor affecting the change in the factor structure and
number of items of the scale is thought to be the cultural differences between the country in which the
scale was developed and the country in which the scale was adapted. In this regard, the Technological
Pedagogical Content Knowledge Scale was adapted into Turkey's conditions by Kaya, Kaya, and Emre
(2013) and the factor structure of the scale was altered as a result of the study. It was explained that the
reason for this alteration could be the difference in terms of teacher characteristics and opportunities
between the United States, where the original scale was developed and Turkey, where the adaptation
was conducted. According to Klassen (2004), self-efficacy is influenced by cultural elements. Boztung-
Oztiirk, Eroglu, and Kelecioglu (2015) suggest that biases stemming from the scale structure may appear
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in the measurement tool if the original scale does not correspond to the culture into which it is adapted
and errors should be eliminated by taking into account these factors in the scale adaptation process.
However, they also state that researchers and subject area experts who developed the original scale
should be contacted to decide over the items that need to be statistically excluded at the end of the
scale adaptation process (Boztung-Oztiirk, Eroglu, & Kelecioglu, 2015). In this direction, in the current
study, the necessary procedures were performed by determining the factor structure of the scale after
taking the opinions of both field experts and researchers who created the original scale.

The 31st item (I can download and watch movies/videos) under the "TET" factor in the original scale
was included under the "WWW?" factor in the current scale. This situation is thought to be due to
individual and cultural differences between the target group to which the scale was adapted and the
target group to which the original scale was applied. Besides, there was a consensus that the item 31,
which appeared under the "WWW "factor, was structurally compatible with other items under this
factor. In this regard, it was decided to include this item under the "WWW "factor in accordance with
the opinions of field experts and researchers who formed the original scale. There are examples of
similar situations in the literature. To exemplify, it was stated that two items were placed under another
factor in the computer anxiety scale which was adapted into Turkish (Cavus & Giinbatar, 2008). In the
studies, it was also seen that the items under separate factors were gathered under the same factor
(Kaya, Kaya, & Emre, 2013).

Several activities regarding the use of technology in education have been carried out within the
scope of the FATIH Project supported by the Ministry of National Education in Turkey; interactive
whiteboards have been placed in 47158 schools since January 2019, the internet infrastructure at
schools have been enhanced, a trouble-free access to the content services of the MoNE has been
ensured, the online social education platform "EBA" has been created and teachers have been provided
with the necessary training on how to use it (MoNE, 2019). Despite these improvements and
innovations in the learning environments, the MoNE uses a filter in the internet service that it provides
to schools. This filter prevents access to many video-music platforms and social networks at school. In
addition, in-service training provided to teachers by the MoNE for ICT use are not at the level of
integration of technology into education, but rather at the level of ICT literacy (Basak & Ayvaci, 2017). In
addition, Cukurbasi and Kiyici (2018) stated that teachers' awareness and preferences towards new
technologies were weak and the courses and contents related to this subject matter were not
comprehensive enough in the faculties of education. Moreover, in this study, positive results were
obtained in terms of raising the awareness of prospective teachers about new technologies.

In consideration of all these explanations above, it is also believed that the items removed from the
original scale in the process of adaptation into Turkish were affected by the differences between the
country where the scale was created and the one where the scale was adapted in terms of the
opportunities of schools for using and teaching relevant technologies as well as the cultural differences.
For example, the items "I can download and listen to podcasts/audiobooks ", "I can use social media
tools for instruction in the classroom (e.g. Facebook, Twitter, and others)" and "l can write an essay
describing how | would use technology in my classroom" can be said to have been affected by such
situations. Briefly, the 24-item and 4-factor structure of the scale which was adapted in accordance with
the findings of the present study is considered to be valid and reliable in the conditions of Turkey. This
adapted scale can give an idea about teachers' technology proficiency, especially in the digital age.
Although, technopedagogical competences factor in which Orhan-Goksun (2016) developed a scale to
determine 21st century skills are not similar to the scale in this study, but its content has micro level
similarity. On the other hand, although there are similar measurement tools concerning 21st century
skills in Turkish context (Anagln, Atalay, Kilig, & Yasar, 2016; Coban, Bozkurt, & Kan, 2019, Giir-Erdogan
& Arsal, 2016; Orhan-Goksun & Kurt, 2015), target population and focus of these scales differ.

It was observed that some of these studies were Turkish adaptations of scales related to ISTE
standards, one of the 21st century qualifications (Coklar & Odabasi, 2009; Simsek & Yazar, 2016).
However, in these studies, adaptation was carried out by collecting data from prospective teachers. Only
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Simsek and Yazar (2016) collected data from secondary and high school teachers in addition to
prospective teachers in their research. Gurilti, Aslan and Alci (2018) analyzed 21st century teaching
skills used by primary schools teachers according to various variables. In this context, data were
collected from teachers working in primary and secondary schools by the scale developed by Orhan-
Goksun (2016) and an evaluation was made under the factor of technopedagogical competencies. With
this aspect, adapted as part of the research, TPSA C-21 differs in target audience and focus. Also, the
scale adapted into Turkish can be applied to 21st century teachers working in pre-school, primary,
secondary and high school levels in private or public institutions. In-depth investigations can be carried
out by performing statistical analysis of the scores obtained and variables (dependent or independent)
examined within the scope of the research.

As with any study, this study has certain limitations. Since the sample of the study consists of
teachers who are currently working in primary, secondary and high school levels only in the central
district of Bartin and contributing to the research voluntarily, it may be difficult to generalize the
research results to the samples in different regions. In addition, this study does not include the teaching
staff working in higher education level and prospective teachers studying in faculties of education.
Therefore, the study can be carried out on different samples considering regional, cultural and
educational differences, and the comparative re-examination of the psychometric properties of the
scale may contribute to the validity and reliability of the scale. Especially, the instruments regarding
instructional technologies may inherently become outdated over time and so they may be insufficient to
reveal technological competencies of educators. Further research can test an extended version of the
scale by revising its items in terms of emerging technologies.
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Turkish Version

Girig

Dijital ¢cag olarak kabul edilen 21. ylizyilda yasanan teknolojik gelismeler, hemen her alanda oldugu
gibi egitim alanini da etkilemis, Ogretim faaliyetlerine yeni bir boyut kazandirmistir. Teknolojinin
degisime acik ve yenilik¢i yoni egitimin dinamik dokusuyla értiismekte, bu sayede karsilikh belirleyici bir
siire¢ olusmaktadir. Ozellikle dijitallesme kavramina sinif atlatan ve inovasyon siirecini kisaltmayi
ongoren Endustri 4.0 ile birlikte, ginimlz ve gelecekte bireylerin sahip olmasi gereken 21. ylzyil
becerileri de degisime ugramaktadir. Nitekim bu becerileri ortaya koymak adina galismalar yapan Egitim
ve Becerilerin Gelecegi (The Future of Education and Skills [OECD]) (OECD, 2018) 21. Yiizyil Becerileri igin
Ortaklik (Partnership for 21st Century Skills [P21]) (Partnership21, 2017), Ulusal Egitim Teknolojisi
Standartlari (National Educational Technology Standards [NETS/ISTE]) (ISTE, 2016) 21. Yuzyll
Becerilerinin Degerlendirilmesi ve Ogretimi (Assessment and Teaching of 21st Century Skills [ATCS21S])
(Care vd., 2018), 21. Yuzyil Becerileri i¢in Egitim Sistemi Uyumu (Education System Alignment for 21st
Century Skills) (Care vd., 2019) ve Beceri ve Kapasite (Skills and Capacity [HEART]) (Dunbar, 2015) gibi
kurum ve kuruluglarin raporlari analiz edildiginde belirlenen ortak becerilerden birisinin “bilgi, medya ve
teknoloji becerileri” oldugu goriilmektedir.

Diger taraftan Melbourne Universitesi tarafindan desteklenen Microsoft, Intel ve CISCO
sponsorlugunda diinya ¢apinda 60 kurumu kapsayacak sekilde gercgeklestirilen ATC21S projesinde, 21.
ylzyll becerilerinin egitimle verilmesinde dijital okuryazarlik becerisinin 6nemi ortaya konmus,
miifredatlarda yer almasi gerektigi vurgulanmistir (Binkley et. al., 2012). S6z konusu beceri; 21. yuzyil
bireylerinin dogru kaynaktan dogru bilgiye ulasmasi, segmesi ve kullanmasinin yani sira bilgi ve iletisim
teknolojileri (BIT) okuryazarligini da (Byungura , 2018; Gaible, Mayanja, & Michelazzi, 2018; Kylonen,
2012; Lewin & McNicol, 2015) icermektedir. Bununla birlikte teknolojinin strekli gelismesiyle bireylerin
yeni teknolojilere uyum saglamasi da beklenmektedir. Dijital akicilik olarak tanimlanan bu yeterlilik; Ust
diizey distinme becerileri ile dijital okuryazarlik becerilerinin sentezinden olusmaktadir (Pinho & Lima,
2013). Dolayisiyla 21. yiizyil becerileri bu haliyle glinimlz ve gelecegin egitim anlayisinda artik temel
yonlendiricilerden birisi haline gelmektedir.

Yeni binyilin 6grenen ozelliklerinin ¢aga paralel olarak degistigini vurgulayan OECD’ye (2018) gére;
ogrenciler artik farkl bilissel beceriler ortaya koymakta, teknolojiyi hayatlarinin vazgegilmez bir unsuru
olarak gdérmekte ve biyiik oranda gevrimici olduklar dijital bir yasam siirdiirmektedir. Ogretim
faaliyetlerinde yer alan ve egitimde teknoloji entegrasyonunda kilit rol Ustlenen tiim paydaslarin da bu
anlamda yetkinliginin artirilmasi  gerekmektedir. Dijital vyerliler olarak adlandirilan glinimiz
o6grencilerinin aile ve arkadaslarindan sonra en fazla iletisime gectigi paydasin 6gretmenler oldugu
bilinmektedir (Riegel & Mete, 2018). Genel manada iyi 6gretmenlerin basarili 68renciler yetistirdigi
(Darling-Hammond, 2015; Hill, Beisiegel, & Jacob, 2013) dusiunilduginde, spesifik olarak 6grencilerine
bu becerileri kazandirmasi beklenen 6gretmenlerin yine bu becerilerde yeterlik sahibi olmalarinin 6nemi
daha da belirginlesmektedir (Debbag, 2018; Gorgiili & Kuglikali, 2018; Harris, Mishra, &Koehler, 2009;
Mazman & Kogak-Usluel, 2011; Vo & Nyugen, 2010). Ogretmenlerin bu anlamdaki yeterlikleri, kendi
mesleki gelisimlerinin yani sira teknolojiyi kullanma noktasinda 6grencilerine 6rnek olma durumlarini da
etkilemektedir (Dag, 2016). Bu baglamda tim 0&grencilerin ihtiyaclarini karsilayacak sekilde
o6gretmenlerin profesyonel gelisiminin desteklenmesi gerekmektedir (Sprott, 2019).

ISTE tarafindan belirlenen standartlarda egiticilerin derslerinde teknolojiyi kullanmalarina yonelik
Profesyonelligin Giglendirilmesi (6grenen, lider ve vatandas) ve Ogrenme Katalizérii (isbirlikgi, tasarimci,
kolaylastirici ve analist) basliklari altinda yedi standart yer alirken (ISTE, 2016), Tirkiye’de MillT Egitim
Bakanligi (MEB) tarafindan belirlenen 6gretmen yeterliklerinde teknoloji ile ilgili 16 farkli performans
gostergesi yer almaktadir (MEB, 2017). Basarili bir 6gretimin planlanmasi ve uygulanmasi, teknolojinin
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pedagoji ve icerikle nasil iliskili oldugunu anlamayi gerektirmektedir (Koehler, Mishra, & Yahya, 2007).
Nitekim ogretmenlerin mesleki gelisimlerinin merkezinde yer alan ve nitelikli 6gretmen kavraminin
vazgecilmez unsuru olarak kabul edilen Pedagojik Alan Bilgisi (PAB-PCK) son yillarda teknolojiyi de kendi
icerisine gekerek Teknolojik Pedagojik Alan Bilgisi (TPAB) olarak anilmaya baslanmistir (Kaya & Yilayaz,
2013). Alanyazinda TPAB, 6gretmen adaylarinin gelistirmesi gereken kritik bir bilgi tabani olarak
tanimlanmaktadir (Angeli & Valanides, 2005). Teknoloji entegrasyon modeli olan TPAB’da Mishra ve
Koehler (2006), pedagojik kavram ve tekniklerden olusan 6gretim iceriginin 6grenilmesinin teknoloji ile
nasil kolaylastirilabilecegi Uzerinde durmuslardir. Dolayisiyla bu modelde, egitim teknolojilerinin
pedagojik olarak saglam temellere dayandiriimasi gerekmektedir (Ferdig, 2006; Koehler et. al., 2007).
Modelin Gzerine insa edildigi teknoloji, pedagoji ve alan bilgisi 6gelerinden “teknoloji bilgisi”; nispeten
basit teknolojilerden (tahta, kitap vb.) daha karmasik dijital teknolojilere (internet, bilgisayar, videolar
vb.) kadar tim egitsel teknolojileri kapsamaktadir (Koehler et. al., 2007; Mishra & Koehler, 2006). Buna
ilaveten arastirmacilar, bilgi-iletisim teknolojileriyle ilgili becerilerin ise; bilgisayar yazillm ve donanim
bilgisinin yani sira internet tarayicilarini, e-posta sistemini, kelime islemci programlarini kullanma gibi
becerileri icerdigini belirtmislerdir.

Egitimde teknoloji entegrasyonunun bir bileseni olarak teknolojik altyapiya yonelik ise Tirkiye'de
ozellikle son 20 yilda hayata gegirilen gesitli projelerle okullarin altyapisi gligclendiriimeye calisiimigtir.
Temel Egitimi Gelistirme Projesi (TEGEP) ile 1998-2007 yillari arasinda 5800 okula Bilgi iletisim
Teknolojileri (BIT) sinifi kurulmustur. Ayrica BiT araglarinin daha etkin kullaniminin yani sira tim
o6gretmen ve Ogrencilere yayginlastirlmasi amaciyla 2011 yilindan bu yana Firsatlari Artirma ve
Teknolojiyi iyilestirme Hareketi (FATIH) Projesi yiiriitiilmektedir (MEB, 2012). Ancak teknolojik altyapinin
iyilestirilmesi, teknolojinin egitime entegre edilebilmesi icin tek basina yeterli degildir (Kaya & Kogak-
Usluel, 2012; Perkmen & Tezci, 2011). Bu noktada 6g8rencinin agirhkh olarak teknoloji Uzerinden
dgrendigi TiP | veya &grencinin-6grenmenin merkezde yer aldigi, aktif olarak kendi 6grenmesinden
sorumlu oldugu TIP Il entegrasyon yaklasimlari devreye girmektedir (Maddux & Johnson, 2005). TiP |
yaklasiminda teknoloji, 6gretmenin dgrencilere temel bilgileri vermesinde yardimc bir arag iken; TiP II
yaklasiminda 6gretmen teknolojik 6grenme ortamini tasarlamakta ve 6grencilere rehberlik etmektedir
(Tezci, 2016). Her iki durumda da 6gretmenlerin yukarida deginilen teknolojik, pedagojik ve alan
bilgilerini sentezleyerek siirece dahil etmeleri, bu entegrasyonu kolaylastiracak ve gliclendirecektir
(Orhan-Goksun, 2016; Schmidt et. al., 2009). Bu baglamda diger iki bilgi turtyle butinlestirmek lzere
o6gretmenlerin gaga uygun teknolojik yeterliklerini arastiran galismalarin yapilmasi 6nem arz etmektedir.

Diger taraftan egitsel teknolojilerden en iyi diizeyde verim alinabilmesi igin yeni teknolojileri
kullanma noktasinda yetkinlige sahip 6gretmenlere ihtiya¢ oldugu aciktir (Brun & Hinostroza, 2014;
Ertmer, Ottenbreit-Leftwich, Sadik, Sendurur, & Sendurur, 2012; Koh, Chai, Benjamin, & Hong, 2015;
Orhan-Goéksun, 2016). Holmberg, Fransson ve Fors’a (2018) goére dijital teknolojilerin 6gretme ve
6grenme faaliyetlerine entegre etme becerileri 6gretmen profesyonelliginin bir parcasidir. Bu baglamda
dijital cagda egiticilerin mesleki gelisimlerinde 21. ylzyil egitim gereksinimlerinin karsilanmasi i¢in esas
olan beceri ve egilimlerin kazandiriimasi gerekmektedir (Sprott, 2019). Ogretmenlerin teknoloji
yeterlikleri de bu beceri ve egilimler arasinda yer almaktadir. Bununla birlikte 6gretmenlerin sahip
oldugu teknolojik yeterlikler, dijital yerli olarak adlandirilan yeni nesil 6grenenlerin hem 06grenme
faaliyetlerinin gergeklestiriimesine hem de gilinlik yasamda teknolojinin daha etkin kullanimina yonelik
gereksinimlerin karsilanmasinda belirleyici bir rol oynamaktadir.

Alanyazin incelendiginde, yakin dénemde vyapilan calismalarda 6gretmenlerin teknolojik ve
teknopedogojik bilgiler baglaminda kendilerini yeterli hissetmediklerine (Durak & Seferoglu, 2017;
Karadeniz & Vatanartiran, 2015), teknopedagojik beceri kullaniminin diger becerilere gére daha diistk
olduguna (Garba, Byabazaire, & Busthami, 2015, Orhan-Goksun & Kurt, 2017) yonelik kanitlar ortaya
konmustur. Dolayisiyla 6gretmenlerin kendilerini mevcut durumdan daha iyi duruma tasiyabilmeleri
sirecinde yeterliklerinin sorgulanmasi olduk¢ca 6nemlidir (Christensen & Knezek, 2017; Orhan, Kurt,
Ozan, Vural, & Tirkan, 2014). Bununla birlikte, 6zellikle son zamanlarda arastirmacilarin farkli 6lgme
araglar gelistirerek 21. yuzyil yeterliliklerini ortaya koymaya calistiklari gérilmektedir (Anagin, Atalay,
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Kilig, & Yasar, 2016; Coban, Bozkurt, & Kan, 2019, Glr-Erdogan & Arsal, 2016; Orhan-Goksun & Kurt,
2015). So6z konusu 6lgme araglarinin ortak yanlari; ¢agin 6grenen 6zelliklerini ya da hayat boyu 6grenme
becerilerini (elestirel diisinme, problem ¢6zme, yaraticilik, girisimcilik gibi) blttincil bir bakis agisiyla ele
almalari olarak gorilmektedir. Oysaki bu yeterliklerin genel bir yaklasimdan ziyade belirli bir igerige
yonelik olarak analiz edilmesi; hem 21. ylzyil becerilerine yonelik daha detaylh iliskisel ¢ikarimlarin
yapilmasi hem de konuyla ilgili daha kapsaml ve somut kanitlara ulasiimasi agisindan egitsel baglamda
onemli gorialmektedir. Dolayisiyla 21. yizyil becerilerinin alt boyutlarina yénelik de 6lgme araglarinin
gelistiriimesine ihtiya¢ duyulmaktadir.

Daha 6nce vurgulandigi gibi, bu becerilerin en 6nemli sa¢ ayaklarindan birisi de teknoloji yeterlilikleri
olarak gériilmektedir. ilgili alanyazinda 6zellikle egiticilere yénelik 21. yizyill 6grenmelerinde teknoloji
yeterlik diizeyini belirlemek icin kullanilan gecerli ve giivenilir 6lgme araglari sinirl sayidadir. Ropp (1999)
tarafindan gelistirilen TPSA (Technology Proficiency Self-Assessments) 6l¢egi uluslararasi baglamda kabul
gormis ve farkli Glkelerin kosullarina da uyarlanarak ulusal baglamda kullanilmistir. Orijinal TPSA
maddeleri, ISTE Teknoloji Standartlari yazim ekibi tarafindan 6nemli oldugu belirlenen alanlardaki
yeterlikleri degerlendirmek icin olusturulmustur. 20 maddeden olusan 6lgekte yer alan boyutlar; (i) “E-
posta”, (ii) “World Wide Web” (WWW), (iii) “Entegre Uygulamalar” ve (iv) “Ogretimde Teknoloji
Entegrasyonu” olmak Uzere doért yeterlik alanini temsil etmektedir. Ropp (1999) 6lgegin 6gretmenlerin
ve O0gretmen adaylarinin egitimde teknoloji kullanabilmelerine yonelik mesleki yeterliklerini dlgmek ve
bu sayede yeterliklere yonelik ilerlemelerini saglamak adina gelistirildigini belirtmistir. Olgegin Tiirk
kaltirine uyarlama c¢alismasi Gengtiirk, Gok¢ek ve Gilines (2010) tarafindan 205 6gretmen adayi
Gzerinde yapilmis, arastirma sonucunda 6lgek maddelerinin tek faktorla bir yapida oldugu gérilmistir.

Christensen ve Knezek (2017) ise TPSA 6lgeginin 15 yili askin siiredir saygin psikometrik 6zelliklerini
koruyarak birgok c¢alismada kullanildigini ancak, glinimiiz teknolojilerine yonelik yeterlikleri de igeren
yeni bir versiyonuna ihtiya¢ oldugunun altini gizmislerdir. Bu dogrultuda Christensen ve Knezek (2017)
TPSA olgegini 21. yuzyil teknolojik becerilerine uygun olarak giincellemis ve TPSA C-21 isimli yeni bir
versiyon olarak alanyazina kazandirmislardir. TPSA C-21 gelistirme ¢alismasi 466 6gretmenin katilimiyla
gerceklestirilmistir ve Ropp (1999)’un gelistirildigi olcegin boyutlarina ek olarak “Gincel Teknolojilerle
Ogretim” ve “Giincel Teknoloji Becerileri” boyutlari eklenmistir. Gecgerlilik ve giivenilirlik calismalari
sonucunda 34 maddeden olusan TPSA C-21'in son versiyonu alti faktorli bir yapiya sahiptir.

Yukaridaki agiklamalar 1siginda mevcut arastirmada Turkiye’deki 6gretmenlerin profesyonel
gelisimlerine katkida bulunmak ve mevcut durumu sorgulayabilmek adina 6gretmenlerin 21. yazyil
teknoloji yeterliliklerini dlgebilecek bir dlgme aracinin ortaya konmasi amacglanmistir. Bu dogrultuda
arastirmada, orijinali Ropp (1999) tarafindan TPSA Olgegi olarak gelistirilen ve Christensen ve Knezek
(2017) tarafindan 21. yuzyil becerileri kapsaminda yeniden diizenlenerek alanyazina kazandirilan TPSA C-
21 o6lgeginin Tirkge'ye uyarlamasi yapilarak gecerlik ve givenirlik calismasi yapilmistir.

Yontem
Katilimcilar

Arastirmaya Bartin ili Merkez ilgesinde yer alan 58 devlet okulunda (19 ilkokul, 24 ortaokul, 15 lise)
gorev yapan Ogretmenler arasindan goénullik esasina dayali olarak 606 Ogretmen katilmistir.
Katilimcilarin 302’si (49.80%) erkek 304G (50.20%) kadindir ve hizmet yili ortalamasi M = 15.93"tir (En
Daslik = 1, En Yiksek = 40, SS = 9.65). Bununla birlikte katilimcilarin 209°u (34.49%) ilkokul, 226’si
(37.29%) ortaokul ve 151’i (24.92%) lise dizeyindeki okullarda gorev yapmakta olup, 134 katilimci
(22.11%) ise lisansiistii egitimini tamamlamistir. Ogretmenlerin branslarina gére dagilimi Ek-1'te
verilmistir.

Veri Toplama Araglari ve Aragtirma Siireci
Arastirmada Christensen ve Knezek (2017) tarafindan Amerika’da gelistirilen 6lgegin (TPSA C-21)

Tirkiye kosullarina uyarlamasi yapilarak kullanilmistir. Bu 6lgek 34 maddeden (timi olumlu) olusan 6
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faktorlii bir yapiya sahiptir. Olgekte yer alan maddelerin faktorlere dagihimi: E-posta (1-5. maddeler);
“WWW” (6-10 maddeler); “Entegre Uygulamalar” (11-15. maddeler); “Teknolojiyle Ogretim” (16-20.
maddeler); “Giincel Teknolojilerle Ogretim” (21-29. maddeler); “Giincel Teknoloji Becerileri” (30-34.
maddeler) seklindedir.

Christensen ve Knezek (2017), TPSA olcegindeki maddelerin bilgisayarli 6grenme ve G6gretme
kapsaminda gelistirilmis olsa dahi esasen bilgisayar 0z-yeterliginin baglamsal bir Ol¢lisi oldugunu
belirtmektedir. Ropp (1999) tarafindan gelistirilen 6lgegin ilk hali (TPSA) ve Bilgisayar Oz-yeterlikleri
Olgegi arasinda giiclii bir iliski vardir ve bu durum TPSA’nin yapi gecerligini destekler niteliktedir (Ropp,
1999). Bu dogrultuda TPSA ve TPSA C-21 olgeklerinde her iki arastirmada da deginildigi Gizere 6z-yeterlik
ifadelerinin yer aldigi maddelere yer verilmistir.

Olgek katihmcilarin 5li likert tipinde (1: Kesinlikle Katilmiyorum, 2: Katilmiyorum, 3: Kismen
Katiliyorum, 4: Katiliyorum, 5: Kesinlikle Katiliyorum) cevap verebilecegi sekilde hazirlanmistir. Olgek
uyarlama calismasindan once, Olcegi gelistiren birinci yazar R. Christensen ile mail yoluyla iletisime
gegilerek gerekli izinler alinmistir. Olgek maddelerinin ingilizceden Tiirkgeye cevirisi yapilmis ve orijinal
oOlgek ile gevirisi yapilan 6lgek arasindaki uyum en az doktora derecesine sahip 12 (7’si Yabanci Dil Egitimi
ve 5 Bilgisayar ve Ogretim Teknolojileri Egitimi -BOTE- alaninda) uzmandan olusan bir ekip tarafindan
kontrol edilmistir. Bazi maddelerde yer alan ifadeler 6gretmenler agisindan Tirkiye kosullarina gore
tekrar diizenlenmistir. Ornegin orijinal 6lgekte yer alan “kurum web sitesini” ifadesi “iiniversitemin veya
Milli Egitim Bakanhgi’'nin internet sitesini” seklinde revize edilmistir. Daha sonra geviriler bir araya
getirilerek 6lgcegin en uygun hali olusturulmustur.

Yapilan islemlerin ardindan 6lgek maddeleri (i¢ dil uzmani tarafindan tekrar ingilizceye geri cevirisi
yapilmis ve orijinal formuyla karsilastirmasi yapilarak dil tutarlihgi saglanmistir. Olgek dil ve anlasilirlik
acgisindan, iki Turk Dili uzmani (biri Tarkce egitimi digeri ise Turk Dili ve Edebiyati alaninda doktora
mezunu olan) tarafindan degerlendirilmis ve onlarin donitleri dogrultusunda bazi 6lgek maddelerinde
diizenlemeler yapilmistir. Sonraki asamada hem Tirkiye hem de Amerikan kiiltiriine hakim (¢ 6gretim
lUyesi tarafindan 6lgcegin uyarlanan son halinin hedef dilden kaynak dile tekrar gevirisi yapilmistir. Geri
ceviri isleminden sonra her iki kiltiire yonelik 6lcekler karsilastirilarak tekrar gézden gegirilmis ve bu
dogrultuda 6lcek formuna son sekli verilmistir.

Bu asamadan sonra, dlcegin kapsam ve goériinis gecerliligi icin, egitim teknolojisi alaninda calisan
sekiz 6gretim Uyesinden maddelerin uygunlugu icin goris alinmistir. Bu asamada Davis teknigi dikkate
alinarak, her maddede “uygun” ve “hafifge diizeltilmeli” segenegini isaretleyen uzmanlarin sayisinin
uzman sayisina béliinmesiyle elde edilen Kapsam Gegerligi indeksi (KGI) hesaplanmistir (Davis, 1992).
Maddelerin KGi degerleri .75 ile 1.00 arasinda degisirken 6lgegin genelinde ise bu deger .88 olarak
hesaplanmistir. Bu sonuglara gore 6lgek maddelerinin kapsam gecerliliginin kabul edilebilir dizeyde
oldugu séylenebilir (Davis, 1992). Olcegin dilsel esdegerliligini test etmek icin, Bartin Universitesi'nde
gdrev yapan ve ayni zamanda ingilizce diline hakim 39 akademisyene iki hafta arayla dlcegin énce Tiirkge
sonra ingilizce formu uygulanmistir ve her iki form arasindaki korelasyon katsayilari hesaplanmistir.
Olgegin son hali, uygulama éncesinde katilimcilar igin anlam karmasasi olusturabilecek ifadelerin tespiti
icin 15 6gretmene okutulmus ve bu dogrultuda karisiklik olusturan herhangi bir ifadenin olmadigi
gorulmistir.

Arastirmanin gerceklestirilmesi icin il Milli Egitim Mudirligi’nden gerekli resmi izin alinmistir.
Arastirmada 6lcek uyarlama calismasi yapilmistir. Olcegin faktér yapisinin belirlenmesinde, 6lcek
formlari ilk olarak Bartin ilinde 31 farkh devlet okulunda (10 ilkokul, 13 ortaokul, 8 lise) gérev yapan
toplam 712 &gretmene dagitiimis ve 399’u dlcekleri doldurarak geri bildirim saglamistir (Orneklem 1). 37
olgek eksik dolduruldugu icin degerlendirmeye alinmamis, 362 kisilik veri seti ile Agimlayici Faktor Analizi
(AFA) gergeklestirilmistir. Ardindan, Olgegin belirlenen faktoér yapisi ilk ¢alisma grubundan farkli bir
orneklem (zerinde Dogrulayici Faktor Analizi (DFA) ile test edilmistir. Bunun igin AFA bulgularina gore
son sekli verilen Olgek formlari Bartin ilindeki 27 farkli devlet okuluna (9 ilkokul, 11 ortaokul, 7 lise)
dagitilmis ve 257 6gretmenden geri doniit alinmistir (Orneklem I1). Formlardan 13’{ eksik dolduruldugu
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icin degerlendirmeye alinmamis, 244 gecerli veri setiyle CFA gergeklestirilmistir. Uyarlanan olgegin
giivenirlik analizi ise ikinci érneklemden secilen 52 katiimciyla gerceklestirilmistir. Olcegin doldurulmasi
7 ile 10 dakika arasinda stirmustiir. Arastirmanin sureci asagida Sekil-1'de 6zetlenmistir.

[ -lzinlerin alinmasi

-Kaynak dilden hedef dile ceviri Uygulama-l Uygulama-Il U)g_ylan'_lal_:ll
-Gerl cevirme iglemi (AFA) (DFA) ( ;‘r;“:l’;r}'
-Dil uygunlugu, kapsam ve gérinus

gecerliligi icin uzman gérislerinin * ’ ’

alinmasi

~E Al Ll sl sus SLIBEE Uk Orﬁeiﬁfm—l Orgeilﬁm—ll Ornlk?gm-ll
-Taslak dlcedin olusturuimas

-Dil esdegerliligi (n=39)

Sekil 1. Arastirma sireci.
Verilerin Analizi

Arastirmada verilerin analizinde SPSS 23 ve AMOS 21 programlari kullaniimistir. Arastirmada elde
edilen veriler 1siginda 6lgegin Turkiye kosullarinda yapi gecerliliginin saglanmasi amaciyla AFA ve DFA
gerceklestirilmistir. Analizler gerceklestiriimeden once kayip ve eksik veriler incelenmis, u¢ degerler
(outliers) kontrol edilmistir. Verilerin normal dagihm goésterip gostermedigi, 6rneklem buyuklGgunin
50’den blylk olmasindan dolayi, Kolmogorov Smirnov testi ile incelenmistir (Blyukoztirk, 2019). Analiz
sonucunda hem AFA (Z =.04, p =.15) hem de DFA (Z = .06, p = .29) igin p degerinin. 05’ten buyik oldugu
gorilmistir. Bunun yaninda, madde ayirt ediciligi belirlenirken %27.00’lik alt-Gist grup karsilastirmasina
yonelik verilerin normal dagilim gosterip géstermedigi de ayni analizle incelenmis ve p degerinin. 05’ten
bilylk oldugu gorilmistlr (Z = .04, p = .16). S6z konusu analiz sonuglarina gére verilerin normal dagilim
gosterdigi  soylenebilir (Blyiikoztirk, 2019). Ote yandan bu testin &6rneklem biyikliginden
etkilenmesinden dolayi verilerin ¢arpiklik ve basiklik degerleri (z degerlerine gére), histogramlar ve Q-Q
pilot grafikleri de incelenmis ve bunun sonuglarin normallik testi bulgulariyla tutarl oldugu gértlmistr.

Uyarlamasi yapilan 6lgegin faktér yapilari arasindaki uyum dereceleri; Diizeltilmis Uyum indeksi (AGFI
> .90), Karsilastirmali Uyum indeksi (CFl > .90), Tucker Lewis indeksi (TLlI > .90), Yaklasik Hatalarin
Ortalama Karekokid (RMSEA < .08) ve Standardize Edilmis Hatalarin Ortalama Karekodki (SRMR < .08)
degerlerinin kabul edilebilir olma durumuna gore incelenerek yorumlanmistir (Hair, Black, Babin,
Anderson, & Tatham, 2006; Schumacker & Lomax, 2010; Kline, 2016). Ayrica bazi arastirmacilar model
uyumu icin x2/sd oraninin 5’ten kii¢lik olmasinin da kabul edilebilir oldugu yoniinde gorus bildirmistir
(Schermelleh-Engel, Moosbrugger, & Miiller, 2003; Kline, 2016). Ancak, mevcut arastirmada ki-kare (x2)
degerinin 6rneklem buyiikliglinden etkilenmesinden dolayi (Jéreskog & Sérbom, 1993) bir uyum 6lgiti
olarak kullanilmamis serbestlik derecesi (sd) ile orani sadece bilgi amacli olarak verilmistir. Olgek
maddelerinin gilvenirligi icin Cronbach alpha (a) i¢ tutarlilik katsayisi ve test-tekrar givenilirlik katsayisi
(r) hesaplanmistir. Glvenilirlik igin .70 degeri minimum 6l¢lt olarak kabul edilmistir (Buyukoztiirk, 2019).

Bulgular
Olgek Uyarlama Calismasina iliskin Bulgular

Dilsel esdegerlilik bulgulari: Olgegin dilsel esdegerliligini test etmek igin Bartin Universitesi’nde gérev
yapan ingilizce diline hakim 39 akademisyene iki hafta arayla 6lgegin dnce Tiirkce sonra ingilizce formu
uygulanmistir. Buna gore Olgegin 6zglin hali ve Tirkceye uyarlanmis bicimi arasinda elde edilen
korelasyon katsayisinin anlamli ve yliksek diizeyde oldugu tespit edilmistir (r = .84, p<. 01). Genel olarak
maddeler arasindaki korelasyon katsayilari .62 ile .91 arasinda degismektedir. Formlar arasinda
faktorlere gore dilsel esdegerlilik katsayilari (r) ise; “E-posta” faktori icin .87, “WWW” faktéri icin .80,
“EU” faktdrii icin .78 ve “TO” faktérii icin .86 olarak bulunmustur.
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AFA’ya iliskin bulgular: Olgme aracinin yapi gegerliligini belirlemede, 362 katilimcidan elde edilen
veriler Gizerinden AFA gerceklestirilmistir. Orneklem biytklGginin AFA igin uygunlugu Kaiser-Mayer
Olkin testi ile incelenmis ve bu deger .93 olarak bulunmustur. KMO degerinin .70’ten biyiik olmasi
orneklem sayisinin AFA igin yeterli olduguna isaret etmektedir (Bryman & Cramer, 1999). Verilerin
uygunlugunu kontrol etmek igin Bartlett Kiiresellik Testi kullanilmistir. Ol¢iim sonucunda (x2= 9854.95,
p< .01) verilerin AFA icin uygun oldugu sdylenebilir (Tabachnick & Fidell, 2007). Gergeklestirilen ilk AFA
sonucu 6lgek maddelerinin toplam varyansin %68.15’ini olusturan 4 alt faktor altinda (6zdegeri 1.00’den
biyuk) toplandigini gostermistir. Ayrica faktor sayisinin belirlenmesinde yamag birikinti grafigi de (scree
plot) incelenmis, kirllma noktalari géz oniinde bulundurularak o6lgegin dort faktorli bir yapida
incelenmesine karar verilmistir (Ek-2).

AFA gerceklestirilirken temel bilesenler analizi kullanilmis, maddeler varimax dik déndirme
tekniginden yararlanilarak rotasyona tabi tutulmustur. Olcek gelistirme calismalarinda iki ya da daha
fazla faktor yapisinin oldugu durumlar igin varimax sik kullanilan bir ortoganal (dik) déndirme
yontemidir. Faktorlerin ve iliskili maddelerin yorumlanmasinda ayni zamanda sonuglarin rapor
edilmesinde kolaylik saglamasi amaciyla, bu teknik secilmistir (Blyikéztiirk, 2019). ilk hali 34 madde
olan 6lgegin analizi sonucunda ortaya ¢ikan faktor yik dagilimlari incelenmistir. Faktor yiki .40'in
altinda olan alti madde (29, 16, 14, 32, 33, 22. maddeler) ve farkh faktérler altinda binisik faktor
yuklerine (.10’dan kuglik) sahip olan (Costello & Osborne, 2005) dért madde (8, 16, 19, 30. maddeler)
oOlgekten gikartilmigtir. Bunun igin her bir madde tek tek analiz disi birakilarak AFA tekrarlanmis ve
olgegin en uygun faktoér yapisi belirlenmistir. AFA sonucunda, orijinal 6lgegi olusturan “Teknolojiyle
Ogretim” (TO), “Gincel Teknolojilerle Ogretim” (GTO) ve “Giincel Teknoloji Becerileri” (GTB) alt
boyutlari tek bir faktér altinda toplanmistir. Bununla birlikte, orijinal élcekte “GTO” alt boyutunda yer
alan 31. maddenin (Film/video indirebilir ve izleyebilirim) mevcut arastirmada ikinci faktor (WWW)
altinda yer aldigi gorilmustir. Bu faktor yapisinin kapsam gegerliligi ve ilgili maddenin uygunluguna
y6nelik sekiz alan uzmanin (egitim teknolojisi alaninda ¢alismalari olan) gorisiine bagvurulmustur. Ayrica
ozgilin Olgegi olusturan arastirmacilarla tekrar iletisime gecilmis, uyarlanan o6lgegin faktor yapisi ve
maddelerin dagilimiyla ilgili gorisleri de alinmistir. Geri donitler dogrultusunda son faktoér “Teknolojiyle
Ogretim” (TO) seklinde isimlendirilmis, diger faktorler ise orijinal &lgekteki haliyle kalmistir. ilgili
maddeye yonelik ise uzmanlar, kapsam olarak ikinci faktorde ele alinmasi gerektigine yonelik ortak gorus
bildirmislerdir. Tim bu islemler sonucunda, 6lgegin 24 maddeli dort faktorli bir yapiya sahip oldugu
gorulmistir. Bu yapida yeni teknolojilere yonelik maddelerin tek bir faktor altinda ve genel bir sekilde
toplandigi dikkat cekmektedir.

Olgegi olusturan tim maddeler toplam varyansin %68.98'ni agiklamaktadir. Spesifik olarak, bes
maddeden olusan “E-posta” faktorli toplam varyansin %17.12’sini; bes maddeden olusan “WWW”
faktori %8.07’sini; dort maddeden olusan “Entegre Uygulamalar” (EU) faktorli %6.24’'ini ve dokuz
maddeden olusan “Teknolojiyle Ogretim” (TO) faktorii ise %36.54’(inii agiklamaktadir. Olgegin faktorleri
ve faktor yiklerinin maddelere gore dagilimi Tablo 1’de verilmistir.

Tablo 1 incelendiginde maddelerin yiik degerleri faktorlere gore sirasiyla .70 ile .83; .59 ile .76; .54 ile
.87; .51 ile .85 arasinda degisim géstermektedir. Field (2009) 6lcek maddelerinin faktor yikleri icin .40’in
kesim noktasi olabilecegini, .70 ve lzerinde faktor yiikiine sahip olan maddelerin ise milkemmel olarak
degerlendirilebilecegini ifade etmistir. Olgegin i¢ tutarhgina iliskin Cronbach alpha (a) degerleri
faktorlere gore sirasiyla .88, .85, .83, .79 olarak hesaplanmistir. Olgegin tiimiine y&nelik ise Cronbach
alpha (a) degeri .81’dir. Bu sonuglar 6lcek maddelerinin glvenilir oldugunu géstermektedir.

DFA’ya iliskin bulgular: Arastirmada AFA sonucunda Olcegin dortla faktorlli yapisinin farkh bir
orneklem Gzerinde dogrulanip dogrulanmadigi DFA kullanilarak test edilmistir. DFA igin en yiksek
olabilirlik (maximum likelihood) yontemi kullanilmistir. 244 6gretmen adayindan elde edilen veriler
kullanilarak gergeklestirilen DFA sonucunda (Model-1); 6lgegin 24 maddeli dort faktorli yapisinin kabul
edilebilir dizeyde uyum indekslere sahip oldugu tespit edilmistir (xz/sd =5.17, p < .01; AGFI = .89, CFl =
.90, TLI = .86, RMSEA = .06, SRMR = .07). Ote yandan, maddelerin modifikasyon indeksleri
incelendiginde, m6-m7, m21-m22 ve m6-m7 arasinda hata varyanslari arasinda anlaml iliskiler oldugu
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gorulmistir. DFA sonucunda maddelerin hata varyansi degerleri ise .42 ile .80 arasinda degistigi
hesaplanmistir. Bu degerlerin .90’dan kigiik olmasi model igin kabul edilebilir oldugunu géstermektedir
(Cokluk, Sekercioglu, & Buylikoztiirk, 2012).

Tablo 1.
Faktér Analizi Sonuglari (Déndiiriilmiis Bilesenler Matrisi).
Faktor Yikleri
Maddeler Fl F2 F3 F4

1. Bir arkadasima e-posta génderebilirim. .74
2. Bir tartisma forumuna (Facebook grubu gibi) abone olabilirim. .70
3. Bir alici listesi olusturarak, ayni anda birgok kisiye e-posta gonderebilirim. .82
4. E-posta mesajina bir dokiiman ekleyip génderebilirim. .83
5. Baskalarina gonderdigim mesajlarin kopyasini saklayabilirim. .75
6. Bir arama motoru (Google, Yandex vs.) kullanarak ilgilendigim konulara iliskin 66
web sayfalarini bulabilirim. )
7. Universitemin veya Milli Egitim Bakanhig’nin internet sitelerini arayip 75
bulabilirim. ’
9. Daha sonra tekrar donebilmek icin 6nceden ziyaret ettigim internet sitesini

s . .59
saklayabilirim (Ornegin, sik kullanilanlara ekleyerek).
10. Ogretim siirecinde kullanabilecegim birincil bilgi kaynaklarini internetten 76
bulabilirim. )
31. Film/video indirebilir ve izleyebilirim. .66
11. Hesap tablosunu (Excel gibi) kullanarak bir paket icerisinde yer alan renkli 87

sekerlerin oranini gosteren bir grafik (cubuk, daire gibi) olusturabilirim.
12. Grafiklerle gazete olustururum. .88
13. Baskalarinin dokiimanlari farkli kelime islemci programlarinda

okuyabilecekleri formatta (word, pdf, rtf, txt kaydetmek gibi) kaydedebilirim. >4
15. Bir konu ile ilgili 6nemli yazarlarin bilgileri ile ilgili bir veri tabani 62
olusturabilirim. ’
17. S6z konusu yazilmi konu ile bir butlin olusturacak sekilde birlestiren bir 62
ders ya da Unite hazirlayabilirim. '
18. Sinifta olmayan 6gretmenler ve 6grenciler ile is birligi yapmak igin 60
teknolojiyi kullanabilirim. ’
20. Sinifim icin satin alinacak olan teknolojiler icin bitce iceren bir plan 62
yazabilirim. '
21. Kendi 6gretim programima/ders planima mobil teknolojileri entegre 63
edebilirim. ’
23. Ogrencilerimin is birligi yapmasi icin bir blog ya da wiki olusturabilirim. .73
24. Ogrencilerimle uzaktan 6gretim yapmak icin cevrimigi araclari 82
kullanabilirim. ’
25. Ogrencilerin kendi cihazlarina sahip olduklari ortamlarda bire bir gretim 85
yapabilirim. '
26. Sinifimda 6grenci yanitlari igin akilli telefon ya da tablet bilgisayar 82
kullanmalarinin bir yolunu bulabilirim. '
28. Ogrencilerimin 6grenme aktivitelerine erisimi icin mobil cihazlar 66
kullanabilirim. ’
34. Bulut tabanh bir ortamda (Google Drive, Dropbox gibi) dosyalari

. . e .51
kaydedebilir ve geri alabilirim.
Ozdeger 4.03 1.90 1.47 8.84
% Aciklanan varyans yuzdesi 17.12 8.07 6.24 36.54
Croanbach’s Alpha (a) .88 8 .83 .79

F1: E-posta, F2:World Wide Web (WWW), F3:Entegre Uygulamalar (EU), F4:Teknolojiyle Ogretim (TO)
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Ayni faktorler altinda yer alan bu madde ciftlerine iliskin hata korelasyonlari da modele eklenerek
tekrar test edilmistir. DFA sonucunda, bu modelin iyi diizeyde uyum gosterdigi tespit edilmistir (xz/sd =
4.12, p < .01; AGFI = .90, CFI = .91, TLI = .92, RMSEA = .05, SRMR = .06). Baska bir deyisle, model veri
uyumunun dort faktoérli yapida dogrulandigi soylenebilir. Modele iliskin standartlastiriimis yol
diyagramlari ve faktorler arasi iliskiler Ek-3’te sunulmustur.

Maddelerin standardize edilmis regresyon yiiklerinin .60 ile .92 arasinda degistigi goriilmustir. Olgek
faktorleri arasinda korelasyon degerleri incelendiginde; “E-mail” ile “WWW?” (r = .30), “E-posta” ile “EU”
(r = .40), “E-posta” ile “TO” (r = .32), “WWW” ile “EU” (r = .34), “WWW” ile “TO” (r = .30) ve “EU” ile
“TO” (r = .59) faktérleri arasinda pozitif yénde anlamli iliskiler oldugu gorilmistir (p< .01). Nitekim
faktorler arasindaki ¢ok yiiksek diizeydeki korelasyon katsayilari, faktorlerin benzer ve ayni ozelligi
olgmeye egilimli olduklarina yonelik bulgular sunmaktadir. Ancak mevcut arastirmada korelasyon analizi
sonuglarina gore, faktorler arasinda distik ve orta diizeyde iliskilerin oldugu gorilmektedir.

Ote yandan, &lcegin orijinal hali olarak alti faktorlii yapisi da DFA ile analiz edilmis ve Tiirkgeye
uyarlanan dort faktorli yapisiyla karsilastirmali olarak incelenmistir. Bu dogrultuda 06zglin Olgegin
yapisina uygun olarak 34 maddeli alti faktorli yapi Gizerinden gergeklestirilen DFA sonucunda (Model-2)
uyum indekslerinin kabul edilebilir diizeyde olmadigi tespit edilmistir (x°/sd = 6.12, p< .01; AGFI = .69,
CFl = .81, TLI = .79, RMSEA = .12, SRMR = .10). Onerilen modifikasyon 6nerileri de incelenerek DFA
tekrarlanmis, ancak model veri uyumunun vyeterli olmadigi gérilmistir. Olgegin farkh yapilarda
olusturulan modellerine yonelik gerceklestirilen DFA sonuglarina iliskin uyum indeksleri Tablo 2’de
karsilastirmal olarak verilmistir.

Tablo 2.

Ozgiin Olgek ile Tiirkceye Uyarlanmis Olgedin Faktér Yapisina iliskin Model Karsilastirmasi.

Model Faktor xz/Sd AGFI CFI TLI RMSEA SRMR
Model-1  Dért faktor-24 maddeli (Uyarlanmis 6lgek) 4.12 90 91 .92 .05 .06
Model-2  Alti faktér-34 maddeli (Ozgiin dlgek) 6.12 .69 .81 .79 12 .10

Tablo 2 incelendiginde, Amerika’da gelistirilen 6lgegin alti faktorli yapisina iliskin model, Turkiye’de
uygulanan 6rneklem Uzerinde yeterli uyum degerlerine sahip olmadigl goriilmektedir. Buna gore 24
maddelik 6lcegin dort faktorli yapisinin Tirkiye kosullarinda daha iyi uyum gosterdigi sdylenebilir.

Giivenirlik analizine iliskin bulgular: Olgek maddelerinin ig-tutarhlik giivenilirlik katsayisi (a) .80 ile
.91 arasinda degisirken, dlcegin tiimiine iliskin bu katsayi .89 olarak bulunmustur. Olcegin i¢ tutarligina
iliskin Cronbach alpha (a) degerleri faktérlere gére sirasiyla .85, .82, .81, .89 olarak hesaplanmistir. Bu
sonuglar 6lgek maddelerine verilen cevaplarin tutarli oldugunu gostermektedir (Buyukoézturk, 2019).
Bununla birlikte, test tekrar glivenirligini belirlemek icin DFA yapilan 6rneklemden secilen 52 katilimciya
tic haftalik bir zaman diliminden sonra 6lcek tekrar uygulanmistir. Olcegin test-tekrar giivenirlik katsayisi
(r) faktorlere goére sirasiyla .85, .81., .83 ve .89 olarak hesaplanmistir (p< .01). Olcek maddelerinin test
tekrar guvenilirlik katsayisi (r) .79 ile .89 arasinda degisirken, Olgegin timine iliskin ise bu katsayi .81
olarak hesaplanmistir (p< .01). Bu sonuglara gore 6lgege zaman igerisinde verilecek cevaplarin kararli
oldugu soylenebilir.

Madde analizlerine iliskin bulgular: Faktorlerin toplam puanlari ile %27.00’lik alt-UGst gruplarin
madde puanlari arasindaki farkliliklar, bagimsiz 6rneklemler igin t testi yapilarak incelenmistir. Buna gore
tim maddelere iliskin t degerleri anlamli diizeyde olup (p< .01) faktorlere gore sirasiyla, 18.03 ile 23.25;
12.27 ile 23.43; 22.62 ile 41.39 ve 19.42 ile 34.29 arasinda degismektedir. Bununla birlikte, diizeltilmis
madde-toplam korelasyon katsayilari istatistiksel olarak anlamlidir (p< .01) ve faktérlere gore sirasiyla
.79 ile .91; .75 ile .82; .75 ile .90; .73 ile .85 arasinda degismektedir. Bu sonuglar isiginda olcek
maddelerinin ayirt edicilik dzelliklerinin yiiksek oldugunu gdstermektedir. Olcegin faktorleri, faktdr
yiklerinin maddelere goére dagihmi, madde-toplam korelasyon katsayilari (r) ve %27.00’lik alt-lst gruplar
arasindaki puan farkliliklarina iliskin t degerleri Tablo 3’de verilmistir.
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Tablo 3.

Madde Analizi Sonuglari.

Madde no r t Madde no r t
m1l .79 18.03** mi13 77 22.62**
m?2 .83 21.40** mil5 75 28.73**
m3 .90 23.25*%* m17 75 21.90**
m4 .85 21.80** m18 73 19.42%*
m5 .91 22.42*%* m20 75  22.75%*%*
m6 .80 13.19** m21 .78  25.42%**
m7 .82 12.27** m23 78  27.12%**
m9 .75 23.43** m24 .80  34.29%*
m10 .82 19.85** m25 .85  33.25%%*
m31 .81 19.32** m26 .81  28.85**
mll .89 34.40%* m28 .78 24.42%*
m12 .90 41.39*%* m34 .78 24.87**
**p< .01

Tartisma, Sonug ve Oneriler

Bu arastirmada Christensen ve Knezek (2017) tarafindan gelistirilen 21. Yizyil Ogrenmelerinde
Teknoloji Yeterliligi Oz-degerlendirme Olcegi (TPSA C-21) Tirkiye kosullarina uyarlanmis ve
o6gretmenlerin s6z konusu 6z—degerlendirmeleri cinsiyet, okul tiird, lisansisti egitim alma durumu ve
hizmet yili degiskenleri agisindan incelenmistir. 34 maddeli ve alti boyuttan olusan orijinal 6lgegin
Tiirkgeye uyarlamasi sonucunda, 24 madde dort boyut altinda toplanmistir. Arastirmada Olgek uyarlama
surecinin ilk asamasinda; 6zgiin 6lgek maddelerinin hedef dilden kaynak dile gevirisi yapilmis, kapsam ve
gorinis gecerliligi icin uzman gérisleri alinmistir. Olcek maddelerinin Tiirkge cevirisi asamasinda bir
hata olup olmadigina yonelik, 6zglin formla iliskisini ortaya koyan dilsel esdegerlik calismasi yapiimistir.
Olgegin yapi gegerliligini belirlemede AFA ve DFA kullanilmis, maddelerin givenilirlik analizleri
yapilmistir. AFA sonucunda, 6lgegin Turkiye kosullarinda doért faktorli bir yapiya sahip oldugu gérilmis,
maddelerin 6’si faktér yiukinin yetersiz olmasindan ve 4’0 ise binisik deger gdstermesinden dolayi
dlgekten cikartilmistir. Ozgiin 8lgegin ilk G faktdri (“E-posta”, “WWW” ve “EU”) ayni kalmis, ancak diger
Ui faktor ise “TO” olarak genel bir yapida birlestirilmistir.

Alanyazin incelendiginde oOlgek uyarlama calismalarinda faktor isimlerinin ve faktér yapilarinin
degistigi cok sayida arastirma mevcuttur (Unal & Teker, 2018; Onder & Besoluk, 2010; Kutu & Sozbilir,
2011; Kaya, Kaya, & Emre, 2013; Koh, Chai, & Tsait, 2010; Isik & Demirel, 2018). Boztung-Oztiirk, Eroglu
ve Kelecioglu (2015) tarafindan gerceklestirilen dokiiman incelemesi ¢alismasinda, 108 6lgek uyarlama
calismasinin 38’'inde madde cikartildigi ve yeni bir maddenin 6nerilmedigi; 4’linde ise madde sayisinin
ayni kaldigi ancak orijinal 8lgekteki boyutundan farkli bir boyutta yer aldigi gériilmistiir. Olcek uyarlama
sirecinde fazla sayida maddenin o6lgekten gikartilmasina yonelik kanit saglayan alanyazinda 6rnek
calismalar mevcuttur (Afacan, Karakus, & Usak, 2013; Isik & Demirel, 2018; Kutu & Sozbilir, 2011).

Mevcut arastirmada Olgegin faktor yapisinin ve madde sayisinin degismesinde etki eden en 6nemli
unsurun Olgegin gelistirildigi Glke ile uyarlandigi Ulke arasindaki kilttrel farkhliklardan kaynaklandigi
diistinilmektedir. Nitekim, Kaya, Kaya ve Emre (2013) tarafindan Teknolojik Pedagojik Alan Bilgisi Olcegi
Turkiye kosullarina uyarlanmis ve arastirma sonucunda 6lgegin faktor yapisindan degisiklikler yapiimistir.
Bu durumun gerekgesi olarak orijinal 6lgegin gelistirildigi Amerika ile uyarlamanin yapildigi Tiirkiye’deki
o6gretmen yapilari ve olanaklari arasindaki farkliliklardan kaynaklanabilecegi belirtilmistir. Klassen’e
(2004) gore 6z-yeterlik kiltiirel unsurlardan etkilenmektedir. Boztung-Oztiirk, Eroglu ve Kelecioglu
(2015) orijinal 6lgcegin uygulandig kiltar ile uyarlandig kaltiriin denk olmamasi, 6lgme aracinda yapi
kaynakli yanhhga yol actigi ve oOlgek uyarlama sirecinde bu unsurlar dikkate alinarak hatalarin
giderilmesini O6nermektedir. Bununla birlikte 06lcek uyarlama sireci sonunda istatistiksel olarak
cikartilmasi gereken maddeler icin orijinal Olgegi gelistiren arastirmacilar ve konu alani uzmanlari ile
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iletisime gecerek bu maddeler ile ilgili karar verilmesi gerektigi belirtiimektedir (Boztung-Oztiirk, Eroglu,
& Kelecioglu, 2015). Bu dogrultuda mevcut arastirmada o6lgegin faktor yapisinin belirlenmesinde ve ilgili
maddelerin g¢ikartilmasinda hem alan uzmanlarinin hem de 06zgiin 6lgegi olusturan arastirmacilarin
gorusleri alinarak gereken islemler yapilmistir.

Ozgiin 6lgekte “GTO” faktériinde yer alan 31. madde (“Film/video indirebilir ve izleyebilirim”) mevcut
arastirmada “WWW?” fakt6ri altinda yer almistir. Bu durumun 6lgegin uyarlandigi hedef kitle ile 6zgilin
olgegin uygulandigi hedef kitle arasindaki bireysel ve kiltiirel farklihklardan kaynaklandigi
distntlmektedir. Bununla birlikte “WWW?” faktori altinda ortaya ¢ikan 31. maddenin yapisal olarak bu
faktoriin altindaki diger maddelerle uyumlu olduguna yonelik goris birligi saglanmistir. Bu dogrultuda
alan uzmanlarindan ve 06zgln 6lgegi olusturan arastirmacilardan alinan goérusler dogrultusunda bu
maddenin “WWW” faktorli altina alinmasina karar verilmistir. Benzer duruma iligkin &rnekler
alanyazinda yer almaktadir. Tirkceye uyarlanan bilgisayar kaygl olgeginde uyarlama sonucunda iki
madde diger faktor altina gectigi belirtilmistir (Cavus & Giinbatar, 2008). Yapilan galismalarda ayri
faktoérde yer alan maddelerin, ayni faktorde bir araya geldigi goriilmistir (Kaya, Kaya, & Emre, 2013).

Tiirkiye’de MEB tarafindan desteklenen FATIH Projesi kapsaminda egitimde teknoloji kullanimina
yonelik gergeklestirilen faaliyetler ¢ercevesinde 2019 yili ocak ayi itibariyle 47.158 okula etkilesimli
tahtalar kurulmus, okullardaki Internet altyapisi gelistirilmis, MEB’in igerik servislerine erisimin saglikli
bir sekilde gerceklestirilmesi saglanmis, 6gretmenlere gerekli egitimler verilerek ¢evrimici sosyal egitim
platformu (EBA) hazirlanmistir (MEB, 2019). Ogrenme ortamlarinda ortaya koyulan bu gelisme ve
yeniliklere ragmen MEB tarafindan okullara saglanan Internet hizmetinde filtre kullanmaktadir. Bu filtre
kapsaminda okul igerisinde bircok video-mizik izleme platformlarina ve sosyal aglara erisim
engellenmektedir. Ayrica 6gretmenlere MEB tarafindan BIT kullanimina yénelik verilen hizmetigi
egitimler teknolojinin egitime entegrasyonu diizeyinde degil, daha ¢ok BIiT okuryazarhig diizeyindedir
(Basak & Ayvaci, 2017). Bununla birlikte Cukurbasi ve Kiyici (2018) gergeklestirdikleri ¢alismada
Ogretmenlerin hizmet 6ncesinde yeni teknolojilere yonelik farkindaliklarinin/tercihlerinin zayif oldugu,
egitim fakiltelerinde konuyla ilgili derslerin ve igeriklerinin kisith diizeyde kaldigini belirtmislerdir.
Ustelik bu arastirma sonucunda dgretmen adaylarina yeni teknolojilerle ilgili farkindalik kazandirmaya
yonelik olumlu sonuglar elde edilmistir.

Tim bu agiklamalar 1siginda 6zgiin Olgegin Tirkceye uyarlanmasi siirecinde ¢ikartilan maddelerin
bazilarinin kaltirel farklihklarin yani sira 6zglin olgegin uygulandigi (lkenin egitim kurumlari ile
Tirkiye'deki egitim kurumlarinin teknolojileri kullanabilme ve 6gretebilme imkanlarindaki farkliliktan da
etkilendigine inaniimaktadir. Ornegin, “Podcast/sesli kitaplari indirebilir ve dinleyebilirim”, “Sinifta
Ogretim igin sosyal medya araglarini (6rnegin Facebook, Twitter ve digerleri) kullanabilirim” ve
“Teknolojiyi sinifimda nasil kullanacagima iliskin bir makale yazabilirim” maddeleri bahsedilen bu
durumlardan etkilendigi sdylenebilir. Ozetle mevcut arastirma bulgulari dogrultusunda uyarlanan dlgegin
24 maddeli ve dort faktorlt yapisinin Tirkiye kosullarinda gegerli ve glivenilir bir yapiya sahip oldugu
distnilmektedir. Uyarlanan bu olgek, 6zellikle dijital cagda 6gretmenlerin teknoloji yeterliliklerine iliskin
fikir verecektir. Bununla birlikte Orhan-Goéksun (2016) tarafindan egiticilerin 21. yizyil becerilerini
belirlemek igin gelistirdikleri 6lgme aracinda teknopedagojik yeterlilikler faktori bu galismadaki 6lgegin
yapisi ile ayni olmamakla birlikte icerik olarak mikro diizeyde benzerlik gostermektedir. Diger taraftan
Tirkiye kosullarinda 21. yizyil becerilerine iliskin alanyazinda benzer 6lgme araglari olmasina (Anagin,
Atalay, Kilig, & Yasar, 2016; Coban, Bozkurt, & Kan, 2019, Giir-Erdogan & Arsal, 2016; Orhan-Goksun &
Kurt, 2015) ragmen bu 6lceklerin hedef kitleleri ve odaklandiklari hususlar farkhlik géstermektedir. Bu
calismalardan bazilarinin da 21. ylzyll yeterliklerinden olan ISTE standartlarina yonelik olceklerin
Tirkgeye uyarlama galismalari oldugu gorilmistir. (Coklar & Odabasi, 2009; Simsek & Yazar, 2016). Bu
calismalarin tamaminda 6gretmen adaylarindan veriler toplanarak uyarlama gergeklestirilmistir. Sadece
Simsek ve Yazar (2016) yaptiklari arastirmada 6gretmen adaylarina ek olarak ortaokul ve lise
ogretmenlerinden de veri toplamistir. Gurdltl, Aslan ve Alcl (2018) ise c¢alismalarinda ilkégretim
kurumlarinda gorev yapan ogretmenlerin 21. Yizyll 6greten becerileri kullanimini gesitli degiskenlere
gore incelemistir. Bu kapsamda ilkokul ve ortaokulda goérev yapan 6gretmenlerden Orhan-Goksun (2016)
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tarafindan gelistirilen 6lgek vasitasiyla veriler toplanmis ve teknopedagojik yeterlikleri faktori altinda bir
degerlendirme yapilmistir. Bu yoniyle arastirma kapsaminda uyarlanan 21. Yizyil Ogrenmelerinde
Teknoloji Yeterliligi Oz-Degerlendirmeleri 6lgegi Tirkiye kosullarinda 6zgiin ve gelistirilebilir niteliktedir.
Ayrica arastirma kapsaminda Tirkceye uyarlanan oOlgek Ozel veya devlet kurumlarinda okul 6ncesi,
ilkokul, ortaokul ve lise kademelerinde gorev yapan 21. ylzyil 6gretmenlerine uygulanabilir. Elde edilen
sonuglar ile arastirma kapsaminda incelenen diger bagimh ve bagimsiz degiskenler arasinda istatistiki
analizler yapilarak derinlemesine incelemeler gergeklestirilebilir.

Arastirmanin her arastirmada oldugu gibi belirli sinirhliklari vardir. Arastirmanin 6rnekleminin sadece
Bartin il Merkez ilgesinde yer alan ilkokul, ortaokul ve lise kademelerinde halihazirda goérev yapan ve
gonulll olarak arastirmaya katki saglayan 6gretmenlerden olugmasindan dolayi, bu durum arastirma
sonuglarinin  farkli bolgelerdeki &rneklemlere genellenmesini zorlastirabilir. Ayrica bu g¢alisma
ylksekogretimde gorev yapan Ogretim elemanlarini ve egitim fakiltelerinde 6grenim géren 6gretmen
adaylarini kapsamamaktadir. Bu ylizden bu arastirma bolgesel, kiltirel ve egitsel farkliliklar g6z 6niinde
bulundurularak farkh érneklemler Gzerinde tekrar gergeklestirilebilir ve dlgegin psikometrik 6zelliklerinin
karsilastirmali olarak tekrar incelenmesi de &lgegin gegerlilik ve giivenilirligine katki saglayabilir. Ozellikle
O0gretim teknolojilerinin ele alindig1 olgekler, dogasi geregi, zamanla guncelligini kaybedebilir ve bu
yuzden egiticilerin teknoloji yeterliliklerini belirlemede yetersiz kalabilir. Dolayisiyla gelecek
arastirmalarda 6lgcek maddeleri tekrar gdzden gegirilebilir ve icerik olarak ¢aga uygun yeni teknolojilere
iliskin maddeler dahil edilerek dlgegin genisletilmis versiyonu olusturulabilir.
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Appendix
Appendix 1. Distribution on Teachers By Branch Appendix 2. Scree Plot Graphic
Branch n % Scree Plot
German Language 2 .30 12
Arabic 4 .70
Physical Education and Sports 10 1.70
Information Technologies 22 3.60 10
Biology 14 2.30
Office Management 5 .80
Child Development 3 .50 &1
Geography 11 1.80 g
Religious Culture and Moral Knowledge 21 3.50 ]
Literature 45 7.40 5 %
Philosophy 2 .30 i
Science 25 4.10 N
Physics 13 2.10
Graphics and Photography 4 .70
Visual Arts 7 1.20 2
Religious Vocational Courses 14 2.30
English Language 52 8.60
Chemistry 5 .80 o
Maths 56 9.20 T T T T T T T T T T T T 1 T T T [ T T T T T 1T
Automotive 2 30 1.2 3 4 5 6 7 8 9 1011 12 13 14 15 16 17 18 19 20 21 22 23 24
Accounting and Finance 3 .50 Component Number
Music 13 2.10
Healthcare Services 3 ,50
Social Sciences 18 3.00
Primary Education 149 24.60
Special Education 13 2.10
School Counsellor 10 1.70
History 15 2.50
Special Education 18 3.00
Technology and Design 7 1.20
Turkish Language 37 6.10
Food and Beverage Services 1 .20
Total 606 100.00

Appendix 3. Confirmatory Factor Analysis Results of Four Factor Model
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comprehension. Research was conducted in 4th grade Turkish lessons of a primary
school located in the Central Anatolia region of Turkey with experimental and control
groups of 25 randomly assigned students. Experimental method was used in the
research and findings were supported with qualitative data. Data were collected
through the Reading Comprehension Skills Achievement Test, Self-efficacy Perception
Scale for Reading Comprehension and Student Interview Form, each developed by the
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researchers. According to the findings of the research, there was a significant
difference between students in the experimental group where the reciprocal teaching
technique was implemented and students in the control group where the traditional
teaching process was continued in terms of the achievement level and retention
scores of the reading comprehension in favor of the experimental group. However, no
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significant difference was found between the groups in terms of self-efficacy levels.
The students in the experimental group expressed that they were pleased to have the
opportunity to lead their friends, to have a say in guiding the lesson, this technique
facilitated their understanding of the texts they read and it provided them with a
group work environment.
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gelismesine, kalicihga ve okudugunu anlama 06z yeterlik algisina etkisini test etme
amaciyla yapilmistir. Arastirma, Tiirkiye’de i¢ Anadolu Bélgesinde bulunan bir
ilkokulunun 4. sinif Turkce derslerinde, yansiz atama yoluyla elde edilen deney ve
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Introduction

In addition to being one of the most important ways of accessing information, reading constitutes
one of the most important steps in the way of knowledge production and constitutes the basis of social
development. The development of reading skills and reading habits of students are of critical
importance at primary school level and, reading and comprehension studies in this level lay the
foundation of reading habits. (Cift¢ci & Temizyirek, 2008). The Turkish primary school curriculum (MEB,
2017) also aims to educate individuals who think, understand, research, examine, criticize, question,
interpret, and enjoy reading and learning. The development of these skills in students depends on the
development of reading and comprehension skills. The curriculum emphasizes that students acquire the
habit of reading and develop their reading skills starting from the first grade of primary school and
therefore it is very important to give importance to the development of reading skills in primary school
years.

It seems inevitable for students to benefit from a number of cognitive strategies to improve their
reading comprehension (RC) skills. Cognitive strategies guide student's attention, learning, remembering
and thinking, and also help the individual on self-monitoring and self-guidance (Senemoglu, 2009).
Reciprocal teaching (RT) can also be considered as a contributing technique for learning these cognitive
strategies. In order to prepare students for their future roles in life, teachers need to teach cognitive and
metacognitive reading strategies (Rowe, 2005). Researches show that people with poor reading skills
turn into individuals with poor thinking skills who cannot use their writing and thinking strategies well
(Alfassi, 2004). From this perspective, a society of individuals with advanced RC skills can contribute to
contemporary civilization as a society of thinking and understanding.

Reading and comprehension skills directly affect the improvement of students’ personality, their
ability to establish a healthy relationship with the community and their success in life and school.
(Greenway, 2002; Miller, Miller & Rosen, 1988; Turkey Ministry of National Education [MoNE], 2009).
There are studies indicating that reading comprehension skills which contribute to the success of
students in school, society and life are ignored in schools, teachers spend very little time on
comprehension activities in teaching process and this situation is seen as a problem especially in primary
schools (Ates & Akyol, 2013; Ness, 2011; Neuman, 2001; Pearson & Duke, 2002). Although the
contribution of reading and reading comprehension skills to cognitive, affective and social development
of individuals is known, it is also known that there are studies which show that there is a great
deficiency in reading comprehension skills in our country (Acat, 1996; Ates, 2006; Celenk, 2003; Dogan,
2002; Guneyli, 2007; Ministry of National Education, 2019; Sidekli, 2010; Yilmaz 2006).

One of the important indicators of success in school is the self-efficacy concept that Bandura put
forward in Social Learning Theory. Self-efficacy is the belief in one's own capacity to achieve the
necessary levels of learning and behavior. It is emphasized that the creation and strengthening of self-
efficacy perceptions affect the change of behaviors (Bandura, 1977). Self-efficacy perception is effective
for individuals on their efforts and persistence, and for deciding to/not to do a job (Schunk, 1981). The
concept of self-efficacy is also affected by peers. The self-efficacy of students increases when their peers
are successful as they are motivated by thinking that they can also be successful. Children with a strong
sense of self-efficacy about a task are expected to make great efforts to achieve it. On the contrary,
children who perceive themselves as inadequate tend to avoid given duty, be reluctant, and give up
quickly when they face difficulties (Schunk, 2014). Therefore, it can be thought that self-efficacy
perceptions may be an important variable in students' reading and RC achievements.

RT is a technique based on group work and strategies for understanding reciprocal interaction,
estimating, explaining, questioning and summarizing between teacher and students. The teacher models
students by showing them how to use RT strategies (Palincsar &Brown 1984). Then, in small groups,
students undertake the role of teacher and implement each strategy through think aloud (Oczkus,
2003). Teachers modeling students and students modeling other students constitute the basic principle
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of the RT technique. In other words, all of the individuals in classroom see the ways others think and
benefit from each other's thinking and learning processes.

It is very important to use feedback in the implementation process of RT. Students should be
encouraged to be active in lesson, the usefulness of work done with given feedback should be
emphasized, and where, when and for what purpose this information can be used should be
emphasized in order for students to be able to successfully transfer this information (Brown, Day &
Jones, 1983; Palincsar & Brown, 1984).

RT is an effective technique in developing reading comprehension skills of students who have
difficulties in RC (Palincsar & Brown, 1984; Le Fevre, Moore &Wilkinson, 2003), students with learning
disabilities (Lederer, 2000) and students with intellectual disabilities (Glldenoglu & Kargin, 2012).
Although the contribution of reading and reading comprehension skills to the cognitive, affective and
social development of individuals is known, unfortunately, there are study results that reveal that there
is a great inadequacy regarding the reading comprehension skills in Turkey (Acat, 1996; Ates, 2006;
Celenk, 2003; Dogan, 2002; Gulneyli, 2007; Sidekli, 2010; Yilmaz, 2006). Educational researches are
needed to create solutions to this problem. According to the researches, it is observed that RT is
effective in RC, but there is not enough research about the effects of RT on RC retention and self-
efficacy. Many studies have been conducted on RT, especially abroad (Brady, 1990; Dermody, 1988;
Kelly, Moore & Tuck, 1994; Klingner & Vaughn, 1996; King & Johnson, 1999; Lederer, 2000; Le Fevre,
Moore & Wilkinson, 2003; Lubliner, 2004; Lysnchuk et al., 1990; Miller, Miller & Rosen, 1988; Palincsar,
1987; Sarasti, 2007; Sporer et al., 2009; Takala, 2006; Taylor & Frye, 1992; Todd, 2006). In these studies,
it is seenthat RTis frequently used to develop cognitive skills of students especially in the field of special
education. There are studies using RT in the area of special education also in Turkey. For example;
students who have difficulties in reading comprehension (Palincsar &Brown, 1984; Le Fevre, Moore
&Wilkinson, 2003), students with learning difficulties (Lederer, 2000) and students with mental
disabilities (Glldenoglu & Kargin, 2012; Giiler & Ozmen, 2010). It is seen in these studies that RT is
effective in improving reading comprehension skills. In addition, studies show that RT also contributes to
story comprehension skills (Gller & Ozmen, 2010), learning idioms (Ozbay & Akdag, 2013), knowledge
map creation skills (Gorgen, 2014), deep meaning (King & Johnson, 1999), writing and managing skills
(Miller, Miller & Rosen, 1988), word identification (Bruce & Robinson, 2000), self-assessment
(Greenway, 2002) and foreign language learning (Dokur, 2017).

When the related literature was examined, no study was found in which RT was applied at primary
school level and for the whole class. Compared to studies abroad, the limited number of studies on RT in
our country shows the need for new studies in this field and emphasizes the importance of this
research.

Aim of the Study

This study was carried out for testing the effects of RT on RC skills of 4th grade primary school
students, their learning retention and RC self-efficacy perception. In this context, answers to the
following questions are sought:

1. Is there a significant difference between the pre-test, post-test and retention test scores of the
students in the experimental group where the RT technique is implemented?

2. Is there a significant difference between the pre-test, post-test and retention test scores of the
students in the experimental group and the students in the control group where traditional teaching
process is continued?

3. Is there a significant difference in terms of the post-test scores of self-efficacy perceptions between
the students in the experimental group and the students in the control group?

4. What are the opinions of the students in the experimental group regarding the teaching processes in
which RT technique is applied?
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Method
Research Design

The experimental method was used in the study. In this context, pretest-posttest control group
design was implemented. Retention tests were performed one month after the posttest. Qualitative
data were also collected in order to understand the experiences of the students during the
implementation process and to get detailed ideas about the process. For this purpose, interviews were
conducted with the students in the experimental group about the RT process.

Participants

This study was conducted in 4th grade Turkish lessons in a public primary school in Turkey. One of
the 4th grades in the school was assigned to the experimental group by random assignment and the
other to the control group. 25 students were included in both groups. In the experimental group, there
were 11 girls and 14 boys and in the control group, 12 girls and 13 boys. Both groups were tested by
using T test to understand the differences between groups in terms of pre-test scores of RC Skills
Achievement Test (RCSAT) and Self-efficacy Perception Scale for RC (SPSRC). No significant difference
was observed between the pre-test scores of the groups (RCSAT t,45=-1.09, p>.05; SPSRC t45=.92, p>.05).

Data Collection Tools

In this study, quantitative and qualitative data collection tools were used. Accordingly, “RCSAT” and
“SPSRC” developed by the researchers were implemented in the quantitative dimension of the study
while Student Interview Form was implemented for the qualitative dimension.

Reading Comprehension Skills Achievement Test (RCSAT): In the achievement test, four items were
written for each learning outcome and a pool of 52 items was created. Expertopinions were consulted in
order to ensure the content validity of the pool. The texts in the RCSAT were taken from textbooks not
used by the experimental group students. As the texts are approved by the Turkey Ministry of National
Education, they are considered to be appropriate for the students. In order to ensure the reliability and
validity of the RCSAT, a pilot study was performed on 533 students. The Cronbach's alpha coefficient for
internal consistency reliability for RCSAT was found as .92. The average item difficulty of the test was
calculated as .56. An item is interpreted as easy as it approaches 1.00 and as difficult while it comes
close to .00 (Ozgelik, 2013). In this context, RCSAT is a test with medium difficulty. As a result of the item
analyzes, necessary arrangements were made and the actual form consisted of 26 items, two questions
for each learning outcome.

Table 1.
Learning Outcomes and Related Items in the Trial Form of Reading Comprehension Skills Achievement
Test.

Outcomes Item Number
1 Predicts the meaning of new words in a text based on clues given 2-21-27-45
2 Seeks answers to questions what, where, when, why, who and how (5W1H).  4-17-28-40
3 Makes comparisons in texts. 5-18-35-46
4  Establishes cause-effect relationships in texts. 1-14-29-42
5 Determines subjectsin texts. 8-24-30-51
6 Determines main ideasin texts. 6-20-36-50
7 Determines main sense in a poem. 11-22-43-52
8 Investigates relationship between title and content. 10-13-32-34
9 Identifies contradictory expressions in terms of meaning in texts. 3-23-37-44
10 Makes inferences from texts. 7-12-31-41
11 Identifies problems raised in a text and finds different solutions to them. 19-26-38-47
12 Summarizes a text. 9-25-39-49
13 Notices incomplete and/or unrelated information in a text. 15-16-33-48
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Self-efficacy Perception Scale for Reading Comprehension (SPSRC): In the development process of
the scale developed by Kula and Budak (2020), expert opinions were consulted to determine the content
validity (Karasar, 2012). There were 29 items arranged in three-points Likert-type as "Doesn't fit me at
all”, “Fits me a little”, “Fits me perfectly”. In order to ensure the validity of the scale, a 30-item trial form
was established by subtracting 2 items from the 32-item pool in line with the expert opinions. Pilot
study concerning the SPSRC was carried out on 518 students. To test the suitability of the data set for
exploratory factor analysis (EFA), Kaiser-Meyer-Olkin (KMO) value and Barlett test results were
examined. The SPSRC's KMO was .95. In the Bartlett test results (p=.00), it was concluded that the data
set was suitable for factor analysis. It was seen in analysis results that the developed scale had a single
factor structure. Since the factor load values for each item were above .30 it was determined that the
items in the scale were suitable for use.

Confirmatory factor analysis (CFA) was performed with the data obtained from 350 students by using
Lisrel 8.80 program to test the validity of the single factor structure of the scale. As a result of the CFA, it
was found that the factor loads (M) of the items varied between .39- .60. Standardized values of .30 and
above indicate that they have an acceptable effect size (Kline, 2010). The t values of each item vary
between 8.75 and 14.48. The fact that the calculated t-values are above 1.96 shows that the items in the
scale represent the relevant dimensions in a meaningful way (Simsek, 2007). When the fit indices
obtained from CFA were examined, it was concluded that p value was significant (p <.05). Therefore, the
ratio x¥/sd (799.91/377) was calculated to be 2.12. x’/df <3.00 is considered acceptable (Kline,
2010).Expert opinions were taken again for the scale and it resulted in a 29-items scale which has a
single-dimensional structure. The Cronbach-Alpha internal consistency coefficient of the scale was .92.

Student interview form: A semi-structured "Student Interview Form" was used to determine the
views of the students in the experimental group on RT strategies. The interviews were conducted by the
researchers. Expert opinions were consulted on the content validity of the interview questions and
necessary arrangements were made. The form consisted of nine open-ended questions. Each interview
lasted about 15 minutes. During the interviews, the researchers took notes and made voice recording.
One of the biggest problems in the interpretation of qualitative data is the possible bias in the coding of
data. To eliminate this situation, the qualitative data were checked by more than one expert and
conformity check was performed.

Data Collection

Pilot study: In order to provide similar conditions to the experimental process, a pilot study was
conducted in a class in the same public school which was not included in the experimental and control
groups. Thirty one 4th grade students participated in the pilot study. 8 hours of pilot study was
conducted on a 2 hours a day-2 days a week basis. At the end of each day, the research diary was held
by the researchers on how the course was passed with feedback from students. During the pilot study,
opinions about the study were taken from the class teacher as well. As a result of the pilot study,
necessary corrections were made in the lesson plans.

Experimental process: In the control group, Turkish lessons were conducted by the class teacher in
accordance with the traditional curriculum. The students in the control group read texts similar to texts
read by the students in the experimental group. In this context, class activities can be listed as follows:

¢ Oral or silent reading of texts by the students.

¢ Students’ explanations of texts.

e Teacher's explanations of texts.

e Teacher's questions about texts and students' answers.
¢ Filling in questions in student workbooks.

In the experimental group, the teaching process which was prepared with RT was implemented by
the researchers 3 hours a day, 2 days a week. The teaching process prepared with RT was based on
estimating, questioning, explaining and summarizing (EQES) strategies. In the lessons, Reading
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Comprehension Chart, Reminder Cards, RT Puzzles, Story Map Chart created by the researchers were
used. The 24-hour teaching plan of RT is as follows:

e 1st-3rd hour: Informative text named “Kazin Ugusu” was introduced by the teacher through think
aloud by using the four basic strategies of RT; EQES.

e 4th-6th hour: Commencing the use of EQES on the narrative text "Kendine inandigin Kadarsin" with
student pairs while the teacher is assisting and guiding them through think aloud about each strategy.

e 7th-9th hour: On the narrative text called "Odiil", RT strategies are implemented by the students in
groups of two while the teacher guides the students through think aloud on difficult strategies.

e 10th-12th hour: On the narrative text called "Koku", RT strategies are implemented by the students in
groups of four or five and each group is concentrated on a single strategy. At the end of the lesson,
strategies are combined like jigsaw pieces when all groups share what they do with others. The
teacher controls the group work and guides the students in case of need.

e 13th-15th hour: On the informative text called "Neyi Seviyorsaniz O", RT strategies are implemented
by the students in groups of four or five, then, answers are shared among other groups. The teacher
controls the group work and guides the students in case of need.

¢ 16th-18th hour: On the informative text called "Haberlesme", RT strategies are implemented by all the
students in classroom. Some activities are implemented by creating groups of two in the process. The
teacher supports the students through think aloud and modeling.

¢ 19th-21st hour: On the informative text called "Cocuklar Dogustan Bilim Adamidir", RT strategies are
implemented by the students in groups of four or five. Estimations, questions, explanations and
summaries of the text are established with all the students.

e 22nd-24th hour: On the narrative text called "Resim", RT strategies are implemented by the students
in groups of two. Students' opinions about all implementations are taken and evaluated.

Data Analysis

Quantitative data analysis: In accordance with the sub-problems of the study, descriptive statistics;
percentage, frequency and mean were calculated. Kolmogorov-Smirnov test was used to examine the
distribution of data. Differences between the pre-test, post-test and retention test scores regarding the
RC of the students in the experimental group were calculated with the Friedman F Test which is the non-
parametric equivalent of the Variance Analysis for Repeated Measures. Two-way Analysis of Variance
for Mixed Measures (TAVMM) was used to determine differences between the pre-test, post-test and
retention test scores regarding the RC of the students in both groups. The Mann Whitney U test was
used to compare RC self-efficacy perception post-test scores of the students in both groups. The
retention test was carried out 1 month after the end of the implementation. In the analysis of all data,
the significance level was accepted as .05 and analyses were done with SPSS program.

Qualitative data analysis: In the analysis of qualitative data obtained from student interviews,
descriptive analysis, one of the qualitative data analysis techniques, was used. The data obtained were
grouped and interpreted according to determined themes.

Data obtained from the interviews were transcribed as such, without being changed, by the
researchers, so that the qualitative data could be processed in accordance with the problem of the
study. The raw data obtained were coded by assigning numbers for each participant pl.... p25 without
using student names. In order to provide the inter-reliability of the study, the data were coded by two
researchers and compared to reach the consensus. In order to increase the credibility of the qualitative
data, the participant's opinions were directly quoted and qualitative data and quantitative data were
reconciled in the discussion section (Patton, 2014). The consistency between coders was calculated
using the formula [Consensus / (Disagreement + Consensus) X 100.00] of Miles and Huberman (1994).
As a result of this calculation, the consistency between the coders was determined to be 88.00%.
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Results

Reading Comprehension Skills Pre-Test, Post-Test and Retention Test Scores of the Students in the
Experimental Group

In order to examine whether there is a significant difference between the pre-test, post-test and
retention test scores of the students in the experimental group where RT was implemented, RCSAT was
implemented as pre-test, post-test and retention test.

Table 2.
Descriptive Statistics of Experimental and Control Group Scores.
Pre-Test Post-Test Retention Test
Maximum Score  Groups n X sd n X sd n X sd
26 Experimental 25 15,52 5.10 25 22.00 2.58 25 2244 284
Control 25 17.12 5.28 25 16.80 4.85 25 13.32 5.89

In Table 2, the mean pre-test score of the experimental group was 15.52, the mean post-test score
was 22.00, and the mean retention test score was 22.44 which shows an increase. It is seen, in the
Kolmogorov-Smirnov tests conducted to determine whether the data obtained from the experimental
group were normally distributed, that the final test (p=.04) and retention test (p=.02) scores did not
show normal distribution.

Table 3.
The Friedman Test for the Pre-Test, Post-Test and Retention Tests of the Experimental Group.
Groups Measurements n Mean Rank  df xz p Difference r nz
Experimental Pre-test 25 1.26 2 2139 .00 2-1 .75 .57
3-1 .81 .65
Post-test 25 2.36
Retention 25 2.38

In Table 3, it can be said that there is a statistically significant difference between the pre-test, post-
test and retention test scores of the students in the experimental group ()(2: 21.39; p<.05). Wilcoxon
matched-pairs signed ranks test was used to determine between which measurements this difference
took place (Pallant, 2010). According to the results of the Wilcoxon test, there was a significant
difference between the results of pre-test and post-test scores (z=-3.77; p<.05) of the experimental
group in favor of the post-test scores, and between pretest and retention test scores (z=-4.04; p<.05) in
favor of retention scores. It can be stated that there was no significant difference between the post-test
scores and the retention scores (z = -.57; p>.05). The Friedman test does not have a direct effect value
calculation, but the effect value (r) can be calculated over the z value obtained with the Wilcoxon test
(Yatani, 2018). The effect size for the z value can be found with the formula r=Z / VN. For the r value, .5
is expressed as high effect, .30 as medium effect and .10 as low effect (Coolican, 2009). As seen in Table
3, the r effect value (.75 and .81, r>.50) is of high effect size. This finding shows that the RT technique
significantly increased the RC scores of the experimental group students.

Reading Comprehension Pre-Test, Post-Test and Retention Test Points for the Students in the
Experimental and Control Groups

In order to examine whether there is a significant difference between the pre-test, post-test and
retention test scores of the students in the experimental and control groups, RCSAT was implemented
as pre-test, post-test and retention test to both groups. In order to use TAVMM, the assumption of
sphericity should be provided first. Mauchly’s Sphericity Test was performed for this purpose.

According to Table 4, it is seen that the assumption of sphericity was obtained as a result of the
Mauchly's Sphericity Test (.23; p>.05) which tests the equality of variance differences between all the
related group combinations.
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Table 4.

Mauchly’s Sphericity Test Results for TAVMM.

Variable Mauchly’s W Approximate xz df ¢}
Time (pre-test, post-test, retention test) .94 2.93 2 .23
Table 5.

ANOVA Results for Pre-Test, Post-Test and Retention Test Scores of Both Groups.

Variance Source KT df KO F p Partial nz
Between Groups 47882.67 1

Group (E-C) 674.16 1 674.16 29.28 .00 .38
Error 1105.17 48 23.024

In Groups 237.17 2 118.58

Group*Time 735.52 2 367.76 18.14 .00 27
Error 1945.30 96 20.26

As seen in Table 5, there was a statistically significant difference between the pre-test, post-test and
retention test scores (F1=29.28; p=.00, p<.05) of the students in both groups, and this difference was in
favor of the experimental group (See Table 2).

Post-test Scores of Self-Efficacy Perceptions on Reading Comprehension of Students in Experimental
and Control Groups

SPSRC was implemented to the experimental and control groups as pre-test and post-test in order to
examine differences between the post-test scores of self-efficacy perceptions of the students in both
groups.

Table 6.
Descriptive Statistics Related to Self-Efficacy Scores of Experimental and Control Group.
Pre-Test Post-Test
Maximum Score Groups n X sd n X sd
87 Experimental 25 70.36 8.09 25 81.20 5.53
Control 25 68.32 7.66 25 77.12 10.24

As can be seen in Table 6, the pre-test mean score of the experimental group was 70.36 and the
post-test mean score was 81.20. The pre-test mean score of the control group was 68.32 and the post-
test mean score was 77.12. According to these results, the post-test scores of both groups increased
compared to the pre-test scores. In the Kolmogorov-Smirnov test, the data show normal distribution
when p>.05. It is concluded that SPSRC post-test scores did not show normal distribution (p=.00) in both
groups. Mann Whitney U test was used to determine whether the post-test scores on RC self-efficacy
perceptions of the students in both groups showed a significant difference (Gravetter & Wallnau, 2013).

Table 7.
Mann Whitney U Test Related To Post-Test Scores of Reading Comprehension Self-Efficacy Perceptions
Scale in Both Groups.

Groups n Mean Rank U 3 P
Experimental 25 27.42 264.50 -.93 .35
Control 25 23.58

As seen in Table 7, there was no statistically significant difference (U= 264.50; p>.05) between SPSRC
post-test mean scores of the experimental and control group students. This finding can be interpreted
that RT did not significantly affect students' self-efficacy perceptions on RC.
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The Opinions of the Students in the Experimental Group on Teaching Processes in which RT is
Implemented

The experimental group students (n=25) were asked about their views on the implementation
process of the RT. These views are divided into two categories as positive and negative. Students
emphasized that they were satisfied with the fact that they were leading other friends and they had a
say in guiding the lesson (f=5). For example, p2 stated that RT facilitated his/her understanding: "I
started to handle EQES quite well. Thanks to these steps, | started to understand texts better". P5
emphasized the leadership aspect in RT: "It taught us a lot. At first, we were asking the teacher before
doing everything. Then we started to do it ourselves. We created groups and worked together with our
friends". P6 pointed out to work in groups: "l worked with my friends as a group. | learned that working
with a group was a nice thing". In the light of these findings, it is possible to say that the students
generally had positive thoughts about RT. In particular, it is seen that leading and guiding group friends
during the lesson and conducting the lesson in groups without teacher guidance contribute to the
formation of positive thoughts about RT. In the light of these views, it can be said that RT affects
students positively.

Students also stated that they found it hard to distribute tasks during group work (f =3) and reach a
consensus with their group friends (f =3). Group studies support students to communicate more than
they do in individual studies. It is inevitable that there will be conflicts arising from more communication
and interaction. Students having difficulties in reaching a consensus but overcoming this conflict can be
considered as a natural situation resulting from the structure of RT that supports group works.

The most challenging strategy in reciprocal teaching: The students in the experimental group were
asked about the most challenging strategy in the process. The students saw summarizing strategy as the
most challenging strategy among RT strategies (n = 10). Then come explanatory, asking and predicting
strategies. They stated that summarizing was a time consuming and difficult task and it was challenging
to summarize texts with their own words. For example, the student with the code p19 said;
“Summarizing. Because it was very difficult to make sentences in our own words. It was difficult to write
down what was left in our minds".

Group studies in reciprocal teaching: The opinions of the students about group studies carried out in
reciprocal teaching classes were gathered in two themes as positive and negative. The significant
positive opinions were; “Sharing Ideas (f=9), Less Fear of Making Mistakes (f=7), Better Understanding of
Texts (f=6), Sense of Confidence (f=2) and Fun (f=1). For example, student coded p15 emphasized the
importance of exchanging ideas with friends in group work: “Sharing your thoughts with your group
friends. Learning more while working together and benefiting from their thoughts". The student with
the code p17 stated that the fear of making mistakes was less in group studies; “For example, you are
thinking something about the text, but you are not sure. When you're working with a group, you can
easily do these things you are not sure about. Because you ask the opinions of other people in the
group".

Experimental group students also mentioned some difficulties in group studies during the reciprocal
teaching process. These categories were considered as negative; "Working in a Noisy Environment
(f=11), Thinking Different from Each Other (f=7), Difficulty in Distribution of Tasks (f=5)". The fact that
there was noise in the class in reciprocal teaching process was the most common negative expression of
the students. The student coded p8 thought that the noise was stemming from students telling their
opinions; "When working in groups, sometimes it can be very loud. Because everyone says their opinion
at the same time. We don't know what to do in those times. Our teacher was also very tired because of
this”. The other negative opinion expressed by the students was that they had different ideas. The
student coded p3 stated; "It's nice to get everyone's opinion, but it's hard that everyone thinks
differently. It was hard to explain our own thoughts and make others accept them" and the student
coded p19 said; “It is very difficult when most of the group members make a decision and someone
objects. We need to convince him. It's also very difficult especially if everyone talks in the group at the
same time”.
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Discussion, Conclusion & Implementation

In this study, it was determined that there was a statistically significant difference between the pre-
test, post-test and retention test scores of the students in the experimental group. This difference was
between pre-test and post-test scores in favor of post-test and between pre-test and retention test in
favor of retention test. This result may be taken as a sign that the students of the experimental group
improved their RC skills. This increase is thought to be a result of the implementation of RT. Although
the importance of using strategy is known in the development of RC skills, it is also an important factor
to use a strategy that has more than one component as in RT (Giiler & Ozmen, 2010). RT is a multi-
element technique that requires the blending of strategies used before, during and after reading
(Palincsar & Brown, 1984). It can be thought this is one of the important reasons of the positive effect of
RT on RC.

It was concluded that there was a statistically significant difference between the experimental group
and the control group students in terms of RC pre-test, post-test and retention test scores in favor of the
experimental group. This result shows that experimental group students are more successful in terms of
reading skills. One of the most obvious aims of primary education is to improve students' RC skills.
Because RC skills provide an important basis for learning at the next educational level (Alvermann &
Earle, 2003; Kirsch et. al., 2002). The aim of the vast majority of RC studies conducted in the last 20
years is to develop effective reading strategies to facilitate RC (National Reading Panel, 2000). It has
been proven that correctly implemented RT under the supervision of experts makes important
contributions to the development of RC skills (Brady, 1990; Dermody, 1988; Kelly, Moore & Tuck, 1994;
Klingner & Vaughn, 1996; King & Johnson, 1999; Koch & Spérer, 2017; Lederer 2000; Le Fevre et. al.,
2003; Lubliner, 2004; Lysynchuk et. al., 1990; Miller, Miller & Rosen, 1988; Palincsar, 1987; Palincsar &
Brown, 1984; Rosenshine & Meister, 1994; Sarasti, 2007; Sporer et. al., 2009; Takala, 2006; Taylor &
Frye, 1992; Todd, 2006).

It is known that behaviors resulting from learning can occur when faced with appropriate stimulants,
even if they are not used frequently (Budak, 2016). Thus, it is possible to talk about the retention of
learning. It is known that group works in lessons increases the retention of learning (Unlii & Aydintan,
2011). These group works make students active in the learning process, and make them remember their
actions (Unlii & Aydintan, 2011). Based on this information, it can be assumed that the dominance of
group work in RT has an impact on the level of achievement and retention scores of RC skills. It is also
known that another important factor in ensuring the retention of learning is to give students sufficient
time (Hashey & Connors, 2003). Sufficient time should be given to students to internalize knowledge
and make it permanent.

One of the important achievements of the reciprocal teaching technique is that students develop
their metacognitive thinking skills (Bruce & Robinson, 2000). Metacognition is being aware of how one
learns information as well as learning and understanding it (Senemoglu, 2009). This awareness is
thought to make learning more permanent.

The findings of this research show that the teaching process arranged with reciprocal teaching in the
fourth grade Turkish course is more effective than the methods and techniques proposed in the current
curriculum on the development of reading comprehension skills. Similar to the results of the study,
Gildenoglu & Kargin (2012), Palincsar & Brown (1984) and Carter (1997) have demonstrated that the
application of reciprocal teaching technique improves students' reading comprehension skills.It is also
known that this technique increases overall student achievement in less than a year when it is applied
across the entire school rather than merely increasing the success of small groups such as classrooms
(Carter, 1997).

When the post-test scores of both groups were examined, it is seen that the self-efficacy perceptions
of the experimental group students were higher than those in the control group. However, this
difference was not statistically significant. The qualitative findings of the study also support this result. It
was concluded that the students in the experimental group had difficulties in the distribution of tasks in
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group work and reaching a consensus. This situation is thought to be caused by students’ passive role in
traditional methods. In RT, it is observed that the students have difficulty in managing the processes
they are not familiar with, such as working together, making decisions, taking responsibility and working
independently from teachers. It is thought that these difficulties in RT process may have negatively
affected self-efficacy perceptions. Because students' self-efficacy perceptions are known to be in direct
interaction with their sense of success (Senemoglu, 2009). For student, answer to the question “Can |
succeed?” reveals his/her self-efficacy perception (Viau, 2015). Thus, in the process of teaching-learning,
students' success can be effective in terms of high self-efficacy perceptions. Although there was an
increase in RC achievement levels of the students in the experimental group, it was concluded that they
did not feel sufficient in this area. This situation is thought to arise from the perception of students, who
are used to teaching with traditional methods, that only the teacher can know the truth, and the fact
that they are not familiar with the culture of working independently from the teacher and therefore
they do not consider themselves sufficient. Students have difficulty in implementing reciprocal
teaching.Thinking that the task given is difficult has a negative effect on self-efficacy (Schunk, 2014). The
elimination of this drawback may be possible by long-term implementation of RT.

In the study, when the opinions of the students in the experimental group were examined, it was
concluded that they were satisfied with leading other friends and guiding the lesson on their own. They
also stated that this technique provided a better understanding of texts and working in groups
contributed to them. Coinciding with this finding, Hashey and Connors (2003) conducted two years of RT
and as a result, they found that as the process progresses, students became able to provide interaction
without teacher's guidance and manage the process. Gilbert (2018) concluded that as RT
implementations are enriched in terms of creativity, group interaction increases, and group learning
significantly improves students' level of understanding. The results of the study conducted by King and
Johnson (1999) revealed that when teachers participating in the study regularly modeled how to use
EQES, effectively demonstrated how to use RT dialogues, guided practices and gave feedbacks to
students, it is seen that students could apply the RT process as a mirror of their teachers. Supporting the
same finding, Miller, Miller and Rosen (1988) showed that there was a significant difference in
management skills between control group and experimental group, in favor of experimental group. In
other words, as a result of RT, it is seen that the students become successful in guiding the lesson and
leading other students. Having reached a similar result with the study findings, Todd (2006) conducted
reciprocal teaching practices with 4th grade students, and as a result of these practices, it was
concluded that the students showed improvement in applying strategies to themselves.

It is seen that RT activities made it easier to understand texts for the students in the experimental
group. The results obtained from the quantitative analyses of the study also coincide with the
qualitative results of the study. Being able to easily understand texts is a skill used not only in Turkish
lessons, but in all other subjects. Stefani (1998) also stated that reading skills, reasoning and writing
skills significantly contribute to students' academic achievement.

It is concluded that the strategy in which students in the experimental group have difficulty is the
summarization strategy. One of the basic outputs of reading comprehension is the basis of summarizing;
distinguishing the most important information from many information sets. Summarizing skill consists of
comprehension, planning and expression processes. In the first stage, reading and understanding the
source text takes place. Then, the plan is created by determining the important points to shorten the
text. Finally, writing or explaining the summary is carried out (Cikrik¢i, 2008). It can be thought that
students have difficulty in implementing summarizing due to this multi-stage process structure of the
strategy. As a result of the study conducted by Cooper and Greive (2009) with fourth grade students in
primary school, it is concluded that the summarizing strategy is considered more difficult than other
strategies by students. There are study results showing that reciprocal teaching improves students'
ability to summarize, and allows them to write abstracts consisting mostly of main ideas in accordance
with the nature of the strategy (Dermody, 1988; Palincsar, 1987; Palincsar & Brown, 1984; Taylor & Frye,
1992).
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In the research, the students in the experimental group express that the group work in the process
of reciprocal teaching; allows them to share their ideas with each other, reduces their fear of answering
wrong or misunderstanding in the lesson, make them understand the texts they read better because of
the activities they do, give them more confidence in themselves and each other and that the group
activities are fun.Supporting this finding, Celik, Senocak, Bayrakceken, Taskesenligil and Doymus (2005)
express that group work have features like providing positive addiction and individual responsibility,
strengthening face-to-face interaction, developing social skills and evaluating together (Johnson et al.,
1994; Felder & Brent, 1994).The study results of Giingdér and Un-Acikgdz (2006) support this finding.
They conclude that cooperative learning positively affects primary school students' use of reading
comprehension strategies and their attitudes towards reading.Because, in group reading activities,
students read the text together, sometimes explain it to each other, ask questions, criticize, comment
and think out loud. In other words, they carry out many mental processes related to the text apart from
just reading. This is thought to improve students' reading comprehension.

The difficulties experienced by students during group work are listed as more noise than normal
studies, group members having different thoughts, and having difficulty while performing task
distribution. It is thought that the listed difficulties are actually due to the natural structure of group
work. Group studies are studies where students interact and communicate more than they do in
individual studies. Due to this feature, there are more noise than individual studies, more than one
different ideas emerge as group members share their individual ideas and it is necessary to ensure a fair
distribution of duties among the group members. It is seen that students express all these situations as
difficulties. In order to overcome these difficulties arising in group work, it may be necessary for
students to employ various problem solving skills, social skills and communication skills.

Considering the results obtained from the study, it can be said that it would be useful to have RT
included in Turkish lesson curriculum due to the positive effects on the development of RC skills and
retention. Because the lack of importance given to reading comprehension studies in primary schools
causes low level reading comprehension in students. In order to overcome this deficiency, teaching of
comprehension strategies should be a part of the programs (Pilonieta & Medina, 2009). Starting from
the positive effects of reciprocal teaching technique on primary school students, it is considered that
program development experts should be encouraged to include, try and evaluate RT technique in
program development studies. At this point, teachers should also be given the opportunity to exercise
and encouraged to use this technique through in-service trainings and workshops. In this process,
teachers' academic and professional counseling and in-service training needs must be met, especially
concerning taking the role of guiding more than just conveying information, learning with students,
keeping students active in class, planning group activities, guiding students to think, research and
qguestion.
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Turkish Version

Girig

Okuma, bilgiye ulasma yollarinin en énemlilerinden biri olmasinin yani sira bilgi lretimine giden
yolda da en 6nemli basamaklardan birini olusturmakta ve bu baglamda toplumsal kalkinmanin da
temelini olusturmaktadir. Ogrencilerin okuma becerilerinin gelistirilmesi ve okuma aliskanhg
kazanmalari genellikle ilkégretim dizeyinde kritik 6neme sahiptir ve bu donemde 6grencilerle yapilan
okuma ve anlama calismalari ile okuma aliskanliginin da temeli atilmaktadir (Cift¢i & Temizylrek, 2008).
ilkokul Tiirkce dersi ®gretim programinda (MEB, 2017) da bilimsel diisiinen, anlayan, arastiran,
inceleyen, elestiren, sorgulayan, yorumlayan, okumaktan ve &grenmekten zevk alan bireyler
yetistirilmesi hedeflenmektedir. Ogrencilerde bu becerilerin gelisebilmesi okuma ve anlama becerilerinin
gelismesine baghdir. Programda, 6grencilerin okuma aliskanligi kazanmalarinin ve okuma becerilerini
gelistirmelerinin ilkégretim birinci siniftan itibaren basladig, bu sebeple ilkokul yillarinda okuma
becerilerinin gelisimine gereken 6nemin verilmesinin son derece 6nemli oldugunu vurgulamaktadir.

Ogrencilerin okudugunu anlama becerilerini gelistirmelerine ydnelik birtakim bilissel stratejilerden
yararlanmasi kaginilmaz gorinmektedir. Bilissel stratejiler, 06grencinin dikkatine, 6grenmesine,
hatirlamasina ve diisinmesine rehberlik eden ayrica bireyin kendini izleme, kendine rehberlik etmesine
yardim eden stratejilerdir (Senemoglu, 2009). Karsilikli 6gretim, bu bilissel stratejilerin de 6grenilmesine
ayni zamanda katki saglayici bir teknik olarak nitelendirilebilir. Ogrencileri, hayattaki gelecek rollerine
hazirlamak icin, 6gretmenlerin bilissel ve Ustbilissel okuma stratejilerini onlara acik bir sekilde
ogretmeleri gerekmektedir (Rowe, 2005). Arastirmalar, okuma becerileri agisindan yetersiz kisilerin
yazma ve disinme stratejilerini de iyi kullanamayan zayif dislinme becerisine sahip bireylere
donustiguni gostermektedir (Alfassi, 2004). Bu agidan bakildiginda, okudugunu anlama becerileri
gelismis bireylerden olusan bir toplum diisiinme ve anlama giicli yiksek bir toplum olarak cagdas
uygarhga katki saglayabilir.

Ogrencilerin okuma ve okudugunu anlamada yetersizlikler yasamasi hem onlarin kisilik gelisimi ve
akademik basarisini olumsuz etkilerken hem de toplumun kalkinma diizeyini etkileyebilecek sonuglara
sebep olabilmektedir. Cinkii okuma ve anlama becerileri 6grencinin kisiligini gelistirmesi, yasadig
toplumla saglikh iliskiler kurmasi, hayatta ve okulda basarili olmasini dogrudan etkilemektedir (Miller,
Miller & Rosen, 1988; Greenway, 2002; Tirkiye Egitim Bakanhg [MEB], 2009). Ogrencinin okulda,
toplumda ve hayatta basarili bir birey olmasina katki saglayan okudugunu anlama becerilerinin,
okullarda goz ardi edildigini, 6gretmenlerin 6gretim sirecinde anlama etkinliklerine oldukg¢a az zaman
ayirdiklarini ve bu durumun o6zellikle ilkokul kademesinde sorun olarak goriildigliinii ortaya koyan
calismalar bulunmaktadir (Ates & Akyol, 2013; Ness, 2011; Neuman, 2001; Pearson & Duke, 2002).
Okuma ve okudugunu anlama becerilerinin bireylerin bilissel, duyussal ve sosyal gelisimlerine katkilar
bilinmekle beraber maalesef (ilkemizde okudugunu anlama becerilerine iliskin blylik bir yetersizlik
durumu oldugunu ortaya koyan galisma sonuglari oldugu bilinmektedir (Acat, 1996; Ates, 2006; Celenk,
2003; Dogan, 2002; Giineyli, 2007; MEB, 2019; Sidekli, 2010; Yilmaz 2006).

Okulda basarili olmanin énemli géstergelerinden bir digeri Bandura’nin “Sosyal Ogrenme Kurami” ile
ortaya koydugu &z-yeterlik kavramidir. Oz yeterlik, kisinin égrenme ve davranislari gerekli seviyelere
ulastirmak icin kendi kapasitesine olan inancidir. Kendine iliskin yeterlik algilarinin olusturulmasinin ve
giiclendirilmesinin bazi davranislarin degisimini etkiledigi vurgulanmaktadir (Bandura, 1977). Oz yeterlik
algisi, bireylerin bir isi yapmaya karar vermesinde, ¢caba harcamasinda ve zorluklarla yizleserek o iste
sebat etmesinde etkilidir (Schunk, 1981). Oz yeterlik kavraminda akranlardan etkilenme de soz
konusudur. Akranlarinin bir konuda basarili oldugunu goéren 6grencinin 6z yeterligi artar. Clinkl ayni
konuda kendisinin de basarili olabilecegini diisiinerek motive olurlar. Goézlemlenen kisinin basarisiz
olmasi durumunda 6z yeterlikte azalma da s6z konusu olabilir. Kendilerine verilen konu ile ilgili glicli bir
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yeterlik algisi olan ¢ocuklarin, verilen gorevi basarmak icin biyilk caba gostermeleri beklenmektedir.
Bunun aksine kendilerini yetersiz olarak algilayan gocuklar verilen gérevden kaginma, goniilsiiz olma ve
zorluklarla karsilastiklarinda ¢abucak vazgegme egilimindedirler (Schunk, 2014). Dolayisiyla 6grencilerin
okuma ve okudugunu anlama basarilarinda 6zyeterlik algilarinin da 6nemli bir degisken olabilecegi
disunulebilir.

Karsilikli 6gretim teknigi, 6gretmen ve 6grenciler arasinda karsilikli etkilesim, tahmin etme, agiklama,
sorgulama (soru sorma) ve Ozetleme gibi anlamaya yonelik stratejiler ve grup calismalari Gzerine
kurulmus bir tekniktir. Bu teknik okuma 6ncesi, okuma sirasi ve okuma sonrasi stratejileri harmanlayan
etkilesime ve iletisime dayali bir anlama teknigidir. Ogretmen, bir yandan karsilikli 6gretim stratejilerini
nasil kullandigini sesli bigcimde gostererek 6grencilere modellik etmektedir (Palincsar & Brown 1984).
Daha sonra 6grenciler, kiiclik gruplar seklinde, 6gretmenin rolliini Ustlenerek her bir stratejiyi sesli
diisinme vyoluyla uygulamaktadirlar (Oczkus, 2003). Ogretmenin ogrencilere ve 6grencilerin diger
ogrencilere modellik etmesi, karsilikli 6gretim tekniginin temel ilkesini olusturmaktadir. Yani sinif
ortaminda bir arada olan bireylerin hepsi karsilikli olarak birbirlerinin diisinme yollarini gérmekte ve
birbirlerinin dislinme ve 6grenme sireglerinden faydalanmaktadirlar. Karsilikli etkilesim ve iletisimin
yogun olarak yasandigi bu teknikte déniit kullaniimasi da oldukca énemlidir. Ogrenciler, ders siirecinde
aktif olmaya cesaretlendirilmeli, verilen donitlerle yapilan ¢alismanin ise yarar oldugu vurgulanmali ve
ogrencilerin bu bilgileri basarili bir sekilde transfer edebilmeleri igin bilgileri nerede, ne zaman ve ne
amagla kullanabilecekleri vurgulanmalidir (Brown, Day & Jones, 1983; Palincsar & Brown, 1984). Karsilikli
ogretimle ilgili 6zellikle yurt disinda pek ¢ok calisma ¢alisma yuratilmistir (Brady, 1990; Dermody,
1988; Kelly, Moore & Tuck, 1994; Klingner & Vaughn, 1996; King & Johnson, 1999; Lederer, 2000; Le
Fevre et al., 2003; Lubliner, 2004; Lysnchuk et al., 1990; Miller, Miller & Rosen, 1988; Palincsar, 1987;
Sarasti, 2007; Sporer et al.,, 2009; Takala, 2006; Taylor & Frye, 1992; Todd, 2006). Bu ¢alismalar
icerisinde ozellikle 6zel egitim alaninda 6grencilerin bilissel becerilerini gelistirmede karsilikli 6gretimin
siklikla kullanildigl gorilmektedir. Tirkiye’de de 6zel egitim alaninda karsilikli 6gretimin kullanildig
¢alismalar bulunmaktadir. Bu ¢alismalara 6rnek olarak okudugunu anlama konusunda zorluklar yasayan
ogrencilerin (Palincsar & Brown, 1984; Le Fevre, Moore & Wilkinson, 2003), 6grenme gigligl ceken
ogrencilerin (Lederer, 2000) ve zihinsel engeli olan 6grencilerin (Glldenoglu & Kargin, 2012; Gller &
Ozmen, 2010) okudugunu anlama becerilerini gelistirmede karsilikli 6gretimin etkili oldugu gésterilebilir.
Ayrica 8ykii anlama becerilerini (Giler & Ozmen, 2010), deyimleri 6grenmeyi (Ozbay & Akdag, 2013),
bilgi haritasi olusturma becerilerini (Gorgen, 2014), derin anlam kurmay: (King & Johnson, 1999), yazma
ve yonetme becerilerini (Miller, Miller & Rosen, 1988), kelime tanimlama (Bruce & Robinson, 2000), 6z-
degerlendirme (Greenway, 2002) ve yabanci dil 6grenme (Dokur, 2017) becerilerini gelistirdigi yoninde
sonuglar da oldugu bilinmektedir.

ilgili alanyazin incelendiginde ilkokul diizeyinde ve tiim sinifa yénelik karsilikli gretimin uygulandig,
herhangi bir ¢calismaya rastlanmamistir. Yurt disindaki calismalarla karsilastirildiginda tGlkemizde karsilikh
o6gretim ile ilgili yapilmis sinirh sayida c¢alisma olmasi bu alanda yapilacak yeni calismalara ihtiyag
oldugunu gostermekte ve bu arastirmanin 6nemini ortaya koymaktadir.

Arastirmanin Amaci

Bu arastirma karsilikh 6gretim tekniginin; ilkokul 4. sinifta okudugunu anlama becerilerinin
gelismesine, kalicilliga ve okudugunu anlama 6z-yeterlik algisina etkisini test etme amaciyla yapilmistir.
Bu baglamda asagidaki sorulara cevaplar aranmistir:

1. Karsilikh 6gretim tekniginin uygulandigi deney grubundaki 6grencilerin okudugunu anlamaya iliskin
on test, son test ve kalicilik puanlari arasinda anlamli bir fark var midir?

2. Karsihikh 6gretim tekniginin uygulandigi deney grubundaki 6grenciler ile mevcut 6gretim siirecinin
devam ettirildigi kontrol grubundaki 6grencilerin okudugunu anlamaya iliskin 6n test, son test ve
kalicilik testi basari puanlari arasinda anlamli bir fark var midir?
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3. Karsilikh 6gretim tekniginin uygulandigi deney grubundaki 6grenciler ile mevcut 6gretim siirecinin
devam ettirildigi kontrol grubundaki 6grencilerin okudugunu anlamaya iliskin 6z-yeterlik algilari son
test puanlari bakimindan anlaml bir fark var midir?

4. Karsihkl 6gretim tekniginin uygulandigi 6gretim sireclerine iliskin deney grubunda yer alan
ogrencilerin gorisleri nelerdir?

Yontem
Arastirma Modeli

Arastirmada deneysel yontem kullaniimistir. Bu ¢ergevede kontrol gruplu 6n test-son test deneysel
desen uygulanmistir. Son testten bir ay sonra da kalicilik testleri uygulanmistir. Ogrencilerin uygulama
surecinde gegirdikleri yasantilari daha iyi anlamak ve siirece iliskin daha detayli fikirler edinmek igin ise
nitel veriler de toplanmistir. Bu amagla deney grubunda yer alan 6grencilerle karsilkl 6gretim sireciyle
ilgili gérismeler yapilmistir.

Calisma Grubu

Bu arastirma, Turkiye’de bir devlet ilkokulunun 4. sinif Tiirkce derslerinde yiritilmistir.Okulda
dordinci siniflardan biri yansiz atama yoluyla deney grubu, digeri kontrol grubu olarak atanmistir. Her
iki grupta 25’ser 6grenci yer almistir.Deney grubunda 11 kiz ve 14 erkek 6grenci, kontrol grubunda ise 12
kiz ve 13 erkek 6grenci yer almistir. Deney gruplarinin hem Okudugunu Anlama Becerileri Basari Testi
(OABBT) hem de Okudugunu Anlamaya iliskin Oz Yeterlik Algisi Olcegi (OAOYAQ) 6n test puanlari
acisindan denk olup olmadigi bagimsiz gruplar igin (T) testi uygulanarak kontrol edilmis ve gruplarin her
iki testten elde ettikleri 6n test puanlari arasinda anlamli bir fark gézlenmemistir.

Deney ve kontrol grubunun Okudugunu Anlama Becerileri Basari Testi (t;g=-1.09, p>.05) ve
Okudugunu Anlamaya iliskin Oz Yeterlik Algisi Olcegi (t,5=.91, p>.05) 6n test puanari arasinda 48
serbestlik derecesi ve .05 manidarlk diizeyinde anlamli bir farklilik gézlenmemektedir. Bu sonuca gére
her iki grubun birbirine denk oldugu séylenebilir.

Veri Toplama Araglari

Arastirmanin amaci dogrultusunda verilerin toplanmasinda nicel ve nitel veri toplama araglari
kullaniimistir. Bu dogrultuda arastirmanin nicel boyutunda 6lgme araci olarak arastirmaci tarafindan
gelistirilen “Okudugunu Anlama Becerileri Basari Testi” ve “Okudugunu Anlamaya iliskin Oz Yeterlik
Algisi Olgegi” , nitel boyutu icin ise Ogrenci Gériisme Formu uygulanmistir.

Okudugunu Anlama Becerileri Basari Testi (OABT): Basari testinde ilkokul Tiirkge dersi dgretim
programinda yer alan okudugunu anlama kazanimlarinin her biri icin dérder madde yazilarak 52
maddelik, madde havuzu olusturulmustur.

Madde havuzu olusturulurken testin kapsam gegerligini saglamak amaciyla uzmanlarin géruslerine
basvurulmustur. OABT'de yer alan metinler, deney grubu 6grencileri tarafindan kullanilmayan ders
kitaplarindan alinmistir. Metinler, Tiirkiye Milli Egitim Bakanligi tarafindan onaylandig icin, metinlerin
6grenci dizeyine uygun oldugu kabul edilmistir. Okudugunu Anlama Becerileri Basari Testine iliskin
givenirlik ve gecerlik kontroliinii saglama amaciyla 533 6grenci lizerinde 6n uygulama yapilmistir. On
deneme sonucu toplanan veriler ITEMAN 3.50 programi kullanilarak madde analizine tabi tutulmustur.
OABT nin i¢ tutarlihk giivenirligine iliskin Cronbach alfa katsayisi (.92) olarak hesaplanmistir. Testin
ortalama madde gii¢ligu .56 olarak hesaplanmistir. Madde glicligi 1.00’e yaklastik¢ca kolay bir madde
oldugu .00’a yaklastikca zor bir madde oldugu yorumu yapilmaktadir (Ozcelik, 2013). Bu durumda
OABT'nin orta gliclikte bir test oldugu sonucuna ulasiimistir. Madde analizleri sonucunda gerekli
diizenlemeler yapilmis ve uygulanacak olan asil form, her kazanim igin ikiser soru olmak lzere toplamda
26 maddeden olugsmustur.
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Tablo 1.
Okudugunu Anlama Becerileri Basari Testi Deneme Formu Kapsamindaki Kazanimlar ve Kazanimlara
iliskin Maddeler.

Kazanimlar Madde

Metinde verilen ipuglarindan hareketle, karsilastigi yeni kelimelerin anlamlarini tahmin ~ 2-21-27-45
eder.
Okuduklarinda ne, nerede, ne zaman, nasil, nigin ve kim (5N 1K) sorularina cevap arar. 4-17-28-40

Okuduklarinda karsilastirmalar yapar. 5-18-35-46
Okuduklarinda sebep-sonug iligkileri kurar. 1-14-29-42
Okuduklarinin konusunu belirler. 8-24-30-51
Okuduklarinin ana fikrini belirler. 6-20-36-50
Okudugu siirin ana duygusunu belirler. 11-22-43-52
Baslik ve icerik iliskisini sorgular. 10-13-32-34
Metindeki anlam bakimindan geliskili ifadeleri saptar. 3-23-37-44
Okuduklarindan g¢ikarimlar yapar. 7-12-31-41
Metinde ortaya konan sorunlari belirler ve onlara farkli ¢dzimler bulur. 19-26-38-47
Okudugunu o6zetler. 9-25-39-49
Okuduklarinda eksik birakilan ve konuyla ilgisi olmayan bilgiyi fark eder. 15-16-33-48

Okudugunu Anlama Oz Yeterlik Algisi Olgedi (OAGYAOD): Kula ve Budak (2020) tarafindan gelistirilen
Olcegin gelistirilmesi siirecinde Oncelikle kapsam gegerliginin belirlenmesi amaciyla uzman gorisine
basvurulmustur (Karasar, 2012). Bu &lcekte 29 madde yer almistir. Olgek maddeleri; “Bana Hig
Uymuyor”, “Bana Biraz Uyuyor”, “Bana Tamamen Uyuyor” seklinde Uglu likert tipinde dizenlenmistir.
Kiglk yastaki katiimcilara yonelik arastirmalar icin Ugll likert tipi Olgeklerin kullanilmasi uygun
gorilmektedir (Koklii, 1995). Olgegin kapsam gecerligini saglamak amaciyla basvurulan uzman gérisleri
dogrultusunda 32 maddelik madde havuzundan 2 madde c¢ikarilarak 30 maddelik deneme formu
olusturulmustur. OAOYAO’nin deneme uygulamasi 518 ilkokul dérdiincii sinif &grencisi (zerinde
gerceklestirilmistir. On deneme sonucu elde edilen veriler Gizerinden test istatistikleri hesaplanmistir.
Veri setinin agimlayici faktor analizi (AFA) icin uygunlugunu test etmek amaciyla Kaiser-Meyer-Olkin
(KMO) degeri ve Barlett testi sonuglari incelenmistir. OAOYAO’nin KMO orani .94 bulunmustur. Bartlett
testi sonuglarinda (p=.00, p<.05) da veri setinin faktor analizine uygun oldugu sonucuna ulasiimistir.
Gelistirilen 6lgegin tek faktorlii bir yapiya sahip oldugu yapilan analizler sunucu ortaya ¢ikmistir. Olcekte
yer alan her bir maddeye iliskin faktor yik degerlerinin (.30)'un Uzerinde olmasi sebebiyle 6lgekte
bulunan maddelerin kullanima uygun maddeler olduguna karar verilmistir.

Olgegin tek faktorlii yapisinin gecerligini sinamak amaciyla 350 ilkokul 4. sinif grencisiyle Lisrel 8.80
programi kullanilarak dogrulayici faktér analizi (DFA) yapilmistir. Yapilan DFA sonucunda maddelerin
faktor yikleri (A) .39- .60 arasinda degismektedir. Maddelere iliskin standartlastiriimis degerlerin .30 ve
Uzerinde olmasi kabul edilebilir bir etki blylkligiinde olduklarinin gostergesidir (Kline, 2010). Her bir
maddeye ait t degerleri ise 8.75 ile 14.48 arasinda degistigi gortlmektedir. Hesaplanan t degerlerinin
1.96'nin lizerinde olmasi Olgekteki maddelerin, ilgili oldugu boyutlari anlamli bir sekilde temsil ettigini
gostermektedir (Simsek, 2007). DFA sonucunda elde edilen uyum indeksleri incelendiginde p degerinin
manidar oldugu sonucuna ulasiimistir (p<.05). Bu nedenle x?/sd orani (799.91/377) hesaplanarak 2.12
olarak bulunmustur. x2/df <3.00 diizeyinde olmasini kabul edilebilir olarak ifade etmektedir (Kline,
2010). Faktor analizi sonucu yapisi belirlenen olgege iliskin tekrar uzman goriisi alinmis ve sonugta tek
boyutlu bir yapida ve 29 maddeden olusan 6lgegin, Cronbach-Alfa i¢ tutarlilk katsayisi .92 olarak
belirlenmistir.Buna gére OAOYAOQ yiiksek giivenirlikte bir dlcektir.

Ogrenci gériisme formu. Deney grubunda yer alan 6grencilerin karsilikli 6gretim tekniginin
uygulandigi basamaklara iliskin gorislerini belirlemek amaciyla yari yapilandiriimis “Ogrenci Goériisme
Formu”kullaniimistir. Gériisme formunda karsilikh 6gretim stireci ile ilgili 9 agik uclu soru yer almaktadir.
Gorusmeler, arastirmaci tarafindan gergeklestirilmistir. Gorlisme sorularinin kapsam gecerligine iliskin
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olarak uzman gorisiine basvurulmus, uzman gorisleri dogrultusunda gerekli dizenlemeler yapiimistir.
Nitel verilerin yorumlanmasindaki en buyik sorunlardan biri, verilerin kodlanmasi sirasinda karsilasilan
olasi yanhlk durumudur. Bu durumu ortadan kaldirmak igin betimlenen nitel veriler birden fazla uzmana
kontrol ettirilerek uygunluk kontroli yapilmistir.

Verilerin Toplanmasi

On deneme uygulamasi (pilot uygulama): Asil uygulamaya benzer kosullari saglayabilmek amaciyla
asil uygulamanin yapilacagi devlet okulunda deney ve kontrol grubunda yer almayan bir sinifta pilot (6n
deneme) uygulama calismasi yuritilmastir. Pilot uygulamaya 31 ilkokul 4. sinif 6grencisi katilmistir.
Haftada 2 giin 2’ser saat olmak Uzere toplam 8 saatlik calisma yuritilmistir. Calismanin tamamlandig
her glinlin sonunda dersin nasil gegtigine iliskin arastirmaci tarafindan Arastirma GinlGga tutulmus ve
ogrencilerden uygulamaya iliskin donitler alinmigtir. Pilot uygulama siireci boyunca uygulamanin
yapildigi sinifin, sinif 6gretmeninden uygulama sirecine iliskin gortsler de alinmistir. Pilot uygulama
sonucu ders planlarinda gerekli dizeltmeler yapilmistir.

Deneysel islem: Kontrol grubunda Tirkce dersleri sinif 6gretmeni tarafindan, mevcut programda
ongorilen yontemlerle yiratilmistir. Bu baglamda sinif 6gretmeninin yaptiklari genel hatlariyla su
sekilde siralanabilir:

e Metnin 6grenciler tarafindan sesli/ sessiz okunmasi.

e Ogrenciler tarafindan metnin anlatiimasi.

e Ogretmenin metinle ilgili aciklamalar yapmasi.

e Ogretmenin metinle ilgili sorular sormasi ve dgrencilerden cevaplarin alinmasi.
e Metinle ilgili sorularin 6grenci galisma kitabi tizerinde doldurulmasi.

Deney grubunda ise Tiirkce derslerinin haftanin 2 gini 3’er ders saatlik zaman dilimi karsilikh
Ogretim teknigine gore hazirlanmig 6gretim sireci arastirmaci tarafindan uygulanmistir. Karsilikli 6gretim
teknigine uygun olarak hazirlanmis 6gretim sireci tahmin etme, soru sorma, aciklama ve 6zetleme
stratejileri temele alinarak olusturulmustur. Ders sirecinde arastirmaci tarafindan olusturulan
Okudugunu Anlama Cizelgesi, Hatirlatici Bilgiler Kartlari, Karsilikli Ogretim Yap-Bozu, Hikdye Haritasi
Cizelgesi kullanilmistir. Karsilikl 6gretimin 24 ders saatlik 6gretim plani genel hatlariyla soyledir:

e 1-3. Ders: Karsilkli 6gretimin dort temel stratejisi olan tahmin etme, soru sorma, aciklama ve 6zetleme
stratejileri kullanilarak “Kazlarin Ugusu” adli bilgilendirici metinin islenmesi. Ogretmenin model olarak
ve sesli diistinme yaparak karsilikli 6gretim stratejilerini 6grencilere tanitmasi.

e 4-6. Ders: Karsilikh &gretimin dért temel stratejisinin “Kendine inandigin Kadarsin” adli éykileyici
metin Uzerinde, ikili gruplar halinde uygulamaya baslanmasi ve 6gretmenin her bir stratejiye (tahmin
etme, soru sorma, aglklama ve 6zetleme) iliskin sesli dislinme yapmasi ve stratejilerin kullanimina
rehberlik etmesi.

e 7-9. Ders: Karsilikli 6gretimin stratejilerinin (tahmin etme, soru sorma, agiklama ve 6zetleme)“Odil”
adli oykileyici metin lzerinde, 6grenciler tarafindan ikili gruplar halinde uygulanmasi, zorlanilan
stratejilerde 6gretmenin sesli diisiinme yoluyla 6grencilere rehberlik etmesi.

e 10-12. Ders: Karsilikh 6gretim stratejilerinin “Koku” adh o6ykileyici metin (zerinde, 6grenciler
tarafindan 4-5 kisilik gruplarla uygulanmasi, her bir grubun tek bir strateji Gizerine yogunlasmasi. Tim
gruplarin ders sonunda yaptiklarini sinifla paylasarak stratejilerin yap-boz pargalari gibi birlestirilmesi.
Ogretmenin grup calismalarini kontrol ederek ihtiyac halinde 6grencilere yol géstermesi.

e 13-15. Ders: Karsilikli 6gretim stratejilerinin (tahmin etme, soru sorma, acgiklama ve Gzetleme) “Neyi
Seviyorsaniz O” adli bilgilendirici metin Uzerinde, Ogrenciler tarafindan 4-5 Kkisilik gruplarla
uygulanmasi, gruplarin verdikleri cevaplari sinifla paylasmalari. Ogretmenin grup calismalarini kontrol
ederek ihtiyag halinde 6grencilere yol gostermesi.
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¢ 16-18. Ders: Karsilikli 6gretim stratejilerinin “Haberlesme” adli bilgilendirici metin Uzerinde, 6grenciler
tarafindan tim sinif olarak uygulanmasi. Uygulama sirecindeki bazi etkinliklerin ikili gruplar
olusturularak gergeklestirilmesi. Ogretmenin, sesli diisinme ve model olma yoluyla dgrencilere destek
olmasi ve sireci yonlendirmesi.

e 19-21. Ders: Karsilikh 6gretim stratejilerinin “Cocuklar Dogustan Bilim Adamidir” adli bilgilendirici
metin lzerinde, 6grenciler tarafindan 4-5 kisilik gruplarla uygulanmasi. Gruba bir 6grencinin liderlik
etmesi. Metinle ilgili tahminlerin, sorularin, agiklama ve 6zetin tiim sinifca tahtada olusturulmasi.

® 22-24. Ders: Karsilikh 6gretim stratejilerinin “Resim” adli Oykiileyici metin Uzerinde, 6grenciler
tarafindan iki kisilik gruplarla uygulanmasi. Her grubun tim stratejileri (tahmin etme, soru sorma,
aciklama ve 6zetleme) grubun lider olarak sectigi 6grencilerin liderliginde uygulamalari. Ogrencilerin
tiim uygulamalarla ilgili gérislerinin alinmasi. Uygulamalarin degerlendirilmesi.

Verilerin Analizi

Nicel veri analizi: Arastirmanin alt problemleri dogrultusunda betimsel istatistikler olan yizde,
frekans, ortalama hesaplari yapilmistir. Verilerin dagilimini incelemek igin Kolmogorov-Smirnov testi
kullaniimigtir. Deney grubundaki 6grencilerin okudugunu anlamaya iliskin 6n test, son test ve kalicilik
testi basari puanlari arasindaki fark, Tekrarlanan Olgiimler icin Varyans Analizinin parametrik olmayan
karsiligi olan Friedman testi ile hesaplanmistir. Deney grubundaki 6grenciler ile kontrol grubundaki
ogrencilerin okudugunu anlamaya iliskin 6n test, son test ve kalicilik testi basari puanlari arasindaki farki
belirlemek icin Karisik Olgtimler icin iki Y&nlii Varyans Analizi kullanilmistir. Deney grubundaki dgrenciler
ile kontrol grubundaki 6grencilerin okudugunu anlamaya iliskin 6z-yeterlik algilari son test puanlarinin
karsilastiriilmasinda Mann Whitney U testi kullanilmistir. Kalicilik testi uygulamanin bitiminden 1 ay sonra
gerceklestirilmistir. Tim verilerin analizinde anlamllik diizeyi olarak .05 kabul edilmis ve analizler, SPSS
programi kullanilarak yapilmistir.

Nitel veri analizi: Ogrenci goériismelerinden elde edilen nitel verilerin analizinde, nitel veri analiz
tekniklerinden betimsel analiz kullanilmistir. Elde edilen veriler, belirlenen temalara gore gruplandiriimis
ve yorumlanmistir. Gériismelerden elde edilen veriler arastirmaci tarafindan degistirilmeden oldugu gibi
Microsoft Office Word kelime islemci programiyla yaziya aktarilmis boylece nitel veriler arastirmanin
problemi dogrultusunda islenebilir hale getirilmistir. Elde edilen ham veriler, 6grenci isimleri
kullanilmadan her katiimciya k1, k2, k3... k25 seklinde numara verilerek kodlanmistir. Calismanin
kodlayicilar arasi glvenirligini saglamak amaciyla veriler, iki arastirmaci tarafindan kodlanmis ve iki
arastirmacinin kodladigi veriler karsilastirilarak fikir birligine varilmistir. Miles ve Huberman’in (1994)
[Goris birligi/ (Gorus ayriigr + Goérus birligi) X 100.00] formula kullanilarak kodlayicilar arasindaki
tutarlilik hesaplanmistir. Bu hesaplama sonucunda, kodlayicilar arasindaki tutarhihgin %88 oldugu
belirlenmistir.

Bulgular

Deney Grubundaki Ogrencilerin Okudugunu Anlama Becerileri On Test, Son Test ve Kalicihk Testi
Puanlari

Karsilikli  6gretim tekniginin uygulandigi deney grubundaki 6grencilerin okudugunu anlama
becerilerine iliskin 6n test, son test ve kalicilik testi basari puanlari arasinda anlamli bir fark olup
olmadiginin incelemesi amaciyla, OABT deney grubuna on test, son test ve kalicilik testi olarak
uygulanmistir.

Tablo 2.

Deney ve kontrol Grubu Puanlarina lliskin Betimsel Istatistikler.

Alinabilecek En Gruplar On Test Son Test

Yiiksek Puan Gruplar n X ss n X ss n X ss

26 Deney 25 15,52 5.10 25 22.00 2.58 25 2244 284
Kontrol 25 17.12 5.28 25 16.80 4.85 25 13.32 5.89

510



Sultan Selen KULA, Yusuf BUDAK — Pegem Egitim ve Ogretim Dergisi, 10(2), 2020, 493-522

Tablo 2’'ye gére deney grubunun 6n test puan ortalamasi 15.52 son test puan ortalamasi 22.00 iken
kalicilik testi puan ortalamasi 22.44 olarak artis gosterdigi gozlenmistir. Deney grubundan elde edilen
verilerin normal dagip dagiimadigini test etmek amaciyla yapilan Kolmogrov Simirnov testleri
sonucunda deney grubunun son test (p=.04) ve kalicilik testi (p=.02) puanlarinin normal dagihm
gostermedigi sonucuna ulasiimistir.

Tablo 3.
Deney Grubunun On Test, Son Test ve Kalicilik Testlerine Iliskin Friedman Testi.
Gruplar  Olglimler n Sira Ort. sd xz p Fark r n
Deney On test 25 1.26 2 2139 .00 2-1 .75 .57
Grubu 3-1 .81 .65
Son test 25 2.36
Kalcilik 25 2.38

Tablo 3’e gore deney grubu 6grencilerinin okudugunu anlamaya iliskin 6n test, son test ve kalicilik
testi puanlari arasinda istatistiksel agidan anlamli bir farkin oldugu séylenebilir (x’= 21.39; p<.05). Bu
farkin hangi olciimler arasinda oldugunu belirlemek amaciyla Wilcoxon mached-paires signed ranks testi
uygulanmistir (Pallant, 2010). Uygulanan Wilcoxon mached-paires signed ranks testi sonuglarina gore
deney grubunun 6n test ile son test puanlari arasinda (z=-3.77; p<.05) son test puanlari lehine; 6n test ile
kalicillik testi puanlar arasinda (z=-4.04; p<.05) kalicilik puanlar lehine anlamli bir fark oldugu
gorilmistir. Deney grubunun son test puanlari ile kalicilik puanlari arasinda (z=-.57; p>.05) anlamh bir
farkhhk bulunmadigi ifade edilebilir. Friedman testi icin dogrudan bir etki degeri hesabi bulunmamakla
birlikte yapilan Wilcoxon mached-paires signed ranks testi ile elde edilen z degeri lzerinden etki degeri
(r) hesaplanabilmektedir (Yatani, 2018). z degeri icin etki blyuklGgiu r = Z / VN formdliyle bulunur. r
degeri icin .50 yliksek etki, .30 orta etki ve .10 ise dustk etki biyukltkleri olarak ifade edilmektedir
(Coolican, 2009). Tablo 3’te goruldugi gibi r etki degeri (.75 ve .81, r>.50) yiiksek etki blyukligindedir.
Bu bulgu, karsilikli 6gretim tekniginin deney grubu 6grencilerinin okudugunu anlama puanlarini anlamh
bir sekilde arttirdigini gostermektedir.

Deney ve Kontrol Grubundaki Ogrencilerin Okudugunu Anlamaya iliskin On Test, Son Test ve Kalicilik
Testi Puanlari

Deney grubundaki 6grenciler ile kontrol grubundaki 6grencilerin okudugunu anlamaya iligkin 6n test,
son test ve kalicilik testi basari puanlari arasindaki farki incelemek amaciyla, OABT deney ve kontrol
grubuna on test, son test ve kalicilik testi olarak uygulanmistir.

Arastirma sorusunda, hem 6n test, son test ve kalicilik testi olmak Uzere (g tekrarli 6l¢im hem de
deney ve kontrol gruplari arasindaki gruplararasi farki ortaya koymak amaclandigi icin, Karisik Olciimler
icin ki Yonli Varyans Analizi kullaniimalidir (Pallant, 2010).Karisik Olciimler icin iki Yénli Varyans
Analizinin kullanilabilmesiigcin 6ncelikle kiresellik varsayiminin saglanmasi gerekmektedir. Bunun igin
Mauchly testi yapilmistir. Tablo 4’e gore tiim iliskili grup kombinasyonlari arasindaki varyans farklarinin
esitligini test eden Mauchly Kiresellik Testi sonucunda (.23; p>.05) kiresellik varsayiminin saglandigi
gorilmektedir.

Tablo 4.

Karisik Olciimler Igin Iki Yonlii Varyans Analizi Mauchly Kiiresellik Testi Sonuglari.

Degisken Mauchly’s W Yaklagik )(2 sd p
Zaman (6n test, son test, kalicilik testi) .94 2.93 2 23

Tablo 5’e gore deney ve kontrol grubu 6grencilerinin okudugunu anlamaya iliskin 6n test, son test ve
kalicilik testi puanlari arasinda (F,=29.28; p=.00, p<.05) istatistiksel agidan anlamli bir fark oldugu ve bu
farkin deney grubu lehine oldugu goriilmektedir (Bakiniz Tablo 2).
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Tablo 5.

Deney ve Kontrol Grubu On Test, Son Test ve Kalicilik Testi Puanlarina lliskin Anova Sonuclari.

Varyansin Kaynagi KT sd KO F p Kismi nz
Gruplar Arasi 47882.67 1

Grup (D-K) 674.16 1 674.16 29.28 .00 .38
Hata 1105.17 48  23.024

Gruplar igi 237.17 2 118.58

Grup*Zaman 735.52 2 367.76 18.14 .00 .27
Hata 1945.30 96 20.26

Elde edilen bu sonug, deneysel islemin okudugunu anlama becerileri izerindeki etkisini agik¢a ortaya
koymaktadir. Karsilikh 6gretim tekniginde yer alan stratejilerin kullanimi 6grencilerin okudugunu anlama
becerilerini olumlu yénde etkilemektedir. Yani sireg icerisinde yapilan, tahmin etme, agiklama, soru
sorma ve Ozetleme stratejilerinin okudugunu anlama becerilerini ve bu becerilerin kalicihgini arttirdig
sdylenebilir. Ogrenmelerin kalici olmasinda, bilginin zihinde saklanmasi ve geri cagrilmasi siregleri
etkindir. Bilgi isleme kurami, 6grenmeyi, bilgiyi bellekte organize etmeyle ve anlamli olarak kaydetmeyle
iliskilendirmektir (Schunk, 2014). Bu durumda deney grubuna uygulanan karsilikli 6gretim etkinliklerinin,
ogrencilerin stratejilerden yararlanma yollarini anlamli olarak kaydetmelerini sagladigi ve kalici oldugu
yoninde yorumlanabilir.

Deney ve Kontrol Grubundaki Ogrencilerin Okudugunu Anlama Oz-Yeterlik Algilari Son Test Puanlari

Deney grubundaki 6grenciler ile kontrol grubundaki 6grencilerin okudugunu anlamaya iliskin 6z-
yeterlik algilari son test puanlari arasindaki farki incelemek amaciyla, OAOYAO deney ve kontrol grubuna
hem 6n test hem de son test olarak uygulanmistir.

Tablo 6.

Deney ve Kontrol Grubu Oz-Yeterlik Puanlarina lliskin Betimsel Istatistikler.

Alinabilecek En On Test Son Test

Yiiksek Puan Gruplar n X 3 n X 3
87 Deney 25 70.36 8.09 25 81.20 5.53

Kontrol 25 68.32 7.66 25 77.12 10.24

Tablo 6’ya gbre deney grubunun 6n test puan ortalamasi 70.36, son test puan ortalamasi
81.20’dir.Kontrol grubunun ©6n test puan ortalamasi 68.32, son test puan ortalamasi 77.12’dir. Bu
sonuglara gore her iki grubun son test puanlari 6n test puanlarina gore artis gdstermistir. Deney ve
kontrol grubunda yer alan &grencilerin OAOYAQ son test puan ortalamalarinin dagilimlarinin normal
olup olmadigi Kolmogrov Simirnov testi ile test edilmistir. Kolmogorov-Smirnov testinde, p>.05 oldugu
durumlarda verilerin normal dagilim gosterdigi soylenebilir. Deney ve kontrol grubundaki 6grencilerin
OAQOYAO son test puanlarinin (p=.00) normal dagilim géstermedigi sonucuna ulasiimistir.

Deney ve kontrol gruplarindaki 6grencilerin okudugunu anlama 06z yeterlik algilarina iliskin son test
puanlarinin birbirinden anlamli bir farklilik gdsterip gostermediginin belirlenebilmesi amaciyla son testler
icin t testinin nonparametrik karsiligi olan Mann Whitney U testi yapilmistir (Gravetter & Wallnau, 2013).

Tablo 7.
Deney ve Kontrol Gruplari Okudugunuanlama Oz Yeterlik Algisi Olgedi Son Test Puanlarina lliskin Mann
Whitney U Testi.

Gruplar n Sira Ort. U z p
Deney 25 27.42 264.50 -.93 .35
Kontrol 25 23.58
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Tablo 7’ye gére deney ve kontrol grubu dgrencilerinin OAOYAO’den elde ettikleri son test ortalama
puanlari arasinda .05 dlzeyinde istatistiksel agidan anlamli bir farkin olmadigi (U=264.50; p>.05)
gorulmektedir.

Bu bulgu karsilikh 6gretimin, 6grencilerin okudugunu anlama 6z yeterlik algilarini anlamli dlglide
etkilemedigi seklinde yorumlanabilir. Aslinda 6grencinin 6z yeterliginin, kendi yaptigi etkinliklerin basaril
olma durumundan dogrudan etkilendigi ifade edilmektedir (Senemoglu, 2009). Deney grubu
ogrencilerinin okudugunu anlama becerilerine iliskin basari diizeylerinin kontrol grubu basari diizeyine
gore anlamli farklihk géstermesine ragmen, kendilerini bu alanda yeterli gérmedikleri séylenebilir. Bu
durumun karsilikli 6gretim stirecinde yasadiklari zorluklardan kaynaklandigi diistinulebilir. Clinkii verilen
goérevin zor oldugunun distnilmesi 6z yeterligi olumsuz etkilemektedir (Schunk, 2014). Bu zorluk
hissinin asilabilmesi, 6grencilerin 6z yeterlik algilarini arttirabilmek icin uygulama siresinin daha uzun
olmasinin etkili olabilecegi disinilebilir.

Deney Grubundaki Ogrencilerin Karsihkli Ogretim Tekniginin Uygulandigi Ogretim Siireglerine iliskin
Gorusleri

Deney grubunda yer alan 25 6grenci ile karsilikli 6gretim tekniginin uygulandigi Tlrkce derslere iliskin
goriismeler yapilmistir. Deney grubu 6grencilerine karsilikli 6gretim tekniginin uygulama siirecine iligskin
gorusleri sorulmustur. Bu goriisler olumlu ve olumsuz olarak iki kategoriye ayrilarak incelenmistir.

Ogrencilerin goériisleri incelendiginde, teknigin bir geregi olarak deney grubundaki 6grencilerin diger
arkadaslarina liderlik etmeleri durumundan memnun olduklari, dersi kendi kendilerine yénlendirmenin
onlara keyif verdigini (f=5) vurgulamislardir. Ornegin, k2 kodlu 6grenci, “Tahmin etme, soru sorma,
actklama ve 6zetlemeyi ¢ok glzel yapmaya basladim. Bu basamaklar sayesinde metni daha iyi anlamaya
basladim.” sézleriyle karsilikl 6gretimin anlamayi kolaylastirdigini ifade etmistir. k5 kodlu 6grenci ise,
karsilikli dgretimde liderlik etme ydniinii vurgulayarak: “Bize cok sey ogretti. ilk baslarda her seyi
yapmadan 6nce 6gretmene soruyorduk. Sonra kendi kendimize yapmaya basladik. Gruplar olusturarak
arkadaslarimizla birlikte galistik.” yorumunu yapmistir. Karsilikli 6gretimde gruplarla ¢alismaya dikkat
¢ceken k6, “Grupga calisarak arkadaslarimla birlikte g¢alistim. Grupga ¢alismanin ¢ok guzel bir sey
oldugunu 6grendim.” ifadesine yer vermistir. Bu bulgular i1siginda 6grencilerin karsilikh 6gretime iliskin
genel olarak olumlu disiinceler icinde oldugunu sdylemek mimkiindiir. Ozellikle ders siireci icinde
calistigi grup arkadaslarina liderlik etmenin, onlari yonlendirmenin, zaman zaman 06gretmen
yonlendirmesinden bagimsiz olarak kendi gruplariyla dersi islemenin karsilikli 6gretim siirecine iliskin
olumlu disilinceler olusmasina katki sagladigi gorilmektedir. Bu goérusler 1siginda karsilikli 6gretimin
ogrencileri olumlu yonde etkiledigi séylenebilir.

Karsilikh 6gretim tekniginin uygulama siurecinde 6grenciler, grup ¢alismalari sirasinda goérev dagilimi
yapmakta (f=3) ve grup arkadaslari ile ortak karara varmakta (f=3)zorlandiklarini ifade etmislerdir. Grup
calismalari bireysel calismalara oranla, 06grencilerin ders icinde daha fazla iletisim kurmasini
desteklemektedir. Daha fazla iletisim ve etkilesim kurmaktan kaynaklanan birtakim catismalarin da
yasanmas! kacinilmazdir. Ogrencilerin ortak karar almakta zorlanmasi fakat bir sekilde bu durumun
Ustesinden gelmeleri de karsilikhh 6gretimin grupla galismayi destekleyen yapisina dayanan dogal bir
durum olarak degerlendirmek mimkdnddr.

Karsilikli 6gretimde en zorlanilan strateji: Karsihkli 6gretim tekniginin uygulandigl 6gretim
sireglerine iliskin deney grubunda yer alan 6grencilere sirecte en zorlandiklari strateji sorulmustur.
Ogrencilerin karsilikli 6gretim stratejileri icerisinde en zorlandiklari strateji olarak 6zetleme stratejisini
gordikleri (n=10) sonucuna ulasiimistir. Daha sonra sirasilyla acgiklama, soru sorma ve tahmin etme
stratejileri gelmektedir. Bu durumun sebebi olarak 6zetlemenin uzun ve zor bir is oldugunu, ozet
cikarirken kendi sozleri ile metni yeniden ifade etmenin kendilerini zorladiklarini ifade etmislerdir.
Ornegin k19 kodlu 6grenci “Ozetleme. Ciinkii ciimleleri kendi sézlerimizle toparlamak ¢ok zordu.
Aklimizda kalanlari yazmak zordu.” sozleriyle bu durumu ifade etmistir.
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Karsilikh égretimde grup ¢alismalari: Ogrencilerin karsilikli 6gretim derslerinde uygulanan grup
¢alismalarina iliskin gorisleri olumlu ve olumsuz olarak iki temada toplanmaktadir. Olumlu olarak
“Fikirleri Paylasmak (f=9), Yanlis Yapma Korkusunun Kalkmasi (f=7), Metinleri Daha lyi Anlama (f=6),
Giiven Duygusu (f=2) ve Eglenceli Olma (f=1)" kategorileri dikkat cekmektedir. Ornegin k15 kodlu
ogrenci, ““Grup arkadaslarinla disiincelerini paylasmak. Birlikte calisirken daha ¢ok bilgi edinmek ve
onlarin distncelerden yararlanmak.” sozleriyle grup calismalarinda arkadaslariyla fikir ahs verisi
yapmanin énemi lizerinde durmustur. k17 kodlu 6grenci ise, “Mesela bir sey dislinliyorsun metinle ilgili,
ama emin degilsin. Grupla c¢alisirken iste bu emin olmadigin yerleri ¢cok kolayca yapabiliyorsun. Clinkii
gruptaki diger kisilerin fikrini soruyorsun.” diyerek grup c¢alismalarinin 6grencilerde yanlis yapma
korkusunu azalttigini ifade etmektedir.

Deney grubu ogrencileri, karsiliklh 06gretim siirecinde grup c¢alismalarinda yasanan birtakim
gicliklerden de s6z etmislerdir. Olumsuz olarak degerlendirilen bu kategoriler; “Sesli Ortamda Calisma
(f=11), Birbirinden Farkh Distinme (f=7), Gorev Dagillimi Yaparken Zorlanma (f=5)” olarak
siralanmaktadir. Karsilkli 6gretimle islenen derslerde giriltii olmasi 6grencilerin en sik ifade ettigi
olumsuzluk olarak dikkat cekmektedir. k8 kodlu 6grenci “Grupla calisirken bazen ¢ok ses olabiliyor.
Ciinkii herkes kendi fikrini sdyliiyor. Her kafadan bir ses cikiyor. Oyle zamanlarda ne yapacagimizi
bilemiyoruz. Ogretmenimiz de bdyle olunca ¢ok yoruldu.” sézleriyle sinif ortamindaki sesin sebebini her
dgrencinin fikirlerini sdyliyor olmasina bagladigi goriilmektedir. Ogrencilerin ifade ettigi olumsuz
durumlardan digeri ise farkh fikirlere sahip olmalaridir. k3 kodlu 6grenci “Herkesin fikrinin alinmasi glizel
ama herkesin farkh dusiinmesi ¢ok zor oluyor. Kendi diisiindiiklerimizi agiklamak, kabul ettirmek zor
oluyor. Onu ikna etmek gerekiyor. Grupta eger herkes ayni anda konusursa o da c¢ok zor
oluyor.”s6zleriyle bu durumu ifade etmislerdir.

Tartisma, Sonug ve Oneriler

ilkokul 4. simif Tiirkce dersinde yiiriitiilen bu arastirmada, karsilhkl 6gretim tekniginin uygulandig
deney grubu o6grencilerinin okudugunu anlamaya iliskin 6n test, son test ve kalicilik testi puanlari
arasinda istatistiksel agidan anlamli bir farkin oldugu belirlenmistir. Bu farkin 6n test ile son test puanlari
arasinda; son test puanlari lehine ve 6n test ile kalicilik testi puanlari arasinda, kalicilik testi puanlari
lehine oldugu gorilmistir. Bu sonu¢ deney grubu 6grencilerinin okudugunu anlama becerilerinin
gelistigine isaret olarak alinabilir. Bu artisin karsilikli 6g8retim tekniginin uygulanmasinin bir sonucu
oldugu disunulmektedir. Okudugunu anlama becerilerinin gelisiminde strateji kullanimin 6nemi
bilinmekle beraber kullanilan stratejinin karsilikh 6gretim gibi birden fazla bileseni barindirmasi da
dnemli bir faktérdiir (Giler & Ozmen, 2010). Karsilikli 6gretim okuma 6ncesi, okuma esnasi ve okuma
sonrasinda kullanilan stratejilerin harmanlanmasini gerektiren ¢ok 6geli bir tekniktir (Palincsar & Brown,
1984). Bu durumun karsilikli 6gretimin, okudugunu anlama Gzerindeki olumlu etkisinin 6nemli
sebeplerinden biri oldugu distnilebilir.

Deney grubu ile kontrol grubu 6grencilerinin okudugunu anlamaya iliskin 6n test, son test ve kalicilk
testi puanlari arasinda deney grubu lehine istatistiksel agidan anlamh bir fark oldugu sonucuna
ulasilmistir. Bu sonug, deney grubu 6grencilerinin kontrol grubuna oranla okuma becerileri agisindan
daha basarili oldugunu gbéstermektedir. ilkdgretimin en belirgin amaglarindan biri 6grencilerin
okudugunu anlama becerilerini gelistirmektir. Clinkii okudugunu anlama becerileri bir sonraki egitim
kademelerindeki 6grenmeler icin 6nemli bir temel saglamaktadir (Alvermann & Earle, 2003; Kirsch et.
al.,, 2002). Son 20 yilda yurtdisinda yapilan okudugunu anlama arastirmalarinin biyik ¢ogunlugunun
amaci okudugunu anlamayi kolaylastirmaya yonelik etkili okuma stratejileri gelistirmektir (National
Reading Panel, 2000). Uzman kisilerin gozetiminde dogru bir bicimde uygulanan karsilikh 6gretim
tekniginin okudugunu anlama becerilerinin gelisimine 6nemli katkilar sagladigi kanitlanmistir (Koch &
Sporer, 2017; Lysynchuk et. al., 1990; Rosenshine & Meister, 1994; Palincsar & Brown, 1984). Genel
olarak bakildiginda yapilan ¢ok sayida galisma karsilikli 6gretimin, 6grencilerin okudugunu anlama
diizeylerini arttirdigini ortaya cikarmistir (Palincsar, 1987; Dermody, 1988; Miller, Miller & Rosen 1988;
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Brady, 1990; Lysnchuk et. al., 1990; Taylor & Frye, 1992; Kelly, Moore & Tuck, 1994; Klingner & Vaughn,
1996; King & Johnson, 1999; Lederer, 2000; Le Fevre et. al., 2003; Lubliner, 2004; Takala, 2006; Todd,
2006; Sarast,i 2007; Sporer et. al., 2009).

Ogrenme sonucu olusan davranislarin, sik kullanilmasa dahi uygun uyaricilar kargisinda, yeri
geldiginde ortaya cikabildigi bilinmektedir (Budak, 2016). Bu durumda 6grenmenin kalicihgindan s6z
etmek mimkindiir. Ogrencilerin derslerde grup ile calismalarinin, &grenme kaliciligini arttirdigi
bilinmektedir (Unlii & Aydintan, 2011). Bu grup ¢alismalari, 6grencilerin 6grenme siirecinde derste aktif
olmalarini ve bu nedenle de yaptiklarini daha uzun siire hatirlamalarini saglamaktadir (Unlii & Aydintan,
2011). Bu bilgiden hareketle karsilikl 6gretim tekniginin de uygulama sirecinde grup ¢alismalarinin
hakim olmasinin, okudugunu anlama becerilerine iliskin basari duzeyi ve kalicilik puanlari Gzerinde etkili
oldugu duistnulebilir. Ayrica 6grenme kalicihgini saglamada bir diger 6nemli faktoriin 6grenciye yeterli
zamanin verilmesi oldugu bilinmektedir (Hashey & Connors, 2003). Ogrencilerin bilgiyi igsellestirmeleri,
kalici hale getirebilmeleri icin onlara yeterli zaman verilmelidir.

Karsilikli 6gretim tekniginin 6nemli kazanimlarindan biri de 6grencilerin st bilissel disinme
becerilerini gelistirmesidir (Bruce & Robinson, 2000). Ustbilis, kisinin herhangi bir seyi 6grenmenin ve
anlamanin yani sira o bilgiyi nasil 6grendiginin de farkinda olmasidir (Senemoglu, 2009). Bu farkindaligin,
o0grenmeleri daha kalici hale getirecegi dusiiniilmektedir.

Bu arastirmada elde edilen bulgular, dérdiinci sinif Tirkge dersinde karsilikli 6gretimle diizenlenmis
o6gretim sirecinin, okudugunu anlama becerilerinin gelisimi lizerinde mevcut 6gretim programinda
onerilen yontem ve tekniklerden daha etkili oldugunu géstermektedir. Calisma sonucuna benzer sekilde
Guldenoglu & Kargin (2012), Palincsar & Brown (1984) ve Carter (1997) da karsilikh 6gretim tekniginin
uygulanmasinin 6grencilerin okudugunu anlama becerilerini gelistirdigini ortaya koymuslardir. Ayrica bu
teknigin vyalnizca sinif gibi kuglk gruplarin basarisini arttirmaktan ziyade tim okul genelinde
uygulandiginda, okulun genel 6grenci basarisini da bir yildan kisa siirede arttirdigi bilinmektedir (Carter,
1997).

Arastirmada deney grubundaki 6grenciler ile kontrol grubundaki 6grenciler arasinda okudugunu
anlama oOz-yeterlik algilari son test puanlari incelendiginde, deney grubu Ogrencilerinin 6z-yeterlik
algilarinin kontrol grubuna goére daha yiksek oldugu gorilmustir. Fakat bu fark istatistiksel agidan
anlamli bulunmamistir. Arastirmanin nitel bulgulari da bu sonucu destekler niteliktedir. Karsilikli 6gretim
tekniginin uygulandigi deney grubunda yer alan 6grencilerin, grup calismalarinda goérev dagilimi
yaparken zorlanma, grup iginde ortak bir kararda birlesme konularinda zorluklar yasadiklari sonucuna
ulasilmistir. Bu durum o6grencilerin geleneksel yontemlerde, sinifta pasif bir alici roliinde olmalarindan
kaynakl olabilecegi disunulmektedir. Karsilikh 6gretimde Ogrencilerin birlikte calisma, birlikte karar
verme, sorumluluk alma, 6gretmenden bagimsiz calisabilme gibi pek de alisik olmadiklari siiregleri
yonetmekte zorlandiklari gériilmektedir. Ogrencilerin karsilikli 6gretim siirecinde bu birtakim zorluklar
yasamalarinin, 6z-yeterlik algilarini da olumsuz yonde etkilemis olabilecegi dusinilebilir. Cunkd,
o6grencilerin herhangi bir konuya iliskin 6z yeterlik algilarinin, yaptiklari islerden sagladiklari basari
hissiyle dogrudan bir etkilesim halinde oldugu bilinmektedir (Senemoglu, 2009). Ogrenci icin “Basarabilir
miyim?” sorusunun cevabi onun 6z yeterlik algisini ortaya koymaktadir (Viau, 2015). Bu durumda
ogretme O6grenme slrecinde, 6grencilerin kendilerini konuyla ilgili basarili hissetmeleri, 6z yeterlik
algisinin yiksek olmasinda etkili goriilebilir. Deney grubu 6grencilerinin okudugunu anlama becerileri
acisindan basari dizeylerinde artis gorilmesine ragmen, kendilerini bu alanda yeterli gérmedikleri
sonucuna ulasiimistir. Bu durum, geleneksel yontemlerle ders islemeye aliskin olan 6grencilerin tek
dogruyu 6gretmenin bildigi algisindan, 6gretmenden bagimsiz ¢alisma kiltiriine asina olamamalarindan
dolayisiyla da kendilerini yeterli gérmemelerinden kaynaklandigi diisinilebilir. Ogrenciler karsilikli
ogretimi uygularken zorlanmiglardir. Verilen gorevin zor oldugunun disiiniilmesi 6z yeterligi olumsuz
etkilemektedir (Schunk, 2014). Bu sakincanin ortadan kalkmasi karsilikli 6gretim tekniginin uzun siireli
uygulanmasiyla mimkin olabilir.
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Arastirmada, deney grubundaki o6grencilerin karsilikli 6gretimin uygulandigi dersler hakkindaki
gorusleri incelendiginde, 6grencilerin diger arkadaslarina liderlik etmeleri durumundan memnun
olduklari, dersi kendi kendilerine yonlendirmenin onlara keyif verdigi, bu teknigin, okuduklari metinleri
daha iyi anlamalarini sagladigini ve grupla galismanin kendilerine katki getirdigi sonucuna ulasiimistir. Bu
bulgu ile ortisen sekilde, Hashey ve Connors (2003) tarafindan iki yil boyunca karsilikh 6gretim
uygulanan arastirma sonuglarinda da 6grencilerin uygulama sireci ilerledikge grup icinde 6gretmenden
yardim almadan etkilesimi saglayabildikleri ve siireci yonetebildikleri ortaya ¢ikmistir. Gilbert (2018),
karsilikh 6gretim uygulamalarini yaraticilk yoniinden zenginlestirdikge, grup ici etkilesimin arttigi ve
grupla 6grenmenin, 6grencilerin anlama dizeyini oldukg¢a gelistirdigi sonucuna ulagmistir. King ve
Johnson (1999) tarafindan yapilan galisma sonuglarinda da; ¢alismaya katilan 6gretmenler diizenli bir
sekilde ve anlasilir bicimde karsilikli 6gretimin dort stratejisinin nasil kullanilacagini modellediklerinde,
etkili bir sekilde nasil karsilikli 6gretim diyaloglarini kullanacaklarini gosterdiklerinde, uygulamalara
rehberlik ettiklerinde, 6grencilere pekistire¢ ve donlt verdiklerinde, 6grencilerin karsilikh 6gretim
siirecini 6gretmenlerinin bir aynasi gibi uygulayabildikleri ortaya konulmustur. Ayni bulguyu destekler
nitelikte Miller, Miller ve Rosen (1988)'in yaptigl calismada da karsilikh 6gretim tekniginin uygulandig
ogrencilerin lehine, bu 6grencilerin yonetme becerilerinde kontrol grubu 6grencilerine goére anlamh bir
farklilik oldugu ortaya ¢ikmistir. Yani karsilikli 6gretim uygulamalari sonucunda 6grencilerin, ders sirecini
yonlendirmede, arkadaslarina 6gretmenmis gibi liderlik etmede basarili hale geldikleri gorilmektedir.
Yine ¢alisma bulgusu ile benzer sonuca ulasan Todd (2006), 4. sinif kaynastirma 6grenciler ile karsihkl
o6gretim uygulamalari yapmis ve bu uygulamalar sonucunda 6grencilerin stratejileri kendi kendilerine
uygulayabilme konusunda gelisim gosterdikleri sonucuna ulasmistir.

Deney grubundaki 6grencilerin, karsilikli 6gretim etkinliklerinin, okuduklari metinleri daha kolay
anlamalarini sagladig gorilmdistir. Arastirmanin nicel ¢6ziimlemelerden elde edilen sonuglar da
arastirmanin bu nitel sonuglariyla ortismektedir. Karsihkl 6gretim tekniginin uygulandigi deney
grubundaki 6grenciler ile normal 6gretim sirecinin devam ettirildigi kontrol grubundaki 6grenciler
arasinda okudugunu anlamaya iliskin basari diizeyi arasinda deney grubu lehine anlamli bir fark ortaya
cikmistir. Bir metni okudugunda daha kolay anlamak, 6grencilerin yalnizca Tirkge derslerinde degil diger
tim derslerde kullanabilecekleri bir beceridir. Stefani (1998) de okuma becerisi ile akil yiritme ve
yazma becerilerinin 6grencilerin akademik basarilarina belirgin bir sekilde katki getirdigini ifade etmistir.

Deney grubundaki 6grencilerin karsilkli 6gretim stratejileri icerisinde en zorlandiklari stratejinin
dzetleme stratejisi oldugu sonucuna ulasilmistir. Ozetlemenin temelinde, okudugunu anlamanin da
temel ciktilarindan biri olan; pek ¢ok bilgi kiimesi icinden en 6nemli bilgileri ayirt edebilme yer
almaktadir. Ozetleme becerisi, anlama, planlama ve anlatma siireglerinden olusmaktadir. ilk asamada
kaynak metni okuyup anlama gergeklesir. Sonra metni kisaltabilmek igcin dnemli noktalari belirleyerek
plan olusturulur. Son olarak da 06zet metni yazma veya anlatma gercgeklestirilir (Cikrikgi, 2008).
Ozetlemenin bu ¢ok asamali siire¢ yapisindan kaynakl olarak 6grencilerin stratejiyi uygulamakta
zorlandiklari dustinilebilir. Cooper ve Greive (2009)’in ilkokul dordinct sinif 6grencileri ile yaptigi
calisma sonuglarinda da 6zetleme stratejisinin 6grenciler tarafindan diger stratejilere oranla daha zor
olarak nitelendirildigi sonucuna ulasiimistir. Karsilikli 6gretimin 6grencilerin 6zetleme yapma becerilerini
gelistirdigini, 6zetlemenin dogasina uygun bicimde c¢ogunlukla ana fikirlerden olusan ozetler
yazabilmelerine olanak sagladigini gésteren galisma sonuglari bulunmaktadir (Dermody, 1988; Palincsar,
1987; Palincsar & Brown, 1984; Taylor & Frye, 1992).

Arastirmada deney grubundaki 6grenciler, karsilikli 6gretim slirecinde grupla ¢alismanin; fikirlerini
birbirleriyle paylasmaya imkan sagladigini, derste yanlis cevap verme veya yanlis yapma korkularini
azalttigini, okuduklari metinleri grup c¢alismasi sirecinde yaptiklar etkinlikler sebebiyle daha iyi
anladiklarini, kendilerine ve birbirlerine daha ¢ok gliven duymalarini sagladigini ve grup etkinliklerinin
eglenceli oldugunu ifade etmislerdir. Bu bulguyu destekler nitelikte Celik, Senocak, Bayrakgeken,
Taskesenligil ve Doymus (2005) da grup ¢alismalarinin olumlu bagimliligi saglama, bireysel sorumluluk
alma, ylz yuze etkilesimi gliclendirme, sosyal becerileri gelistirme ve birlikte degerlendirme (Johnson et
al., 1994; Felder & Brent, 1994) dzellikleri oldugunu ifade etmislerdir. Giingdr ve Un-Acikgdz (2006)’{in
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de yaptiklari calisma sonuglari bu bulguyu desteklemektedir. is birlikli 6grenmenin ilkokul 6grencilerinin
okudugunu anlama stratejilerini kullanimlari ve okumaya yénelik tutumlarini olumlu etkiledigi sonucuna
ulagmiglardir. Glinkd grupla yapilan okuma g¢alismalarinda 6grenciler metni birlikte okumakta, kimi
zaman birbirlerine anlatmakta, sorular sormakta, elestirilerde bulunmakta, yorum yapmakta ve sesli
disinebilmektedirler. Yani yalnizca okuma yapmak disinda metin ile ilgili pek ¢ok zihinsel islem
ylratmektedirler. Bu durumun da 6grencilerin okuduklarini anlamalarini gelistirdigi distnilmektedir.

Ogrencilerin grup galismalari sirasinda yasadiklari zorluklar, grup galismalarinda normalden fazla ses
olmasi, grup Uyelerinin birbirinden farkh dislincelere sahip olmasi ve gérev dagilimi yaparken zorlaniyor
olmalari olarak siralanmistir. Siralanan zorluklarin aslinda grup ¢alismalarinin dogal yapisindan kaynakli
oldugu dusunilmektedir. Grup ¢alismalari 6grencilerin bireysel ¢alismalara oranla daha fazla iletisim ve
etkilesim halinde olduklari galismalardir. Bu 6zelligi dolayisiyla da bireysel ¢calismalara gore daha fazla ses
olmakta, grup Uyeleri bireysel fikirlerini paylastiklari icin birden fazla farkli fikirler ortaya ¢ikmakta ve
grup Uyeleri arasinda adaletli olarak gorev dagilimini saglamak gerekli olmaktadir. Tum bu durumlari da
ogrencilerin zorluk olarak ifade ettikleri goriilmektedir. Grup calismalarinda ortaya ¢ikan bu zorluklarin
Ustesinden gelebilmek icin, 6grencilerin gesitli problem ¢ézme becerilerini, sosyal becerilerini ve iletisim
becerilerini ise kosmalari gerekli gorulebilir.

Arastirmadan elde edilen sonuglar géz 6niinde bulunduruldugunda, karsilikli 6gretim tekniginin
okudugunu anlama becerilerini gelistirmesi ve kaliciiga olan olumlu etkisi sebebiyle, Tirkge
programlarinda bir 6gretim teknigi olarak yer almasinin yararli olacag séylenebilir. Clinkl ilkokullarda
okudugunu anlama calismalarina gereken 6nemin verilmemesi, 6grencilerin okudugunu anlama
seviyelerinin dlstk olmasina neden olmaktadir. Bu eksikligin giderilmesi icin anlama stratejilerinin
o6gretimi programlarin bir parcasi olmalidir (Pilonieta & Medina, 2009). Karsilkli 6gretim tekniginin
ilkokul 6grencileri Gzerindeki olumlu etkilerinden yola g¢ikarak, program gelistirme ¢alismalarinda
program gelistirme uzmanlarinin, karsilikhh 6gretim teknigine yer vermeleri, bu teknigi denemeleri ve
degerlendirmeleri igin tesvik edilmelerinin gerekli oldugu dusinilmektedir. Bu noktada 6gretmenlere de
hizmet ici egitimler ve calistaylar yoluyla karsihkh 6gretim ile ilgili ahstirmalar yapma ve bu teknigi
kullanmaya cesaretlendirilme olanagi sunulmalidir. Bu sirecgte 6gretmenlerin, 6zellikle bilgi aktarmadan
daha ¢ok rehberlik etme, 6grencilerle birlikte 6grenme, 6grencileri ders icinde aktif tutma, grup
calismalari planlama, o6grencileri disiinme, arastirma ve sorgulamaya yonlendirme konusunda
o6gretmenin akademik ve mesleki danismanlga ve hizmet ici egitim ihtiyaclari giderilmelidir.
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Introduction

The concept of ‘helicopter parental attitude’ was created in 1969 when a student told his teacher,
‘My mother is hovering around me like a helicopter’. Afterwards, this attitude has also been labeled as
‘excessive parenting’ (Kuppens & Ceulemans, 2018), ‘lawnmower parenting’ (Locke, Campbell &
Kavanagh, 2012), ‘tiger parenting’ (Juang, Qin & Park, 2013) and ‘bulldozing parenting’ (Sharma & Sarna,
2018). No matter how they are called, the common features of these parents are that they are overly
child-oriented and interventionist; they limit their child’s autonomy. Parents who are overly concerned
about their child and his/her future, who try excessively to prevent possible negative consequences,
prefer to plan for and manage their child’s life and even execute tasks that the child can do by
himself/herself are described as helicopter parents (Hesse, Mikkelson & Saracco, 2018). This parenting
style which emerges as the child begins to walk often continues to increase and is focused mostly on
academic achievement during school years (Yoo & Jahng, 2016).

The effects of helicopter parental attitudes on children may vary. According to self-determination
theory (Ryan & Deci, 1991), it can be argued that because of the interventionist, restrictive and directive
influences of helicopter parents, their children are unable to sufficiently fulfil the three basic human
needs—autonomy, competence and the need for relationships—and, as a result, they grow up with
limited problem-solving and coping skills. In terms of pathological psychology, several studies have
recorded higher rates of depression, panic disorders, social anxiety, early sexual intercourse and
substance abuse and less social and academic competence in children with helicopter parents (Schiffrin,
Liss, Miles-McLean, Geary, Erchull & Tashner, 2014). Some of these studies show that destructive
behaviors, rebellion and tantrums (Nomaguchi & Milkie, 2017), excessive demand for rights, selfishness
(Eberly-Lewis, Vera-Hughes & Coetzee, 2018) and narcissistic personality traits (Cramer, 2011; Fonagy,
Gergely, Jurist & Target, 2004) are significantly more common in individuals raised by helicopter
parents. Schema theoreticians report that the schema of rights, especially, is the result of excessive
pampering, cold/rejecting and non-limiting parenting; the schema of emotional deprivation is the result
of a lack of compassion, empathy and protection and the schema of imperfection is the result of an
overly critical and interventionist parenting style (Campbell, Foster, & Brunell, 2004; Jia & lJia, 2016;
Sundag, Zens, Ascone, Thome & Lincoln, 2018). This research aims to test the abovementioned views of
schema theoreticians. The personality trait that has been conceptualized in this study as ego inflation
completely correlates with the substance of the schema of self-righteousness.

Ego inflation, conceptualized by some authors as an inflated sense of self (Walker & Bright, 2009)
and by others as spotlight effect (Golubickis, Tan, Falben & Macrae, 2016), is a personality construct that
displays characteristics including manipulative behavior, poor impulse control, a failure to think about
the consequences of one’s behavior and a strong desire for immediate fulfilment of one’s wishes and
desires (Helander & Andersson, 2014); it is characterized by the belief that one has better qualities than
anyone else and the use of every possible opportunity for a show of power (Derefinko, DeWall, Metze,
Walsh & Lynam, 2011; Romer, Betancourt, Giannetta, Brodsky, Farah & Hurt, 2009). Individuals with this
personality type take pleasure in harming, exploiting, influencing and dominating others. Although this
personality type is not included within the category of antisocial or narcissistic personality disorders,
such individuals may cause psychological damage to those around them (Moffit, Caspi, Rutter & Silva,
2001; Olweus, 2011). Some authors look at ego inflation as an exaggerated form of self-compassion and
self-esteem, that is, the pursuit of exaggerated self-affection and high self-esteem leads to ego inflation
(Neff, 2011). Some have described it as an emotional investment in an unrealistic belief in the
exaggerated grandiosity of the individual, the purpose of which is to eliminate any internal suspicion of
perceived weaknesses (de Zavala, 2011).

The most distinctive feature of individuals with ego inflation is that they have a very strong sense of
righteousness, which has been described as ‘the expectation of unrequited special favors, the
perception that one deserves more and have more rights than others, the expectation that one has
more special privileges and fewer responsibilities than others’ (Campbell, Bonacci, Shelton, Exline &
Bushman, 2004). The root of this presumption could be that such individuals know very little about self-
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sufficiency and they do not have requisite skills for the same (Lessard, Greenberger & Chen, 2016).
Childhood memories and parent—child relationship play an important role in this personality trait. In
many studies, the strongest predictors of ego inflation are found to be excessive love, weak discipline
(Dickinson & Pincus, 2003), inconsistent parental warmth and psychological control (Horton & Tritch,
2014) and a blurred line between authority and tolerance (Cramer, 2011). Studies show that an
inconsistent parenting style resulting from the combination of harsh authority and excessive affection
may lead to difficulty in decision-making, low self-esteem, poor social skills and low academic
competence (Grady & Karraker, 2014); low creativity and depression (King, Vidourek & Merianos, 2016);
behavioral problems (Thompson, Hollis & Richards, 2003) and a fear of failure, emotional repression and
difficulties in overcoming negative emotions (Uji, Sakamoto, Adachi & Kitamura, 2014) in children. An
overly permissive parenting style in which there is difficulty in setting boundaries creates an atmosphere
that allows for a lack of self-control and self-centered behaviors (Lee, Cloninger, Park & Chae, 2015).

Although there are studies that investigate a correlation between parental attitudes and ego
inflation, none directly test their association with helicopter parental attitudes. Helicopter parenting is a
concept that has not yet been discussed in scientific studies in Turkey. For the first time, Yilmaz (2019)
developed a tool aimed at measuring perceived helicopter parental attitudes in the maternal and
paternal dimensions. The objective of this study is to assess the relation between ego-inflation levels
and perceived helicopter parental attitudes in the defined period of young adulthood. For this purpose,
perceived helicopter parental attitudes were determined as the independent variable, and their relation
to ego inflation was tested with structural equation modelling. For this purpose, answers to the
following two questions were sought:

1. To what extent does helicopter maternal attitude predict ego inflation observed in young
adulthood?
2. To what extent does helicopter paternal attitude predict ego inflation observed in young adulthood?

Method

The relational screening method was used in this study. It aims to determine any existence or degree
of mutual change between two or more variables (Karasar, 2005). This method is also used to expose
the influence of one variable on another variable or variables (Bliylkoéztirk, 2016). The relational
screening method was chosen because the objective of the study was to reveal the correlation between
helicopter parental attitude and ego inflation observed in young adults and to test the effect of
helicopter parental attitude on ego inflation.

Participants

The study was performed on individuals aged 24-34 years, who were in their early or emerging
adulthood (Wood, Crapnell, Lau, Bennett, Lotstein, Ferris & Kuo, 2018). This age group was chosen in
order to see the results of helicopter parental attitudes extending to adulthood. After obtaining the
necessary permissions, the purpose of the study was explained to 432 people from four different levels
in two institutions, one in the private sector and the other in the public sector of health institutions, and
two scales were administered to them after receiving their voluntary declaration. Table 1 presents
information on the study group.

Data Collection Tools

Perceived Helicopter Parental Scale: The Perceived Helicopter Parental Scale developed by Yilmaz
(2019) was used to determine the perceived helicopter parental attitudes of the participants in the
study. The scale applies forms for both parents together, and it was developed to measure the
perceived helicopter parental attitudes under four dimensions. Yilmaz (2019) reported an internal
consistency coefficient of .85 for the mother’s form and .83 for the father’s form in this scale. Table 2
shows the calculated consistency and internal consistency coefficients of the scale for this study.
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Table 1.

Information on the on the Study Sample.

Gender N %
Female 253 58.56
Male 179 41.44
Institution

Public 231 53.47
Private 201 46.53
Status

AS 106 24.54
GAS 277 64.12
M 49 11.34
Total 432 100.00

AS: Auxiliary Services, GAS: General Administrative Services, M: Manager

Ego Inflation Scale: The scale developed by Yilmaz (2018) consists of four dimensions: inflation in
social orientation, inflation in selfishness, inflation in manipulation, and inflation in self-exaggeration.
The four dimensions are reported to be components of the ego inflation structure, and together, they
form a superstructure. The internal consistency coefficients for the four subscales are .76 and .79, and
the internal consistency coefficient for the entire scale was .90. Table 2 shows the calculated internal
consistency coefficients of the data collection instruments used in the study.

Table 2.

Reliability Coefficient of Scales and Sub-Dimensions.

Factors Number of Expressions  Cronbach's Alpha (a)
Perceived Helicopter Maternal Attitude Scale 21 .92
Perceived Helicopter Paternal Attitude Scale 21 .89
Ego Inflation Scale 15 .96
Inflation in social orientation sub-dimension 4 .83
Inflation in selfishness sub-dimension 4 .85
Inflation in manipulation sub-dimension 3 .89
Inflation in self-exaggeration sub-dimension 4 .90

The study uses the Perceived Helicopter Maternal Attitude Scale, Perceived Helicopter Paternal
Attitude Scale and the Ego Inflation Scale, which has four sub-dimensions including inflation in social
orientation, inflation in selfishness, inflation in manipulation and inflation of self-exaggeration.
Accordingly, the Cronbach’s alpha reliability coefficients for the internal consistency of the scales were
calculated separately for each factor, and then, it was calculated for the whole scale.

The table shows that the Cronbach’s alpha reliability coefficient was .92 for the Perceived Helicopter
Maternal Attitude Scale, .89 for the Perceived Helicopter Paternal Attitude Scale, .83 for the sub-
dimension of social orientation, .85 for the sub-dimension of selfishness, .89 for the sub-dimension of
manipulation, .90 for the sub-dimension of self-exaggeration while the Cronbach’s alpha reliability
coefficient for the Ego Inflation Scale as a whole was found to be .96. The scales and sub-dimensions
have very high reliability, considering the field of study. Therefore, it is safe to claim that the results
obtained from the data will be consistent and stable.

Data Analysis

Some assumptions in the study were tested before the possible effects could be examined using
path analysis. First, the suitability of the sample size was tested for the statistical analysis. It was thought
that the sample should be at least five times larger than the total number of items in the data collection
range used in the study (Cokluk, Sekercioglu, & Buyukoztiirk, 2012). We found no univariate and
multivariate extremes after ensuring that there were no missing values in the data collection range. The
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descriptive statistics of the scores of each scale and subscale were calculated and compared with the
limit values in order to test the univariate normality hypothesis. Table 3 shows the findings obtained
from this analysis.

Table 3.
Descriptive Values of Scales Used in Study.

Helicopter Mother Helicopter Father Inflated Ego
N 432 432 432
Missing Value 0 0 0
Average 54.65 49.25 35.77
Median 52.00 47.00 30.00
Standard Deviation 15.92 12.89 16.42
Skewness .80 .86 .93
Standard Error of Skewness 13 13 13
Kurtosis .29 .98 -.32
Standard Error of Kurtosis 27 .27 .27
Minimum Observed Value 28.00 25.00 15:00
Highest Observed Value 102.00 105.00 74.00

Table 3 shows that the values calculated for all five scales demonstrate normal distribution. The
assumptions of linearity and multivariate normality were examined using a scatter diagram and
Bartlett’s test of sphericity. We can say that there is a linear relation between the variables and the data
form a multivariate normal distribution. In order to investigate whether there is a problem of
multicollinearity between the variables, the correlations between the variables were examined, and the
results did not indicate any problem of multicollinearity. The models were tested using the path analysis
method after these preliminary analyses.

Results

The structural equation modelling results were found to be significant at p = 0.000 according to the
confirmatory factor analysis. We found that the 21 items that constitute the Perceived Helicopter
Maternal Attitude Scale and the Perceived Helicopter Paternal Attitude Scale, and the 15 items that
measure ego inflation are related to the structures of the scale. Table 4 shows the calculated values.

Table 4.

Fit Indices of Single-Factor Model Confirmatory Factor Analysis of the Scales in the Study.

Scales RMSEA NFI CFI IFI GFI TLI AGFI CMIN/df
HM .06 .95 .92 .92 .90 .90 .86 2.20
HP .07 .92 .88 91 .89 .86 .85 2.43
EIS .08 .94 .96 .96 91 .94 .86 3.32

Acceptance Limits RMSA<.08 .90sNF .85<GFl .90<IFl .85<GFl .90<TLl .85<AGFI )(z/deS.OO

RMSEA = Root Mean Square Error of Approximation; CFl = Comparative Fit Index; IFI = Incremental Fit Index; GFl = Goodness of
Fit Index; TLI = Tucker Lewis Index; AGFI = Adjustment Goodness of Fit Index; HM = Helicopter maternal attitude scale; HP =
Helicopter paternal attitude scale; EIS = Ego Inflation Scale.

The results of the confirmatory factor analysis for the first-level single-factor model of all three data
collection instruments demonstrate acceptable values. The tested models of the first-level single-factor
confirmatory factor analysis of the scales are shown in Figures 1, 2 and 3.

Factor loads of the items of the three scales are shown in Table 5. Table 5 shows that the factor
loads were between .47 and .68 in the Perceived Helicopter Maternal Attitude Scale, between 46 and
.62 in the Perceived Helicopter Paternal Attitude Scale and between .70 and .97 in the Ego Inflation
Scale.
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Figure 1. Perceived Helicopter Maternal Attitude Scale First-Level Single-Factor Confirmatory Factor
Analysis Model.
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Figure 3. Ego Inflation Scale first-level single-factor confirmatory factor analysis model.

The linear relations between variables are measured using the correlation coefficient. However, if
the correlation coefficient is affected by another variable or variables, it may not be sufficient to explain
the relation in some cases. Thus, the path analysis developed by Wright (1960) is used when correlation
coefficient calculated between variables is not required to include parts affected by other variables. The
objective of the path analysis is to estimate the significance and magnitude of assumed causal bonds
between variables and to make inferences. Fit indices were used to test the fitness of the structural
equation model for the perceived helicopter maternal attitude and ego inflation in young adults. The
calculated values are shown in Table 6.
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Table 5.
Factor Loads of Scales Used in Study.

Items Helicopter Maternal Attitude Scale Helicopter Paternal Attitude Scale Ego Inflation Scale

1 .52 .60 71
2 .47 .52 .70
3 .53 43 73
4 .49 44 .80
5 .60 .52 .70
6 .65 .48 .78
7 .56 .54 .79
8 .60 .59 .78
9 .67 .55 .75
10 .50 .46 77
11 .59 .62 .78
12 .65 .51 .89
13 .67 47 .89
14 .49 .59 .85
15 .57 .56 .97
16 .59 .55
17 .56 44
18 .68 .52
19 .60 .50
20 .62 .54
21 .61 .55
Table 6.
Path Analysis Results of Perceived Helicopter Maternal Attitude and Ego Inflation in Young Adults.
RMESA NFI CFI IFI GFI TLI AGFI CMIN CMIN/df
.06 .84 91 91 .82 .90 .80 1219.92 2.10

The model has been improved; the variables that reduce fitness were identified during
improvement, and new covariances were created for those with high covariance among residual values
(e2—e7; e2—e17; e8—e12; e8—e20; e10—e13; el1-el4; e12—e20; e15—e20). The renewed fit indices were
as follows: x* = 1.69; comparative fit index (CFI) = .91; incremental fit index (IFl) = .91; and root mean
square error (RMSEA) =.06.

Figure 4 shows the pathway analysis model drawn using SPSS—AMOS with respect to the perceived
helicopter maternal attitude and ego inflation in young adults. The B values shown in Figure 4 are non-
standardized values and the hypothesis test results are as shown in Table 7. Table 7 shows that the
perceived helicopter maternal attitude positively affects ego inflation in young adults. The standard B
coefficient was calculated as .65, and this value was found to be significant at a .05 level at the end of
the path analysis. The Perceived Helicopter Maternal Attitude Scale accounts for 42.80 percent of the
change in ego inflation (R* = .43). A 1-point increase in perceived helicopter maternal attitude scores
caused a .65-point increase in the ego inflation scores of young adults. Overall, almost half of the
changes in ego inflation scores were found to be explainable by a helicopter maternal attitude.

The compliance values calculated to test the fitness of the structural equation model for the
perceived helicopter paternal attitude and ego inflation in young adults are shown in Table 8. The
created model was improved. Variables that reduce fitness were identified during the improvement
process; new covariances were created for those with high covariance among residual values (e4—e9;
e4—el9; e6-e12; e9-0el6; e1l0-el3; ell-el4; el5-e20). The renewed indexes are as follows: )(2 =2.23;
CFl =.89, IFl =.89; RMSEA = .06.
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Figure 4. Path Analysis Model of Perceived Helicopter Maternal Attitude and Ego Inflation in Young Adults.
PHMA: Perceived Helicopter Maternal Attitude, El: Ego Inflation, I1SO: Inflation in Social Orientation, IS: Inflation in Selfishness, IM:
Inflation in Manipulation, ISE: Inflation in Self-Exaggeration

Table 7.
Hypothesis Test Results of Perceived Maternal Attitudes and Ego Inflation in Young Adults.
Stnd. B Stnd. Error p
Hq:Perceived Helicopter Maternal Attitude —Ego Inflation .65 A1 .00*
Table 8.
Path Analysis Results of Perceived Helicopter Paternal Attitude and Ego Inflation in Young Adults.
RMESA NFI CFl IFl  GFI TLI AGFI CMIN CMIN/df
.06 .82 .89 .89 .80 .88 .78 1298.08 2.23

Figure 5 shows the path analysis model drawn by SPSS—AMOS on the perceived helicopter paternal
attitude and ego inflation in young adults. The B values shown in Figure 5 are non-standardized values,
and the hypothesis test results are given in Table 8.

As seen in Table 9, helicopter paternal attitude positively affects ego inflation in young adults. As a
result of the path analysis, the standard B value was calculated as .47, and this value was found to be
significant at the .05 level. Perceived helicopter paternal attitudes account for 22.10 percent of the
changes in ego inflation in young adults (R2 = .22). In other words, a 1-point increase in perceived
helicopter paternal attitude scores leads to a .47-point increase in the ego inflation scores of young
adults. We can say that one-fifth of the changes in ego inflation scores can be explained by a helicopter
paternal attitude on the basis of this value.
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Figure 5. Path Analysis Model for Perceived Helicopter Paternal Attitude and Ego Inflation in Young Adults.
PHPA: Perceived Helicopter Paternal Attitude, El: Ego Inflation, ISO: Inflation in Social Orientation, IS: Inflation in Selfishness, IM:
Inflation in Manipulation, ISE: Inflation in Self-Exaggeration

Table 9.
Path Analysis Results for Perceived Helicopter Paternal Attitude and Ego Inflation in Young Adults.
Stnd. B Stnd. Error p
H:Perceived Helicopter Paternal Attitude —Ego Inflation 47 12 .00*

Discussion, Conclusion & Implementation

The findings of the research can be summarized as follows: Helicopter Maternal Attitude Scale
accounts for 42.80 percent of the change in ego inflation (R2 = .43). In other words, almost half of the
changes in ego inflation scores were found to be explainable by a helicopter maternal attitude.
Helicopter paternal attitudes account for 22.10 percent of the changes in ego inflation in young adults
(R2 = .22). In other words, we can say that one-fifth of the changes in ego inflation scores can be
explained by a helicopter paternal attitude on the basis of this value.

Parenting style is a psychological schema representing the standards and strategies used by parents
in raising children (Berger, 2017). The generally accepted view is that parenting styles, which are also
defined as the emotional climate in which parents raise their children (Spera, 2005), largely determine
the personality structures of the individuals they raise (Amato & Fowler, 2002; Spera, 2005). Parenting
styles (Amato & Fowler, 2002) have many components such as support, participation, warmth, approval,
control, monitoring and punishment and they are associated with several variables such as behavioral
problems, academic achievement, mental health and self-sufficiency of children (Reed, Duncan, Lucier-
Greer, Fixelle & Ferraro, 2016). Many academics have attempted to classify a wide range of parenting
styles. Maccoby and Martin (1983) and Baumrind (1991) created the most widely accepted classification
in this field. Maccoby and Martin (1983) state that the attitudes of all parents can be classified under
four basic styles while Baumrind (1991) states that they can be classified under three basic styles. Both
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approaches assess the parenting style of a parent on the axis of sensitivity—insensitivity and affection—
apathy. Many parental attitudes were later defined within this general framework. These include the
following: child-centered parenting (Cheadle, 2008; Walton, 2014); narcissistic parenting for the
personal satisfaction of parents (Kirkman, 2006); poor parenting manifested as non-caring control and
lack of affection and care (Goschin, Briggs, Blanco-Lutzen, Cohen & Galynker, 2013; McCabe & Shaw,
2010); slow parenting, which is also called loose parenting (Dix, 2000; Harris, 2000); toxic parenting
including child neglect and abuse, strict discipline, over-punishment, benchmarking and ignoring the
needs of the child and, consequently, preventing development of self-sufficiency and self-esteem in
them (Banks, 2002; Kerr, Lopez, Olson & Sameroff, 2004).

While researchers mostly focus on negative parenting attitudes, a parenting style, which was
overlooked because it was thought to be positive and healthy, has been the subject of significant
interest and study for the last 20 years. The concept of ‘helicopter parental attitude’ was defined in
1969 and later conceptualized when a student told his teacher, ‘My mother is hovering around me like a
helicopter’. With the increase in the number of self-centered, selfish and narcissistic individuals, the
helicopter parenting style now receives more attention and is the subject of various studies (Macrae et
al., 2016). Described as ‘excessive parenting’ by some researchers (Ganaprakasam, Davaidass, &
Muniandy, 2018) and ‘lawnmower parenting’ by others (Locke, Campbell & Kavanagh, 2012), the
common characteristics of this parental attitude can be summarized as parents’ excessive focus on
children (Rousseau & Scharf, 2017), taking of too much responsibility for children’s lives (Somers &
Settle, 2010) and overprotection (Kelly, Duran & Miller-Ott, 2017). The helicopter parenting attitude
may continue into the later stages of children’s life, when parents try to decide on the university and
department in which their child would be educated, to choose their child’s profession or spouse, to pick
their living place after marriage and to interfere with their marital relations (Yoo, Liu, & Cho, 2016).

Helicopter parenting is thought to have four main causes. Extreme worry and fear are among the
most important causes of possible bad consequences regarding the physical, academic, social and
emotional life of the child (Luebbe, Mancini, Kiel, Spangler, Semlak & Fussner, 2016). Insecurity towards
the outside world, economy, labor market, and concerns about the world in general are other important
reasons that force families to have more control over their lives to protect their children (Hesse,
Mikkelson & Saracco, 2018). Adults, who want to compensate for their negative childhood where they
think they were not loved but neglected or ignored (Rousseau & Scharf, 2017), and finally environmental
pressure from other parents (Odenweller, Booth-Butterfield & Weber, 2014) are also among the reasons
that lead parents to helicopter attitudes.

Numerous studies have been conducted on the consequences of helicopter parenting. Helicopter
parental attitudes have been correlated with the variables of self-confidence and self-esteem (Kouros,
Pruitt, Ekas, Kiriaki & Sunderland, 2017); anxiety and depression (Garner, 2017); self-sufficiency (Kouros
et al,, 2017; Reed et al.,, 2016; van Ingen et al., 2015) and social phobia, obsession and panic disorder
(Garner, 2017; Murray, Farrington, Sekol & Olsen, 2009; Reed et al., 2016). A study conducted on 624
high school students in Taiwan found that perceived helicopter parenting attitudes have a negative
effect on procrastination, self-control, goal-setting, self-regulation and the pursuit of goals. On the basis
of these findings, the researchers reported that helicopter parenting attitudes should be minimized
(Hong, Hwang, Kuo & Hsu, 2015).

The present study is different from the studies discussed above in three ways. First, helicopter
parental attitudes were considered an independent variable in the present study unlike other studies
examining general parental attitudes. Thus, a specific aspect of parental attitudes was examined, and
this variable has not yet been the subject of much scientific research, especially in Turkey. Second, the
concept of ego inflation, the dependent variable of the present study, is a relatively new concept that
has not been studied enough. We believe that studying both helicopter parental attitudes and ego
inflation together will contribute to the field and will be both an inspiration and a reference point for
similar studies in the future. Third, the effect of helicopter parental attitudes on ego inflation was
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examined separately for the mother and the father, making it possible to compare the effects of the
helicopter attitudes of each parent on ego inflation.

Eberly-Lewis, Vera-Hughes and Coetzee (2018) conducted a very similar study to the present one and
found a relation between helicopter parental attitudes and narcissistic personality disorder. However,
the present study is different in that it assesses the relation between helicopter parental attitudes and
ego inflation, which does not reach a narcissistic disorder but causes significant negative impacts in
individual and social spheres and which is thought to be increasingly widespread today. Ego inflation,
first conceptualized by Walker and Bright (2009), is considered the first step towards psychopathology
(De Hoogh et al., 2015), and it is characterized by an insatiable need for approval, an exaggerated desire
for attention and a wish to be overly influential (Golubickis et al., 2016). Individuals with ego inflation
are found to demonstrate self-centered prejudice and enjoy being the center of others’ attention (De
Hoogh et al., 2015; Walker & Bright, 2009).

The starting point of the present study is whether these characteristics found in individuals with ego
inflation may be related to helicopter parental attitudes. The results of the study confirm our prediction;
it was found that helicopter maternal attitude impacts ego inflation by 43 percent while helicopter
paternal attitude impacts ego inflation by 22 percent. On the basis of the aforementioned
characteristics of helicopter parental attitudes, the relation between ego inflation in young adults and
helicopter parental attitudes may be considered as a consistent result. The most important problem
faced by individuals with inflated ego as a result of parental helicopter attitudes is the need to
compensate for the lack of true self-esteem (Macrae et al.,, 2016). They constantly need the
appreciation and attention of others. They care more about themselves than other people. The most
prominent features of such individuals are the desire to influence others, the need for constant praise
and a sense that others owe them (Tuk, Zhang & Sweldens, 2015). Their biggest concerns are about
looking less beautiful/handsome, knowing less or becoming less successful than other people
(Baumeister, Heatherton & Tice, 1993). Therefore, they constantly try to find a method or tool to prove
their superiority over others (Alizadeh, Soleimani, Belangee, Nokani, Paast & Kanisanani, 2018). Low
impulse control and, consequently, the belief that their wishes should be fulfilled immediately and to
the desired extent (Carter & McCullough, 2014; Helander & Andersson, 2014) are common features
among individuals with this personality trait, and it is believed that these features stem from their
aggravated concerns about possible poor outcomes.

Currently, the number of people with ego inflation is believed to increase gradually (Jordan,
Giacomin & Kopp, 2014). The possible consequences of this is a gradual decrease in cooperation and
communication, compromise and agreement, rights and justice, decency and respect, common values
and sharing (Gandhi, 2017; Guy & Pentz, 2017) and, on the contrary, an increase in the quest for more
power, more exploitation, more injustice and more conflict regardless of the cost. Studies report that
ego inflation is increasingly being recognized as an effective factor in prevalent social problems such as
aggression and violence among young people (Vater, Moritz & Roepke, 2018). We hope that the results
of our study draw attention to this important issue.

Educational activities that involve getting to know other people, planned empathy education and
psychological support have been reported to yield positive results in reducing ego inflation (Jordan,
Giacomin & Kopp, 2014). In this respect, it is important to identify children with ego inflation and
provide psychological assistance to them in schools. Cognitive therapies (Mack, 2018), self-awareness
training (Abbate, Boca & Gendolla, 2016), meditation practices aiming to raise awareness (Golubickis et
al., 2016) and activities designed to get to know others and increase empathy (Gromova & Alimbekov,
2015) have shown positive results with respect to the issue of ego inflation. However, considering that
prevention is a more effective and constructive approach than trying to correct existing problems,
efforts towards increasing the knowledge and awareness of parents are of great importance in
preventing the causes of ego inflation. Parents who know their children, who are aware of their
interests and abilities and who prepare the environment for their development, may be able to protect
their own mental health and that of the children they raise.
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Programs, events and organizations that encourage a sense of belonging, especially at school, at
home and in different social settings should be promoted for children to experience the happiness of
sharing, empathy and cooperation. Planning more activities in schools in the field of developmental
guidance can help students become aware of their motivations, fears and social needs and help them
meet those in a healthy way. Raising awareness is the most important step in the fight against ego
inflation. When individuals become aware of the dynamics of their selves, they can regulate and control
their behaviors without waiting for external approval.

Limitations and Recommendations

The present study, while revealing the relation between perceived helicopter attitudes of parents
and ego inflation among children, contains some limitations. The study data were collected from
individuals aged 24-34 years. Therefore, the findings cannot be generalized for individuals outside this
age group, which comes under young adulthood or first adulthood. We recommend that future studies
on similar topics should be carried out among different age groups. Helicopter parental attitudes may
differ according to the gender of children. However, there is no analysis on the gender variable in the
present study; including the gender variable in similar studies in the future may provide more detailed
information about ego inflation. Furthermore, the study was carried out on public and private sector
employees in auxiliary services and general administrative services as well as individuals working as
managers. We believe that conducting a study on the same subject with different occupational groups
will add depth to the subject. Despite these limitations, the findings suggest that helicopter parenting is
a widely used parenting method. Therefore, we hope that the findings of the present study can be
utilized in the education of parents and in family counselling practices.
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Turkish Version

Girig

1969 yilinda, bir 6grencinin 6gretmenine soyledigi "Annem bir helikopter gibi etrafimda dolasip
duruyor" sézleri ile ortaya ¢ikan ve daha sonra kavramlasan helikopter ebeveyn tutumu daha sonralari
asiri ebeveynlik (Kuppens & Ceulemans, 2018), ¢im bigme ebeveynligi (Locke, Campbell & Kavanagh,
2012), kaplan ebeveynlik (Juang, Qin & Park, 2013), buldozer ebeveynlik (Sharma & Sarna, 2018)
ifadeleriyle de karsimiza ¢ikmaktadir. Hangi kavramla ifade edilmis olursa olsun bu ebeveynlerin ortak
ozelligi asin ¢ocuk odakli, mudahaleci, 6zerkligi sinirlandirici olmalaridir. Cocugu ve onun gelecegi igin
gereginden ¢ok daha fazla kaygi duyan, olasi olumsuz sonuglari 6nlemek i¢in yogun ¢aba harcayan,
¢ocugunun hayatini planlamayi ve yonetmeyi tercih eden, onun yapabilecegi isleri bile gogu zaman onun
yerine yapan anne babalar helikopter ebeveyn olarak tanimlanmaktadir (Hesse, Mikkelson & Saracco,
2018). Cocugun ylrimeye baslamasiyla kendini gosteren bu ebeveynlik tutumu ¢ogu zaman artarak
devam etmekte, okul yillarinda en fazla akademik basarisi konusunda yogunlasmakta bununla birlikte
bireyin yetiskinlik yasaminda onun yerine veya onunla birlikte is gorismelerine katilma, isinde veya
evlilik hayatinda karsilastigi bir soruna midahale etmeye kadar uzanabilmektedir (Yoo & Jahng, 2016).

Helikopter ebeveyn tutumlarinin cocuklar Gzerindeki etkisi farkli olabilmektedir. Oz belirleme
kuraminin agiklamalari g¢ergevesinde bakildiginda (Ryan & Deci, 1991); helikopter ebeveynlerin
mudahaleci, sinirlandirici ve yonlendirici etkilerinden dolayi, cocuklarinin insanin lg temel ihtiyaci olan
ozerklik, yetkinlik ve iliski ihtiyacini yeterince karsilayamadiklari, bunun sonucu olarak da sorun ¢ézme ve
bas etme becerilerinden yoksun biyidikleri séylenebilir. Patolojik psikoloji acisindan ele alindiginda ise,
vapilan pek cok arastirmada helikopter ebeveyne sahip cocuklarda daha yiksek depresyon, panik
sorunlar, sosyal kaygi, erken cinsel iliski ve madde riski ve daha az sosyal ve akademik yetkinlik rapor
edilmistir (Schiffrin, Liss, Miles-McLean, Geary, Erchull & Tashner, 2014). Bu arastirmalardan bazilari,
helikopter ebeveynlerin yetistirdigi bireylerde yikici davranislar, isyan ve 6fke ndbetleri (Nomaguchi &
Milkie, 2017), asiri hak iddia etme, bencillik (Eberly-Lewis, Vera-Hughes & Coetzee, 2018) ve narsist
kisilik ozelliginin (Cramer, 2011; Fonagy, Gergely, Jurist & Target, 2004)anlamh ol¢lide daha fazla
gozlendigini vurgulamaktadir. Sema kuramcilari ise, 0Ozellikle haklilik semasinin; asiri simartan,
soguk/reddedici ve sinir koymayan; duygusal yoksunluk semasinin, sefkat veremeyen, empati ve koruma
yoksunu ve kusurluluk semasinin da asiri elestirici ve midahaleci ebeveynlik stili sonucu olustugunu
bildirmektedir (Campbell, Foster & Brunell, 2004; Jia & lJia, 2016; Sundag, Zens, Ascone, Thome &
Lincoln, 2018). Yapilan arastirma da sema kuramcilarinin 6zetlenen bu goérlsiniin sinanmasi amacini
tasimaktadir. Arastirmada ego enflasyonu olarak kavramlastirilan kisilik 6zelligi, hakhlik semasinin igerigi
ile tam olarak ortlismektedir.

Bazi yazarlarin sisirilmis benlik duygusu (inflated Sense of Self) olarak kavramlastirdigi (Walker &
Bright, 2009) bazilarinin ise spot i1sigi benzetmesi yaptigi (Golubickis, Tan, Falben & Macrae, 2016) ego
enflasyonu; manipdlatif davranis, dislik dirtl kontrol(, davranislarinin sonuglarini diisinmeme, istek ve
arzularinin derhal yerine gelmesi igin glicli bir istek duyma (Helander & Andersson, 2014), kendisinin
herkesten daha iyi niteliklere sahip olduguna inanma, gilic gosterisi icin mimkin olan her firsati
degerlendirme gibi 6zelliklerle kendini gosteren bir kisilik yapisidir (Derefinko, DeWall, Metze, Walsh &
Lynam, 2011; Romer, Betancourt, Giannetta, Brodsky, Farah & Hurt, 2009). Baskalarini incitmek,
manipule etmek, kontrol etmek ve baskin olmak bu kisilik 6zelligini tasiyan bireyler icin haz kaynagidir.
Bu kisilik 6zelligi antisosyal davranis goésteren bireyler ya da narsist kisilik bozuklugu grubuna girmeseler
de cevresindekilere 6zellikle psikolojik zararlar verebilmektedirler (Moffit, Caspi, Rutter & Silva, 2001;
Olweus, 2011). Bazi yazarlar ego enflasyonunu 6z-sefkatin ve benlik saygisinin abartilmis bicimi olarak
gormektedirler. Bu yazarlara gore abartiimis 6z sefkat ve yiksek benlik saygisinin pesinde kosma ego
enflasyonuna yol agmaktadir (Neff, 2011). Bazilari da bireyin i¢sel zayiflik kuskularini bertaraf etmek igin
abartil buyukligine dair gergekgi olmayan bir inanca yaptigi duygusal bir yatirim olarak tanimlamislardir
(de Zavala, 2011).
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Ego enflasyonuna sahip bireylerin en ayirt edici 6zelligi hakli olma duygusunun ¢ok gliclii olmasidir.
Arastirmacilar, hakli olma duygusunu “karsiliksiz 6zel iyilik beklentisi, kisinin daha fazla hak ettigi ve
digerlerinden daha fazla hak sahibi oldugu algisi, digerlerinden daha fazla 6zel ayricaliklara, daha az
sorumluluga sahip oldugu beklentisi” olarak tanimlamistir (Campbell, Bonacci, Shelton, Exline &
Bushman, 2004). Bu beklentinin kaynagi olarak ise kendi kendine yetme konusunda ¢ok az sey bilmeleri
ve yeterli diizeyde beceriye sahip olmamalari ile agiklanmaktadir (Lessard, Greenberger & Chen, 2016).
Bu durum boyle bir kisilik 6zelligi tizerinde ise ¢ocukluk ¢agi yasantilarinin ve ebeveyn g¢ocuk iliskilerinin
onemli rol oynayabilecegini diisindirmektedir. Yapilan pek ¢ok arastirmada, asiri sevgi, gevsek disiplin
(Dickinson & Pincus, 2003), ebeveyn sicakligi ve psikolojik kontroliin tutarsizligi (Horton & Tritch, 2014),
otoriter olma ile hosgorili olma cizgisinin belirsizligi (Cramer, 2011) olarak kendini gosteren tutarsiz
ebeveyn tutumlarinin, ego enflasyonunun en gicli yordayicilari oldugunu saptanmistir. Otoriterlik ile
asiri ilginin birlesiminden ortaya ¢ikan tutarsiz ebeveynlik stilinin cocuklarda karar verme gligligi, dusik
benlik saygisi, zayif sosyal beceriler ve disik akademik yetkinlige (Grady & Karraker, 2014), disuk
yaraticilik diizeyine ve depresyona (King, Vidourek & Merianos, 2016), davranissal sorunlara (Thompson,
Hollis & Richards, 2003), basarisizlik korkusuna, duygusal baskilama ve olumsuz duygularin lstesinden
gelmede gliglige (Uji, Sakamoto, Adachi & Kitamura, 2014) yol agtigina iliskin arastirmalar mevcuttur.
Bununla birlikte Cocuklara asiri izin veren ve sinir koymakta gliclik ceken ebeveynlik ise, 6z kontrol
eksikligi ve benmerkezci davranislarin gelismesine zemin olusturmaktadir (Lee, Cloninger, Park & Chae,
2015)

Ebeveyn tutumlari ile ego enflasyonu arasinda iliski arayan arastirmalar bulunmasina karsilik,
dogrudan helikopter ebeveyn tutumlar ile iliskisini sinayan calismalar bulunmamaktadir. Helikopter
ebeveynlik Tirkiye’de heniiz tizerinde bilimsel calismalar yapilan bir kavram degildir. ilk defa Yilmaz
(2019), algilanan helikopter ebeveyn tutumlarini anne ve baba boyutunda 6lgmeyi amaglayan bir arag
gelistirmistir. Yapilan arastirmanin amaci; beliren vyetiskinlik dénemindeki bireylerin algiladiklar
helikopter anne ve baba tutumlari ile ego enflasyon dizeyleri arasindaki iliskiyi ortaya ¢ikarmaktir. Bu
amagla algilanan helikopter ebeveyn tutumlari bagimsiz degisken olarak belirlenmis ve ego
enflasyonunu yordama gticli yapisal esitlik modellemesi ile sinanmistir. Bu amag g¢ercevesinde asagidaki
iki soruya cevap aranmistir:

1. Helikopter anne tutumu, genc yetiskinlikte gbzlenen ego enflasyonunu ne oranda yordamaktadir?
2. Helikopter baba tutumu, genc yetiskinlikte gozlenen ego enflasyonunu ne oranda yordamaktadir?

Yontem

Arastirmada iliskisel tarama yontemi kullanilmigtir. Bu yontem iki ve daha c¢ok sayidaki degisken
arasinda birlikte degisim varligini veya derecesini belirlemeyi amaglar (Karasar, 2005). Ayni zamanda bu
yontem bir degiskenin diger bir degisken ya da degiskenler lzerindeki etkisini oryaya ¢ikarmak amaciyla
kullanilir (Buyukoztiirk, 2016). Yapilan arastirma; helikopter ebeveyn tutumu ile geng yetiskinlerde
gozlenen ego enflasyonu arasindaki iliskiyi ortaya cikarmayi ve helikopter ebeveyn tutumunun ego
enflasyonu Uzerindeki etkisini sinamayi amacladigi icin iliskisel tarama yontemi tercih edilmistir.

Calisma Grubu

Arastirma ilk yetiskinlik ya da beliren yetiskinlik (Wood, Crapnell, Lau, Bennett, Lotstein, Ferris & Kuo,
2018) gelisim déneminde bulunan 24-34 yas araligindaki bireyler Gzerinde yapilmistir. Helikopter
ebeveyn tutumlarinin yetiskinlige uzanan sonuglarini gérebilmek amaciyla bu yas grubu secilmistir. Biri
ozel digeri kamu sektorid olmak Uzere iki saglk kurumunda calisan, dort ayri kademeden 432 kisiye
gerekli izinler alindiktan sonra arastirmanin amaci agiklanmis ve gonillik beyani alinarak iki 6lcek
uygulanmistir. Calisma grubuna iliskin bilgiler Tablo 1’de gosterilmistir.
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Tablo 1.

Arastirmanin Calisma Grubuna Ait Bilgiler.

Cinsiyet N %
Kadin 253 58.56
Erkek 179 41.44
Kurum

Kamu 231 53.47
Ozel 201 46.53
YH

GiH 106 24.54
Y 277 64.12
YH 49 11.34
Toplam 432 100.00

YH: Yardimci Hizmetler, GiH: Genel idari Hizmetler, Y: Yonetici
Veri Toplama Araglar

Algilanan Helikopter Ebeveyn Tutumlari Olgegi: Arastirmada katiimcilarin algilanan helikopter
ebeveyn tutumlarini belirlemek amaciyla Yilmaz (2019) tarafindan gelistirilen “Algilanan Helikopter
Ebeveyn Olgedi” kullaniimistir. Anne ve baba formunun birlikte uygulandigi élgek, doért boyutta algilanan
helikopter ebeveyn tutumlarini 6lgmek amaciyla gelistirilmistir. Yilmaz (2019) olgegin i¢ tutarlik
katsayilarini anne formu icin. 85, baba formu icin .83 olarak bildirmistir. Bu arastirma icin Olcegin
hesaplanan uyum ve i¢ tutarlik katsayilari Tablo 2’'de gosterilmistir.

Sisirilmis Benlik Duygusu Olgegi: Yimaz (2018) tarafindan gelistirilen &lcek, sosyal yénelimde
enflasyon, bencillikte enflasyon, manipiilasyonda enflasyon ve kendini abartmada enflasyon olmak Uzere
dort boyuttan olugsmaktadir ve dért boyutun, sisirilmis benlik duygusu olarak adlandirilan bir yapinin
bilesenleri oldugu ve birlikte bir (ist yapiyi olusturdugu bildirilmistir. i¢ tutarhilik katsayisi dért alt boyut
icin .76 ile .79 Olcegin tiimi icin elde edilen i¢ tutarlk katsayisi ise .90 olarak belirtilmistir. Arastirmada
kullanilan veri toplama araglarinin hesaplanan i¢ tutarlik katsayilari Tablo 2’de gosterilmistir.

Tablo 2.

Olcek ve Alt Boyutlarin Giivenilirlik Katsayisi.

Faktorler ifade Sayisi  Cronbach's Alpha (o)
Algilanan helikopter anne tutum olcegi 21 .92
Algilanan helikopter baba tutum olcegi 21 .89
Sisirilmis benlik duygusu 6lcegi 15 .96
Sosyal yonelimde enflasyon alt boyutu 4 .83
Bencilikte enflasyon alt boyutu 4 .85
Manipiilasyonda enflasyon alt boyutu 3 .89
Kendini abartmada enflasyon alt boyutu 4 .90

Arastirma algilanan helikopter anne tutumu 6lgegi, algilanan helikopter baba tutumu 6lgegi ve sosyal
yonelimde enflasyon, bencilikte enflasyon, maniptilasyonda enflasyon, kendini abartma enflasyon olarak
dort alt boyutu olan sisirilmis benlik duygusu ol¢ceginden olusmaktadir. Buna gore, olgegin icsel
tutarlihgina iliskin Cronbach's Alpha glivenirlilik katsayisi 6nce her bir faktor icin ayri ayri hesaplanmis,
daha sonra ise o6lgegin geneli hesaplanmistir. Tablo 2’de goriildGgi Gzere, algilanan helikopter anne
tutumu olgegi Cronbach's Alpha givenirlilik katsayisi .92, algilanan helikopter baba tutumu olgegi .89,
sosyal yonelimde enflasyon alt boyutu .83, bencilikte enflasyon alt boyutu .85, manipliilasyonda
enflasyon alt boyutu .89, kendini abartma enflasyon alt boyutu .90, sisirilmis benlik duygusu 6lgeginin
toplam Cronbach's Alpha giivenirlilik katsayisi ise .96 olarak bulunmustur. Olceklerin ve alt boyutlarin
sosyal bilimler arastirmalari icin oldukca yiiksek glvenilirlik dizeylerine sahip olduklari soéylenebilir.
Sonug olarak, yiiksek guvenilirlik diizeyine sahip 6lgeklerin Urettikleri verilerden elde edilen sonuglarin
tutarli ve istikrarh olacagini soylemek mimkiindur.
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Verilerin Analizi

Arastirmada yol analizi ile olasi etkiler test edilmeden &nce bazi varsayimlari test edilmistir. ilk olarak,
istatiksel analiz igin orneklem biylkliginin uygunlugu kontrol edilmis, 6rnekleminin arastirmada
kullanilan veri toplama aralarindaki toplam madde sayisinin en az 5 kati olmasi sarti aranmistir (Gokluk,
Sekercioglu & Buyukoztlrk, 2012). Veri toplama arasindaki kayip degerlerin olmadigi saptandiktan sonra,
tek degiskenli ve ¢ok degiskenli u¢ deger olmadigi da gorilmistir. Tek degiskenli normallik hipotezini
test etmek icin her bir 6lgcegin ve alt dlgegin puanlarinin tanimlayici istatistikleri hesaplanmis ve sinir
degerler ile karsilastiriimistir. Bu analizden elde edilen bulgular Tablo 3’de gosterilmistir.

Tablo 3.
Arastirmada Kullanilan Olceklere Ait Betimsel Degerler.

Helikopter Anne Helikopter Baba Sigirilmis Benlik Duygusu
N 432 432 432
Kayip Deger 0 0 0
Ortalama 54.65 49.25 35.77
Ortanca 52.00 47.00 30.00
Standart Sapma 15.92 12.89 16.42
Carpiklik .80 .86 .93
Carpikligin Standart Hatasi 13 13 13
Basiklik .29 .98 -.32
Basikhgin Standart Hatasi 27 27 .27
Gozlenen En Kiiglik Deger 28.00 25.00 15:00
Gozlenen En Yiksel Deger 102.00 105.00 74.00

Tablo 3 incelendiginde, bes Olgek icin de hesaplanan degerlerin normal dagihm gosterdigi
gorilmektedir. Dogrusallik ve ¢ok degiskenli normallik varsayimlari, sagilma diyagrami ve Bartlett
kiresellik testi ile incelenmis olup, degiskenler arasinda dogrusal bir iliski oldugu ve verilerin ¢ok
degiskenli normal dagildigi soylenebilir. Degiskenler arasinda c¢oklu baglantililik problemi olup
olmadiginin incelenmesi amaciyla degiskenler arasindaki korelasyonlar incelenmis ve sonugclar coklu
baglanti probleminin olmadigina isaret etmistir. Bu 6n analizlerden sonra yol analizi ydontemi ile modeller
sinanmistir.

Bulgular

Arastirmada kullanilan li¢ 6lgegin de dogrulayici faktér analizine gore yapisal denklem model sonucu
(Structural Equation Modeling Results) p=.00 dizeyinde anlamli oldugu, algilanan helikopter anne,
algilanan helikopter baba tutumu 6lgegini olusturan 21’er maddenin ve sisirilmis benlik duygusunu 6lcen
15 maddenin 6lgcek yapilari ile iliskili oldugu saptanmistir. Bu konuda hesaplanan degerler Tablo 4’de
gosterilmistir.

Tablo 4.

Arastirmada Kullanilan Olgeklerin Tek Faktérlii Model Dogrulayici Faktér Analizi Uyum Endeksleri.

Scales RMSEA NFI CFI IFI GFI TLI AGFI CMIN/sd
HA .06 .95 .92 .92 .90 .90 .86 2.20
HB .07 .92 .88 91 .89 .86 .85 2.43
SBD .08 .94 .96 .96 91 .94 .86 3.32
Kabul Sinirlari RMSA<.08 .90<NF .85<GFl .90<IFI .85<GFl .90<TLl .85<AGFl x’/sd<5.00

RMSEA= Root Mean Square Error of Approximation; CFl= Comparative Fit Index; IFl= Incremental Fit Index; GFl= Goodness of Fit
Index; TLI= Tucker Lewis Index; AGFI= Adjustment Goodness of Fit Index; HA=Helikopter anne tutum 6lcegi; HB= Helikopter baba
tutum Olgegi; SBD= Sisirilmis benlik duygusu tutum o6lgegi.
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Her (g veri toplama aracinin da birinci dizey tek faktoérlii model dogrulayici faktér analizi sonuglari
incelendiginde de degerlerin kabul edilebilir diizeyde oldugu gériilmektedir. Olgeklerin birinci diizey tek
faktorli dogrulayici faktér analizine iligkin sinanan modeller Sekil 1, 2 ve 3’'de gosterilmistir.
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Sekil 1. Algilanan Helikopter Anne Tutumu Olgedi birinci diizey tek faktérli dogrulayici faktér analizine

iliskin model.
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Helikopter anne, helikopter baba ve sisirilmis benlik duygusu 6lgeklerinin maddelerinin faktor yukleri
de Tablo 5’de verilmistir.

Tablo 5.
Arastirmada Kullanilan Olceklerinin Faktér Yiikleri.
Helikopter Anne Tutum Helikopter Baba Tutum Sisirilmis Benlik Duygusu
Maddeler R . el
Olgegi Olgegi Tutum Olgegi
1 .52 .60 71
2 47 .52 .70
3 .53 .43 .73
4 .49 44 .80
5 .60 .52 .70
6 .65 48 .78
7 .56 .54 .79
8 .60 .59 .78
9 .67 .55 .75
10 .50 46 77
11 .59 .62 .78
12 .65 .51 .89
13 .67 A7 .89
14 .49 .59 .85
15 .57 .56 .97
16 .59 .55
17 .56 44
18 .68 .52
19 .60 .50
20 .62 .54
21 .61 .55

Tablo 5 incelendiginde; algilanan helikopter anne tutumu olgeginin faktér yiklerinin.47 ile .68;
algilanan helikopter baba tutum 6lceginin .46 ile .62 ve sisirilmis benlik duygusu 6lgeginin ise .70 ile .97
arasinda oldugu gorilmektedir.

Degiskenler arasindaki dogrusal iliskiler, korelasyon katsayisi ile Olcllmektedir. Ancak bazi
durumlarda korelasyon katsayisi baska bir degisken ya da degiskenler tarafindan da etkileniyorsa iliskiyi
aciklamada yeterli olmayabilmektedir. Degiskenler arasinda hesaplanan korelasyon katsayisinda diger
degiskenlerden kaynaklanan kisimlarin bulunmamasi istenildiginde, Wright (1960) tarafindan gelistirilen
yol analizi kullanilmaktadir. Yol analizinin amaci degiskenler arasinda varsayilan nedensellik baglarinin
6nemini ve blyuklGgini tahmin etmek ve ¢ikarimlar yapmaktir. Algilanan helikopter anne tutumu ile
geng yetiskinlerde gozlenen sisirilmis benlik duygusuna iliskin olusturulan yapisal esitlik modelinin
uygunlugu test etmek icin uyum indeksleri kullanilmistir. Hesaplanan degerler Tablo 6’da gosterilmistir.

Tablo 6.
Algilanan Helikopter Anne Tutumu ile Geng Yetiskinlerde Gézlenen Eqgo Enflasyonuna iliskin Yol Analizi
Sonuglari.

RMESA NFI CFI IFI GFI TLI AGFI CMIN CMIN/sd
.06 .84 91 91 .82 .90 .80 1219.92 2.10

Modelde iyilestirme yapilmistir. iyilestirme yapilirken uyumu azaltan degiskenler belirlenmis, artik
degerler arasinda kovaryansi yiksek olanlar icin yeni kovaryanslar olusturulmustur (e2-e7; e2-e17; e8-
el2; e8-e20; el0-e13; ell-el4; el2-e20; el5-e20). Sonrasinda yenilenen uyum indeksleri x2= 1.686;
karsilastirmal uyum indeksi (CFI) = .91, artimsal uyum indeksi (IFl) = .91 ve yaklasik hatalarin ortalama
karekoki (Root Mean Square Error of Approximation) RMSEA = .06 olarak elde edilmislerdir.
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Sekil 4‘de algilanan helikopter anne tutumu ile geng yetiskinlerde gozlenen sisirilmis benlik
duygusuna iliskin SPSS- AMOS ile gizilen yol analizi modeli gosterilmistir. Sekilde 4’de gosterilen B
degerleri standardize edilmemis degerler olup, hipotez test sonuglari Tablo 7’de gosterildigi gibidir.
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Sekil 4. Algilanan Helikopter Anne tutumu ile geng yetiskinlerde ego enflasyonuna iliskin yol analizi modeli.
AHAT: Algilanan Helikopter Anne Tutumu, $BD: Sisirilmis Benlik Duygusu, SYE: Sosyal Yonelimde Enflasyon, BE: Bencillikte Enflasyon,
ME: Manipulasyonda Enflasyon, KAE: Kendini Abartmada Enflasyon

Tablo 7.

Algilanan Anne Tutumlari ile Geng Yetiskinlerde Gézlenen Sisirilmis Benlik Duygusuna iliskin Hipotez Testi
Sonuglari.

Stnd. B Stnd. Hata p
Hi: Algilanan Helikopter Anne Tutum — Sisirilmis Benlik Duygusu .65 A1 .00*

Tablo 7 incelendiginde algilanan helikopter anne tutumunun geng yetiskinlerde gézlenen sisirilmis
benlik duygusunu pozitif yonde etkiledigi gériilmektedir. Yol analizi sonucunda standart B katsayisi .65
olarak hesaplanmis ve bu degerin .05 diizeyinde anlamli oldugu gorilmdstir. Algilanan helikopter anne
tutum o6lgegi sisirilmis benlik duygusunda meydana gelen degisimin %42.80’ini aciklamaktadir (R2=.43).
Nitel olarak agiklanmasi gerekirse algilanan helikopter anne tutum puanlarindaki 1 puanlik artis, geng
yetiskinlerin ego enflasyonu puanlarinda .65 puanlik artisa sebep olmaktadir. Toplam olarak bakildiginda
ise ego enflasyonu puanlarindaki degisimin yarisina yakininin helikopter anne tutumu ile yordanabilecegi
saptanmistir.

Algilanan helikopter baba tutumu ile geng yetiskinlerde gozlenen sisirilmis benlik duygusuna iliskin
olusturulan yapisal esitlik modelinin uygunlugu test etmek icin hesaplanan uyum degerleri Tablo 8'de
gosterilmistir.  Olusturulan modelde iyilestirme yapilmistir. lyilestirme yapilirken uyumu azaltan
degiskenler belirlenmis, artik degerler arasinda kovaryansi yiksek olanlar icin yeni kovaryanslar
olusturulmustur (e4-e9; e4-el9; e6-el12; e9-el6; el0-el13; ell-el4; el5-e20). Sonrasinda yenilenen
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uyum indeksleri )(2 = 2.23; karsilastirmali uyum indeksi (CFI) = .89, artimsal uyum indeksi (IFl) = .89 ve
yaklasik hatalarin ortalama karekokii (Root Mean Square Error of Approximation) RMSEA = .06 olarak
elde edilmiglerdir.

Tablo 8.

Algilanan Helikopter Baba Tutumu ile Geng Yetiskinlerde Gozlenen Ego Enflasyonuna lliskin Yol Analizi
Sonuglari.

RMESA NFI CFI IFI GFI TLI AGFI CMIN CMIN/sd
.06 .82 .89 .89 .80 .88 .78 1298.08 2.23

Sekil 5‘de algilanan helikopter baba tutumu ile geng¢ yetiskinlerde gozlenen sisirilmis benlik
duygusuna iliskin SPSS- AMOS ile gizilen yol analizi modeli gosterilmistir. Sekilde 5’de gosterilen B
degerleri standardize edilmemis degerler olup, hipotez test sonuglari Tablo 8'de verilmistir.

@ -
@ 20

o

ey
a
3

o o
H i )
»
&
N
S

o
@

b4

o
@

27

w
S

@
4

o
=

,‘
@

@
2

.08

o
@

@

S

»
3
M
N
o
R

o
3

i -! b12 I 51

e .26
31 g
B
.30 7
b15
4
@—Ex ///
23
° < z

b10
33
©—
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AHBT: Algilanan Helikopter Baba Tutumu, SBD: Sisirilmis Benlik Duygusu, SYE: Sosyal Yénelimde Enflasyon, BE: Bencillikte Enflasyon,
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Tablo 9.

Algilanan Helikopter Baba Tutumu ile Geng Yetiskinlerde Gézlenen Ego Enflasyonuna lliskin Yol Analizi
Sonuglari.

Stnd. B  Stnd. Hata p
Hi: Algilanan Helikopter Baba Tutum — Sisirilmis Benlik Duygusu 47 12 .00*

Tablo 9’da gorildigu gibi, helikopter baba tutumu geng yetiskinlerde sisirilmis benlik duygusunu
pozitif yonde etkilemektedir. Yol analizi sonucunda standart B degeri .47 olarak hesaplanmis ve bu
degerin .05 diizeyinde anlamli oldugu saptanmistir. Algilanan helikopter baba tutumu geng yetiskinlikte
gozlenen sisirilmis benlik duygusunda meydana gelen degisimin %22.10’ini yordamaktadir (R2=.22).
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Diger bir ifade ile algilanan helikopter baba tutum puanlarindaki 1 puanlik artis, geng yetiskinlerin ego
enflasyonu puanlarinda .47 puanlik artisa sebep olmaktadir. Bu degerden yola gikilarak ego enflasyonu
puanlarindaki degisimin beste birinin helikopter baba tutumu ile agiklanabilecegi séylenebilir.

Tartigma ve Yorum

Arastirmada elde edilen bulgular su sekilde 6zetlenebilir: Algilanan helikopter anne tutum olgegi
sisirilmis benlik duygusunda meydana gelen degisimin %42.80’ini aciklamaktadir. Diger bir ifadeyle ego
enflasyonu puanlarindaki degisimin yarisina yakininin helikopter anne tutumu ile yordanabilecegi
saptanmistir. Algilanan helikopter baba tutumu geng yetiskinlikte gozlenen sisirilmis benlik duygusunda
meydana gelen degisimin %22.10’ini yordamaktadir Diger bir ifadeyle ego enflasyonu puanlarindaki
degisimin beste birinin helikopter baba tutumu ile agiklanabilecegi sdylenebilir.

Ebeveynlik tarzi, anne babalarin ¢ocuk yetistirmede kullandiklari standartlari ve stratejileri temsil
eden psikolojik bir yapidir (Berger, 2017). Ebeveynlerin ¢ocuklarini yetistirdigi duygusal iklim (Spera,
2005) olarak da tanimlanan ebeveynlik tarzlarinin, yetistirdikleri insanlarin kisilik yapilarini bayik 6l¢lide
belirlendigi genel kabul géren bir géristir (Amato & Fowler, 2002; Spera, 2005). Destek, katihm, sicaklik,
onay, kontrol, izleme ve ceza gibi pek ¢ok bileseni olan ebeveynlik tarzlarinin (Amato & Fowler, 2002)
¢ocuklarda gozlenen davranis sorunlari, akademik basari, psikolojik saghk ve 6z yeterlik gibi pek ¢ok
degiskenle iliskili oldugu saptanmistir (Reed, Duncan, Lucier-Greer, Fixelle & Ferraro, 2016). Genis bir
yelpazesi olan ebeveynlik tarzlari pek ¢ok akademisyen tarafindan siniflandiriimaya galisiimistir. Bu
konuda glinUmizde de en g¢ok kabul goren siniflama Maccoby ve Martin (1983) ve Baumrind (1991)’in
siniflamasidir. Maccoby ve Martin (1983) tim ebeveynlerin tutumlarinin dért, Baumrind (1991) ise Ug
temel tarz etrafinda aciklanabilecegini ifade etmislerdir. Her iki yaklasim da bir ebeveynin gocuk
yetistirme tarzini; duyarlik ve duyarsizlik, titizlik ve ilgisizlik gizgisinin icinde degerlendirmektedir. Bu
genel gergeve icinde daha sonra ¢ok sayida ebeveyn tutumu tanimlanmaya ¢alisilmistir. Bunlar arasinda;
¢ocuk merkezli ebeveynlik (Cheadle, 2008; Walton, 2014), anne babalarin kisisel tatminine yonelik olan
narsistik ebeveynlik (Kirkman, 2006), sevecen olmayan kontrol, yetersiz ilgi ve bakim eksikligi ile kendini
gosteren disik ebeveynlik (Goschin, Briggs, Blanco-Lutzen, Cohen & Galynker, 2013; McCabe & Shaw,
2010), basibos ebeveynlik olarak da isimlendirilen yavas ebeveynlik (Dix, 2000; Harris, 2000), ¢ocuk
ihmal ve istismarini da iceren; siki disiplin, asiri cezalandirma, kiyaslama, ¢cocugun ihtiyaclarini géz ardi
etme ve bunun sonucu olarak 6z yeterlik ile 6z sayginin gelismesini 6nleyen zehirli ebeveynlik (Banks,
2002; Kerr, Lopez, Olson & Sameroff, 2004) lizerinde en ¢ok arastirma yapilanlardir.

Arastirmacilar daha ¢ok olumsuz ebeveynlik tutumlarina yonelik g¢alismalar yaparken, olumlu ve
saghkh oldugu distintldgi icin gbz ardi edilen bir ebeveynlik tarzi son 20 yildir 6nemli ilgi ve arastirma
konusu olmustur. 1969 yilinda bir 6grencinin 6gretmenine soyledigi; “annem helikopter gibi basimin
Ustlinde donlip duruyor” sozleri ile ortaya ¢ikan ve daha sonra kavramlastirilan helikopter ebeveynlik
tarzi; glinimizde benmerkezci, bencil ve narsist kisilige yatkin bireylerin artisi ile daha fazla ilgi ve
arastirma konusu yapilmaya baslamistir (Macrae et al., 2016). Bazi arastirmacilarin asiri ebeveynlik
(Ganaprakasam, Davaidass & Muniandy, 2018), bazilarinin da ¢im bicme makinasi ebeveynligi (Locke,
Campbell & Kavanagh, 2012) olarak isimlendirdigi bu anne baba tutumunun ortak 6zellikleri; cocuklarina
asiri odaklanma (Rousseau & Scharf, 2017), onlarin hayatlarina iliskin ¢ok fazla sorumluluk Gstlenme
(Somers & Settle, 2010), asiri korumacilik (Kelly, Duran & Miller-Ott, 2017) olarak 6zetlenebilir. Daha ileri
yaslarda gocugunun 6grenim goérecegi lniversiteye ve boliime, sahip olacagl meslege karar vermek,
evlenecegi kisinin kim olacagl konusunda belirleyici olmak, evlendikten sonra yasayacagl yer ve es
iliskileri ile ilgili midahaleler ile helikopter tutum devam edebilmektedir (Yoo, Liu & Cho, 2016).

Helikopter ebeveynligin belli basli dort sebebi oldugu distnilmektedir. Cocugunun fiziksel,
akademik, sosyal ve duygusal hayati ile ilgili olasi kotli sonuglardan asiri endise ve korku en 6nemli
sebepler arasindadir (Luebbe, Mancini, Kiel, Spangler, Semlak & Fussner, 2016). Dis dinyaya karsi
duyulan glivensizlik, ekonomi, is piyasasi ve genel olarak dinyayla ilgili endiseler; aileleri gocuklarini
korumak igin onlarin hayatlar Uzerinde daha fazla kontrol sahibi olmaya iten diger 6nemli sebeplerdir
(Hesse, Mikkelson & Saracco, 2018). Kendi ¢ocukluk yasamlarinda sevilmedigini, ihmal ya da g6z ardi
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edildigini dislinen yetiskinlerin bunu telafi etmek istekleri (Rousseau & Scharf, 2017), son olarak da
diger ebeveynlerden kaynakh cevre baskisi (Odenweller, Booth-Butterfield & Weber, 2014) anne
babalari helikopter tutumlara yonelten sebepler olarak sayilmaktadir.

Helikopter ebeveynligin sonuglari konusunda pek ¢ok arastirma yapilmistir. Yapilan bu arastirmalarin
daha c¢ok kendine glivenin ve 6zsaygi (Kouros, Pruitt, Ekas, Kiriaki & Sunderland, 2017), kaygl ve
depresyon (Garner, 2017), 6z yeterlik inanci (van Ingen et al., 2015; Reed et al., 2016; Kouros et al.,
2017), sosyal fobi, obsesyon, panik bozukluk (Garner, 2017; Murray, Farrington, Sekol & Olsen, 2009;
Reed et al., 2016) degiskenleri ile ilgili oldugu gorilmektedir. Tayvan'da 624 lisesi 6grencisi Uzerinde
yapilan bir ¢alismada algilanan helikopter ebeveynlik tutumunun ¢ocuklarda erteleme, kendi kendini
denetleme, hedef belirleme, kendi kendini diizenleme ve hedeflerinin pesinde kosma 6zelliklerini
olumsuz yonde etkiledigi saptanmistir. Arastirmacilar elde ettikleri sonuglara dayali olarak helikopter
ebeveynlik seviyesinin azaltilmasi gerektigini belirtmislerdir (Hong, Hwang, Kuo & Hsu, 2015).

Yapilan arastirma 6zetlenen bu calismalardan ii¢ agidan farkli oldugu sdylenebilir. ilk olarak genel
anne baba tutumlarini inceleyen calismalardan farkli olarak helikopter ebeveyn tutumu bagimsiz
degisken olarak alinmistir. Diger bir ifade ile ana baba tutumlari arasindan 6zel bir kesit alinmis ve bu
degisken ozellikle Tirkiye’de heniiz bilimsel arastirma konusu yapilmamustir. ikinci olarak arastirmanin
bagimli degiskeni olan ego enflasyonu kavrami da lizerinde yeterince arastirma yapilmamis, gorece
olarak yeni bir kavramdir. Helikopter ebeveyn tutumlari ile ego enflasyonunun birlikte ele alinmis
olmasinin alana katki saglayacagl ve benzer arastirmalar i¢in hem bir esin kaynag hem de referans
olacag dusiiniilmektedir. Ugiincii olarak helikopter ebeveyn tutumlarinin ego enflasyonu Uzerindeki
etkisi hem anne hem de baba agisindan ayri ayri ele alinip incelenmistir. Boylece anne ve babanin
helikopter tutumunun ego enflasyonu Uzerindeki etkisinin karsilastirilmasi imkani ortaya ¢ikmistir.

Yapilan arastirmaya en benzer ¢alismay ise Eberly-Lewis, Vera-Hughes ve Coetzee (2018)’e aittir.
Arastirmacilar helikopter ebeveyn tutumlari ile narsist kisilik arasinda iliski saptamistir. Ancak yapilan
arastirmanin bu galismadan farki, narsist bir bozukluga ulasmayan ancak bireysel ve toplumsal alanda
onemli olumsuzluklara sebep olan ve glinlimiizde giderek yayginlastigi disinilen ego enflasyonu ile
helikopter ebeveyn tutumlari arasindaki iliskiyi sinamak olmustur. Ego enflasyonu ile defa Walker ve
Bright (2009) tarafindan kavramlastiriimistir. Psikopatolojiye uzanan yolun ilk basamaklari olarak goériilen
(De Hoogh et al., 2015) ego enflasyonu; doymak bilmeyen onaylama ihtiyaci, abartili bir bicimde fark
edilen insan olma arzusu ve asiri derecede etkileyen olma istegi (Golubickis et al., 2016) ile karakterize
bir kisilik ozelligidir. Ego enflasyonuna sahip bireylerin benmerkezci 6nyargiya sahip olduklari ve
baskalarinin dikkat nesnesi olmaktan haz duyduklari saptanmistir (De Hoogh et al., 2015; Walker &
Bright, 2009).

Yapilan arastirmanin hareket noktasi da ego enflasyonuna sahip bireylerde gézlenen bu 6zelliklerin
helikopter ebeveyn tutumlari ile iliskili olabilecegi diistincesi olmustur. Yapilan arastirma sonucunda da
bu 6ngori dogrulanmistir. Arastirmanin sonunda helikopter anne tutumunun ego enflasyonu Uzerinde
%43, balalarda algilanan helikopter tutum ise %22 etkili oldugu saptanmistir” ifadesi arastirmanin
sonucunu ortaya koymaktadir. Helikopter ebeveyn tutumlarinin yukarida aciklanan ozellikleri dikkate
alindiginda geng yetiskinlerde saptanan ego enflasyonu ile helikopter ebeveyn tutumlari arasinda
saptanan iliskisi tutarh bir sonuc¢ olarak degerlendirilebilir. Anne babalarin helikopter tutumlar
aracihgiyla sisirilen egolarin en 6nemli sorunu gercek benlik saygisinin yoksunlugunu telafi etme
ihtiyacidir (Macrae et al., 2016). Onlarin her zaman baskalarinin begenisine ve ilgisine ihtiyaci vardir.
Kendilerini diger insanlardan daha ¢ok 6nemserler. Baskalarini etkileme arzusu, stirekli 6vgliye duyulan
ihtiyag, baskalarinin “onlara bir sey borglu” oldugu diisiincesi en belirgin 6zellikleridir (Tuk, Zhang &
Sweldens, 2015). En buytk kaygilari; diger insanlardan daha az giizel/yakisikli, daha az sey bilen veya
“daha az basarili” gorlinmektir (Baumeister, Heatherton & Tice, 1993). Bu ylizden devaml olarak diger
insanlarin yaninda Ustiinluklerini kanitlayacak bir yéntem ya da ara¢ bulma c¢abasi icindedirler (Alizadeh,
Soleimani, Belangee, Nokani, Paast & Kanisanani, 2018). Duslk dirti kontrolii ve buna bagli olarak istek
ve arzularinin hemen ve istedikleri miktarda karsilanmasi gerektigine inanma (Carter & McCullough,
2014; Helander & Andersson, 2014) bu kisilik 6zelligine sahip bireylerde ortak olarak gozlenen 6zellikler
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arasindadir Ego enflasyonuna sahip bireylerde goézlenen bu oOzellikler helikopter ebeveynlerin
mukemmelliyetci anlayiglarindan ve olasi kétii sonuglar konusundaki yuksek kaygilarindan kaynaklandigi
disinilmektedir.

GlnUmuz dinyasinda sisirilmis benlik duygusuna sahip insanlarin sayisinin giderek arttig
diisintilmektedir (Jordan, Giacomin & Kopp, 2014). Bu durumun olasi sonuglari da is birliginin ve
iletisimin, uzlasma ve anlasmanin, hak ve adaletin, nezaket ve sayginin deger verme ve paylasmanin
giderek azalmasi (Gandhi, 2017; Guy & Pentz, 2017), buna karsilik ne pahasina olursa olsun gigli
olmanin, daha fazla somirinin, adaletsizligin ve ¢atismanin artmasidir. Gengler arasinda saldirganhk ve
siddet gibi toplumsal sorunlarin artisinda da ego enflasyonunun etkili bir faktor oldugu belirtilmektedir
(Vater, Moritz & Roepke, 2018). Yapilan arastirmanin sonuglarinin béyle 6nemli bir konuya dikkat
cekmesi umulmaktadir.

Diger insanlari tanimayi iceren egitim etkinliklerinin, planh bir empati egitiminin ve psikolojik
yardimin ego enflasyonun azaltilmasinda olumlu sonuglar verdigi saptanmistir (Jordan, Giacomin ve
Kopp, 2014). Bu acidan ego enflasyonu gézlenen ¢ocuklarin tespit edilmesi ve onlara yonelik psikolojik
yardimlarin okullarda verilmesi 6nemlidir. Bu konuda yapilan arastirmalarda egosantrik kisinin algi
perspektifinde degisiklik meydana getirmeye yonelik bilissel terapilerin (Mack, 2018), 6z-farkindalik
egitiminin (Abbate, Boca ve Gendolla, 2016) ve farkindalik artirma amacini tasiyan meditasyon
uygulamalarinin (Golubickis Et al., 2016), 6tekini tanima ve empati gelistirmeye yonelik etkinliklerin
(Gromova ve Alimbekov, 2015) sisirilmis benlik sorunu tizerinde olumlu sonuglar verdigi gozlenmistir.
Bununla birlikte mevcut olumsuzluklari diizeltmeye c¢alismanin 6tesinde 6nleyici olmanin daha etkili ve
yapict bir yaklasim oldugu distnuldiginde sisirilmis benlik duygusunu ortaya cikaran sebeplerin
onlenmesi konusunda 6zellikle ebeveynlerin bilinglendirilmesi ve farkindaliklarinin artirilmasi amacina
donik galismalarin bliyiik 6nemi vardir. Cocuklarini taniyan, onlarin ilgi ve yeteneklerinin farkinda olan
ve bu dogrultuda gelismeleri icin ortam hazirlayan anne babalar hem kendi hem de yetistirdikleri
bireylerin ruh sagligini da korumus olacaklardir.

Ozellikle &grenim cagindaki gengler icin, evde, okulda ve degisik toplumsal ortamlarda, aidiyeti
gelistirecek; paylasmanin, empatinin ve is birliginin insana verdigi mutlulugu yasatacak programlar,
etkinlikler, organizasyonlar yayginlastirilabilir. Okullarda 6zellikle gelisimsel rehberlik alaninda daha fazla
etkinlik programlayarak o6grencilerin kendi motivasyonlari, korku ve sosyal ihtiyaclarinin farkinda
olmalari ve bunlari saglikh yollarla karsilamalari konusunda yardimci olunabilir. Farkindalik gelistirme,
sisirilmis benlik duygusu micadelenin en dnemli basamagidir. Birey kendi benligi ile ilgili dinamiklerin
farkina vardiginda, disaridan onaylanma beklemeden davranislarini diizenleyebilir ve kontrol edebilir.

Sinirlilik ve Oneriler

Arastirma algilanan helikopter anne ve baba tutumlari ile ego enflasyonu arasindaki iliskiyi ortaya
koymakla birlikte bazi sinirliliklara sahiptir. Arastirmanin verileri 24-34 yas araligindaki bireylerden
toplanmistir. Dolayisiyla bulgularin beliren yetiskinlik ya da ilk yetiskinlik donemi olarak isimlendirilen bu
yas grubu disinda kalan bireylere genellenemez. ileride benzer konuda yapilacak arastirmalarin farkl yas
gruplarinda gergeklestirilmesi onerilmektedir. Bununla birlikte arastirmada cinsiyet degiskenine iliskin
bir analiz yapiimamistir. Helikopter ebeveyn tutumlarinin gocuklarin cinsiyetlerine gore farklilasmasi
olasidir. Ancak yapilan arastirma bu bulguyu saglamamaktadir. Benzer arastirmalara cinsiyet degiskenin
de dahil edilmesi ego enflasyonu ile ilgili daha ayrintili bilgiler saglayacaktir. Ayni zamanda arastirma
kamu ve 6zel sektdrde yardimci hizmetler, genel idari hizmetler ve yonetici olarak ¢alisan bireyler
Uzerinde gerceklestirilmistir. Farkli meslek gruplari tGizerinde de ayni konuda arastirmalarin yapilmasinin
konuya derinlik katacagi dislinilmektedir. Bu sinirhliklara karsilik, elde edilen bulgular ginimiizde
yaygin bir yontem haline geldigi dusinilen helikopter ebeveynlige dikkat cekmektedir. Bu sebeple
arastirma  bulgularindan anne baba egitimlerinde ve aile danismanhg uygulamalarinda
yararlanilabilecegi umulmaktadir.
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Introduction

Values are the factors that direct people's behaviour and have important effects on the formation of
people's lifestyles (Yel, & Aladag, 2015). Values are our choices that affect our way of life, determine our
goals, affect our decisions, reflect our beliefs, and form our principles (Aktepe, & Yel, 2009). Values, also
defined as thoughts that shape our lives (Doganay, 2012), are the beliefs and thoughts that indicate the
stance and attitude of individuals towards any phenomenon or event (Yesil, & Aydin, 2007).

Values education, which involves helping individuals in the process of determining values (Naylor, &
Diem, 1987), is important in terms of bringing people together in a common understanding of value
(Sucu, 2012). It would be wrong to consider values education which should be given under formal
education and which contributes to the character development and socialization of individuals
(Gultekin, 2007) as a simple part of formal education (Dilmag, 1999). In order to support the positive
character traits of individuals, values should be gained in formal education institutions as planned
(Cengelci, 2011). Since upbringing and gaining certain values begin in the family and continue in school
for individuals, the transference of certain values to individuals, especially starting from elementary
school, is among the most important tasks of the education systems (Aladag, 2009).

Teachers, who define the value of patriotism as one of the primary values that students should
acquire, believe that social values should be given to children from an early age (Kus, & Aksu, 2017).
While gaining patriotism value, the examination of the lives of heroes who contributed to the writing of
Turkish history will contribute to the recognition of the importance of patriotism and the effectiveness
of its teaching.

Patriotism can be defined as an instinctive feeling, a manifestation of positive feelings that each
person has for where he was born and raised (Canci, 2008). Patriotism, which is one of the most
important values that should be gained to people for its unifying aspect, can be described as a social
value that integrates the society, culture and cultural environments of human beings (Ergen, 2006).
According to Hegel (2004), patriotism is the tendency to make sacrifices, to do big things or to love the
homeland in daily work and in usual situations and conditions (cite in: Yazici &Yazici, 2010).

Patriotism is a strong commitment to one's country and a high level of love for the country's honour
(Huddy, & Khatib, 2007). Patriotism is also used in terms of being ready to defend the honor of the
country, praising martyrs for their country and commemorating those who strive for the freedom of
their country. Yildirim (2006) defines patriotism as self-awareness of a person, awareness that s/he has
of his/her family, environment, profession, institution, country, citizens and as finding them meaningful
and valuable while Elban (2015) associates patriotism with the concepts of national pride, national
identity, love of country, love of nation. Patriotism can also be defined as being aware of and fulfilling
responsibilities towards the land and nation.

Individuals having patriotism value are expected to know and use their rights, to fulfil their
responsibilities, to be sensitive to world and country problems, animals and natural heritage, to produce
solutions, to protect historical heritage and to adopt social values (Avci, ibret & Avci, 2017). Thanks to
patriotism, which provides social order and continuity, individuals learns social roles and they adapt to
society and socialize (Avci, 2015).

The fact that patriotism is an important value makes it important for individuals to have an attitude
towards loving their homeland. Because, attitudes are persistent and unchanging beliefs, emotions and
tendencies that cause us to behave in the same way towards a certain person, object, event or
organization (Gunes, 2015). Having a significant effect on learning, attitude is a mental, affective and
psychomotor response that a person creates based on their experience and knowledge about
themselves or any social object around them (Baysal, 1981). Attitudes that are not directly observed but
are learned by meaningful behaviours can be defined as part of the acquired personality traits of the
individual (Morgan, 2015).
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Teaching of Values

Although there is a consensus among scientists on the necessity to continue values education in
formal instructional activities, there are different opinions about what to be transferred to whom and
how in values education (Harris, 1991). In values education, as it is not possible to talk about methods,
techniques or processes that can be applied universally throughout the world (Taylor, 1996), what is
important here is not whether schools will transfer values, but what values will be transferred and by
which methods and techniques this transfer will be carried out (Lickona, 1996). One of the issues that all
educators agree on is that the method and technique applied have a decisive effect on the achievement
of educational objectives. This consensus reveals the importance of method(s) to be used in the process
of adding value to individuals. Generally, educational games technique, presentation and narration
technique, story method, invention method, question-answer method, drama method, method of
teaching by analysis, scenario teaching method, role play method, demonstration technique,
brainstorming technique, computer assisted instruction method, simulation method and discussion
method are used (Akto, & Akto, 2017).

Biography, defined as personal background and life story (TDK, 2011), is a literary type that examines
the lives of individuals who are renowned for their lives and actions based on documents (Oguzkan,
2001). Biography is a literature type in which growing up style, events, social activities, emotions,
thoughts and works of people who have played important roles in the development and change of
societies in different fields are treated and narrated (Agca, 1999). In terms of educational sciences,
biography can be defined as a method of examining and ordering historical subjects for educational
purposes by using important people who are famous in society with their thoughts and actions (Oncill,
2000).

One of the teaching materials that can be used in teaching values is biographies (Karagézoglu, 2018).
Being applied to the process of giving character education and adding value to young people (Oguzkan,
2001), biographies are an educational material that can have significant effects on individuals when
used at the right place and time and can be evaluated as a teaching tool that contributes to the
development of perception skills of history, change and continuity (Er, & Sahin, 2012). Biographies, that
tell about struggles of others, problems they faced and successes they had, enable children to admire
and love great people, to integrate with them and help them to learn about the rules, values, customs
and traditions of the society in which biographical people lived (Kaymakgi, & Er, 2015). The use of
biographies as a teaching material can contribute to the acquisition of knowledge, skills and human
values in many areas.

Purpose and Importance of the Study

In this study, biographies of Halide Edip, Miinevver Saime, Kara Fatma, Nene Hatun, Serife Baci,
Tayyar Rahmiye, Gordesli Makbule, Kilavuz Hatice, Binbasi Ayse, Nezahat Onbasi, Elif Bacli and Halime
Cavus were used. The War of Independence was won with the sense of unity that was integrated with
the courage and patriotism of the whole nation whether men, women, young, old or children. Anatolian
women supported the National Struggle in different ways. While some women tried to spread the spirit
of National Struggle to Anatolia by organizing rallies, some women were organized by establishing
societies.

While some women supported the struggle by carrying ammunition, providing food, drinks and
treating wounded soldiers, others supported the liberation of the country by taking part in the war itself
(Saricoban, 2017). During the National Struggle period, Turkish women helped to keep the Nationalist
Forces in hiding or to move to Anatolia and took active part in logistics and military missions apart from
carrying out tasks such as health, education, intelligence and organizing rallies (Altinkaynak, 2004). In
the War of Independence, the heroic Turkish woman, who stood shoulder to shoulder with her man,
made important contributions to the defeat of the enemy and to the salvation of the country by
producing and carrying bullets behind the front, treating wounded soldiers, manufacturing weapons and
clothing. The patriotic spirit of Turkish women who played an important role in winning the War of
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Independence with the spirit of solidarity and struggle in the front and behind the front will enable
children to discover and develop the patriotic feeling that exists in them through empathy (Karagézoglu,
2018).

When the related literature is reviewed, it is observed that there is not much experimental work on
the use of biographies in the process of adding value. It is seen that the literature encompasses studies
related to how to design a biography-based values education (Caliskan, & Ontas, 2018), how biography
should be used in social studies (Oztiirk, Sevgi, & Otluoglu, 2014), biography, types of biography, and the
relationship between social studies and biography (Kaymakgi, & Er, 2015), where, how and in what way
to use biography method (Er, 2009; Kaya, 2011; Simsek, 2009), and the effect of the use of biography on
the academic achievement and attitudes of the students in social studies course (Erdem, 2010;
Gengtlrk, 2005; Orug, & Erdem, 2010; Tekgdz, 2005; Top, 2009). In these studies, it is seen that the
focus was on the use of biography in social studies and history courses, the basic information about
biography and the relationship that biography has with social studies and history courses were mainly
discussed, the relationship among biography, academic achievement and students' attitudes towards
lessons was examined in some practical studies based on teachers' and students' views. This shows that
there is a need for an up-to-date study that empirically demonstrates the effect of biography on
teaching value in general and on teaching patriotism value in particular.

It is considered that this study is important as it will lead to the ideal of good people, good citizens
and good society by conducting values education as more effectively and productively and demonstrate
the effective usability of biography in education-teaching process in general, values education in
particular, and especially in teaching the value of patriotism. In addition, this work is thought to be
original and important in terms of drawing attention to the Turkish women who have been subjected to
violence recently, but who served as an important helper behind the front during the National Struggle,
as a fearless warrior and brave commander on the front.

The aim of this study is to determine the effect of biography-based values education on the attitudes
of 4th grade students towards the value of patriotism. For this purpose, answers were sought to the
following questions:

1. Is there a significant difference concerning attitudes towards patriotism value between students in
the experimental group in which biography-based values education was implemented and those in
the control group in which biography-based values education was not used according to the pretest
and posttest measurements?

2. Is there a significant difference concerning attitudes towards patriotism value between students in
the experimental group in which biography-based values education was implemented and those in
the control group in which biography-based values education was not used according to the
variables of gender, parental education level and family income level based on the pretest and
posttest measurements?

3. What are the opinions of the classroom teacher and parents regarding the attitudes of the students
in the experimental group towards patriotism value?

4. What are the opinions of the experimental group students related to the application of biography-
based values education?

Method
Research Design

In this study, a semi-experimental model with pretest-posttest control group was used to determine
whether there was a significant difference concerning attitudes towards patriotism value between
students in the experimental group in which biography-based values education was applied and those in
the control group in which biography-based values education was not implemented. The semi-
experimental model with pretest-posttest control group is a powerful, complex design that provides
significant statistical support to the research in order to reveal the effect of the experimental process on
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dependent variable and allows interpretation of findings in a cause-effect relationship (Blyukoztirk,
2016). In the trial model with pretest-posttest control group, a comparison is made definitely and there
is an attempt to reveal how and to what extent dependent variables are affected in a controlled manner
(Karasar, 2017).

In this study, in addition to quantitative research techniques in which comparisons are made based
on statistical data, qualitative research techniques were used in order to get more detailed information
from the participants, benefit from the experiences of the participants, understand their emotions,
thoughts and ideas and diversify data sources and data collection methods. According to Yildirim and
Simsek (2016), diversification is an effort to increase the credibility of the results by using different data
sources, different data collection and analysis methods.

Participants

Since the main axis of the study is the value of patriotism included in the 4th grade social studies
program, the study group consists of 4B and 4D classes in a primary school located in Altinordu, Ordu. In
the selection of this school for research, following issues were effective: teachers' and school
administrators' predisposition towards scientific studies, the socio-economic structure of the school,
teacher, student and parent profile reflecting the general structure of the district, and the school's
physical and technological opportunities being more suitable for scientific studies than other schools. In
the study, 4B and 4D classes were chosen because of the existence of many common aspects (number,
gender, parental education level, parental monthly income, academic achievement levels, etc.).

In the study, the snowball sampling, one of the purposeful sampling methods, was used to
determine parents to be interviewed. Six parents to be interviewed were determined by directing the
researchers to each other on the basis of questions asked by Patton (2014) as “Who knows best about
this subject? Who do you recommend me to interview?” Criterion sampling, one of the purposeful
sampling methods, was used to determine students to be interviewed. The criterion sampling method,
which is defined as the study of all situations that meet predetermined criteria (Yildirm, & Simsek,
2016), is to form the sample from individuals, events, objects or situations with the qualifications
identified in relation to the problem (Blyilkoztirk, Akglin, Karadeniz, Demirel, & Cakmak, 2018). Parents
being selected for interview were determined as selection criteria for their children in the research and
six children of the previously determined six parents were interviewed. The real names of the
participants were not used for ethical reasons, and thus names were coded as Teacher, Student 1,
Student 2..., Parent 1, Parent 2.

There were 28 students in the experimental group and 27 students in the control group. 14 (50.00%)
of the students in the experimental group were girls and 14 (50.00%) were boys whereas, in the control
group, 14 (51.85%) were girls and 13 (48.15%) were boys. Therefore, the experimental and control
group students were formed as equal in terms of both gender and general size.

The education level of the mother of 7 students in the experimental group was primary school while
it was secondary school, high school, and university for the mother of 7, 9 and 5, respectively. The
education level of the father of 3 students in the experimental group was primary school while it was
secondary school, high school, and university for the father of 8, 9 and 8, respectively. The education
level of the mother of 8 students in the control group was primary school while it was secondary school,
high school, and university for the mother of 8, 7 and 4, respectively. The education level of the father of
4 students in the same control group was primary school while it was secondary school, high school, and
university for the father of 9, 8 and 6, respectively. Therefore, both mothers and fathers of the
experimental and control group students have similarities in terms of education level. The parental
monthly income of 5 of the students in the experimental group was less than 3000 TL while it was
between 3001-5000 TL and more than 5000 TL for 14 and 9 students, respectively. In the control group,
the monthly income of 5 families was less than 3000 TL, while it was between 3001-5000 TL and more
than 5000 TL for 15 and 7 students, respectively. Therefore, the parental monthly income of the families
of experimental and control group students is in the range of 3001-5000 TL.
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When the year-end scores of the students in the experimental and control groups obtained from the
e-school system of the Ministry of Education were compared, it was seen that the grade point average
of the students in the experimental group was 93.97, and that of the students in the control group in all
courses was 94.26. Therefore, it can be said that the groups were very close to each other in terms of
the year-end average of all courses. Since the Biography-Based Values Education application was
conducted within the scope of 4th grade social studies course, the year-end average of the students in
this course was compared, and the results are presented in Table 1.

Table 1.

Year-end Average of Experimental and Control Group Students in Social Studies Course.1

Groups n X Sd df t p
Experimental Group 28 92.10 2.24 61 .28 71
Control Group 27 92.26 2.44

Table 1 shows that there is no statistically significant difference at .05 confidence level between the
year-end average (X= 92.10) of the experimental group and that of the control group (x¥=92.26)
(ti60=-28, p>.05). The results of the pretests conducted before the application in order to determine the
attitudes of the groups towards patriotism value are given in Table 2.

Table 2.
Pretest Scores of the Experimental and Control Groups related to the Value of Patriotism.
t test
Pretest Groups n X Sd Sh, t df P
Test Total Experimental 28 101.08 6.19 1.15 -.40 61 .62

Control 27 100.19 5.90 1.04

Table 2 demonstrates that, as a result of the independent group t test, there is no statistically
significant difference between the scores of attitude towards the patriotism value of the experimental
group students (¥=101.08) and those of the control group students (X=100.19) (tg)=-.40, p>.05).

Research Process

Preparations, projections, and applications made during the research process are explained below:
Care was taken to ensure that the experimental and control groups were balanced in terms of number,
gender, family income, parental education level, academic achievement and attitudes towards the value
of patriotism. Patriotism Attitude Scale, and Teacher, Student and Parent Interview Forms were
developed by the researchers.

Biographies related to biography-based values education were prepared by the researchers. In this
study, biographies of Halide Edip, Miinevver Saime, Kara Fatma, Nene Hatun, Serife Baci, Tayyar
Rahmiye, Gordesli Makbule, Kilavuz Hatice, Binbasi Ayse, Nezahat Onbasi, Elif Baci and Halime Cavus as
women heroes of the national struggle, and particularly sections related to the value of patriotism, were
used. Halide Edip made fierce speeches during the rallies held and ensured the participation of the
people in the national struggle; she also fought on the fronts for a long time (Caka, 1948). Miinevver
Saime took part in the western front and showed significant success especially on the front and
intelligence works (Kirkpinar, 2001). Kara Fatma, who fought against the Armenians in the Caucasian
front, also participated in the battles of Sakarya and the High-Command (Tansel, 1991). Nene Hatun
fought heroically with Russian soldiers in Aziziye Bastion in 1877 (Misirlioglu, 1994). Serife Baci is a
female hero who froze to death on her moose even though she had a few months old baby wrapped
around the carriage while carrying the ammunition she loaded from inebolu to the front in December
1921 (Eski, 2008).

Tayyar Rahmiye participated in the war with French forces around Hasanbeyli in February 1920 with
her detachment (Tansel, 1988). Gordesli Makbule, who organized a gang with her husband in 1921,
joined the national struggle with her husband, although she was newly married (Tansel, 1988). Kilavuz
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Hatice, who took part in the struggle against the French in Adana and its region in 1920 and participated
in the militia forces, guided the French forces into the fire line of the Turks by misguiding them and
caused the French soldiers to be captured (Kirkpinar, 2001). Binbasi (Major) Ayse participated in the
movement to resist the invasion of Izmir on 15 May 1919 with a gun. She fought the Greeks in Salihli
and joined the Great Offensive (Aslan, 2006). Nezahat Onbasi, who joined World War | with her father
when she was eight years old, was given the rank of Corporal at the age of 12 (Tarakgi, 2008). Elif Baci is
a heroic woman who disguised as a man and tried to get materials collected from villages to the military
and who lost her child for this cause (Kapusuzoglu, 2011). Halime Cavus, who joined the national
struggle at the age of 12-14, fought side by side with soldiers, hiding that she was a woman, carried
ammunition to the Sakarya front and never took off her sergeant outfit (Cavdar, 2015).

Biographies were prepared in a format close to the genre of biographical novel in terms of fiction
and presentation styles. Biographical novels are biographies prepared with a literary expression by
adding information and documents apart from the author's own feelings, thoughts, and interpretations
(Kaymakgl & Er, 2015). In these biographies, psychological and physical characteristics, attitudes and
behaviours, emotions, thoughts, and reactions are given in detail while presenting slices of the hero's
life (Cetin, 2010). Biographies were developed to add the value of patriotism and sub-dimensions of this
value, and for this purpose, biographies of individuals were presented not with a chronological simplicity
but in interesting sections that would add the targeted value.

Before the experimental procedure, the Patriotism Attitude Scale was applied to the experimental
and control groups as a pretest. In the experimental group, biography-based values education was
conducted for the purposes of the research while in the control group, values education was conducted
within the framework of the current social studies curriculum. This study was conducted in 2018-2019
academic year. The experimental application was carried out for a total of 12 weeks and 36 lessons. 3
lessons were given per week and each lesson was planned as 40 minutes. Social studies course program,
some of which could not be processed due to experimental study was planned to be compensated
during free activities. The Patriotism Attitude Scale, which was previously applied as a pretest, was re-
applied to the experimental and control groups as a posttest after the application was completed.
Interviews were conducted with the experimental group students, parents of these students and the
teacher of the class.

Data Collection Tools

Patriotism Attitude Scale: The attitude scale was developed based on the steps of creating attitude
items, obtaining expert opinions, pretesting, main application, validity study, factor analysis and
reliability calculation (Karasar, 2017; Tezbasaran, 2008). After reviewing the literature and interviewing
field experts, a pool of 85 items, 42 positive and 43 negative items, was created regarding the values of
patriotism. A 5-point Likert-type attitude scale was used. Responses were coded as “strongly disagree”,

“disagree”, “neither disagree nor agree”, “agree” and “strongly agree”. The actual application of the
scale after the pretest was conducted on a total of 454 students, 213 girls and 241 boys.

The skewness coefficient of the scale was found as .-55, the kurtosis value as .21, the mean value as
151.24, and the median value as 145.00. In Kolmogorov-Simirnov test, K-S value was found as .07. Since
this value is greater than .05, it can be said that the scores show normal distribution (Blylkoztirk,
2016). In order to determine the degree of discrimination of each item in the scale, the significance level
of the difference between the item scores of the upper 27.00% and lower 27.00% groups was examined
according to the scale scores. As a result of the Pearson Product Moment Correlation analysis made for
that purpose, the relationship between all items and the total score was statistically significant at p <.05
level. The item analysis was applied to the scale based on the difference between the upper and lower
group averages and it was found that the t-values showing the item discrimination coefficients ranged
between -3.17 and 21.10 and therefore the item-remaining, item-total and item-discrimination indexes
of the items in the scale were statistically significant at .01 level.
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Exploratory and confirmatory factor analyses were conducted related to the scale. As a result of the
factor analysis, four factors with eigenvalues greater than 1 were determined and the variance
explanation ratios of these four factors explaining 87.32% of the total variance were 37.15%, 24.10%,
16.05% and 10.02% respectively. As a result of the exploratory factor analysis, the 4 main factors were
subjected to axis rotation, and the factor load values of the scale varied between .82 and .45 as a result
of varimax rotation processing. It was observed that the final scale was formed of 25 items, 13 positive
and 12 negative items under 4 factors: sacrifice subdimension with 7 items in the first factor, loyalty
subdimension with 6 items in the second factor, love subdimension with 7 items in the third factor,
martyrdom subdimension with 5 items in the fourth factor.

As a result of confirmatory factor analysis, CFI (Comparative Fit Index) value was calculated as .92,
NFI (Normed Fit Index) value as .89, GFI (Goodness of Fit Index) value as .90, AGFI (Adjusted Goodness of
Fit Index) value as .91, RMSR (Root Mean Square Residual) value as .03, and RMSEA (Root Mean Square
Error of Approximation) value as .05, and besides, all relationships between the items and the factors
were found to be statistically significant (p <.01). Since these calculated parameters are within
acceptable limits and confirm the factor structure of the scale (Cokluk, Sekercioglu & Blylkoztirk, 2016;
Schermelleh-Engel & Moosbrugger, 2003), It can be said that the model is in good agreement with the
data.

In order to determine the reliability of the scale, Cronbach's alpha reliability coefficients of the
subdimensions and the whole scale were examined. Accordingly, the reliability coefficient for the first
factor (sacrifice) was .89, for the second factor (loyalty) was .83, for the third factor (love) was .80 and
for the fourth factor (martyrdom) was .76. Cronbach's alpha reliability coefficient of the whole scale was
calculated as .91. It can be said that this calculated value is a high value for the reliability of the scale
(Buytikoztirk, 2016; Tavsancil, 2014).

Interview forms: Researchers developed a teacher interview form to determine the opinions of the
classroom teacher regarding the attitudes of the experimental group students to whom biography-
based values education was applied, a parent interview form to determine the parents' opinions, and a
student interview form to determine the students' opinions about the application. Interview forms were
composed of semi-structured open-ended questions. According to Yildirrm and Simsek (2016), semi-
structured interview forms consist of certain questions and participants answer these questions at will
and express their personal thoughts clearly.

Interviews were planned by taking into consideration the dimensions of the interview form
preparation, testing the form, setting the interviews in terms of time and place, and conducting the
interviews (Yildirnm, & Simsek, 2016). The draft of the interview, which was formed by taking the
opinions of 2 lecturers who are experts in the subject, was tried on 2 parents, 3 teachers and 45
students who had similar characteristics but were not included in the sample. Problems encountered
were solved.

Data Collection

Quantitative and qualitative research techniques were used to collect data. Attitude scale was used
as quantitative data collection tool while interview forms were used as qualitative data collection tool.
All data collection tools were developed by the researchers. Following the completion of the
experimental study, quantitative data were collected by reapplying the attitude scale which was
previously used as pretest.

During the interviews, from the beginning of the biography-based values education to the day of the
interview, questions were asked to the teacher and to the parents about changes in the attitudes of the
students related to patriotism values and how they found the application. The students were asked
questions related to what they thought about their studies in the context of the implementation of
biography-based values education, whether the application created a change in their attitudes in terms
of patriotic values, whether they liked the application, and where and how they thought values
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education should be done. The interviews, which lasted approximately 15 minutes each, carried out in a
room reserved for this purpose in the school, and after taking permission, the voice recordings of the
participants were made along with note-taking.

Data Analysis

Quantitative data analysis: In the analysis of quantitative data, arithmetic mean, frequency,
independent group t-test, Kruskal-Wallis H test, and Mann-Whitney U test were used. In this
experimental study, independent group t-test was used since the main goal was to provide training for
the same content with two different applications in two groups determined impartially and to evaluate
the effectiveness between the two applications as a result of the research (Bliylkoztirk, 2016). While
Kruskal-Wallis H test was used for the variables of parental education level and parental income level,
which had fewer subjects and did not meet the assumption of normality, Mann-Whitney U test was
used for gender variable.

Qualitative data analysis: In the research, a descriptive analysis approach was preferred in the
analysis of qualitative data obtained through interviews. In the descriptive analysis approach, data are
summarized and interpreted according to interview questions and direct quotations are made from the
opinions of interviewees (Yildirim, & Simsek, 2016). The reliability of the data obtained from the study
was performed through participant confirmation, peer review and intercoder reliability processes
(Boyatzis, 1998; Cresswell, 2013; Lincoln, & Guba, 1985; Miles, Huberman, & Saldana, 2018); and the
validity and reliability of the qualitative dimension of the research were tested in the light of credibility,
transferability, consistency and validity criteria (Yildirim, & Simsek, 2016).

In order to ensure the reliability of the interviews, the audio recordings of the interviews were
analysed at two different times and the agreement percentage in both analyses was determined as .90.
In addition, since the involvement of a peer expert in the research process allows for a more
comprehensive data analysis (Lincoln, & Guba, 1985), a faculty member took part as co-expert in the
research, and the texts containing the views of the participants were examined separately by both
researchers and co-experts along with productive discussions. In order to ensure the reliability of
multiple coders in the research, in addition to the researchers, a teacher who had a doctorate in the
field of measurement and evaluation in education was assigned as a coder.

The written texts prepared by the researchers and other coders for the analysis and classification of
the participants' responses were examined and compared, and 88.00% consistency/agreement was
determined in the comparison. As taking verbal speeches converted into written texts back to their
owners and working on them strengthens the accuracy and validity of the data (Silverman, 2006), voice
recordings converted into written texts and notes taken by the researchers were checked by the class
teacher, the parents and the students.

Findings
In this section of the study, findings for each sub-problem are given below, respectively.

Findings related to the First Sub-problem

The data on whether there is a significant difference concerning attitudes towards patriotism value
between students in the experimental group in which biography-based values education was
implemented and those in the control group in which it was not used according to the measurements
before and after the experimental procedure are presented in Table 3.

Table 3 shows that there is no statistically significant difference at .05 confidence level between
pretest scores of experimental (X= 112.31) and control (X= 111.10) (tee= .42, p>.05) groups and that
there is a significant difference between experimental group posttest scores (X= 143.11) and control
group posttest scores (x= 115.41) in favor of experimental group (tsq= 8.91, p<.05).
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Table 3.
Independent Group t-Test Results related to Pretest and Posttest Attitude Scores of Experimental and
Control Group Students.

Test Groups n X Sd df t p

Pretest Experimental 28 112.31 5.94 60 42 .65
Control 27 111.10 8.87

Posttest Experimental 28 143.11 6.97 60 8.91 .00
Control 27 115.41 9.84

Findings related to the Second Sub-problem

Table 4 gives data on whether there is a significant difference related to attitudes towards patriotism
value between students in the experimental group in which biography-based values education was
implemented and those in the control group in which it was not used in terms of the variable of gender
according to the measurements before and after the experimental procedure.

Table 4.
Mann-Whitney U Test Results for Pretest and Posttest Attitude Scores According to Genders of
Students.2

Test Group Gender n Mean Rank Rank Sum U p
Pretest Experimental Girl 14 16.35 215.50 98.50 .34
Boy 14 14.59 212.50
Control Girl 14 14.43 217.50 107.50 .47
Boy 13 13.41 215.50
Posttest Experimental Girl 14 13.50 274.50 115.50 .03
Boy 14 14.20 251.50
Control Girl 14 15.25 231.50 101.50 .40
Boy 13 13.26 228.50

Table 4 shows that there is no statistically significant difference in the pretest scores of the
experimental group between girls and boys (U=98.50, p>.05) and no significant difference appears in the
pretest scores of the control group between girls and boys (U=107.50, p>.05). Besides, it is observed
that, in the experimental group posttest scores, there is a difference between girls and boys in favor of
girls (U=115.50, p<.05) and, in the control group posttest scores, there is no significant difference
between girls and boys (U=101.50, p>.05).

Table 5 and Table 6 offers data on whether there is a significant difference related to attitudes
towards patriotism value between students in the experimental group in which biography-based values
education was implemented and those in the control group in which it was not used in terms of the
variable of parental education level according to the measurements before and after the experimental
procedure. Table 5 shows that there is no statistically significant difference in the pretest scores of
experimental group between educational levels of mothers and attitudes of students ((H(4)=.22, p>.05)
and there is no significant difference in the pretest scores of control group between educational levels
of mothers and attitudes of students ((H(4)=3.34, p>.05). Besides, it is observed that, in the
experimental group posttest scores, there is no significant difference between educational levels of
mothers and attitudes of students ((H(4)=3.83, p>.05) and, in the control group posttest scores, there is
no significant difference between levels of mothers and attitudes of students ((H(4)=.21, p>.05).

Table 6 shows that there is no statistically significant difference in the pretest scores of experimental
group between educational levels of fathers and attitudes of students ((H(4)=8.53, p>.05) and there is
no a significant difference in the pretest scores of control group between educational levels of fathers
and attitudes of students ((H(4)=3.09, p>.05). Besides, it is observed that, in the experimental group
posttest scores, there is no significant difference between educational levels of fathers and attitudes of
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students ((H(4)=2.98, p>.05), and, in the control group posttest scores, there is no significant difference
between educational levels of fathers and attitudes of students ((H(4)=2.21, p>.05).

Table 5.
Kruskal Wallis H-Test Results related to Pretest and Posttest Attitude Scores According to the Educational
Level of Mothers.3

Test Group Educational Level of Mother n Rank Sum x? df P
Pretest Experimental Elementary 7 15.11 22 2 .75
Secondary 7 15.16
High School 9 15.90
University 5 13.13
Control Elementary 8 1234 334 2 .11
Secondary 8 12.21
High School 7 16.08
University 4 14.21
Posttest Experimental Elementary 7 16.57 383 2 .12
Secondary 7 16.79
High School 9 17.08
University 5 13.26
Control Elementary 8 13.31 21 2 .72
Secondary 8 12.07
High School 7 14.16
University 4 15.21
Table 6.

Kruskal Wallis H-Test Results related to Pretest and Posttest Attitude Scores According to the Educational
Level of Fathers.

Test Group Educational Level of the Father n Rank Sum x2 df p
Pretest Experimental Elementary 3 12.23 8.53 2 .18
Secondary 8 12.21
High School 9 15.21
University 8 14.94
Control Elementary 4 11.31 3.09 2 07
Secondary 9 10.43
High School 8 15.62
University 6 16.04
Posttest Experimental Elementary 3 13.04 2.98 2 08
Secondary 8 12.59
High School 9 14.71
University 8 12.90
Control Elementary 4 1410 221 2 21
Secondary 9 15.45
High School 8 10.13
University 6 15.21

Table 7 represents the data on whether there is a significant difference between the attitudes of the
experimental group in which biography-based values education was applied and of the control group
students in which it was not applied towards the value of patriotism depending on the parental income
level according to the measurements before and after the experimental procedure.

Table 7 shows that there is no statistically significant difference in the pretest scores of experimental
group between parental income levels and attitudes of students ((H(3)=.71, p>.05) and there is no
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significant difference in the pretest scores of control group between parental income levels and
attitudes of students ((H(3)=1.51, p>.05). Besides, it is observed that, in the experimental group posttest
scores, there is no significant difference between parental income levels and attitudes of students
((H(3)=.29, p>.05), and, in the control group posttest scores, there is no significant difference between
parental income levels and attitudes of students ((H(3)=1.12, p>.05).

Table 7.
Kruskal Wallis H-Test Results regarding Pretest and Posttest Attitude Scores According to Family Income
Level.

Test Group Parental Income Level n Rank Sum x2 df p
Pretest Experimental Less than 3000 TL 5 1481 .71 2 .62
3001 TL-5000 TL 14 15.35
More than 5000 TL 9 12.55
Control Less than 3000 TL 5 10.66 1.51 2 4
3001 TL-5000 TL 15 14.83
More than 5000 TL 7 15.25
Posttest Experimental Less than 3000 TL 5 12.38 .29 2 .84
3001 TL-5000 TL 14 14.57
More than 5000 TL 9 14.62
Control Less than 3000 TL 5 16.05 1.12 2 .50
3001 TL-5000 TL 15 12.59
More than 5000 TL 7 13.09

Findings related to the Third Sub-problem

After the application, the teacher of the experimental group students was asked questions about
changes in the attitudes of the students in classroom or school environment from the beginning of the
application of biography-based values education to the day of the interview and how they found the
application. Some of the answers by the classroom teacher are summarized below:

Experimental group teacher:

I can say that | have observed positive developments concerning patriotism among my students.
While evaluating current events at the beginning of the lessons, | noticed that the students told news
about terrorist incidents in our country more and emphasized the indivisibility of the homeland.
Under the influence of this practice, my students wrote a play about the love of homeland and played
it in classroom with their friends. A few of my students interviewed foreign students at our school
about being separated from their homeland and presented them to the class in a very emotional way.
| can say that the program is successful for students to adopt patriotism value and cause changes in
their attitudes in the light of this value. | think that this practice should be done frequently not only in
certain courses but also in all courses and it would be useful to prepare programs and textbooks in
this direction. | think it would be good to raise awareness in parents about values through such
practices.

When the data obtained from the interview with the classroom teacher were subjected to
descriptive analysis, it was found that the teacher's views on the application of biography-based values
education were positive and she had positive evaluations for application. It can be said that according to
the opinions of the classroom teacher, it is a successful and effective application that affects students'
attitudes positively, the students became more sensitive to their homeland after the application and
their love for the homeland and their desire to protect the homeland increased. According to the
classroom teacher, the application of biography-based values education should be extended to all
courses and all teaching levels; curriculum and textbooks should be prepared in this direction, and
parents should be educated with such or similar practices in values education.
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Parents of 6 students in the experimental group were asked questions about what changes they
observed in their children in terms of adopting the values of patriotism at home or out of home and
showing these values as behaviors and how they found the relevant application from the beginning to
the day of the interview. Some of the answers given by parents are summarized below:

Parent 1 (Mother of student 1):

With this application, | can say that my child has a greater sense of patriotism. I've seen my child
become more sensitive to terrorism. | noticed that he felt very sorry for foreign students in his school
and he talked about them more often at home. | think this is a successful study.

Parent 2 (Mother of student 2):

| believe we have already raised our child as a patriot, but | can say that this application supports us
and compensates for our shortcomings. Through this application, | realized that my child became
more sensitive to the unity and integrity of the country. This application made a huge attitude and
behavior change in my child regarding the value of patriotism.

Parent 3 (Father of student 3):

| can say that the sense of patriotism increased in my child after this application. After this
application, | saw that my child drew pictures like flags, soldiers, policemen more often. | think this
kind of work should be applied to adults.

Parent 4 (Father of student 4):

| can say that this study made my child have more devotion to the nation and have the feelings of
homeland protection, working for the homeland, and glorifying the homeland. This application
should be extended to the whole school and maintained throughout the year.

Parent 5 (Mother of student 5):

| can say that this application reinforces the feeling of patriotism that exists in my child and allows
my child to develop a tougher attitude towards enemies of the homeland. | find this study successful
in teaching values to our children. More time should be devoted to this application.

Parent 6 (Mother of student 6):

I noticed that after this application, my child had a positive attitude change, showing that we should
especially appreciate the value of our country. | must say that | found this study successful. This
should be extended to all schools.

The descriptive analysis was applied to the answers given by the 6 parents of the experimental group
students to the questions asked about changes in their children in terms of adopting the value of
patriotism at home or out of home and exhibiting this value as an attitude and behavior from the
beginning of the application to the day of the interview and the results are listed below:

This application:

¢ Increased sense of patriotism in my child.

e Made my child be aware of the statelessness of asylum seekers in our country.

e Developed a sense of sharing in my child.

e Made my child exhibit a stern attitude towards enemies of the homeland.

e Increased in my child the sense of being sensitive to homeless, orphans and stateless people.
e Made positive changes in my child's attitudes and behaviors towards patriotism.

¢ Should be extended to all schools.

e Should be done in all courses.

e Must be maintained throughout the year.

e Should also be done with parents.
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In the interviews, the parents stated that there were positive changes in their children's attitudes
and behaviors after biography-based values education and the application had positive effects on
students in terms of patriotism value. This result shows that this is a successful application that affects
students' attitudes positively. According to the parents, the application of biography-based values
education should be extended to all classes and schools, more time should be devoted to these
applications, and parents should be trained for values education with such or similar applications.

Findings related to the Fourth Sub-problem

After the application, 6 students in the experimental group were asked questions related to what
they thought about activities in the course as part of the application of biography-based values
education, whether this application changed their attitudes in terms of the values of patriotism,
whether they liked the application of biography-based values education and biographies, and where and
how values education should be done. Here are some examples of answers given by the experimental
group students:

Student 1:

The biographies we read in lessons were very good. Activities we did in this course were very
enjoyable. In this way, | knew my country.

Student 2:

The lives of patriotic women seemed very different to me. Now | know more about the value of my
homeland.

Student 3: Thanks to patriotic women, | realized that | had to work hard for my homeland. For, they
worked hard.

Student 4:

Through the life stories we read in lessons, | understood that | had to protect my homeland. If we
don't like our homeland, we will be like Syrians taking refuge in our country.

Student 5:

Through the life stories we read in lessons, | learned that we should be united in our homeland.
Student 6:

Values education should be conducted at school. Because teachers give better education at school.

The descriptive analysis was applied to the answers given by the 6 six students in the experimental
group to the questions related to what they thought about activities in the course as part of the
application of biography-based values education, whether this application changed their attitudes in
terms of the values of patriotism, whether they liked the application of biography-based values
education and biographies, and where and how values education should be done, and the results are
listed below in brief:

Answers related to biographies:
e Biographies were exciting.
e Biographies were different.

e Biographies were very nice.

e | learned a lot from biographies.

Answers related to attitudes:

e | became more patriotic.

e | understood the value of my homeland.

¢ | have to work hard for my homeland.

e | understand that | need to protect my homeland.
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e | learned that we should be united.

Answers related to the application:

o | liked the application.
e The application was very exciting
e The application was very nice.

e We learned a lot of things.
Answers related to Values Education

e Values education should be conducted at schools.

¢ Values education should be done by teachers.

In the interviews, the students stated that there were positive changes in their attitudes and
behaviors after the application of biography-based values education, they liked the application, they
found it entertaining and instructive, and values education should be done in school and by teachers.
This result shows that the application is a successful application that affects students' attitudes
positively.

Discussion, Conclusion & Suggestions

In the study, it was seen that there was a significant difference in the attitudes of the students in the
experimental group, in which biography-based values education was applied, towards the value of
patriotism according to the measurements before and after the application. This result shows that
biography-based values education has a positive effect on students' attitudes towards patriotism value.
This result, which is supported by qualitative data based on teacher, parent and student interviews, also
reveals that interesting and intriguing narrative features of biographies enable children to learn values
more easily and effectually and are effective on children's attitudes. In the study conducted by Er (2010),
having the features of satisfying curiosity and being interesting teaching tool has made biographies
effective in teaching value. Accordingly, it can be said that biographies can be used effectively in
carrying out many learning activities related to acquisitions such as character and values education.

This result revealing that biography-based values education has positive effects on students'
attitudes towards the value of patriotism is supported by other studies. In the study conducted by
Erdem (2010), it was determined that biography is a highly effective method in developing positive
attitudes. Kavcar (1999) and Mutluay (1977) stated that literary works like biography develop and
reinforce human attitudes and values such as goodness, friendship, and patriotism. In the study
conducted by Kaymakgi and Er (2013), it was stated that the use of biographies in courses enabled
students to develop their sense of national identity. Yazici (2009) found that heroism stories increased
patriotism among students. Karagézoglu (2018), in his study, found that the use of biographies of
heroines in teaching value was effective in gaining citizenship value. In other studies, it was concluded
that the use of literary products such as biography in teaching accelerates the appreciation process of
students, affects students' beliefs and attitudes positively, enhances students' level of gaining affective
behavior characteristics and that biography-aided teaching practices are more effective than other
applications in gaining the value of patriotism (Akkus, 2007; Aktepe & Oguzkan, 2013; Erdem, 2010;
Kaymakei & Er, 2013; Oztiirk, & Otluoglu, 2002; Oztiirk et al. 2014; Oztiirk, 2002; Tekgdz, 2005; Top,
2009).

The present study indicated that there was a significant difference between the posttest scores of
the experimental group students related to the value of patriotism after the experimental procedure in
favor of female students. This result shows that the gender variable has an effect on students' attitudes
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towards the value of patriotism. It can be said that the use of biographies of heroines in the study
caused female students to have a positive perception towards women. In addition, it can be said that
emotional scenes in the biographies (especially the scenes of babies and mothers freezing to death or
being shot dead) are more effective on girls who have stronger emotional feelings than boys do.
Because women are more emotional than men (Mudd, 2002) and have stronger feelings of pity and
devotion (Beutel & Marini, 1995). Other studies on values education have also found that the gender
variable often causes a difference in favor of girls. In the study conducted by Akbas (2004), it was
concluded that female students reached democratic values and basic values at a higher level than male
students. In the study conducted by iscan (2007), it was found that female students were more
successful than male students in terms of their level of showing values. Dilmag (1999) found that there
was a significant difference in terms of acquiring values in favor of female students in the experimental
group. The studies conducted by Gomleksiz and Ciiro (2011), and Bas (2016) found that girls adopted
the value of patriotism more than boys. In the study conducted by Mousavi and Roshan (2010), it was
found that patriotic identity differentiated in favor of girls.

In the study, it was found that there was no significant difference between the posttest scores of
both experimental and control group students regarding the value of patriotism after the experimental
procedure in terms of the variables of parental education and income level. This result shows that
variables of parental education and income level are not effective on students' attitudes towards
patriotism value. It can be said that the absence of rich-poor discrimination in the selected biographies
was effective in this result. It can be said that parents' educational levels do not affect students'
attitudes towards the value of patriotism because parents do not reflect to their children the pros or
cons related to their educational levels.

Student ages (9-10) and egalitarian thinking may have influenced the fact that both parental income
and educational level did not affect students’ attitudes towards the value of patriotism. In the study
conducted by Er and Sahin (2012), it was determined that there was no significant relationship between
biography use, in order to create change in attitudes, and socio-economic levels of students. In the
study conducted by Er (2010), no significant difference was found between biography preferences and
the socio-economic level variable. In other studies, it was also found that there was no significant
relationship among students’ attitudes in value education and parental education and income level
variables (Akbas, 2004; Aktepe, 2010; Aladag, 2009; Baydar, 2009; iscan & Senemoglu, 2009; Keskinoglu,
2008; Ozensel, 2007; Tas & Kiroglu, 2019; Tas & Minaz, 2019; Yigittir, 2009).

In the interview with the classroom teacher, it was concluded that biography-based values education
was a successful and effective application that positively affected students’ attitudes in relation to the
value of patriotism and that it enabled students to be more patriotic, to love and protect their homeland
more than before, and exhibited more sensitive attitudes and behaviors for their unity and integrity.
This result is supported by different studies. In the studies conducted, teachers stated that they
observed positive behavioral changes in students after values education and values education
applications had positive effects on students' attitudes (Aladag, 2009; Moore, 2005; Thompson, 2002;
Yalar, 2010; Yigittir, 2009). In interviews with teachers, it was determined that the use of biography as a
literary product positively affects students' beliefs and attitudes and biographies are an interesting,
intriguing and instructive literary genre for students (Cencen, 2010; Er, 2010; Kaymakgi & Er, 2015).

In the interviews with parents, it was observed that there were positive changes in students'
attitudes and behaviors regarding the value of patriotism after biography-based values education and
the application was a successful and effective that positively affected students’ attitudes towards
patriotism. These results are supported by other studies with parents. In these studies, it was concluded
that values education applications had positive effects on students' attitudes towards values (Aladag,
2009; Karma & Kabhil, 2005; Moore, 2005; Thompson, 2002).

In the interviews with the experimental group students, after the application of biography-based
values education, there were positive changes in the attitudes and behaviors of the students regarding
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the value of patriotism; the application was embraced by the students and found to be entertaining and
instructive; they thought that values education should be conducted at school and by teachers and that
it was a successful and effective application which affected students' attitudes positively. These results
are supported by other studies with students.

In the interviews conducted with students, it was found that the applications of values education
positively affected their attitudes (Aktepe, 2010; Aladag, 2009; iscan & Senemoglu, 2009; Perry &
Wilkenfeld, 2006; Thompson, 2002; Uzunkol, 2014) and that through written literature products, they
saw themselves as more competent in enjoyment, awareness, drawing attention, making a request,
reflecting personality, and linking with what has been learned (Oztiirk & Otluoglu, 2002). In the
interviews conducted with students in other studies, it was concluded that biography-supported
teaching practices enable students to learn subjects and values better and enjoy the teaching process
more. Biographies are an interesting, intriguing and instructive literary genre for the students (Akkus,
2007; Er, 2007; 2010; Kaymakei & Er, 2015; Tekg6z, 2005; Top, 2009).

Since biography-based values education is effective in teaching value and gaining positive attitudes
towards values, it can be used in different teaching levels and in different courses. This application can
be used effectively to gain the value of patriotism as well as the values of justice, family unity,
independence, peace, science, industriousness, solidarity, sensitivity, honesty, aesthetics, equality,
freedom, respect, love, responsibility, economy, tolerance and helpfulness included in the primary
school social studies curriculum. Biographies can be used as an intriguing, interesting and instructive
genre in value teaching if necessary arrangements are made in terms of language and expression. The
story-like aspect of biographies and their intriguing and interesting features enable children to learn
values more easily, more effectively and more permanently. Choosing appropriate biographies and
presenting them to students through various artistic activities such as drama and theatre, and
supporting biographies with visual and audio technologies may have a more positive and faster effect on
students' attitudes towards values.

In order to make values education more effective, it may be more appropriate to have an
independent values education course instead of giving values interspersed among other courses. While
preparing curriculum and textbooks, more space can be given to biographies which are suitable in terms
of language and expression. By classifying biographies according to the intended use and developmental
characteristics of students, a data repository can be created for the use of teachers, students and
parents. Students can be more actively involved in the learning process with the application of
biography-based values education or similar applications rather than with teacher-centered values
education. In order for values given in school to be supported and reinforced by the family and the
environment, families can be formally educated about values. Since teachers are important models in
value teaching, they can be better educated in the teaching of value before and during service.
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Turkish Version

Girig
Degerler, insanlarin davranislarina yon veren ve insanlarin yasam bicimlerinin olusumunda énemli
etkileri olan faktoérlerdir (Yel, & Aladag, 2015). Degerler, yasam bicimimizi etkileyen, hedeflerimizi
belirleyen, kararlarimizi etkileyen, inanglarimizi yansitan, ilkelerimizi olusturan segimlerimizdir (Aktepe,
& Yel, 2009). Yasamimiza yon veren duslinceler olarak da tanimlanan degerler (Doganay, 2012),

bireylerin herhangi bir olgu ya da olay karsisindaki durus ve tutumunu belirten inanislar ve diisiintslerdir
(Yesil, & Aydin, 2007).

Bireylere deger belirleme siirecinde yardimda bulunmayi kapsayan degerler egitimi (Naylor, & Diem,
1987), insanlari ortak bir deger anlayisinda bulusturmak agisindan énemlidir (Sucu, 2012). Formel egitim
icerisinde verilmesi gereken, bireylerin karakter gelisimine ve sosyallesmelerine katki saglayan degerler
egitimini (Gultekin, 2007), formel egitimin basit bir bolimi olarak gormek yanhs olur (Dilmag, 1999).
Bireylerin olumlu karakter 6zelliklerinin desteklenmesi amaciyla, degerlerin formel egitim kurumlarinda
planh olarak kazandiriimasi gerekir (Cengelci, 2011). Belirli degerleri kazanma sireci ailede baslayip
okulda devam ettiginden, 6zellikle ilkokuldan baslayarak degerleri bireylere aktarma egitim sistemlerinin
en Onemli gorevlerinden biri haline gelmistir (Aladag, 2009). Vatanseverlik degerini Ogrencilere
kazandirilmasi gereken oncelikli degerlerden biri olarak tanimlayan 6gretmenler, toplumsal degerlerin
kiicik yaslardan itibaren cocuklara kazandirilmasi gerektigine inanmaktadirlar (Kus, & Aksu, 2017).
Vatanseverlik degeri kazandirilirken Tirk tarihinin yazilmasinda emegi gecen kahramanlarin hayatlarinin
incelenmesi vatanseverligin dneminin fark edilmesine ve 6gretimin etkililigine katki saglayacaktir.

Vatanseverlik, her insanin dogustan getirdigi, dogdugu ve yetistigi yere karsi duydugu olumlu hislerin
bir tezahuri, iggldusel bir his olarak tanimlanabilir (Canci, 2008). Birlestirici yoniiyle insanlara
kazandirilmasi gereken degerlerin en 6nemlilerinden biri olan vatanseverlik, insanin sahip oldugu
toplumu, kiltiri ve kiltur gevrelerini bitinlestiren toplumsal bir deger olarak nitelendirilebilir (Ergen,
2006). Hegel’e (2004) gore vatanseverlik, 6zveride bulunmak, blyiik isler yapmak ya da giinlik islerde ve
alisilmis durum ve kosullarda vatani sevme egilimidir (aktaran: Yazici, & Yazici, 2010). Vatanseverlik,
kisinin tlkesine kuvvetli bir baglilik hissetmesi, tlke onuruna st diizeyde sevgi gostermesidir (Huddy, &
Khatib, 2007). Vatanseverlik, llke onurunu savunmaya hazir olma, llkesi icin sehit olanlari 6vme,
tlkesinin 6zglirliglinl saglamak icin caba gosterenleri anma gibi anlamlarda da kullaniimaktadir. Yildirim
(2006), vatanseverligi kisinin kendisinin, ailesinin, g¢evresinin, mesleginin, gérev yaptigi kurumun,
tlkesinin, yurttaslarinin farkinda olmasi ve onlari degerli bulmasi olarak tanimlarken; Elban (2015),
vatanseverligi milli gurur, milli kimlik, vatan sevgisi, millet sevgisi kavramlariyla iliskilendirmistir.
Vatanseverlik, lizerinde yasanilan toprak pargasina ve ulusuna karsi sorumluluklarinin bilincinde olma ve
sorumluluklarini yerine getirme seklinde de tanimlanabilir.

Vatanseverlik degerine sahip bireylerden; haklarina sahip ¢ikmasi, gérev ve sorumluluklarini yerine
getirmesi, Ulke sorunlarinin farkinda olmasi ve ¢éziim Uretmesi, biitlin canllara ve gevreye karsi duyarh
olmasi, tarihsel mirasi korumasi ve toplumsal degerleri benimsemesi beklenir (Avci, ibret, & Avci, 2017).
Vatanseverlik, bireyin toplumsal rollerini 6grenerek icinde yasadigl topluma uyum saglamasinda ve
sosyallesmesinde 6nemli rol oynar (Avci, 2015). Vatanseverligin 6nemli bir deger olmasi, bireylerin
vatanlarini sevmeye yonelik tutuma sahip olmalarini da 6nemli hale getirmektedir. Clinki tutumlar,
belirli bir kisi, nesne, olay ya da orglite karsi benzer sekilde tepki verilmesine neden olan, devamli ve
degismez inanglar, duygular ve yonelimlerdir (Glines, 2015). Tutum, kisinin kendisine ya da gevresinde
bulunan herhangi bir toplumsal objeye veya olaya karsi deneyim ve bilgisine dayanarak olusturdugu
bilissel, duyussal ve psikomotor bir tepkidir (Baysal, 1981). Dogrudan dogruya gbzlenemeyen, ancak
davranislarin anlamlandiriimasiyla 6grenilebilen tutumlar, bireyin kazanilmis kisilik 6zelliklerinin bir
pargasi olarak tanimlanabilir (Morgan, 2015).
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Degerlerin Ogretimi

Degerler egitiminin formel 6gretimsel faaliyetler iginde surdirilmesi gerektigi konusunda bilim
insanlari arasinda fikir birligi bulunmakla birlikte, degerler egitiminde nelerin, kimlere, nasil aktarilacagi
konusunda farkli gorusler bulunmaktadir (Harris, 1991). Degerler egitiminde, tim diinyada evrensel
olarak uygulanabilecek yontem, teknik ya da sireglerden bahsetmek olanakli olmadigindan (Taylor,
1996), burada 6nemli olan, okullarin deger aktarip aktarmayacagi degil, hangi degerlerin hangi yontem
ve teknikle aktarilacagi konusudur (Lickona, 1996). Nitekim tim egitimcilerin Gzerinde goris birligine
vardiklari konulardan biri, egitim 6gretim faaliyetlerinin belirlenen amaglara ulasmasinda, uygulanan
yontem ve teknigin belirleyici bir etkisinin olmasidir. Buna goére, bireylere deger kazandirma siirecinde
kullanilacak yéntemin/yontemlerin 6nemli oldugu soylenebilir. Deger 6gretiminde genellikle, egitici
oyunlar teknigi, sunum ile anlatim teknigi, hikaye yontemi, bulus yéntemi, soru-cevap yontemi, drama
yontemi, analizle 6gretim teknigi, senaryo ile 6gretim yontemi, rol oynama teknigi, gosteri teknigi, beyin
firtinasi  teknigi, bilgisayar destekli Ogretim yontemi, benzetim yontemi ve tartisma yontemi
kullaniimaktadir (Akto, & Akto, 2017).

Degerlerin  6gretiminde kullanilabilecek 06gretim materyallerinden biri de biyografilerdir
(Karagdzoglu, 2018). Ozgecmis ve yasam &ykiisii olarak tanimlanan biyografi (TDK, 2011), yasamlari ve
eylemleriyle taninan bireylerin yasamlarini belgelere dayali olarak inceleyen edebi bir tirdir (Oguzkan,
2001). Biyografi, toplumlarin farkli alanlardaki gelismelerinde ve degismelerinde 6nemli roller Ustlenmis
olan insanlarin, yetisme tarzlarinin, yasadiklari olaylarin, sosyal faaliyetlerinin, duygu, disiince ve
eserlerinin islenip anlatildigi bir edebiyat turtdir (Agca, 1999). Egitim bilimleri agisindan ise biyografi,
distiince ve eylemleriyle toplumda in yapmis onemli kisilerden yararlanilarak tarihsel konularin
incelenmesi ve diizene konmasi ydntemi olarak tanimlanabilir (Onciil, 2000). Geng bireylere karakter
egitimi verme ve deger kazandirma slirecinde basvurulan biyografiler (Oguzkan, 2001), dogru yer ve
zamanda kullanildiginda bireyler lzerinde 6nemli etkiler birakabilecek bir 6gretim materyali; tarihi,
degisimi ve surekliligi algilama becerilerinin gelisimine katki saglayan bir 6gretim araci olarak da
degerlendirilebilir (Er, & S$ahin, 2012). Cocuklara baskalarinin hayat miicadelelerini, karsilastiklari
sorunlari ve basarilarini anlatan biyografiler, onlarin biytk kisilere karsi hayranlik ve sevgi duymalarini,
onlarla butinlesmelerini ve biyografiye konu olan kimsenin yasadigl toplumu, toplumda gecerli olan
kurallari, degerleri, gelenek ve goérenekleri 6grenmelerine yardimci olur (Kaymakegi, & Er, 2015).
Biyografilerin bir 6gretim materyali olarak kullaniimasi, ¢ocuklarin bircok alana yoénelik bilgi, beceri
edinmelerine ve insani degerleri kazanmalarina 6nemli katkilar saglayabilir.

Arastirmanin Amaci ve Onemi

Bu galismada, milli miicadelenin kadin kahramanlarindan Halide Edip, Miinevver Saime, Kara Fatma,
Nene Hatun, Serife Baci, Tayyar Rahmiye, Gordesli Makbule, Kilavuz Hatice, Binbasi Ayse, Nezahat
Onbasl, Elif Baci ve Halime Cavus’un biyografileri kullanilmistir. Kurtulus Savasi erkek, kadin, geng, yasl,
cocuk demeden biitlin ulusun cesaret ve vatanseverlikle bitinlesmis bir birlik duygusuyla kazanilmistir.
Anadolu kadini Milli Miicadele’ye farkli sekillerde destek olmustur. Bazi kadinlar mitingler yaparak Milli
Micadele ruhunu Anadolu’ya yayarken, bazi kadinlar cemiyetler kurarak orgiitlenmislerdir. Bazi kadinlar
cephane tasiyarak, gida temin ederek ve yarali askerleri tedavi ederek miicadeleye destek olurken,
bazilari da bizzat savasta yer alarak vatanin kurtulusuna destek vermistir (Sarigoban, 2017). Turk kadini
Milli Miicadele doneminde saglik, egitim, istihbarat, miting diizenleme gibi gérevlerde bulunmanin yani
sira Kuva-yi Milliyecilerin saklanmalarina veya Anadolu’ya gecmelerine yardimci olmus, lojistik ve askeri
gorevlerde de aktif yer almislardir (Altinkaynak, 2004). Kurtulus Savasinda erkegi ile omuz omuza veren
kahraman Tirk kadini, cephede diismanla gogiis goglise carpisarak, cephe gerisinde cephane tasiyarak,
yarallari tedavi ederek, silah ve giyecek (reterek diismanin bozguna ugramasina ve vatanin
kurtulmasina 6nemli katkilar sunmustur. Cephede ve cephe gerisinde gosterdigi dayanisma ve miicadele
ruhuyla Kurtulus Savasi’nin kazanilmasinda 6nemli rol oynayan Tirk kadinlarinin vatanseverlik ruhunun
cocuklara hissettirilmesi, ¢ocuklarin empati yoluyla kendilerinde var olan vatanseverlik duygusunu
kesfederek gelistirmelerini saglayacaktir (Karagézoglu, 2018).
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ilgili alanyazin tarandiginda, deger kazandirma siirecinde biyografilerin kullaniimasina yénelik fazla
deneysel ¢alisma yapilmadig gorilmektedir. Alanyazinda, biyografi temelli bir degerler egitiminin nasil
tasarlanacagi (Caliskan, & Ontas, 2018); sosyal bilgilerde biyografinin nasil kullaniimasi gerektigi (Oztiirk,
Sevgi, & Otluoglu, 2014); biyografi, biyografi cesitleri, sosyal bilgiler ve biyografi iliskisi (Kaymakgi, & Er,
2015); biyografi yonteminin, nerede, nasil ve ne sekilde kullanilacagi (Er, 2009; Kaya, 2011; Simsek,
2009); sosyal bilgiler dersinde biyografi kullaniminin 6grencilerin akademik basarilarina ve derse iliskin
tutumlarina etkisi (Erdem, 2010; Gengtiirk, 2005; Orug, & Erdem, 2010; Tekgtz, 2005; Top, 2009) konulu
cahismalarin bulundugu goriilmektedir. Bu calismalarda, sosyal bilgiler ve tarih dersinde biyografi
kullanimi {izerinde yogunlasildigi, daha ¢ok biyografiyle ilgili temel bilgiler ve biyografinin sosyal bilgiler
ve tarih dersiyle olan iligkisi Uzerinde duruldugu; 6gretmen ve 6grenci géruslerine dayali bazi uygulamali
calismalarda ise biyografi ile akademik basari ve 6grencilerin derslere yonelik tutumlari arasindaki
iliskinin incelendigi gorilmektedir. Bu durum, genelde deger Ogretiminde, Ozelde ise vatanseverlik
degerinin 6gretilmesinde biyografinin etkisini deneysel olarak ortaya koyacak gilincel bir calismaya
gereksinim oldugunu gostermektedir.

Bu calismanin, degerler egitiminin daha etkili ve sonug alici olarak gergeklestirilerek, iyi insan, iyi
vatandas ve iyi toplum idealine ulasma konusunda yol géstermesi; genelde egitim-6gretim siirecinde,
Ozelde degerler egitiminde ve Ozellikle de vatanseverlik degerinin 6gretilmesinde biyografinin etkin
kullanilabilirliginin ortaya konmasi bakimindan 6nemli oldugu distinilmektedir. Ayrica, son zamanlarda
stk sik siddete maruz kalan, ancak Milli Miicadele doneminde cephe gerisinde 6nemli bir yardimci,
cephede korkusuz bir savas¢l ve cesur bir komutan olarak gérev yapan Tirk kadinina dikkat ¢ekmesi
acisindan da bu galismanin 6zgiin ve 6nemli oldugu disliniilmektedir.

Bu arastirmanin amaci, biyografi temelli degerler egitiminin, ilkokul 4. sinif 6grencilerinin
vatanseverlik degerine iliskin tutumlarina etkisini belirlemektir. Bu amagla ¢alismada asagidaki sorulara
yanit aranmigtir:

1. Biyografi temelli degerler egitiminin uygulandigi deney grubu ile uygulanmadig kontrol grubu
ogrencilerinin, deneysel islem Oncesi ve sonrasi Olgiimlere gore vatanseverlik degerine iliskin
tutumlari arasinda anlamli bir farklilik var midir?

2. Biyografi temelli degerler egitiminin uygulandigi deney grubu ile uygulanmadig kontrol grubu
ogrencilerinin, deneysel islem Oncesi ve sonrasi Olgcimlere gore vatanseverlik degerine iliskin
tutumlari arasinda cinsiyet, anne-babanin 6grenim diizeyi ve ailenin gelir diizeyi degiskenlerine gére
anlaml bir farkhlik var midir?

3. Biyografi temelli degerler egitiminin uygulandigi deney grubu 6grencilerinin vatanseverlik degerine
iliskin tutumlarina yoénelik olarak sinif 6gretmeninin ve velilerin gérusgleri nelerdir?

4. Biyografi temelli degerler egitimi uygulamasina iliskin deney grubu 6grencilerinin gorisleri nelerdir?

Yéntem
Arastirma Modeli

Bu calismada, biyografi temelli degerler egitiminin uygulandigi deney grubu ile uygulanmadigl
kontrol grubu 6grencilerinin vatanseverlik degerine iliskin tutumlari arasinda anlamh bir farklihk olup
olmadigini belirlemek amaciyla 6ntest-sontest kontrol gruplu yari deneysel model kullanilmistir. Karisik
desenlerin bir tlrl olan ontest-sontest kontrol gruplu deneme modeli, deneysel islemin bagiml
degisken Uzerindeki etkisinin ortaya konulabilmesi agisindan arastirmaya énemli bir istatistiki destek
saglar ve bulgularin neden-sonug iliskisi icinde yorumlanmasina olanak tanir (Blyukozturk, 2016).
Ontest-sontest kontrol gruplu deneme modelinde mutlaka bir karsilastirma yapilir ve kontrolli bir
sekilde bagimh degiskenlerin bagimsiz degiskenlerden ne oranda ve nasil etkilendikleri ortaya konmaya
cahsihr (Karasar, 2017).

Bu galismada, istatistiksel verilere dayah karsilastirmalarin yapildigi nicel arastirma tekniklerinin yani
sira, katilimcilarin duygu, disince, fikir ve tecriibelerinin daha detayli bir bicimde ortaya konulabilmesi
icin nitel arastirma teknikleri de kullanilmistir. Nitekim Yildirim ve Simsek (2016) farkh veri kaynaklari,
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veri toplama ve ¢éziimleme ydntemlerinin kullaniimasinin, arastirma sonuglarinin inandiriciligina katki
saglayacagini savunmaktadir. Bu arastirmada da veri kaynaklari ve veri toplama yodntemlerinde
cesitlemeye gidilerek ulasilan sonuglarin inandiricihgr arttirilmaya calisiimigtir.

Calisma Grubu

Arastirmanin ana eksenini 4. sinif sosyal bilgiler programinda yer alan vatanseverlik degeri
olusturdugundan, arastirmanin g¢alisma grubunu, Ordu ili Altinordu ilgesinde bulunan bir ilkokuldaki 4/B
ve 4/D siniflari olusturmaktadir. Arastirma icin bu okulun segilmesinde 6gretmenlerin ve okul
yoneticilerinin bilimsel ¢alismalara yatkinliklar; okulun sosyo-ekonomik yapisi, 6gretmen, 6grenci ve veli
ozellikleri bakimindan ilgenin genel profilini yansitmasi ile okulun sahip oldugu fiziksel ve teknolojik
olanaklarin diger okullara oranla bilimsel galisma yapmaya daha elverisli olmasi etkili olmustur. Arastirmada
4/B ve 4/D siniflari ise birgok benzer yonlerinin (toplam 6grenci sayisi, cinsiyet dagihimi, veli 6grenim dizeyi,
veli aylik geliri, akademik basari diizeyleri) varligindan dolayi segilmistir.

Arastirmada gorisme yapilacak velilerin belirlenmesinde amacgl 6rnekleme yontemlerinden kartopu
ornekleme yontemi kullaniimistir. Patton’un (2014) “Bu konuyu en iyi kim bilebilir? Bu konuda kim ya da
kimlerle gorlismemi tavsiye edersiniz?” sorularindan hareketle katilimcilarin arastirmacilari birbirlerine
yonlendirmeleriyle gorisme vyapilacak alti veli belirlenmistir. Goérlisme yapilacak 6grencilerin
belirlenmesinde ise amagli 8rnekleme ydntemlerinden 6lgiit 6rnekleme ydntemi kullaniimistir. Onceden
belirlenmis olgitleri karsilayan biitiin durumlarin ¢alisilmasi olarak tanimlanan 6l¢iit rnekleme yéntemi
(Yildirnm, & Simsek, 2016); 6rneklemin, problemle ilgili olarak belirlenen niteliklere sahip kisiler, olaylar,
nesneler veya durumlardan olusturulmasidir (Blyikoztiirk, Akgln, Karadeniz, Demirel, & Cakmak, 2018).
Velisinin gérisme icin secilmis olmasi arastirmada 6grenci segme 0lgitu olarak belirlenmis ve daha 6nce
gorisme icin belirlenmis olan alti velinin alti 6grencisiyle gorisme yapilmistir. Calismada ahlaki ve etik
acidan uygun olmayacagi dislincesiyle, gérismelere katilanlarin gergek isimleri kullanilmamis, isimler
Ogretmen, Ogrenci 1, Odrenci 2..., Veli 1, Veli 2... seklinde kodlanmistir.

Deney grubunda 28, kontrol grubunda ise 27 6grenci bulunmaktadir. Deney grubundaki 6grencilerin
14’G (%50.00) kiz, 14’U (%50.00) erkek; kontrol grubundaki 6grencilerin ise 14’G (%51.85) kiz, 13U
(%48,15) erkektir. Dolaysiyla deney ve kontrol grubu 6grencileri hem cinsiyet hem de genel mevcut
acisindan birbirlerine denktir.

Deney grubunda bulunan 6grencilerin 7’sinin annesinin 6grenim diizeyi ilkokul, 7’sinin ortaokul,
9’unun lise, 5’inin Universite; ayni 6grencilerin 3’Unln babasinin 6grenim diizeyi ilkokul, 8’inin ortaokul,
9’unun lise, 8'inin ise Universitedir. Kontrol grubundaki 6grencilerin ise 8’inin annesinin 6grenim dizeyi
ilkokul, 8’inin ortaokul, 7’sinin lise, 4’tinlin Gniversite; ayni 6grencilerin 4’linlin babasinin 6grenim dizeyi
ilkokul, 9’unun ortaokul, 8’inin lise, 6’sinin ise (niversitedir. Dolayisiyla deney ve kontrol grubu
6grencilerinin hem anneleri hem de babalari 6grenim diizeyi agisindan benzerlik gostermektedir. Deney
grubunda bulunan 6grencilerin 5’inin ailesinin aylik geliri 3000 TL'den az, 14’Gnin 3001-5000 TL
arasinda, 9’unun ise 5000 TL'den fazladir. Kontrol grubundaki 6grencilerin ise 5’inin ailesinin aylik geliri
3000 TL'den az, 15’inin 3001-5000 TL arasinda, 7’sinin ise 5000 TL'den fazladir. Dolayisiyla deney ve
kontrol grubu 6grencilerinin ailelerinin aylk gelirleri 3001-5000 TL araligindadir.

Deney ve kontrol grubundaki 6grencilerin bitlin derslerdeki yil sonu puanlari MEB e-okul
sisteminden alinarak karsilastirilmis ve deney grubu 6grencilerinin yil sonu puan ortalamalarinin 93.97;
kontrol grubu o6grencilerinin bitin derslerdeki yil sonu puan ortalamalarinin ise 94.26 oldugu
gorilmistir. Dolayisiyla bitiin derslerden yil sonu puan ortalamalari bakimindan gruplarin birbirlerine
cok yakin olduklari séylenebilir. Biyografi Temelli Degerler Egitimi uygulamasi 4. sinif sosyal bilgiler dersi
kapsaminda yapildigindan, 6grencilerin Sosyal Bilgiler dersi yil sonu puan ortalamalari karsilastiriimis ve
sonuglar Tablo 1’de sunulmustur. Tablo 1 incelendiginde, sosyal bilgiler dersine iliskin deney grubunun
yil sonu puanlari (X= 92.10) ile kontrol grubu yil sonu puanlari (X= 92.26) arasinda anlaml bir farklihgin
olmadig gorilmektedir (ts0)=.28, p>.05). Uygulama &ncesinde gruplarin vatanseverlik degerine iliskin
tutumlarini belirlemek igin uygulanan 6ntest sonuglari Tablo 2’de verilmistir.
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Tablo 1.
4Deney ve Kontrol Grubu Ogrencilerinin Sosyal Bilgiler Dersi Yil Sonu Puanlari.
Gruplar n X ss sd t P
Deney Grubu 28 92.10 2.24 61 .28 71
Kontrol Grubu 27 92.26 2.44
Tablo 2.
Deney ve Kontrol Gruplarinin Vatanseverlik Degerine iliskin On-test Puanlari.

t test
On-test Gruplar n X ss Sh, t sd P
Test Toplam Deney 28 101.08 6.19 1.15 -40 61 .62

Kontrol 27 100.19 5.90 1.04

Tablo 2 Uzerinde yapilan incelemede, yapilan bagimsiz grup t testi sonucunda, deney grubu
ogrencilerinin vatanseverlik degerine iliskin tutum puanlarn (X= 101.08) ile kontrol grubu 6grencilerinin
vatanseverlik degerine iliskin tutum puanlar (X= 100.19) arasinda anlamh bir farklihgin olmadig
gorilmektedir (tp=-.40, p>.05).

Arastirma Siireci
Arastirma surecinde yapilan hazirliklar, planlamalar ve uygulamalar asagida agiklanmistir:

Deney ve kontrol gruplarinin sayi, cinsiyet, aile gelir durumu, anne-baba 6grenim dizeyi, akademik
basari ve vatanseverlik degerine iliskin tutum diizeyleri agisindan dengeli bir dagilima sahip olmasina
calisilmistir. Arastirmacilar tarafindan Vatanseverlik Tutum Olgedi; Odretmen, Ogrenci ve Veli Gériisme
Formlari gelistirilmistir.

Arastirmacilar tarafindan biyografi temelli degerler egitimine yonelik biyografiler hazirlanmistir. Bu
calismada, milli miicadelenin kadin kahramanlarindan Halide Edip, Miinevver Saime, Kara Fatma, Nene
Hatun, Serife Baci, Tayyar Rahmiye, Gordesli Makbule, Kilavuz Hatice, Binbasi Ayse, Nezahat Onbasi, Elif
Baci ile Halime Cavus’un biyografileri ve ozellikle biyografilerde yer alan vatanseverlik degerine iligkin
kesitler kullanilmistir. Kadin kahramanlardan biri olan Halide Edip, diizenlenen mitinglerde bir yandan
atesli konusmalar yaparak halkin Milli Micadele’ye katihmini saglarken, diger yandan uzun siire
cephelerde savasmistir (Caka, 1948). Bati cephesinde gérev almis olan Minevver Saime, cephe gerisinde
ve istihbarat islerinde yadsinamaz basarilara imza atmustir (Kirkpinar, 2001). Kafkas Cephesi’'nde
Ermenilere karsi savasan Kara Fatma, Sakarya ve Baskumandanlik Muharebeleri'ne de katilmistir (Tansel,
1991). Nene Hatun, 1877’de Aziziye Tabyasi’'nda Rus askerleriyle kahramanca savasmistir (Misirhoglu,
1994). Serife Baci, 1921 yilinin Aralik ayinda inebolu’dan vyiikledigi cephaneyi cepheye gétiiriirken,
vaninda kundaga sarili birkag aylik bebegi oldugu halde kagnisinin lizerinde donarak 6lmis bir kadin
kahramandir (Eski, 2008). Tayyar Rahmiye, 1920 Subatinda Hasanbeyli civarindaki Fransiz kuvvetleriyle
olan savasa mifrezesi ile birlikte katilmistir (Tansel, 1991). 1921’de esiyle birlikte bir cete orgitleyen
Gordesli Makbule, yeni evli olmasina ragmen esinin yaninda Milli Micadele’ye katilmistir (Tansel, 1991).
1920’de Adana ve yoresinde Fransizlara karsi verilen miicadelede yer alan Kilavuz Hatice, Fransiz
kuvvetlerine yanlis kilavuzluk ederek onlari Tirklerin ates hattina sokmus, Fransiz askerlerinin esir
diismesini saglamistir (Kirkpinar, 2001). Binbasi Ayse, 15 Mayis 1919’daki izmir’in isgaline karsi koyma
hareketine silahla katilmistir. Salihli’de Yunanlilarla miicadele etmis, Blylk Taarruz’a katilmistir (Aslan,
2006). Sekiz yasindayken babasiyla I. Diinya Savasi’na katilan Nezahat Onbasi’’'ya 12 yasinda Onbasi
ratbesi verilmistir (Tarakgi, 2008). Elif Baci, erkek kiigina girerek askere destek olmak icin koylerden
toplanan malzemeleri kagni katariyla cepheye ulastirmaya ¢abalayan ve bu ugurda ¢ocugunu kaybeden
kahraman bir kadindir (Kapusuzoglu, 2011). 12-14 yaslarindayken Milli Micadele’ye katilan Halime
Cavus, kadin oldugunu gizleyerek askerlerle omuz omuza savasmis; Sakarya Cephesi’ne cephane tasimis,
cavus kiyafetini Gzerinden hig ¢cikarmamis bir kahramandir (Cavdar, 2015).
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Biyografiler, kurgulari ve sunus sekilleri bakimindan, biyografik roman tiirline yakin bir formatta
hazirlanmistir. Biyografik romanlar, bilgi ve belgelerin yaninda, yazarin kendi duygu, dslince ve
yorumlarini da katarak edebi bir anlatimla hazirlanmis biyografilerdir (Kaymakgi, & Er, 2015). Bu
biyografilerde, kahramanin hayatindan kesitler sunulurken psikolojik ve fiziksel 6zellikleri, tutum ve
davranislari, duygulari, distinceleri ve tepkileri ayrintili olarak verilir (Cetin, 2010). Bu calismada da
vatanseverlik degeri ile bu degerin alt boyutlarini kazandiracak sekilde gelistirilen biyografilerde, kisilerin
hayatlari kronolojik bir yalinlikta degil hedeflenen degeri kazandirmaya yonelik ilgi gekici kesitler halinde
sunulmustur.

Deneysel islem o6ncesi, deney ve kontrol grubuna Vatanseverlik Tutum Olcedi 6ntest olarak
uygulanmistir. Deney grubunda, arastirmanin amaglari dogrultusunda biyografi temelli degerler egitimi
yapilirken, kontrol grubunda mevcut sosyal bilgiler 6gretim programi gercevesinde degerler egitimi
yapilmistir. Deneysel uygulama, toplam 12 hafta ve 36 ders saatini kapsayacak sekilde
gerceklestirilmistir. Haftada 3 ders yapilmis olup, her ders saati 40 dakika olarak planlanmistir. Deneysel
calismadan kaynakli olarak bir kismi islenemeyen sosyal bilgiler dersi programinin, serbest etkinlikler
saatinde telafi edilmesi planlanmistir. Deney ve kontrol gruplarina, daha énce 6ntest olarak uygulanmis
olan Vatanseverlik Tutum Olcedi uygulamanin tamamlanmasinin ardindan sontest olarak tekrar
uygulanmistir. Deney grubu 6grencileriyle, bu 6grencilerin velileriyle ve sinifin 6gretmeniyle goriismeler
yapilmistir.

Veri Toplama Araglar

Vatanseverlik Tutum Olgedi: Tutum dlcegi, tutum maddelerini olusturma, uzman goriisii alma, pilot
uygulama, asil uygulama, gecerlik calismasi, faktor analizi ve givenirlik hesaplamasi asamalari temel
alinarak (Karasar, 2017; Tezbasaran, 2008) gelistirilmistir. Alanyazin taranarak ve alan uzmanlari ile
gorusilerek Vatanseverlik degerleriyle ilgili 42’si olumlu 43’ olumsuz toplam 85 maddelik bir madde
havuzu olusturulmustur. Olcekte, “kesinlikle katiimiyorum”, “katiimiyorum”, “kararsizim”, “katiliyorum”
ve “tamamen katiliyorum” seklinde 5’li Likert tipi dereceleme kullanilmistir. Olgegin pilot uygulamasi 46’si
kiz, 51’i erkek olmak tzere toplam 97 6grenciyle; esas uygulamasi ise 213’ kiz, 241’i erkek olmak Uzere
toplam 454 6grenci ile gergeklestirilmistir.

Olgegin carpiklik katsayisi .-55, basiklik degeri .21, ortalama degeri 151.24, ortanca degeri 145.00
olarak tespit edilmistir. Yapilan Kolmogorov-Simirnov testinde ise K-S degeri .07 bulunmustur. Bulunan
bu deger .05’ten buyik oldugundan, puanlarin normal dagihm goésterdigi séylenebilir (Blytkoztark,
2016). Olgekte bulunan her maddenin bireyleri ayirt etme derecesini tespit etmek icin élgek puanlarina
gore Ust %27.00 ve alt %27.00’lik grubun madde puanlari arasindaki farkin anlamlilik derecesine bakilmis
ve bu amagla yapilan Pearson Momentler Carpimi Korelasyon analizi sonucunda biitin maddelerle
toplam puan arasindaki iliski p<.05 diizeyinde istatistiki agcidan anlamh bulunmustur. Olcege alt-iist grup
ortalamalar farkina dayali madde analizi uygulanmis ve madde ayirt edicilik katsayilarini gosteren t
degerlerinin -3.17 ile 21.10 arasinda degistigi ve dolayisiyla 6lcekte bulunan maddelerin madde-kalan,
madde-toplam ve madde-ayirt edicilik dizinlerinin istatistiksel olarak .01 diizeyinde anlaml oldugu
gorulmustir.

Olgegin yapi gecerligine iliskin acimlayici ve dogrulayici faktér analizi uygulanmistir. Agimlayici faktér
analiz sonucunda ozdegeri 1’den buyilk dort faktér tespit edilmis, toplam varyansin %87.32’sini
aciklayan bu dort faktor sirasiyla %37.15, %24.10, %16.05 ve %10.02 oraninda toplam varyansa katki
sunmaktadir. Ardindan bulunan 4 faktér eksen dondirmesine (varimax dondirme yontemi) tabi
tutulmustur. Bu dondiirme islemiyle birlikte, 6lcegin faktor yiik degerlerinin .82 ile .45 arasinda degistigi
tespit edilmistir. Elde edilen 4 faktoriin sirasiyla 1. faktorde 7 madde “Fedakarhk” alt boyutunu, 2.
faktérde 6 madde “Sadakat” alt boyutunu, 3. faktorde 7 madde “Sevgi” alt boyutunu, 4. faktérde 5
madde “Sehitlik” alt boyutunu olusturdugu; nihai 6lgegin 13’l olumlu, 12’si olumsuz olmak lzere toplam
25 maddeden olustugu gorilmistir.
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Yapilan dogrulayici faktor analizi sonucunda; CFl (Comperative Fit Index) .92, NFI (Normed Fit Index)
.89, GFl (Goodness of Fit Index) .90, AGFI (Adjusted Goodness of Fit Index) .91, RMSR (Root Mean Square
Residual) .03 ve RMSEA (Root Mean Square Error of Approximation) .05 olarak hesaplanmis, ayrica
maddeler ile faktorler arasindaki butun iliskiler istatistiksel agidan (p<.01) anlamh bulunmustur.
Hesaplanan bu parametreler kabul edilebilir sinirlar iginde ve 6lgegin faktor yapisini dogrular nitelikte
oldugundan (Cokluk, Sekercioglu, & Bliyukoztirk, 2016; Schermelleh-Engel, & Moosbrugger, 2003),
modelin veriyle iyi bir uyum sagladig séylenebilir.

Olgegin giivenirligini belirlemek amaciyla 6lgegin alt boyutlarinin ve tamaminin Cronbach Alfa
glvenirlik katsayilarina bakilmistir. Buna gore, glivenirlik katsayilari birinci faktor (Fedakarlik) igin .89,
ikinci faktor (Sadakat) icin .83, ticlincu faktor (Sevgi) igin .80 ve dordiinci faktor (Sehitlik) i¢in.76 olarak
bulunmustur. Olgegin tiimiine ait Cronbach Alpha giivenirlik katsayisi ise .91 olarak hesaplanmistir.
Olgegin alt boyutlari ve geneli icin elde edilen bu degerler, dlgegin yiiksek diizeyde giivenirlige sahip
oldugunu gostermektedir (Blytlikoztirk, 2016; Tavsancil, 2014).

Goriisme formlari: Arastirmacilar tarafindan, biyografi temelli degerler egitiminin uygulandigl deney
grubu Ogrencilerinin tutumlarina iliskin sinif 6gretmeninin gorislerini tespit etmek icin bir dgretmen
gorisme formu, velilerinin goruslerini tespit etmek igin bir veli gérisme formu ve 06grencilerin
uygulamaya iliskin goruslerini tespit etmek igin bir dgrenci gériisme formu gelistirilmistir. Gérisme
formlari, yari yapilandiriimis agik uglu sorulardan olusturulmustur. Yildirim ve Simsek’e (2016) goére, yari
yapilandiriimis goériisme formlari belli sorulardan olusmakta ve katilimcilar bu sorulara istedikleri tarzda
cevaplar vermekte ve kisisel distincelerini net olarak belirtmektedirler.

Gorusmeler; gériisme formunun hazirlanmasi, formun sinanmasi, gériismelerin yer ve zaman olarak
ayarlanmasi ile gorismelerin gerceklestiriimesi asamalar (Yildirnm, & Simsek, 2016) dikkate alinarak
planlanmistir. Konu uzmani 2 6gretim dyesinin gorlsleri alinarak olusturulmus olan gérisme taslagi,
orneklemde yer almayan, ancak yakin o6zelliklere sahip 2 veli, 3 6gretmen ve 45 O6grenci Uzerinde
denenmis, karsilasilan sorunlar giderilmistir.

Verilerin Toplanmasi

Arastirma verilerinin toplanmasinda nicel ve nitel arastirma teknikleri kullaniimistir. Nicel veri
toplama araci olarak tutum 6lgegi, nitel veri toplama araci olarak ise goriisme formlari kullanilmistir. Veri
toplama araglarinin tamami arastirmacilar tarafindan gelistirilmistir. Deney ve kontrol gruplarina, daha
once ontest olarak uygulanmis olan tutum 6lgegi, deneysel calismanin tamamlanmasindan sonra sontest
olarak tekrar uygulanarak nicel veriler toplanmistir.

Gorusmelerde, biyografi temelli degerler egitimi uygulamasinin baslangicindan gériismenin yapildigi
gune kadar, O©grencilerin vatanseverlik degerine iliskin tutumlarinda ne gibi degisiklikler
gozlemlediklerine ve yapilan uygulamayi nasil bulduklarina iliskin 6gretmene ve velilere sorular
sorulmustur. Ogrencilere ise biyografi temelli degerler egitimi uygulamasi kapsaminda derste yaptiklari
calismalar hakkinda ne disindikleri, uygulamanin vatanseverlik degeri agisindan tutumlarinda bir
degisiklik olusturup olusturmadigi, uygulamayi sevip sevmedikleri, degerler egitiminin nerede ve nasil
yapilmasi gerektigini distindiklerine iliskin sorular sorulmustur. Yaklasik 15’er dakika stiren gériismeler,
okulda bu amagla ayrilmis olan bir odada gergeklestirilmis ve izin almak suretiyle katilimcilarin ses kaydi
yapilmis, notlar alinmustir.

Verilerin Analizi

Nicel verilerin analizi: Arastirmada nicel verilerin analizinde, aritmetik ortalama, frekans, bagimsiz
grup t-testi, Kruskal-Wallis H testi ve Mann-Whitney U testi kullanilmistir. Deneysel bir calisma olan
arastirmada, yansiz olarak belirlenen iki grupta iki farkli uygulamayla ayni icerik icin egitim verilmesi ve
arastirma sonucunda iki uygulama arasindaki etkililigin degerlendirilmesi amaglandigindan bagimsiz grup
t-testi kullanilmistir (Buytkoztiirk, 2016). Az denekli ve puanlarin normallik varsayimini karsilamadigi
anne-baba 6grenim dizeyi ile aile gelir diizeyi degiskenleri icin Kruskal-Wallis H testi; cinsiyet degiskeni
icin ise Mann-Whitney U testi kullaniimistir.
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Nitel verilerin analizi: Arastirmada, gorisme yoluyla elde edilen nitel verilerin ¢6ziimlemesinde
betimsel analiz yaklasimi tercih edilmistir. Betimsel analiz yaklasiminda, veriler gériisme sorularina gore
Ozetlenerek yorumlanir ve gériisme yapilan bireylerin gérislerinden dogrudan alintilar yapilir (Yildirim,
& Simsek, 2016). Arastirmada edinilen verilerin giivenirligi katilimci teyidi, es uzman incelemesi ve
kodlayicilar arasi givenirlik hesaplamasi yoluyla gerceklestirilmis (Boyatzis, 1998; Cresswell, 2013;
Lincoln, & Guba, 1985; Miles, Huberman, & Saldana, 2018); inandiricilik, aktarilabilirlik, tutarlik ve
onaylanabilirlik kriterleri i1siginda arastirmanin nitel boyutunun gecerlik ve givenirligi test edilmistir
(Yildirim, & Simsek, 2016).

Gorusmelerin glvenirligini saglamak igin gériismelerin ses kayitlari iki fakli zamanda ¢ézimlenmis ve
her iki ¢o6zlimlemedeki uzlagma ylzdesi .90 olarak belirlenmistir. Ayrica, arastirma siirecinde bir es
uzmanin yer almasi, daha kapsamh bir veri analizi yapilmasini sagladigindan (Lincoln, & Guba, 1985),
arastirmada, bir 6gretim Uyesi es uzman olarak yer almis ve katilimci géruslerinin yer aldigi metinler hem
arastirmacilar hem de es uzman tarafindan ayri ayri incelenerek verimli tartismalar gerceklestirilmistir.
Arastirmada coklu kodlayici givenirligini saglamak icin arastirmacilara ek olarak, egitimde 6lgme ve
degerlendirme alaninda doktora yapmis bir 6gretmene de kodlayici gérevi verilmistir. Arastirmacilarin ve
diger kodlayicinin, katilimcilarin yanitlarinin ¢éziimlenmesine ve siniflandiriimasina yonelik hazirladiklar
yazili metinler incelenerek karsilastirlmig ve vyapilan karsilastirmada %88.00 oraninda bir
tutarhlk/uzlasma tespit edilmistir. Yazih metne doénustirilen sézel konusmalarin tekrar sahibine
goturilup Gzerinde galisiimasi, verilerin dogrulugunu ve gegerligini glclendirdiginden (Silverman, 2006),
arastirmacilar tarafindan yazili metne dénustirilmis ses kayitlari ve notlar hem sinif 6gretmenine hem
velilere hem de 6grencilere kontrol ettirilerek teyit edilmistir.

Bulgular
Arastirmanin bu bélimunde, her bir alt probleme iliskin bulgular sirasiyla asagida verilmistir.

Birinci Alt Probleme iligkin Bulgular

Biyografi temelli degerler egitiminin uygulandigi deney grubu ile uygulanmadigi kontrol grubu
ogrencilerinin, deneysel islem 6ncesi ve sonrasi 6lglimlere gore vatanseverlik degerine iliskin tutumlari
arasinda anlamh bir farkhhk olup olmadigina iliskin veriler Tablo 3’te sunulmustur.

Tablo 3.
Deney ve Kontrol Grubu Odrencilerinin Ontest-Sontest Tutum Puanlarina fliskin Ba§imsiz Grup t-Testi
Sonuglari.

Test Gruplar n X Ss sd t p

Ontest Deney 28 112.31 5.94 60 42 .65
Kontrol 27 111.10 8.87

Sontest Deney 28 143.11 6.97 60 8.91 .00
Kontrol 27 115.41 9.84

Tablo 3 incelendiginde, deney grubu ontest puanlari (x= 112.31) ile kontrol grubu ontest puanlari
(x=111.10) arasinda anlamli bir farkliigin olmadigi (teo= .42, p>.05); deney grubu sontest puanlari
(*==143.11) ile kontrol grubu sontest puanlari (x= 115.41) arasinda ise deney grubu lehine anlamh bir
farkhhk oldugu (tse= 8.91, p<.05) goriilmektedir.

ikinci Alt Probleme iliskin Bulgular

Biyografi temelli degerler egitiminin uygulandigi deney grubu ile uygulanmadigi kontrol grubu
o6grencilerinin, deneysel islem Oncesi ve sonrasi oOl¢climlere gore vatanseverlik degerlerine iliskin
tutumlari arasinda cinsiyet degiskenine gére anlamli bir farklilik olup olmadigina iliskin veriler Tablo 4’te
sunulmustur.
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Tablo 4.
50grencilerin Cinsiyetlerine Gére Ontest-Sontest Tutum Puanlarina lliskin Mann-Whitney U Testi
Sonuglari.

Test Grup Cinsiyet n Sira Ortalamasi Sira Toplami V) P
Ontest Deney Kiz 14 16.35 215.50 98.50 .34
Erkek 14 14.59 212.50
Kontrol Kiz 14 14.43 217.50 107.50 .47
Erkek 13 13.41 215.50
Sontest Deney Kiz 14 13.50 274.50 115.50 .03
Erkek 14 14.20 251.50
Kontrol Kiz 14 15.25 231.50 101.50 .40
Erkek 13 13.26 228.50

Tablo 4 incelendiginde; deney grubu 6ntest puanlarinda, kiz 6grenciler ile erkek 6grenciler arasinda
istatistiksel olarak anlamli bir farkhligin olmadigl (U=98.50, p>.05), kontrol grubu 6ntest puanlarinda da
kiz 6grenciler ile erkek 6grenciler arasinda istatistiksel olarak anlaml bir farkhligin olmadigi (U=107.50,
p>.05); deney grubu sontest puanlarinda, kiz 6grenciler ile erkek 6grenciler arasinda kiz 6grenciler lehine
anlamli bir farkhligin oldugu (U=115.50, p<.05); kontrol grubu sontest puanlarinda ise kiz 6grenciler ile
erkek 6grenciler arasinda anlamli bir farkliligin olmadigi (U=101.50, p>.05) gérilmektedir.

Biyografi temelli degerler egitiminin uygulandigi deney grubu ile uygulanmadigi kontrol grubu
ogrencilerinin, deneysel islem 6ncesi ve sonrasi 6lglimlere gore vatanseverlik degerine iliskin tutumlari
arasinda anne ve babanin 6grenim dizeyi degiskenine gore anlamh bir farklilk olup olmadigina iliskin
veriler Tablo 5 ve Tablo 6’da sunulmustur.

Tablo 5.
60grencilerin Anne Ogrenim Diizeyine Gére Ontest-Sontest Tutum Puanlarina lliskin Kruskal Wallis H-
Testi Sonuglari.

Test Grup Anne Ogrenim Diizeyi n Sira Ortalamasi x2 sd P
Ontest Deney ilkokul 7 15.11 .22 2 .75
Ortaokul 7 15.16
Lise 9 15.90
Universite 5 13.13
Kontrol ilkokul 8 12.34 3.34 2 11
Ortaokul 8 12.21
Lise 7 16.08
Universite 4 14.21
Sontest  Deney ilkokul 7 16.57 3.83 2 12
Ortaokul 7 16.79
Lise 9 17.08
Universite 5 13.26
Kontrol ilkokul 8 13.31 21 2 72
Ortaokul 8 12.07
Lise 7 14.16
Universite 4 15.21

Tablo 5 incelendiginde; deney grubu o6ntest puanlarinda anne O6grenim dizeyi ile 6grencilerin
tutumlari arasinda anlamli bir farklihgin olmadigi ((H(4)=.22, p>.05), kontrol grubu 6ntest puanlarinda da
anne 6grenim dizeyi ile 6grencilerin tutumlari arasinda anlamh bir farkliigin olmadigi ((H(4)=3.34,
p>.05); deney grubu sontest puanlarinda anne 6grenim duzeyi ile 6grencilerin tutumlari arasinda anlaml
bir farklihgin olmadigi ((H(4)=3.83, p>.05), kontrol grubu sontest puanlarinda da anne 6grenim diizeyi ile
ogrencilerin tutumlari arasinda anlamli bir farkliligin olmadigi ((H(4)=.21, p>.05) gorilmektedir.
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Tablo 6.
Ogrencilerin Baba Ogrenim Diizeyine Gére Ontest-Sontest Tutum Puanlarina iliskin Kruskal-Wallis H Testi
Sonuglari.

Test Grup Baba Ogrenim Diizeyi n Sira Ortalamasi x2 sd P
Ontest Deney ilkokul 3 12.23 8.53 2 .18
Ortaokul 8 12.21
Lise 9 15.21
Universite 8 14.94
Kontrol ilkokul 4 11.31 3.09 2 .07
Ortaokul 9 10.43
Lise 8 15.62
Universite 6 16.04
Sontest  Deney ilkokul 3 13.04 2.98 2 .08
Ortaokul 8 12.59
Lise 9 14.71
Universite 8 12.90
Kontrol ilkokul 4 14.10 2.21 2 21
Ortaokul 9 15.45
Lise 8 10.13
Universite 6 15.21

Tablo 6 incelendiginde; deney grubu ontest puanlarinda baba 6grenim dilzeyi degiskeni ile
ogrencilerin tutumlari arasinda anlamli bir farkliligin olmadigi ((H(4)=8.53, p>.05), kontrol grubu 6ntest
puanlarinda da baba 6grenim dizeyi degiskeni ile 6grencilerin tutumlari arasinda anlaml bir farkhhgin
olmadigi ((H(4)=3.09, p>.05); deney grubu sontest puanlarinda baba 6grenim dizeyi degiskeni ile
6grencilerin tutumlari arasinda anlamli bir farkliligin olmadigi ((H(4)=2.98, p>.05), kontrol grubu sontest
puanlarinda da baba 6grenim diizeyi degiskeni ile 6grencilerin tutumlari arasinda anlamli bir farkliligin
olmadigi ((H(4)=2.21, p>.05) goriilmektedir.

Biyografi temelli degerler egitiminin uygulandigi deney grubu 6grencileri ile uygulanmadigi kontrol
grubu o6grencilerinin, deneysel islem 6ncesi ve sonrasi olclimlere gore vatanseverlik degerine iliskin
tutumlari arasinda ailenin gelir diizeyi degiskenine gore anlamli bir farkllik olup olmadigina iliskin veriler
Tablo 7’de sunulmustur.

Tablo 7.
Odrencilerin Ailelerinin Gelir Diizeyine Gére Ontest - Sontest Tutum Puanlarina iliskin Kruskal-Wallis H
Testi Sonuglari.

Test Grup Aile Gelir Diizeyi n Sira Ortalamasi x2 sd p
Ontest Deney 3000 TL’den az 5 14.81 71 2 .62
3001 TL-5000 TL 14 15.35
5000 TL’den fazla 9 12.55
Kontrol 3000 TL’den az 5 10.66 1.51 2 A1
3001 TL-5000 TL 15 14.83
5000 TL'den fazla 7 15.25
Sontest Deney 3000 TL'den az 5 12.38 .29 2 .84
3001 TL-5000 TL 14 14.57
5000 TL’den fazla 9 14.62
Kontrol 3000 TL’den az 5 16.05 1.12 2 .50
3001 TL-5000 TL 15 12.59
5000 TL'den fazla 7 13.09
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Tablo 7 incelendiginde; deney grubu Ontest puanlarinda ailenin gelir diizeyi ile 6grencilerin tutumlari
arasinda anlamli bir farkhhgin olmadig ((H(3)=.71, p>.05), kontrol grubu ontest puanlarinda da ailenin
gelir diizeyi ile 6grencilerin tutumlari arasinda anlaml bir farklihgin olmadigi ((H(3)=1.51, p>.05); deney
grubu sontest puanlarinda ailenin gelir duzeyi ile 6grencilerin tutumlari arasinda anlaml bir farkliligin
olmadig ((H(3)=.29, p>.05), kontrol grubu sontest puanlarinda da ailenin gelir diizeyi ile 6grencilerin
tutumlari arasinda anlaml bir farkhligin olmadigi ((H(3)=1.12, p>.05) gorilmektedir.

Uglincii Alt Probleme iliskin Bulgular

Uygulama sonrasi, deney grubu oOgrencilerinin 6gretmenine, biyografi temelli degerler egitimi
uygulamasinin baslangicindan gériismenin yapildigi gine kadar, sinifinda bulunan 6grencilerin sinif veya
okul ortamindaki tutumlarinda vatanseverlik degerine iliskin olarak ne gibi degisiklikler gozlemledigine
ve yapilan uygulamayi nasil bulduguna iliskin sorular sorulmustur. Sinif 6gretmeninin verdigi cevaplarin
bir kismi 6zetle asagida sunulmustur:

Deney grubu 6gretmeni:

Odgrencilerimde vatanseverlik konusunda olumlu gelismeler oldugunu gézlemledigimi séyleyebilirim.
Derslerin baslangicinda giincel olaylari dederlendirirken, égrencilerin iilkemizdeki terér olaylari ile
ilgili haberleri daha fazla anlattiklarini ve vatanin béliinmezligine daha fazla vurgu yaptiklarini fark
ettim. Ogrencilerim, bu uygulamanin etkisiyle vatan sevgisi konulu bir oyun yazip arkadaslariyla
sinifta canlandirdilar. Birka¢ 6grencim, okulumuzdaki yabanci uyruklu 6grencilerle, vatanlarindan ayri
kalma konusunda réportaj yaparak sinifa ¢cok duygusal bir sekilde sundular. Uygulanan programin,
6grencilere vatanseverlik dederini benimsetme ve bu deder isiginda tutumlarinda degisimlere neden
olma konusunda basarili oldugunu séyleyebilirim. Bu uygulamanin, sadece belli derslerde degil, biitiin
derslerde siklikla yapilmasi gerektigini, programlarin ve ders kitaplarinin da bu yénde hazirlamasinin
faydali olacagini diisiintiyorum. Velilerin de bu tir uygulamalarla degerler konusunda
bilinglendirilmelerinin iyi olacagi kanaatindeyim.

Sinif 6gretmeni ile yapilan gorismeden saglanan veriler betimsel analize tabi tutuldugunda,
O0gretmenin biyografi temelli degerler egitimi uygulamasina iliskin gorislerinin olumlu oldugu;
uygulamaya yonelik pozitif degerlendirmelerde bulundugu gorilmustir. Sinif 6gretmeninin gorislerine
gore, yapilan uygulamanin o6grencilerin tutumlarini olumlu yoénde etkileyen, basarili ve etkili bir
uygulama oldugu; uygulamadan sonra 6grencilerin vatanlarina kasi daha duyarli hale geldikleri, vatana
yonelik sevgilerinde ve vatani koruma isteklerinde artis oldugu séylenebilir. Sinif 6gretmenine gore,
biyografi temelli degerler egitimi uygulamasi bltin derslere ve butiin 6gretim kademelerine
yayginlastirilmal, ders programlari ve ders kitaplari bu yonde hazirlanmali, veliler de degerler egitimi
konusunda bu veya buna benzer uygulamalarla egitilmelidir.

Deney grubunda bulunan 6 6grencinin velilerine, biyografi temelli degerler egitimi uygulamasinin
baslangicindan goérismenin yapildigi gline kadar, evde veya ev disinda vatanseverlik degerlerini
benimseme ve bu degerleri davranis olarak gosterme agisindan c¢ocuklarinda ne gibi degisiklikler
gdzlemlediklerine ve yapilan uygulamayi nasil bulduklarina iliskin sorular sorulmustur. Ogrenci velilerinin
verdikleri cevaplardan bazilari 6zet olarak asagida sunulmustur:

Veli 1 (Ogrenci 1’in annesi):

Bu uygulama sayesinde c¢ocugumda vatanseverlik duygusunun daha arttigini séyleyebilirim.
Cocugumun terér olaylarina karsi daha duyarli hale geldigini gérdiim. Okullarindaki, vataninda ayri
yabanci 6grencilere ¢ok liziildiigiini, onlari evde daha sik anlattigini fark ettim. Bu ¢alismanin basarili
bir ¢alisma oldugunu diisiiniiyorum.

Veli 2 (Ogrenci 2’nin annesi):

Cocugumuzu zaten vatansever olarak yetistirdigimize inaniyorum, ancak bu uygulamanin bizi
destekledigini, eksikliklerimizi giderdigini séyleyebilirim. Bu uygulama sayesinde ¢ocugumun vatanin
birligi ve biitiinliigii konusunda daha duyarli hale geldigini fark ettim. Bu uygulama, vatanseverlik
degeri ile ilgili olarak ¢ocugumda ciddi bir tutum ve davranis dedisikligi yapmistir.
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Veli 3 (Ogrenci 3’iin babasi):

Bu uygulamadan sonra ¢ocugumda vatanseverlik duygusunun arttigini  séyleyebilirim. Bu
uygulamadan sonra gocugumun bayrak, asker, polis gibi resimleri daha sik ¢izdigini gérdiim. Bu tiir
calismalarin yetiskinlere de uygulanmasi gerekir bence..

Veli 4 (Ogrenci 4’tin babasl):

Bu ¢alismanin, ¢ocugumdaki vatan sevgisi, vatani koruma, vatan igin ¢alisma, vatani yliceltme
duygularini artirdigini séyleyebilirim. Bu uygulama biitiin okula yayginlastiriimali ve yil boyu devam
ettirilmelidir.

Veli 5 (Ogrenci 5’in annesi):

Bu uygulamanin, ¢ocugumda var olan vatanseverlik duygusunu pekistirdigini ve ¢gocugumun, vatan
diismanlarina yénelik daha sert bir tutum gelistirmesini sagladigini séyleyebilirim. Bu ¢alismayi,
cocuklarimiza degderleri égretme konusunda basarili buluyorum. Bu uygulamaya daha fazla zaman
ayrilmalidir.

Veli 6 (Ogrenci 6’nin annesi):

Cocugumun, bu uygulamadan sonra 6zellikle vatanimizin kiymetini bilmemiz gerektigi yéniinde
olumlu bir tutum degisikligine girdigini fark ettim. Yapilan bu c¢alismay! basarili buldugumu
séylemeliyim. Bu uygulama biitiin okullara yayginlastiriimalidir.

Deney grubunda yer alan 6 6grenci velisinin, uygulamanin baslangicindan goriismenin yapildigi gline
kadar, evde veya ev disinda vatanseverlik degerini benimseme ve bu degeri tutum ve davranis olarak
gosterme acisindan g¢ocuklarinda ne gibi degisiklikler gozlemlediklerine ve yapilan uygulamayi nasil
bulduklarina iliskin olarak sorulan sorulara verdikleri cevaplar betimsel analize tabi tutulmus ve sonuglar
asagida siralanmistir:

Bu uygulama,

e Cocugumdaki vatanseverlik duygusunu artirmistir.

e Cocugumun ulkemizdeki siginmacilarin vatansizliklarinin farkina varmasini saglamistir.
e Cocugumda paylasma duygusu gelistirmistir.

e Cocugumda vatan dismanlarina yonelik sert bir tutum olusturmustur.

e Cocugumdaki evsiz, kimsesiz ve vatansiz insanlara yonelik duyarhligi artirmistir.

e Vatanseverlik degerine yonelik olarak gocugumun tutum ve davranislarinda olumlu degisiklikler
yapmistir.

e Biitlin okullara yayginlastiriimalidir.
e Biitlin derslerde yapiimalidir.
e Biitilin yil boyunca siirdurilmelidir.

o Velilerle de yapilmalidir.

Yapilan gorismelerde veliler, biyografi temelli degerler egitimi uygulamasindan sonra ¢ocuklarinin
tutum ve davranislarinda olumlu degisiklikler oldugunu; uygulamanin 6grenciler lizerinde vatanseverlik
degeri agisindan olumlu etkiler yarattigini ifade etmislerdir. Bu sonug, yapilan uygulamanin 6grencilerin
tutumlarini olumlu yonde etkileyen basarili bir uygulama oldugunu gostermektedir. Velilere gore,
biyografi temelli degerler egitimi uygulamasi bitlin derslere ve bitiin okullarda yayginlastiriimali, bu
uygulamalara daha fazla zaman ayrilmali, veliler de degerler egitimi konusunda bu veya buna benzer
uygulamalarla egitilmelidir.

Dérdiincii Alt Probleme iliskin Bulgular

Uygulama sonrasi, deney grubunda bulunan 6 06grenciye, biyografi temelli degerler egitimi
uygulamasi kapsaminda derste yaptiklari galismalar hakkinda ne dislindlkleri; bu uygulamanin,
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vatanseverlik degerleri agisindan tutumlarinda bir degisiklik olusturup olusturmadigi; biyografi temelli
degerler egitimi uygulamasini sevip sevmedikleri; biyografileri begenip begenmedikleri, degerler
egitiminin nerede ve nasil yapilmasi gerektigi ile ilgili sorular sorulmustur. Deney grubu 6grencilerinin
verdikleri cevaplardan bazi 6érnekler 6zet olarak agagida sunulmustur:

Ogrenci 1:
Derste okudugumuz biyografiler ¢ok giizeldi. Bu derste yaptigimiz ¢alismalar ¢ok eglenceliydi. Bu
sayede vatanimi tanidim.

Ogrenci 2:
Vatansever kadinlarin hayatlari ¢cok degdisik geldi bana. Artik vatanimin degerini daha ¢ok biliyorum.

Ogrenci 3:

Vatansever kadinlar sayesinde vatanim igin ¢ok ¢alismam gerektigini anladim. Ciinki onlar ¢ok

calismislar.
Ogrenci 4:
Derste okudugumuz hayat hikéyeleri sayesinde vatanimi korumam gerektigini anladim. Vatanimizi
sevmezsek ilkemize siginan Suriyeliler gibi oluruz.

Ogrenci 5:

Derste okudugumuz hayat hikdyeleri sayesinde vatanimizda birlik olmamiz gerektigini 6grendim.
Ogrenci 6:

Degerler egitimi okulda yapilmalidir. Ciinkii okulda 6gretmenler daha iyi egitim vermektedir.
Deney grubunda yer alan 6 6grencinin, biyografi temelli degerler egitimi uygulamasi kapsaminda

derste yaptiklari calismalar/etkinlikler hakkinda ne dusindukleri; biyografi temelli degerler egitimi
uygulamasinin tutumlarinda bir degisiklik olusturup olusturmadigi; bu uygulamayi sevip sevmedikleri;

degerler egitiminin nerede ve nasil yapilmasi gerektigi ile ilgili olarak sorulan sorulara verdikleri cevaplar

betimsel analize tabi tutulmus ve sonuglar 6zetle asagida siralanmistir:
Biyografilere iliskin cevaplar:

¢ Biyografiler heyecanliydi.

e Biyografiler degisikti.

e Biyografiler cok glizeldi.

e Biyografilerden ¢ok bilgi edindim.
Tutumlara iliskin cevaplar:

e Daha ¢ok vatansever oldum.

e Vatanimin kiymetini anladim.

e Vatanim icin ¢ok ¢alismaliyim.

e Vatanimi korumam gerektigini anladim.
e Birlik olmamiz gerektigini 6grendim.
Uygulamaya iligkin cevaplar:

e Uygulamayi ¢ok sevdim.

e Uygulama ¢ok heyecan vericiydi.

e Uygulama ¢ok gtizeldi.

e Birgok sey 6grendik.

Degerler egitimine iliskin cevaplar:
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e Degerler egitimi okullarda yapiimaldir.
e Degerler egitimini 6gretmenler yapmaldir.

Yapilan gorismelerde 6grenciler, biyografi temelli degerler egitimi uygulamasindan sonra tutum ve
davranislarinda olumlu degisiklikler oldugunu; uygulamayi sevdiklerini, eglendirici ve Ogretici
bulduklarini, degerler egitiminin okulda ve 06gretmenler tarafindan yapilmasi gerektigini ifade
etmislerdir. Bu sonug, yapilan uygulamanin 6grencilerin tutumlarini olumlu yénde etkileyen basarili bir
uygulama oldugunu géstermektedir.

Tartisma, Sonug ve Oneriler

Arastirmada, biyografi temelli degerler egitiminin uygulandigi deney grubu &grencilerinin,
vatanseverlik degerine iliskin tutumlarinda, uygulama Oncesi ve sonrasi 6lcimlere gore anlamli bir
farkhhk olustugu gorilmastir. Ulasilan bu sonug, biyografi temelli degerler egitimi uygulamasinin,
ogrencilerin vatanseverlik degerine iliskin tutumlar Gzerinde olumlu yoénde etkili oldugunu
gostermektedir. Ogretmen, veli ve dgrenci gériismelerine dayali nitel verilerle de desteklenen bu sonug,
biyografilerin ilgi ¢ekici ve merak giderici hikdyemsi 6zelliklerinin, ¢ocuklarin degerleri daha kolay ve
etkili olarak 0Ogrenmelerini sagladigi ve ¢ocuklarin tutumlari Uzerinde etkili oldugu seklinde
yorumlanabilir. Er (2010) tarafindan yapilan calismada da biyografilerin merak giderici ve ilgi cekici
o6gretim araci olma 6zelliklerinin deger 6gretiminde etkili olmalarini sagladigi belirtilmistir. Bu durumda,
karakter ve degerler egitimi gibi bircok kazanima yonelik 6gretim faaliyetinin gergeklestirilmesinde
biyografilerden etkili olarak yararlanilabilecegi séylenebilir.

Uygulama sonrasi, biyografi temelli degerler egitiminin 6grencilerin vatanseverlik degerine iliskin
tutumlari Gizerinde olumlu yonde etki yaptigina iliskin olarak ulasilan bu sonug, baska calismalarla da
desteklenmektedir. Erdem (2010) tarafindan yapilan ¢alismada, olumlu tutum gelistirmede biyografinin
son derece etkili bir yontem oldugu belirlenmistir. Kavcar (1999) ve Mutluay (1977), biyografi gibi
edebiyat eserlerinin iyilik, dostluk, vatanseverlik gibi insani tutum ve degerleri gelistirip pekistirdigini
belirtmislerdir. Kaymakgi ve Er (2013) tarafindan vyapilan c¢alismada, derslerde biyografilerin
kullaniimasinin 6grencilerin milli benlik duygularinin gelismesini sagladigi belirtilmistir. Yazici (2009)
tarafindan yapilan ¢alismada kahramanlik éykilerinin 6grencilerdeki yurtseverlik duygusu artirdigi tespit
edilmistir. Karag6zoglu (2018) yaptigi calismada, kadin kahramanlarin biyografilerinin deger 6gretiminde
kullanilmasinin vatandashk degerinin kazandirilmasinda etkili oldugu belirlenmistir. Yapilan baska
calismalarda, 6gretimde biyografi gibi edebf Grlnlerin kullaniminin, 6grencilerin deger kazanma sirecini
hizlandirdigi; 6grencilerin inang ve tutumlarini olumlu yonde etkiledigi; 6grencilerin duyussal davranis
ozellikleri kazanma dizeylerini artirdig1 ve vatanseverlik degerinin kazandirilmasi konusunda biyografi
destekli 6gretim uygulamalarinin diger uygulamalardan daha etkili oldugu sonucuna ulasilmistir (Akkus,
2007; Aktepe, & Oguzkan, 2013; Erdem, 2010; Kaymakgi, & Er, 2013; Oztiirk, 2002; Oztiirk, & Otluoglu,
2002; Oztiirk et al. 2014; Tekgdz, 2005; Top, 2009).

Arastirmada, deneysel islem sonrasi deney grubu 6grencilerinin vatanseverlik degerine iliskin sontest
puanlari arasinda kiz 6grencilerin lehine anlamh bir farkhlik bulundugu goérilmistir. Bu sonug,
o6grencilerin vatanseverlik degerine iliskin tutumlari (izerinde cinsiyet degiskeninin etkili oldugunu
gostermektedir. Calismada kadin kahramanlarin biyografilerinin kullanilmasinin kiz 6grencilerin
hemcinslerine yonelik olumlu bir algiya sahip olmalarina neden oldugu séylenebilir. Ayrica biyografilerde
yer alan duygusal sahnelerin (6zellikle bebeklerin ve annelerin donarak ya da vurularak 6limi sahneleri)
duygusal yonleri erkeklere oranla daha baskin olan kiz 6grenciler Uzerinde daha etkili oldugu
soylenebilir. Clnkl kadinlar erkeklere oranla daha duygusal (Mudd, 2002), acima ve adanma duygulari
daha gelismis bireylerdir (Beutel, & Marini, 1995). Degerler egitimi konusunda yapilan baska
calismalarda da cinsiyet degiskeninin ¢cogu zaman kizlarin lehine bir farka neden oldugu saptanmistir.
Akbas (2004) tarafindan yapilan ¢alismada, kiz 6grencilerin, demokratik degerlere ve temel degerlere
erkek dgrencilerden daha st diizeyde ulastigl sonucuna ulasilmistir. iscan (2007) tarafindan yapilan
calismada, kiz 6grencilerin degerleri gdsterme dizeyleri bakimindan, erkek 6grencilerden daha basarih
oldugu sunucuna ulasilmistir. Dilmag (1999) yapmis oldugu arastirmada, degerleri edinme agisindan
deney grubunda yer alan kiz 6grencilerin lehine anlamh bir farklilk oldugu sonucuna ulasmistir.
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Gomleksiz ve Ciliro (2011) ve Bas (2016) tarafindan yapilan galismalarda kizlarin erkeklerden daha ¢ok
vatanseverlik degerini benimsedikleri tespit edilmistir. Mousavi ve Roshan (2010) tarafindan yapilan
¢alismada da, vatansever kimligin kizlar lehine farkhlastig tespit edilmistir.

Arastirmada, deneysel islem sonrasi hem deney hem de kontrol grubu 6grencilerinin vatanseverlik
degerine iliskin sontest puanlari arasinda anne-baba 06grenim dizeyi ile ailenin gelir diizeyi
degiskenlerine gére anlaml bir farklilk bulunmadigi gorilmastir. Bu sonug, 6grencilerin vatanseverlik
degerine iliskin tutumlari Uzerinde anne-baba 6grenim dizeyi ve ailenin gelir diizeyi degiskenlerinin
etkili olmadigini gostermektedir. Secilen biyografilerde zengin-fakir ayirimi yapilmamasinin bu sonugcta
etkili oldugu soylenebilir. Ailelerin 6grenim diizeylerinin 6grencilerin vatanseverlik degerine iligkin
tutumlan lzerinde etkili olmamasinin, ailelerin 6grenim dlzeylerinden kaynaklanan artilarini ya da
eksilerini gocuklarina yansitmamalarindan kaynaklandigi sdylenebilir. Gerek ailelerin gelir diizeyi ve
gerekse ailelerin 6grenim diizeylerinin 6grencilerin vatanseverlik degerine iliskin tutumlari tizerinde etkili
olmamasinda, o6grencilerin yaslari (9-10 yas) itibariyle bu degiskenleri tutum ve davranislarinda
farkhliklara neden olacak degerde gormemelerinin, bu degiskenleri bir farklihk gerekgesi olarak
algilamamalarinin ve bu yaslardaki ¢cocuklarin daha esitlik¢i diisinmelerinin de etkili oldugu séylenebilir.
Er ve Sahin (2012) tarafindan yapilan galismada, tutum degisikligi saglamak amaciyla biyografi
kullanilmasi ile 6grencilerin sosyo-ekonomik diizeyleri arasinda anlamli bir iliski bulunmadigi
belirlenmistir. Er (2010) tarafindan yapilan galismada, biyografi tercihleri ile sosyo-ekonomik diizey
degiskeni arasinda anlamh bir farklihk bulunmazken; yapilan baska calismalarda da deger egitiminde
ogrencilerin tutumlari ile anne-baba 6grenim diizeyi ve ailenin gelir dlizeyi degiskenleri arasinda anlamli
bir iliski bulunmadigi tespit edilmistir (Akbas, 2004; Aktepe, 2010; Aladag, 2009; Baydar, 2009; iscan, &
Senemoglu, 2009; Keskinoglu, 2008; Ozensel, 2007; Tas, & Kiroglu, 2019; Tas, & Minaz, 2019; Yigittir,
2009).

Sinif 6gretmeni ile yapilan gériismede, biyografi temelli degerler egitimi uygulamasinin vatanseverlik
degerine iliskin olarak 6grencilerin tutumlarini olumlu yonde etkileyen basarili ve etkili bir uygulama
oldugu; 6grencilerin daha vatansever, vatanini daha ¢ok seven, koruyan, vataninin birlik ve butlinlGgi
icin daha duyarli tutum ve davranislar sergilemelerini saglayan bir uygulama oldugu sonucuna
ulasilmistir.  Ulasilan bu sonug, farkli calismalarla da desteklenmektedir. Yapilan c¢alismalarda
ogretmenler, degerler egitimi sonrasi 6grencilerde olumlu davranis degisiklikleri gozlemlediklerini ve
degerler egitimi uygulamalarinin 6grencilerin tutumlari Gzerinde olumlu etkileri oldugunu ifade
etmislerdir (Aladag, 2009; Moore, 2005; Thompson, 2002; Yalar, 2010; Yigittir, 2009). Ogretmenlerle
yapilan goriismelerde, derslerde edebi Uriinlerden biyografinin kullaniimasinin égrencilerin inang ve
tutumlarini olumlu yénde etkiledigi, biyografilerin 6grenciler igin ilgi cekici, merak giderici ve 6gretici bir
edebi tir oldugu tespit edilmistir (Cencen, 2010; Er, 2010; Kaymakgl, & Er, 2015).

Velilerle yapilan goriismelerde, biyografi temelli degerler egitimi uygulamasindan sonra vatanseverlik
degerine iliskin olarak 6grencilerin tutum ve davranislarinda olumlu yonde degisiklikler oldugu; yapilan
uygulamanin 6grencilerin vatanseverlik degerine iliskin tutumlarini olumlu yonde etkileyen basarili ve
etkili bir uygulama oldugu sonucuna ulasiimistir. Ulasilan bu sonuglar, velilerle gériisme yapilan baska
calismalarla da desteklenmektedir. Bu c¢alismalarda velilerle yapilan gorismelerde, degerler egitimi
uygulamalarinin, 6grencilerin degerlere iliskin tutumlari Gzerinde olumlu etkileri oldugu sonucuna
ulasilmistir (Aladag, 2009; Karma, & Kahil, 2005; Moore, 2005; Thompson, 2002).

Deney grubu 6grencileriyle yapilan goériismelerde, biyografi temelli degerler egitimi uygulamasindan
sonra vatanseverlik degerine iliskin olarak 6grencilerin tutum ve davranislarinda olumlu degisiklikler
oldugu; uygulamanin o6grenciler tarafindan sevildigi, eglendirici ve 0gretici bulundugu; degerler
egitiminin okulda ve 6gretmenler tarafindan yapilmasi gerektigi; yapilan uygulamanin o6grencilerin
tutumlarini olumlu yonde etkileyen basarili ve etkili bir uygulama oldugu sonucuna ulasilmistir. Ulasilan
bu sonuglar, 6grencilerle gorisme yapilan baska calismalarla da desteklenmektedir. Bu galismalarda
ogrencilerle yapilan gorismelerde, 6grencilerin, degerler egitimi uygulamalarinin, tutumlarini olumlu
yonde etkiledigini ifade ettikleri (Aktepe, 2010; Aladag, 2009; iscan, & Senemoglu, 2009; Perry, &
Wilkenfeld, 2006; Thompson, 2002; Uzunkol, 2014); yazili edebiyat urinleri sayesinde, hoslanma, farkina
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varma, ilgi cekme, istek duyma, kisiligini katma, 6grendikleriyle bag kurma konularinda kendilerini daha
yetkinlesmis olarak gordikleri (Oztirk, & Otluoglu, 2002) tespit edilmistir. Baska calismalarda
ogrencilerle yapilan gériismelerde, biyografi destekli 6gretim uygulamalarinin, 6grencilerin konulari ve
degerleri daha iyi 6grenmelerini ve 6gretim siirecinden daha ¢ok zevk almalarini sagladigi, biyografilerin
ogrenciler icin ilgi cekici, merak giderici ve Ogretici bir edebi tir oldugu sonucuna ulasilmistir (Akkus,
2007; Er, 2010; Kaymakgl, & Er, 2015; Tekgbz, 2005; Top, 2009).

Biyografi temelli degerler egitimi uygulamasi, deger 6gretiminde ve degerlere iliskin olumlu tutum
kazandirmada etkili oldugundan, farkh 6gretim kademelerinde ve derslerde de kullanilabilir. Bu
uygulama, vatanseverlik degerinin yani sira ilkokul sosyal bilgiler programinda yer alan adalet, aile
birligine 6nem verme, bagimsizlik, baris, bilimsellik, caliskanlk, dayanisma, duyarlilik, duristlik, estetik,
esitlik, oOzgurlik, saygl, sevgi, sorumluluk, tasarruf, hosgoéri ve vyardimseverlik degerinin
kazandirilmasinda da etkili olarak kullanilabilir. Biyografiler, dil ve anlatim yoninden gerekli
diizenlemelerin yapilmasi halinde, deger 6gretiminde merak giderici, ilgi cekici ve 6gretici bir tir olarak
kullanilabilir. Biyografilerin hikdyemsi yonl, merak giderici ve ilgi cekici 6zellikleri sayesinde, ¢cocuklarin
degerleri daha kolay, daha etkili ve daha kalici olarak 6grenmeleri saglanabilir. Amaca uygun
biyografilerin segilip drama, tiyatro gibi c¢esitli sanatsal etkinliklerle 06grencilere sunulmasi ve
biyografilerin gorsel ve isitsel teknolojilerle desteklenmesi 6grencilerin degerlere yoénelik tutumlar
Uzerinde daha olumlu ve daha hizli etki yaratabilir.

Degerler egitiminin daha etkili yapilabilmesi igin, degerlerin diger derslerin icerisine serpistirilmis
olarak verilmesi yerine, bagimsiz bir degerler egitimi dersi konmasi daha uygun olabilir. Ogretim
programlari ve ders kitaplar hazirlanirken, dil ve anlatim yéninden seviyeye uygun diizenlenmis
biyografilere daha cok yer verilebilir. Biyografiler, kullanim amacina ve 6grencilerin gelisim 6zelliklerine
uygun olarak siniflandirilarak; 6gretmen, 6grenci ve velilerin kullanimina sunulmak tizere bir veri havuzu
olusturulabilir. Ogretmen merkezli degerler egitimi yerine; biyografi temelli degerler egitimi uygulamasi
veya bu uygulamanin esas alindigl benzer uygulamalarla, 6grencilerin 6grenme siirecine daha aktif
katilmalari saglanabilir. Okulda verilen degerlerin, ailede ve gevrede desteklenerek pekistirilebilmesi igin,
aileler degerler konusunda formel olarak egitilebilir. Ogretmenler deger 6gretiminde dnemli birer model
olduklarindan, hizmet 6ncesinde ve hizmet icinde deger 6gretimi konusunda daha iyi egitilebilirler.

Bu arastirma, ilkokul 4. sinif sosyal bilgiler dersi ve vatanseverlik degeri ile sinirh tutulmustur.
Biyografi temelli degerler egitimi uygulamasinin, sosyal bilgiler dersi disindaki diger derslerdeki
etkililiginin de incelenmesi, yararh sonuglara ulasilmasini saglayabilir. Ayrica, biyografi temelli degerler
egitiminin, ilkokul 4. sinif 6grencilerinin, adalet, aile birlig§ine 6nem verme, bagimsizlik, baris, bilimsellik,
cahiskanhk, dayanisma, duyarlilik, diirtstliik, estetik, esitlik, 6zgirlik, saygi, sevgi, sorumluluk, tasarruf,
hosgori ve yardimseverlik degerlerine iliskin tutumlarina etkisini konu alan calismalar da yapilabilir.
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Introduction

It is stated that the standards of well being consistently conflict with one another at schools unlike
other organizations, therefore the school is a normatively complex organization and it has a moral
dimension (Greenfield, 1985). Ethical issues are permeated in school’s configuration and this moral
baseline affects the decisions at schools (Greenfield, 1993). In this regard, ethical dilemmas are
frequently experienced by administrators and teachers at schools which are moral initiatives (Bighee,
2011) and they increasingly attract attention in researches (Bateman, 2015; Catacutan & de Guzman,
2016; Cranston, Ehrich, & Kimber, 2004; Cross, 2013; Dowd, 2012; Norberg & Johansson, 2007; Roche,
1997).

It is pointed out that ethical dilemmas that are experienced by school principals and teachers arise
with behavioral, structural, political, and systemic dimensions (Erdogan, 2018). School administrators
confront problems about students and school employees who display unwanted behaviours (Cranston
Ehrich, & Kimber, 2006; Denig & Quinn, 2001), teachers who violate student rights, students who violate
teacher rights, parents as well as incidents that occur outside of school but affect school environment
(Norberg & Johansson, 2007) and they experience ethical dilemmas. On structural dilemmas, Catacutan
anddeGuzman (2016) state that administrators experience dilemmas in particular while implementing a
group decision they disapprove. Crowson (1989) points out that organizational rules or instructions can
cause ethical dilemmas in organization’s structural phase. Accordingly, school principals conduct more
ethical assessments in decisions that are thought to be acceptable in terms of professional or
organizational norms but problematic with regard to implementation or implication. As for ethical
dilemmas that are related to political aspects, pressure from outside the school is pointed out (Gurr &
Drysdale, 2012). It is indicated that schools are open systems and, as a result of that, they are
organizations which are open to external influence. In this regard, power struggles are played out
between internal or external factors, which can reveal political ethical dilemmas. In addition to
behavioral, structural and political dilemmas experienced by school administrators, Middlewood and
Cardano (2001) draw attention to a systematic dilemma of administrators. Accordingly, if education
system attaches importance to measurable features and schools are considered as successful or
unsuccessful according to these results, principals who lead schools to these results will be accepted as
effective. This causes dilemma for school administrators while evaluating teacher performance. Marshall
(1992) indicates that administrators’ systemic ethical dilemmas are caused by basic chronic tension in
public education. According to this, administrators can have ethical dilemmas due to questioning
bureaucratic supervision, hierarchal authority, specialization, and standardization. Besides, Catacutan
and de Guzman (2016) point out that the conflict between the regulations of the system and moral
understanding is one of the main conflicts that cause managers to experience an ethical dilemma.

Teachers also confront various ethical dilemmas as much as principals during the daily routine of
school. School’s cultural role, society’s expectations, teachers’ proficiency, and students’ diversifying
needs cause various tensions at schools (Bateman, 2012) and teachers confront a great number and a
wide variety of dilemmas due to these tensions (Shapira-Lishchinsky, 2009). As for behavioralethical
dilemmas that are experienced by teachers, it is pointed out that the conflicts that cause ethical
dilemmas for teachers are mainly conflicts arising from the relationship of teachers and parents.
Consequently, teachers experience a dilemma while informing parents that some of their actions are
not on behalf of the students. Teachers have conflicts while talking to parents about students’ academic
success, their problems at home, their school maturity, their distractibility, and their unpleasant
attitudes. In addition to parent-teacher relationship, teachers’ conflicts with other teachers can also
cause behavioural dilemmas (Husu, 2001). As for the structural aspect, teachers’ conflicts can derive
from conflicts within institution. Accordingly, it is stated that lack of accurate rules, equal opportunities
for students and teachers’ professional authority are the issues that cause dilemmas for teachers. Some
ethical dilemmas of teachers derive from political issues such as intra- or extra-organizational pressures
and power struggles. In the political aspect, it is pointed out that teachers experience the most
dilemmas about favoritism. This implies that senior executives oppress to have an impact on a case.
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These attempts to have an impact on the case despise teachers’ philosophy, points of view and
knowledge (Dowd, 2012). In addition to this, administrative pressures about unethical practices may
also cause teachers to experience ethical dilemmas in the political dimension (Helton & Ray, 2009).
Shapira-Lishchinsky’s (2009) research findings indicate that teachers experience a great number of
ethical dilemmas about attaching importance to official regulations and abiding regulations, fair order
and fair outputs, autonomy and educational policies.

Along with researches that depict ethical dilemmas of school administrators and teachers, there are
also some researches dealing with coping strategies for dilemmas (Husu, 2001; Maslovaty, 2000;
Millerborg & Hyle, 1991; Pontiff, 2007; Roche, 1997). According to a study about school administrators’
dilemmas, while they remain in dilemma, administrators show behaviors of avoiding, ignoring moral
rules, arguing against the authority and making decisions in accordance with their personal ethical
values (Roche, 1997). According to a study conducted by Millerborg and Hyle (1991), school
administrators can make appropriate decisions when ethical principles and regulations do not conflict.
The mentioned study also indicates that school administrators prefer ethical but illegal decisions
significantly more than legal but unethical decisions when ethical principles and regulations conflict each
other. Pontiff (2007) argues that school administrators solve ethical dilemmas based on their former
ethical socialization. Although teachers’ coping strategies for dilemmas differ based on their personal
belief system and the context of dilemmas, teachers use strategies in order of importance such as
dwelling on the dilemma, partially dwelling on the dilemma, establishing a dialogue, directing the
dilemma to another authorized person, unilateral decision making, handing the issue over to the parent
and avoiding (Maslovaty, 2000). The results of a study conducted by Husu (2001) indicate that teachers
use strategies such as negotiating, making no concessions, reevaluating the situation and discussing
although they differ according to the context of the dilemma.

The above mentioned researches indicate that administrators and teachers frequently experience a
wide range of ethical dilemmas. School administrators and teachers respond in different ways to these
dilemmas. Ethical dilemmas experienced by principals and teachers have a number of consequences at
the personal and organizational level. In this sense, researching ethical dilemmas that can have impacts
on the function of the organization and abolishing situations that cause ethical dilemmas can be
considered as significant.

The Concept of Ethical Dilemma and Its Structure

In everyday life, dilemma, paradox, ethical dilemma are generally used interchangeably. However,
there are significant analytical differences in these concepts. Dilemma refers to a situation in which one
option has to be chosen among more than one alternative. Paradox has exactly the opposite meaning. It
means being unable to choose among alternatives. In the case of a paradox, there are two apparently
contradictory opinions that work togetheror not at the same time(Storey & Salaman, 2009). The concept
of ethical dilemma is prominently different from those of dilemma and paradox. In order for a situation
to be called as ethical dilemma, both situations which create value conflicts must be correctly
perceived(Kidder, 1995). Ethical dilemmas are value conflicts that occur beyond the rational level and in
which right and wrong principles simultaneously conflict with each other. Ethical dilemmas emerge in
situations that are equally necessary but mutually exclusive (Roche, 1997). Moreover, according to
another description, ethical dilemmas are described as aporias in which there is moral consideration
both in the direction of and against the goal for the intended mode of action (Donagan, 1996).

It is stated that there are underlying value conflicts in ethical dilemmas (Ehrich, Kimber, Millwater, &
Cranston, 2011; Reeves & Jones, 1993). Additionally, due to the underlying value conflicts, there are
some critical incidents that cause ethical dilemmas. Cranston and others (2004) offer a comprehensive
model for the characteristics of ethical dilemma process, the occurrence of ethical dilemma and its
dynamics during the solution process. This model consists of five main parts. First one is the critical
incident or the problem that triggers the ethical dilemma. This part reveals the ethical dilemma. The
second part offers a range of power sets that have the potential to explain the critical incident in their
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own estimations or on their own basis. There can be tension due to the contention of these power sets
and each of these power sets may not have the same effect on the ethical dilemma. There are nine
powers conflicting with each:professional ethics, legal issues, policies, public interest, society and
community, global context, political framework, economic and financial context, and unnamed powers.
Unnamed powers express the powers that are unidentified at present and may emerge in the future. In
the context of this model, individuals make decisions and in consequence of the decisions, a number of
impacts on the individuals, organization, and community are monitored. On the individual level, the
sense of dignity can be affected both at school and outside of the school as a result of the decision. In
cases which end up with stressful results, the person’s career can also be affected by this situation. On
the organizational level, a broader group can be affected including the school’s dignity. The decision
may have important reflections on the school’s community as well. On the community level, the
perception towards the school can be affected on a broader scale.

Trevino (1986) offers another model related to the process of the ethical dilemma. According to this
model, individuals respond to ethical dilemmas related to the cognition that is determined during the
moral development stage of these individuals. The process of cognitive moral development of the
individual determines how this person thinks about ethical dilemmas and their evaluation of right or
wrong related to the situation. However, cognition related to what is right or wrong is insufficient to
explain or presume the behaviour. Additionally, individual or situational factors by interacting with the
cognitive component determine how the person acts towards an ethical dilemma. There are three
factors that may determine an individual’s cognition towards what is right or wrong related to the action
such as ego strength, field dependence and being the focus of control. Situational factors that derive
from the context of the current work and broad organizational culture take roles as mediating variables
in the relationship of cognition-behaviour. These include the organization’s normative structure,
consulting other people, obedience to authority, taking the responsibility of the results, reinforcement
conditions and other pressures. As a result, features of the job and organizational culture’s moral aspect
can affect an individual’s moral development. According to the model offered by Aroskar (1980)
configuration process of an ethical dilemma is formed by explanation, decision and action. Accordingly,
ethical dilemmas arise from three components such as situational truths, decision making questions and
underlying ethical theories. These components are evaluated related to time and value system.

The above-mentioned models related to the structure of ethical dilemmas offer different
approaches. However, based on the mentioned models, it can be stated that the structure of ethical
dilemmas consists of events that trigger the ethical dilemma, factors affecting decision making in the
face of ethical dilemma, decision and its effects on organization and individual level. Schools are
complex and multi-stakeholder organizations which abound in values, affecting social dynamics and
affected by them. In this regard, it is possible to say that there can be plenty of incidents which can
trigger ethical dilemmas. When administrators and teachers experience ethical dilemmas, their sense of
professional ethics, their value system, regulations, school’s structure, school’s culture and, other
personal and situational variables can influence their decisions. When administrators and teachers make
a decision related to an ethical dilemma, this decision can have the features of being legal/illegal,
ethical/unethical, appropriate or inappropriate to values, appropriate or inappropriate to school culture.
Additionally, regardless of what the decision is, some impacts can be observed on the individual or
organizational level.

Previous researches indicate that administrators experience ethical dilemmas about plenty of issues
such as discipline problems, teachers’ performance, group decisions, nepotism, student rights, teacher
rights, senior managements’ pressures, and problems about the system (Catacutan & de Guzman, 2016;
Cranston et al., 2006; Denig & Quinn, 2001; Norberg & Johansson, 2007). As for teachers, it is indicated
that they can experience dilemmas about the issues such as informing parents about the issues related
to students, supervision, teachers’ divergent views about the issues related to students, lack of
regulations, equality in opportunity, authority, well-being of the students, organizational requirements,
regulations and fairness (Bateman, 2012; Husu, 2001; Shapira-Lishchinsky, 2009). It is stated that when
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administrators experience dilemmas, they use coping strategies such as avoiding, ignoring moral
principles, arguing against the authority and deciding in relation with their own ethical values
(Millerborg & Hyle, 1991; Roche, 1997) while teachers use coping strategies such as dwelling on the
dilemma, dwelling partially on the dilemma, directing the dilemma to another authorized person,
unilateral decision making, directing the issue to the parent, making no concessions, negotiation,
discussion and avoiding. In other words, the literature indicates that administrators and teachers
experience dilemmas on a large spectrum and they follow a wide range of coping strategies for these
dilemmas (Husu, 2001; Maslovaty, 2000). Besides, the point that is agreed about dilemmas is the root
cause of dilemmas. According to this, value conflicts are the underlying root causes of dilemmas.
Regardless of being an administrator or a teacher, if the situation is in conflict with the person’s set of
values, this person experiences an ethical dilemma.

In the literature related to this issue, it is stated that one of the most important factors leading to
ethical dilemma for administrators and teachers is what the education system rewards as an outcome
(Middlewood & Cardano, 2001). For an education system which encourages or reinforces academic
success, it is possible to think that the medium, the method or processes which lead to success in these
exams would be displayed in a realistic and a reasonable way. In this sense, it is possible for school to
undergo a process of an integrated education system which is stated in the basic law of education that
raises well-balanced individuals in terms of body, mind, soul, emotions, and morals or a system which
focuses more on the skills required by the central examination system instead of teaching process. In
the given circumstance, schools may experience a strong ethical dilemma between focusing on values,
attitude, personality development or raising moral individuals and the pressure of preparing students
for an exam. Schools attitude towards such an ethical dilemma or how they try to find balance in such a
situation is an issue of concern. The findings of this research can be regarded as important in terms of
asserting the dilemmas that schools experience because of exam stress and values education. Therefore,
in this research, middle schools in which exam stress is intensively experienced were taken as samples.
Additionally, the fact that individuals experience ethical dilemmas in organizations has consequences on
the personal and organizational level. It is stated that experiencing an ethical dilemma leads individuals
to feel negative emotions. This can be considered as a significant condition in terms of motivation,
devotion, and performance. This research deals with ethical dilemmas of administrators and teachers of
middle schools in Turkish culture, the sources of ethical dilemmas and coping strategies with ethical
dilemmas. Thus, the purpose of this research is to identify ethical dilemmas of school administrators and
teachers of public middle schools and reasons behind the ethical dilemmas and also determine coping
strategies of school administrators and teachers with ethical dilemmas. For this purpose, answers to the
following questions were sought:

1. How do the school administrators and the teachers explain the reasons or sources of behavioural,
structural, political and systemic ethical dilemmas?

2. What kinds of strategies do the school administrators and the teachers use when they face
behavioural, structural, political, and systemic ethical dilemmas?

Method

Research Design

It is aimed to identify ethical dilemmas experienced by school principals, assistant principals and
teachers and to obtain in-depth information, to find out the reasons of ethical dilemmas and coping
strategies of school principals, assistant principals and teachers with these ethical dilemmas. In
accordance with this purpose, phenomenological research design,which is one of the qualitative
research methods,was used in this research.

Participants

The sample of the study consisted of 10 school principals, 10 assistant principals and 10 teachers.
Distribution of the participants with regard to some variables is presented in Table 1.
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Table 1.
Distribution of Participants according to Some Variables.

Gender Age Seniority Service time
Position Female Male 23-35 36-48 49+ 1-10 11-20 21+ 1-5 6-10 11+ Total
Teacher 5 5 4 5 1 2 7 1 8 2 - 10
Assistant principal 3 7 4 4 2 4 4 2 8 1 1 10
School principal 3 7 2 4 4 1 4 5 9 1 - 10

In order to determine the participants who would take part in this research, criterion sampling and
maximum variation sampling, which are purposive sampling methods,were used. It is expected for the
participants to work long enough at the school to experience various ethical dilemmas. Accordingly, the
key criterion for determining the participants is the fact that they work at least one year at the school in
which they currently work. Additionally, factors such as gender and seniority are aimed to vary in the
process of determining the participants. In addition, the participants consist of school principals,
assistant principals and teachers working in public secondary schools located in the central districts of
Ankara. While determining the participants, it was tried to ensure that the schools they work in show a
variety in socio-economic status. In addition, the participants were selected from different schools
according to their positions.

Data Collection Tools

In this research, the data are collected by semi-structured interview forms. In the semi-structured
interview forms, that were presented to school principals, assistant principals, and teachers, questions
were included in order to obtain information about participants’ value system and in-depth information
about behavioural, structural, political and systemic aspects of ethical dilemmas (sample question: How
do you describe the concept of ethical dilemma as a teacher? How can this concept be explained in your
opinion?). In addition to this, by building scenarios of ethical dilemmas in the behavioural, structural,
political and systemic aspects, it was aimed to identify the participants’ coping strategies with ethical
dilemmas (sample scenario: You think one of your colleagues does not perform well enough. You want
to get involved in this situation because of your values and professional ethics however you do not want
to have a bad relationship with your colleague because of your values. How would you approach this
ethical dilemma to solve it?).

In the process of preparing the interview form, a question pool was created based on the relevant
literature and interviews with field academics and school principals, vice principals and teachers working
in different schools. The prepared interview form was presented to field experts, assessment specialists
and Turkish language specialists for theirevaluation and necessary adjustments were done. Content
validity is ensured by taking opinions of school principals, assistant principals, and teachers who were
not in the study group and working in different schools. In addition to main questions in the final
interview form, probing questions to be used when needed were also prepared in order for the
participants to better organize their ideas when a question was not understood or was misunderstood.
It is indicated that the credibility and reliability of the data, the data analysis and the results are
important in qualitative research. In terms of reliability of the study, it was aimed to keep the length of
the interview as long as possible to make participants feel comfortable and off-topic conversations were
made for a while before starting the interview. In addition to this, interviews were both transcribed and
recorded and it was promised that their voice records would only be used by the researcher and for this
research. Additionally, the participants’ statements were directly mentioned with their own sentences
while presenting the findings. In this study, all interviews were conducted by the researcher to have
internal validity, detailed notes were taken and the interviews were done face to face. The data were
categorized to have external validity and aimed to be presented in a clear and comprehensible way.
While determining the participants to ensure external validity, attention was paid to the fact that the
participants were diverse with regard to gender, age, seniority and branch, and the regions where the
schools the participants work in were different in terms of socioeconomics. In addition, Ankara, where
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the participants work, has a yearly average income of 60249 TL per person, with 14 students per teacher
and 25 students per branch (TUIK, 2020).

Data Analysis

In this study, descriptive analysis was used to analyze the data. The data obtained by semi-structured
interview forms were grouped primarily related to themes in this study. Theoretical themes were
created for the reasons and coping strategies of ethical dilemmas of school administrators and teachers,
data-driven themes were created in order to identify ethical dilemmas and to make recommendations
for management effectiveness. The data were interpreted in accordance with these themes and also
with the references to the direct discourse of the participants.

Findings
Findings Related to the Causes of Ethical Dilemmas of School Administrators and Teachers

The question “What are the incidents that cause an ethical dilemma for you at school?” was
addressed to the participants. School principals’ responses are summarized in Table 2.

Table 2.

Reasons which Cause Ethical Dilemmas for School Principals.

Aspects Dilemmas Participants n

Behavioural Teacher demands Py, P4, Ps, Py, P1g 5
Parent demands Ps, Pg, Py, P4 4
Maintaining student discipline Ps 1
Student demands Ps 1
Offending behaviors of teachers towards students Ps 1

Structural Providing pecuniary resources for school P,, Pe, Py, Ps, Pg, P1g 6
Applying school rules Ps 1
Improving school’s physical feasibility P1o 1

Political Senior management demands P4, P, P3, P5, Pg, Pg 6
Public information portals P,, P3 2

Systemic Central exams Ps, Ps, P5, Pg, P 5
Supplementary publications Py, P4 2
Regulations and official letters P4, Pe 2
Curriculum P, 1
Teachers’ school guard duties Ps 1
School principals’ assignment system Ps 1
Career development opportunities P 1
Dual education P1o 1

When the table about school principals’ reasons for ethical dilemmas is analysed, it is seen in order
of priorities that teacher demands, parent demands, maintaining student discipline, student demands,
and offending behaviors of teachers towards students cause ethical dilemmas for school administrators
in the behavioural aspect. As for the structural aspect, school principals experience ethical dilemmas for
the issues such as providing pecuniary resources for school, applying school rules, and improving
school’s physical feasibility. Additionally, school principals experience ethical dilemmas based on senior
management demands and public information portals in the political aspect. The issues such as central
exams, supplementary publications, regulations and official letters, curriculum, teachers’ school guard
duties, school principals’ assighnment system, career development opportunities, and dual education
cause ethical dilemmas for the school principals in the systemic aspect. The remarks of Pg, P,, P;and Pg
that are about the reasons for school principals’ ethical dilemmas are mentioned below in a dimensional
order:
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Ps: (...) | experience lots of dilemmas about teacher demands, especially about school timetable.
Teachers’ priorities are unavoidably their private lives and their kids. Their job is not their top priority.
Unfortunately, there are very few of them who make school their top priority. Teachers also cannot
express their demands clearly. They demand things according to others’ demands. | would like to make
the school timetable according to teacher demands but it is not possible. | get locked in a stalemate (...).
Another issue for the dilemma is taking time off work. There are constitutional casual leave rules about
taking time off the work. That day, a teacher may not come to school. Something comes up, something
happens. According to the law, you will not be able to give permission but when you do not, the
motivation of the teacher will decrease and they willbe alienated from school {(...).

P,: (...) Economic problems are the main problems in middle schools. We have to deal with this more
than education. Increasing the quality of education, increasing academic success, educating students,
cleaning and janitorproblems, spending time for finding money create dilemmas. We do not demand
money from parents. Therefore, we think about how to solve this in an indirect way. We organize bake
sales. We do things that are not about education. My teachers make meatballs, sell doner kebab, sell
water, and search for gifts for a raffle. They try hard to sell tickets to generate income for the school.
This is not our job. Doing things which are not our job such as trying to find money creates dilemma.
Teachers need to focus on how they can teach better, how they can make their students more
successful. | experience a dilemma about this (...).

Py: (...) Sometimes a document comes from the district. It says you will join there. There is a
reception or a meeting or an event which | don’t want to join. There are meetings that are inappropriate
in my opinion. However, | am obliged to join because of my position. It feels like being an aide.
Sometimes, | have to join even if | don’t like. When | don’t join, there are conflicts. When | don’t join, it
seems as if | act incongruously (...).

Ps: (...) MoNE says no practice exams can be done for TEOG. However, they say you have to be
successful. Only written examinations and students’ performance grades are not enough to see how
successful the students are. We have to embark on a quest. However, there are also regulations that are
established by the government. Do we experience a dilemma; yes we unavoidably do (...)

Assistant principals’ reasons to have ethical dilemma are summarized in Table 3.

Table 3.

Reasons whichCause Ethical Dilemmas for Assistant Principals.

Aspects Dilemmas Participants n

Behavioural Maintaining personal relationships A,, Az, Ag, Ay 4
Parent demands A, Ag, Ag 3
Teacher demands Ag, Aq 2
Maintaining student discipline A, Aq 2

Structural Providing pecuniary resources for school A, Ay A A, Ag, Agg 6
Applying school rules Ay Az A, 2
School principal’s decisions A, Ag 2

Political Senior management demands Ag, Ajp 2
Public information portals Az 1

Systemic Central exams Ay, Az, Ay As, Ay, Ag, Agp 7
Department meetings A 1
Curriculum As 1

When Table 3 is analysed, it is observed that assistant principals experience ethical dilemmas about
maintaining personal relationships, parent demands, teacher demands and maintaining student
discipline in terms of the behavioural aspect. Providing pecuniary resources for school, applying school
rules, school principal’s decisions cause ethical dilemmas for assistant principals in the structural aspect.
They experience ethical dilemmas about senior management demands and public information portals in
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the political aspect. Additionally, central exams, department meetings, and curriculum create ethical
dilemmas for the assistant principals in the systemic aspect. The remarks of Ag, A,, A and A; that are
about the reasons of school assistant principals’ ethical dilemmas are mentioned below in a dimensional
order:

Ag: (...) An investigation took place at one school the other day. One of the teachers wanted to take
half an hour off to get his health test results. Would you say bring the sick report? You give permission.
They went to a school and they became the subject of an investigation. You give permission. It is against
the regulations. You didn’t mark the teacher as absent, so you also paid for additional course payment.
They came and said the principal had given permission to this. And the principal also paid. These things
also happened. Then an inspector of the ministry asked me what would happen under this circumstance
when something happened like this. He said our job is a bed of nails. He said | could infer two things
from this. He said when the teacher comes you will give permission. However, by doing it you will take a
risk, he said. In that case, | will stick to the regulations from now on. Would | say if you are one minute
late you will bring a report or would | go on like this? He said do not make a sacrifice for anyone. He said,
however, | do the same even if | recommend you to do so (...)

A;: (...) Peopletry to collectmoney either by organizing bake sales or by monthly donation of parents.
There is instability. For example, in bake sales, teachers take more responsibilities. Teachers’ opinions
are taken whether to do something like this or not. In this case, all teachers do not approach this in a
positive way. Persuading them is also another problem. You also think about this. You feel like you are of
two minds. Although you make a lot of efforts, it may not produce a profit. Also planning and working
on it for days cause some trouble (...)

Ajp: (...) They say join that competition. For example, now, we are asked to raise charity money for A.
This shouldn’t be my job. The school must only deal with education. People also take it as something
political. You can’t explain to them this is an official document that comes from seniors. This is how
things work for us. Seniors send something, you have to obey it either it is good or not. Political opinion
is not considered. But people don’t understand this. You have to persuade them first. Competitions,for
example, they are for a certain group. It is also interpreted as political. Teacher says this is a political
establishment. The opponent side forces you to join as a school. What you do is leaving what you need
to do and focusing on persuading the opponent side (...).

A;s: (...) The topic that is mostly spoken by the teachers is TEOG. You have to support their
achievement. A student can take 5 according to the five-point grading scale out of 95 points instead of 5
out of 85 points. There are teachers who inspire others about this case. Especially maths and science
teachers do this. To be honest, they are more conscious. All of our children go to private schools.
Teachers’ children too. The teacher says they gave one hundred points to his son for all lessons. As they
all can get one hundred points even if they don’t deserve, | don’t see why my child can’t get one
hundred. The dilemma about TEOG is whether should we give them 100 points instead of 85 points or
should we give them what they get from the exams. These kids compete with the kids who have
opportunities to go to private teaching institutions, to go to private schools, to have private lessons. The
kids have difficulty in coming here. Even eating properly and coming to school are beneficial things here.

Teachers’ reasons to have ethical dilemmas are summarized in Table 4. When the table about
teachers’ ethical dilemmas is analysed, it is seen that teachers experience ethical dilemmas about
evaluating student success, informing teachers about their negative behaviours, student discipline,
parent demands, informing parents about students’ negative behaviours, sharing confidential
information about students, differences in students’ level of readiness in the behavioural aspect. As for
the structural aspect, school administrators’ decisions, providing pecuniary resources for school,
inconsistent practices of school administrators,and unfair practices of school administrators cause
teachers to experience ethical dilemmas. In addition to this, senior management demands and
groupings among teachersare the reasons for teachers’ ethical dilemmas in the political aspect.
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Table 4.
Reasons that Cause Ethical Dilemmas for Teachers.

Aspects Dilemmas Participants n

Behavioural  Evaluating student success Ty, T3, Ts, T7, Tg, T, T1g 7
Informing teachers about their negative behaviours Ty, Ts, Tg, T1o 4
Student discipline T3, Ta, Te, T1o 4
Parent demands Ta Te, Tg 3
Informing parents about students’ negative T, T, 2
behaviours
Sharing confidential information about students Tio 1
Differences in students’ level of readiness Tg 1

Structural School administrators’ decisions Ty, Ty, T3, Ty, T7, Tg 6
Providing pecuniary resources for school T4, T7, To, T1o 4
Inconsistent practices of school administrators T7, Ty 2
Unfair practices of school administrators Ty 1

Political Senior management demands Ts, T1o 2
Groupings among teachers T3 1

Systemic Central exams (grades) T2, T3, Tay Ts, T, T, To, Tig 8
Central exams (lessons) Ty, Ta, Ts, T, T2, Tg, T 7
Curriculum (content) Ty, T3, To, Tig 4
Curriculum (intensity) T4 Ty 2
Career development opportunities (in-service T7, To 2
education)
Career development opportunities (postgraduate Tg 1
education)

In the systemic aspect, central exams in terms of grades and teaching a lesson, curriculum in terms
of content and intensity, career development opportunities in terms of in-service education and
postgraduate education create ethical dilemmas for teachers. The remarks of Tg, T4, Ts and T; that are
about the reasons for teachers’ ethical dilemmas are mentioned below in a dimensional order:

Te: (...) Let me give you an example. The student is very successful. He takes the written exam. He
gets low grades. If | give him a low grade, no matter what | do for the mark for oral exam, | won’t be able
to increase his grades enough, | experienced this. | experienced this in the optional lessons’ exams this
year. For optional lessons, normally kids should be eager but we chose the lesson as a classroom. In this
case, the kid chose a lesson which he doesn’t want; optional lesson’s grade should be at least eighty or
ninety. | did a written exam, the kid got under fifty. So | added ten or fifteen more points to all of their
grades. Let’s say the kid is so weak in terms of lessons and got ten or twenty. | know there is nothing like
failing the class. There is no point of sending him to sectional teachers’ council. No matter what, he
passes. | increase his grade to forty or forty-five because of this. In the meantime, | think | shouldn’t do
this. | think normally he doesn’t deserve this but as there is nothing like failing the class, as the system
works like this, | do it this way (...)

T,: (...) Some rules at school are personal and this fact conflicts with my values. For example, there is
a week called cancer week on the special day’s calendar. The administrators say we will do it. This
should be done in a different way to raise awareness instead of reading a poem. | said this. | asked why
we do this. There is a mum or sibling who lost his sister because of cancer. When someone is reading
the poem, this kid feels awful. She feels down. It is wrong in my opinion. Something that | don’t believe
has to be done there; this is wrong in my opinion. This is so inappropriate for me. | do it as | am forced
todoit(...)
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Ts: (...) Principal’s son was in eighth grade. He was my student. | always do my exam latest. Because |
can’t be the one who is trying to finish the school year earlier. It was on Friday. They are also on the
football team. One group of my students was going to get an award. Principal’s son was also included.
They went and | did the exam during the third lesson. They didn’t take the exam. | said | would do their
exam when they comeback. They came early. There was a very good student of mine. The principal
called her and learned about the questions. After that, one of my students told me this. We argued with
the principal a lot. He started to behave rudely. | said | would make another exam on Tuesday. He
pushed me around a lot. My husband was in Erzurum the following year. My daughter was getting
prepared for TEOG. As my husband was away, | was going to take my daughter to school. | only asked
for the morning shift, he didn’t do it. | said if | could be free for the first hours, | wouldn’t be late. He
made such a program that all first hours were full, some hours were free during the day and last hours
were full. | experienced every bit of pressure (...)

Ts: (...) | think in some schools, private schools give extra points. | think it is better to have central
exams to be objective. | feel pressured because the grades are important for TEOG. | feel like | betray
when | give low grades in this atmosphere. There is pressure. There is a fact that, especially for my
branch which is physical education, you can never give 20. There is no administrator who can stop
parents who react against the school. It is taken as something ordinary. They never stand by us (...)

The reasons for ethical dilemmas for school administrators and teachers are presented in Table 5 in
an integrated way. In Table 5, it is seen that school principals, assistant principals, and teachers have
common ethical dilemmas such as maintaining student discipline in the behavioural aspect, providing
pecuniary resources for school in the structural aspect, senior management demands in the political
aspect and central exams and curriculum in the systemic aspect.

Findings Related to Coping Strategies of School Administrators and Teachers with Ethical Dilemmas

Coping strategies of school principals with ethical dilemmas are represented in Table 6. When Table
6 is analysed, it is seen that school principals’ most preferred result-oriented general strategy is the
complete solution to solve ethical dilemmas. In the scenarios addressing to school principals, the school
principals mostly used complete solution strategy in the behavioural, political and systemic aspects
whereas they mostly employed partial solution and avoiding strategies in the structural scenarios. As for
process-oriented strategies, more than half of the school principals used establishing a dialogue and
receiving opinions strategies. In the scenarios that were addressed to school principals, school principals
mostly used the establishing a dialogue strategy for the behavioural, structural and political aspects
whereas they employe the unilateral decision making strategy for the systemic aspect. School principals’
remarks about solving the ethical dilemmas are mentioned below:

P,: (...) Deferring, fobbing off and ignoring are not solutions. We are resolution authority as school
principals. We consult with our colleagues, | mean other school principals who experience these kinds of
problems. We consult with each other saying that | have a problem like this, how we can solve it. Or we
can ask the District Directorate of National Education and the manager of the branch there. We can ask
for their opinions. | also take initiative and solve a problem by taking risks if necessary (...)

P1o: (...) I never reprieve (...) The ethical dilemma must definitely be stressed. If a decision has to be
made, this should not salve my conscience. The conscience in education affects the result in a bad way
as well. This is something wrong. When a teacher comes late to the exam, they will lose 100 Turkish
Liras but this shouldn’t salve my conscience (...)

Coping strategies of assistant principals with ethical dilemmas are represented in Table 7. When the
table that shows assistant principals’ coping strategies for ethical dilemmas is analysed, it is seen that
assistant principals’ most preferred result-oriented general strategy is the partial solution to solve
ethical dilemmas. In the scenarios that were addressed to assistant principals, they mostly used
complete solution strategy in the behavioural, political and systemic aspects whereas they employed
partial solution strategy in the structural aspect. As for process-oriented general strategies, all assistant
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principals used receiving opinions strategy. Additionally, almost all of the assistant principals stated that
they employedthe strategy of establishing a dialogue. As for the scenarios, assistant principals mostly
used establishing a dialogue strategy in all subcategories for solving ethical dilemmas. Assistant
principals’ remarks about the strategies for solving ethical dilemmas are mentioned below:

Table 5.
Reasons which Cause Ethical Dilemma for School Administrators and Teachers.
Aspects School Principal Principal Assistant Teacher
Behavioural v° Teacher demands v" Maintaining personal v’ Evaluating student
v" Parent demands relationships success
v" Maintaining student v" Parent demands v’ Informing teachers
discipline v Teacher demands about their negative
v Student demands v" Maintaining student behaviours
v' Offending behaviors of  discipline v" Maintaining student
teachers towards students discipline
v' Parent demands
v Informing parents
about students’ negative
behaviours
v' Sharing confidential
information about
students
v’ Differences in students’
level of readiness
Structural v’ Providing pecuniary v’ Providing pecuniary v’ School administrators’
resources for school resources for school decisions
v Applying school rules v" Applying school rules v’ Providing pecuniary
v Improving school’s v School principal’s resources for school
physical feasibility decisions v Inconsistent practices
of school administrators
v’ Unfair practices of
school administrators
Political v Senior management v Senior management’s v Senior management
demands demands demands
v Public information v Public information v" Groupings among
portals portals teachers
Systemic v' Central exams v' Central exams Central exams (grades)

v' Supplementary
publications

v Regulations and official
letters

v Curriculum

v’ Teachers’ school guard
duties

v School principals’
assignment system

v’ Career development
opportunities

v Dual education

v" Curriculum
v Department meetings

Central exams (lessons)
Curriculum (content)
Curriculum(intensity)
Career development
opportunities ( in-service
education)

v’ Career development
opportunities
(postgraduate education)

A NENENENEN
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Table 6.
School Principals’ Coping Strategies with Ethical Dilemmas.
Participant Participant (Scenarios)
Category Subcategory (Generalstrategy) Behavioral Structural Political Systemic
Result- Complete Py, Py, Py, Pe, P, Py, Py, P4, P5, P; Pio Py, Py, Py, Py, Ps, Pg,
oriented  solution Ps, Pg, P1g Ps, Pg, P1o Ps, Ps, P, P;, Ps, P,
P8r P9' PlO PlO
Partial P3, Pg P3, Pg P4, Py, Pg, - -
solution Pgy
Avoidance - Ps Ps, P4, Ps, P3 P4, P3, Py,
Ps
Process-  Establishing Py, P3, P4, Ps, Py, Py, Py, P3, Py, Py, Py, Pg, P4, Py, Ps, Ps, Ps
oriented  a dialogue Pg, P1o P¢, Pg, Pg, P1g Po, P1o P,, Pg, P1g
Receiving P4, P, P3, Py, Py, Py P, Pgy -
opinions Pio
Unilateral Ps, Ps, P P, P, P1o P4, Ps, P1g Py, Ps, Py,
decision P1io
making
Table 7.
Assistant principals’ Coping Strategies with Ethical Dilemmas.
Participant (General Participant (Scenarios)
Category Subcategory strategy) Behavioural Structural Political Systemic
Result- Complete A1, A3, Ag, A; A, Ay Az, Ay, Ay As, Ay, Ag, Ae, Ag, Ag Aq, Ay, Ag, Ap
oriented  solution As, Ag, A7, Ag, Ao
Ag
Partial solution A,, A,, As, Ag, Ag, Ajg A A, A3 A, Ay A A As, Ay, Ay
ASI A9
Avoidance - - A A A, Az, Ag
Directing Ay, As, Ag A - A, -
Process- Establishinga  Ai, Ay As, As, As, Ay, Ag, Ay Az, Ay, A Ay A, Ay Ay A A, A Ay A, A,
oriented dialogue Ag, Ag Ag, As, Ag, Ag Ay, Ag, A5, Aq, A Aq, A
Ag, Ag, Arg
Receiving A Ay As Ay As, A, Ay As A, As, Ay A3 A Ay A3 A As, A;, Ag
opinions A7, Ag, Ag, A As, Ag, Ajg Ag
Unilateral Az, Ay, Ag - - A, Ag A,

decision making

As: (...) This is what is positive here. | used to say my school principal did nothing in my previous
school. He always used to call the District Directorate of National Education and ask something.
Everything is solution-oriented here. In my opinion, solving the dilemma totally and consulting are very
important. You will tell your opinion, | will tell mine. There are situations in which one person has to
make the final decision. In this case, the school principal makes the final decision. The opposite side can
be right or wrong but as he tells his opinion, he doesn’t lose his motivation towards the institution. It is
important to make the others feel that they are valued (...)

Ap: (...) When we face a problem, we come together and talk about how we can solve this to make a
common decision on what to say to teacher or parent about how this issue is, or, where to start and
how to find a kind of a solution. There are a problem and a solution, how we explain the solution to this
problem to others. We make a decision, | say let’s do it this way, the other one says let’s do it the other
way. We make a decision on common ground. We also blame the system a lot of times. If the issue is
very important which we can confront all the time, we have to solve it. You can’t brush over an issue
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which can be confronted all the time. However, if it is not something very important, we can skip it for
once. There are also times that | ask my friends’ opinions. Like what you have done for this and that. It is
so rare that | decide directly (...)

Coping strategies of teachers with ethical dilemmas are represented in Table 8.

Table 8.
Teachers’ Coping Strategies with Ethical Dilemmas.
Participant Participant (Scenarios)
Category Subcategory(General strategy) Behavioural Structural Political Systemic
Result- Complete Ty, T4 Ts, Te Ty T Ty Ty, T3, Ts, Te, To, o, Ta, Ta, Ts, To, Ta, To, T,
oriented  solution T, T, Tg Tio
Partial Ts, Tg, To, T1o T, Ty, Ts, Te Ty, Ta, Tg, T, Te, To Te, Tsg
solution Tio
Avoidance T, T3, Tg, Tg, T1o - Tio Ty, T3, Ts
Directing - T, Ts - - -
Process- Establishing Ty, Ty, Ts, Ts, T7, Ts,  T1, Ty, Ta, Ts, T3, Ta, Te, Ts, Ty, Ty T,
oriented  a dialogue Ty, T1o Te, T7 Tio
Receiving Ty, T3, Ta, Te, T7, Tg, T7 To Ts, Te, To Te, Te, To T, Te, To
opinions To, T1o
Unilateral T1o T T, T5, Ty Ty, T3, Ty, Ts, Ty Ty, T
decision
making

When Table 8 is analysed, teachers generally prefer complete solution or partial solution strategies
as general strategies for the solution of the ethical dilemmas. Additionally, in the scenarios that were
addressed to teachers, they solved political or systemic dilemmas completely whereas they solved
structural dilemmas complete and partially in half shares. They stated that they follow partial solution or
avoiding strategies in the behavioural aspect. For process-oriented strategies, almost all teachers stated
that they employedthe strategies of establishing a dialogue and receiving opinions. As for real-life
scenarios, they used the strategy of establishing dialogue in behavioural and structural aspects whereas
they mostly employed unilateral decision making in the political aspect and receiving opinions strategy
in systemic aspect. Teachers’ remarks about the strategies for solving ethical dilemmas are mentioned
below:

T,: (...) You know there is a silly thing in Turkey called sequence which is a system that is one of the
key elements of the bureaucracy with no transmissivity. | think what we mostly do is avoiding. The basic
reason for avoiding is the extraordinary things which happened in this country. There is disbelief to the
justice and you know while they are evaluating your work, they won’t do it according to your hard work,
professionalism, interest. They will say this person is in conflict with us, insisting on his/her own ethical
values, so let’s intern this person as soon as possible. As we know it, there is avoidance in our attitude

()

Ta: (...) There is nothing like let’s put this aside. | try to solve things by myself. If | can’t solve, | get
help from parents or administrators by talking to them. | do these things gradually but before that, | try
to solve by myself. The solution for absent students is beyond my power. However, the school
administrator wants me to do it. They say you will do a written exam. The kid is absent, hasn’t been to
school for three months but do the written exam. In that case, | do it, it is wrong for me but | do the
exam and drop the subject (...)
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Discussion, Conclusion and Implications

The results of this research assert that school administrators and teachers experience ethical
dilemmas in behavioural, structural, political and systemic aspects. In order of priorities, school
principals experience behavioural ethical dilemmas about teacher demands, parent demands,
maintaining discipline, student demands and offending behaviors of teachers towards students whereas
assistant principals experience dilemmas in terms of maintaining personal relationships, parent
demands and maintaining student discipline in the behavioural aspect. When the literature about school
administrators’ ethical dilemmas is analysed, Howe and Miramontes (1992) indicate that professional
relationships, students’ well being, intimacy, and parents related issues cause internal conflicts and
therefore they cause behavioural ethical dilemmas. Ehrich, Cranston, Kimber and Starr (2012) point out
that dishonest academic behaviour and inappropriate attitude towards students can create ethical
dilemmas in the behavioural aspect. Catacutan and de Guzman (2016) indicate that education
administrators experience ethical dilemmas in the behavioural aspect because of dismissing students
from school for academic or discipline problems, suspending of instructors because of their
underperformance, disciplining instructors who are in breach of a rule. According to Kirby, Paradise and
Protti (1992) teacher-student conflicts, disciplinary actions for students who behave against school rules
and adverse relationships in parent groups cause ethical dilemmas for school principals in the
behavioural aspect. In this research, it can be interpreted that school administrators experience ethical
dilemmas similar to those reported in the literature.

In the literature related to ethical dilemmas experienced by teachers, it is stated that teachers have
dilemmas about keeping student secrets, negative behaviors of other teachers to students, parents’
beliefs, teachers’ discriminatory behaviours, conflicts between mercy and consistency, suspicious
behaviors of school employees, informing parents about students’ negative behaviors, incapability of
other teachers or negligence (Campbell, 2000; Helton & Ray, 2006; Husu, 2001; Pope, Green, Johnson ve
Mitchell, 2009; Shapira-Lishchinsky, 2011). The findings of this studyare in parallel with those in the
literature indicating that teachers experience ethical dilemmas about informing other teachers about
their negative behaviors, informing parents about students’ negative behaviors, maintaining student
discipline, sharing information which is confidential. Differently from the literature, the findings of this
research revealed that teachers experience dilemmas about the evaluation of students’ success, parent
demands and students’ readiness levels. It can be asserted that central assessment exam which is taken
to pass to high school from middle school is the main reason for ethical dilemmas which derive from the
evaluation of the students’ success and parent demands. During the interviews, teachers stated the fact
that they have ethical dilemmas about evaluating students’ success because their grades are important
in the central exams. In a similar way, teachers stated that parents can demand grades that their kids do
not deserve because of the reason that grades are important in the central exams and this situation
makes them have ethical dilemmas. It can be interpreted that differences in education systems
amongcountries for passing to high school from middle school can cause differences in terms of
teachers’ ethical dilemmas which are mentioned. Concerning readiness, PISA 2015 results indicate that
the level of educational equality is below the average of OECD. Same results indicate that students’
success is heterogeneous in Turkey (OECD, 2016). In this sense, in Turkey, students who are in the same
classroom can also be heterogeneous in terms of success and because of this reason; teachers can
experience ethical dilemmas about organizing their lessons’ difficulty level.

In the structural aspect, it is seen that school principals experience ethical dilemmas about providing
pecuniary resources for school, applying school rules and improving school’s physical feasibility.Assistant
principals, in a similar way, have dilemmas about providing pecuniary resources for school and applying
school rules. Differently from school principals, assistant principals can also experience dilemmas
because of decisions made by school principals. When the literature about school administrators’ ethical
dilemmas in the structural aspect is analysed, it is indicated that school administrators experience
dilemmas about implementing group decisions, the control of school area, time management and
effective use of resources (Catacutan & de Guzman, 2016; Crowson, 1989; Ehrich et al., 2012; Tekel &
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Karadag, 2017). According to Ehrich and others (2012), administrators’ ethical dilemmas related to
organization’s rules in the structural aspect derive from superintendent’s directives and conflicts
between the organization’s rules and policies. It is stated that because of these dilemmas,
administrators feel nervous and stressful. Catacutan and de Guzman (2016) indicate that administrators
experience a dilemma, especially while implementing a group decision which they do not approve in the
structural aspect. Crawson (1989) state that during the organization’s structural processes,
organizational rules and directives can cause ethical dilemmas. According to this, school principals make
more ethical evaluations for decisions that are acceptable vocationally or in terms of organizational
norms however problematic in terms of application or their problematic implications. Principals are
obliged to make an ethical selection for organizational rules or directives that can cause concerns in the
organization when they are applied. Tekel and Karadag (2017) indicate that school administrators
experience dilemmas for creating an atmosphere for teachers in terms of school rules, giving them a day
off and extra lesson stoppage. The findings of this research are differentiated from the international
literature about ethical dilemmas that derive from school finances in the structural aspect. In this
research that deals with middle schools, school principals stated that MoNE does not give them enough
allowance and besides that, it is forbidden by regulations to demand monthly contribution from parents
for providing finance. Although there are interstate differences, in the 2019-2010 academic years, in a
government middle school which is located in Seattle state in which 1045 students receive education, a
yearly budget is approximately 9.3 million Dollars (Seattle Public Schools, 2019). In other words,
according to the January 2020 exchange rate it is 56 million TL. Some of the participants in this study
stated that no allowances were given to their schools and some of them said 5000 TL allowance was
given to them. In this sense, administrators’ ethical dilemmas about schools’ finances differentiate from
the literature. In the literature, administrators experience ethical dilemmas about how to use their
existing resources effectively, however, in Turkey’s case, school administrators experience dilemmas
about finding resources for the school. Improving schools’ physical feasibility can also be discussed in
this context. Based on this, using resources effectively cause ethical dilemmas in the international
literature, however, in Turkish national education system, creating resources for the school cause ethical
dilemmas. Ethical dilemmas about applying school rules that emerge from this research’s findings have
parallels with Tekel and Karadag’s (2017) research findings.

Research findings reveal that teachers experience ethical dilemmas in terms of school
administrators’ decisions, inconsistent practices of school administrators and providing pecuniary
resources for the school correspondingly with the school administrators. When the literature about
teachers’ ethical dilemmas in the structural aspect is analysed, it is seen that they experience dilemmas
about teachers’ personal needs which conflict with school rules, school standards, rewarding,
administrative decisions which conflict with personal or professional ethics, organizational fairness,
inconsistent implementing of policies, organizational balance, procedures adopted without sufficient
evidence and discrepancy with the organizational culture (Dowd, 2012; Husu, 2001; Pope et al., 2009;
Shapira-Lishchinsky, 2011; Walker & Dimmock, 2000). Walker and Dimmock (2000) state that teachers
experience ethical dilemmas when their values conflict with the school’s cultural values and structural
regulations. Unfair decisions and practices, inconsistent policies, imbalance and decisions and practices
made without sufficient evidence can also cause teachers’ ethical dilemmas (Dowd, 2012). Shapira-
Lishchinsky (2011) indicates that, in the structural aspect, teachers can have dilemmas about conflicts in
following school rules, rewarding related to effort and school standards that represent open criteria
about decision making. Additionally, the fact of providing pecuniary resources for the school is different
from the literature as in the case of school administrators. The reason for this can be explained as school
administrators’ demands for collecting monthly contribution and organizing bake sales. Teachers
experience inner conflicts and ethical dilemmas between regulations and professional ethics and values.

The findings of this research reveal that senior management demands and public information portals
cause ethical dilemmas both for school principals and assistant principals in the political aspect. When
the literature about school administrators’ ethical dilemmas in the political aspect is analysed, it is
stated that school administrators experience ethical dilemmas about senior management attempts to
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influence decisions and senior management’s or their kinsmen’s demands for privilege. Catacutan and
de Guzman’s (2016) research findings of faculty deans state that deans experience dilemmas about
senior management attempts to influence decisions when they use their appreciation power in the
political aspect. In this research, school principals stated that some demands of senior management and
some senior executives attempt to interfere with processes about schools can conflict with their values.
Assistant principals, on the other hand, stated that there are demands of senior executives for enrolling
some students to school although they do not reside in the school’s enrolment region. Additionally,
school principals stated that senior managements’ demands about joining some competitions and aid
campaigns cause them to experience ethical dilemmas. From this point of view, it is possible to say that
this research is consistent with the literature about the ethical dilemmas related to senior management
demands. This research’s findings of the ethical dilemmas related to public information portals
differentiate from the literature. In Turkey, there are information portals called CIMER, BIMER, and
MEBIM. School administrators stated that these portals are misused as complaint line and directorates
of national education put complaints into process without questioning their accuracy. It is possible to
interpret that information portals are used as political pressure tools.

Research findings indicate that teachers experience ethical dilemmas about senior management
demands and groupings among teachersin the political aspect. When the literature about teachers’
ethical dilemmas in the political aspect is analysed, it is pointed out that teachers experience ethical
dilemmas about administrative pressures for non-ethical practices, pressure about favouritism, conflict
of interests, false declaration of truth, administrative pressure about how to treat students and parent
pressure about lesson content (Campbell, 2000; Dowd, 2012; Helton & Ray, 2009). Campbell (2000)
points out that teachers experience ethical dilemmas in the political aspect when they suffer oppression
from their colleagues about changing student grades, from the administration about student reports,
from the administration about declaring student failure in front of other students, when they have to
support an attempt of the school administration in front of parents although they oppose this attempt,
when parents complain about a lesson content while they find this content valuable. Dowd (2012)
indicates that some of the teachers’ ethical dilemmas derive from political issues such as organizational
or non-organizational pressures and power struggles and teachers mostly experience ethical dilemmas
about administrators’ demands for favouritism. It is also indicated that teachers can have ethical
dilemmas about conflicts of interest and false declaration of truth. Similarly with the literature, teachers
in this researchstated that senior managers can demand grades for their kids or other kids from the
teachers and these demands cause ethical dilemmas for them. In addition to this, teachers also stated
teachers’ groups of interest affect synergy at the school and subvert the organization.

Research findings of this study reveal that central exams, supplementary publications, regulations
and official letters, curriculum, teachers school guard duties, school principals’ assignment system,
career development opportunities, and dual education cause school principals to have ethical dilemmas
in the systemic aspect. Additionally, assistant principals experience ethical dilemmas likewise principals
about central exams, curriculum however they also experience ethical dilemmas about department
meetings differently from principals. When the literature about school administrators’ ethical dilemmas
in the systemic aspect is analysed, it is implied that questioning bureaucratic supervision,
standardization, hierarchy, regulations, and accountability cause ethical dilemmas for school
administrators (Catacutan & de Guzman, 2016; Marshall, 1992, Middlewood & Cardano, 2001; Rosano,
Gates, Zaretsky, & Kurilko, 2005). Marshall (1992) refers that administrators experience ethical
dilemmas related to questioning bureaucratic supervision, hierarchic authority, and standardization. The
curriculum which is one of the reasons for ethical dilemmas according to the findings of this research
can be interpreted as a part of standardization. In the Turkish national education system, curriculum and
course books related to the curriculum are prepared either by MoNE or a team authorized by MoNE and
these books are distributed to schools. Schools follow a standard education process according to this
curriculum. In this regard, it can be said that this research provides consistent results about the
curriculum with the literature. Catacutan and de Guzman (2016) indicate that, in the cases when the
system’s regulations and moral understanding conflict with each other, administrators experience
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ethical dilemmas. This research’s findings also refer that regulations can be some of the reasons for the
ethical dilemmas of administrators. School principals stated that some regulations and official letters
can conflict with their values.

It is pointed out that accountability is one of the primary systemic ethical dilemma for school
administrators at school. In addition to legal, bureaucratic and professional accountability, the
standardized exams which are used to evaluate schools’ success as part of accountability cause ethical
dilemmas. Using standardized exams to evaluate schools’ and thereby administrators’ success can be
interpreted as a denunciatory structure and therefore as reasons for value conflicts which trigger ethical
dilemmas. Additionally, focusing only on test results to evaluate success cause administrators to have
ethical dilemmas when the methods which lead to success for the tests and values or moral
understanding conflict (Middlewood & Cardano, 2001; Rosano et al., 2005). This research’s results
indicate that school administrators mostly experience ethical dilemmas about central exams in the
systemic aspect in parallel with the literature. In this study, school principals stated that they experience
an ethical dilemma between cramming students for central exams and spending time for their
improvement about other issues related to the curriculum but unrelated to the central exam.
Additionally, school principals stated that there is no rewarding for principals who achieve success in
central exams however there are various enforcements for failure in these exams. School principals
indicate that they need to do practice exams however this is forbidden and this situation causes ethical
dilemmas. Besides, principals stated that assigning lessons to teachers and teachers’ evaluation of
students also cause ethical dilemmas. Assistant principals similarly indicated that central exams can
cause ethical dilemmas in three different ways such as the grading of students, inequality of opportunity
and deciding teachers who teach eighth grades. In this regard, it can be said that school administrators’
ethical dilemmas about central exams are consistent with the literature.

The results show that central exams, curriculum, and career development opportunities can cause
ethical dilemmas for teachers in the systemic aspect. In contrast with administrators, teachers can
experience ethical dilemmas about these factors in multiple ways. Central exams cause ethical dilemmas
for teachers in terms of students’ grades and teaching a lesson however curriculum can cause dilemmas
in terms of content and intensity. In addition to this, teachers can experience ethical dilemmas about
career development opportunities both in terms of in-service education and postgraduate education.
When the literature about teachers’ ethical dilemmas is analysed, it is referred that standardized exams,
regulations, policies, and equality in opportunity can cause ethical dilemmas for the teachers (Helton &
Ray, 2006; Husu, 2001; Middlewood& Cardano, 2001). Middlewood and Cardano (2001) indicate that
the teacher’s ethical dilemma can derive from policies and regulations which are decided by the central
authority. Additionally, it is stated that standardized exams and evaluations of administrators’ and
teachers’ success according to the standardized exam have an important role in arising ethical dilemmas
in the systemic aspect. In this study, teachers asserted that grade point averages are important for
students in the existing system and in private educational institutions; teachers can give higher grades
to students instead of what they deserve. Teachers indicated that this causes an unfair situation for
students who receive education in government schools. In this regard, teachers stated that they try to
secure the justice in terms of grades, yet they know this is wrong and they experience an ethical
dilemma. In addition to this, teachers stated that students who receive education in private educational
institutions receive intensive English education and this also causes injustice to the detriment of the
government school. Husu (2001) similarly points out that inequality of opportunities can cause ethical
dilemmas for teachers. Based on the aforementioned studies, teachers ethical dilemmas about central
exams and inequality of opportunities related to this are consistent with the literature.

When the literature about teachers’ systemic ethical dilemmas is analysed, in contrast with this
study’s results, the curriculum was not mentioned as a reason for ethical dilemmas in previous
researches. The reason can be explained as there is no national curriculum in the countries that these
aforementioned researches were conducted in; however, there is a national curriculum in Turkey. The
researches which are mentioned above were conducted in the U.S.A and Finland. There are no national
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or state level curriculums in the U.S.A. (U.S. Department of Education, 2008). Similarly, there is no
national curriculum in Finland as well. Finnish National Agency for Education determines basic
components for preparing the curriculum. These basic components include the principles for evaluating
students, education of the students who need special education, student’s well being and education
counselling services. Schools prepare their own curriculum according to the general framework of these
basic components (Finnish National Agency for Education, 2014). For career development opportunities,
teachers stated that they do not think in-service education contributes to their career development and
they think the ones who will receive in-service education are chosen unfairly. They also stated
postgraduate education does not provide an advantage for them. Currently, teachers who did master’s
degrees are paid five percent more and the ones who did doctorates are paid fifteen percent more for
extra lessons (MoNE, 1998). Apart from this, it can be said that there is no significant contribution of
postgraduate education in terms of personal benefits or job promotion which is laid down by the laws.

According to the results of this research, many of the school principals stated that they dwell on
ethical dilemmas completely however many of the assistant principals dwell on the ethical dilemmas
partially. In other words, while many of the school principals try to solve ethical dilemmas completely,
assistant principals, on the other hand, try to solve the ethical dilemmas in the beginning however they
stop making efforts to solve them when they think they can’t solve them. According to Roche (1997),
school principals follow strategies of avoiding, suspension of morality, creative disobedience and making
decisions related to moral understanding when they face ethical dilemmas. Although school principals
generally seem to have moral standing regardless of the possible results, to be ready for searching for a
fair solution, however, this moral standing is commonly temporary. Most of the school principals,
knowingly or unknowingly use result-oriented or process-oriented solving strategies aiming at providing
practical solutions by avoiding irrational value conflicts of ethical dilemmas. Assistant principals follow
partial solution rather than a complete solution, avoiding or directing strategies for structural, political
and systemic ethical dilemmas. Assistant principals’ relatively limited authorization in the Turkish
national education system may be a reason for this. Assistant principals can straight-forwardly direct the
issue of ethical dilemmas to the principal or stop making effort for the solution of the ethical dilemma
for directing the issue to the principal to solve. Terrazas-Wells’s (2006) research results point out that
school principals make decisions for the benefit of teachers or employees when they face an ethical
dilemma.

According to Sprouse (2010), if the preferred solution in the structural aspect encounters resistance
by the administrative board or if the preferred solution is not consistent with the expectations or norms
of the school community, administrators either try to negotiate and have a new position or do nothing.
This research’s results similarly indicate that school principals prefer partial solution or avoiding
strategies for structural ethical dilemmas. For decisions causing objections in teacher committee, school
principals and assistant principals primarily try to convince teachers, if they cannot, they generally
prefer not solving the ethical dilemma. According to Sprouse (2010), administrators try to understand
the situation when they face a regulation or policy which conflicts with accepted norms and
expectations. They try to acknowledge the facts and if possible try to make use of multiple resources.
Additionally, they ask other people’s opinions as well and consider possible solutions. According to the
results of Terrazas-Wells’s (2006) study, principals rely on various resources such as taking opinions of
their colleagues, senior managements’ advices, regulations and policies to guide their ethical decisions.
This research’s results, in consistent with the mentioned research results, indicate that school principals
and assistant principals generally follow the strategies of establishing a dialogue and receiving opinions.
School administrators stated that they communicate with related people and receive opinions of people
who are experts of the field, authorized and more competent according to their point of view.

The results of this study reveal that teachers generally use strategies of a complete solution or
partial solution when they face ethical dilemmas. Teachers work on a complete solution for the political
and systemic dilemmas more however they employ partial solution strategy as well in addition to
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complete solution strategy for the structural dilemmas. In behavioural ethical dilemmas, on the other
hand, teachers generally prefer the strategies of partial solution, avoiding and passing on.

Teachers stated that they do not consider themselves authorized to warn other teachers and this can
be the reason why they leave behavioral ethical dilemmas more unsolved. According to Maslovaty
(2000), teachers use the strategies of working completely on the dilemma, working partially on the
dilemma, directing the dilemma to another authority at school and unilateral decision making to deal
with dilemmas. According to Husu (2001), teachers make use of the strategies of communication,
confidential communication, academic counselling, consultation, observation and controlling behavior
for ethical dilemmas related to teacher-parent conflicts. Additionally, it is stated that teachers mostly
have difficulties in solving ethical dilemmas related to other teachers and they employ the strategies of
consultation, confrontation of the problem and consulting to the third party about the dilemma. For
ethical dilemmas related to the school community, in other words, school’s cultural features, they use
the strategies of trying different methods, consultation, appeasing and communication. In this research,
teachers correspondingly prefer leaving ethical dilemmas unsolved. According to Kieltyka-Gajewski
(2012), teachers generally leave ethical dilemmas unsolved.

The results of this study indicate that teachers generally follow the strategies of establishing a
dialogue and receiving opinions during the solution process. As for the behavioral and structural ethical
dilemmas, teachers follow the strategies of establishing a dialogue and receiving opinions whereas they
prefer unilateral decision making strategy for political ethical dilemmas. It is stated that teachers consult
their colleagues for ethical dilemmas in the literature as well (Bigbee, 2011). Maslovaty (2000) similarly
indicates that teachers follow the strategies of establishing a dialogue, directing the issue to parent and
avoiding the solution process of ethical dilemmas. In this regard, it is possible to say that teachers’
strategies of establishing a dialogue and receiving opinions are consistent with the literature.

It is possible to say that ethical dilemmas cause negative feelings on the person. In schools, when
administrators and teachers experience an ethical dilemma, they may have to act against the law or act
against their values. Both can be said to be adverse conditions. At this point, it can be said that it would
be beneficial for policymakers and policy appliers in education to take measures for preventing ethical
dilemmas or solving them effectively. It would be more beneficial if MoNe should determine ethical
standards for the teaching profession and school management, convey these ethical standards to
teachers and administrators in an effective way, set a budget for public schools that can be used
practically, make regulations more clear, understandable and stable, share audits in private education
institutions more openly with stakeholders, authorize school administrators to give time off to teachers,
promote career development in a perceptible way, use concrete criteria for assigning administrators.
Additionally, unfair practices of school administrators and their way of making decisions at school can
cause ethical dilemmas for teachers. It is suggested for administrators to make decisions by using school
committees more effectively and to make democratic decisions with these mechanisms or at least with
the admissible level of participation. In addition to this, there is no mechanism to guarantee school
administrators’ fair actions. It can be suggested that rather than inspecting documents, acknowledged
experts can observe schools and guide them.

This research, which is designed by explanatory design method, was conducted on the middle school
level. It can be interpreted that ethical dilemmas between education levels may differ as kindergarten,
primary school, and the middle school institutions have different purposes and priorities in the Turkish
education system. From this point of view, the researches which will be conducted using the
explanatory design for ethical dilemmas of different educational levels would contribute to the
literature of school administration. There can be psychological outcomes of experiencing ethical
dilemmas for school administrators and teachers. It can be said that studies which will deal with
different psychological correlations about ethical dilemmas would also contribute to the literature.
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Turkish Version

Giris

Okullarda diger orgitlerden farkli olarak sirekli iyilik standartlarinin birbiriyle ¢atistigl bu sebeple de
okulun normatif olarak karmasik bir 6rgit oldugu ve ahlaki bir yoninin bulundugu belirtiimektedir
(Greenfield, 1985). Okullar ahlaki temeller tizerine kurulan orgitler olarak gérilmektedir ve okullarda bu
ahlaki temel kararlari etkilemektedir (Greenfield, 1993). Bu baglamda etik ikilemler ahlaki bir girisim olan
(Bigbee, 2011) okullarda yoneticiler ve 6gretmenler tarafindan siklikla yasanmakta ve arastirmalarda da
giderek artan bir ilgiyi Gzerine cekmektedir (Bateman, 2014; Catacutan & de Guzman, 2016; Cranston,
Ehrich & Kimber, 2004; Cross, 2013; Dowd, 2012; Norberg & Johansson, 2007; Roche, 1997).

Okul yoneticilerinin ve 6gretmenlerin yasadiklari etik ikilemlerin davranissal, yapisal, politik ve
sistemsel boyutlarda ortaya c¢iktig ifade edilmektedir (Erdogan, 2018). Okul yoneticileri, okulun giinlik
yasaminda istenmeyen davranis sergileyen 6grenciler ve okul galisanlari (Cranston et al., 2006; Denig &
Quinn, 2001), 6grenci haklarini ¢cigneyen 6gretmenler, 6gretmen haklarini ¢igneyen 6grenciler, veliler ve
okul disinda gerceklesen ancak okulla iliskili olaylar (Norberg & Johansson, 2007) ile problemler
yasamakta ve davranigsal boyutta ikilemlerle karsi karsiya kalmaktadir. Yapisal boyutta yasanan etik
ikilemlere iliskin Catacutan ve de Guzman (2016) yoneticilerin 6zellikle uygun bulmadiklari bir grup
kararini uygularken ikilem yasadiklarini ifade etmektedir. Crowson (1989) o6rgilitiin yapisal slreglerinde
orgutsel kural veya direktiflerin etik ikilemlere neden olabilecegine isaret etmektedir. Buna gore okul
midurleri mesleki veya orgltsel normlar agisindan kabul edilebilir ancak uygulanmasi veya olasi
sonuglarinin sorunlu oldugu disinilen karar durumlarinda daha fazla etik degerlendirme yapmaktadir.
Politik boyutta yasanan etik ikilemlere donik olarak ise 6zellikle okul disi baskiya isaret edilmektedir
(Gurr & Drysdale, 2012). Okullarin agik sistemler oldugu ve bunun bir sonucu olarak dis etkilere agik
orgitler olduklari belirtilmektedir. Bu baglamda okullarda dis ve i¢ unsurlarin glic mucadeleleri
yasanabilmekte ve bu durum politik boyuttaki etik ikilemleri agiga ¢ikarabilmektedir. Okul yoneticilerinin
yasadiklari davranissal, yapisal ve politik ikilemlere ek olarak Middlewood ve Cardano (2001)
yoneticilerin yasadiklari sistemsel bir ikileme dikkat ¢cekmektedir. Buna gore egitim sistemi olculebilir
ozelliklere 6nem verirse ve okullar bu sonuglara goére basarili veya basarisiz kabul edilirse bu sonuglara
ulastiran 6gretim yontemi etkili gorulecektir. Bu da okul yoneticisinin 6gretmen performansini
degerlendirmesinde ikileme sebep olmaktadir. Marshall (1992) yoneticilerin yasadiklari sistemsel etik
ikilemlerin kamu egitiminde yasanan temel kronik gerilimlerden kaynaklandigini belirtmektedir. Buna
gore yoneticiler birokratik denetimi sorgulamaktan, hiyerarsik otoriteden, uzmanlagsmadan ve
standartlasmadan kaynakl etik ikilemler yasayabilmektedir. Bununla birlikte, Catacutan ve de Guzman
(2016) sistemin sundugu yasalar ile ahlaki anlayisin catistigi durumlarin yoneticilerin etik ikilem
yasamasina neden olan temel ¢atismalardan biri olduguna isaret etmektedir.

Okulun giinltk rutini icinde okul yoneticileri kadar 6gretmenler de ¢esitli etik ikilemlerle karsi karsiya
kalmaktadir. Okulun kiltiirel rolli, toplumun beklentileri, 6gretmenlerin uzmanhg ve 6grencilerin
giderek cesitlenen ihtiyaglari okullarda gesitli gerilimlere neden olmakta (Bateman, 2012) ve gerilimler
icinde Ogretmenler c¢ok sayida ve cesitlilikte ikilemler yasamaktadir (Shapira-Lishchinsky, 2009).
Davranigsal boyutta 6gretmenlerin yasadiklari etik ikilemler konusunda 6gretmenleri ikilemlerle karsi
karsiya birakan catismalarin en ¢ok 6gretmen ve veliler arasindaki iliskilerde ortaya ciktigina isaret
etmektedir. Buna gore 6gretmenler velilerin bazi eylemlerinin ¢ocugunun yararina olmadigini velilere
iletirken ikilem yasamaktadir. Ogretmenler velilerle 8grencinin akademik basarisi, evdeki problemleri,
okul olgunlugu, dikkat daginikhigi ve rahatsiz edici davraniglari gibi konularda konusmak konusunda
gatismalar yasamaktadir. Ogretmen veli iliskisine ek olarak o6gretmenlerin diger 6gretmenlerle
yasadiklari ¢catismalar da davranissal ikilemlere neden olabilmektedir (Husu, 2001). Yapisal boyutta ise
ogretmenlerin yasadiklari ikilemler kurum ici klltirel catismalardan kaynaklanabilmektedir. Buna gére
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uygulamalar igin dogru kurallarin eksikligi, 6grenciler icin firsat esitligi ve 6gretmenlerin profesyonel
otoritesinin 6gretmenleri ikilemde birakan konulardan olduklari belirtiimektedir. Ogretmenlerin
yasadiklari etik ikilemlerin bazilari 6rgut ici veya disi baskilar ve gliic miicadeleleri gibi politik konulardan
kaynaklanmaktadir. Ogretmenlerin politik boyutta en ¢ok iltimas konusunda ikilem yasadiklarina isaret
edilmektedir. Bu durum (st dizey yoneticilerin duruma etki etmek icin baski uygulamasini ifade
etmektedir. Bu etki girisimleri 6gretmenlerin felsefesini, bakis agisini ve bilgisini kiicimsemektedir
(Dowd, 2012). Bununla birlikte politik boyutta etik disi uygulama konusundaki yénetimsel baskilar da
ogretmenlerin etik ikilem yasamasina neden olabilmektedir (Helton & Ray, 2009). Shapira-
Lishchinsky’nin  (2009) arastirma sonuglari ise 6gretmenlerin sistemsel boyutta resmi yasalarin
onemsenmesi ve yasalara bagli kalinmasi, adil sire¢ ve adil giktilar, 6zerklik ve egitim politikalari
konularinda ¢ok sayida ikilem yasadiklarina isaret etmektedir.

Okul yoneticilerinin ve 6gretmenlerin yasadiklar etik ikilemleri betimleyen arastirmalarin yani sira
ikilemlerle bas etme stratejilerini ele alan bazi arastirmalar da bulunmaktadir (Husu, 2001; Maslovaty,
2000; Millerborg & Hyle, 1991; Pontiff, 2007; Roche, 1997). Okul yoéneticilerinin yasadiklari ikilemlere
yonelik bir arastirmanin sonuglarina gére yoneticiler ikilemde kaldiklarinda kaginma, ahlak kurallarini
gormezden gelme, otoriteye boyun egmeme ve kendi kisisel etik degerlerine uygun karar verme
davranislarini gosterebilmektedir (Roche, 1997). Millerborg ve Hyle (1991) tarafindan gergeklestirilen
arastirmanin sonuglarina gore okul yoneticileri etik ilkeler ile yasalar ¢atismadiginda uygun kararlari
verebilmektedir. Buna ek olarak s6z konusu arastirmanin sonuglari etik ilkeler ile yasalarin gatistig
durumlarda okul y6neticilerinin etik ancak yasal olmayan kararlari yasal ancak etik olmayan kararlara
gore anlamh sekilde daha fazla tercih ettiklerine isaret etmektedir. Pontiff (2007) tarafindan
gerceklestirilen arastirmanin sonuglarina gore ise okul yoneticileri etik ikilemleri daha onceki etik
sosyallesmelerine dayanarak ¢ézmektedirler. Ogretmenlerin ikilemlerle basa ¢ikma stratejileri ikilemin
baglamina ve 6gretmenin kisisel inang sistemine gore farkliliklar gostermekle birlikte 6gretmenler Gnem
sirasina gore ikilemin tam olarak lzerinde durmak, ikilemin kismen Uzerinde durmak, diyalog, ikilemi
okulda baska bir yetkiliye devretmek, tek tarafli karar vermek, olayi veliye devretmek ve kaginma
stratejilerini  kullanmaktadirlar (Maslovaty, 2000). Husu’nun (2001) gercgeklestirdigi arastirmanin
sonuglar ise 6gretmenlerin ikilemin baglamina goére farkhlik gostermekle birlikte miizakere, taviz
vermeme, durumu yeniden degerlendirme ve tartisma gibi stratejileri kullandiklarina isaret etmektedir.

Bahsi gecen arastirmalar okullarda yéneticilerin ve 6gretmenlerin siklikla ve genis bir yelpazede etik
ikilemler yasadiklarina isaret etmektedir. Cesitlilik gosteren bu ikilemlere okul yoneticileri ve
ogretmenler farkli araglarla cevap vermeye c¢alismaktadir. Okul yoneticilerinin ve 0Ogretmenlerin
yasadiklari etik ikilemlerin birey ve 6rgit Gzerinde bazi sonuglari olmaktadir. Bu baglamda 6rgitiin
isleyisi Gzerinde etkileri olabilen etik ikilemlerin arastirilmasi ve etik ikilem yaratan durumlarin ortadan
kaldirilmasi 6nemli gorilebilir.

Etik ikilem Kavrami ve Yapisi

Ginlik kullanimda ikilem, paradoks ve etik ilkem kavramlari genellikle birbirlerinin yerine
kullanilmaktadir. Ancak bunlarin arasinda analitik olarak &nemli farkliliklar bulunmaktadir. ikilem birden
fazla alternatif arasindan birinin secilmesi gereken durumu ifade etmektedir. Paradoks ise bunun tam
tersi bir anlam tasimaktadir. Paradoks durumu alternatifler arasinda segim yapilamamasi anlamina
gelmektedir. Paradoks durumunda iki belirgin celiskili diisiince ayni anda birlikte ise yaramakta veya
yaramamaktadir (Storey & Salaman, 2009). Etik ikilem kavrami ise hem ikilem hem de paradoks
kavramlarindan belirgin bir sekilde ayrilmaktadir. Bir durumun etik ikilem olarak isimlendirilebilmesi i¢in
deger catismasi yaratan iki deger durumunun da dogru olarak algilanmasi gerekmektedir (Kidder, 1995).
Etik ikilemler dogru ve yanlis ilkelerin kendi iglerinde ayni anda birbirleriyle c¢atisabildigi rasyonel otesi
diizeyde gerceklesen deger catismalaridir. Etik ikilemler ayni derecede gereklilige sahip fakat karsilikh
olarak birbirini dislayan durumlarda ortaya ¢ikmaktadir (Roche, 1997). Bununla birlikte baska bir tanima
gore etik ikilemler amaglanan eylem sekli icin hem amag yoniinde hem de amag karsisinda ahlaki
distincenin bulundugu ¢ikmazlar olarak tanimlanmaktadir (Donagan, 1996).
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Etik ikilemlerin temelinde deger catismalarinin oldugu belirtilmektedir (Ehrich, Kimber, Millwater, &
Cranston, 2011; Reeves & Jones, 1993). Bununla birlikte etik ikilemlerin temelinde yatan deger
¢atismalarini dolayisiyla etik ikilemleri ortaya ¢ikaran bazi kritik olaylar bulunmaktadir. Cranston ve
digerleri (2004) etik ikilemleri ortaya gikaran ve etkileyen kuvvetler, etik ikilem siirecinin 6zellikleri, etik
ikilemlerin ortaya cikisi ve ¢éziimiindeki dinamiklere yénelik kapsamli bir model sunmaktadir. Bu model
bes ana bolimden olusmaktadir. Birincisi etik ikilemi tetikleyen kritik olay ya da sorundur. Bu bolim etik
ikilemi aciga cikarmaktadir. ikincisi her biri kritik olayi kendi yargisi veya temelinden izah etme
kapasitesine sahip bir dizi glic kimesidir. Bu giglerin rekabetinden kaynaklanan gerilimler olabilmekte
ve bu giliclerin her biri etik ikilem {zerinde ayni derecede etkiye sahip olmayabilmektedir. Birbiriyle
miicadele eden mesleki etik, yasal konular, politikalar, 6rgit kaltirt, kurumsal baglam, kamu ¢ikari,
toplum ve topluluk, global baglam, politik cerceve, ekonomik ve finansal baglam ve isimsiz glicler olmak
tizere dokuz giic bulunmaktadir. isimsiz giicler su anda belirlenemeyen ve gelecekte ortaya cikabilecek
gicleri ifade etmektedir. Ugiincli basamakta etik ikilem olusmakta ve dérdiincii basamakta bireyler
kararlar almaktadir. Besinci basamakta ise karar sonucunda bireylerde, 6rgitte ve toplulukta bazi etkiler
gozlenmektedir. Bireysel diizeyde karar sonucunda hem okul icinde hem de okul disinda kisinin itibarina
iliskin algl etkilenebilmektedir. Stresli sonuglarin ortaya c¢iktigi durumlarda kisinin kariyeri de bu
durumdan etkilenebilmektedir. Orgiit diizeyinde okulun itibari icinde bulundugu daha genis toplulukta
etkilenebilmektedir. Kararin okul topluluguna da 6nemli yansimalari olabilmektedir. Topluluk diizeyinde
ise genis Olcekte okula iliskin algi etkilenebilmektedir.

Etik ikilem sirecine iliskin bir baska modeli Trevino (1986) sunmaktadir. Buna goére bireyler etik
ikilemlere bireyin ahlaki gelisim asamasinda belirlenmis olan bilislere gore tepki géstermektedir. Bireyin
bilissel ahlaki gelisim asamasi bireyin etik ikilemler hakkinda nasil disindiglinii ve duruma iliskin dogru
ve yanlis degerlendirmesini belirlemektedir. Bununla birlikte dogrular ve yanlislar hakkindaki bilisler etik
karar verme davranisini agiklamak veya tahmin etmek igin yeterli degildir. Buna ek olarak bireysel ve
durumsal degiskenler biligsel bilesen ile etkilesime girerek bireyin etik ikilem karsisinda nasil
davranacagini belirlemektedir. Bireyin eylem lzerindeki dogru ve yanlisa iliskin bilisini etkileme olasilig
olan ego gtict, alan bagimhligi ve kontrol odagi olmak lizere Ug¢ ayri degisken 6ngorilmektedir. Anlik is
baglami ve genis orgit kiltirinden dogan durumsal faktorler de bilis-davranis iliskisinde araci degisken
roli Ustlenmektedir. Bunlar 6rglatiin normatif yapisini, baskalarina basvurmayi, otoriteye itaati,
sonuglarin sorumlulugunu, destek kosullarini ve diger baskilari icermektedir. Sonug¢ olarak da isin
karakteristigi ve orgut kaltirlinin ahlaki icerigi bireyin ahlaki gelisimini etkileyebilmektedir. Aroskar’in
(1980) sundugu modele gore etik ikilemi yapilandirma sireci agiklama, karar ve eylem seklinde
gerceklesmektedir. Buna gore etik ikilemler durumsal gercgekler, karar verme sorulari ve altta yatan etik
teoriler olmak Gzere lg¢ bilesenden olusmaktadir. Bu bilesenler zaman ve deger sistemleri baglaminda
degerlendirilmektedir.

Etik ikilemlerin yapisina yonelik bahsi gecen modeller farkli yaklasimlar sunmaktadir. Bununla birlikte
bahsi gecen modellere dayali olarak etik ikilemlerin yapisinin etik ikilemi tetikleyen olaylar, etik ikilem
karsisinda karar almay etkileyen faktoérler, karar ve bu kararin 6rgit ve birey diizeyinde etkilerinden
olustugu ifade edilebilir. Okullar degerler yoniinden zengin, ¢ok paydash, toplumsal dinamiklerden
etkilenen ve toplumsal dinamikleri etkileyen karmasik orgttlerdir. Bu baglamda okullarda etik ikilemleri
tetikleyebilecek pek ¢ok olayin yasanabilecegi sdylenebilir. Yoneticiler ve 6gretmenler etik ikilemlerle
karsilastiklarinda mesleki etik anlayislari, deger sistemleri, yasalar, okul yapisi, okul kiltiirli, zaman ve
diger kisisel ve durumsal degiskenler kararlarinda rol oynayabilir. Yoneticiler ve 6gretmenler etik ikileme
donuk karar aldiklarinda bu karar yasal/yasal olmayan, etik/etik olmayan, degerlere uygun/degerlere
uygun olmayan veya okul kilttrine uygun/okul kiltirine uygun olmayan nitelikte olabilir. Bununla
birlikte karar ne olursa olsun birey ve 6rgiit diizeyinde bazi etkiler gézlenebilmektedir.

Daha oOnce vyapilmis arastirmalar okullarda yoneticilerin akademik konular, disiplin sorunlari,
ogretmenlerin performanslari, grup kararlari, nepotizm, 6grenci haklari, 6gretmen haklari, st yénetimin
baskisi ve sistemsel sorunlar gibi pek ¢cok konuda ikilemler yasadiklarina isaret etmektedir (Catacutan &
de Guzman, 2016; Cranston et al.,, 2006; Denig & Quinn, 2001; Norberg & Johansson, 2007).
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Ogretmenlerin ise dgrenciye iliskin konularin velilere aktariimasi, denetim, 6gretmenlerin &grencilerle
ilgili konulardaki fikir aynhklari, kural eksiklikleri, firsat esitligi, otorite, 6grenci iyi olusu, oOrgiitsel
gereksinimler, yasalar ve adalet gibi konularda ikilemler yasayabildikleri belirtiimektedir (Bateman, 2012;
Husu, 2001; Shapira-Lishchinsky, 2009). Yoneticilerin ikilemlerle karsilastiklarinda kaginma, ahlak
kurallarini gormezden gelme, otoriteye boyun egmeme ve kendi kisisel etik degerlerine uygun karar
verme gibi bas etme stratejilerini kullandiklari (Millerborg & Hyle, 1991; Roche, 1997) 6gretmenlerin ise
ikilemin tam olarak tGzerinde durmak, ikilemin kismen Gzerinde durmak, diyalog, ikilemi okulda baska bir
yetkiliye devretmek, tek tarafli karar vermek, olayi veliye devretmek, taviz vermemek, miizakere,
tartisma ve kaginma stratejilerini kullandiklari belirtiimektedir (Husu, 2001; Maslovaty, 2000). Baska bir
anlatimla ilgili alanyazin okullarda yoneticilerin ve 6gretmenlerin genis bir yelpazede ikilemler
yasadiklarina ve bu ikilemlere karsilik genis olcekli bas etme stratejileri kullandiklarina isaret etmektedir.
Bununla birlikte ikilemler konusunda hemfikir olunan nokta ikilemlerin temel kaynagidir. Buna gore
ikilemlerin temelinde deger catismalari yatmaktadir. Yonetici veya 6gretmen olduguna bakilmaksizin
kisinin deger seti icinde bulundugu durum ile celisiyorsa kisi etik ikilem yasamaktadir.

ilgili alanyazinda okul yoneticilerini ve &gretmenleri etik ikilemlere siriikleyen en 6nemli
degiskenlerden birinin egitim sisteminin ¢ikti olarak neyi 6dillendirdigi ile ilgili oldugu gorilmektedir
(Middlewood & Cardano, 2001). Daha ¢ok akademik basariyi tesvik eden ya da pekistiren bir egitim
sisteminin sinavlarda basarili olmayi saglayacak arag, yontem ya da siregleri daha gergekgi ve makul
gosterecegi dusindlebilir. Bu anlamda okullarda Milli Egitim Temel Kanununda belirtilen beden, zihin,
ruh, duygu ve ahlak bakimindan dengeli bireyleri yetistiren butiincll bir egitim sistemi ya da 6gretim
sirecleri yerine daha ¢ok merkezi sinav sisteminin gerektirdigi becerilerin daha fazla 6nemsendigi bir
siirecin yasanmasi s6z konusudur. Bu durumda okullar deger, tutum, kisilik gelisimi ya da erdemli birey
yetistirme amaci ile sinava 6grenci hazirlama baskisi arasinda gugli bir etik ikilem yasayabilir. Okullarin
boyle bir etik ikilem karsisinda nasil bir tutum sergiledigi ya da nasil bir denge olusturmaya calistig
merak konusudur. Bu arastirmanin bulgulari okullarin sinav baskisi ve deger egitimi baglaminda yasadigi
ikilemleri de ortaya koymasi bakimindan énemli gorilebilir. Bu nedenle, arastirma kapsaminda sinav
baskisinin yogun sekilde yasandigi ortaokullar 6rneklem olarak alinmistir. Bununla birlikte orgiitlerde
bireylerin etik ikilem yasamasinin kisi ve 6rgiit diizeyinde sonuglari olmaktadir. Etik ikilem yasamanin
bireylerin olumsuz duygular yasamasina neden oldugu belirtiimektedir. Bu durum motivasyon, baglilik ve
performans baglaminda 6nemli gérilebilir. Bu arastirmada Tiirk kiltirinde ortaokullardaki yéneticilerin
ve Ogretmenlerin yasadiklari etik ikilemler, etik ikilemlerin kaynaklari ve bu ikilemlerle bas etme
stratejileri konu edinilmistir. Buradan hareketle bu arastirmanin amaci resmi ortaokullarda okul
yoneticileri ve 6gretmenler tarafindan yasanan etik ikilemler ve nedenleri ile okul yoneticileri ve
o6gretmenlerin bu etik ikilemlerle bas etme stratejilerini belirlemektir. Bu amacla asagidaki sorulara yanit
aranmistir:

1. Okul yoneticileri ve 6gretmenler davranissal, yapisal, politik ve sistemsel ikilemlerin nedenlerini ya da
kaynaklarini nasil agiklamaktadirlar?

2. Okul yoneticileri ve 6gretmenler karsilastiklari davranissal, yapisal, politik ve sistemsel ikilemlerle bas
etmede ne tir stratejiler kullanmaktadirlar?

Yontem

Arastirmanin Modeli

Arastirmada okul mudurlerinin, midir yardimcilarinin ve 6gretmenlerin yasadiklari etik ikilemlerin
belirlenmesi ve bu ikilemlere iliskin derinlemesine bilgi edinilmesi, ikilemlerin nedenlerinin ve
midurlerin, midir yardimcilarinin ve 6gretmenlerin bu ikilemlerle bas etmede kullandiklari stratejilerin
belirlenmesi amaglanmistir. Bu amagla arastirmada nitel arastirma yontemlerinden olgubilim deseni
kullantimstir.
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Katilimcilar

Aragtirmanin 6rneklemini 10 okul mudiri, 10 madir yardimcisi ve 10 6gretmen olusturmustur.
Katilimcilarin bazi degiskenlere gore dagilimi Tablo 1’de sunulmustur.

Tablo 1.
Katiimcilarin Bazi Degiskenlere Gére Dagilimi.

Cinsiyet Yas Kidem Okuldaki hizmet siiresi
Gorev Kadin Erkek 23-35 36-48 49+1-10 11-20 21+ 1-5 6-10 11+ Toplam
Ogretmen 5 5 4 5 1 2 7 1 8 2 - 10
Mudur 3 7 4 4 2 4 4 2 8 1 1 10
yardimcisi
Okul 3 7 2 4 4 1 4 5 9 1 - 10
muddiri

Arastirmada katilimcilari belirlemek amaciyla amagli 6rnekleme yontemlerinden 6lgiit 6rnekleme ve
maksimum gesitlilik 6rneklemesi kullanilmistir. Katilimcilardan gesitli etik ikilemlerle karsilasabilecek
kadar o okulda g¢alismis olmalari beklenmektedir. Buna gore katilimcilarin belirlenmesinde temel alinan
olgit en az bir yildir bulunduklari okulda ¢alisiyor olmalaridir. Buna ek olarak katilimcilar belirlenirken
katiimcilarin cinsiyet ve kidem gibi degiskenler agisindan cesitlilik gdstermesi planlanmistir. Bununla
birlikte katimcilar Ankara ili merkez ilgelerinde bulunan kamu ortaokullarinda gorev yapan okul
midirlerinden, mudir yardimcilarindan ve 6gretmenlerden olusmaktadir. Katilimcilar belirlenirken
gorev yaptiklari okullarin sosyo-ekonomik agidan gesitlilik gbstermesi saglanmaya c¢alisiimistir. Ayrica
katilimcilar gorev tirlerine gore farkl okullardan segilmistir.

Veri Toplama Araglari

Arastirmada veriler yari yapilandirilmis gériisme formu araciligi ile toplanmistir. Okul midirlerine,
midir yardimcilarina ve 6gretmenlere sunulan yari yapilandiriimis goriisme formunda katiimcilarin
sahip olduklari deger sistemleri hakkinda bilgi edinilebilecek sorulara ve davranigsal, yapisal, politik ve
sistemsel boyutlarda yasanan ikilemler hakkinda derinlemesine bilgi edinilebilecek sorulara yer
verilmistir (6rnek soru: Siz bir 6gretmen olarak etik ikilem kavramini nasil tanimlarsiniz? Size gore bu
kavram nasil agiklanabilir?). Buna ek olarak davranissal, yapisal, politik ve sistemsel boyutlarda etik
ikilem senaryolar yaratilarak (6rnek senaryo: Bir meslektasinizin derslerde yeterince iyi performans
gostermedigini distniyorsunuz. Degerleriniz ve mesleki etik anlayisiniz agisindan bu duruma mudabhil
olmak istiyorsunuz ancak yine degerleriniz agisindan meslektasinizla iliskilerinizin kotilesmesini
istemiyorsunuz. Bu etik ikilemin ¢6ziminde nasil bir yol izlersiniz?) katiimcilarin etik ikilemlerle bas
etmede kullandiklari stratejilerin belirlenmesi saglanmistir.

Gortusme formunun hazirlanma sirecinde ilgili literatiire ve alan akademisyenleri ile farkh okullarda
gorev yapan okul mudirleri, midir yardimcilari ve 6gretmenler ile gérismelere dayal olarak soru
havuzu olusturulmustur. Hazirlanan gortisme formu alan uzmanlarinin, 6lgme uzmanlarinin ve anlam
acisindan Tirkge alan uzmanlarinin gorislerine sunulmus ve gerekli diizenlemeler yapilmistir. Gériisme
formu hakkinda, calisma grubuna girmeyen ve farkli okullarda goérev yapan okul mudirleri, mudir
yardimcilari ve 6gretmenlerin gorisleri alinarak kapsam agisindan gecerligi saglanmistir. Son hali verilen
gorisme formunda ana sorularin yaninda, sorunun anlasiilmadigi ya da yanhs anlasildigi durumlarda,
gerektiginde kullanilmak Gzere katilimcilarin fikirlerini daha iyi organize edebilmeleri amaciyla sonda tipi
sorular da kullanilmistir. Nitel arastirmalarda verilerin, verilerin analizinin ve sonuglarinin inanilir ve
glvenilir olmasinin 6nemli oldugu belirtilmektedir. Arastirmanin glivenirligi baglaminda yapilan
goriismelerde katilimcilarin rahat hissetmesini saglamak amaciyla gorliisme siresi mimkiin oldugunca
uzun tutulmaya calisiimis ve katilimcilarla gérlismeye baslamadan once bir silire arastirma konusu
disindaki konularda sohbet edilmistir. Bununla birlikte gériismeler hem yazili hem de sesli olarak kayit
altina alinmis ve katiimcilara ses kayitlarinin sadece arastirmaci tarafindan ve bu c¢alisma igin
kullanilacaginin taahhidi verilmistir. Bununla birlikte bulgular verilirken katilimcilarin ifadeleri dogrudan
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kendi climleleriyle sunulmustur. Bu calismada i¢ gegerligin saglanmasi icin her goriisme arastirmaci
tarafindan yapilmis, detayli notlar tutulmus ve gériismeler ayni ortamda yuz ylize gergeklestirilmistir. Dig
gecerligin saglanmasi igin ise veriler kategorilere ayrilmis, agik ve anlasilir bir sekilde sunulmaya
¢alisiimistir. Dig gegerligin saglanmasi amaciyla katilimcilar belirlenirken katilimcilarin cinsiyet, yas, kidem
ve brans bakimindan ¢esitli olmasina ve katilimcilarin gorev yaptiklari okullarin bulunduklari bdlgelerin
sosyoekonomik agidan farkli olmasina dikkat edilmistir. Bununla birlikte katilimcilarin gorev yaptigi
Ankara ili kisi basina yillik 60249 TL ortalama geliri bulunan, 6gretmen basina 14 6grencinin ve sube
basina 25 dgrencinin distigi bir ildir (TUIK, 2020).

Verilerin Analizi

Arastirmada verilerin ¢dziimlenmesinde betimsel analiz kullaniimistir. Calismada yari yapilandiriimis
gorisme formlarindan elde edilen veriler 6ncelikle temalara gore gruplandiriimistir. Okul yoneticileri ve
ogretmenlerin etik ikilem yasama nedenleri ve bas etme stratejileri icin kuramsal temalar, etik
ikilemlerin tanimlanmasi ve etkin yonetimine doniik oneriler icin gérismelerden elde edilen verilere
dayali temalar olusturulmustur. Veriler bu temalar dogrultusunda katilimcilarin dogrudan ifadelerine de
atif yapilarak yorumlanmustir.

Bulgular

Okul Yoneticilerinin ve Ogretmenlerin Etik ikilem Yasama Nedenlerine iliskin Bulgular

Katilimcilara “Okulda etik ikilem yasamaniza neden olan durumlar nelerdir?” sorusu yoneltilmistir.
Okul muddrlerinin cevaplari Tablo 2’de 6zetlenmistir.

Tablo 2.

Okul Miidiirlerinin Etik ikilem Yasama Nedenleri.

Boyutlar ikilemler Katihmcilar n

Davranigsal Ogretmenlerin talepleri M,, My, Mg, M5, My, 5
Velilerin talepleri Ms, Mg, Mg, Mg 4
Ogrenci disiplininin saglanmasi Mg 1
Ogrencilerin talepleri Ms 1
Ogretmenlerin 6grencilere karsi kirici M 1
davranislari 3

Yapisal Okula maddi finansman saglama M,, Mg, My, Mg, Mg, My, 6
Okul kurallarinin uygulanmasi Ms 1
Okulun fiziksel imkanlarinin iyilestirilmesi Mig 1

Politik Ust ydnetimin talepleri M;, M,, M3, M5, Mg, Mg 6
Kamu bilgi edinme portallari M,, M; 2

Sistemsel Merkezi sinavlar Ms, Mg, M5, Mg, Mg 5
Yardimci yayinlar My, M, 2
Yasalar ve resmi yazilar M3, Mg 2
Miufredat M; 1
Ogretmenlerin nébet gérevleri Ms 1
Okul muddirlerinin gorevlendirme sistemi Mg 1
Mesleki gelisim olanaklari Mg 1
ikili egitim Mo 1

Okul mudidrlerinin etik ikilem yasama nedenlerine iliskin tablo incelendiginde okul midurlerinin
davranissal boyutta 6nem sirasina gore 6gretmenlerin talepleri, velilerin talepleri, 6grenci disiplinin
saglanmasi, 6grencilerin talepleri ve 6gretmenlerin 6grencilere karsi kirici davranislarindan kaynaklanan
etik ikilemler yasadiklar gorilmektedir. Yapisal boyutta ise okul mudirleri okula maddi finansman
saglama, okul kurallarinin uygulanmasi ve okulun fiziksel imkanlarinin iyilestirilmesi konularinda etik
ikilemler yasamaktadir. Bununla birlikte okul middrleri politik boyutta Ust yonetimin taleplerinden ve
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kamu bilgi edinme portallarindan kaynaklanan etik ikilemler yasamaktadir. Merkezi sinavlar, yardimci
yayinlar, yasalar ve resmi vyazilar, mufredat, 6gretmenlerin nobet goérevleri, okul mudirlerinin
gorevlendirilme sistemi, mesleki gelisim olanaklari ve ikili egitim konulari da okul mudirlerinin sistemsel
boyutta etik ikilemler yasamasina neden olmaktadir. Okul mudirlerinin etik ikilem yasama nedenlerine
yonelik boyut siralamasina gére Mg,M,,M; veMy'in goriusleri asagida verilmistir:

Ms: (...) Ogretmenlerin talepleri konusunda da ¢ok fazla ikilem yasiyorum. En ¢ok da ders programi
konusunda. Ogretmenlerin &nceligi ister istemez kendi 6zel hayatlari ve kendi gocuklari. Okuldaki
calismasini 6ncelik yapmiyor. Maalesef okulu 6ncelik yapan ¢ok nadirdir. Bir de 6gretmenler kendi
isteklerini net olarak ortaya koyamiyor. Bagkalarinin isteklerine gére istekte bulunuyor. Ogretmenin
programi istedigi gibi olsun istiyorum ama bir yandan da olmuyor. Cikmaz yasiyorum (...) Diger ikilem
konusu da izin konusu. izin konusunda yasada belirtilen mazeret izinleri var. O giin 6gretmen arkadasin
gelememe durumu var. Bir isi cikiyor, bir seyi cikiyor. Yasaya gore olsa izin veremeyeceksin ama
vermedigin zaman da 6gretmenin motivasyonu azalacak, ister istemez okuldan soguyacak (...).

M,: (...) Ortaokullarin en biyuk sikintisi ekonomik sikintilar. Egitim 6gretimden ziyade ugrasmamiz
gereken bir alan. Egitimin kalitesinin, akademik basarinin artirilmasi ile 6grencilerin egitilmesine zaman
harcamakla, okulun temizlik, hizmetli sorunu, para bulma telasina zaman ayirmak ikilem yaratiyor.
Velilerden para isteyemiyoruz. Dolayli yollardan bunu nasil ¢dzeriz diye duslnuyoruz. Kermesler
yapiyoruz. Egitim ile alakasi olmayan isler yapiyoruz. Benim 6gretmenim kofte yapiyor, déner satiyor, su
satiyor, cekilis icin hediye arayisina giriyor. Bilet satip okula gelir elde etme telasina distyor. Bu bizim
isimiz degil. Para bulmakla, isimiz olmayan seyleri yapmak ikilem yaratiyor. Ogretmenlerin 6grenciye
nasil daha iyi ders anlatinm, 6grencilerin basarisini nasil arttirinnmi diisiinmesi gerekiyor. Burada bir
ikilem yastyorum {(...).

M;: (...) Bazen ilgeden bir yazi geliyor. Buraya katilacaksiniz diyor. Bir davet veya toplanti veya etkinlik
oluyor, katilmak istemiyorum. Uygun bulmadigim toplantilar oluyor. Ama konum itibariyle makam geregi
katilmak zorunda kaliyorum. Bazen emir kulu misali oluyor. Bazen hosuma gitmese de katilmak zorunda
kaliyorum. Katilmadigin zaman g¢atismalar oluyor. Yapmadigim zaman sanki aykiri davraniyormusuz gibi
konumlar ortaya cikiyor (...).

Ms: (...) MEB TEOG i¢in deneme sinavlari yapilmayacak diyor. Ama diyor ki basari géstereceksin. Bir
6grencinin basarisini gormede sadece 6gretmenin yaptigl yazililar, ders i¢i performans notlar yeterli
degildir. Bunun igin ister istemez baska arayislara girmeniz lazim. Ama bir tarafta da devletin koymus
oldugu kurallar var. Bir gatisma yasiyor musunuz ister istemez yasiyoruz (...).

Miudur yardimcilarinin etik ikilem yasama nedenleri Tablo 3’te 6zetlenmistir. Tablo 3 incelendiginde
mudir yardimcilarinin davranissal boyutta okulda kisisel iligkilerin sirdiriilmesi, velilerin talepleri,
o6gretmenlerin talepleri ve 06grenci disiplinin saglanmasi konularinda etik ikilemler yasadiklari
gorilmektedir. Okula maddi finansman saglama, okul kurallarinin uygulanmasi ve okul muduri
tarafindan alinan kararlarin midir yardimcilarinin yapisal boyutta etik ikilemler yasamasina neden
oldugu gorilmektedir. Politik boyutta ise st yonetimin talepleri ve kamu bilgi edinme portallari midur
yardimcilarinin etik ikilem yasamasina neden olmaktadir. Bununla birlikte sistemsel boyutta merkezi
sinavlar, ziimre toplantilari ve miufredat konulari midir yardimcilarinin etik ikilemler yasamalarina
neden olmaktadir. Midir yardimcilarinin etik ikilem yasama nedenlerine yonelik boyut siralamasina
gore Yg,Y,,YigveYs'Un gorusleri asagida verilmistir:

Ys: (...) Gecen bir okulda bir sorusturma yasanmis. Ogretmenin biri tahlil sonuglarini almak igin yarim
saat izin istemis. Hocam rapor getir mi diyeceksin. izin vereceksin. Bir okula gidiyorlar bir de
sorusturmalik oluyorlar. Simdi siz izin vereceksiniz. Yonetmelige aykiri mi evet. Simdi siz 6gretmeni yok
yazmadiniz ya ek dersini de yazdiniz. Geliyorlar diyorlar ki miadir buna izin vermis. Bir de lcret de
vermis. Bir de bdyle olaylar olmus. Bundan sonra bakanlik mifettisi bana bu konuyla ilgili boyle bir olay
oldu ne olacak diyor. Bizim meslegimiz atesten gdomlek diyor. Buradan iki sey cikarabilirsin diyor.
Ogretmen gelmis izin vereceksiniz diyor. Ama diyor izin verirken bunu géze almis olacaksin diyor. O
zaman ben bundan sonra direkt yonetmelik duvarini 6recegim. Bir dakika da ge¢ gelseniz rapor
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getireceksiniz mi diyecegim yoksa devam mi edecegim. Bana sorarsan diyor kimse icin fedakarlk yapma
diyor. Ama bunu sana soylerken ben de bunu yapmiyorum diyor (...).

Tablo 3.

Miidiir Yardimcilarinin Etik ikilem Yasama Nedenleri.

Boyutlar ikilemler Katihmcilar n

Davranigsal  Kisisel iligkilerin stirdirilmesi Y,, Y3, Yg, Y10 4
Velilerin talepleri Y4, Y6, Vg 3
Ogretmenlerin talepleri Ys, Yo 2
Ogrenci disiplininin saglanmasi Y3, Yo 2

Yapisal Okula maddi finansman saglama Y1, Yy, Y3, Ys, Yo, Yoo 6
Okul kurallarinin uygulanmasi Y2 Y3 Ys 2
Okul maduri tarafindan alinan kararlar Y, Yo 2

Politik Ust ydnetimin talepleri Yg, Y10 2
Kamu bilgi edinme portallari Y3 1

Sistemsel Merkezi sinavlar Y1, Y3, Ya, Ys, Yo, Ys, Yio 7
Zamre toplantilan Yo 1
Mifredat Ys 1

Y,: (...) Ya kermes adi altinda bir seyler toplanmaya ¢alisiliyor ya da aidat velilerin bagislariyla bir
seyler toplanmaya calisiliyor. Bir kararsizhk oluyor. Mesela kermes olayinda daha c¢ok bu isin
sorumlulugunu dgretmenler yiikleniyor. Ogretmenlerin gériisii aliniyor béyle bir sey yapilip yapilmamasi
konusunda. O da her zaman tiim 6gretmenler olumlu bakmiyor. Onlari razi etmek de sikinti oluyor.
Bunlari da distniyorsun. Yapalim derken de git gel yasiyorsun. Cok fazla ugrasmaya ragmen ¢ok fazla
getirisi olmayabiliyor. Bir de bunun glinler dncesinden planlamasinin yapilip galisiimasi biraz sikintiya
sokuyor (...).

Yi0: (...) Su yarismaya katilin diyor. Mesela su an A yerine yardim toplamamiz isteniyor. Bu benim isim
olmamali. Bu bir okulun isi olmamali. Okul sadece egitim dgretimle ugrasmali. insanlar siyasi olarak da
algiliyor. Siz simdi bunun bir resmi yazi oldugunu, yukaridan geldigini anlatamiyorsunuz. Bizim islerimiz
bu sekilde yirir. Yukaridan bir yazi gelir siz iyi kotd yapmak zorundasiniz. Orada siyasi gorlise bakilmaz.
Ama insanlar dyle algilamiyor. Once bir ikna etmeniz gerekiyor karsi tarafi. Yarismalar mesela. Belli bir
grubun yarismasi. O da siyasi algilaniyor. Ogretmen diyor ki bu siyasi bir kurulus. Diger taraftan da baski
geliyor siz okul olarak katilacaksiniz diyor. Siz ne yapiyorsunuz isinizi birakip karsi tarafi ikna etmeye
galisiyorsunuz (...).

Ys: (...) Ogretmenler arasinda en ¢ok konusulan konulardan biri TEOG. Not anlaminda bir destegimiz
olmali. Bu ¢ocuk 85’ten bes alacagina 95’ten bes alsin. Biraz bu anlamda telkinde bulunan arkadaslar
vardir. Bunu en ¢ok matematik, fen 6gretmenleri yapar. Onlar daha bilinglidir agik¢asi. Simdi hepimizin
cocugu 6zel okulda okuyor. Arkadaslarin da dyle. Benim ogluma biitlin derslerden yiz vermisler diyor.
Hepsi ylz alabilirken diyor, hepsi de yiizlik degilken neden benim ¢ocugum almasin diyor. TEOG’la ilgili
en ¢ok yasadigimiz ikilem ¢ocuklara 85 yerine 100 verilsin mi yoksa hak ettigi not buydu boyle kalsin mi.
Simdi cocuklar dershane, 6zel okul, 6zel ders gibi ¢ok farkli imkanlara sahip ¢ocuklarla yarisiyor. Burada
cocuk okula zor geliyor. Burada karnini doyurup gelmesi bile bir arti (...).

Ogretmenlerin etik ikilem yasama nedenleri Tablo 4’te 6zetlenmistir. Ogretmenlerin etik ikilem
yasama nedenlerine iliskin tablo incelendiginde davranissal boyutta 6grenci basarisinin
degerlendirilmesinin, diger O6gretmenlere olumsuz davranislarinin bildiriimesinin, 6grenci disiplinin
saglanmasinin, velilerin taleplerinin, 6grencilerin olumsuz davranislarinin velilere bildirilmesinin,
ogrencilerin gizli bilgilerinin paylasilmasinin ve 6grencilerin hazir bulunusluk diizeylerindeki farkliliklarin
ogretmenlerin etik ikilem yasamalarina neden oldugu gortlmektedir. Okul yonetiminin aldigi kararlar,
okula maddi finansman saglama ve okul yonetiminin tutarsiz ve adaletsiz uygulamalari 6gretmenlerin
vapisal boyutta etik ikilemler yasamalarina neden olmaktadir. Bununla birlikte 6gretmenler politik
boyutta Ust yonetimin talepleri ve 6gretmenler arasi gruplasmalardan kaynaklanan etik ikilemler
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yasamaktadir. Sistemsel boyutta ise not ve dersin islenisi bakimindan merkezi sinavlar, icerik ve
yogunluk bakimindan mifredat ve hizmetigi ve lisanslstl egitim bakimindan mesleki gelisim olanaklari
dgretmenlerin etik ikilem yasamasina neden olmaktadir. Ogretmenlerin etik ikilem yasama nedenlerine
yonelik boyut siralamasina gére Og,04,05 veOys'iin gbrisleri asagida verilmistir:

Tablo 4.
Ogretmenlerin Etik ikilem Yasama Nedenleri.
Boyutlar ikilemler Katilimcilar n
Davranigsal Ogrenci basarisinin degerlendirilmesi 0,, 03, O, 0, Og, O, 010 7
Ogretmenlere olumsuz davranislarini bildirme 0,4, 0s, O, 016 4
Ogrenci disiplininin saglanmasi 03, 04, Og, 019 4
Velilerin talepleri 0., Og, Og 3
Ogrencilerin olumsuz davranislarini velilerine bildirme 0., 0, 2
Ogrencilerin gizli bilgilerinin paylasiimasi 010 1
Ogrencilerin hazir bulunusluk diizeyindeki farkliliklar ~ Og 1
Yapisal Okul yénetiminin aldigi kararlar 0, 6,, 05, 04, 04, 05 6
Okula maddi finansman saglama 0,, 6, O, 010 4
Okul yénetiminin tutarsiz uygulamalari 0, 04 2
Okul yonetiminin adaletsiz uygulamalari O, 1
Politik Ust ydnetimin talepleri 0., 010 2
Ogretmenler arasi gruplasmalar 0, 1
Sistemsel  Merkezi sinavlar (not) 0,, 0;, 0,4, 05, Og, O, O, 010 8
Merkezi sinavlar (ders) 0, 0,4, Os, Og, 05, O3, 010 7
Miifredat (icerik) 0,, 0;, Og, 010 4
Miifredat (yogunluk) 0,, 64 2
Mesleki gelisim olanaklari (hizmetici egitim) 0, 04 2
Mesleki gelisim olanaklari (lisansistl egitim) Os 1

Og: (...) Ornek vereyim. Ogrenci ¢ok basarili. Yaziliya giriyor. Yazilidan diisiik aliyor mesela. Ben simdi
onun yazihisini ¢ok diisiik verirsem, ben bunu yasadim, sézllyl ne kadar yliksek verirsem vereyim notu
yeterince yukseltemiyorum. Ben bu sene se¢meli yazililarda yasadim. Se¢gmelide normalde ¢ocuk istekli
olmasi lazim ama bizim okulda sinif olarak segtik. Simdi gocuk istemedigi bir ders segmis se¢meli dersinin
notunun en asagl seksen doksan olmasi lazim mantiken. Yazili sinav yaptim, cocuklar elli altmis. O zaman
ne yaptim, her birinin puanini onar on beser puan yukselttim. Cocuk diyelim ki ¢ok zayif yazilidan on bes
yirmi almis. Okulda kalma olmadigini biliyorum. Simdi ben bu ¢ocugu sube 6gretmenler kuruluna
biraksam hicbir anlami yok. Nasil olsa gegecek. O ylizden ben o yazili notunu sozliilerle kirka kirk bese
falan c¢ekiyorum. Bir yandan da ¢ekmemem gerektigini disliniiyorum. Normalde ¢ocugun bunu hak
etmedigini diisiiniyorum ama zaten kalma olmadig icin, sistem zaten bu sekilde oldugu icin yukariya
cekiyorum (...).

0O,: (...) Okuldaki bazi kurallar kisisel ve bu da benim degerlerimle catisiyor. Mesela bu belirli giin ve
haftalar olayinda mesela bazi seyleri mesela kanser haftasi diye bir sey var. Okul idaresi diyor ki bunu
yapacagiz. Bunu siirle degil de baska bir sekilde bilinglendirme adina yapilmasi gerek. Bunu ben
soyledim. Bunu neden yapiyoruz dedim. Bir tane anne ya da bir tane kardes kiz kardesini kanserden
kaybetmis. Mesela siz orda siir okurken o ¢ocuk orada kotl seyler yasiyor, hissediyor. Kot duygular
yaslyor. Bana gore yanlis. Yani orada bana gore yanlis olan, benim hi¢ inanmadigim bir seyin orada
yapilmasi gerekiyor. O da bana cok ters geliyor. Yani zoraki yapmis oluyorum (...).

Os: (...) Mudiriin oglu sekizinci siniftaydi. Benim 6grencimdi. Hep en geg sinavi ben yaparim. Cinkii
ben okulu erken kapatma taraftari olamam. Cuma giniydi. Onlarin futbol takimindalar ayni zamanda.
Bir grup 6grencim 6dul almaya gidecek. Muduriin oglu da var iginde. Onlar gittiler ben lgiinci saat ben
sinavl yaptim. Onlar girmediler sinavi. Gelince ben onlari alirrm dedim. Erken gelmisler. Cok iyi bir
6grencim var. Mudir onu cagirtyor ve sorulari aliyor. Sonra ¢ocuklardan biri geldi bunu bana séyledi.
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Mudurle baya tartistik. Midir terbiyesizlesti. Dedim ki sali sinav yapacagim farkli sorularla. Baya
benimle ugrasti. Ertesi sene benim esim Erzurum’daydi. Kizim da TEOG’a hazirlaniyordu. Esim olmadigi
icin kizimi ben okula birakacaktim. Tek bir sey istedim 6ncelikle sabahg¢i olmak istedim yapmadi. Birinci
saatlerim bos olursa derse ge¢ kalmam dedim. Bana Oyle bir program yapti ki. Birinci saatler dolu, aralar
bos ve son saatler dolu. Baskinin son noktasini yasadim ben (...).

0O5: (...) Bazi okullarda, 6zel okullarda notlarin sisirildigini diisiinliyorum. Ortak sinavlarin yapilmasinin
daha objektif olacagini disiiniyorum. TEOG’da notun etkili olmasi beni baski altinda birakiyor. Disik
not verdigim zaman kendimi ihanet etmis gibi hissediyorum &yle bir ortam var. Baski var. Ogrencilere
illaki kendi brangim igin séyliyorum beden egitiminden bir ¢cocuk kesinlikle 20 alamaz gibi bir olgu var.
Ve velilerin okula tepki gdstermesine higbir idareci set koymuyor. Yani bunu sanki olagan bir hareketmis

gibi karsiliyorlar. Bu konuda asla yanimizda olmuyorlar {...).

Okul yoneticilerinin ve 6gretmenlerin etik ikilem yasama nedenleri Tablo 5’te bitlncil bir sekilde

sunulmustur.

Tablo 5.

Okul Yéneticileri ve Ogretmenlerin Etik ikilem Yasama Nedenleri

Boyutlar Okul Miidiirii Miidiir Yardimcisi Ogretmen
Davranigsal v Ogretmenlerin talepleri v Kisisel iliskilerin v Ogrenci basarisinin
v Velilerin talepleri surdirilmesi degerlendirilmesi
v Ogrenci disiplininin v’ Velilerin talepleri v Ogretmenlere olumsuz
saglanmasi v Ogretmenlerin talepleri davraniglarini bildirme
v Ogrencilerin talepleri v Ogrenci disiplininin v Ogrenci disiplininin
v" Ogretmenlerin saglanmasi saglanmasi
Ogrencilere karsi kirici v’ Velilerin talepleri
davranislari v Ogrencilerin olumsuz
davranislarini velilerine
bildirme
v Ogrencilerin gizli bilgilerinin
paylasiimasi
v Ogrencilerin hazir bulunusluk
dizeyindeki farkhliklar
Yapisal v" Okula maddifinansman  v' Okula maddifinansman v Okul yénetiminin aldigi
saglama saglama kararlar
v Okul kurallarinin v Okul kurallarinin v Okula maddi finansman
uygulanmasi uygulanmasi saglama
v Okulun fiziksel v' Okul midiri tarafindan v Okul yénetiminin tutarsiz
imkanlarinin iyilestirilmesi alinan kararlar uygulamalari
v" Okul yénetiminin adaletsiz
uygulamalari
Politik v Ust yénetimin talep ve v Ust yénetimin talepleri v Ust yénetimin talepleri
baskilari v" Kamu bilgi edinme v" Ogretmenler arasi
v" Kamu bilgi edinme portallari gruplasmalar
portallari
Sistemsel v" Merkezi sinavlar v" Merkezi sinavlar v" Merkezi sinavlar (not)
v Yardimci yayinlar v' Miifredat v" Merkezi sinavlar (ders)
v’ Yasalar ve resmi yazilar v Ziumre toplantilar v' Miifredat (icerik)
v' Miifredat v' Miifredat (yogunluk)
v" Ogretmenlerin nébet v" Mesleki gelisim olanaklari
gorevleri (hizmetigi egitim)
v" Okul miidirlerinin v" Mesleki gelisim olanaklar
gorevlendirme sistemi (lisansustl egitim)
v" Mesleki gelisim olanaklar
v’ ikili egitim
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Tablo 5’te okul mudirlerinin, midiar yardimcilarinin ve 6gretmenlerin davranissal boyutta 6grenci
disiplinin saglanmasi, yapisal boyutta okula maddi finansman saglama, politik boyutta st yonetimin
talepleri ve sistemsel boyutta merkezi sinavlar ve miifredat konularinda ortak olarak etik ikilemler
yasadiklari gérilmektedir.

Okul Yéneticilerinin ve Ogretmenlerin Etik ikilemlerle Bas Etme Stratejilerine iliskin Bulgular

Okul mdaddrlerinin etik ikilemlerle bas etme stratejileri Tablo 6’da sunulmustur. Tablo 6
incelendiginde sonuca donik olarak okul mudirlerinin genel strateji baglaminda etik ikilemlerin
¢6ziminde en c¢ok tercih ettikleri stratejinin tam ¢6zim oldugu goérilmektedir. Okul midirlerine
yoneltilen senaryolarda ise muduirler davranigsal, politik ve sistemsel boyutlarda en ¢ok tam ¢6ziim
stratejisini izlerken yapisal senaryoda en ¢ok kismen ¢6ziim ve kaginma stratejilerini izlemistir. Okul
midirlerinin yaridan fazlasi siirece donik olarak diyalog ve gorls alma stratejilerini kullandiklarini
belirtmistir. Okul mudirlerine yoéneltilen senaryolarda ise mudirler davranissal, yapisal ve politik
boyutlarda en ¢ok diyalog stratejisini kullanirken sistemsel boyutta en ¢ok tek tarafli karar stratejisini
kullanmustir. Etik ikilemlerin ¢6zimiine dénik okul maddrlerinin gérisleri asagida sunulmustur:

Tablo 6.
Okul Miidiirlerinin Etik ikilemlerle Bas Etme Stratejileri.
Alt Katilima Katilima (Senaryolar)
Kategori kategori (Genel strateji) Davranigsal Yapisal Politik Sistemsel
Sonuca Tam M, M,, My, Mg, My, My, My, My My My, My, My, M,, Ms, Mg,
donuk ¢oziim M, Mg, Mg, Myg My, Mg, M, Ms, Mg, M;, My, Mg, M,
Mio Mg, Mg, My Mio
Kismen Ms, Ms Ms, Mg My, M,, Mg, Mg - -
¢6zim
Kaginma - M M3, My, M, Mg M; My, M3, M,
Siirece Diyalog M1, M3, My, Mg, My, M,, M, M1, M,, Mg, My, M,, Mg, Ms, Mg
donik M,, Mg, Mo My, Mg, Mg, Mo, Mo M, Mg, My
Mo, Myo
Goriis My, My, M3, My, M, M, M -
alma Ms, Mo
Tek tarafli Ms, Ms, M, M, M;, Mg M, Ms, Myg M, Mg, M5,
karar Mo

M,: (...) Otelemek, duymazliktan, gérmezlikten gelmek care degil. Okul mudiri olarak ¢dziim
merciiyiz. Bu tlr sorunlarla karsilasan meslektaslarimizla yani diger okul muddrleri ile istisare ederiz. Ya
benim sdyle bir sorunum var nasil ¢dzeriz diye istisare edebiliriz. Ya da ilge Milli Egitim Mudarliigi'ne,
oradaki sube miidirlerimize de sorabiliriz. Fikirlerini alabiliriz. Gerekirse inisiyatif alarak, risk alarak
¢Ozerim (...).

Mio: (...) Kesinlikle ertelemem. (...) Etik ikilemin Gzerinde kesinlikle durulmasi lazim. Bir karar
verilecekse bu benim vicdanimi rahatlatmamali. Egitim 6gretimde de vicdan artik sonuca zarar veriyor.
Bu yanlis bir sey. Ogretmen sinava geg geldiginde, almadigimda &gretmen belki 100 lira kaybedecek ama
bu benim vicdanimi rahatsiz etmemeli (...).

Mdidir yardimcilarinin etik ikilemlerle bas etme stratejileri Tablo 7’de sunulmustur. Mudir
yardimcilarinin etik ikilemlerle bas etme stratejilerine iliskin tablo incelendiginde sonuca doniik olarak
midir yardimcilarinin genel strateji baglaminda en ¢ok kismen ¢6ziim stratejisini tercih ettikleri
gorulmektedir. Mudir yardimcilarina yoneltilen senaryolarda ise davranissal, politik ve sistemsel
boyutlarda en ¢ok kullanilan stratejinin tam ¢6ziim oldugu goriilirken yapisal boyutta en ¢ok kismen
¢O6zUm stratejisi kullanilmistir. Strece donik olarak genel strateji baglaminda mudir yardimcilarinin
tamami goris aldiklarini belirtmistir. Bununla birlikte midir yardimcilarinin tamamina yakini diyalog
stratejisini kullandiklarini ifade etmistir. Senaryolarda ise midir yardimcilari alt boyutlarin tiiminde en
cok diyalog stratejisini kullanmistir.

623



Onur ERDOGAN, Ferudun SEZGIN — Pegem Egitim ve Ogretim Dergisi, 10(2), 2020, 593-634

Tablo 7.
Miidiir Yardimcilarinin Etik ikilemlerle Bas Etme Stratejileri.
Alt Katilimai Katilima (Senaryolar)
Kategori kategori (Genel strateji) Davranigsal Yapisal Politik Sistemsel
Sonuca Tam Yy, Y3, Y6, Yy Yy, Y, Y3, Yy, Yo, Yo, Y7, Yo Yo, Yo, Yo, Yo Y, Y4, Yg, Yoo
doniik ¢6zUm Ys, Yo, Y7, Ys, Yo
Kismen Y,, Ya, Ys, Ys, Yo, Yao Yi0 Yy, Y3, Yo Yo, Yo Yo, Ys, Yio Ys, Yy, Yo
¢6zim
Kaginma - - Ys Ys Y, Y3, Ye
Sirece Diyalog Y,, Ys, Yg Y10 - Y, -
doniik Goris Y, Y5, Y3, Ya, Y5, Yy, Y1, Y, Y3, Yy, Y, Y5, Y3, Ya, Y1, Y5, Y3, Ys, Yy, Yy Vs, Y5,
alma Ys, Yo Ys, Y7, Yo, Y10 Ys, Y7, Yg, Yo, Ys, Yio Ys, Y10
YlO
Tek tarafli Yy, Yy, Y3, Yo, Ys, Yo, Ya Y3, Ys, Yy, Yo, Ya, Yg, Yo Y, Ys, Yo Ys, Yo, Vg
karar Y5, Ys, Yo, Y10 Yg, Yo, Y10

Etik ikilemlerin ¢oziiminde kullanilan stratejilere doniik olarak mudir yardimcilarinin gérisleri
asagida verilmistir:

Ys: (...) Bizde olumlu olan sey su. Eski okulumda midir hicbir sey yapmiyor derdim. Tamamen ilge
milli egitimi arayip sorardi, Gstlinden atardi. Ama burada tamamen ¢6zmeye odakli gidiyoruz. Burada her
sey ¢Oziime yonelik. Ikilemi tam ¢dzmek ve istisare etmek c¢ok &nemli bence. Siz de fikrinizi
sdyleyeceksiniz ben de sdyleyecegim. Son bir kisinin karar vermesi gereken durumlar oluyor. Burada da
okul midiri son noktayl koyuyor. Karsi taraf da hakh ya da haksiz olabilir ama s6ziini soyledigi igin
kuruma karsi motivasyonunu kaybetmiyor. Deger gordiginu hissettirmek 6nemli bir sey (...).

Y10 (...) Mesela bir sorunla karsilastigimizda licimiz bir araya gelip bunu nasil ¢dzelim, ne diyelim,
ortak bir karar alip bunun 6gretmene ya da veliye de boyle oldugunu séyleyelim. Ya da nasil ¢6ziim
bulalim, nereden baslayalim. Bir problem var problemin ¢6zimi su, bunu nasil séyleyebiliriz karsiya.
Oturup bir karar aliyoruz ve ben diyorum ki séyle yapalim 6birl diyor ki béyle yapalim. Ortak bir sey
bulup 6yle karar aliyoruz. Sistemi de sucladigimiz ¢ok oluyor. Konu ¢ok onemliyse tabi ki ¢oziime
ulastirmaliyiz, strekli karsimiza cikacak bir seyse eger. Siurekli 6niliniize gelen bir sey ben bunu
gecistireyim diyemiyorsunuz ¢linkii seneye tekrar karsiniza gikacak. Ama ¢ok 6nemli bir sey degil de o
anlik atlanabilecek bir seyse atlayabiliyoruz. Arkadaslarimdan da goris aldigim oluyor. Sen sunu ne
yaptin, bunu ne yaptin gibi. Dogrudan karar verdigim ¢ok olmuyor (...).

Ogretmenlerin etik ikilemlerle bas etme stratejilerine yénelik bulgular Tablo 8’de sunulmustur.

Tablo 8.
Ogretmenlerin Etik ikilemlerle Bas Etme Stratejileri.
Alt Katihmai Katilimai (Senaryolar)
Kategori kategori (Genel strateji) Davranigsal Yapisal Politik Sistemsel
Sonuca Tam 0,, 0,4, Os, O, O, 0,, 6, 0,,0;,05,0, 04,0, 05 04,0, 0,0,
doniik ¢6ziim 0, 0,, 0s, 05, 04 (o)
Kismen 05, Og, 04, 049 0,,0,, 05,0 0,, O, O, O, 0, Oq 0, O3
¢6ziim 010
Kaginma 0, 03, O, 0o, 04 - Oy 0,, 05, O
Siirece Diyalog - 0,, 0 - - -
donuk Gorus 0,, 0,, 04, 05,6, 0,,0,, 04,05, 0;, O, O, Os, 0,, G4 0,
alma 0Og, O, 010 0, 0, Oy
Tek tarafi  0O,, O,, 04, O, O,, 0,, G4 0,, O3, O 0s, O3, O 0,, 03, O
karar 0Os, 0o, 010

624



Onur ERDOGAN, Ferudun SEZGIN — Pegem Egitim ve Ogretim Dergisi, 10(2), 2020, 593-634

Tablo 8 incelendiginde oOgretmenlerin etik ikilemlerin ¢6zimiine doniik olarak genel strateji
baglaminda genellikle tam ¢6ziim ve kismen ¢6ziim stratejilerini tercih ettikleri gdriilmektedir. Bununla
birlikte Ogretmenlere yoneltilen gercek yasam senaryolarinda &gretmenler politik ve sistemsel
ikilemlerde ikilemleri tam olarak ¢6zerken yapisal boyutta yari yariya tam ve kismen ¢ozmdislerdir.
Davranissal boyutta ise 6gretmenler kismen ¢6zim ve kaginma stratejilerini kullandiklarini belirtmistir.
Sirece donik stratejilerde 6gretmenlerin neredeyse tamami diyalog ve goéris alma stratejilerini
kullandiklarini ifade etmistir. Gergek yasam senaryolarinda ise davranissal ve yapisal boyutta
ogretmenler daha ¢ok diyalog stratejisini kullanirken politik boyutta en ¢ok tek tarafli karar ve sistemsel
boyutta goris alma stratejilerini kullanmiglardir. Etik ikilemlerin ¢éziimiinde kullanilan stratejilere donik
olarak 6gretmenlerin gorisleri asagida sunulmustur:

0,: (...) Turkiye’de biliyorsunuz silsile denilen ¢ok sagma sapan bence, gegirgenligi olmayan bir sistem
birokrasinin ana unsurlarindan birisi. Sanirim en ¢ok yaptigimiz sey kaginmak. Bu kaginmanin ana nedeni
de ulkenin yasadigi olaganisti seyler. Adalete glivensizlik hissi var ve biliyorsun ki seni 6lgerken bu insan
isini cok iyi yapiyor, mesleginde cok iyi, ilgiliye gore 6lgmeyecekler. Bu adam bizimle ¢atisma yasiyor,
kendi etik degerlerinde israrci oluyor, o zaman biz bunu bir an 6nce enterne edelim diyecekler. Bunu
bildigimiz i¢in daha ¢ok kaginma davranisi var (...).

0O,: (...) Kenara koyayim olayi yok. Kendim ¢ézmeye calisiyorum. Cézemedigim zaman gerekiyorsa
konusuyorum, veliden yardim aliyorum, yéneticilerden yardim aliyorum. Hepsini agamali yapiyorum ama
oncesinde kendim ¢dzmeye calisiyorum. Devamsiz olan 6grencilerde ¢6zim benim elimde degil. Ama
okul idaresi benden istiyor. Sen bunu yazili yapacaksin diyor. Cocuk devamsiz, li¢ ay hi¢ okula gelmemis
ama sen bunu yazili yap. O zaman ne yaplyorum evet bana gére yanlis ama ¢ocugu yazili yapip olayi
kapatiyorum (...).

Tartisma, Sonug ve Oneriler

Arastirma sonuglari okul yoneticilerinin ve 6gretmenlerin davranissal, yapisal, politik ve sistemsel
boyutlarda etik ikilemler yasadiklarini ortaya koymustur. Okul muduirleri davranissal boyutta 6nem
sirasina gore Ogretmenlerin talepleri, velilerin talepleri, 6grenci disiplinin saglanmasi, 6grencilerin
talepleri ve 6gretmenlerin 6grencilere karsi kirici davranislarindan kaynaklanan etik ikilemler yasarken
midir yardimcilari kisisel iliskilerin strdarilmesi, velilerin talepleri, 6gretmenlerin talepleri ve 6grenci
disiplinin saglanmasindan kaynaklanan etik ikilemler yasamaktadir. Okul yoneticilerinin yasadiklari etik
ikilemlere iliskin literatir incelendiginde Howe ve Miramontes (1992) okullarda mesleki iliskilerin,
0grenci refahi ve mahremiyeti ile ilgili konularin ve velilerle ilgili konularin i¢ ¢atismalara dolayisiyla da
davranigsal etik ikilemlere neden olduguna isaret etmektedir. Ehrich ve digerleri (2012) durist olmayan
akademik davraniglar ve 6grencilere yonelik uygunsuz davraniglarin davranissal boyutta etik ikilemleri
aciga cikarabildigine isaret etmektedir. Catacutan ve de Guzman (2016) ise egitim yoneticilerinin
yasadiklari etik ikilemlerin davranissal boyutta akademik veya disiplin sorunlari nedeniyle 6grencilerin
ihra¢ edilmesi, disik performans gosteren 6gretim elemanlarinin isten uzaklastiriimasi, kural ihlali
yapan Ogretim elemanlarinin disipline edilmesi konularinda yaptirnm uygularken acgiga ¢iktigini
belirtmektedir. Kirby ve digerlerine (1992) gére okul mudurleri davranigsal boyutta 6gretmen-6grenci
catismalarindan, okul kurallarina aykiri davranis sergileyen 6grencilere doniik disiplin eylemlerinden ve
veli gruplari arasindaki olumsuz iliskilerden kaynaklanan etik ikilemler yasayabilmektedir. S6z konusu bu
arastirmada da okul yoneticilerinin ilgili literatlrle benzer etik ikilemler yasadiklari yorumu yapilabilir.

Ogretmelerin yasadiklari etik ikilemlere iliskin literatiirde &gretmenlerin &grencilerin sirlarinin
saklanmasi, diger 6gretmenlerin 6grencilere karsi olumsuz davranislari, velilerin inanglari, ayrimci
o6gretmen davranislari, 6grencilere karsi merhamet ile tutarllik arasindaki ¢atismalar, okul ¢calisanlarinin
sipheli davranislari, 6grencilerin olumsuz davranislarinin velilere iletilmesi ve diger 6gretmelerin
yetersizlikleri veya ihmalleri karsisinda etik ikilemler yasadiklari belirtilmektedir (Campbell, 2000; Helton
& Ray, 2006; Husu, 2001; Pope et al., 2009; Shapira-Lishchinsky, 2011). Bu arastirmanin sonuglari
literatlrle paralel sekilde 6gretmenlerin 6gretmenlere olumsuz davranislarini bildirme, 6grencilerin
olumsuz davranislarini velilere bildirme, 6grenci disiplinin saglanmasi, 6grencilerin gizli kalmasi gereken
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bilgilerinin paylasilmasi konularinda etik ikilem yasadiklarini ortaya koymaktadir. Literatiirden farkli
sekilde bu arastirmanin sonuglari 6gretmenlerin 6grenci basarisinin degerlendirilmesi, velilerin talepleri
ve 6grencilerin hazirbulunusluk diizeyleri arasindaki farklilar karsisinda etik ikilemler yasadiklarina isaret
etmektedir. Ogretmenlerin 6grenci basarisinin degerlendirilmesi ve veli talepleri karsisinda yasadiklari
etik ikilemlerin temel nedeninin ortaokuldan liseye gegiste uygulanan merkezi degerlendirme sistemi
oldugu ileri siiriilebilir. Ogretmenler gériismelerde merkezi sinavlarda 6grencilerin aldiklari notlarin etkili
olmasi sebebiyle 6grenci basarisini degerlendirmede etik ikilem yasadiklarini ifade etmistir. Ayni sekilde
ogretmenler merkezi sinavlarda okul notlarinin etkili olmasi sebebiyle velilerin ¢ocuklari igin hak
etmedikleri notlar talep edebildiklerini ve bu durumun etik ikilem yasamalarina neden oldugunu ifade
etmistir. Ulkeler arasindaki egitim sistemlerinde ortaokuldan liseye gecis sistemlerindeki farkliligin
O0gretmenlerin yasadiklari s6z konusu etik ikilemlerde farkhliga neden oldugu yorumu vyapilabilir.
Hazirbulunusluga iliskin olarak PISA 2015 sonuglari Tirkiye’de egitim esitligi dizeyinin OECD
ortalamasinin altinda olduguna isaret etmektedir. Yine ayni sonuglar Tirkiye’deki 6grencilerin basari
yoniinden heterojen bir yapi gosterdigine isaret etmektedir (OECD, 2016). Bu baglamda Tirkiye’de ayni
siniftaki 6grencilerin basari yoniinden heterojen bir yapi gosterebilecegi ve bunun da 6gretmenlerin
dersin zorluk diizeyini ayarlamak konusunda etik ikilem yasamalarina neden olabilecegi séylenebilir.

Yapisal boyutta okul mudiirlerinin okula maddi finansman saglama, okul kurallarinin uygulanmasi ve
okulun fiziksel imkanlarinin iyilestiriimesi konusunda etik ikilem vyasadiklari gorilirken madir
yardimcilarinin maddrlerle benzer sekilde okula maddi finansman saglama ve okul kurallarinin
uygulanmasi konusunda etik ikilem yasadiklar gorilmektedir. Madir yardimcilart madirlerden farkli
olarak okul mudurinin aldiklari kararlar karsisinda da etik ikilem yasayabilmektedir. Okul y6neticilerinin
yapisal boyutta yasadiklari etik ikilemlere iliskin alanyazin incelendiginde okul yoneticilerinin grup
kararlarinin uygulanmasi, okul alaninin kontrolli, zamanin verimli kullaniimasi ve kaynaklarin etkin
kullanimi konularinda etik ikilem yasadiklari belirtiimektedir (Catacutan & de Guzman, 2016; Crowson,
1989; Ehrich et al., 2012; Tekel & Karadag, 2017). Ehrich ve digerlerine (2012) gore yapisal boyutta 6rgiit
kurallari baglaminda yoneticilerin etik ikilemleri denetginin direktifleri ve orgiitiin kural ve politikalari
arasindaki ¢atismalardan ortaya ¢ikmaktadir. S6z konusu bu etik ikilemler sonucunda yoneticilerin kaygi
ve gerilim hissettikleri de belirtiimektedir. Catacutan ve de Guzman (2016) ise yoneticilerin yapisal
boyutta 6zellikle uygun bulmadiklari bir grup kararini uygularken ikilem yasadiklarini ifade etmektedir.
Crowson (1989) orgiitlin yapisal sireclerinde orglitsel kural veya direktiflerin etik ikilemlere neden
olabildigini belirtmektedir. Buna goére okul midirleri mesleki veya orgiitsel normlar agisindan kabul
edilebilir ancak uygulanmasi veya olasi sonuglarinin sorunlu oldugu dusiinilen karar durumlarinda daha
fazla etik degerlendirme yapmaktadir. Uygulandigi takdirde orgilitte endiselere sebep olabilecek 6rgiitsel
kural veya direktiflerde okul mudirleri etik se¢cim yapmak durumunda kalmaktadirlar. Tekel ve Karadag
(2017) okul yoneticilerinin okul kurallari baglaminda hangi 6gretmene nasil bir ortam yaratmasi
gerektigi, 6gretmenlere bos glin verme ve ek ders kesintisi yapma konularinda etik ikilem yasadiklarini
belirtmektedir. S6z konusu bu arastirmanin bulgulari yapisal boyutta yasanan okulun finansmanindan
kaynaklanan etik ikilemler noktasinda uluslar arasi literatlirden farklilasmaktadir. Ortaokullar Gzerinde
gerceklestirilen bu calismada okul mddirleri MEB tarafindan okullara yeterli maddi 6denegin
verilmedigini ve bunun yani sira maddi finansman saglamalarina donik olarak velilerden aidat talep
etmelerinin de yasalarla yasaklandigini belirtmistir. Eyaletler arasi farkhliklar bulunmakla birlikte
Amerika Birlesik Devletlerinde 2019-2020 egitim 6gretim yili icin Seattle eyaletinde bulunan 1045
6grencinin 6grenim gordugu bir kamu ortaokulunun yillik bltgesi yaklasik 9.3 milyon dolardir (Seattle
Public Schools, 2019). Baska bir ifade ile 2020 Ocak ayi kuruna gore yaklasik 56 milyon TL'dir. Bu
calismada gorisme yapilan bazi katilimcilar okullarina 6denek génderilmedigini bazilari ise 5000 TL
odenek gonderildigini belirtmistir. Bu baglamda okullarin finansmani bakimindan okul yéneticilerinin
yasadiklari etik ikilemler literatiirden ayrismaktadir. Literatiire gore okul yoneticileri halihazirda
kaynaklari bulundugu icin kaynaklarin etkin kullanimi konusunda etik ikilem yasarken Tirkiye 6zelinde
okul vyoneticileri okula kaynak yaratma konusunda etik ikilem yasamaktadir. Okullarin fiziksel
imkanlarinin iyilestirilmesi de bu baglamda ele alinabilir. Buradan hareketle uluslararasi literatiirde
kaynaklarin etkin kullanimi bir etik ikilem nedeni olurken Tirk milli egitim sisteminde okula kaynak
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yaratmak bir etik ikilem nedeni olmaktadir. S6z konusu bu ¢alismanin sonuglarinda ortaya ¢ikan okul
kurallarinin uygulanmasinda yasanan etik ikilemler Tekel ve Karadag'in (2017) arastirma sonuglariyla
paralellik gbstermektedir.

Arastirmanin sonuglari 6gretmenlerin okul yénetiminin aldig kararlar, okul yénetiminin tutarsiz ve
adaletsiz uygulamalari ile okul yoneticileriyle paralel sekilde okula maddi finansman saglama konularinda
etik ikilem yasadiklarini ortaya koymustur. Ogretmenlerin yapisal boyutta yasadiklari etik ikilemlere
iliskin literatlr incelendiginde 6gretmenlerin kisisel ihtiyaclari ile gatisan okul kurallari, okul standartlari,
odullendirmeler, kisisel veya mesleki etikle ¢atisan yonetimsel kararlar, érgitsel adalet, tutarsiz politika
uygulamalari, orgitsel denge, yetersiz kanitlarla yapilan islemler ve o6rgit kiltiriyle uyusmazlik
konularinda etik ikilemler yasadiklari belirtiimektedir (Dowd, 2012; Husu, 2001; Pope et al., 2009;
Shapira-Lishchinsky, 2011; Walker & Dimmock, 2000). Walker ve Dimmock (2000) 6gretmenlerin
degerleri ile okulun kultirel degerleri ve yapisal dizenlemeler catistiginda 6gretmenlerin etik ikilem
yasadiklarini belirtilmektedir. Okullardaki adaletsiz karar ve uygulamalar, tutarsiz politikalar, dengesizlik
ve yetersiz kanitlara dayali karar ve uygulamalar da 6gretmenleri etik ikilemde birakabilmektedir (Dowd,
2012). Shapira-Lishchinsky (2011) 6gretmenlerin yapisal boyutta kisisel ihtiyaclari ile okul kurallarina
uyulmasi arasindaki ¢atismalarda, ¢abaya uygun odiller verilmesi ve okulda karar verme ile ilgili agik
kriterleri temsil eden okul standartlari konularinda ikilemler yasayabildiklerini belirtmektedir. Bununla
birlikte okula maddi finansman yaratma konusundaki etik ikilemler okul yoneticilerinde oldugu gibi
literattirden farkhlasmaktadir. Bunun nedeni olarak okul yoneticilerinin okula maddi finansman saglamak
icin 6gretmenlerden okul aidati toplamalarini ve kermes dizenlemelerini talep etmeleri gosterilebilir.
Ogretmenler boyle talepler karsisinda yasalarla mesleki etik anlayislari ve degerleri arasinda i¢ catisma
yasamakta ve etik ikilemde kalmaktadirlar.

Bu calismanin sonuglari st yonetimin talepleri ve kamu bilgi edinme portallarinin hem okul
midirlerinin hem de miidir yardimcilarinin politik boyutta etik ikilem yasamasina neden oldugunu
ortaya koymustur. Okul yoneticilerinin politik boyutta yasadiklari etik ikilemlere iliskin literatir
incelendiginde okul yéneticilerinin Uist diizey yoneticilerin kararlara tesir etmeye ¢alismalari ve Ust diizey
yoneticilerin veya vyakinlarin ayricalik istekleri karsisinda etik ikilem yasadiklari belirtilmektedir.
Catacutan ve de Guzman’in (2016) fakilte dekanlari Gizerinde gerceklestirdikleri arastirmanin sonuglari
dekanlarin politik boyutta takdir gliclerini kullanirken {iniversitenin Ust dlizey yetkililerinin kararlara tesir
etmeye calistiklari durumlarda ikilem yasadiklarina isaret etmektedir. S6z konusu bu ¢alismada da okul
mudurleri st yonetimden gelen bazi isteklerin degerleriyle ¢atisabildigini ve bazi lst diizey yoneticilerin
okuldaki slireglere miidahale girisimlerinin olabildigini ifade etmistir. Midir yardimcilari ise adres kayit
bolgesinde ikamet etmemesine karsin bazi 6grencilerin kaydinin okula alinmasi igin list yoneticilerden
taleplerin gelebildigini belirtmistir. Bununla birlikte madir yardimcilari bazi yarismalara katilmalari ve
yardim kampanyalarina katilmalari icin st yonetimin talepte bulundugunu ve bu durumun etik ilkem
yasamalarina neden olabildigini ifade etmistir. Buradan hareketle s6z konusu bu calismanin (st
yonetimin talepleri karsisinda yasanan etik ikilemeler noktasinda literatirle tutarli oldugu soylenebilir.
Bu calismanin kamu bilgi edinme portallarinin neden oldugu etik ikilemler konusundaki sonuglari
literatiirden ayrismaktadir. Tiirkiye’de CIMER, BIMER ve MEBIM kamu bilgi edinme portallari
bulunmaktadir. Okul yoneticileri bilgi edinme portallarinin amaci disinda kullanilarak bir sikayet hatti gibi
kullanildigini ve ilge milli egitim mudurliklerinin sikayetlerin dogrulugunu arastirmadan isleme aldigini
belirtmistir. Buradan hareketle kamu bilgi edinme portallarinin politik birer baski araci olarak kullanildigi
yorumu yapilabilir.

Arastirma sonuglari 6gretmenlerin politik boyutta st yonetimin talepleri ve 6gretmenleri arasindaki
gruplasmalar karsisinda politik etik ikilemler yasadiklarini gdstermistir. Ogretmenlerin politik boyutta
yasadiklari etik ikilemlere donik literatiir incelendiginde 6gretmenlerin etik disi uygulama konusundaki
yonetimsel baskilar, iltimas konusundaki baskilar, ¢cikar catismalari, gergeklerin yanhs beyani, 6grencilere
davranislar konusunda yonetimsel baskilar ve ders iceri konusunda velilerden gelen baskilar konusunda
etik ikilemler yasadiklarina isaret edilmektedir (Campbell, 2000; Dowd, 2012; Helton & Ray, 2009).
Campbell (2000) o6gretmenlerin politik boyutta meslektaslarindan 6grencilerin sinav notlarini
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degistirmesi konusunda baski gérdiigliinde, 6grenci raporlari konusunda yonetimden baski gordigiinde,
Ogrencilerin basarisizliklarini  diger 06grencilerin 6nilinde bildirmesi konusunda yénetimden baski
gordiigiinde, okul yonetiminin bir girisimine karsi ¢iktigi halde velilerin 6niinde bunu desteklemek
zorunda kaldiginda ve ders igerigini degerli bulurken bu konuda velilerden sikayet aldigi durumlarda etik
ikilem yasadiklarina isaret etmektedir. Dowd (2012) ise Ogretmenlerin yasadiklari etik ikilemlerin
bazilarinin orgit ici veya disi baskilar ve glic micadeleleri gibi politik konulardan kaynaklandigini ve
ogretmenlerin en ¢ok yoneticilerin iltimas talepleri konusunda ikilem yasadiklarina isaret etmektedir.
Ogretmenlerin cikar catismalari ve gerceklerin yanlis beyani konularinda da politik etik ikilemler
yasayabildiklerini belirtmektedir. Bu ¢alismada literatiirle uyumlu sekilde 6gretmenler Ust yoneticilerin
kendi cocuklari veya baska 0Ogrenciler icin 6gretmenlerden not talebinde bulunabildiklerini ve bu
durumun etik ikilem yasamalarina neden oldugunu ifade etmistir. Bununla birlikte 6gretmenler okulda
o6gretmenler arasinda olusturulan gikar gruplarinin okuldaki birlikteligi ve diizeni olumsuz etkiledigini
belirtmistir.

Bu arastirmanin sonuglari sistemsel boyutta merkezi sinavlarin, yardimci yayinlarin, yasalar ve resmi
yazilarin, miufredatin, 0©gretmenlerin nobet gorevlerinin, okul mudirlerinin gorevlendiriime
sistemlerinin, mesleki gelisim olanaklarinin ve ikili egitimin okul mudirlerinin etik ikilem yasamasina
neden olduguna isaret etmektedir. Bununla birlikte midirlerle benzer sekilde merkezi sinavlarin ve
mufredatin, mudirlerden farkli olarak ziimre toplantilarinin mudir yardimcilarinin  etik ikilem
yasamasina neden oldugunu ortaya koymaktadir. Okul yoneticilerinin sistemsel boyutta yasadiklari etik
ikilemlere iliskin literatir incelendiginde birokratik denetimi sorgulamanin, standartlasmanin,
hiyerarsinin, yasalarin ve hesapverebilirligin okul yoneticilerinin etik ikilem yasamasina neden oldugu
belirtiimektedir (Catacutan & de Guzman, 2016; Marshall, 1992, Middlewood & Cardano, 2001; Rosano
et al., 2005). Marshall (1992) yoneticilerin burokratik denetimi sorgulamaktan, hiyerarsik otoriteden,
uzmanlasmadan ve standartlasmadan kaynakl etik ikilemler yasayabildiklerini belirtmektedir. S6z
konusu bu arastirmanin sonuglarina gore etik ikilem yaratan durumlardan biri olan mifredat
standartlasma baglaminda ele alinabilir. Tirk milli egitim sisteminde mifredat ve buna uygun ders
kitaplari MEB tarafindan hazirlanmakta veya hazirlatiilmakta ve okullara dagitilmaktadir. Okullar s6z
konusu bu mifredata gore standart bir 6gretim sireci izlemektedir. Bu baglamda bu arastirmanin
mifredat baglamindaki sonuclarinin literatiirle tutarli oldugu sdylenebilir. Catacutan ve de Guzman
(2016) sistemin sundugu yasalar ile ahlaki anlayisin catistigi durumlarda yoneticilerin etik ikilem
yasadigina isaret etmektedir. S6z konusu bu g¢alismanin sonuglari da yoneticilerin etik ikilem yasamasina
neden olabilen durumlardan birinin yasalar olduguna isaret etmektedir. Okul miidirleri bazi yasalarin ve
resmi yazilarin degerleriyle ¢atisabildigini belirtmistir.

Okullarda yoneticiler tarafindan yasanan baslica sistemsel etik ikilemlerden birinin ise
hesapverebilirlik baglaminda yasandigi belirtilmektedir. Yasal, biirokratik ve mesleki hesapverebilirligin
vani sira hesapverebilirlik baglaminda okullarin basarilarinin  degerlendiriimesinde kullanilan
standartlastiriimis sinavlarin etik ikilemlere neden oldugu belirtilmektedir. Okullarin ve dolayisiyla
yoneticilerin basarilarinin degerlendirilmesinde standartlastirilmis sinav sonuglarinin kullanilmasinin
suglayicihk yaratan bir yapi olarak gorilebilecegi ve bunun etik ikilemlere temel teskil eden deger
catismalarina neden olabilecegi ifade edilmektedir. Bununla birlikte basarinin degerlendiriimesinde
sadece test sonuglarina odaklanilmasi yoneticileri test sonuglarinda basariya goétiirecek durumlarla
degerlere veya ahlaki anlayisa uygun durumlar catistiginda etik ikilemlere siriikleyebilmektedir
(Middlewood & Cardano, 2001; Rosano et al., 2005). Bu arastirmanin sonuglari da paralel sekilde okul
yoneticilerinin sistemsel boyutta en ¢ok merkezi sinavlarla ilgili etik ikilem yasadiklarina isaret
etmektedir. Bu ¢alismada okul midirleri derslerde 6grencileri merkezi sinavlara hazirlamakla ¢ocuklari
miifredat dahilinde merkezi sinavlar disindaki konularda da gelistirmeye donik galismalara zaman
ayirmak konusunda etik ikilem yasadiklarini belirtmislerdir. Bununla birlikte okul mudirleri merkezi
sinavlarda basari gésteren okul middrleri igin herhangi bir 6dillendirmenin bulunmadigini buna karsin
merkezi sinavlardaki basarisizliklar karsisinda ¢esitli yaptirrmlar bulundugunu belirtmistir. Okul maddrleri
o6grencileri merkezi sinavlara hazirlama sirecinde deneme sinavi yapmalari gerektigini ancak bunun
yasak oldugunu ve bu durumun kendilerinde ikileme neden oldugunu ifade etmistir. Ayrica okul
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middirleri merkezi sinavlarin 6gretmenlere derslerin  dagitiimasi ve Ogretmenlerin  6grencileri
degerlendirme siireglerinde de etik ikilemlere neden oldugunu belirtmistir. Benzer sekilde mudir
yardimcilari da merkezi sinavlarin 6grencilere verilen notlar, firsat esitsizligi ve sekizinci siniflarin dersine
girecek o6gretmenlerin belirlenmesi olmak Uzere li¢ yolla etik ikilemlere neden olabildigine isaret
etmistir. Bu baglamda okul yodneticilerinin merkezi sinavlar konusunda yasadiklari etik ikilemlerin
literatdrle tutarh oldugu soylenebilir.

Sonuglar merkezi sinavlarin, mifredatin ve mesleki gelisim olanaklarinin 6gretmenlerin sistemsel
diizeyde etik ikilem yasamasina neden olduguna isaret etmistir. Yoneticilerden farkl olarak
O0gretmenlerde s6z konusu bu faktérler birden gok yoniyle 6gretmenleri etik ikilemde birakabilmektedir.
Merkezi sinavlar Ogretmenleri 6grencilere verilen notlar ve dersin islenisi yoniyle etik ikilemde
birakirken mufredat icerik ve yogunluk yoniiyle 6gretmenleri ikileme birakabilmektedir. Bununla birlikte
ogretmenler mesleki gelisim olanaklarinin hem hizmetici egitim yoni hem de lisanslistli egitim yonu
karsisinda etik ikilem yasayabilmektedir. Ogretmenlerin sistemsel diizeyde yasadiklari etik ikilemlere
iliskin literatir incelendiginde standartlastiriimis sinavlarin, yasalarin, politikalarin ve firsat esitliginin
o6gretmenlerin etik ikilem yasamasina neden olduguna isaret edilmektedir (Helton & Ray, 2006; Husu,
2001; Middlewood & Cardano, 2001). Middlewood ve Cardano (2001) 6gretmenlerin yasadiklari etik
ikilemlerin merkezi otorite tarafindan belirlenen politika ve yasalardan kaynaklanabildigini
belirtmektedir. Bununla birlikte sistemsel dizeyde yasanan etik ikilemlerde ©nemli bir pay
standartlastirilmis sinavlarin olusturduguna ve okullarda yoneticiler ve 6gretmenlerin basarilarinin
standartlastirilmis sinav sonuglarina gére belirlenmesinin sistemsel dizeyde etik ikilemlerin ortaya
cikmasina neden olduguna isaret etmektedir. S6z konusu bu ¢alismada da 6gretmenler mevcut sistemde
okul not ortalamasinin 6grenci agisindan énemli oldugunu ve 6zel 6gretim kurumlarinda 6grencilere hak
ettiklerinden daha yiiksek notlar verilebildigini iddia etmektedir. Ogretmenler bu durumun devlet
okullarinda 6grenim hayatina devam eden 6grenciler agisindan adaletsiz bir durum olusturduguna isaret
etmektedir. Bu baglamda 6gretmenler not agisindan adaleti saglamak istediklerini ancak bunun yanlis
oldugunu bildiklerini ve etik ikilem yasadiklarini belirtmistir. Buna ek olarak 6gretmenler 6zel 6gretim
kurumlarinda 8grenim hayatlarina devam eden &grencilerin yogun bir ingilizce egitimi aldiklarini bu
durumun da yine devlet okullari aleyhine bir adaletsizlik olusturdugunu ifade etmistir. Husu (2001) da
bezer sekilde firsat esitsizliginin 6gretmenleri etik ikilemde birakabildigine isaret etmektedir. S6z konusu
arastirmalardan yola cikarak 6gretmenlerin merkezi sinavlar ve buna bagl olarak firsat esitsizligi
konularinda yasadiklari etik ikilemlerin literatiirle uyumlu oldugu soylenebilir.

Ogretmenlerin sistemsel boyutta yasadiklari etik ikilemlere dénik literatiir incelendiginde bu
¢alismanin sonuglarindan farkl olarak geg¢mis arastirmalarda mifredatin bir etik ikilem nedeni olarak
ortaya ¢ikmadigi gorilmektedir. Bunun nedenin s6z konusu arastirmalarin yapildigi tlkelerde ulusal bir
mifredatin bulunmamasi buna karsin Turkiye’de ulusal bir mifredatin bulunmasi oldugu soylenebilir.
Yukarida bahsi gegen arastirmalar ABD ve Finlandiya’da gerceklestirilmistir. ABD’de ulusal veya eyalet
diizeyinde bir mifredat bulunmamaktadir (U.S. Department of Education, 2008). Benzer sekilde
Finlandiya’da da ulusal bir mifredat bulunmamaktadir. Finlandiya Ulusal Egitim Ajansi (Finnish National
Agency for Education) mifredatin hazirlanmasi igin temel bilesenleri belirlemektedir. Bu temel bilesenler
hedefleri, 6grenci degerlendirme ilkelerini, 6zel 6grenime ihtiya¢ duyan 6grencilerin egitimini, 6grenci
refahini ve egitim rehberligi hizmetlerini icermektedir. Okullar bu temel c¢ergceve baglaminda
mifredatlarini kendileri belirlemektedir (Finnish National Agency for Education, 2014). Mesleki gelisim
olanaklari konusunda ise 6gretmenler hizmetici egitimlerin mesleki gelisimlerine katki saglayacagini
distinmediklerini ve hizmetici egitim alacaklarin adaletsiz sekilde belirlendigini dlstndiklerini
belirtmistir. Ogretmenler lisansiistii egitimin ise kendilerine bir avantaj saglamadigini ifade etmistir.
Gincel durumda yiiksek lisans yapmis olan 6gretmenlere ylizde bes, doktora yapmis 6gretmenlere
ylizde on bes artirmh ek ders édenmektedir (MEB, 1998). Bunun disinda 6zlik haklari ve gorevde
yikselme baglaminda lisanlisti egitimin yasalarla belirlenmis kayda deger bir katkisinin olmadigi
soylenebilir.
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Bu arastirmanin sonuglarina goére okul muaddrlerinin gogunlugu etik ikilemlerin Gzerinde tam olarak
durduklarini belirtirken mudir yardimcilarinin ¢ogunlugu etik ikilemlerin tGzerinde kismen durduklarini
belirtmistir. Bagka bir anlatim ile okul muddrlerinin ¢ogunlugu etik ikilemleri tam olarak ¢cdzmeye
¢alismakta iken mudir yardimcilarinin gogunlugu etik ikilemleri baglangigta ¢6zmeye ¢alismakta ancak
¢6zUm getiremeyeceklerini disliindikleri noktada ¢6ziim adina gaba sarf etmeyi birakmaktadir. Roche’ye
(1997) gore okul mudurleri etik ikilemlerle karsilastiklarinda kaginma, ahlakiligi askiya alma, yaratici
itaatsizlik ve kisisel ahlaki anlayislarina gore karar verme stratejilerini izleyebilmektedir. Okul
middrlerinin genel olarak ortaya cikabilecek sonuglardan bagimsiz bir sekilde ahlaki durus sergilemeye
ve adil bir ¢6zim aramaya hazir gériinmekle birlikte yaygin olarak bu ahlaki durus gegici olmaktadir. Okul
mudurlerinin ¢ogunlugu bilerek veya bilmeyerek etik ikilemlerin igerdigi rasyonel otesi deger
¢atismalarindan kaginarak pratik ¢ézimler liretmek amaciyla sonug¢ odakli veya siire¢ odakh ¢ézim
stratejileri kullanmaktadir. Middr yardimcilari yapisal, politik ve sistemsel etik ikilemlerde toplamda tam
¢6zimden ziyade kismen ¢6zim, kaginma veya devretme stratejilerini kullanmistir. Bunun nedeninin
Tirk milli egitim sisteminde mudir yardimcilarinin yetkilerinin géreli olarak oldukga sinirli olmasi oldugu
sodylenebilir. Mudir yardimcilari etik ikilemlerde olayi dogrudan okul miidiiriine devredebilmekte ya da
midirin ¢ozmesi icin etik ikilemin ¢oziimiine doniik ¢aba sarf etmeyi birakabilmektedir. Terrazas-
Wells’in (2006) arastirma sonuglari okul midurlerinin etik ikilemlerle karsilastiklarinda 6grencilerin ve
¢alisanlarin ¢ikarina olan kararlari aldiklarina isaret etmektedir. Sprouse’ye (2010) gbre yoneticiler
yapisal boyutta tercih edilen ¢dziim okul yénetim kurulu tarafindan direnisle karsilanirsa veya okul
toplulugunun beklentileri veya normlari ile tutarli olmazsa ya uzlasma aramakta ve yeniden pozisyon
almakta ya da hicbir sey yapmamaktadirlar. S6z konusu bu arastirmanin sonuglari da benzer sekilde okul
middrlerinin yapisal etik ikilemlerde kismen ¢6ziim veya kaginmayi tercih ettiklerine isaret etmektedir.
Okul mudirleri ve mudir yardimcilari 6gretmenler kurulunda direnisle karsilasan kararlarda 6ncelikle
ogretmenleri ikna etmeye galismakta ikna edemedikleri durumda ise genellikle etik ikilemi ¢cozmemeyi
tercih etmektedir.

Sprouse’ye (2010) gore yoneticiler kabul edilmis normlar ve beklentilerle gatisan bir yasa veya
politika ile karsilastiklarinda éncelikle durumu anlamaya ve hissetmeye calismaktadirlar. Gergekleri ayirt
etmeye eger mimkinse coklu kaynaklari degerlendirmeye calismaktadirlar. Bununla birlikte diger
insanlarin gorislerine de basvurmakta ve olasi ¢oziimler hakkinda dislinmektedirler. Terrazas-Wells’in
(2006) arastirma sonuglarina gore ise mudurler etik kararlarina yon vermesi icin meslektaslarindan goérus
almakta, Ust yoneticilerin tavsiyeleri, yasalar ve politikalar gibi cesitli kaynaklara glivenmektedirler. Bahsi
gecen arastirma sonuglari ile tutarli sekilde bu arastirmanin sonuglari da okul mudirlerinin ve muidir
yardimcilarinin etik ikilemlerin ¢6zim sirecinde genellikle diyalog ve goris alma stratejilerini
kullandiklarina isaret etmektedir. Okul yoneticileri etik ikilemlerle karsilastiklarinda genellikle ilgili
kisilerle diyalog kurduklarini ve ilgili alanda kendilerinden daha uzman, yetkili veya yetkin gordikleri
kisilerden goris aldiklarini belirtmistir.

S6z konusu bu arastirmanin sonuglari 6gretmenlerin etik ikilemlerle karsilastiklarinda genellikle tam
¢6ziim ve kismen ¢dziim stratejilerini izlediklerine isaret etmektedir. Ogretmenler politik ve sistemsel
ikilemlerde daha ¢ok ikilemin lizerinde tam olarak dururken yapisal ikilemlerde tam ¢6ziimiin yaninda
kismen ¢o6ziim stratejisini de tercih etmektedir. Davranissal etik ikilemlerde ise 6gretmenler genellikle
kismen ¢6ziim, kaginma ve devretme stratejilerini tercih etmektedir. Ogretmenler davranissal ikilemleri
daha ¢ok ¢oziimsliz birakmalarinin nedeninin diger 6gretmenleri uyarma konusunda kendilerini yetkili
gormemeleri oldugunu belirtmistir. Maslovaty’ye (2000) gore 6gretmenler etik ikilemlerle bas etmede
sonuca donik olarak ikilemin tam olarak Uzerinde durmak, ikilemin kismen lzerinde durmak, ikilemi
okulda bagka bir yetkiliye devretmek ve tek tarafli karar verme stratejilerini kullanmaktadirlar. Husu’ya
(2001) gore 6gretmenler 6gretmen-veli ¢catismasindan kaynakli etik ikilemlerde genellikle goériisme, gizli
gorisme, akademik rehberlik, istisare, gozlem ve davranis kontrolii stratejilerinden faydalanmaktadir.
Bununla birlikte 6gretmenlerin en ¢ok diger 6gretmenlerle catismalarindan kaynakli etik ikilemleri
cozmekte zorlandiklari ve bu ikilemlerde istisare, sorunla yizlesme ve ikilemi tGglinci bir tarafla istisare
etme stratejilerinden faydalandiklari belirtiimektedir. Ogretmenler okul toplulugu yani okulun kiltiirel
ozellikleriyle yasadiklari etik ikilemlerde ise genellikle farkli uygulamalarin denenmesi, istisare, taviz
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verme ve gorisme stratejilerini kullanmaktadir. Paralel sekilde bu arastirmada da 6gretmenler
davranissal etik ikilemleri genellikle ¢d6ziimsiiz birakmayi tercih etmistir. Kieltyka-Gajewski’ye (2012) gére
ise 6gretmenler etik ikilemleri genellikle ¢dzimsuz birakmaktadir.

Bu arastirmanin sonuglari etik ikilemlerin ¢dziim siirecinde 6gretmenlerin genellikle diyalog ve gorus
alma stratejilerini kullandiklarina isaret etmektedir. Ogretmenler diyalog ve gériis alma stratejilerini
daha ¢ok davranissal ve yapisal etik ikilemlerde kullanirken politik etik ikilemlerde daha ¢ok tek tarafl
karar stratejisini tercih etmektedir. Literatiirde de &gretmenlerin etik ikilemler karsisinda
meslektaslarina danistiklari belirtiimektedir (Bigbee, 2011). Benzer sekilde Maslovaty (2000)
O0gretmenlerin etik ikilemlerin ¢6zlim sirecinde diyalog, olayi veliye devretme ve kaginma stratejilerini
kullandiklarini belirtmistir. Bu baglamda 6gretmenlerin kullandiklari diyalog ve goriis alma stratejileri
baglaminda literatiirle tutarli oldugu sdylenebilir.

Etik ikilem yasamanin kiside olumsuz duygulari da beraberinde getirdigi soéylenebilir. Okullarda
yoneticiler ve 6gretmenler etik ikilem yasadiklari durumlarda ya yasalara aykiri davranis géstermek ya da
degerlerine aykiri davranis gostermek durumunda kalabilmektedir. Her iki durumun da istenmeyen
durumlar oldugu ileri sirilebilir. Bu noktada egitimde politika yapicilarin ve uygulayicilarin etik
ikilemlerin O6nlenmesi ve etkin ¢6zimi baglaminda gerekli tedbirleri almasinin faydali olacagi
soylenebilir. MEB tarafindan o6gretmenlik meslegi ve okul vyoéneticiligi igin etik standartlarin
belirlenmesinin ve bu etik standartlarin 6gretmenlere ve yoneticilere saghkli bir sekilde aktarilmasinin,
kamu okullarina pratik sekilde kullanilabilir bir bitge ayrilmasinin, mevzuatin agik, anlasilir ve istikrarl
hale getirilmesinin, 6zel 6gretim kurumlarinda yapilan denetimlerin daha acik bir sekilde paydaslarla
paylasilmasinin, okul yoneticilerine 6gretmenlere izin yetkisi verilmesinin, mesleki gelisimin somut
sekilde tesvik edilmesinin ve yonetici gorevlendirmelerinde somut kriterler kullaniimasinin
saglanmasinin faydali olacagi séylenebilir. Bununla birlikte okul yoneticilerinin adaletsiz uygulamalari ve
okulda kararlarin alinma bigimi 6gretmenleri etik ikilemde birakabilmektedir. Bu baglamda okul
yoneticilerine okuldaki kurullari daha etkin kullanarak kararlari bu mekanizmalar yoluyla demokratik
sekilde ya da en azindan makul katilim diizeyinde almalari dnerilmektedir.

Aciklayici desende tasarlanan bu calisma ortaokul diizeyinde gergeklestirilmistir. Tirk egitim
sisteminde okul Oncesi, ilkogretim ve ortadgretim kurumlari farkli amag¢ ve onceliklere sahip
olduklarindan egitim kademeleri arasinda yasanan etik ikilemlerin farkhhklar gosterebilecegi yorumu
yapilabilir. Buradan hareketle etik ikilemlere donik olarak farkli egitim kademelerinde yapilacak
aciklayici desende calismalarin egitim yonetimi literatlriine katki saglayacagl soylenebilir. Okul
yoneticilerinin ve 6gretmenlerin etik ikilem yasamasinin bazi psikolojik sonuglari olabilir. Etik ikilemler ile
cesitli psikolojik degiskenlerin iliskisini ele alacak ¢alismalarin literatlre katki saglayacagi sdylenebilir.
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