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Editor in Chief

Dear producers and consumers of knowledge,

I would like to share the happiness of being with you again with 6th Volume 2" Issue of Pegem
Journal of Education and Instruction (PEGEGOG). | hope you could find time to have a rest after your
busy schedule. Initially, | want to thank you for the increasing interest for our journal.

As mentioned before, we had applied to many indexes. Our belief in being accepted to these indexes
that we are through evaluation process is increasing day by day. | would like to remind that our journal
will have English and Turkish full papers from now on to fulfil the conditions of these indexes.

| will carry out my duty as the chief editor of Journal of PEGEGOG as from 2" Issue in 2016 of our
journal. Moreover, we have invited new editors to provide our journal to reach the larger masses. |
would like to introduce the new editors accepted our invitation. Prof. Dr. Ann Marie HILL (Queen’s
University), Prof. Dr. Cecilia MERCADO (Saint Louis University), Prof. Dr. Piet KOMMERS (University of
Twente), Prof. Dr. Rosa BOTTINO (National Research Council), Prof. Dr. Todd Alan PRICE (National Louis
University) and Prof. Dr. Vladimir A. FOMICHOV (National Research University). | believe we will reach
you in a more quick way with our dear editors.

We shared with you in previous issues and announcements that our journal got high scores by many
indexes. I'm pleased to inform you in this issue that the journal’s h-index rose to 7. However, our aim is
always to have much higher scores. Therefore, we invite you to share studies comprehensive, built on
strong theoretical basis, innovative and bringing a vision on various fields of educational sciences
increasing the number of readers.

There has been nearly 30 articles sent for publication to our journal. This is good news for our
journal and country. 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 six 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

vi



Editorden

Degerli bilgi uretici ve tuketicileri,

Pegem Egitim ve Odretim Dergisi’nin (PEGEGOG) 6. Cilt 2. Sayr’si ile sizlerle bir kez daha beraber
olmaktan duydugum mutlulugu paylasmak istiyorum. Yogun bir calisma déneminin ardindan umarim
dinlenme firsati bulabiliyorsunuzdur. Oncelikli olarak dergimize olan ilginin siirekli artmasi nedeniyle
sizlere tesekkiir etmek isterim.

Daha 6nceden belirttigimiz gibi birgok indekse bagvurmustuk. Degerlendirme sirecinde oldugumuz
bu indekslere kabul edilecegimize olan inancimiz her gegen giin artmaktadir. Bu indekslerin temel
sartlarindan biri olan tam metin ingilizce sartini saglamak icin artik dergimiz ingilizce ve Tiirkge tam
metin bigiminde c¢iktigini tekrar hatirlatmak isterim.

Dergimizin 2016 yili 2. Sayi’sindan itibaren PEGEGOG Dergisi'nin bas editorii olarak gorevimi
sirdirecegim. Ayrica dergimizin daha genis kitlelere ulasmasi nedeniyle dergimize yeni editorler davet
etmis bulunmaktayiz. Davetimize karsilik veren yeni editorlerini sizlere tanitmak isterim. Prof. Dr. Ann
Marie HILL (Queen’s Universitesi), Prof. Dr. Cecilia MERCADO (Saint Louis Universitesi), Prof. Dr. Piet
KOMMERS (Twente Universitesi), Prof. Dr. Rosa BOTTINO (National Research Council), Prof. Dr. Todd
Alan PRICE (National Louis Universitesi) ve Prof. Dr. Vladimir A. FOMICHOV (National Research
Universitesi). Degerli editérlerimiz ile sizlere daha hizli ulasacagimiza inaniyorum.

Dergimizin birgok indeks tarafindan yiiksek puanlar aldigini 6nceki sayilarimizda ve duyurularimizda
sizlerle paylagmistir. Bu sayimizda da dergimizin h-indeksinin 7’ye yikseldigini sizlere bildirmekten
mutluluk duyarim. Ancak bu degerden daha ylksek degerler hedefimizdir. Bu nedenle sizlerden
dergimizin okuyucu kitlesini artiran egitim bilimlerinin farkli alanlarinda kapsaml, kuramsal temelleri
saglam, yeni degisim ve vizyon agici arastirmalari bizimle paylasmaya davet ediyoruz.

Dergimize bir 6ncesi sayinin yayimlanmasindan itibaren 30’a yakin makale basvurusu olmustur. Bu,
dergimiz ve llkemiz igin sevindirici bir haberdir. Ancak Gzilerek belirtmem gerekiyor ki, 6nceki sayida
belirttigimiz gibi bu makalelerin bazilarinda format acisindan énemli sorunlar vardi. Oncelikle birgok
yazarimizin makalesindeki metinlerin baska makale ya da metinlerle birebir benzerligi nedeniyle
Gizulerek ret etmek zorunda kaldik. Bize gelen tim makaleleri ilk 6nce I-thenticate programiyla diger
kaynaklardan birebir alintilari belirlemek icin tariyoruz. Bu tarama sonucunda yiiksek oranda birebir
alinti oldugu belirlenen makaleleri hakem sirecine 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 goriilen
sorunlardan birisi de veri analiziyle ilgiliydi. Veri, arastirma amaclari dogrultusunda ilgili kaynaklardan
toplanan ham bilgilerdir. Bunlarin amaclar 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 doénlsmesini ve onlardan anlam c¢ikarilmasini saglar.
Ozellikle belge analizi ve diger nitel calismalarin bazilarinda verilerin bulgu olarak sunuldugu
gorilmektedir. Bazilarinda ise veriler sadece betimlenerek sunulmaktadir. Basvuru yapilmadan 6nce
¢alismalarin 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
numarasi verdigimiz alti makaleyi siz degerli bilgi Ureticisi ve tlketicilerinin 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

vii
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The Effect of Digital Storytelling Technique on The Attitudes of Students
toward Teaching Technologies

. *a
Fatih BALAMAN
®Mustafa Kemal University, Faculty of Education, Hatay/Turkey @CIOSSM“"

Article Info Abstract
DOI: 10.14527/pegegog.2016.009 In this study,'the effect of' Dig.ite'\l Stor'ytelling method on the attitudes of students
toward teaching technologies is investigated. The study group was composed of 20
Article history: students at Mustafa Kemal University’s Kirikhan Vocational School for 2014-2015
Received 27 May 2015 spring term academic period. Seven study groups were designed by appointing two or
Revised 05 November 2015 three students for each, and the social norms themed digital stories were prepared as
Accepted 26 February 2016 assignments. One grouped pre-test / post-test model based on semi experimental
Online 19 March 2016 design was chosen for study, and the Education Technologies attitudes scale was
performed before and after the study. Following the post-test implementation,
Keywords: interviews with students were also performed. The relational samples created
Digital story, between the pretest and post-test was analyzed via t test. The results indicate that the
Teaching, Digital Storytelling method has a positive effect on students’ attitudes toward
Technology. education technologies, although this result was not statistically significant. According

to the interview results, it was also concluded the digital stories can be used as
instructional materials, and it can also increase the level of knowledge and interest
upon subject via using the education technologies.

Dijital Oykiileme Yonteminin Ogrencilerin Ogretim Teknolojilerine
Yonelik Tutumlarina Etkisi

Makale Bilgisi 0z
DOI: 10.14527/pegegog.2016.009 Calismada DijitaI.C:)ykiJIeme yénteminin 6grencilerin Ogretim Teknolojileri'ne yénelik
tutumlarina etkisi arastinlmigtir. Arastirmanin  ¢alisma grubu Mustafa Kemal
Makale Ge¢misi: Universitesi Kirikhan Meslek Yiksekokulunda 2014-2015 égretim yili bahar yariyilinda
Gelis 27 Mayis 2015 0grenim goren 20 6grenciden olusmaktadir. Her biri iki veya Ug kisi olmak lzere toplam
Dilzeltme 05 Kasim 2015 yedi gruptan olusan galisma grubu 6grencileri, konulari toplumsal kurallar olan dijital
Kabul 26 Subat 2016 oykiler hazirlamislardir. Tek gruplu 6n test - son test modelli yari deneysel olarak
Cevrimi¢ci 19 Mart 2016 tasarlanan ¢alismada &grencilere uygulama o6ncesinde ve sonrasinda Ogretim
Teknolojileri'ne Yonelik Tutum Olgegi uygulanmistir. Calisma sonunda 6grenciler ile
Anahtar Kelimeler: gdriisme yapiimigtir. On test ile son test arasinda gerceklestirilen iligkili Orneklemler t-
Dijital &yka, Testi sonuglarina gére Dijital Oykiileme Yéntemi’'nin &grencilerin  Ogretim
Ogretim, Teknolojileri'ne yonelik tutumlarina olumlu yonde etkisi oldugu fakat bu etkinin
Teknoloji. istatistiksel olarak anlaml olmadigi sonucuna ulagiimistir. Goriisme sonuglarina gore

ise dijital dykilerin 6grenme materyali olarak kullanilabilecegi, Ogretim Teknolojileri
kullanimi ile ilgili bilgi diizeyini ve konuya karsi ilgiyi artirdigi sonucuna ulasiimigtir.

*Author/Yazar: fatihbalaman2010@gmail.com
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Introduction

Stories can be used as an effective means of learning because they are easy to remember (Yiizer &
Kiling, 2015). Having been used as a knowledge transfer tool from generation to generation, stories are
presented to us in the form of conveying the narrative that is resulted from the triggering of the
imagination on the events taking place (Minga et al., 2014). Having undergone a number of changes
over the years, story-telling has now been transferred to the cyberspace in line with the requirements of
today. Those who are geographically distant from each other use digital stories to tell their life
experiences and thus benefit from the advantages of the internet. At the same time, educators have
also discovered digital storytelling and begun to use it as a tool in educational activities. Storytelling is
dated back to a time before existence of written source, and with the modernization, it was replaced by
written sources consisting of only text, then, by virtual environments including elements such as images,
audio, video, texts, etc. (inceelli, 2005). It appears that how the story is transferred to the next party
varied over time and that storytelling, which used to take place only orally and face to face, is performed
effectively by various means today. Technological innovations have brought about a number of changes
to the storytelling by combining the traditional methods with digital environments.

Digital Storytelling is a version of traditional storytelling modernized through the use of technology
(Razmia, Pouralib, & Nozad, 2014). Digital storytelling involves the use of digital tools such as image,
text, video, and sound to represent stories used in daily life in a virtual environment (Kajder & Swenson,
2004; Menezes, 2012; Skouge & Rao, 2009; Song, He, & Hu, 2012; Yiuzer & Kiling, 2015). According to
Karadag and Tuncg (2013), Digital Storytelling is a learning environment in which a student is allowed to
make a story of a specified subject and verbalize this story by adding visual items, which provides a
student with control of the interactive environment.

Digital stories are the result of the interaction between media tools and technology. Digital stories
help individuals enhance their ability in specific areas such as effective communication, personal and
social responsibility, use of technology, technological knowledge on the subject, curiosity, creativity and
risk-taking (Ming at al., 2014; Razmia et al., 2014). Pavén, Camara and Sanz (2012) emphasized that
Digital Stories develop self-expression, research, writing, organization, technology utilization,
presentation, problem solving, and critical thinking skills. Digital storytelling not only renders learning
enjoyable, interesting and creative but it also contributes to the development of reading, listening,
writing, and speaking skills (Razmia et al., 2014).

The use of digital technologies has a positive effect on students in terms of creation of the
multimedia tools. In addition to being enjoyable, the employment of collaborative learning method is
yet another effective aspect of digital learning in this process (Campbell, 2012). Digital stories can be
generated in a variety of different ways by appropriately adapting various multimedia tools in story
settings. This method aims to ensure that the students think and come up with ideas within the context
of the knowledge, media and technology. Owing to this particular feature, Digital Storytelling is mostly
used in higher education in order to develop students’ critical thinking skills (Malitaa & Martin, 2010).
Although the length of digital stories can have a wide spectrum, the ones that are suited best for
educational purposes last between 2 and 10 minutes (Menezes, 2012).

Nowadays, the mindset of teaching approach has changed and it has become imperative to keep
pace with this mentality. This change has shifted from traditional teaching to teaching supported by
technological devices. Materials used in education mostly appeal to multiple senses in order to make a
subject more relevant and effective (Metin, Coskun, Yilmaz, & Birisci, 2012). Digital Storytelling has the
potential of living up to the expectations of the individuals in the postmodern educational system such
as being an entrepreneur, being cooperative, ability to construct knowledge, ability to integrate
technology into education, etc. Today, the importance of digital storytelling method has increased due
to the need for new approaches in education and the capability of digital storytelling -as a new
approach- to meet such a need (Karadag & Tung, 2013). Digital storytelling is a modern and interesting
method that has been used as a teaching and learning tool in recent years (Psomos & Kordaki, 2012). In
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addition to being a means of transferring knowledge and skills, it is also influential in terms of making
individuals productive and constructive agents (Karadag & Tung, 2013). From this perspective, digital
stories can be considered to be an educational tool. A host of technological devices, including
computers, internet, software, flash disks, cameras, scanners etc., are used while composing digital
stories as a means of knowledge transfer tools. Therefore individuals composing such digital stories may
also develop their computer skills while handling such hardware and software tools.

The properties and operation of technological devices, which have quite functional qualities and are
also used in teaching, can only be learned through the use of such devices. Positive changes can be
observed in students’ attitudes toward these instructional technologies through the implementation of
Digital Storytelling method, which is performed by using Instructional Technologies. Moreover,
university students are thought to be capable of performing Digital Storytelling method due to their
academic qualities, including critical thinking, being enthusiastic about the use of technology, and
drawing skills. Moreover, it is possible to think that students preparing digital stories can use such
method as a learning tool.

Method

This chapter contains details regarding the research model, data collection tools, implementation
process, and data analysis.

Research Model

In the study, a semi-experimental pattern involving a pre-test and post-test model with a single
group was used. Variation was performed by using qualitative and quantitative methods together to
obtain data. Variations enable studies to get more precise results by comparing whether the results
obtained using various methods are similar to each other (Yildirrm & Simsek, 2011). Interview method
was used to collect qualitative data. In experimental studies, the aim is to find the effect of the
dependent variable on the independent variable (such as the employed method, tool, teaching manner
etc.) (Buyukoztirk, Cakmak, Karadeniz, Akgiin, & Demirel, 2014). This experimentally conducted study
investigated the effect of Digital Storytelling method on the students’ attitudes towards Instructional
Technologies.

Study Group

The study group consisted of 20 students at Mustafa Kemal University, Kirikhan Vocational School,
Computing Technology Department, who were in their 2" year during spring semester of the academic
year 2014-2015. The study was conducted in System Analysis and Design course. The students in the
study group were assumed to have knowledge about using computers based on the computer courses
they have been taking at the relevant department to the extent which enables them to execute the
implementation. There were a total of seven groups, each consisting of two or three people. The
following themes were designated for each group to perform the relevant stories:

e Harms caused by disregarding parents' advice,

e Harms caused by excessive use of computers and the internet,

e Harms caused by failing to keep the environment clean,

e Harms caused by watching TV until late at nights,

e Harms caused by quarrelling with friends,

e Harms caused by smoking and being next to someone who smokes,

e Harms caused by failing to obey traffic rules.
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Table 1.
Demographic Characteristics of the Study Group.
Group Gender Age
Study Grou Male Female 17-20 21-24 25-28
y Broup 13 7 5 14 1

Data Collection Tools

In collecting the quantitative and qualitative data, the “Attitude toward Instructional Technologies
Scale” and “Interview Forms” were used respectively.

Attitude toward Instructional Technologies Scale:

Attitude toward Instructional Technologies Scale with a reliability coefficient of .94, which was
developed by Metin et al. (2012), was employed to identify students’ attitudes toward Instructional
Technologies. The scale, consisting of a total of 37 items, including 20 positive and 17 negative items,
was applied to prospective teachers by the researchers and revealed 5 factors as a result of a factor
analysis. The factors included not believing in the use of instructional technologies in the classroom
(a=.89), enjoying the use of instructional technologies in the classroom (a=.84), not enjoying the use of
instructional technologies in the classroom (a=.84), reluctance to use instructional technologies in the
classroom (a=.79) and believing in the benefits of instructional technologies (a=.75).

Interview Form:

The interview form was applied to 17 students in the experimental group that received Digital
Storytelling instruction. Questions in the form are about reflections on the students of instructional
technologies used to perform digital storytelling throughout the study and the material generated after
the study. Interview questions comprise a total of 5 semi-structured questions. Karasar (2007) suggests
that interviews composed of semi constructed interview questions are between the constructed and
non-constructed interview questions.

Semi constructed interview questions initially included four questions. The questions were formed
upon consulting the opinion of three PhD candidates whose areas of specialization were educational
sciences and social sciences. The opinions of the experts were sought to determine whether the
questions were grammatically clear and intelligible, served the study’s purpose, should be added or
removed or rearranged. In line with the feedback provided by the experts, the statements sought in the
first question was asked in two separate questions on the grounds that they intended to measure two
different attitudes and thus the number of questions was increased to 5. the 3™ question was
rearranged as it was found to be incomplete. Once the questions were arranged based on the expert
opinions, two students were identified out of the experimental group to give their feedback. Having
been informed of the purpose of the Interview Form, the identified students were asked as to whether
they thought the questions were clear and consistent. Consequently, no changes were made to the
questions in line with the feedback received from the two students.

Implementation Process

During the implementation stage, the study group students were informed of the work to be carried
out in the first week. The study took 14 weeks throughout a semester within the scope of System
Analysis and Design course. Due to low participation in the first week and small number of students at
school, actions taken during the 1° week were extended to the 2" week. Digital stories were created
using Photo Story 3 software package. Photo Story 3 software package is an easy and free software
which can be easily used by individuals who have basic computer knowledge.
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Table 2.

Activities Conducted with the Study Group throughout the Implementation Process.

Weeks Activities

1% and 2™ weeks - Students were informed about the study to be conducted.
- Themes of the Digital Stories were identified.

3" week - Students were divided into groups of 2 and 3.
- The identified subjects were distributed among the groups.

4™ and 6" weeks - Thinking up scenarios for the stories, and composing them in a .doc
document.

7" week - Discussion of the written scenarios in the classroom and arrangement of the
scenarios.

8" and 10" weeks - Dividing the scenarios into chapters and drawing descriptive illustrations for
each chapter (drawing the illustrations on paper, not on computer)

11" week - Scanning the drawings into digital picture format.
- Adding the digitized pictures into the Photo Story 3 software program

12" week - Doing voiceovers through microphone by associating the written scenario

with the relevant drawings.
13" and 14" weeks - Evaluation of the work through discussion and making corrections.
- Completion and finalization of the work.

Data Analysis

The quantitative data obtained from the Attitude toward Instructional Technologies scale were
entered into the SPSS 22 software tool and analyses were conducted by running parametric tests.
Various statistical details were included in the analysis of quantitative data and Related Samples t-test,
one of parametric tests, was employed. Descriptive analysis method was used to analyze qualitative
data. The results obtained from analysis of qualitative and quantitative data were compared to
determine the consistency of the findings.

Quantitative data analysis:

Descriptive analysis was employed to establish the distribution of the study group by various
demographic variables and obtain information about normal distribution of data, while Related Samples
t-Test was employed to compare pre-test and post-test data of the experimental group. Descriptive
statistics included Mean (X), Standard Deviation (SD), Median (Med), Peak Value (PV), coefficient of
skewness (CS), kurtosis coefficient (KC). In order to compare the preliminary and final test scores
obtained from the experimental group through the Attitude toward Instructional Technologies Scale,
the data were examined in terms of their compatibility to the parametric tests before performing a t
Test for correlated samples. To this end, the assumptions of the relevant test were tested and the
parametric tests were run upon confirming that assumptions were verified (Kalayci, 2010). According to
this, the assumptions are as follows;

- Data should be intermittent and proportional.

- The scores obtained from the preliminary tests and final test should be distributed normally in
accordance with the groups: By observing the peak, average and median values of the data, the
normality of the data can be ascertained based on their respective relevancy (Can, 2013).
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Figure 1. Drawings Pertaining to the Digital Story on the subject of “Harms caused by smoking and
being next to someone who smokes”.

Qualitative Data Analysis

Descriptive analysis method was used to analyze qualitative data. Themes were established in line
with the details obtained from the respondents through descriptive analysis, and the views regarding
such themes were described in a systematic and clear manner. Descriptions obtained were interpreted
and certain conclusions were drawn based on the students' views (Yildirim & Simsek, 2011).
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Results
Findings Obtained From the Quantitative Data Analysis

Prior to the comparison of the preliminary and final test scores of the experimental group, an
evaluation was made to determine whether this score set was consistent with the parametric tests. For
this purpose, the normality of the data distribution was examined.

Table 3.

Descriptive Statistical Results of the Test Scores.

Name of the Test N ¥ Med PV SD CS KC
Preliminary Test 20 105.05 104 93 9.20 .20 .09
Final Test 20 108.60 106.50 104 9.54 .34 -.29

According to the average, median and peak values of the preliminary and final test data, being the
measures of central tendency, there were no significant differences between the preliminary test data

values (X,c. 1est=105.05 = PVre. test =93 — Med,re. e=104) and the final test data values (X, 1es=108.60 —
PViinal test=104 — Medsina 1s:=106.50). It is seen that the values of the coefficients of skewness and kurtosis
are between the spectrums of +1. Based on such findings, it can be argued that the distribution of the
preliminary and final test scores obtained from the Attitude toward Instructional Technologies Scale are
homogenous.

The fact that the distribution of the preliminary score is homogenous and that the data is
intermittent shows that the data is suitable to run the parametric tests. For this reason, a Related
Samples t-Test was performed to determine whether there was a significant difference between the
preliminary and final test scores of the attitude toward Instructional Technologies Scale of the
experimental group.

Table 4.

A Comparison of the Preliminary and Final Test Scores of the Experimental Group.
Name of the Group N X SD t p
Final Test-Preliminary Test 20 3.55 11.55 1.37 .18*
*p>.05

According to the Related Samples t-Test result, there is no significant difference between the
preliminary and final test scores of the group in terms of attitude toward instructional technologies
(p=.18>.05).

The fact that the difference (Hgerence=3.55) between the average scores was positive shows that the
final test score average is higher than the preliminary test score average. This shows that the Digital
Storytelling Method has been influential in improving the students' attitude toward instructional
technologies but the influence has not been significantly high enough.

The change in the study group’s scores in terms of attitude toward Instructional technologies were
examined throughout the implementation and such changes were demonstrated in the Chart 1.
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Chart 1. Changes in the Test Score of the Study Group.

Considering that the highest score obtained from this 37 point scale was 185, the preliminary test
score of 105.05 can be regarded as high as a pre-test score. As for the final test score of 108.60,
however, it can be argued that it did not improve much from the preliminary test score. As a matter of
fact, it can be concluded as a result of the comparison of the average values that difference resulting
thereof was not significant.

Findings Obtained From the Qualitative Data Analysis

When the implementation is considered as a whole, it was established that 4 of the students had
difficulty at first as they had never been engaged in such a practice before. As can be understood from
the statement of the student number 5 who said that “I was thinking that composing a Digital Story
would be difficult, but | saw that it was actually quite easy”, students who had never undertaken such a
task before thought that it would be difficult, but they realized that they could be successful once they
got into it. All the groups were able to complete their work by the end of the implementation. Team
work may have played a role in the completion of the tasks and the analysis of the use of the software
and hardware. However, the statement of Student Number 12 who said that “I never had any difficulty, |
already knew about it." shows that there were also students who already had some technical knowledge
on the use of the software and hardware intended for the practice.

Table 5.
Results of the Interview Analysis — Effect of Digital Storytelling.

Effect of Digital Storytelling

| experienced difficulties as it was the first time | did such work.

Digital Storytelling increased creativity and interest in the subject.

Composing digital stories increased my knowledge of the use of Instructional Technologies
Digital storytelling can be applied to other subjects as well.

Materials prepared can be used for educational purposes. 12

w N W b~

It is established that Digital Storytelling, which facilitates the generation of new material through the
use of software and hardware, has helped increase creativity and interest in the subject. Since it is
expected that a student's success will increase in proportion with the increase of his interest and
motivation, one may conclude that students will be successful in the field for which a digital story is
developed while developing it.
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Students stated that they used software such as Photoshop, Photostory and Paint and hardware
such as PCs, cameras, smart phones, flash disks, microphones and speakers while developing their
digital stories and pointed out that their knowledge of such software and hardware increased while
working on their stories. Digital stories may be effective in providing a permanent behavioral pattern
changes in students as they appeal to multiple senses. The statements obtained from student number
15 who said that “I realized that the narratives available in the digital environment are more beneficial
thanks to today's technology" and student number 14 who said that "I believe that the Digital
Storytelling will be more intelligible in the visual sense in the classroom” lead one to believe that the
inclusion of multiple environment elements into the learning process will assist students in a positive
way.

In this study, various subjects were picked for primary school students which mostly involved
societal rules and they were asked to compose digital stories based on such topics. 3 students said that
digital stories could be developed based on different topics as well. This may imply that digital stories
can be developed in different disciplines as well.

12 students said that the prepared material can be used for educational purposes. The statement of
student number 13 who said that “This was a project which led one to learn the subject and teach it to
others” shows that the endeavor both appeals to the person developing it and those who view it. The
statement of student number 7 who said that "I learned a lot about the software and storytelling. My
storytelling skills improved” shows that the students also improved their narrative and expression skills
in addition to their technical knowledge in using such instructional technologies.

Table 6.
Interview Analysis Results — Effect of Instructional Technologies.

Effect of Instructional Technologies

I had difficulty in using the software that | never used before.

The use of instructional technologies made digital storytelling more enjoyable.
I had difficulty in drawing pictures.

| had difficulty in arranging the pictures.

| had difficulty in performing the sound recording.

O U011 U1 WIS

It was established that the students mostly used the Photostory, Photoshop and Paint software and
3 students had difficulty in using such software as they were not familiar with them. Although there
were some students who had difficulty in using the software, the statements given by student number
8, who said that "I used Photostory for the first time. It was very easy to use, the fact that it was in
Turkish language was also helpful.”, and student number 3, who said that “I had no difficulty in using
Photostory 3”, show that there were also students who had no difficulty while developing their stories.
The statement given by Student number 5, who said that “I used Photoshop and Photostory software.
We developed our Photoshop skills. | use Photoshop software in my spare time thanks to the Digital
Storytelling exercises, | have been quite successful in this area", shows that students can improve their
level of knowledge of the use of some software because of Digital Storytelling. Similarly, the statements
given by student number 4, who said that "my level of knowledge has changed mostly regarding the
software", and student number 10, who said that "it helped us better understand the use of digital
camera and the software we use”, show that the students' views on the software they used throughout
the exercise changed in a positive way.

As for the difficulties encountered in developing digital stories, 5 students admitted that they had
difficulty in drawing and arranging their pictures. The statement of student number 2, who said that “In
general, arranging the pictures and making the voiceovers accordingly with the pictures was challenging,
we managed it in the end after having learned the software and been guided in the right direction.”,
supports the aforementioned findings but also suggest that students were able to overcome the
difficulties they encountered over the course of the exercise.
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It was established that developing digital stories influenced the students’ knowledge of the use of
Instructional Technologies in a positive way. The statement given by student number 13, who said that
“At first | thought that using the software would be difficult but | realized that it was not that difficult
once | got the hang of it and actually saw that my level of knowledge on the Instructional technologies
improved as a result.”, seems to support this conclusion. In a similar manner, the statement given by
student number 12, who said that “It helped me improve my Photoshop skills, it also led me to learn the
functions of the microphone in more detail”, also indicates that Digital Storytelling endeavors contribute
to the learning of the features of the software and hardware and other related technologies. The
statement given by student number 3, who said that “Instructional Technologies made us practice
more", suggests that the repeated use of the instructional technologies during the development of a
digital story reinforces the knowledge gained on the use and properties of such technologies. Thanks to
Digital Storytelling, it is possible to use the knowledge and skills in various different areas. One of such
skills is the procedure involving arrangement, trimming and changing the resolution on pictures. Student
number 7 expressed his satisfaction of learning new skills by saying that “I fully learned how to make
arrangements on pictures. This was a good training for me". Prior to making arrangements on the
pictures, students drew each and every scene of their stories by using pen and paper. Student number 4
expressed the difficulty he experienced in drawing pictures by saying that “I had great difficulty in
drawing pictures as | don’t have much of drawing skills in general.”

The statement given by student number 4, who said that “Arranging the synchronization of the
pictures with voiceover was difficult”, and similar statements given by other students indicate that the
students in the study group had difficulty while creating a video by combining the pictures and
voiceover. In a similar manner, the statement given by student number 5, who said that "I had difficulty
with the microphone while using the Photostory 3 software, | found that our voice was not being heard
sufficiently” shows that some students run into difficulties while working with voiceover.

Discussion, Conclusion and Suggestions

The materials obtained at the end of Digital Storytelling can also be used as a learning tool. Similarly,
Yiizer and Kiling (2015) suggested that digital stories are easy to remember and persistent so they can be
used as an effective learning tool.

Digital Storytelling, which was integrated with technology, is a modern method that can reveal
student-centered, individual differences. Tun¢ and Karadag (2013) stated that Digital Storytelling
method meets contemporary learning requirements. Indeed, the method is suitable for students'
cooperative learning and offers a learning environment where students are active, taking into account
individual differences. This aspect of Digital Storytelling indicates that the method can be used for
education.

According to Gomleksiz (2004), the use of technology can be employed to create effective learning
environments. Similarly, this study revealed that the use of Instructional Technologies increased interest
in and attention to the subject. Digital Storytelling can be used as a tool to improve the level of interest
and attention, which is effective in increasing the level of learning.

At the end of the study, students increased their knowledge about the use of instructional
technologies. In a study by Michalski, Hodges and Banister (2005), it was concluded that Digital
Storytelling improved students’ written and verbal communication skills and increased their level of
software knowledge and technology use. During the implementation stage, the students used
instructional technologies required to prepare digital stories so their level of knowledge in this field was
increased.

Multiple multimedia tools were used through Digital Storytelling. These tools strengthen the
communication between the material and the learner. Skouge and Rao (2009) also argue that this
method can be used as an effective communication tool. Due to their ability to appeal to multiple
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senses, digital stories are able to offer a variety of communication channels to a target audience
simultaneously.

Digital Storytelling method had a positive impact on the attitudes of the students toward
Instructional Technologies, however, the extent of this impact was not significant. As confirmed by the
results of the interviews, Digital Storytelling increased the students’ level of use of instructional
technologies, their relevant knowledge and skills as well as their interest in and motivation for
instructional technologies. Also, similar findings were obtained from the quantitative and qualitative
analyses.

In the process of creating digital stories, some students experienced difficulty in using software
and hardware because they were first-time users. Students who expressed having difficulty during the
application process stated that they usually had difficulty in drawing, processing, organizing pictures as
well as the processes about audio records. At the end of the process, these students were seen to have
overcome these challenges and become successful. During Digital Storytelling process, working in
groups is likely to be effective on their ability of solving technical issues.

Digital Storytelling increased the students’ level of interest in the story topic and instructional
technologies they used. Today's technology is appealing and thus, the technological equipment used in
digital storytelling may have had an impact on the increase of the students’ interest in and motivation
for the method.

The students stated that digital stories can be prepared on a variety of subjects. According to this,
Digital Storytelling methodology can be used to teach various subjects as a means of transferring
information to target individuals.

Photostory software was used to prepare digital stories in the study. Software packages such as
Movie Maker, Flash, etc. can be used to prepare digital stories in various studies. Thus, the different
characteristics of different software can also be utilized. Moreover, these stories can also be applied to
primary and secondary school students, along with high school students. Considering the fact that
software packages are easy to use, stories which can be prepared by students from lower grades can be
identified and such stories can also be used as a teaching material.

In this study, stories about some of the rules which should be obeyed by primary school students
were prepared. Students can also prepare digital stories in accordance with the curriculum for the
courses they study.
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Tirkge Suiriim

Girig

Oykiiler, hatirlanmasi kolay olma 6zelliginden dolayi 6grenmede etkili bir ara¢ olarak kullanilabilirler
(Yizer & Kiling, 2015). Yillardir nesilden nesile bir bilgi aktarim araci olarak kullanilan 6ykiler, olaylar
Gizerinde hayal diinyasinin harekete gecirilmesi ile ortaya cikan ifadelerin dinleyicilere aktariimasi olarak
karsimiza ¢cikmistir (Minga et al., 2014). Zaman igerisinde degisiklige ugrayan 6yki anlatimi ¢agimizin
gereksinimleri ile artik sanal ortama aktarilmaya ve buradan anlatiimaya baslanmistir. Diinya lizerinde
bir birine uzak cografi mesafelere sahip olanlar kendi yasam deneyimlerini aktarmada dijital hikayeleri
kullanmakta ve internetin avantajlarindan istifade etmektedirler. Ayni zamanda egitimciler de dijital
hikayeciligi kesfetmisler ve egitsel faaliyetlerde dijital 6ykilemeyi bir ara¢ olarak kullanmaya
baslamislardir. Ge¢misi yazili kaynaklarin varligindan 6nceye dayanan hikaye anlaticiligl, modernlesme ile
birlikte yerini salt metinden olusan yazili kaynaklara, ardindan resim, ses, video, metin gibi unsurlarin yer
aldig1 sanal ortamlara aktariimistir (inceelli, 2005). Zamanla hikaye anlatiminda ifadelerin karsi tarafa
aktarilma seklinin farklilik gosterdigi, sadece sozel olarak ylz yize gerceklesen hikayeciligin, gliniimuzde
farkh yollarla ve etkili sekilde gerceklestigi goriilmektedir. Oyki anlatimi igin de gecerli olmak iizere,
teknoloji alanindaki gelismeler ¢ogunlukla geleneksel yontemler ile dijital ortamlari birlestirerek ilgili
alanda degisikliklere neden olmustur.

Dijital Oykiileme, geleneksel dykiilemenin teknoloji ile modernize edilmis seklidir (Razmia, Pouralib,
& Nozad, 2014). Dijital oykileme, glnlik hayatta kullanilan 6ykilerin, sanal ortamda ifade
edilebilmesinde resim, metin, video, ses gibi dijital aracglarin kullanilmasidir (Kajder & Swenson, 2004;
Menezes, 2012; Skouge & Rao, 2009; Song, He, & Hu, 2012; Yizer & Kiling, 2015). Karadag ve Tung
(2013)'a gore Dijital Oykiileme, etkilesimli ortamin kontroliiniin 6grenciye verilerek belli bir konuyu
hikayelestirmesinin saglandigi ve bu hikayeyi gorsel nesneler ekleyerek seslendirmesinin saglandig
6grenme ortamlaridir.

Dijital oykuler medya araglari ile teknolojinin etkilesiminden olusur. Dijital dykuler etkili iletisim,
kisisel ve sosyal sorumluluk, teknoloji kullanimi, konu ile ilgili teknolojik bilgi, merak, yaraticilik ve risk
alma gibi belirli alanlarda bireylerin yeteneklerinin artmasini saglar (Ming et al., 2014; Razmia et al.,
2014). Pavén, Cdmara ve Sanz (2012) ise Dijital Oykiiler'in bireyde kendini ifade etme, arastirma, yazma,
organizasyon, teknoloji kullanimi, sunum yapma, problem c¢6zme, elestirel dislinme becerileri
gelistirdigine dikkat ¢ekmektedir. Dijital oykiileme sadece 6grenmeyi zevkli, ¢ekici ve yaratici hale
getirmekle kalmayip, okuma, dinleme, yazma, konusma yeteneklerinin gelismesine de katkida bulunur
(Razmia et al., 2014).

Multimedya araclarin ortaya cikarilmasinda dijital teknolojilerin kullaniimasi 6grenciler Gzerinde
pozitif etkiye neden olmaktadir. Bu suregte teknolojinin kullaniminin eglenceli olmasinin yaninda isbirlikli
6grenme metodunun da kullanilmasi dijital 6grenmenin diger bir etkili yoniadir (Campbell, 2012). Dijital
oykdler, farkli multimedya araglarinin hikaye sahnelerine uygun sekilde adapte edilmesi ile ¢ok farkli
sekillerde Uretilebilir. Bu yontemde 6grencilerin bilgi, medya ve teknoloji baglaminda dislinmeleri ve
fikir Gretmeleri saglanir. Bu 6zelliginden dolayr Dijital Oykiilleme, 6grencilerin elestirel disiinme
becerilerini gelistirmeleri amaciyla yiksek 6gretimde daha fazla kullaniimaktadir (Malitaa & Martin,
2010). Dijital dykiler siire bakimindan da genis yelpazede gerceklestirilebilirken egitim amagh olan
oykdler icin en uygunu 2 -10 dakika arasi olanlardir (Menezes, 2012).

GUnlmuzde 6gretim yaklasimi degismistir ve buna ayak uydurmak zorunluluk haline gelmistir. Bu
degisim geleneksel 6gretimden teknolojik cihazlar ile desteklenmis 6gretime dogru gerceklesmistir.
Egitimde kullanilan materyaller konuyu daha anlamh ve etkili hale getirmek amaciyla daha fazla duyu
organina hitap edecek niteliktedir (Metin, Coskun, Yilmaz, & Biris¢i, 2012). Dijital Oykiileme, post
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modern ¢agin egitim sisteminde bireyden beklenen girisimci olma, isbirlikgci, bilgiyi yapilandirici,
teknolojiyi egitime entegre edebilme gibi beklentileri karsilayabilecek niteliktedir. Glinlimizde egitimde
yeni yaklasimlara ihtiyag duyulmasi ve yeni yaklasimlardan olan Dijital Oykiileme’nin ihtiyaclara cevap
verebilecek nitelikte olmasi, Dijital Oykiilleme ydnteminin énemini artirmistir (Karadag & Tung, 2013).
Dijital Oykiileme son vyillarda dgretme ve &grenme araci olarak kullanilan modern, ilgi cekici bir
yontemdir (Psomos & Kordaki, 2012). Egitim bir bilgi ve beceri aktarimi araci olmasinin yaninda
bireylerin yapici ve Uretken olmalarini saglamada da etkendir (Karadag & Tung, 2013). Egitimin bu
ozelligi dikkate alindiginda dijital oykilerin bir egitim araci olarak kullanilabilecegi dusiindlebilir. Bilgi
aktarim amaciyla da kullanilan dijital éykiilerin hazirlanmasinda bilgisayar, internet, yazilimlar, flash disk,
fotograf makinesi, tarayici gibi bir ¢cok teknolojik cihazin kullanildigi gériilmektedir. Bu nedenle dijital
oykuleri hazirlayan bireyler bu donanimlari ve yazilimlari kullanma yeteneklerini de gelistirebilirler.

Oldukca islevsel niteliklere sahip olan ve 6gretimde de kullanilan teknolojik cihazlarin 6zellikleri ve
kullanilabilirligi ancak cihazlarin kullaniimasi sayesinde &grenilebilir. Ogretim Teknolojileri kullanilarak
gerceklestirilen Dijital Oykilleme ydnteminin uygulanmasi yoluyla égrencilerin Ogretim Teknolojileri'ne
olan tutumlarinda olumlu degisimler gozlenebilir. Ayrica ylksek Ogretim Ogrencilerinin elestirel
disiinme, teknoloji kullanimina karsi istekli olma, ¢izim yapabilme becerileri gibi niteliklerden dolayi
Dijital Oykiileme yéntemini gerceklestirebilecekleri diisiiniilmistiir. Ayrica dijital dykiler hazirlayan
ogrencilerin bdyle bir ydntemi 6gretim araci olarak da kullanabilecegini dusiinebilir.

Yontem

Bu bolimde arastirma modeli, veri toplama araglari, uygulama siireci, verilerin analizi ile ilgili bilgiler
yer almaktadir.

Aragtirma Modeli

Arastirma tek gruplu 6n test-son test modelli yari deneysel olarak desenlenmistir. Verilerin elde
edilmesinde nicel ve nitel yontemler beraber kullanilarak cesitleme yapilmistir. Nitel verilerin elde
edilmesinde gorisme yontemi kullanilmistir. Farkli yontemler kullanilarak elde edilen sonuglarin
benzerlik gosterip gostermedigi karsilastirilarak ¢alismalarda daha kesin sonuglar elde edilebilir (Yildirim
& Simsek, 2011). Deneysel ¢alismalarda bagimsiz degiskenin (kullanilan yontem, arag, 6gretim sekli vb.)
bagimh degisken Uzerindeki etkisi tespit edilmeye ¢alisilir (Buyukoztirk, Cakmak, Karadeniz, Akgiin, &
Demirel, 2014). Deneysel olarak gerceklesen bu calismada da Dijital Oykiileme ydntemi kullanilarak, bu
yéntemin 6grencilerin Ogretim Teknolojileri'ne yénelik tutumlarina etkisi aragtirilmistir.

Calisma Grubu

Calisma Grubu Mustafa Kemal Universitesi Kirlkhan Meslek Yiiksekokulunda 2014-2015 bahar yari
yilinda Bilgisayar Teknolojisi programi 2. sinifta 6grenim goéren 20 6grenciden olusmaktadir. Calisma,
Sistem Analizi ve Tasarimi dersi dahilinde gerceklestirilmistir. Calisma grubu o6grencileri 6grenim
gordukleri okulda bilgisayar ile ilgili aldiklari derslerden dolayi uygulamayi gercgeklestirebilecek diizeyde
bilgisayar kullanimi bilgisine sahip olduklari varsayillmistir. Calisma grubunda her biri iki veya g kisiden
olusan toplam yedi grup vardir. Her bir gruba dijital dykuleri gergeklestirmeleri icin asagidaki konular
belirlenmistir.

e Anne baba s6zi dinlememenin zararlari
e Bilgisayar ve interneti asiri kullanmanin zararlari
e Cevreyi temiz tutmamanin zararlari

o Geg saatlere kadar televizyon izlemenin zararlari
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o Arkadaslar ile kavga etmenin zararlari
e Sigara kullanmanin ve kullananin yaninda durmanin zararlari
o Trafik kurallarina uymamanin zararlari

Tablo 1.
Calisma Grubunun Demografik Ozellikleri.

Grup Cinsiyet Yas

Erkek Kadin 17-20 21-24 25-28

Calisma Grubu 13 . 5 14 1

Veri Toplama Araglari

Nicel verilerin toplanmasinda “Ogretim Teknolojilerine Yénelik Tutum Olcegi”, nitel verilerin
toplanmasinda ise “Goriisme Formu” kullanilmistir.

Ogretim Teknolojilerine Yénelik Tutum Olgedi:

Ogrencilerin Ogretim Teknolojilerine yonelik tutumlarini belirlemek amaciyla Metin vd. (2012)
tarafindan gelistirilen ve giivenirlik katsayisi .94 olan Ogretim Teknolojilerine Yénelik Tutum Olgegi
kullaniimistir. 20 olumlu, 17 olumsuz olmak Uzere toplam 37 maddeden olusan o6lgek, arastirmacilar
tarafindan 6gretmen adaylarina uygulanmis ve gerceklestirilen faktor analizi sonucunda 5 faktorden
olusturulmustur Bu faktorler; derslerde 6gretim teknolojilerinin kullanimina inanma (a=.89), derslerde
Ogretim teknolojilerinin kullanimindan zevk alma (a=.84), 6gretim teknolojilerinin kullanimindan zevk
almama (a=.84), 6gretim teknolojilerinin kullanmaya isteksiz olma (a=.79) ve 6gretim teknolojilerinin
faydalarina inanma (a=.75) seklindedir.

Goériisme Formu:

Goriisme Formu, Dijital Oykilleme ydnteminin uygulandigi deney grubundaki 17 égrenciye ¢alisma
sonrasinda uygulanmistir. Formda yer alan sorular ¢alisma boyunca Dijital Oykiileme'nin
gerceklestiriimesinde kullanilan Ogretim Teknolojilerinin &grenciler Gzerindeki yansimalari ve calisma
sonrasi ortaya ¢ikan materyal ile ilgili sorulardan olugmaktadir. Gérlisme sorulari yari yapilandiriimig
olarak toplam 5 sorudan olusmaktadir. Karasar (2007) vyari yapilandirilmis goérismeyi goérisme
sorularinin genellikle yapilandirilmis ve yapilandiriimamis gorlisme sorulari arasinda bir ortam
olusturdugunu ifade etmektedir.

Yari yapilandiriimis goriisme sorulari ilk olarak 4 sorudan olusmaktaydi. Alanlari egitim bilimleri ve
sosyal bilimler olan ve ayni zamanda doktor adayi olan 3 kisiden uzman gorusi alinarak sorular ile ilgili
dizenlemeler yapilmistir. Uzmanlarin sorularn dilbilgisi bakimindan agik ve anlasilir olma, sorularin
amaca hizmet edip etmedigi, eklenip ¢ikarilmasi veya diizenlenmesi gereken sorular olup olmadigi
hakkinda gorislerine basvurulmustur. Uzmanlardan gelen donitler dogrultusunda ilk sorunun 2 farkl
yarglyl 6lgmeye yonelik oldugu gerekgesi ile ilk sorudaki ifadeler 2 ayri soruda sorulmus ve soru sayisi 5'e
cikariimistir. 3. soruda ise eksik ifade oldugu gerekgesi ile dizenleme yapilmistir. Uzman goérisleri ile ilgili
dizenlemeler yapildiktan sonra deney grubundan deney grubundan goris alinmasi uygun olabilecegi
dusindlen 2 o6grenci belirlenmistir. Belirlenen 06grenciler Goriisme Formu'nun amaci hakkinda
bilgilendirildikten sonra sorularin anlasilir olup olmamasi, sorularda celiski olup olmadigi ile ilgili
gorusliilmis ve 2 Ogrencinin gorlsleri dogrultusunda sorular Uzerinde herhangi bir degisiklik
yapilmamistir.
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Uygulama Siireci

Uygulama suirecinde galisma grubu 6grencileri ilk hafta yapilacak ¢alisma hakkinda bilgilendirilmistir.
Calisma, Sistem Analizi ve Tasarimi dersi kapsaminda bir yari yil boyunca, 14 hafta siirmistir. ilk hafta
katilmin az olmasi, okula gelen 6grenci sayisinin az olmasi sebebiyle 1. hafta gerceklestirilen islemler 2.
haftada da strdirilmistar. Dijital 6ykiler Photo Story 3 yazilimi kullanilarak olusturulmustur. Photo
Story 3 yazilimi temel bilgisayar bilgisine sahip bireylerin rahatlikla kullanabilecegi kolay ve Ucretsiz bir
yazihmdir.

Tablo 2.
Uygulama Siiresince Calisma Grubu ile Gergeklestirilen Etkinlikler.
Haftalar Etkinlikler
1. - 2. hafta - Gergeklestirilecek calisma hakkinda 6grenciler bilgilendirilmesi.
- Dijital Oykdlerin konulari belirlenmesi
3. hafta - Ogrenciler 2-3 arasinda degisen gruplara ayrilmasi
- Belirlenen konular gruplara paylastiriimasi
4. - 6. hafta - Oykilerin senaryolarinin tasarlanip, .doc belgesi olarak yazili hale getirilmesi
7. hafta - Yazili senaryolarin sinif igerisinde tartisiimasi, senaryolarin diizenlenmesi
8. - 10. hafta - Yazili senaryonun boliimlere ayrilarak her bir bolimini anlatacak resimler
cizilmesi(resimlerin ¢iziminin sanalda degil kagit kalem ile yapilmasi)
11. hafta - Resimlerin taranarak resim formatina donustirilmesi
- Sanal ortama aktarilan resimlerin Photo Story 3 programina eklenmesi
12. hafta - Yazili senaryolarin ilgili resimlerle iliskilendirilerek mikrofon kullanilarak
seslendirilmesi
13. - 14. hafta - Calismalarin tartisilarak degerlendirilmesi, dizeltmeler yapiimasi

- Calismalarin tamamlanarak son seklinin verilmesi

Verilerin Analizi

Ogretim Teknolojilerine Yénelik Tutum &lgeginden elde edilen nicel veriler SPSS 22 programina
girilmis ve bu veriler Gzerinden parametrik testler kullanilarak analizler yapilmistir. Nicel verilerin
analizinde cesitli istatistiksel bilgilere yer verilmis ve parametrik testlerden iliskili Orneklemler t Testi
kullanilmistir. Nitel verilerin analizinde Betimsel Analiz yontemi kullaniimistir. Nicel ve nitel verilerin
analizinden elde edilen sonuglar karsilastirilarak benzerlik gosterip géstermedigi tespit edilmistir.

Nicel verilerin analizi

Calisma grubunun gesitli demografik degiskenlere gore dagilimi hakkinda bilgi alabilmek, verilerin
normal dagilimlari hakkinda bilgi edinmek amaciyla tanimlayici istatistiksel bilgiler, deney grubunun 6n
test verileri ile son test verilerinin karsilastirilmasi amaciyla ise iliskili Orneklemler t Testi kullaniimistir.
Betimsel istatistiklerde Ortalama (X), Standart Sapma (SS), Ortanca (Ortn), Tepe Degeri (TD), Carpiklik
Katsayisi (CK), Basiklik Katsayisi (BK) gibi bilgilere yer verilmistir.

Deney grubu 6grencilerinin Ogretim Teknolojilerine Yénelik Tutum Olgegi'nden elde edilen &n test ve
son test puanlarini karsilastirmak igin iliskili Orneklemler t Testi yapiimadan énce verilerin parametrik
testlere uygunlugu incelenmistir. Bu amagla ilgili testin varsayimlari test edilmis ve bu varsayimlarin
karsilandig1 anlasilarak parametrik testler uygulanmistir (Kalayci, 2010). Buna goére varsayimlar;

- Veriler aralikl veya oransal olmalidir

- Son test ve On testlerden elde edilen puanlar gruplara gére normal dagihm gostermelidir: Verilerin
tepe degeri, ortalama, ortanca degerlerine bakilarak bu verilerin bir birine yakinligina gore verilerin
normalligi hakkinda bilgi edinilebilir (Can, 2013).
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Sekil 1. "Sigara Kullanmanin ve Kullananin Yaninda Durmanin Zararlan" konulu dijital dykuye ait resimler.

Nitel verilerin analizi:

Nitel verilerin analizinde betimsel analiz yontemi kullaniimistir. Betimsel analiz ile cevaplayicilardan
gelen bilgiler dogrultusunda temalar olusturulmus ve bu temalara ait gorisler sistematik ve agik bir
sekilde betimlenmeye calisiimistir. Elde edilen betimlemeler yorumlanarak ve dogrudan Ogrenci
gorusleri yansitilarak belli sonuglara variimistir (Yildinm & Simsek, 2011).
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Bulgular
Nicel Verilerin Analizinden Elde Edilen Bulgular

Deney grubunun 6n test ile son test puanlari karsilagtirlmadan énce bu puan dizisinin parametrik
testlere uygunlugu tespit edilmeye calsiimistir. Bu amagcla verilerin dagihmlarinin normalligi
incelenmistir.

Tablo 3.

Test Puanlarinin Betimsel Istatistik Sonuglari.

Test Adi N X Ortn TD SS CK BK

On Test 20 105.05 104 93 9.20 .20 .09

Son Test 20 108.60 106.50 104 9.54 .34 -.29

On test, son test verilerinin merkezi egilim 6lgiileri olan ortalama, ortanca ve tepe degeri sonuglarina
gore on test verilerinin (X test=105.05 - TDg, test =93 - Ortng, ws:=104) degerleri arasinda ve son test

verilerinin (Xson 1est=108.60 - TDgop tes=104 - Ortng,, 1s:=106.50) degerleri arasinda ¢ok buyik farklar
bulunmamaktadir. Gruplarin carpiklik ve basiklik katsayisi degerlerinin de #1 araliginda oldugu
goriilmektedir. Buna gore Ogretim Teknolojilerine Yénelik Tutum Olgegi'nden elde edilen &n test, son
test puanlarinin dagiliminin homojen oldugu séylenebilir.

On test puanlarinin dagiliminin homojen olmasi, verilerin aralikli yapida olmasi verilerin parametrik
testlere uygun oldugunu gdstermektedir. Bu nedenle deney grubunun Ogretim Teknolojileri Yénelik
Tutum Olgegi 6n test puanlari ile son test puanlari arasinda anlamli fark olup olmadigini tespit etmek
amaciyla iliskili Orneklemler t Testi yapilmistir.

Tablo 4.

Deney Grubunun On Test Puanlari ile Son Test Puanlarinin Karsilastiriimasi.
Grup Adi N X SS t p
Son Test-On Test 20 3.55 11.55 1.37 .18*
*p>.05

Gerceklestirilen iliskili Orneklemler t Testi sonucuna grubun 6n test puani ile son test puani arasinda
Ogretim Teknolojilerine Yénelik Tutum bakimindan anlamli fark bulunmamaktadir (p=.18>.05).

Ortalama puanlar arasindaki farkin (Yfa,k=3.55) pozitif olmasi son test puan ortalamasinin 6n test
puan ortalamasindan yiiksek oldugunu gostermektedir. Buna gore Dijital Oykileme Y&ntemi'nin
ogrencilerin Ogretim Teknolojilerine Yonelik Tutumlarini artirmada etkili oldugunu ancak bu etkinin
anlamli derecede yiksek olmadigini gostermektedir.

Calisma grubunun uygulama siiresince Ogretim Teknolojilerine yénelik tutum puanlarindaki degisim
incelenmis ve bu degisim Grafik 1'de gosterilmistir.

37 maddeden olusan o6lgekten alinabilecek en yiiksek puanin 185 olabilecegi géz online alindiginda
105.05 olan 6n test puaninin galisma 6ncesinde ylksek olabilecegi diistinilebilir. 108.6 olan son test
puaninin da ©6n test puanina gore fazla artis gostermedigi soylenebilir. Nitekim ortalamalarin
karsilastirilmasi sonucunda farkin anlamli olmadigi sonucuna ulasiimisti.
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Grafik 1. Calisma grubu’nun test puanindaki degisim.

Nitel Verilerin Analizinden Elde Edilen Bulgular

Yapilan uygulama bitin olarak dislnildiginde 4 6grencinin ilk kez boyle bir uygulama
yapmalarindan dolayi baslangicta zorlandiklari anlasiimaktadir. Ogr.5'in "Dijital Oykii hazirlamanin ¢ok
zor oldugunu diistiniiyordum. Fakat ¢ok basit oldugunu gérdiim." seklindeki ifadesinden de anlasilacagi
gibi daha 6nce deneyimi olmayan 6grenciler uygulamanin zor olacagini diisinmekte iken siireg icerisinde
basarili  olabileceklerini  fark  etmiglerdir. Tum gruplar uygulama sonunda ¢alismalarini
tamamlayabilmiglerdir. Yazihm ve donanimlarin kullanimlarinin ¢ézimlenmesinde ve g¢alismalarin
tamamlanmasinda grup calismasinin da etkisi olabilir. Buna karsin Ogr.12'nin "Hicbir zor durumlar
karstlasmadim. Onceden bilgim vard.." seklindeki ifadesi, yapilan uygulama ve uygulama icin kullanilan
yazilim ve donanimlar ile ilgili teknik altyapisi olan 6grencilerin de var oldugunu géstermektedir.

Tablo 5.

Goériisme Analizi Sonuclari - Dijital Oykiilemenin Etkisi.

Dijital Oykiilemenin Etkisi f
ilk kez béyle bir calisma yaptigim icin zorlandim. 4
Dijital Oykiileme yaraticihgi ve konuya karsi ilgiliyi artirdi. 3
Dijital ykii hazirlamak Ogretim Teknolojileri kullanimi bilgimi artird 7
Farkh konular ile ilgili de dijital dykiileme yapilabilir. 3
Hazirlanan materyaller 6gretim amacli olarak kullanilabilir. 12

Yazilmlar ve donanimlar kullanilarak yeni bir Griiniin ortaya koyuldugu Dijital Oykiileme'nin
yaraticihgi gelistirdigi ve konuya olan ilgiyi artirdigi anlasilmaktadir. Konuya olan ilgisi ve motivasyonu
artan 6grencinin basarisinin da artacagi beklendiginden dijital 6ykusi hazirlanan konuda ve dijital 6yki
hazirlamada 6grenci basarisinin artabilecegi diisiinilebilir.

Ovykiilerin hazirlanmasinda 6grenciler Photoshop, Photostory, Paint gibi yazilimlar ile PC, fotograf
makinesi, akilli telefon, flash disk, kamera, mikrofon, hoparlor gibi donanimlar kullandiklarini ifade
etmisler ve kullandiklari yazilimlar ile donanimlar hakkinda bilgi dazeylerini artirdiklarina dikkat
cekmislerdir. Birden fazla duyuya hitap etmesi yoni ile dijital oykiler 6grencide kalici izli davranis
degisikligi saglamada etkili olabilir. Ogr.15'in "Giiniimiiz teknolojisi sayesinde dijital ortamda anlatimlarin
cok yararl oldugunu fark ettim" seklindeki ifadesi ile Ogr.14'in Dijital Oykilleme uygulamasi ile ilgili
olarak "Derslerde gérsel anlamda daha anlasilabilir olacagini diisiiniiyorum" ifadesi c¢oklu ortam
unsurlarinin  6grenme siurecine dahil edilmesinin 6grenciler (izerinde pozitif katki sagladigini
dislindiirmektedir.
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Calismada ilkokul diizeyindeki bireyler icin toplumsal kurallara yonelik gesitli konular belirlenmis ve
bu dogrultuda dijital oykiiler hazirlanmistir. 3 6grenci farkli konulara yonelik dijital dykilerin de
hazirlanabilecegini ifade etmistir. Bu sonug dijital dykilerin farkli disiplinlerde de etkili olabilecegini
dusindirmektedir.

12 &grenci hazirlanan materyallerin 8gretim amach olarak kullanilabilecegini ifade etmistir. Ogr.13'lin
"Hem d&grenme hem de baskalarina égretme glidiisii olan bir projeydi" ifadesi de dijital dykilerin
hazirlanmasinin hem o6ykiyl hazirlayanlara hem de izleyenlere hitap edebilecegini gostermektedir.
Ogr.7'nin "Programlar hakkinda, éykiileme hakkinda bir ¢ok bilgi edindim. Oykiileme yéniinden becerim
gelisti" seklindeki cevabi oykileri hazirlayan 6grencilerin sadece 6gretim teknolojileri kullanimi ile ilgili

teknik bilgileri degil ayni zamanda anlatim ve ifade yoniinden de asama kaydettikleri anlagilmaktadir.

Tablo 6.
Gériisme Analizi Sonuclari - Ogretim Teknolojilerinin Etkisi.

Ogretim Teknolojilerinin Etkisi

Daha 6nce kullanmadigim yazilimlari kullanmada zorlandim.

Ogretim teknolojilerinin kullanimi dijital dykiilemeyi daha eglenceli hale getirdi.
Resim giziminde zorlandim.

Resimleri diizenlemede zorlandim.

Ses kaydi esnasinda zorlandim.

O U1 U WS

Genel olarak 6grencilerin Photostory, Photoshop, Paint yazilimlarini kullandiklari ve 3 6grencinin
yazilimlari ilk kez kullanmalarindan dolayi zorlandiklari anlasilmistir. Her ne kadar yazilimlarin kullanimi
konusunda zorlanan 6grenciler olsa da Ogr.8'in "Photostory yazilimini ilk kez kullandim. Kullanimi ¢ok
rahat. Dili Tiirkce olmasi kolaylik sadliyor" ve Ogr.3'Un "Photostory 3 programini kullanirken
zorlanmadim" ifadeleri ¢alismayl gerceklestirirken yazihm bakimindan kolaylikla islemlerini
gerceklestiren 6grencilerin varligini da ispatlamaktadir. Ogr.5'in "Photoshop ve Photostory programlarini
kullandim. Photoshop konusunda kendimizi gelistirdik. Dijital éykiileme sayesinde bos zamanlarimda
Photoshop kullaniyorum ve bu konuda gayet basarili oldum" seklindeki ifadesi, Dijital Oykiileme
sayesinde bazi yazilimlarin kullanimlari ile ilgili 6grencilerin bilgi dlzeylerini artirabileceklerini
gdstermektedir. Benzer sekilde Ogr.4'Gn "Bilgi diizeyim daha ¢ok program lizerinde dedisti" seklindeki
yorumu ile Ogr.10'un "Dijital fotograf makinesini ve kullandiGimiz programlari daha iyi anlamamizi
sagladr" yorumu 6grencilerin uygulama boyunca kullandiklari yazihmlar ile ilgili diisiincelerinin olumlu
yonde degistigini gostermektedir.

Dijital 6ykl hazirlamada 6grencilerin karsilastiklari zorluklar ile ilgili olarak 5 6grenci resim giziminde
ve resimleri diizenlemede sorun yasamislardir. Ogr.2'nin "Genel olarak resimlerin diizenlenmesi ve ses
kaydinin resme uygun yapilmasi ugrastirdl. Programin égrenilmesi ve yénlendirmesi ile ayarladik"
yonindeki ifadesi de bu bulgulari desteklemekte ve siireg icerisinde 6grencilerin karsilastiklari belli
sorunlari ¢ozebildikleri anlasiimaktadir.

Dijital dykiiler hazirlamanin égrencilerin Ogretim Teknolojileri kullanimlari ile ilgili bilgi dizeylerini
olumlu yénde etkiledigi anlasilmistir. Ogr.13 "Once programin zor olacagini diisiiniiyordum ama zamanla
programi kullanmaya alistikca basit oldugunu kavradim. Ogretim Teknolojileri ile ilgili bilgi diizeyimin
ilerledigini gérdim" seklinde bu sonucu destekler nitelikte yorumda bulunmustur. Benzer sekilde
0Ogr.12'nin "Photoshop konusunda kendimi gelistirmeme yardimci oldu. Mikrofonun islevlerini, ayarlarini
daha detayli 6grenmeme sebep oldu" seklindeki beyani da kullanilan yazihm ve donanimlar ile ilgili
teknolojilerin &zelliklerinin  dgrenilmesinde Dijital Oykiilemenin katkilar sagladigi anlasiimaktadir.
Ogr.3'tin "Ogretim Teknolojileri daha ¢cok pratik yapmamizi sagladi" ifadesi de &ykiiniin hazirlanmasi
sirecinde gerekli yerlerde 6gretim teknolojilerinin tekrarlanarak kullanilmasi yoniyle pekistirme
yapildigini ve boylece bu teknolojilerin 6zelliklerinin ve kullaniminin 6grenilmesine dijital 6yki
hazirlamanin olumlu katkilar sagladigi anlasiimaktadir. Dijital Oykiileme sayesinde farkli alanlarda bilgi ve
becerilerin kullanilmasi s6z konusudur. Bunlardan biri olan resimler (izerinde diizenleme, kirpma,
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¢6zunirligini degistirme v.b. islemler sdz konusudur. Ogr.7 "Resimlerle ilgili diizenlemeleri iyice
6grendim. Benim igin iyi bir egitim oldu" seklindeki yorumu ile bu igslemleri 6grendigini ve bu durumdan
memnuniyetini ifade etmistir. Resimler ile ilgili diizenlemeler yapilmadan 6nce 6grenciler kalem, kagit
kullanarak &ykilerinin her bir sahnesi icin resim gizmislerdir. Ogr.4 icin bu cizimlerin zorlugu "Genel
olarak c¢izim yapma konusunda fazla el becerim olmadidi igin ¢ok sikinti yasadim" ifadesinden
anlasiimaktadir.

Ogr.4'lin "Ses kaydi kisminda saniyelerin resimlerle gecislerini ayarlamada zorluklar oldu™ beyani ve
diger Ogrencilerin de benzer ifadelerine gore resimlerin ekranda kalmasi boyunca seslendirmenin
yapilmasi ve bu resimlerin bir araya gelerek videoyu olusturmasi siirecinde ¢alisma grubu 6grencilerinin
zorlandigl anlagilmaktadir. Benzer sekilde Ogr.5'in "Kullandigimiz Photostory 3 programinin mikrofon
kisminda sikinti ile karsilastim. Sesimiz tam olarak anlasiimiyordu" seklindeki ifadesi de ses kaydi
esnasinda 6grencilerin karsilastigl sorunlari yansitmaktadir.

Tartisma, Sonug ve Oneriler

Dijital Oykiileme sonunda elde edilen materyaller 6grenme araci olarak da kullanilabilir. Yiizer &
Kiling (2015)’da dijital 6ykulerin kolay hatirlanma ve kalici olma 6zelliginden dolayi etkili birer 6grenme
araci olarak kullanilabilecegini ifade etmistir.

Teknoloji ile biitiinlesen Dijital Oykiilleme, 6grenci merkezli, bireysel farkliliklari ortaya cikarabilecek
cagdas bir yéntemdir. Tung¢ & Karadag (2013) Dijital Oykileme yénteminin ¢agin &grenme
gereksinimlerini karsilayabilecek nitelikte oldugunu ifade etmistir. Nitekim yontem 6grencilerin isbirlikli
o6grenmeye uygun, bireysel farkliliklari dikkate alan, 6grencinin aktif oldugu bir 6grenme ortami
sunmaktadir. Dijital Oykiileme'nin bu ydnii, ydntemin egitim amagli kullanilabilecegini géstermektedir.

Gomleksiz  (2004)'e gore teknoloji  kullanimi  etkin  68renme ortamlari  olusturmada
kullanilabilmektedir. Calismada da Ogretim Teknolojileri kullaniminin konuya olan ilgi ve dikkati artirdigs
anlasilmistir. Ogrenme dizeyinin artmasinda etkili olan ilgi ve dikkat dizeyini artirmak icin Dijital
Ovykiileme bir arag olarak kullanilabilir.

Calisma sonunda 6grenciler 6gretim teknolojilerinin  kullanimlari ile ilgili bilgi duzeylerini
artirmiglardir. Michalski, Hodges, & Banister (2005) calismalarinda Dijital Oykiileme dgrencilerin yazil ve
sozlh iletisim kabiliyetlerini gelistirdiklerini, yaziim bilgisi ve teknoloji kullanimi diizeylerini artirdiklan
sonucuna ulasmistir. Uygulama siirecinde 6grencilerin dijital dykileri hazirlayabilmek amaciyla gerekli
olan 6gretim teknolojilerini kullanmalari bu alanda bilgi diizeylerinin artmasini saglamistir.

Dijital Oykiileme ile birden fazla ¢oklu ortam araci kullanilmistir. Bu araglar égrenen ile materyal
arasindaki iletisimi gliclendirmektedir. Skouge & Rao (2009)'da bu yontemin etkili bir iletisim araci olarak
kullanilabilecegini ifade etmektedir. Birden fazla duyuya hitap edebilme 6zelliginden dolay! dijital
oykdler, farkli iletisim kanallarini hedef kitleye ayni anda sunabilmektedir.

Dijital Oykileme yéntemi &grencilerin Ogretim Teknolojileri'ne yénelik tutumlarina olumlu yénde
etki etmistir fakat bu etkinin derecesi anlamh degildir. Gériisme sonuglarina gére de Dijital Oykiileme
dgrencilerin Ogretim Teknolojileri'ni kullanim diizeylerini, bu ydndeki bilgi ve becerilerini, Ogretim
Teknolojileri'ne olan ilgi ve motivasyonlarini artirmistir. Bu sonuglara gére nicel ve nitel sonuglarin
benzerlik gdsterdigi ve bir birini destekledigi sdylenebilir.

Ogrencilerin dijital dykiileri hazirlamalari siirecinde yazilim ve donanimlari ilk kez kullandigi icin
zorlanan 6grenciler olmustur. Uygulama siirecinde zorlandiklarini ifade eden 6grenciler genellikle
resimlerin ¢izilmesi, islenmesi, dizenlenmesi ve ses kaydi ile ilgili islemlerde zorlandiklarini ifade
etmektedirler. Siire¢ sonunda ise 6grencilerin bu zorluklarin Gstesinden geldikleri ve basarili olduklari
anlasiimaktadir. Dijital Oykiileme siirecinde 6grencilerin sorun yasadigi teknik konulari ¢6zmelerinde
grup ¢alismasinin etkisi olabilir.
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Dijital Oykiileme dgrencilerin dykiisii hazirlanan konuya ve kullandiklari Ogretim Teknolojileri'ne kars
ilgi diizeylerini artirmistir. Teknolojinin glinimdizde ilgi ¢ekici olmasi ve dijital dykilemede teknolojik
donanimlarin kullaniliyor olmasi da 6grencilerin yonteme olan ilgi ve motivasyonlarinin artmasinda etkili
olabilir.

Ogrenciler farkl konulara yénelik olarak da dijital dykiler hazirlanabilecegini ifade etmislerdir. Buna
gore Dijital Oykilleme ydéntemini hedef bireylere bilgi aktariminda bir arac olarak farkli konularin
islenmesinde kullanilabilir.

Calismada dijital oykilerin hazirlanmasinda Photostory yazilimi kullanilmistir. Farkli ¢alismalarda
Movie Maker, Flash v.b. programlar kullanilarak dijital dykuler hazirlanabilir. Boylece farkh yazilimlarin
farkli niteliklerinde de faydalanilabilir. Ayrica bu éykiler yiiksekokul 6grencileri yerine ilk ve orta 6gretim
ogrencileri ile de uygulanabilir. Yazihmlarin kullanimlarinin kolay oldugu da dikkate alindiginda bu
diizeydeki 6grencilerin de gerceklestirebilecegi oykiiler ortaya cikarilabilir, ve bunlar 6gretim materyali
olarak da kullanilabilir.

Gergeklestirilen ¢alismada ilkokul diizeyindeki 6grencilerin uymasi gereken bazi kurallara yonelik
dykiler hazirlanmistir. Ogrenciler 6grenim gérdiikleri derslere yénelik miifredata uygun dijital éykiiler de
hazirlayabilirler.
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Introduction

The purpose of education systems is to bring up people who can improve their mentality, use their
mind in various aspects and produce innovations. For this purpose, creativity should be included in
education systems (Oztiirk, 2004). According to Runco (2004), creativity is useful for people. Creativity
enables problem solving, improves orientating and expressing oneself. In a study of Burnard and White
(2008), the researchers state that creativity will be an important factor in future learning and teaching
and emphasize that school communities, schoolmasters and teachers should be promoted in order to
improve creativity. Promoting creativity efforts should start in pre-school education or even before.
Parents and teachers ought to be a guide and encourage the thoughts of children to promote creativity
(Kim, 2011).

Education applications and students’ desire of spending time on computer hinders their thinking and
prevents the rise of creative thinking (Aksaclhoglu & Yilmaz, 2007). Instead of student groups who enjoy
thinking and writing about thoughts, individuals, who think that writing and thinking is a tiring and
difficult activity, come into light (Temizkan, 2011). Due to the mentioned reasons, students should be
convinced that creative thinking and writing are skills that can be performed by anyone (Temizkan &
Yalginkaya, 2013). For example, Susar, Kirmizi and Beydemir (2012) found out in their studies that
entertaining and revealing imagination in writing activities give better results in bringing students’ desire
to write.

People live together with technology and web based applications are becoming widespread day by
day in today’s technology. Technological advances affect all areas of our lives as well as learning and
teaching processes. The effect of technological advances in all areas of our lives as well as in learning
and teaching process is inevitable. This situation makes it necessary to give place to information
technologies in educational applications. Incredible development of science and technology since
ancient times spring from stretching the imagination considerably. So writing creatively is very
important in education and creativity in education has an important place in creating information
society (Hosgorir & Bilasa, 2009).

Cankaya, Sanl, Yesilyurt and Yoriik (2012) state that being open to changes and imagination are
important elements for creative thinking. The basis of creativity is imagining, from details to whole,
perceive and think about details from whole. Thus, it is important to provide an appropriate
environment for students in schools to find out and improve these skills. Because it is of the opinion that
teacher behaviors and attitudes are effective on students’ creative thinking. Although some students
have senior creative thinking abilities, they are not discovered in traditional classrooms (Dawson &
Westby, 1995). Individuals’ creativity show different progress depending on their environment (Karakus
Aktan, 2013). The characteristics of environments which improve creativity can be arranged as; having
flexible rules, not categorizing learners, being not judgmental and accusing in evaluative procedures and
provoking students’ interest in school programs (Karakus-Aktan, 2013). Creative writing is one the
activity that improves creative thinking. Oztiirk (2007) states that creative writing is a skill that children
need to be gained at all levels of education and it is a necessity to teach creative writing. Since creative
writing is seen as an activity that is performed only during the lessons, students cannot motivate and do
not show any extra effort to improve it. The subjects, which are about children’s life and meaningful for
them, catch their interest and motivate them to think creative and write (Demir, 2012).

It has been revealed that children present eclectics, not close to changes and inflexible mentality in
their writings because of being faithful to authority, adoption, diesinking, fear and future anxiety. On the
other hand, students who are open to changes cannot identify and are not qualified in distinction
(Maltepe, 2006). It has been found out that students who are not open to changes compose their
writing not in narration but in general expression forms; because of that they fall short in descriptions,
metaphor, using senses and observations (Maltepe, 2006).
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As thinking activity is made of words and sentences that are used instead of notions and facts,
thinking that is not based on language is not possible. So there is a strong connection between language
and thinking; writing, speaking, listening activities improves this connection. Thinking skill brings in
people self-control and courage to direct their lives. People who gain the control over their lives have
sense of their aims and dominate their lives (Seving & Tok, 2010). Oztiirk (2007) state that fifth grade
students improved fluent thinking and create meaningful sentences and creative writing activities that
establish a meaningful difference in arranging the thoughts (introduction, body, conclusion) of students.

In this study, web-based story writing portal is developed to improve creativity, help to the
development of creative writing and make thinking enjoyable. The aim of the developed application is to
make students gain thinking and writing skills and improve current skills properly to a predetermined
plan. On the ground that the portal is web-based makes it possible to reach it all around. So the
students have the possibility to write their thoughts and feeling. This circumstance will clear the way of
creative writing adaptation.

Method
User Interface

In this study, web-based story writing portal is presented. The portal consists of four basic interfaces;
Information panel, Principal panel, Jury panel and Student panel. As shown in Figure 1; Information
panel consists of five menus such as Home Page, About Us, My Story Guide and so on.

Shown in Figure 1.a Home Page; top of the screen slider takes places prepared with jQuery, at the
left bottom is Subject of Month where the title of the writing is required, at the right bottom user
entrance menu and registry to system menu take place. In Figure 1.b is the about us menu in which
purpose and content information take place. In Figure 1.c is the “My Story” menu in which lists of
completed and expected of completing stories presented. This page helps users to reach completed and
expected of completing stories. The steps of writing a story are presented in Figure 1.d “Guide Menu”.
Detailed plan of each stage in story, which will be completed on six phases are presented in this page.
Since the most descriptions and actions in study of Vladimir Propp (1973) are appropriate to this study
and as it moves logical and continues according to a systematic scheme, it is properly prepared based on
Propp’s study, “Morphology of Story”, and supported with story samples. Therefore, stories are
expected to be written in a specific order. In Figure 1.e “Communication Menu”, a forum takes place
where students can send their questions and suggestions.

As shown in Figure 2, “Principle Menu” consists of three menus; Access Operation, Settings and
Communication. “Access Operation” consists of two submenus; User Operation and Completed Stories.
User Operation in Figure 2.a is the area where users take action. As shown in Figure 2.b, “Completed
Stories Menu” is the area in which the evaluation of the completed stories is sent to administrators’
check. “Settings Menu” consists of two submenus such as “Profile Settings” and “Working Plan”.
Updating of personal information and key word operations can be done in “Profile Settings” as shown in
Figure 2.c. As shown in Figure 2.d, “Working Plan Menu” is the section where the subject of month and
the entrance of working plan take place. The subject of the month is simultaneously published in “Main
Menu” and “My Story Menu”. Evaluation and writing dates of student and jury stories are entered to
system in working plan. The dates are sent to students and “Communication Menu” immediately. These
dates take place in student and jury panel “Create a Story” and “New Story”. While the evaluation
process of the jury, story writing of students are hindered for a while. After the evaluation process of
the jury, administer allows students to pass to the next section. This process makes it possible for
students and the jury to complete their stories step by step, and ordinate and plans the following steps.
“The Communication Menu” in Figure 2.e is used for individual and mass messaging to users and they
can view the messages, which are sent to administers.
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Gergekler Hayallerle Baglar!
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Figure 1. Information panel interfaces.

As shown in Figure 3, Jury Panel consists of two menus; “New Story” and “Settings”. In Figure 3.a,
“New Story Menu” consists of two submenus; “Analyses Menu” in which stories of users are evaluated
and “Delete Menu” in which inappropriate stories are taken out of the system. Figure 3.b illustrates
“Analyses Menu” in which complete and incomplete story steps can be seen. There is another menu
called “Evaluate Menu”, displayed in Figure 3.c, for not evaluated stories, but for showing the scoring
process of the story. In Figure 3.d is “Settings Menu” in which individual information of the jury
members can be updated.
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Figure 2. Administer panel interfaces.

As shown in Figure 4, “Student Panel” consists of two menus; “Create Your Story” and “Settings”. In
Figure 4.a is “Create Your Story Menu” in which students have a look for uncompleted stories and write
the title according to the story of the month. The page shown in Figure 4.b enables students to continue
the story they want to complete by following the plan. More than one user is expected to complete the
story. The page shown in Figure 4.c after intended step of story is completed, it is sent to juries check.
“Settings Menu” shown in Figure 4.d enables users to update individual information.
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Figure 3. Jury panel interfaces.
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Figure 4. Student panel interfaces.
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Working Processes of the Portal

The Portal consists of four main interfaces; “Information Panel”, “Administer Panel”, “Jury Panel”
and “Student Panel”. In “Information Panel, there are five menus; Main Menu, About Us, My Story,
Guide and Communication. On the left bottom of Main Menu screen is the subject of the Month which
is intended to be written located and on the right bottom are Entrance Menu and System Log Menu.
The purpose and content of the story is available at “About Us Menu”. In “My Story Menu” is the
entrance section of completed and uncompleted stories in a list. With the help of this page, users can
reach to the details of the published and uncompleted stories. If the users want to create a new story or
complete their existing stories, they can log in to the system in “Main Menu”. They can enter to system
after their registrations are approved. Users can write their stories following the steps in “Guide Menu”.
All users can send questions and suggestions from Communication Menu. Students will come across
with a page created on its behalf when they log in to the system. They can update their information
form on this page. In “Create Your Menu”, students can write stories depending on Subject of Month or
they can complete an uncompleted story. A story consists of six steps; Entrance, Body (Event1, Event 2,
Event 3), solution and conclusion. Students are expected to write their stories step by step at the dates
determined by administer. Passing to the next step without a phase of evaluation by the Jury is not
allowed by the Jury. This rule is only violated in the process phase and at least one body step is expected
to be written. Users have the right to write what they want from this stage. After the completion of each
stage, it is presented to the Jury approval. In “Jury Panel”, stories sent by users are published. Three
juries are assigned for each story in the system. It is expected that each step is evaluated at the
determined date by administer. After each step is evaluated by the jury members, scores are entered by
the Jury member. In each step, the average of the three scores given by the jury members is collected.
The step of the story which has the highest average is published in “Student Panel”. It is expected that
users continue their story according to the rules in guide and published step. This phase is repeated for
each step. After all steps are completed in the story, it is located in the submenu of “Approval
Operation” in “Completed Stories”. With the approval of every steps of story by administer, stories are
located in the submenu of “Information Panel” in “Mt Story”.

Discussion, Conclusion and Suggestions

In today’s society, the most basic feature of scientific thinking production among the people is
creative thinking. Baker, Pomeroy and Rudd (2001) point out that unique approaches can be improved
in description of creative thinking problems and solutions. To attain a creative thinking society, it is
necessary to teach creative thinking in an adequate level (Koray, Kéksal, Ozdemir & Presley, 2007).

Children express and share their thoughts, feelings, ideas and fancy with their unique language in
creative writings. The most appropriate writing type is story in which children can express themselves
(Temizkan, 2011). By creating story activities, creativity and imagination of children take in action. At the
same time, those types of activities improve children’s collective comprehension and cause effect
relationships. In this regard, stories can be used in creative writing studies (Kaya, 2013). Live events in
stories represent dreams, hopes, and wishes of people. Based on this point of view, farsighted students’
thoughts and feelings can be revealed.

Temizkan (2011) used creative writing activities which are entertaining as well as educational in the
mean time for developing the ability of writing texts in the type of story in his study. Temizkan (2011)
implies that creative writing activities are more effective than traditional education activities in
developing the story writing ability. In his research, Temizkan (2011) also indicates that providing
children time for developing thoughts, strategies for expanding these thoughts, providing opportunities
for talking and sharing and encouraging students for working with their peer groups in order to produce
ideas affect their creative writing skills in a positive way.
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The brand new technology of today provides limitless products and materials for creativity. Yet, it’s
important to use these products in a way to support the development of effective and creative thinking.
Thus, technology is used as a tool for students to present their ideas, communicate with others and
produce (Dikici & Tezci, 2003; Dinger, 2014).

It's been considered that this study will turn to be more amusing and entertaining for students
through integrating the use of story writing process into the computer platform. According to Loveless
(2002), information technologies provide students the opportunity of reaching the information and
changing it and giving instant feedback of what they have done. Taking information technologies
promotion into consideration, none of the products created in the computer platform is the ultimate
one. This is because another student can develop the current product by making changes on it and even
he or she can create another product. Students’ innovative and creative thinking are encouraged via this
way. It’s necessary to build creative learning environments to train successful, flexible and freethinking
students (Collier et al., 2013). The image and the power of imagination of children that comes naturally
shouldn’t be suppressed, judged and the power of creating shouldn’t be faded away. This natural gift
can be developed with a conscious, disciplined and patient struggle within the educational process of
the individual. Savings that are gained throughout a lifetime can be given a new and original shape with
creative imagination (Isildak, 2008).

Cline and others (2012) consider that creative discovery provides opportunities to children for
developing empathy, interaction and personal development. Connery and John-Steiner (2012) state that
the creativity of students develops aspects like using imagination, being innovator, problem solving and
cooperative solving. Furthermore, Connery and John-Steiner propose that students should have the
curriculum that encourages creativity. According to Jindal-Snape (2012), creative approach provides
children the opportunity of choosing related to what they can do. They believe that the elements of
creativity form self-respect in children. Majid, Kay and Soh (Cited in: Temizkan, 2011) carried out a
“Creative Writing Program” in order to develop the creative writing skills of primary school students in
Singapore.

The study’s being web-based and interactive provides an environment which is independent of time
and place where students are far from the fear of judgment with the mental and sensual comfort to
write freely. Thus, this research will make significant contributions for training individuals who will have
many aspects like being creative, original, detail caring, curious, poring, genuine in thinking, reliable and
questioning. The implementation of an education perception aiming to train creative individuals will
mean a big step in meeting our modern-day needs.
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Tirkge Suiriim

Girig

Egitim sisteminin amaci, bireylerin diislince yapilarini gelistiren, aklini gesitli bicimlerde kullanabilen
ve yenilikler Uretebilen insanlar yetistirmektir. Bu amag icin egitim sisteminde yaraticiligi etkin kilmak
gereklidir (Oztiirk, 2004). Runco’ya (2004) gore vyaraticilik insanlar icin yararlidir. Yaraticilik problem
¢6zmeyi kolaylastirir, uyum saglamayl ve kendini ifade etmeyi gelistirir. Burnard ve White (2008)
yaptiklari calismada gelecekteki 6grenme ve 6gretme de yaraticiigin 6nemli bir unsur olacagindan s6z
etmekte ve yaraticihgin gelistirilmesi icin okul topluluklarinin, okul mudiirlerinin ve 6gretmenlerin tesvik
edilmesi lzerinde durmaktadirlar. Yaraticiligl tesvik etmek igin cabalarin anaokulunda hatta daha
oncesinde baslanmasi gerekmektedir. Ebeveynlerin ve 6gretmenlerin bizzat yaraticiligl tesvik etmek igin
rehber olmalari ve ¢ocuklarin diisiincelerini desteklemeleri istenmektedir (Kim, 2011).

Egitimde ydlratulen uygulamalar ve 6grencilerin vakitlerini daha ¢ok bilgisayar basinda gecirmek
istemeleri onlari dlsinmekten uzaklastirmakta ve vyaratici dusilincelerinin ortaya ¢ikmasini
engellemektedir (Aksagloglu & Yilmaz, 2007). Dusinmekten, distindiklerini yaziya dokmekten zevk alan
Ogrenci grubu yerine, dusiinmeyi ve yazmayi yorucu bir is olarak géren ve yazmanin zor bir ugras
olduguna inanan bireyler ortaya ¢ikmaktadir (Temizkan, 2011). Bu nedenledir ki, 6grencilerin yaratici
disiinme ve yaratici yazmanin herkes tarafindan yerine getirilebilecek bir beceri olduguna inandiriimasi
gerekmektedir (Temizkan & Yalcinkaya, 2013). Susar Kirmizi ve Beydemir (2012) 6grencilere yazmaya
yonelik istekliligin kazandiriimasinda eglenceli ve hayal giliciini ortaya cikarici 6zellikler tasiyan yaratici
yazma slirecinin daha basarili sonuglar verdigini arastirmalarinda saptamislardir.

Glinimuz teknolojisi icerisinde web tabanli uygulamalarin gittikge yayginlastigi ve insanlarin teknoloji
ile i¢ ice yasadigi goriilmektedir. Teknolojideki gelismelerin hayatin her alanini oldugu gibi 6grenme-
o6gretme sireclerini de etkilemesi kaginilmazdir. Bu durum egitsel uygulamalarda bilisim teknolojilerine
yer verilmesi gerekliligini ortaya ¢cikarmustir. Eski ¢aglardan beri bilimsel ve teknolojik alanda inanilmaz
gelismelerin yasanmasi 6nemli 6l¢iide hayal gliciinin kullanilmasindan kaynaklanmaktadir. Bu nedenle
egitimde hayal giiciine bagh olarak yaratici yazmanin 6énemi buyuktir ve egitimde yaraticilik bilgi
toplumunun olusturulmasinda 6nemli bir yere sahiptir (Hosgorur & Bilasa, 2009).

GCankaya, Sanl, Yesilyurt ve Yorik (2012) arastirmalarinda vyaratici disinmenin en o6nemli
yordayicilari arasinda degisime acik olmak ve hayal gliclinlin yer aldigini tespit etmektedir. Yaraticihgin
temeli giiclii hayal kurabilme, ayrintilardan bitiini, bitliinde ayrintilari gérip distnebilme yetenegidir.
Bu sebeple okulda 6grencilerin bu yeteneklerini ortaya cikartip gelistirmek igin uygun ortamlarin
saglanmasi onemlidir. Clnkld 6gretmenlerin davranislarinin ve tutumlarinin 6grencilerin yaratici
dusinmeleri Gzerinde etkili oldugu kanisina varilmaktadir. Geleneksel bir sinifta bazi 6grenciler Ust diizey
yaratici diisinme yetenegine sahip olmasina ragmen kesfedilememektedirler (Dawson & Westby, 1995).
Bireylerin yaraticiliklari bulunduklari ortamlara gore farkli sekilde gelisme gosterir (Karakus Aktan, 2013).
Yaraticilig gelistiren ortamlarin 6zellikleri, kurallar agisindan esnek olan ve 6grenenleri sinirlandirmayan,
degerlendirme yaklasimlarinda yargilayici ve suclayici olmayan, programda yer verilen konular
bakimindan 6grencilerin merak duygusunu harekete geciren ortamlar seklinde siralanabilir (Karakus-
Aktan, 2013). Yaratici diisiinmeyi gelistiren etkinliklerden birisi ise yaratici yazmadir. Oztiirk (2007)
calismasinda yaratici yazmanin, egitimin bitiin kademelerinde c¢ocuklara kazandirilmasi gereken bir
beceri olup yaratici yazmanin 6gretilmesinin bir gereklilik oldugunu belirtmektedir. Yaratici yazma
becerisi sadece ders esnasinda gergeklestirilen bir etkinlik olarak goriildigiinden bu beceri icin 6grenci
motive olmamakta ve onu gelistirmek icin 6zel bir ¢aba sarf etmeye ihtiyag hissetmemektedir.
Cocuklarin kendi yasamlariyla ilgili ve kendileri icin anlam ifade eden bir konu verildigi zaman ilgileri
artar ve ilging bir konu ¢ocugu yaratici disiinmeye ve yazi yazmaya motive eder (Demir, 2012).
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Ogrencilerin yazilarinda diisiinsel yaraticilik agisindan otoriteye baglihgin, kabullenmenin, kalipgihgin,
korkunun ve gelecek kaygisinin etkisiyle genellikle degisime kapali, aktarmaci ve esnek olmayan bir
diistince yapisi sergiledikleri ortaya ¢ikmaktadir. Yazilarinda degisime acik olduklari gorilen 6grencilerin
ise, genellikle 6zdesim kurma ve farkllik agisindan yeterli diizeyde olmadiklari sonucuna ulasiimaktadir
(Maltepe, 2006). Dislinsel yaraticiik acisindan yazilarinda degisime kapali olduklarini yansitan
ogrencilerin, yazilarini 6yklsel bir anlatim diliyle degil de genel bir anlatim diliyle olusturduklari; bu
ylzden de dilsel yaraticihk gostergeleri olarak betimlemeleri, benzetmeleri, duyulari ve goézlemleri
kullanma agisindan yetersiz kaldiklari sonucuna ulasiimistir (Maltepe, 2006).

Distiinme becerilerinin kazandirilmasi kisilerin kendi kendilerini kontrol etme ve hayatlarini
yonlendirme cesaretini kazandirir. Hayatinin kontrollini ele alan kisi yasamina hakim ve amaglari
dogrultusunda yasayan saglikli bir birey olma yolunda ilerleyecektir (Seving & Tok, 2010). Oztiirk (2007)
yaratici yazma etkinliklerinin 5. Sinif 6grencilerinin orijinal, akici distinmeleri ile anlamli climleler
olusturma becerilerini gelistirdigini belirtmekte ve yaratici yazi yazma etkinliklerinin 6grencilerin
dusiincelerini dizenleme (giris, gelisme, sonug) becerileri (izerinde anlamli bir fark olusturdugu
saptamistir.

Bu calismada, disiinmeyi eglenceli hale getirerek yaraticiigl ve yaratici yazmanin gelismesine
yardimci olmak igin web tabanli interaktif 6yku yazma portal gelistirilmistir. Gelistirilen bu uygulama ile
onceden belirlenen bir plana uygun sekilde 6grencilere yazma ve diisiinme becerilerin kazandirilmasi ve
mevcut becerilerinin arttirilmasi hedeflenmektedir. Portalin web tabanli olmasi internet erisiminin
oldugu her yerden ulasilabilmesini mimkin kilmaktadir. Boylece 6grenciler duygularini ve diisiincelerini
istedikleri zaman yazabilme imkanina sahip olabileceklerdir. Bu durum yaratici yazmanin 6grencilere
benimsetilmesinin 6nlinl agacaktir.

Yontem
Arayliz

Bu calismada web tabanh 6ykii yazma portali sunulmustur. Portal “Bilgi Paneli”, “Yonetici Paneli”,
“Juri Paneli” ve “Ogrenci Paneli” olmak lizere doért temel arayiizden olusmaktadir.

Sekil 1’de gosterildigi gibi “Bilgi Paneli”, Ana Sayfa, Hakkimizda, Oykiim, Kilavuz ve iletisim olmak
lizere bes meniden olusmaktadir. Sekil 1.a’da gorilen Ana Sayfa ekraninin Gst kisminda jQuery ile
hazirlanmis slayt, sol alt kisminda “Ayin Konusu” bashg altinda yazilmasi istenen éykiniin konusu ve sag
alt kissmda kullanici giris menlsi ve sisteme kayit menisi yer almaktadir. Sekil 1.b’de verilen
“Hakkimizda” menisiinde ¢alismanin amacina ve igerigine yonelik bilgilendirmeler yer almaktadir. Sekil
1.c’de gériilen Oykiim meniisii, tamamlanan ve tamamlanmasi beklenen 6ykiilerin giris bélimlerinin
liste halinde sunuldugu sayfadir. Bu sayfa yardimi ile kullanici daha 6nceden yayinlanmis oykiilerin
ayrintilarina ve tamamlanmasi beklenilen Oykilere ulasabilmektedir. Sekil 1.d’de gosterilen Kilavuz
mensi, kullaniclya 6yki yazma adimlarin sunuldugu sayfadir. Bu sayfada alti asamada tamamlanacak
olan oéykulerin her asamasinin ayrintili plani sunulmustur. Ayrintili plan, Propp'un (1973) "Masalin Bigim
Bilimi” adli ¢calismasinda yer alan islevler temel alinarak hazirlanmis ve 6rnek éykilerle desteklenmistir.
Boylece yazilmasi beklenilen dykilerin belli bir diizene uygun sekilde devam etmesi hedeflenmektedir.
Sekil 1.e’de verilen iletisim menisiinde ise, 8grencilerin soru ve 6nerilerini génderebilecekleri bir form
sayfasi yer almaktadir.

Sekil 2 ‘de gosterildigi gibi “Yonetici Paneli”, Onay islemleri, Ayarlar ve iletisim olmak lizere g
meniiden olusmaktadir. Onay islemleri meniisii Kullanici islemleri ve Tamamlanmis Oykiiler olmak lizere
iki alt meniiye ayrilmaktadir. Sekil 2.a’da verilen Kullanici islemleri meniisii, kullanici islemlerinin
yapildigi kisimdir. Sekil 2.b’de gésterilen Tamamlanmis Oykiller meniisii ise degerlendirilmesi
tamamlanmis dykiilerin Oykiim sayfasinda yayinlanabilmesi icin yénetici onayina sunuldugu bélimdir.
Ayarlar menusu Profil Ayarlari ve Calisma Plani olmak tizere iki alt meniiden olusmaktadir.
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Sekil 1. Bilgi paneli araytzleri.

Sekil 2.c’de verilen Profil Ayarlari menisiinde yoneticiye ait kisisel bilgilerin glincellenmesi ve sistem
parolasinin degistirilmesi islemleri yapilabilmektedir. Sekil 2.d’de verilen Calisma Plani menisu, yonetici
tarafindan olusturulmasi istenilen ayin konusunun ve galisma planinin giris yapildigi bélimdur. Giris
yapilan ayin konusu Ana Sayfa ve Oykiim sayfasinda es zamanli olarak yayinlanmaktadir. Girilen calisma
planinda ise yonetici tarafindan 6grencilerin ve jirilerin 6ykilerin her bir asamasini hangi tarihler
arasinda yazabilecekleri ve degerlendirebilecekleri sisteme girilmektedir. Giris yapilan tarihler iletisim
mendisii araciligi ile jiirilere ve dgrencilere génderilmektedir. Bu tarihler “Ogrenci Paneli”, Oykiini Yarat
meniisi ve “Juri Paneli”, Yeni Oykii menisiinde yer almaktadir. Jiirilerin degerlendirme yaptigi tarihler
arasinda yonetici tarafindan 6grencilerin degerlendirme yapilan bélime ve bir sonraki béliime éykalerini
yazmalari engellenmektedir. Degerlendirme tamamlandiktan sonra yonetici, 6grencilerin bir sonraki
bolime gecmelerine izin vermektedir. Boylelikle jlirilerin ve 6grencilerin asama asama, dizenli ve planh
bir sekilde &ykiileri tamamlamasi saglanmaktadir. Sekil 2.e’de verilen iletisim menisi, sistemdeki
kullanicilara bireysel ya da toplu duyuru mesajlarinin gonderilmesi ve yoneticiye gonderilen mesajlarin
gorintilenmesi amaciyla kullanilmaktadir.
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Sekil 2. Yonetici paneli arayizleri.

Sekil 3'te gosterildigi gibi “Juri paneli”, Yeni Oykii ve Ayarlar olmak tizere iki meniiden olusmaktadir.
Sekil 3.a’da gosterilen Yeni Oykii menisiinde kullanicidan gelen dykiilerin degerlendiriimeye sunuldugu
incele meniisii, uygun olmayan 6ykiilerin ise sistemden kaldirildigi Sil meniisii yer almaktadir. Sekil
3.b’de verilen incele meniisiinde jiiri tarafindan degerlendirilmesi tamamlanan ve tamamlanmayan &ykii
asamalari gosterilmektedir. Degerlendiriimeyen oykl asamalari icin Degerlendir menisi yer almaktadir.
Sekil 3.c’de Degerlendir menisiinde degerlendirilmeye alinan bir dykiiniin bir boliminin puanlama
asamasi gosterilmektedir. Sekil 3.d’de gosterilen Ayarlar menUsiinde, jiriye ait kisisel bilgilerin
guncellenmesi islemleri yapilabilmektedir.
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Sekil 4. Ogrenci paneli arayiizleri.
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Sekil 4'de gosterildigi gibi “Ogrenci Paneli”, Oykiinii Yarat ve Ayarlar olmak {izere iki meniiden
olusmaktadir. Sekil 4.a’da gosterilen Oykiinii Yarat mendisi, kullanicinin ayin konusuna gére yazacagl
oykinin bashgini yazmasi amaciyla ve daha 6nceden olusturulan tamamlanmayi bekleyen &ykulerin
gorintilenmesinde kullaniimaktadir. Sekil 4.b’de verilen sayfada ise kullanicinin tamamlamak istedigi bir
dykiyi plana uygun olarak belirtilen asamadan devam etmesine olanak vermektedir. Oykiileri birden
fazla kullanicinin tamamlamasi beklenmektedir. Sekil 4.c’de 6ykinin istenilen asamasi tamamlandiktan
sonra juri onayina gonderilmektedir. Sekil 4.d’de gosterilen Ayarlar menisiinde kullaniciya ait kisisel
bilgilerin glincellenmesi islemleri yapilabilmektedir.

Portalin Calisma Akigi

Portal “Bilgi Paneli”, “Yénetici Paneli”, “Jiiri Paneli” ve “Ogrenci Paneli” olmak lizere dért temel
araylizden olusmaktadir. Bilgi Panelinde, Ana Sayfa, Hakkimizda, Oykiim, Kilavuz ve iletisim olmak lizere
bes meni yer almaktadir. Bilgi paneli btun kullanicilarin kullanimina agiktir. Ana Sayfa ekraninin sol alt
kisminda “Ayin Konusu” baslig altinda yazilmasi istenen dykinin konusu ve sag alt kissmda kullanici
(yonetici, juari ve 6grenci ) giris menisl ve sisteme kayit menisi yer almaktadir. Calismanin amacina ve
icerigine yonelik bilgiler Hakkimizda meniisiinden ulasilabilmektedir. Oykiim meniisiinde, tamamlanan
ve tamamlanmasi beklenen oykilerin giris bélimleri liste halinde sunulmaktadir. Bu sayfa yardimi ile
kullanici daha oOnceden vyayinlanmis o6ykilerin ayrintilarina ve tamamlanmasi beklenilen o6ykilere
ulasabilmektedir. Eger kullanicilar yeni bir 0yki olusturmak veya var olan oykiileri tamamlamak
isterlerse Ana Sayfa menisiinden sisteme kayit olmaktadir. Yonetici tarafindan kayitlar onaylandiktan
sonra kullanicilar sisteme giris yapmaktadir. Kullanicilar Kilavuz menusindeki 6ykii yazma adimlarina
gére oykiilerini yazabilmektedir. iletisim menisiinden bitin kullanicilar soru ve 6énerilerini
gonderebilmektedir. Ogrenciler sisteme giris yaptiklarinda kendi adlarina acilmis bir sayfa ile
karsilasmaktadir. Bu sayfadan bilgilerini giincelleyebilmektedirler. Oykiinii Yarat meniisiinde ise ayin
konusuna bagh olarak yeni éykiler olusturabilir veya énceden olusturulmus oykileri tamamlanabilir. Bir
oyku; Giris, Gelisme (Olay 1), Gelisme (Olay 2), Gelisme (Olay 3), C6ziim ve Sonug olmak Uzere alti
asamadan olusmaktadir. Planli dykiilerin ortaya cikabilmesi icin kullanicilardan asamalari yonetici
tarafindan belirlenen tarihler arasinda adim adim tamamlamalari beklenmektedir. Bir asama tiim juriler
tarafindan degerlendirilmeden bir sonraki asamaya gegcme hakki yonetici tarafindan engellenmektedir.
Sadece Gelisme asamalarinda bu kural esnetilerek en az bir Gelisme asamasinin yazilmasi istenmektedir.
Kullanicilar bu asamalardan istediklerini yazabilme hakkina sahiptir. Yazilan her bir asama
tamamlandiktan sonra jiiri onayina sunulmaktadir.

Juri panelinde Yeni Oykii meniisiinde kullanicilardan gelen dykiiler yayinlanmaktadir. Sistemde g jiiri
bulunmaktadir. Jlriler her bir asamayl yonetici tarafindan belirlenen tarihler arasinda
degerlendirmektedir. Jiriler bir 6ykiinin her bir agsamasini degerlendirdikten sonra sistemde bulunan
puanlama alanina verdikleri puani girmektedirler. Oykiiniin her bir asamasinda (¢ jiirinin verdigi puanlar
toplanarak ortalamasi alinmaktadir. Ortalamasi en yiiksek olan dykiinin asamasi Ogrenci Panelinde
yayinlanmaktadir. Yayinlanan asamaya ve kilavuzda yer alan kurallara gére kullanicilardan devaminin
getirilmesi istenmektedir. Her bir asama igin bu doéngi tekrarlanmaktadir. Oykiiniin biitiin asamalari
tamamlandiktan sonra Yénetici Panelinde Onay islemleri meniisii Tamamlanmis Oykiler alt menisiinde
yerini almaktadir. Yoneticinin biitiin agamalari tamamlanan dykuleri onaylamasi ile birlikte dykiiler Bilgi
Panelinde, Oykiim meniisiinde yayinlanmaktadir.

Tartisma, Sonug ve Oneriler

GUnlmiz toplumunda, Uretici ve bilimsel dislinen insanin en temel 6zellikleri arasinda yaratici
diisinme yetisi gelmektedir. Baker, Pomeroy ve Rudd (2001) calismalarinda yaratici disincenin,
sorunlari tanimlama ve ¢6zmede 06zgilin yaklasimlar gelistirebileceginden bahsedilmektedir. Yaratici
dislinen bir toplum olusturmak icin ise bireylere yonelik yaratici diisiinme egitiminin yeterli seviyede
verilmesi gerekmektedir (Koray, Kéksal, Ozdemir & Presley, 2007).
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Yaraticl yazilarda ¢ocuklar diisiincelerini, duygularini, ideallerini ve fantezilerini kendi essiz dilleriyle
ifade etmekte ve paylasmaktadirlar. Ogrencilerin kendilerini istedikleri gibi anlatabilecekleri ve yaziya
dékebilecekleri en uygun anlatim tiirlerinden birisi éykidiir (Temizkan, 2011). Oykii kurma alistirmasi ile
cocuklarin sozel becerilerindeki yaraticilik ve hayal giici harekete ge¢cmektedir. Ayni zamanda bu tir
alistirmalar ¢ocugun anlatilan olaylari belli bir butinlik icinde kavramasini ve neden sonug iliskisi gibi
zihinsel becerilerinin gelismesini saglamaktadir. Bu agidan oyki{, yaratict yazma c¢alismalarinda
kullanilabilecek bir alandir (Kaya, 2013). Oykiide yasanan olaylar ve durumlar gergekte insanin
hayallerini, umutlarini, dileklerini temsil eder. Buradan yola ¢ikilarak 6grencilerin diisiinceleri, duygulari
hakkinda ileriye doniik fikirler edinilebilir.

Temizkan (2011) ¢alismasinda, eglendirici oldugu kadar egitici bir rolii de bulunan yaratici yazma
etkinliklerini, 6yku turiinde metin yazma becerisini gelistirmek amaciyla kullanmistir. Buna gore yaratici
yazma etkinliklerinin 6ykii yazma becerisini gelistirmede geleneksel egitimden daha etkili oldugunu
vurgulamaktadir. Cocuklara diisiince gelistirmek icin zaman; bu dislinceleri genisletmek icin strateji;
konusmak ve paylasmak icin firsat saglamak ve ogrencileri diislince Uretmek lizere akran gruplariyla
cahismalari igin isteklendirmek onlarin yaratici yazma becerilerine olumlu yonde etki yapmakta oldugunu
bu arastirmada belirtmektedir.

Glnumuziin yeni teknolojileri yaraticihk konusunda sinirsiz irilinler vadetmektedir. Ancak bu
Urunlerin etkili ve yaratici dislincenin gelisimini destekleyecek tarzlarda kullanilmasi énemlidir. Bu
ylzden teknoloji, 6grencilerin fikirlerini sunmada, baskalariyla iletisim kurmada ve Grlinler meydana
getirmede arag olarak kullanilir (Dikici & Tezci, 2003; Dinger, 2014).

Oykii yazma isleminin bilgisayara aktarilmasi ile bu is 6grenciler icin daha zevkli ve eglenceli hale
donisecegi distinilmektedir. Loveless’a (2002) gére bilisim teknolojileri, 6grencilere bilgiye ulasma ve
onu degistirme imkani verir ve yaptiklari ile ilgili aninda dénit saglar. Bu sekilde bilgisayarda olusturulan
higbir Griin son Uriin degildir. Clinkl baska bir 6grenci mevcut trinin tzerinde degisiklikler yaparak onu
gelistirebilir hatta yeni bir Griin ortaya ¢ikarabilir. Bu sekilde 6grencilerin yenilikgi ve yaratici diislinmeleri
tesvik edilmis olur.

Basarili, esnek ve o6zglr dislinen Ogrenciler yetistirebilmek icin yaratict 6grenme ortamlarinin
gelistiriimesi gerekmektedir (Collier et al., 2013). Cocuklarda dogustan var olan imge ve imgelem giici
egitim sireci icinde baski altina ainmamali, yargilanmamali ve yaratma giicl koreltilmemelidir. Bu dogal
yeti bireyin egitim siireci icinde bilingli, disiplinli ve sabirli bir ¢aba ile gelistirilebilir. Hayat boyu kazanilan
birikimlere yaratici imgelem ile yeni ve 6zgiin bir sekil kazandirilabilir (Isildak, 2008).

Cline vd. (2012) yaratici kesfin ¢ocuklarin empati kurmalarinda, diyaloglarinin gelismesinde ve
bireysel gelisimlerine olanak sagladigini dislinmektedir. Connery ve John-Steiner (2012) 6grencilerde
yaraticihgl; hayal gliclini kullanma, yenilik¢i olma, problem ¢dzme ve isbirlik¢i ¢6zim gibi 6zelliklerin
gelistirdigini diisinmektedir. Ogrencilerin yaraticihgl tesvik eden egitim programlarina sahip olmalari
gerekliliginden bahsetmektedir. Jindal-Snape’ye (2012) gore vyaratict yaklasim cocuklarin ne
yapabileceklerine iliskin se¢me firsati verir. Yaraticihk unsurlarinin ¢ocuklarda benlik saygisi
olusturacagina inanmaktadir. Majid, Kay ve Soh (Cite in: Temizkan, 2011) Singapur’daki ilkogretim

Ogrencilerinin yaratici yazma becerilerini gelistirmek amaciyla bir “Yaratict Yazma Program” i
uygulamiglardir.

Calismanin web tabanh ve interaktif olmasi 6grencilerin 6ykii yazma sirecinde yargilanma
korkusundan uzak, zihinsel ve duygusal rahathigin oldugu, 6zgiirce yazabilecekleri bir ortam imkani
sunabilmektedir. Bu nedenle bu galisma, yaratici, 6zglin, detaylari gérebilen, merakli, derin dislinebilen,
glvenilir, yargi ve fikirlerinde 6zgiir olabilen gibi bircok 6zellige sahip bireylerin yetistirilmesinde énemli
katkilar saglayabilecektir. Boylelikle yaratici bireyler yetistirmeyi amaglayan bir egitim anlayisinin
uygulanmasi gliniim{ziin gereksinimlerini karsilama adina 6nemli bir adim olacaktir.
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Introduction
Cognitive Distortions about Relationships

One of the most important theorists of the cognitive approach, Albert Ellis, put forward the basic
assumption that emotions are caused by individuals’ thought processes, their way of interpreting life
events, and their reactions to events encountered (Corey, 1996). When people transform their desires
and preferences concerning themselves and events into obligatory demands, unreasonable beliefs
emerge (Corey, 1991). In addition, such demands tend to lead to unreasonable cognition, unhealthy
emotions, and dysfunctional behaviors (Ellis, 1993), which, in turn, may cause people to experience
negative emotions relating to their psychological health (Ellis, 1973).

Aaron T. Beck mentions three components involved in conceptualizing individuals’ cognitive
structures, namely, automatic thoughts, intermediate beliefs, and core beliefs. Core beliefs are mental
building blocks situated in the furthest depths of the mind, whereas automatic thoughts can be defined
as one’s mental state on the surface (Beck, 2001). People may develop and maintain positive, core
beliefs such as “I’'m a capable person,” “my life is usually under my control,” and “I’'m a valuable person”
just as they may develop negative, change-resistant core beliefs such as “I'm worthless,” “I'm weak,”
and “people are unreliable” (Beck, 2001).

Automatic thoughts are environment- and situation-specific components that are part of an
individual’s mental flow, and accompany sudden interpretations and moments of emotional distress yet
to be thought about (Tirkgapar, 2000). Intermediate beliefs lie between core beliefs and automatic
thoughts, and generally include the codes, attitudes, and assumptions individuals form about
themselves, others, and their personal lives, which may affect how they perceive any life situation
(Topal, 2011). All of these beliefs and assumptions about individuals constitute their cognitive diagrams
(Morris, 2002). The variable between dysfunctional diagrams and automatic thoughts is cognitive
distortions (Turkgapar, 2000). Since individuals’ cognitive distortions cause them to perceive the world
in an unrealistic way, this affects them negatively when it comes to evaluating their interpersonal
relationships (Hamamci, 2005). Previous studies seem to support this idea, reporting cognitive
distortions in relation to self-esteem and loneliness (Turan, 2010), problem-solving skills (Agir, 2007;
Guven, 2005), locus of control (Cash, 1984), attachment styles (Stackert & Bursik, 2003), automatic
thought, tendency to conflict (Hamamci & Buyukoztiirk, 2004), and self-compassion (Akin, 2010).

Psychological Resilience

Psychological resilience is defined as an individual’s capacity to carry out the following actions: adapt
to negative situations and cope with them (Block & Kremen, 1996); eliminate negative thoughts and
instead adopt positive ones (Masten & Obradovic, 2006); adapt successfully to distress (Reich, Zautra, &
Hall, 2012); recover psychologically from illness, depression, or bad situations; gather oneself up; keep
going after being hurt or feeling nervous; and manifest elasticity (Ramirez, 2007). Reich, Zautra, and Hall
(2012) emphasize two very important steps in relation to psychological resilience, namely, (a) an
individual struggling with a hardship, recovering, and re-equilibrating psychologically, physiologically,
and socially, and (b) that individual’s capacity to keep confronting distress. Psychological resilience,
however, covers not only innate potential but also the interactions between elements such as the
individual’s neurological development, cognitive characteristics, and social and familial characteristics
(Curtis & Cicchetti, 2003). In parallel with this idea, Gizir and Aydin (2006) addressed psychological
resilience as the process of adapting to an existing negative situation through interaction between
protective factors and risk factors when it comes to a negative life situation (divorce, terrorism, natural
disasters, poverty, broken family order, city change, etc.)

Psychological resilience is considered a protective factor that mitigates the effect of a risk or
hardship, or eliminates that risk or hardship, therefore increasing the chance of healthy adaptation and
maximizing individuals’ competences (Masten, 1994). When it comes to risk factors, it is necessary to
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address the effects of increasing the probability that a negative situation will occur or that a possible
problem will continue (Kirby & Fraser, 1997). Although it is emphasized that risk factors in one particular
context may very well be protective factors in another (Gizir, 2007; Hetherington & Stanley-Hagan,
1999; Reich, Zautra, & Hall, 2012), risk factors and protective factors are mainly approached as being
biological, individual, familial, and environmental (Bonanno, Galea, Bucciarelli, & Vlahov, 2007).

The relationship of psychological resilience, which is relevant to a number of different situations,
with several factors has been investigated. In related studies, it can been seen that psychological
resilience is linked with locus of control (Basim & Cetin, 2011; Gizir, 2004); social comparison (Basim &
Cetin, 2011); gender (Onder & Giilay, 2008); positive and negative emotions (Karairmak & Sivis-
Cetinkaya, 2011); self-efficacy (Terzi, 2006); loneliness and self-esteem (Guloglu & Karairmak, 2010);
whether parents are together or separated/divorced (Ozcan, 2005); learned powerfulness and perceived
social support (Daylioglu, 2008); optimism, competence, and coping as a problem-solving strategy (Terzi,
2008); and intelligence, social skills, ego development, and positive life events (Luthar, 1991).

Emotional Self-Efficacy Belief

Self-efficacy belief is defined by Albert Bandura as the “judgments of individuals about their
capacities to do the necessary acts to deliver a performance successfully and realize these acts”
(Bandura, 1977a; 1977b; 1986). Individuals’ self-efficacy beliefs are affected by their basic experiences;
their indirect experiences; the verbal persuasions of others; and their psychological and physiological
states (Bandura, 1995; 1997).

Belief in emotional self-efficacy is a specific belief that involves the perception of an individual about
his or her emotional self-efficacy (Bandura, 1982). Emotional self-efficacy belief is defined as the
judgments of individuals about their ability to organize their emotions in accordance with the current
situation (Giese-Davis, Koopman, & Butler, 2002).

It has been revealed in related studies that poor emotional self-efficacy belief is connected with
depression (Muris, 2001; Bandura et al., 2003; Celikkaleli, 2010); low academic and social self-esteem;
weak internal locus of control; constant anger, destructive anger, and repeated bouts of anger
(Celikkaleli, 2010); age and gender (Caprara, Caprara, & Steca, 2003); shyness (Bandura et al., 2003); and
reduced empathy and well-being (Caprara, Steca, Gerbino, Paciello, & Vecchio, 2006).

Social Gender Role

Social gender role is the body of social roles that cover all the behaviors, attitudes, and personal
traits considered relevant to masculinity and femininity within a certain historical and cultural period
(Ruble, Martin, & Berenbaum, 2006). Bem (1981) divided individuals into four subgroups in terms of
possessing feminine or masculine characteristics. Those, whose feminine characteristics are at the
forefront and who have fewer masculine characteristics, are categorized under femininity; those, whose
masculine characteristics are more intense than their feminine characteristics, are classified under
masculinity; those, who have both feminine and masculine characteristics at the same level, are
classified as androgynous; and those, in whom neither feminine nor masculine characteristics are to the
fore, are categorized under undifferentiated gender (Bem, 1981). Individuals who act in accordance with
gender diagrams perceive, organize, and evaluate their own and others’ behaviors involuntarily within
the framework of these cognitive structures throughout their lives (Bem, 1984). Androgynous people
who possess both masculine and feminine characteristics can adapt to situations better due to being
more psychologically flexible (Tzuirel, 1984).

In studies conducted on gender roles, it has been revealed that those in the feminine and
androgynous category have better attitudes towards seeking psychological help than those whose
gender roles are masculine and undifferentiated (Ozbay, Terzi, Erkan, & Cinahgir-Cankaya, 2011). The
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self-concepts of adolescents, whose social gender roles are undifferentiated, are more negative than
those whose social gender roles are masculine and androgynous. In addition, those in the androgynous
role have higher levels of fearful and obsessional attachment than those in the masculine and
undifferentiated roles. There is an interrelationship between social gender role, attachment styles, and
the concept of self (Damarli, 2006), and there is also a relationship between gender role and suicidal
tendencies (Arsel & Durak-Batigiin, 2011). Typically, those whose gender roles are masculine and
androgynous have higher levels of assertiveness than those whose gender roles are feminine and
undifferentiated (Aydin, 1991). Lastly, those in the feminine role have higher anxiety levels than those in
the masculine and androgynous roles (Kapikiran, 2002).

When one considers the abovementioned theoretical frameworks together, the following
relationships can be expected: a significantly negative relationship between cognitive distortion and
psychological resilience that can be seen as an individual risk factor; a significantly positive relationship
with psychological resilience and emotional self-efficacy belief that can be seen as an individual
protective factor; a negative relationship between cognitive distortion about relationships and
emotional self-efficacy belief; and different levels of cognitive distortion, psychological resilience, and
emotional self-efficacy beliefs in accordance with individuals’ social gender roles.

In light of all the information presented, the general purpose of this research study was to
investigate the relationship between university students’ levels of cognitive distortion about
relationships and their psychological resilience and emotional self-efficacy beliefs. It also aimed to
compare cognitive distortion about relationships with psychological resilience and emotional self-
efficacy belief through the interaction of gender/social gender roles. Within the framework of the above
purposes, answers were sought for the following research questions:

1- Is there a relationship between university students’ cognitive distortions about relationships and
their levels of psychological resilience and emotional self-efficacy beliefs?

2- Do university students’ average scores for cognitive distortion differ based on their genders,
social gender roles, and gender/social gender roles?

3- Do university students’ average scores for psychological resilience differ based on their genders,
social gender roles and gender/social gender roles?

4- Do university students’ average scores for emotional self-efficacy belief differ based on their
genders, social gender roles, and gender/social gender roles?

Method
Research Model

This research study was conducted using a survey model for which the quantitative research method
was applied.

Study Group

The sample for the research was composed of 346 students attending the first, second, third, and
fourth grades of the Psychological Counseling and Guidance, Turkish teaching, Science teaching, English
teaching, and German teaching programs in the Faculty of Education at Mugla Sitki Kogman University
(196 females, 150 males, )?age=20.57, Ss=1.77).
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Data Collection Instruments
Scale of Cognitive Distortions about Relationships (SCDAR)

This assessment tool was developed by Hamamaci and Biyukoztiirk (2004). The internal consistency
coefficients of the scale, which is a 5-point Likert type scale, were calculated as .73, .66, and .43 for the
following sub-dimensions, respectively: Avoiding Affiliation, Expectation of Unrealistic Relationship, and
Mind Reading. Test-retest reliability was .74 for the whole scale, whereas it varied between .70 and .74
for the subscales. In the study performed for criterion validity, SCDAR was found to be related to the
Automatic Thoughts Scale (r=.54) and the Conflict Tendency Scale (r=.53). A higher score on the scale
meant higher levels of cognitive distortion in terms of individuals’ relationships.

Psychological Resilience Scale Il (PRS)

This assessment tool was developed by Maddi and Khoshaba (2001), and adapted into Turkish by
Durak (2002). The internal consistency coefficient of the 3-point Likert scale was calculated as .68. A
higher score on the scale meant an increase in psychological resilience (Durak, 2002).

Adolescent Self-Efficacy Questionnaire (ASEQ)

This questionnaire was developed by Muris (2001) to determine emotional self-efficacy belief and
adapted into Turkish by Celikkaleli, Gindogdu, and Kiran-Esen (2006). The internal consistency
coefficient of the questionnaire, which is a 5-point Likert type scale, was calculated to be .64, while the
test-retest correlation coefficient was found to be .77. Higher scores obtained from the questionnaire
were translated into higher levels of emotional self-efficacy belief.

Bem Gender Role Inventory (BCRI)

BCRI used in the research was developed by Bem (1975) and adapted into Turkish by Kavuncu
(1987). The inventory is composed of 20 adjectives, each representing feminine or masculine
characteristics. Items 1, 3, 5, 6, 7, 9, 11, 14, 16, 19, 22, 23, 24, 30, 31, 34, 36, 37, 39, and 40 relate to the
“femininity” subscale, while items 2, 4, 8, 10, 12, 13, 15, 17, 18, 20, 21, 25, 26, 27, 28, 29, 32, 33, 35, and
38 represent the “masculinity” subscale. Total scores were evaluated as scores for either the femininity
or the masculinity subscale. The validity and reliability studies were conducted by Kavuncu (1987) and
Dokmen (1991). The test-retest reliability coefficient of the GRI’s Turkish form was found to be .75 for
females and .89 for males (Kavuncu, 1987). The split-half reliability coefficient of the BGRI was .77 for
females and .71 for males (Dékmen, 1991). In the validity study, the Scale of Stereotypes about Gender
Roles developed by Kandiyoti was utilized and significant relationships were obtained (D6kmen, 1991).

Analysis of the Data

The SPSS 17.00 software package was used for the data analysis. To examine the relationship
between continuous variables, Pearson’s Product Moment Correlation (r) was used, and two-factor
ANOVA [2 (gender) X 4 (social gender roles)] was utilized to determine whether university students’
averages for cognitive distortions about relationships, psychological resilience, and emotional self-
efficacy beliefs differed based on their genders and gender/social gender roles. Whether the data
exhibited a normal distribution was investigated using the coefficients of Skewness (S) and Kurtosis (K).
Accordingly, these variables were found to be S=.27 and K=-1.93 for gender; S=-.08 and K=-1.45 for
gender roles; S=.19 and K=-.86 for gender/social gender roles; S=-.03 and K=-.14 for cognitive distortion
about relationships; S=-.03 and K=-.14 for psychological resilience; and S=-.10 and K=-.05 for emotional
self-efficacy. Thus, it can be said that the data exhibited normal distribution.
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Findings

The following average scores were obtained from the students according to the descriptive findings
concerning their levels of cognitive distortion about relationships, their psychological resilience and
emotional self-efficacy, and the coefficients of the correlations between these variables: 52.90 for levels
of cognitive distortion about relationships; 33.72 for psychological resilience; and 23.47 for emotional
self-efficacy. Based on the relationship between these variables, it was found that levels of cognitive
distortion about relationships have a significantly negative relationship with psychological resilience (r=-
.15, p<.01) and emotional self-efficacy belief (r=-.13, p<.05). On the other hand, a significantly positive
relationship was found between psychological resilience and emotional self-efficacy belief (r=.38,
p<.01).

The descriptive findings concerning university students’ levels of cognitive distortions about
relationships, psychological resilience, and emotional self-efficacy belief are given in Table 1.

Table 1.

The Descriptive Results of University Students' Scores of Cognitive Distortions about Relationships,
Psychological Resilience and Emotional Self-Efficacy Belief in Terms of Their Sex, Their Perceived Gender
and the Mutual Interaction between Sex and Gender Roles.

Categories SCDAR PR ASEQ
n X Sd X Sd X Sd
Female 196 53.10 9.52 33.85 5.52 23.18 5.34
Male 150 52.63 8.47 33.55 4.82 23.85 5.23
Undifferentiated 89 50.86 9.15 31.78 5.20 22.05 4.96
Masculine 75 52.66 8.77 34.66 5.30 24.09 5.41
Feminine 81 53.09 7.86  33.06 4.73 22.91 4.95
Androgynous 101 54.72 9.82 35.25 5.00 24.73 5.47
o Undifferentiated 44 51.12 10.11 31.12 5.54 21.79 4.77
© Masculine 24 53.62 10.02 36.79 5.55 23.16 6.38
._i'Ei Feminine 69 53.37 7.98 32.65 4.80 22.59 4.71
Androgynous 59 54.06 10.50 36.09 4.95 24.93 5.65
Undifferentiated 45 50.60 8.21 32.43 4.81 22.31 5.18
% Masculine 51 52.21 8.19 33.67 4.92 24.52 4.90
= Feminine 12 51.50 7.29 35.38 3.63 24.75 6.04
Androgynous 42 55.63 8.82 34.07 4.88 24.45 5.26

CDR: Cognitive Distortions About Relationships; PR: Psychological Resilience; ASEQ: Adolescent Self-
Efficacy Questionnaire

According to Table 1, university students’ average score for levels of cognitive distortion about
relationships is 53.10 for females and 52.63 for males. Their average score for psychological resilience is
33.85 for females and 33.55 for males. For emotional self-efficacy belief, their average score is 23.18 for
females and 23.85 for males.

On the other hand, as seen in Table 1, the highest average score for levels of cognitive distortion
about relationships belonged to those who perceived themselves as “androgynous”; the lowest average
score belonged to those in the “undifferentiated” gender role. According to the psychological resilience
scores in terms of social gender roles, those who perceived themselves as “androgynous” had the
highest average, whereas the lowest average belonged to those who perceived themselves as
“undifferentiated.” Lastly, according to the university students’ emotional self-efficacy beliefs in terms
of their social gender roles, those who perceived themselves in the “androgynous” role had the highest
averages for emotional self-efficacy belief, while the lowest averages were observed among those who
perceived themselves in the “undifferentiated” gender role.
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It is clear that, depending on the university students’ scores for cognitive distortion about
relationships in terms of the mutual interaction between gender and social gender, the individuals who
perceive their social gender role as “androgynous,” although their biological gender is male, have the
highest average (55.63); those who perceive their social gender role as “undifferentiated,” although
their biological gender is male, have the lowest average. In terms of the average score for psychological
resilience, those who perceive their social gender role as “masculine,” although their biological gender is
female, have the highest average (36.79); those who perceive their social gender role as
“undifferentiated,” although their biological gender is female, have the lowest average (31.12). Lastly, it
can be seen that the highest average of emotional self-efficacy belief belongs to the females whose
perceived gender role is “androgynous” (24.93); the females whose perceived gender role is
“undifferentiated” have the lowest average score (21.79).

The findings concerning whether university students’ average scores for cognitive distortion about
relationships differ through interaction between gender/social gender are given in Table 2.

Table 2.
Variance Analysis Results of University Students’ Levels of Cognitive Distortion about Relationships in
Terms of Their Sex and Genders Roles.

Source of Variance Sum of Squares df Mean Squares F
Sex 20.46 1 20.46 .25
Gender 751.60 3 250.53 3.07*
SXG 131.64 3 43.88 .54
Error 27550.17 338 81.51

Total 996758.94 346

*p<.05

According to Table 2, university students’ levels of cognitive distortion about relationships do not
significantly differ according to gender [F;.335=.25, p>.05]. On the other hand, their levels of cognitive
distortion about relationships significantly differ according to gender roles [F3335=3.07, p<.05].
However, their average scores for cognitive distortion about relationships do not significantly differ
according to interaction between their gender/social gender roles [F;.335=.54, p>.05].

According to an examination of the sources of the differences shown among students’ average
scores for cognitive distortion about relationships in terms of their social gender roles (Tukey), the
average for those whose social gender role is “androgynous” (54.72) is statistically and significantly
higher than the average for those whose social gender role is “undifferentiated” (50.86).

Table 3 presents the findings concerning whether university students’ average scores of
psychological resilience differ based on mutual interaction between gender, social gender role, and
gender/social gender role.

It can be seen from Table 3 that university students’ average scores for psychological resilience do
not differ significantly based on gender [F(;.335=.20, p>.05]. On the other hand, students’ levels of
psychological resilience differ significantly based on their social gender roles [F(.335=8.78 p>.05].
Similarly, their average scores for psychological resilience differ significantly through interaction
between their gender/social gender roles [F(;.335=4.67, p<.05].

According to an examination of the sources of the difference between students’ average scores for
psychological resilience in terms of their social gender roles (Tukey), the averages for those whose social
gender role is “masculine” (34.66) and those whose social gender role is “androgynous” (35.25) are
statistically higher than the averages for those whose social gender role is “undifferentiated” (31.78). On
the other hand, the average scores for those whose social gender role is “androgynous” (35.25) are
statistically and significantly higher than the average scores for those whose social gender role is
“feminine” (33.06).
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Table 3.
Analysis Results of University Students’ Levels of Psychological Resilience in Terms of Their Sex and
Genders Roles.

Source of Variance Sum of Squares df Mean Squares F
Sex 5.00 1 5.00 .20
Gender 653.62 3 217.87 8.78*
SXG 347.46 3 115.82 4.67*
Error 8386.27 338 24.81

Total 402929.62 346

*p<.05

In terms of the mutual effect of their gender/social gender roles, the females whose social gender
role is “masculine” (36.79) have significantly higher average scores than the females whose social
gender roles are “undifferentiated” (31.12) or “feminine” (32.65), and the males whose social gender
role is “undifferentiated” (32.43). On the other hand, the average scores for those whose social gender
role is “androgynous” despite being female biologically (36.09) are higher than the averages for females
whose social gender is “feminine” (32.65) and for males whose social gender is “undifferentiated”
(32.43).

The findings concerning whether university students’ average scores for emotional self-efficacy
belief differ through mutual interaction between gender and gender/social gender role are given in
Table 4.

Table 4.
Variance Analysis Results of University Students’ Levels of Emotional Self-efficacy Belief in Terms of Their
Sex and Gender Roles.

Source of Variance Sum of Squares df Mean Squres F
Sex 51.56 1 51.56 1.89
Gender 333.88 3 111.29 4.09*
SXG 62.98 3 20.99 77
Error 9202.23 338 27.23

Total 200435.16 346

*p<.05

Table 4 shows that university students’ average scores for emotional self-efficacy belief do not
significantly differ according to gender [F(;335=1.89, p>.05]. On the other hand, their average scores for
emotional self-efficacy belief differ significantly according to social gender roles [F3.335=4.09, p<.05]. In
addition, their average scores for emotional self-efficacy belief do not significantly differ based on
interaction between their gender/social gender roles [F(7.335=.77, p<.05].

Based on an examination of the sources of the differences between social gender roles (Tukey), the
averages of those whose social gender roles are “masculine” (24.09) and “androgynous” (24.73) are
significantly higher than the averages of those whose social gender is “undifferentiated” (22.05). On the
other hand, the average score of those whose social gender role is “androgynous” (24.73) is significantly
higher than the average score of those whose social gender role is “feminine” (22.91).

Discussion, Conclusion & Implementation

According to the initial findings obtained from the research, there is a negative relationship between
cognitive distortion about relationships and psychological resilience. When the literature was reviewed,
no studies were found concerning the relationship between these two variables. Psychological
resilience, which is considered to be the ability to overcome challenging situations successfully, is
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sometimes possible through others’ help. Thus, the above finding may be due to the fact that individuals
with cognitive distortions about relationships cannot develop rational relationships with others and they
are left alone in risky situations.

Similarly, a negative relationship was found between cognitive distortion about relationships and
emotional self-efficacy belief. Some of the important psychological processes affected by self-efficacy
belief are cognitive (Bandura, 1990a; 1990b; 1992; 1993; 1995; 1997). How individuals set goals that
require more struggle for them and show greater determination to achieve those goals (Bandura, 1991;
Bandura & Wood, 1989; Locke et al., 1984, Locke & Latham, 1990) affects their interpretations,
therefore impacting the scenarios they envisage about their own future (Bandura, 1997). In other
words, individuals’ self-efficacy beliefs have an impact on determining whether they will have mindset
that either help or hinder them cognitively (Bandura, 1990a). Thus, it is expected that individuals with a
powerful emotional self-efficacy belief develop a realistic cognitive structure rather than one with
cognitive distortions. This explains the negative relationship between emotional self-efficacy belief and
cognitive distortion. A higher self-efficacy belief strengthens individuals’ cognitive structure, while an
action done successfully and cognitively in the mind strengthens self-efficacy belief (Kazdin, 1979).

On the other hand, a significantly positive relationship was found between psychological resilience
and emotional self-efficacy belief. This finding shows parallels with the research findings of Gillespie,
Chaboyer, Wallis, and Grimbeek (2007). The belief that one can successfully carry out the necessary
actions on one’s own during emotional processes may make individuals stronger when faced with
challenging situations. Surviving such situations successfully is considered a personal protective factor
that feeds psychological resilience.

According to another finding, university students’ levels of cognitive distortion about relationships
do not differ based on gender. This finding is supported by the findings of several studies (Coban, 2013;
Gliven, 2005; Hamamci, 2005; Sezgin, 2012). Since gender is not an important factor in cognitive
distortions about relationships, female and male university students are in a more equal position in
relation to entering an interpersonal relationship today, and they behave similarly beyond their genders.
Thus, it could be held that there is no difference between their levels of cognitive distortion about
relationships.

Furthermore, university students’ levels of cognitive distortion about relationships differ significantly
according to their social gender roles. Accordingly, the average scores of students whose social gender
role is “androgynous” is higher than those of students whose social gender role is “undifferentiated.” No
study has been carried out up to now on this subject. The above finding can be explained as follows:
University students whose social gender role is androgynous can have several relationships because
they, either female or male, are “more flexible and adaptable to various situations” in relationships and
communications (Tzuirel, 1984); this may cause cognitive distortions about relationships. However,
those whose social gender role is “undifferentiated” become introverted under the influence of the
gender role and may have experienced fewer cognitive distortions because they have not entered into
many relationships.

Finally, university students’ levels of cognitive distortion about relationships do not significantly
differ through the mutual effect of their gender/social gender roles. There is no research relating to this
subject in the literature. The above finding makes even more sense when considered together with the
first and second findings. Accordingly, the point is not the biological genders of the university students
and what their social genders are but the gender roles they have acquired under the influence of the
society they live in. It is clear that the mutual interaction between individuals’ biological gender and
their adopted gender roles does not have an impact on their level of cognitive distortion about
relationships. In other words, what individuals’ gender roles involve is considered an important factor in
the difference between levels of cognitive distortion about relationships, regardless of how important
biological gender is. It can be concluded from this finding that individuals’ perceived gender roles are
more important than their biological genders on the basis of cognitive distortions about relationships.
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From the perspective of psychological resilience, university students’ scores do not differ based on
gender. This finding is supported by a number of researchers (Chan, 2003; Crowley et al., 2003; Harrison
et al., 2002; Kirnmoglu, Yildinm & Temiz, 2010; Sezgin, 2012); yet, it contrasts with several other research
findings (Oktan, 2008; Onder & Giilay, 2008; Werner, 1989). The above finding makes even more sense
when considered together with the findings obtained from the related research question. Accordingly, it
can be said that biological gender is not an important factor if university students’ levels of psychological
resilience differ based on their social gender roles. A more important factor than their biological genders
is what kind of gender perception they have developed under that identity. However, this merely
indicates that more studies should be performed on the topic.

Furthermore, university students’ levels of psychological resilience differ according to their social
gender roles. Accordingly, the average scores of those whose social gender role is “masculine” are
higher than those whose social gender roles are “androgynous” and “undifferentiated”; conversely, the
average scores of those whose social gender role is “androgynous” are higher than those whose social
gender role is “feminine.” No research on this topic was found in the literature review. When one
examines studies on similar cases, it can be seen that individuals whose gender role is undifferentiated
and feminine are psychologically weaker than those whose gender roles are masculine and
androgynous. This finding obtained from the research shows that masculinity and androgyny may be
personal protective factors. However, the states of femininity and being undifferentiated can be
considered individual risk factors.

Another finding is that university students’ scores for psychological resilience differ based on the
mutual effect of gender and social gender roles. Accordingly, the average score of the females whose
social gender role is “masculine” is higher than that of females whose social gender role is
“undifferentiated.” Conversely, the average score of the females whose social gender role is “feminine”
is higher than that of the males whose social gender is “undifferentiated.” On the other hand, the
average scores of the females whose social gender role is “androgynous” are higher than the averages
of the females whose social gender is “androgynous” and the males whose social gender is
“undifferentiated.” No study was found on this subject in the related literature. It can be inferred from
this finding that masculinity, femininity, and androgyny can be individual protective factors in
psychological resilience. However, the reason why such a finding was obtained may be the fact that the
undifferentiated gender role can be a risk factor.

University students’ emotional self-efficacy beliefs do not differ based on gender. This is a finding
supported by the findings of the research performed by Totan, ikiz, and Karaca (2010), whereas other
studies yielded contradictory findings (Celikkaleli & Glindlz, 2010; Telef & Karaca, 2011). Different
findings on the same subject indicate that more studies need to be performed. Nevertheless, it can be
concluded from the findings that the sources feeding the emotional self-efficacy beliefs of females and
males do not differ, in that they have had similar experiences and been present in environments in
which they can easily express their emotions. That is why there is no significant difference between the
genders.

On the other hand, university students’ scores for emotional self-efficacy beliefs differ based on their
social gender roles. Accordingly, the emotional self-efficacy belief scores of university students who
perceive their social gender roles as “masculine” and “androgynous” are significantly higher than the
scores of those who perceive their social gender role as “undifferentiated.” In addition, the average
scores of those who perceive their social gender role as “androgynous” for emotional self-efficacy belief
are significantly higher than those who perceive themselves as “feminine.” No study was identified on
the comparison of emotional self-efficacy beliefs based on social gender roles. However, it is understood
from this finding that androgyny and masculinity make a more significant difference than the state of
femininity and being undifferentiated in terms of emotional self-efficacy belief. Especially as stated by
Tzuirel (1984), the cognitive flexibility provided by androgyny may enable individuals to express their
positive or negative emotions and have other related experiences, therefore presenting them with a
source of emotional self-efficacy beliefs. On the other hand, uncertainty about gender role or more
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intense femininity may cause them not to express their own negative emotions to others when
necessary. This, in turn, may prevent emotional self-efficacy belief from developing in a healthy way.

Furthermore, according to Mayer and Sutton (1996), individuals are required to possess attitudes
and behaviors specific to both biological genders. In essence, this requirement means that individuals’
androgyny is an important characteristic. The fact that masculinity as a gender role is considered to be
an important factor in emotional self-efficacy belief can be explained by social pressure. It is a reality
that our society approves of those, either men or women, who exhibit more masculine attitudes and
even encourage their children to exhibit masculine attitudes. Individuals raised in such a social
environment in early childhood, youth, and early adulthood may tend to develop appropriate attitudes
and efficacies. These attitudes and efficacies may affect individuals’ emotional self-efficacy levels as well
as other efficacy areas.

Lastly, university students’ average scores for emotional self-efficacy belief differ significantly based
on interaction between their gender/social gender roles. No study was found on this subject in the
related literature. According to the current study, biological gender is not an important factor in
differences based on emotional self-efficacy belief. On the other hand, social gender is an important
factor in relation to emotional self-efficacy. It can be concluded from this finding that university
students’ biological genders or the mutual effect of gender/social gender are not effective in helping
them express their emotions successfully; rather, individuals’ social gender perceptions, in a general
sense, can be an important factor in emotional self-efficacy belief, regardless of biological gender.

As a result of this research, a significantly negative relationship was found between cognitive
distortion about relationships, psychological resilience, and emotional self-efficacy belief, while a
positive relationship was found between psychological resilience and emotional self-efficacy. In
addition, levels of cognitive distortion about relationships were found to differ based on social gender
roles, and university students’ levels of psychological resilience were found to differ based both on
social gender roles and mutual interaction between gender/social genders. Lastly, the students’
emotional self-efficacy beliefs were found to differ based on their social gender roles.

There are some limitations to the research. Since the findings obtained were limited to students of
the faculty of education, similar research studies can be conducted using different samples. In the
research, no difference was found in the total scores for cognitive distortion about relationships in
terms of gender and gender roles. Thus, different studies can be conducted to see which cognitive
distortions show a difference based on gender and gender roles.

In light of the findings obtained from the research, it is recommended that studies be conducted to
enhance students’ psychological resilience within the scope of preventive counseling services. This will
enable more to be revealed regarding failing thought processes in their cognitive structures. It will also
increase their sense of emotional self-efficacy and make them aware of their gender roles. Future
studies should investigate which systematic faults in the cognitive structure cause decreasing
psychological resilience and perceived emotional self-efficacy. Furthermore, instead of using university
students’ cognitive distortions, empirical studies should be carried out using psycho-training programs
that will enable students to think in a realistic way. This method will facilitate observation of how
effective mitigating cognitive distortions can be in eliminating negativities regarding other factors (weak
psychological resilience, low emotional self-efficacy, negative social effects of gender roles, etc.).
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Tirkge Siiriim

Girig
iliskilerle ilgili Bilissel Carpitmalar

Biligsel yaklasimin en 6nemli kuramcilarindan birisi olan Abert Ellis’in temel varsayimi, yasanan
duygularin, bireylerin disince slreglerinden, yasam olaylarini yorumlama bicimlerinden ve karsilasilan
olaylara iliskin tepkilerinden kaynaklanmaktadir (Corey, 1996). insanlar, kendilerine ve olaylara iliskin
arzu ve tercihlerini zorunlu taleplere donustiirdiiginde akilci olmayan inanglar ortaya c¢ikmaktadir
(Corey, 1991). Ayrica, insanlarin akilci olmayan bilisler yaratma, sagliksiz duygular gelistirme ve islevsel
olmayan davranislar ortaya koyma egilimleri de s6z konusudur (Ellis, 1993). Dolayisiyla yaratilan bu
durumlar, psikolojik saglkla iliskili olumsuz duygular yasayabilmesini kolaylastirabilmektedir (Ellis, 1973).

Aron T. Beck ise bireylerin bilissel yapisi kavramsallastirirken {i¢ bilesenden s6z etmektedir. Bunlar;
otomatik dusiinceler, ara inancglar ve temel inanglardir. Temel inanglar en derinde yer alan zihinsel yapi
taslar iken, otomatik diisiinceler en yiizeydeki zihinsel durumlar olarak belirir (Beck, 2001). insanlar
“yeterli biriyim”, “yasamimim ¢ogunlukla kontrolim altindadir” ve “degerli biriyim” gibi olumlu temel
inanclar gelistirip strdlrebilecekleri gibi, psikolojik olarak sagliksiz durumlarda ise “degersiz biriyim”,
“zayif biriyim” ve “insanlara gilivenilmez” gibi olumsuz, degisime direngli temel inanglar da

gelistirebilmektedirler (Beck, 2001).

Otomatik dislinceler kisinin zihin akisi icinde yer alan, anlik, distintdlmemis yorumlamalari ve
duygusal sikinti anlarina eglik eden ortama ve duruma 06zgl bilesenlerdir. (Turkcapar, 2000). Temel
inanglar ve otomatik diisiincelerin arasinda yer alan ara inanglar ise bireyin herhangi yasamsal durumu
nasil algiladigini etkileyen, kisinin kendisi, digerleri ve kisisel yasantisiyla ilgili kural, tutum ve
varsayimlaridir (Topal, 2011). Bireylerin tim bu inang ve varsayimlari onlarin bilissel semalarini
olusturmaktadir (Morris, 2002). islevsel olmayan semalar ile otomatik diisiinceler arasindaki degisken ise
bilissel ¢arpitmalardir (Turkgapar, 2000). Bireyin bilissel garpitmalari diinyayi gercek disi algilamasina
neden oldugundan, kisiler arasi iliskilerini degerlendirmesinde de olumsuz etkiler yaratir (Hamamci,
2005). Yapilmis bazi calismalar bu fikri destekler niteliktedir. Bu galismalarda iliskilerle ilgili bilissel
carpitmalar ile benlik saygisi ve yalnizlik (Turan, 2010), problem ¢6zme becerisi (Agir, 2007; Glven,
2005), kontrol odagi (Cash, 1984), olumsuz baglanma stilleri (Stackert & Bursik, 2003), bilissel carpitma,
otomatik dislince ve catisma egilimi (Hamamc & Bulylkoztiurk, 2004) ve 6z-duyarlik (Akin, 2010)
arasinda iliski oldugu rapor edilmektedir.

Psikolojik Dayaniklilik

Psikolojik dayaniklilik, kisinin olumsuz durumlar karsisinda gosterdigi uyum ve bu durumlarla basa
cikabilme becerisi (Block & Kremen, 1996); olumsuz dislinceleri ortadan kaldirabilme ve olumlu yénde
uyum saglayabilme slreci (Masten & Obradovic, 2006); sikintiya basarili bir sekilde adapte olabilmenin
bir sonucu (Reich, Zautra & Hall, 2012); hastalik, depresyon, degisim ya da kotu durumlarda psikolojik
olarak hizlica iyilesme yetenegi; kendini yeniden toparlayabilme; incindikten, gerildikten sonra eski
haline kolayca donebilme ve elastikiyet (Ramirez, 2007) olarak tanimlanmaktadir. Reich, Zautra ve Hall
(2012), psikolojik dayanikliliktan bahsederken iki temel konunun ¢ok énemli oldugunu vurgulamaktadir.
Bunlar; (a) bir zorlukla miicadele eden bireyin iyilesmesi ve psikolojik, fizyolojik ve sosyal agidan yeniden
denge saglamasi ve (b) sikinti karsisinda gogis germeyi sirdirebilme kapasitesidir. Fakat psikolojik
dayanikhlik yalnizca dogustan gelen bir potansiyeli degil, bireyin norolojik gelisimi, bilissel 6zellikleri,
duygusal o6zellikleri, sosyal ve ailesel 6zellikleri gibi unsurlarin etkilesimini de kapsar (Curtis & Cicchetti,
2003). Bu fikre paralel olarak Gizir ve Aydin (2006) psikolojik dayanikliligi, yasamsal bir olumsuz durum
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(bosanma, terér, dogal afetler, yoksulluk, bozuk aile diizeni, sehir degistirme vb.) ile karsi karsiya
kalindiginda, koruyucu faktorler ile risk faktorlerinin etkilesimiyle kisinin var olan olumsuz duruma uyum
saglama sireci olarak ele almiglardir.

Psikolojik dayaniklilik, bir risk ya da zorlugun etkisini azaltan, ya da o risk ya da zorlugu ortadan
kaldiran ve dolayisiyla da saglikli uyumu ve bireyin yeterliklerini gelistiren koruyucu bir faktor olarak
degerlendiriimektedir (Masten, 1994). Risk faktorleri s6z konusuyken, olumsuz bir durumun ortaya
cikma olasiigini arttiracak ya da olasi bir problemi siirdiirecek etkiler (Kirby & Fraser, 1997) ele
alinmaktadir. Bazi faktorlerin bir baglamda risk faktorleri olabilecegi, farkl bir baglamda koruyucu
faktorler olabilecegi vurgulanmasina ragmen (Gizir, 2007; Hetherington & Stanley-Hagan, 1999; Reich,
Zautra & Hall, 2012), risk faktorleri ve koruyucu faktorler temelde biyolojik, bireysel, ailesel ve gevresel
olarak ele alinmaktadir (Bonanno, Galea, Bucciarelli & Vlahov, 2007).

Farkh durumlarla etkilesim icinde olan psikolojik dayaniklihgin cesitli faktérle olan iliskisi
arastirlmistir. Calismalarda, psikolojik dayanikliigin kontrol odagiyla (Basim & Cetin, 2011; Gizir, 2004),
sosyal karsilastirmayla (Basim & Cetin, 2011), cinsiyetle (Onder & Giilay, 2008), olumlu ve olumsuz
duygularla (Karairmak & Sivis-Cetinkaya, 2011), 6z yeterlilikle (Terzi, 2006), yalnizlik ve benlik saygisiyla
(Giiloglu & Karairmak, 2010), ebeveynin birlikte veya ayri olmasiyla (Ozcan, 2005), 6grenilmis giigliiliik ve
algilanan sosyal destekle (Dayioglu, 2008), iyimserlik, yetkinlik ve problem ¢6zme stratejilerinden basa
¢ikmayla (Terzi, 2008), zeka, sosyal yetenekler, ego gelisimi ve olumlu yasam olaylariyla (Luthar, 1991)
iliskili oldugu gorilmektedir.

Duygusal Yetkinlik inanci

Yetkinlik inanci (self-efficacy belief) Albert Bandura tarafindan “bireylerin bir performansi basariyla
yerine getirmek igin gerekli olan eylemleri diizenleyebilme ve bu eylemleri gergeklestirebilme
kapasiteleri hakkindaki yargilari” olarak ele alinmistir (Bandura, 1977a; 1977b; 1986). Bireylerin yetkinlik
inanclari temel yasantilarindan; dolayli yasantilarindan; diger kisilerden aldig1 s6zel iknalardan ve bireyin
psikolojik ve fizyolojik durumlarindan etkilenmektedir (Bandura, 1995; 1997).

Duygusal yetkinlik inanci ise, bir kisinin duygusal yeterligiyle ilgili algisi olup, yetkinlik inancinin 6zel
bir formudur (Bandura, 1982). Duygusal yetkinlik inanci, kisilerin duygularini igcinde bulunulan duruma
uygun bir bicimde dizenleyebilme yetenegi hakkindaki kendilerine iliskin yargilar (Giese-Dauvis,
Koopman & Butler, 2002) bigiminde tanimlanmaktadir.

Yapilan galismalarda, duygusal yetkinlik inancinin, depresyon (Muris, 2001; Bandura et al., 2003;
Celikkaleli, 2010), akademik ve sosyal benlik saygisi, i¢c kontrol odagi, surekli 6fke, yikici 6fke ve 6fke
ifade bigimi (Celikkaleli, 2010), yas ve cinsiyet (Caprara, Caprara & Steca, 2003), utangaclik (Bandura et
al., 2003); empati ve iyi olma hali (Caprara, Steca, Gerbino, Paciello & Vecchio, 2006) ile iliskili oldugu
ortaya konulmustur.

Toplumsal Cinsiyet

“Toplumsal cinsiyet rol(” belirli bir tarihsel ve kiiltlirel donemde, erillik ve disillik icin uygun goriilen
davranislar, tutumlar ve kisilik 6zelliklerinin hepsini iceren sosyal rollerdir (Ruble, Martin & Berenbaum,
2006). Bem, bireyleri kadinsi ve erkeksi 6zelliklerini barindirma diizeyleri bakimindan dort alt gruba
ayirmistir. Kadinsi 6zellikleri 6n plana ¢ikan buna karsin erkeksi 6zellikleri daha az barindiranlar kadinsi;
erkeksi 6zellikleri daha yogun kadinsi 6zellikleri daha az 6n planda olanlar erkeksi; hem kadinsi hem de
erkeksi 6zellikleri igcinde barindiranlar androjen; ne kadinsi ne de erkeksi 6zellikleri 6n planda olmayanlar
ise farklilasmamis cinsiyet roliine sahip olanlar biciminde siniflandirilmistir (Bem, 1981). Cinsiyet
semalari dogrultusunda hareket eden bireyler, farkinda olmadan yasamlari boyunca kendilerinin ve
baskalarinin davranislarini bu bilissel yapilari cercevesinde algilar, diizenler ve degerlendirirler (Bem,
1984). icinde hem erkeksi hem de kadinsi 6zellikleri barindiran androjenler daha esnek olduklari ve farkli
durumlara daha iyi uyum saglayabilmektedirler (Tzuirel, 1984).
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Cinsiyet rolleriyle ilgili calismalarda, cinsiyet rolii kadinsi ve androjen olanlarin psikolojik yardim
aramaya yonelik tutumlarinin cinsiyet rolleri erkeksi ve belirsiz olanlardan daha yiiksek oldugu (Ozbay,
Terzi, Erkan & Cinahgir-Cankaya, 2011); toplumsal cinsiyet rolii belirsiz olan ergenlerin benlik
kavramlarinin erkeksi ve androjen olanlardan daha olumsuz oldugu, androjen olanlarin korkulu ve
saplantili baglanma dizeylerinin cinsiyet rolii belirsiz ve erkeksi olanlardan daha yiksek oldugu,
toplumsal cinsiyet roli ile baglanma stilleri ve benlik kavrami arasinda bir iliski oldugu (Damarli, 2006),
cinsiyet roli ile intihar olasiligl arasinda bir iliski oldugu (Arsel & Durak-Batiglin, 2011), cinsiyet rolu
erkeksi ve androjen olanlarin atilganlik dizeyinin kadinsi ve belirsiz olanlardan daha yiksek oldugu
(Aydin, 1991) ve kadinsi cinsiyet roliine sahip olanlarin kaygi diizeyinin erkeksi ve androjen olanlardan
daha ylksek oldugu (Kapikiran, 2002) ortaya konmustur.

Yukarida verilen kuramsal gerceveler bir arada degerlendirildiginde, bireysel bir risk faktori olarak
ele alinabilecek iliskilerde bilissel ¢arpitma ile psikolojik dayaniklilik arasinda negatif yonde anlamli bir
iliski; psikolojik dayaniklilik ile bireysel bir koruyucu faktor olarak ele alinabilecek duygusal yetkinlik
inanci arasinda pozitif yonde anlamli bir iliski; iliskilerle ilgili bilissel carpitma ile duygusal yetkinlik inanci
arasinda ise negatif yonde bir iliski olmasi ve toplumsal cinsiyet rollerine gére, Universite 6grencilerinin
iliskilerde bilissel carpitma, psikolojik dayaniklilik ve duygusal yetkinlik inanglarinin farkhlagsmasi
beklenmektedir.

Sunulan tiim bilgiler 1si§inda bu arastirmanin genel amacini, niversite 6grencilerinin iliskilerle ilgili
biligsel ¢arpitma dizeyi ile psikolojik dayanikhlik ve duygusal yetkinlik inanglari arasindaki iliskinin
incelenmesi olusturmaktadir. Ayrica cinsiyet/toplumsal cinsiyet rolii etkilesimine gore iliskilerle ilgili
bilissel carpitma, psikolojik dayaniklilik ve duygusal yetkinlik inancini karsilastirmaktir. Bu amaclar
cercevesinde asagidaki arastirma sorularina cevap aranmistir:

1- Universite 6grencilerinin iliskilerle ilgili bilissel carpitmalari ile psikolojik dayaniklihk diizeyleri ve
duygusal yetkinlik inanglari arasinda bir iligki var midir?

2- Universite dgrencilerinin cinsiyet, toplumsal cinsiyet rolleri ve cinsiyet/toplumsal cinsiyet rollerine
gore bilissel carpitma puan ortalamalari farklilasmakta midir?

3- Universite dgrencilerinin cinsiyet, toplumsal cinsiyet rolleri ve cinsiyet/toplumsal cinsiyet rollerine
gore psikolojik dayaniklilk puan ortalamalari farklilasmakta midir?

4- Universite dgrencilerinin cinsiyet, toplumsal cinsiyet rolleri ve cinsiyet/toplumsal cinsiyet rollerine
gore duygusal yetkinlik inanci puan ortalamalari farklilagsmakta midir?

Yontem
Arastirma Modeli

Bu arastirma nicel arastirma yonteminin kullanildigi tarama modelinde bir arastirmadir.

Calisma Grubu

Bu arastirmanin 6rneklemi Mugla Sitki Kogman Universitesi Egitim Fakiiltesi’nde Rehberlik ve
Psikolojik Danismanlik, Tiirkce Ogretmenligi, Fen Bilgisi Ogretmenligi, ingilizce Ogretmenligi ve Almanca
Ogretmenligi programlar’nin 1., 2., 3. ve 4. sinifa devam etmekte olan 346 {iniversite 6grencisinden

olusmaktadir (196 kadin, 150 erkek, )?yass=20.5720.57, Ss=1.77).
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Veri Toplama Araglari
iliskilerle ilgili Bilissel Carpitmalar Olgegi (iiB¢O)

Olgme araci Hamamci ve Biiyiikdztiirk (2004) tarafindan gelistirilmistir. 5’li Likert tipinde olan 6lgegin
Yakinliktan Kaginma, Gergek¢i Olmayan iliski Beklentisi ve Zihin Okuma alt boyutu icin i¢ tutarhk
katsayilari .73 .66 ve .43 olarak hesaplanmustir. Olgegin test-tekrar test giivenirligi 6lgegin butiini icin .74
olup alt dlgekler icin .70-.74 arasinda degismektedir. Olgiit gecerligi icin yapilan calismada 1iBCO ile
Otomatik Disiinceler Olgegi (r=.54) ve Catisma Egilimleri Olgegi (r=.53) ile iliskili oldugu gérilmistir.
Olgekten alinan puanin yiiksekligi, bireyin iliskilerle ilgili bilissel carpitmalarinin yiiksek diizeyde oldugu
biciminde yorumlanmaktadir.

Psikolojik Dayanikhihk Olgedi-ill (PDO)

Olgme araci, Maddi ve Khoshaba (2001) tarafindan gelistirilmis ve Durak (2002) tarafindan Tiirkge’ye
uyarlanmistir. 3’li Likert tipinde olan dlgme aracinin giivenirlik calismalarinda i¢ tutarlik katsayisi .68
olarak hesaplanmistir Olcekten alinan puanlarin yiiksekligi psikolojik dayaniklihgin arttigi bigiminde
yorumlanmaktadir (Durak, 2002).

Ergenlerde Yetkinlik Beklentisi Olcedi (EYBO)

Duygusal yetkinlik inancini belirleyebilmek icin Muris (2001) tarafindan gelistirilen ve Celikkaleli,
Giundogdu ve Kiran-Esen (2006) tarafindan Tiirkge'ye uyarlanan dlcegin Duygusal Yetkinlik Beklentisi alt
olcegi kullanilmistir. 5°li Likert tipi olan 6lgme aracinin i¢ tutarlik katsayisi “.64”; test-tekrar test
korelasyon katsayisi “.77” olarak elde edilmistir. Olcme aracindan alinan yiiksek puanlar duygusal
yetkinlik inancinin yiksekligini gdstermektedir.

Bem Cinsiyet Rolii Degerlendirme Envanteri (BCRE)

Cinsiyet rollerini belirleyebilmek icin Bem (1974) tarafindan gelistirilen ve Kavuncu (1987) tarafindan
Tirkge'ye uyarlanmis olan envanter kullanilmistir. Envanter, kadinsi ve erkeksi 6zelliklerini gosteren
20'ser sifattan olusmaktadir. "1, 3, 5, 6, 7, 9, 11, 14, 16, 19, 22, 23, 24, 30, 31, 34, 36, 37, 39, 40.
maddeler “Kadinsilik"; 2, 4, 8, 10, 12, 13, 15, 17, 18, 20, 21, 25, 26, 27, 28, 29, 32, 33, 35, 38. maddeler
“Erkeksilik” alt olgeklerini ifade etmektedirler. Toplam puanlar kadinsilik ve erkeksilik alt dlgeklerinin
puanlari olarak degerlendirmeye alinmaktadir. Envanterin gegerligi ve guvenirligi Kavuncu (1987) ve
Dokmen (1991) tarafindan yapilmistir. BCRE'nin Tirkge formunun test-tekrar test glivenirlik katsayisi,
kadinlar icin .75, erkekler icin .89 olarak elde edilmistir (Kavuncu 1987). BCRE'nin iki yari glvenirlik
katsayisi da kadinlar igin .77 ve erkekler icin .71’dir (Dokmen 1991). Gegerlik ¢calismasinda, 6l¢ut olarak
Kandiyoti tarafindan gelistirilen Cinsiyet Rolleri ile ilgili Kalip Yarg: Olcegi kullanmis ve anlamli iliskiler
elde edilmistir (Dokmen, 1991).

Verilerin Analizi

Verilerin analizinde, SPSS 17.00 paket programi kullanilmistir. Stirekli degiskenler arsindaki iliskiyi
incelemek icin Pearson Momentler Carpimi Korelasyon Katsayisi (r); Gniversite 6grencilerinin cinsiyet ve
cinsiyet/toplumsal cinsiyet rollerine gore iliskilerle ilgili bilissel garpitma, psikolojik dayanikhlk ve
duygusal yetkinlik inanci ortalamalarinin farklilagip farklilasmadigini belirlemek igin iki Faktorlit ANOVA [2
(cinsiyet) X 4 (toplumsal cinsiyet rolleri)] kullanilmistir. Verilerin normal dagilim gosterip gostermedigi
Skewness (S) ve Kurtosis (K) katsayilari ile incelenmistir. Buna gore cinsiyet i¢in $=.27, K=-1.93; cinsiyet
rolleri icin S=-.08, K=-1.45; cinsiyet/cinsiyet rolleri icin $=.190, K=-.856; iliskilerle ilgili bilissel carpitma
icin S=-.03, K=-.14; psikolojik saglamlik i¢in S=-.03, K=-.14 ve duygusal yetkinlik icin S=-.10, K=-.05 olarak
elde edilmistir. Buna goére verilerin normal dagilim gosterdikleri soylenebilir.
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Bulgular
Bu bélimde arastirma sorulari gergevesinde elde edilen bulgulara yer verilmistir.

Universite 6grencilerinin iliskilerle ilgili bilissel carpitmalari, psikolojik dayanikliliklari ve duygusal
yetkinlik inanglarina iliskin betimsel bulgular ve bu degiskenler arasindaki korelasyon katsayilari
incelendiginde, Universite 6grencilerinin iliskilerle ilgili bilissel ¢arpitma puanlarinin ortalamasi 52.90;
psikolojik dayaniklilik puanlarinin ortalamasi 33.72 ve duygusal yetkinlik inanci puanlarinin ortalamasi
23.47’dir. Bu degiskenler arasindaki iliski incelendiginde, iliskilerle ilgili bilissel ¢carpitma ile psikolojik
dayaniklilik (r=-.15 p<.01) ve duygusal yetkinlik inanci arasinda negatif yénde anlamh bir iliski elde
edilmistir (r=-.13 p<.05). Diger taraftan, psikolojik dayaniklilik ile duygusal yetkinlik inanci arasinda pozitif
yonde anlamli bir iligki elde edilmistir (r=.38, p<.01).

Universite &grencilerinin cinsiyet/toplumsal cinsiyet rolii etkilesimine gére iliskilerle ilgili bilissel
carpitma, psikolojik dayaniklilk ve duygusal yetkinlik inancina iliskin betimsel bulgular Tablo 1’de
verilmistir.

Tablo 1.

Universite Ogrencilerinin Cinsiyet, Algiladiklari Cinsiyet Rollerine ve Cinsiyet/Toplumsal Cinsiyet Rolleri
Ortak Etkilesimine Gére lliskilerle ilgili Bilissel Carpitma, Psikolojik Dayaniklilik ve Duygusal Yetkinlik
inancina lliskin Betimsel Bulgular.

Kategoriler iBC PD DYi
n X Sd X Sd X Sd
Kadin 196 53.10 9.52  33.85 5.52  23.18 5.34
Erkek 150 52.63 8.47  33.55 482 23.85 5.23
Ayrismamis 89 50.86 9.15 31.78 5.20 22.05 4.96
Erkeksi 75 52.66 8.77  34.66 5.30 24.09 5.41
Kadinsi 81 53.09 7.86  33.06 473 2291 4.95
Androjen 101 54.72 9.82 35.25 5.00 24.73 5.47
Ayrismamis 44 51.12 10.11  31.12 5.54  21.79 4.77
_g Erkeksi 24 53.62 10.02  36.79 5.55  23.16 6.38
N Kadinsi 69 53.37 7.98 32.65 480 2259 4.71
Androjen 59 54.06 10.50 36.09 495 2493 5.65
Ayrismamis 45 50.60 8.21 32.43 4.81 22.31 5.18
E Erkeksi 51 52.21 8.19  33.67 492 2452 4.90
v Kadinsi 12 51.50 7.29 35.38 3.63 24.75 6.04
Androjen 42 55.63 8.82  34.07 4.88 24.45 5.26

iBCO: iliskilerle ilgili Bilissel Carpitma Olcegi; PD: Psikolojik Dayaniklilik; DYi: Duygusal Yetkilik inanci

Tablo 1'e goére (Universite 06grencilerinin cinsiyetlerine gore iliskilerle ilgili bilissel carpitma
ortalamalari incelendiginde, kadinlarin ortalamasinin 53.10; erkeklerin ortalamasinin 52.63 oldugu
gorulmektedir. Psikolojik dayanikhlik puanlarinin ortalamalari ise, kadinlarda 33.85; erkeklerde 33.55tir.
Duygusal yetkinlik inanci puanlarinin ortalamasi incelendiginde kadinlarin ortalamasi 23.18; erkeklerin
ortalamasi 23.85'tir. Diger taraftan Tablo 1'de gorildigiu gibi, toplumsal cinsiyet rolleri agisindan
incelendiginde, iliskilerle ilgili bilissel carpitma puan ortalamasi en yiiksek olanlar kendilerini “androjen”
olarak algilayanlara; en duslk olanlar ise “ayrismamis” cinsiyet roline sahip olanlara aittir. Psikolojik
dayanikhlik puanlari toplumsal cinsiyet rolleri agisindan ele alindiginda, en yliksek ortalama kendilerini
“androjen” olarak algilayanlara aitken; en duslik ortalama ise kendisini “ayrismamis” cinsiyet roliine
sahip olarak algilayanlara aittir. Son olarak, toplumsal cinsiyet rolleri agisindan Universite 6grencilerinin
duygusal yetkinlik inanglari degerlendirildiginde, kendisini “androjen” cinsiyet roliinde algilayanlarin en
yiksek duygusal yetkinlik inanci ortalamalarina sahip oldugu, en disik ortalamalarin ise kendisini
“ayrismamis” cinsiyet roliinde algilayanlara ait oldugu goérilmektedir.

202



Oner CELIKKALELI, Sinem KAYA — Pegem Egitim ve Ogretim Dergisi, 6(2), 2016, 187-212

Cinsiyet/toplumsal cinsiyet ortak etkilesimine gore Universite 6grencilerinin iliskilerle ilgili bilissel
garpitma puanlarinin ortalamalarina bakildiginda, biyolojik cinsiyeti “erkek” olup algiladigi toplumsal
cinsiyet roli “androjen” olan bireylerin en yiiksek ortalamaya sahip oldugu (55.63); biyolojik cinsiyeti
erkek olup algiladigi toplumsal cinsiyet roli “ayrismamis” olan bireylerin ise en disik ortalamaya sahip
oldugu (50.60) saptanmistir. Psikolojik dayanikhlik puan ortalamalari agisindan bakildiginda, biyolojik
olarak “kadin” olup algiladig toplumsal cinsiyet roli “erkeksi” olan bireyler en yilksek ortalamaya
(36.79); biyolojik olarak kadin olup toplumsal cinsiyet rolini “ayrismamis” olarak algilayan bireyler ise
en disik ortalamaya sahiptir (31.12). Son olarak, duygusal yetkinlik inanci puan ortalamasi agisindan en
yiksek puani, algiladiklari cinsiyet roli “androjen” olan kadinlarin (24.93); en disiik puan ortalamasini
ise algiladiklari cinsiyet roli “ayrismamis” olan kadinlarin aldigi gérilmektedir (21.79).

Universite égrencilerinin cinsiyet/toplumsal cinsiyet etkilesimine gére iliskilerle ilgili bilissel carpitma
puanlarinin ortalamalari agisindan ortaya c¢ikan farkin anlamli olup olmadigina yonelik bulgular Tablo
2’de verilmistir.

Tablo 2.
Universite Odgrencilerinin Cinsiyet/Toplumsal Cinsiyet Rollerine Gére lliskilerle ilgili Bilissel Carpitma
Ortalamalarina iliskin Varyans Analizi Sonuclari

Varyansin Kaynagi Kareler Toplami Sd Kareler Ortalamasi F
Cinsiyet 20.46 1 20.46 .25
Cinsiyet Roli 751.60 3 250.53 3.07*
CXCR 131.64 3 43.88 .53
Hata 27550.17 338 81.51

Toplam 996758.94 346

*p<.05

Tablo 2 incelendiginde, Universite Ogrencilerinin iliskilerle ilgili bilissel carpitma duzeylerinin
cinsiyetlerine gére anlamli bir bicimde farklilasmadigi gériilmektedir [F(;.335=.25, p>.05]. Diger taraftan,
toplumsal cinsiyet rolleri agisindan degerlendirildiginde, 6grencilerin iliskilerle ilgili bilissel ¢arpitma
dizeyleri anlamli olarak farklilasmaktadir [F(3.33g=.3.07, p<.05]. Buna karsin, cinsiyet/toplumsal cinsiyet
rolleri etkilesimine goére ise, Universite Ogrencilerinin iliskilerle ilgili bilissel carpitma puanlarinin
ortalamalarina gére anlamli bir bigimde farklilasmamaktadir [F7.335=.54, p>.05].

Toplumsal cinsiyet rolleri agisindan iliskilerle ilgili bilissel carpitma ortalamalari arasinda ortaya ¢ikan
farkin kaynagi incelendiginde (Tukey), toplumsal cinsiyet rolii “androjen” olanlarin ortalamasi (54.72)
toplumsal cinsiyet roli “ayrismamis” olanlarin ortalamasindan (50.86) istatistiksel olarak anlamh bir
bicimde daha yiksektir.

Universite dgrencilerinin cinsiyet, toplumsal cinsiyet rolii ve cinsiyet/toplumsal cinsiyet rolii ortak
etkilesimine gore psikolojik dayaniklilik puanlarinin ortalamalari agisindan ortaya ¢ikan farkin anlaml
olup olmadigina yonelik bulgular Tablo 3’te verilmistir.

Tablo 3.
Universite Odgrencilerinin Cinsiyet ve Toplumsal Cinsiyet Rollerine Gére Psikolojik Dayaniklilik
Ortalamalarina iliskin Varyans Analizi Sonuglari.

Varyansin Kaynagi Kareler Toplami Sd Kareler Ortalamasi F
Cinsiyet 5.00 1 5.00 .20
Cinsiyet Roll 653.62 3 217.87 8.78%*
CXCR 347.46 3 115.82 4.67*
Hata 8386.27 338 24.81

Toplam 402929.62 346

*p<.05
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Tablo 3 incelendiginde, Universite 6grencilerinin psikolojik dayaniklilik puanlarinin ortalamalarinin
cinsiyetlerine gére anlamli bir bicimde farklilasmadigi gérilmektedir [F(;.335=.20, p>.05]. Buna karsin,
ogrencilerin psikolojik dayaniklilik duzeyleri toplumsal cinsiyet rolleri agisindan anlamli olarak
farklilagsmaktadir [F(3.335=8.78, p>.05]. Benzer bir bicimde, cinsiyet/toplumsal cinsiyet rollerinin
etkilesimine gore psikolojik dayanikhlik puanlarinin ortalamalari da anlamli bir bicimde farkhlastig
gorilmektedir [F;.333=4.67, p<.05].

Toplumsal cinsiyet rolleri agisindan psikolojik dayaniklilik puanlari ortalamalarina gore ortaya gikan
farkin kaynagi incelendiginde (Tukey), “erkeksi” toplumsal cinsiyet rolline sahip olanlarin psikolojik
dayaniklilik puanlarinin ortalamasi (34.66) ve “androjen” olanlarin ortalamasi (35.25) cinsiyet roli
“ayrismamis” olanlarin puanlarinin ortalamasindan (31.78) istatistiksel olarak daha ylksektir. Diger
taraftan, “androjen” toplumsal cinsiyet roliine sahip olanlarin puanlarinin ortalamasi (35.25) “kadinsi”
olanlarin ortalamasindan (33.06) istatistiksel olarak anlamli bir bicimde daha yuksektir.

Cinsiyet/toplumsal cinsiyet rolleri ortak etkisi agisindan degerlendirildiginde ise, biyolojik olarak
kadin olup “erkeksi” toplumsal cinsiyet roliine sahip kadinlarin ortalamasi (36.79) kadin olup
“ayrismamis” (31.12), kadin olup “kadinsi” (32.65), erkek olup “ayrismamis” (32.43) kadinlarin
ortalamasindan anlamli diizeyde yuksektir. Diger taraftan, kadin olup “androjen” toplumsal cinsiyet
roliine sahip olanlarin ortalamasi (36.09), kadin olup “kadinsi” (32.65), kadin olup “ayrismamis” (32.43)
ve erkek olup “ayrismamis” olanlardan daha yliksektir.

Universite 6grencilerinin cinsiyet ve cinsiyet/toplumsal cinsiyet rolii ortak etkilesimine gére duygusal
yetkinlik puanlarinin ortalamalari arasinda ortaya ¢ikan farkin anlamh olup olmadigina iliskin bulgular
Tablo 4’te verilmistir.

Tablo 4.
Universite Ogrencilerinin  Cinsiyet ve Algiladiklari Cinsiyet Rollerine Gére Duygusal Yetkinlik
Ortalamalarina iliskin Varyans Analizi Sonuglari.

Varyansin Kaynagi Kareler Toplami Sd Kareler Ortalamasi F
Cinsiyet 51.56 1 51.56 1.89
Cinsiyet Roll 333.88 3 111.29 4.09*
CXCR 62.98 3 20.99 77
Hata 9202.23 338 27.23

Toplam 200435.16 346

*p<.05

Tablo 4 incelendiginde, (niversite o6grencilerinin duygusal yetkinlik inanci puan ortalamalari
cinsiyetleri bakimindan anlamli bir bigimde farkhlagmamaktadir [F(;.335=1.89, p>.05]. Buna karsin,
toplumsal cinsiyet rolleri acgisindan duygusal yetkinlik inanci puanlarinin ortalamalari anlamli olarak
farklilagmaktadir [F(3.333=4.09, p<.05]. Ayrica, cinsiyet/toplumsal cinsiyet rollerinin etkilesimine gore,
duygusal yetkinlik inanci puanlarinin ortalamalari anlaml bir bicimde farklilasmamaktadir [F;.335=.77,
p>.05].

Toplumsal cinsiyet rolleri agisindan ortaya ¢ikan farkin kaynagi incelendiginde (Tukey) “erkeksi”
(24.09) ve “androjen” (24.73) toplumsal cinsiyet rolline sahip olanlarin ortalamasi “ayrismamis”
toplumsal cinsiyet roliine sahip olanlarin ortalamasindan (22.05) anlamli dizeyde daha yiiksektir. Diger
taraftan, “androjen” toplumsal cinsiyet roline sahip olanlarin ortalamasi (24.73), “kadinsi” olanlarin
ortalamasindan (22.91) anlamli diizeyde yliksektir.
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Tartisma, Sonug ve Oneriler

Arastirmadan elde edilen ilk bulguya gore iliskilerle ilgili biligsel carpitma ile psikolojik dayaniklilik
arasinda negatif yonde bir iliski elde edilmistir. Alan yazin tarandiginda bu iki degisken arasindaki iliskiye
yonelik herhangi bir ¢alismaya rastlanmamistir. Zorlu durumlardan basaril bir bicimde gikabilme olarak
ele alinan psikolojik dayaniklilik bazen digerlerinin destegiyle mimkiin olabilmektedir. Bu nedenle bu
bulgu, iliskilerle ilgili bilissel c¢arpitmalari olan bireylerin diger kisilerle rasyonel iliskiler
gelistirmemelerinden ve risk iceren durumlarda yalniz kalmis olmalarindan ortaya ¢ikan bir durum
olabilir.

Benzer bir bigcimde, iligkilerle ilgili bilissel carpitma ile duygusal yetkinlik inanci arasinda negatif yénde
bir iliski elde edilmistir. Yetkinlik inancinin etkiledigi énemli psikolojik siureglerden biri de biligsel
sureglerdir (Bandura, 1990a; 1990b; 1992; 1993; 1995; 1997). Bireylerin kendileri icin daha ¢ok
miicadele gerektiren hedefler olusturmasinin ve bu hedeflere ulasmak icin daha biylk bir kararlilik
gostermesinin (Bandura, 1991; Bandura & Wood, 1989; Locke et al., 1984, Locke & Latham,1990)
bireylerin yorumlamalarini etkileyerek, onlarin gelecekleriyle ilgili senaryolarini da etkilemektedir
(Bandura, 1997). Diger bir ifadeyle, bireylerin yetkinlik inanclari kendilerine bilissel olarak yardimci
olabilecek ya da kendilerine engel olabilecek diisiince kaliplarina sahip olup olmayacaklarini belirlemede
etki sahibidir (Bandura, 1990a). Dolayisiyla, giigli bir duygusal yetkinlik inancina sahip olan bireylerin
biligsel ¢arpitmalar igeren bilissel yapi yerine gergekgi bir bilissel yapi gelistirmeleri beklenmektedir. Bu
ise duygusal yetkinlik inanci ile bilissel ¢carpitma arasindaki negatif yondeki iliskiyi agiklamaktadir. Yiksek
bir yetkinlik inanci bireylerin bilissel yapilarini giiclendirirken, bilissel olarak zihinde basarili bir bicimde
gerceklestirilmis olan bir eylem ise yetkinlik inancini giigclendirmektedir (Kazdin, 1979).

Diger taraftan, psikolojik dayanikhlk ile duygusal yetkinlik arasinda pozitif yonde bir iliski elde
edilmistir. Elde edilen bu bulgu Gillespie, Chaboyer, Wallis & Grimbeek (2007)’in arastirma bulgusuyla
paralellik géstermektedir. Bireysel olarak duygusal slreglerde gerekli eylemleri basarili bir bicimde
ortaya koyabilecegine olan inang, kisileri zorlamali durumlarda daha giicli kilabilmektedir. Bu
durumlardan basarili olarak ¢ikmak ise psikolojik dayanikliligi besleyen kisisel bir koruyucu faktor olarak
degerlendirilmektedir.

Bir baska bulguya gore, Universite 6grencilerinin iliskilerle ilgili bilissel carpitma dizeyleri cinsiyete
gore farklilasmamaktadir. Elde edilen bu bulgu birgok arastirma bulgusu tarafindan desteklenmektedir
(Coban, 2013; Giiven, 2005; Hamamci, 2005; Sezgin, 2012). Cinsiyet, iliskilerle ilgili bilissel carpitmalarda
onemli bir etken olmamasi, glinimiuzde kadin ve erkek Universite 6grencilerinin, kisilerarasi iliskiye
girme konusunda daha esit bir konumda olduklari ve cinsiyetlerinin 6tesinde, benzer bigcimlerde
davrandiklariigin iligkilerle ilgili bilissel carpitmalarinda bir farklilasma olmadigi distnilebilir.

Ayrica, toplumsal cinsiyet rolleri acisindan Universite 6grencilerin iliskilerle ilgili bilissel carpitma
dizeyleri anlamli olarak farkhlasmaktadir. Buna gore, toplumsal cinsiyet roli “androjen” olanlarin
ortalamasi, “ayrismamis” olanlardan daha yiiksektir. Alan yazininda bu konuyla ilgili herhangi bir
calismaya rastlanamamistir. Bu bulgu, toplumsal cinsiyet rolii androjen olan Universite 6grencilerinin
ister kadin ister erkek olsun iliski ve iletisimde “daha esnek ve gesitli durumlara karsi daha kolay uyum
saglayabilen bireyler olduklari” (Tzuirel, 1984) igin, bircok iliski yasayabildikleri, bunun durumun
iliskilerle ilgili bilissel carpitmalar dogurabilecegi; buna karsin “ayrismamis” olanlarin ise cinsiyet roliinlin
etkileri agisindan iclerine kapandiklari ve ¢ok fazla iliski yasamadiklari igin daha az bilissel ¢arpitma
yasamis olabilecekleri biciminde degerlendirilebilir.

Son olarak, cinsiyet/toplumsal cinsiyet rollerinin ortak etkisine gére ise, Universite 6grencilerinin
iliskilerle ilgili bilissel carpitma diizeyleri anlamli olarak farklilasmamaktadir. ilgili alan yazininda bu
konuyla ilgili bir arastirmaya rastlanmamistir. Bu bulgu, birinci ve ikinci bulgu ile birlikte
degerlendirildiginde daha fazla anlam kazanmaktadir. Buna gore, dnemli olan Universite 6grencilerinin
biyolojik cinsiyetlerinin ve toplumsal cinsiyetlerinin ne yonde oldugu degildir. Onemli olan, bireylerin
yasadiklari toplumun etkisiyle kazanmis olduklari cinsiyet rolleridir. Biyolojik olarak bireyin cinsiyetinin
ve benimsedigi cinsiyet rollerin ortak etkilesiminin, iliskilerle ilgili bilissel ¢carpitmalar diizeyinde etki
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sahibi olmadigi gérilmektedir. Bir baska deyisle biyolojik cinsiyeti 6nemli olmaksizin, bireylerinin cinsiyet
rollerinin nasil oldugu iligkilerle ilgili bilissel ¢arpitma diizeyinde bir farkin ortaya ¢ikmasinda énemli bir
faktor olarak gorulmektedir. Buradan, iliskilerle ilgili bilissel carpitmalar bazinda, bireyin algiladig
cinsiyet roliiniin biyolojik cinsiyetten daha 6nemli oldugu sonucuna varilabilir.

Psikolojik dayanikhlik agisindan, cinsiyetlerine gore Universite 6grencilerinin psikolojik dayanikhhk
puanlari farklilasmamaktadir. Elde edilen bu bulgu (Chan, 2003; Crowley et al., 2003; Harrisson et al.,
2002; Kirmoglu, Yildirrm & Temiz, 2010; Sezgin, 2012) tarafindan desteklenmektedir. Buna karsin, bircok
arastirma bulgusuyla ise gelismektedir (Oktan, 2008; Onder & Giilay, 2008; Werner, 1989). Bu bulgu,
arastirma sorusundan elde edilen bulgularla degerlendirildiginde daha da anlam kazanmaktadir. Buna
gore, Universite o6grencilerinin psikolojik dayanikliik dizeyleri toplumsal cinsiyet rollerine gore
farklilagiyorsa biyolojik cinsiyetin bu anlamda 6nemli bir faktér olmadigi sdylenebilir. Kisilerin biyolojik
cinsiyetlerinden ¢ok bu kimlik altinda nasil bir cinsiyet algisi gelistirdikleri daha 6nemli bir etkendir.
Ancak yine de bu konuda daha fazla galisma yapilmasi gerektigini gostermektedir.

Bunun yaninda Universite 6grencilerin psikolojik dayanikhhk dizeyleri toplumsal cinsiyet rolleri
acisindan farkhlasmaktadir. Buna goére, toplumsal cinsiyet rolt “erkeksi” olanlarin ortalamasi “androjen”
ve ayrismamis” olanlardan; “androjen” olanlarin ise “kadinsi” olanlardan yiksektir. Alan yazini
incelendiginde bu konuda arastirmaya rastlanmamistir. Benzer durumlarla ilgili galismalar incelendiginde
ise, cinsiyet roli belirsiz ve kadinsi olan kisilerin psikolojik olarak erkeksi ve androjen olanlara gore daha
zayif olduklari gérilmektedir. Arastirmadan elde edilen bu bulgu ise, erkeksiligin ve androjeni olmanin
kisisel birer koruyucu faktorler olabilecegi; buna karsin ayrismamisligin ve kadinsiligin bireysel risk
faktori olarak degerlendirilebilecegi diisiintilmektedir.

Elde edilen diger bir bulgu da cinsiyet ve toplumsal cinsiyet rollerinin ortak etkisine gore, tniversite
ogrencilerinin psikolojik dayaniklilik puanlari farklilasmasidir. Buna gore, biyolojik olarak kadin olup
toplumsal cinsiyet roli “erkeksi” olanlarin ortalamasi kadin olup “ayrismamis” olanlardan; kadin olup
“kadins” olanlarin ortalamasi erkek olup “ayrismamis” olanlarin ortalamasindan yiksektir. Diger
taraftan, kadin olup toplumsal cinsiyet roli “androjen” olanlarin ortalamasi, kadin kadinsi”; kadin
“ayrismamis” ve erkek “ayrismamis” olanlardan daha yiiksektir. ilgili alan yazini tarandiginda bu konuda
herhangi bir calismaya rastlaniimamistir. Elde edilen bu bulgu, erkeksiligin, kadinsiligin ve androjen
olmanin psikolojik dayaniklilikta bireysel koruyucu faktorler olarak degerlendirilebilecegi, buna karsin
ayrismamis cinsiyet rollintin ise risk faktorl olabilecegi icin boyle bir bulgunun elde edilmis olabilecegi
bigiminde degerlendirilmistir.

Duygusal yetkinlik inanci agisindan degerlendirildiginde, Universite 6grencilerinin duygusal yetkinlik
inanglari cinsiyetlerine gére farklilasmamaktadir. Elde edilen bu bulgu Totan, ikiz ve Karaca (2010)' nin
arastirma bulgusu tarafindan desteklenirken; bazi arastirma bulgulariyla ise ¢elismektedir (Celikkaleli &
Gundiz, 2010; Telef & Karaca, 2011). Ayni konuda farkl bulgularin elde edilmis olmasi bu konuda daha
fazla ¢alisma yapilmasi gerektigini gdstermektedir. Buna ragmen, elde edilen bu bulgu kadin ve
erkeklerin duygusal yetkinlik inanglarini besleyen kaynaklari bakimindan farkhlik géstermedigi, benzer
yasantilar gegirdikleri, duygularini rahatca ifade edebildikleri ortamlara girdikleri boylece de cinsiyetler
arasinda anlamh bir farkin ¢itkmadigi biciminde degerlendirilmistir.

Buna karsin, toplumsal cinsiyet rolleri agisindan duygusal yetkinlik inanci puanlari anlamh olarak
farkhlasmaktadir. Buna gore, toplumsal cinsiyet rolii olarak kendisini “erkeksi” ve “androjen” olarak
algilayan (iniversite 6grencilerinin duygusal yetkinlik puanlari toplumsal cinsiyet roli algisi “ayrismamis”
olanlardan anlamli diizeyde daha yiksektir. Ayrica, toplumsal cinsiyet roliinii “androjen” olarak
algilayanlarin duygusal yetkinlik puan ortalamasi kendisini “kadinsi” olarak algilayanlarin puan
ortalamasindan anlamli diizeyde yiksektir. Toplumsal cinsiyet rollerine goére duygusal yetkinlik inancinin
karsilastinldig bir ¢calisma bulgusuna rastlanmamistir. Ancak elde edilen bu bulguya gore, androjen ve
erkeksi olmanin ayrismamis ve kadinsi olma algisina gére duygusal yetkinlik agisindan anlamli bir fark
yarattig) goriilmektedir. Ozellikle Tzuirel (1984)’in belirttigi gibi androjen olmanin kisilere kazandirdig
bilissel esneklik, bu kisilerin daha uyumlu 6zelliklere sahip olmalariyla birlikte onlarin yasadiklari olumlu
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ya da olumsuz duygularini daha kolay bir bigcimde ifade etmelerini ve bu konuda daha ¢ok yasanti
gecirmelerini saglayarak duygusal yetkinlik inanglarina kaynaklik etmis olabilir. Buna karsin, cinsiyet rolu
konusunda belirsizlik yasamanin veya kadinsi yoniin agir basmasi bireylerin, gerektiginde olumsuz
duygularini kargisindaki kisilere rahatlkla ifade edememelerine neden olmus olabilir. Bu ise duygusal
yetkinlik inancinin saglikli bir bicimde gelismesini engellemis olabilir.

Bunun yaninda, Mayer ve Sutton (1996)’a gore ise bireylerde her iki biyolojik cinsiyete 6zgi tutum ve
davranislarin bulunmasi gerekmektedir. Bu gereklilik, bireylerin androjen olmalarinin 6nemli bir 6zellik
oldugu anlamini tasir. Erkeksi cinsiyet roline sahip olmanin duygusal yetkinlik inancinda énemli bir
faktor olarak gorulmesi ise toplumsal baskinin etkisiyle agiklanabilir. Toplumumuzun, ister erkek ister
kadin olsun, erkesi tavirlar sergileyen kisileri daha ¢ok onayladiklari, hatta ¢ocuklarini bu konuda tegvik
ettikleri bilinen bir gercekliktir. ilk cocukluk, genclik ve ilk yetigkinlik dénemlerinde béyle bir toplumsal
bakis agisiyla yetistirilen bireyler buna uygun tutum ve yeterlikler gelistirme egiliminde olabilir. Bu tutum
ve yeterlikler de bireylerin diger yetkinlik alanlarini etkiledigi gibi duygusal yetkinlik dizeylerini de
etkilemis olabilir.

Son olarak, cinsiyet/toplumsal cinsiyet rolleri etkilesimine gore, duygusal yetkinlik inanci ortalamalari
anlamh bir bigcimde farklilasmamaktadir. Bu konuda alan yazin incelediginde herhangi bir ¢alismaya
rastlanmamistir. Bu calismaya gore biyolojik cinsiyet duygusal yetkinlik agisindan bir farkin ortaya
¢ikmasinda 6nemli bir etken degildir. Buna karsin toplumsal cinsiyet duygusal yetkinlikte énemli bir
faktordiir. Bu ise Universite 6grencilerinin biyolojik cinsiyetleri veya cinsiyet/toplumsal cinsiyet ortak
etkisinin duygularini basarli bir bicimde ifade edebilmelerinde etkili olmadigi, biyolojik cinsiyeti ne
olursa olsun genel anlamda kisilerin toplumsal cinsiyet algilarinin duygusal yetkinlik inancinda 6nemli
faktor olabilecegi biciminde yorumlanmustir.

Arastirmanin sonucunda iligkilerle ilgili bilissel ¢arpitma ile psikolojik dayaniklilik ve duygusal yetkinlik
inanci arasinda negatif yonde anlamh bir iliski, psikolojik dayaniklilik ile duygusal yetkinlik arasinda
pozitif yonde iliski saptanmistir. Ayrica iliskilerle ilgili bilissel carpitma dizeyleri toplumsal cinsiyet
rollerine goére farkhlik gostermektedir ve Universite 6grencilerinin psikolojik dayanikhliklari hem
toplumsal cinsiyet rollerine hem de cinsiyet/toplumsal cinsiyet ortak etkilesimine gore farklilasmaktadir.
Son olarak, toplumsal cinsiyet rollerine gore Universite 6grencilerinin duygusal yetkinlik inanci
farkhlasmaktadir.

Arastirmanin bazi sinirhliklari da vardir. Arastirmadan elde edilen bulgular Egitim Fakiltesi’'ndeki
ogrencilerle sinirli oldugundan, farkli érneklemlerle benzer arastirmalar tasarlanabilir. Bu arastirmada
cinsiyet ve cinsiyet rolleri agisindan iliskilerle ilgili bilissel ¢arpitmalar toplam puaninda bir farkhhk
gorilmemistir. Cinsiyet ve cinsiyet rolleri agisindan hangi bilissel carpitmalarin farkhlik gosterdigine
iliskin farkh arastirmalar yapilabilir.

Arastirmadan elde edilen bu bulgular i1s1ginda, dnleyici rehberlik hizmetleri kapsaminda 6grencilerin
psikolojik dayanikliliklarini artirmaya, bilissel yapilarindaki hatal diisiincelerle ilgili calismalara, duygusal
olarak yetkin hissetmeyi artirmaya ve cinsiyet rollerinin farkinda olmalarini saglamaya donik calismalar
ylratulmesi 6nerilmektedir. Gelecek galismalarda bilissel yapidaki hangi sistematik hatalarin psikolojik
dayanikliligi ve algilanan duygusal yetkinligi azaltmada etkili oldugu arastirilabilir. Bunun yaninda,
niversite 6grencilerinin bilissel carpitmalar kullanmak yerine gergekgi diisinmelerini saglayacak psiko-
egitim programlari hazirlanarak deneysel c¢alismalar ydiritilebilir. Bdylece bilissel c¢arpitmalarin
indirgenmesinin, ele alinan diger faktorlerdeki (psikolojik dayanikliligin zayif olmasi, duygusal yetkinlik
diizeyinin dusuk olmasi, cinsiyet rollerinin toplumsal acidan olumsuz etkileri gibi) olumsuzluklar
gidermek agisindan nasil bir etkisi oldugu gozlenebilir.
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Article Info Abstract
DOI: 10.14527/pegegog.2016.012 Today, traffic 'is one of'the important issues in public health. Due to physic§l and
mental losses it caused, it is one of the problems that whole world struggle against. It
Article history: is extremely important to give children traffic training starting from early ages to
Received 17 April 2015 create a safe traffic environment and minimize the current accident risk on traffic. It is
Revised 12 February 2016 only possible with comprehensive, constant and systematic traffic security training in
Accepted 07 March 2016 formal education, to make the children gain the habit and awareness of traffic. Traffic
Online 31 March 2016 training that starts at an early age would make children gain correct behavioral
pattern. In this study subjects such as; concept of traffic, traffic security training in our
Keywords: country, it’s place in formal education, importance of juvenile traffic security training,
Child, aims and purposes, examined. Two different schools from the city of Ankara has been
Traffic education, chosen for survey and the difference of knowledge and sense of traffic between
Formal education. students of these two school is introduced. In the School A curriculum of ministry of

education is practiced and subject of traffic is narrowly mentioned in other classes
until fourth grade. In the School B traffic security training is provided both theoretical
and practical with the help of “juvenile traffic training park” inside school, starting
from first grade. As a result of the study; it is demonstrated that the children who
receive regular and practical traffic training, understand and internalize traffic rules.

Orgiin Egitimde Siirekli ve Uygulamal Trafik Egitiminin, Cocuklarin
Trafik Bilgi ve Algisina Etkisi

Makale Bilgisi 0z

Trafik, ginimuzin 6nemli halk sagligi sorunlarindan biridir. Yol agtigi maddi ve manevi
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kazanmasini saglayacaktir. Bu galismada; trafik olgusu, Ulkemizdeki trafik glvenligi
Anahtar Kelimeler: egitimi, 6rgiin egitim sisteminin icindeki yeri, cocuk trafik giivenligi egitiminin énemi,
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Introduction

The biggest indicator of the absence of information and culture and habits of the people to obey
traffic rules is the loss of about ten thousand of our people every year due to traffic accidents in Turkey.
According to data from the year 2012 as a result of traffic accidents occurred in Turkey have been
identified that 7.00% of those killed, 11.80% of those injured consisting of children in the 0-14 age
range.(CTCR, 2013). When Table 1 is examined, this ratio is much higher than the average seen in World
countries (ITSD, 2013).

Table 1.
0-14 Age Mortality Rates in Traffic Accidents (2012).
Country Traffic accidents Country Traffic accidents
0-14 years mortality rate (%) 0-14 years mortality rate (%)
Cambodia 8.29 Finland 2.74
Turkey 7.00 Serbia 2.74
Malaysia 6.97 Canada 2.74
Israel 6.45 Ireland 2.69
Colombia 5.41 Britain 2.67
Jamaica 4.62 Poland 2.43
Slovenia 4.25 Germany 2.15
Denmark 4.09 Portugal 2.13
NewZeland 3.87 Spain 2.04
Belgium 3.61 Japan 2.02
US.A 3.52 Korea 1.93
France 3.23 Greece 1.93
Swedish 3.13 Hungary 1.88
Swiss 3.13 Italy 1.58
Netherlands 2.87

To reduce child mortality in traffic accidents, the cause of the accident exposure of children should
be well analyzed. In the literature, the result of the efforts made in this regard was reached in the
following findings.

Children from families in low socioeconomic status are exposed to more of traffic accidents
(especially pedestrians) than children from high socioeconomic status families. The most important
reason for this is the environment where they live and due they go to school by walking. (Jonah & Engel,
1983; Knoblauch, Roberts & Norton, 1994; Tobey & Shunman, 1984). Low educational level families kids
(Durkin, Davidson, Kuhn & Barlow, 1994) and by acting incorrectly in traffic being wrong role models
families kids (Bly, Jones & Christie, 2005; Quraishi, Mickalide & Cody, 2005) is exposed to more traffic
accidents.

Due to today's physical inactivity, the abundance of external stimuli and to the large portion of
children spending their time on computer and television; especially in children aged between 8-12
years, traffic perception does not seem to have the required level of their ages. The increasing number
of vehicles, the reduction of the children's play area, the increase the city’s traffic problems reduces the
development of psychomotor skills of children in traffic. It increases the risk factor of children in traffic.
Again; even if their children ages is convenient to be on the traffic, because that they don’t want them
taking part in traffic as pedestrians or cyclists. It prevents children to recognize the traffic on the right
time and place (DaCoTa, 2012). On traffic environment, understanding the knowledge and the ability to
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absorb the information given varies according to age of children (Pieper, 1990). Traffic perception and
position in the traffic according to children's age group can be divided into 4 groups (Neuman, 2008).

Until two years of age; children percept the traffic in its simplest form, In other words they detects as
an image. All objects observed in the circulation have no permanence in his memory. For example, the
car that the child sees one second before, once it is no longer visible to him it no longer exists. Two-six
years old; children sees the world and the traffic as self-centered. All his movings are directed by his
viewpoint, feelings, expectations and fears. If he see approaching a vehicle, he recognizes that the driver
also see him. There is an understanding, the faster | move in traffic and the faster the risk will be
surpassed. On the traffic he cannot distinguish the order of importance to things that he must
concentrate. For example, instead of paying attention to the proximity and speed of the approaching
vehicle he will make attention to the color. The phenomenon of perspective is not fully formed, cannot
predict the distance of the approaching vehicle itself. Aged between 6-12 year; getting out from the self-
centrism has begun to put itself in place of other people. By dominating completely abstract concepts
such as time, speed, he is dominating also concrete concepts such as vehicle size distance of schools as
well. He get to know the traffic not in a closed environment but on the real environment. Between 12-
14 years of age; he is able to comprehend abstract and concrete concepts in traffic. He can determine
his status in the traffic and avoid risks. He can resonate about situations never met before on traffic.

Children's risk factors in traffic can be enlisted under four main sub-factors. The first one is
developmental factors (age, physical development), the second one is the role of families in traffic
education and control, the third sub-factor includes child's psychological and behavioral characters
(hyperactivity, depression), and the fourth factor involves the environment in which the child is living in
the traffic flow (Christoffel, Donovan & Schofer, 1996). Although children traffic risk consciousness is
developed by their traffic experiences, studies on the risk awareness of traffic in children prove that
they are classified into 3 main groups (DaCoTa, 2012).

Narrow risk awareness detects a danger immediately at the time it occurs. Therefore, it is impossible
to avoid the danger (around the age of five). Accumulated risk awareness enables the child to know that
specific situations are dangerous. For example, the child knows that going downhill fast by bike leads to
a dangerous situation so he/she avoids it (around the age of eight). Preventive (prophylactic) risk
awareness enables the child to know risky situations and take precautions to avoid them. For example,
he/she looks for a safer place to walk across the street even if it extends the way (around age of 10). In
adolescence risk awareness, it becomes difficult to define children’s risk habits that we call adolescent
period, between 11-14 ages. Because around these ages, although the child is fully conscious of the
risks, the excessive self-confidence is developed and they feel that they can overcome any risks.
Especially, it is interesting to note that the risks they take in traffic with people of their age increase.

However, studies signify that continuous and efficient traffic education given to children in the
formal education system is very important to make them understand and internalize the traffic rules
(Gregersen & Nolen, 1994; Raftery & Wundersitz, 2011). The purpose of this study is to examine the
effect of regular, continuous and practical traffic education on elementary school level children's
perception and knowledge of traffic knowledge.

Method
The Sampling and The Limitations of The Study

The study has been conducted in two different primary schools, which are located in the district of
Cukurambar in Ankara. The participants involve 4" grade students, who are around 10 years old. Traffic
training in primary school level has been provided limited and without practice within other courses up
to 4" grade depending on the Ministry of Education curriculum (MEB, 2015). Therefore, school A has
been selected by random sampling method. On the other hand, School B is the only school which has a
“juvenile traffic training park” inside, and from the 1st grade it is the only one which provides one-hour
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theoretical and practical traffic training courses each week. To test the objectives of the study, the
school B has been selected on purpose. One limitation of the study is that there isn’t a second
alternative school to School B offering traffic training both theoretically and practically. In this school,
the 4th grade is the only one who has completed the traffic training and the number of students is 18.
For this reason, 18 4™ grade students from school A have been involved in the study in terms of
reliability. The participant students in school A are 8 males and 10 females, whereas six males and 12
females constitute the participants in School B. Differences regarding gender have not been taken into
consideration in this study.

Instruments

The research data were collected on March 3 to 24 in 2014, and the research questions were
prepared with open-ended questions, which consists a qualitative assessment form including 15
questions, to ensure that students could answer with their own words. Qualitative evaluation questions
in the form were prepared by utilizing the 2918 Road Traffic Act, and by benefiting from the literature
studies conducted on children's comprehension. Finally, it has been simplified so as to reach 10- year-
old children’s perceptions (Kavsiraci, 2014).The form evaluation was done by authors again by benefiting
of the Road Traffic Law. For the creation of the form and its evaluation, the knowledge and experience
of the authors was benefited and surface validity method was adopted (Sencan, 2002). The information
guestioned in the form has been considered as valid and reliable since the same results will be obtained
in a second evaluation and it was determined as having consistent feature, which was determined by
2918 Road Traffic Law.

Findings

The findings of the study have been put forward depending on the participant students’ answers for the
questions about traffic addressed to them. The number of students, who responded to the questions
and the percentages, are shown in parentheses.

What is traffic?

Table 2.

Answers to the Description of Traffic.

School A School B

The place where cars go (7) (38.90%) Position and movement of vehicles and
pedestrians on the road (14) (77.80%)

Traffic jam (4) (22.20%) Traffic jam(2) (11.10%)

Following the rules and safety (4) (22.20%) The place where cars go (2) (11.10%)

No response or irrelevant response (3) (16.70%)

By examining Table 2, we can see that three students of school A are completely away from the term
of "traffic", and the others seems to give missing (insufficient) answers. It is extremely remarkable that
none of the children mention about the term "pedestrian" in traffic issue. On the other hand, about
78.00% students in school B seem to know the term of "Traffic" completely. To make a general
evaluation, from two schools a total of six children, "traffic jam" comes in their mind when the term
traffic is mentioned and this finding matches with other studies’ findings in the related literature
(Hatipoglu, 2011).
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What is Traffic Accident?

Table 3.
Answers to Traffic Accidents Description.

School A School B

Collision of vehicles (13) (72.20%) Collision of vehicles with vehicles or pedestrians(12)
(66.70%)

Collision of vehicles with vehicles or Collision of vehicles with vehicles (6) (33.30%)

pedestrians (3) (16.70%)
Death, ambulance (2) (11.10%)

By examining Table 3, we have observed that 13 students of school A perceive a traffic accident as a
collision of vehicles. Only two students define traffic accident as death / ambulance, they define about
the objects that they saw after the accident. 12 students of School B (66.70%) are aware that a traffic
accident consists both vehicle accidents and pedestrians.

Who is Pedestrian?

Table 4.
Answers Given to the Description of Pedestrian.

School A School B

People in traffic, who aren’t in vehicle, people People in traffic, who aren’t in vehicle, people
walking (8) (44.40%) walking (16) (88.90%)

The way that people walk (8) (44.40%) Don’t know or irrelevant answer (2) (11.10%)

Don’t know or irrelevant answer (2) (11.10%)

By examining Table 4, 44.40 % students of school A can define who a pedestrian is and the rest of
the students seem to confuse the concept of pedestrian with the crosswalk. Almost all of the students
from School B (88.90%) know the term of pedestrian and could explain it in right words.

What is intersection?

Table 5.
Answers Given to the Description of Intersection.

School A School B

The place where vehicles return (7) (38.90%) The place where roads separate or join (9) (50.00%)
The place where roads separate or join (1) The place where vehicles return (4) (22.20%)
(5.50%)

No answer (10) (55.60%) No answer (5) (27.80%)

By examining Table 5, only one student from school A knows the definition of intersection correctly.
However, it can be said that the concept of intersection realizes correctly in their minds and they can
build a parallelism with the image of the movement seen in an intersection by examining the answer
“the place where vehicles return ". Therefore, it will not misleading to state that 45.00% of children's
answers are correct about intersection. On the other hand, 50.00% of students from school B have
defined intersection correctly, and 72.20% of them could imagine the concept of intersection in their
minds.

Table 6 demonstrates that elementary school students from each school know the concept of the
"traffic police". In the last category labeled as ‘others’ include students’ responses like ‘The police is a
person who shows us the way when we are lost’ or ‘The police is a person who controls us whether we
wore our seatbelts or not’. Those responses reveal that children perceive the traffic police role as if he is
a witness of traffic situations.

217



Ozan KAVSIRACI, Seda HATIPOGLU — Pegem Egitim ve Ogretim Dergisi, 6(2), 2016, 213-232

Who is Traffic Police?

Table 6.
Answers Given to the Traffic Police Description.

School A

School B

The person who manages traffic in the absence
or unworking of traffic lights (5) (27.70%)

The person who manages and directs the
traffic (3) (16.70%)

The person providing the safety of vehicles and
pedestrians (4) (22.20%)

The person who warns people that violate the
rules (3) (16.70%)

Others (3) (16.70%)

The person who manages and directs the traffic
(12) (66.60%)
The person who don’t obey the rules (3) (16.70%)

Other (3) (16.70%)

Who is passenger?

Table 7.
Answers Given to the Description of Passenger.

School A

School B

Person inside a vehicle (10) (55.60%)

Person going from one place to another place
(2) (11.10%)
Irrelevant answers or no answers (6) (33.30%)

Person traveling in the car except the driver (9)
(50.00%)
Person inside a vehicle (6) (33.30%)

Irrelevant answers or no answers (3) (16.70%)

Table 7 shows us that students of School A confuse the concepts of the driver and the passenger.
50.00% of school B students have stated that they definitely know the concept of passenger and they

have explained the concept in right words.

What will we use to cross the road safely?

Table 8.
Given Answers to Questions about Safe Crossing.

School A

School B

Lower/upper crossing (8) (44.40%)

Crosswalk (2) (11.10%)

Locations where the traffic light situated(3)
(16.70%)

No answer (5) (27.80%)

Lower / upper crossing, pedestrian crossings, places

where there are traffic lights, and the locations of
traffic police (9) (50.00%)
Lower / upper pavement (6) (33.30%)

Locations where the traffic light situated(2) (11.10%)

No answer (1) (5.50%)

By examining the answers, we have observed that 50% students of school B know all places to cross
safely on roadways. 33.30% of students responded lower / upper walkway, 11.10% responded the
places where situated traffic lights and only one student could not give an answer to the question. None
of the students from School A have given the right answer to the question. Furthermore, 27.80% of the
students had no idea on the matter.
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What is the most important thing we need to be careful as pedestrians in traffic?

Table 9.
Answers Given to the Question about Things We Need to be Careful as Pedestrians.

School A School B

To pass carefully across the street (looking to the  To pass carefully across the street (looking to the

right and left) (3) (16.70%) right and left) (3) (16.70%)

walking on the sidewalk (3) (16.70%) Passing from lower / upper walkway, pedestrian
crossings (5) (27.80%)

To obey the traffic lights (1) (5.50%) To obey the traffic lights (6) (33.30%)

Passing from lower / upper walkway, pedestrian  walking on the sidewalk (3) (16.70%)

crossings (2) (11.10%)

To not make excessive speed, drive the car To not make excessive speed, drive the car drunk,
drunk, etc (9) (50.00%) etc (1) (5.50%)

The findings on Table 9 show that 50.00% students from school A have confused the rules to
consider as a pedestrian with those of the vehicle driver. This ratio enables us to infer that the
participant students do not have the awareness and responsibility of being a pedestrian in traffic. This
rate in school B is 5.50%.

The students were asked to reply to the question “If we have to walk on the roads that do not have
pavements, where should we walk? Why?”. When the answers to that question have been analyzed, it
was found out that only one student from School A has given the right answer as “I have to walk on the
left side of the road, so cars can see me”. Unlike School A, 13 students from School B have given the
right answer. The rate of correct responses given to that question by school A is 5.60% and for school B
itis 72.00%.

The question "What is the meaning for the colors of traffic lights and what do they mean for
drivers?' was asked to the students and all students from school B gave the correct answer. However,
two students from school A gave a wrong or incomplete answer which is very surprising since the traffic
lights, their colors and the messages they convey are the basic issues of traffic.

We asked children to exemplify two vehicles, which have the right of way in traffic. Five students
from school B and one student from school A couldn’t give any answers or gave a wrong answer.
Regarding this question, the success of students from school A is 72.00% and for school B the rate of
success is 94.00%. In both schools, the most stated vehicle was ambulance.

Regarding emergency, we asked the students "in case of a traffic accident which number should we
call to help those injured?". School A students answered the question correctly with the rate of 78.00%
and the students from school B answered the same question correctly with the rate of 89.00%.

We asked the students “What is the function of a seat belt?". All students from school B answered
the question correctly by stating that " Prevents us from ejection outside when the driver steps on the
brakes, it allows us to stay fixed in the car, in a situation of an accident prevents us to hit our heads or
skidding". Those responses have demonstrated that they know the seatbelt and its usage purpose very
well. However, 67.00% of the students from school A know the purpose of using a seat belt. 33.00% of
these students demonstrated with their general answer as "prevents accidents, we need to wear" that
they didn’t internalize or comprehend the purpose of seat belt use.

All of the students from school B stated that they ride in the back seat whereas 28.00% of the
students from school A responded as "sometimes on front seat, sometimes on back seat'. It is seen that
School A students have not internalized such a very important traffic rule enough.
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Traffic signpost knowledge.

Table 10.
Students Traffic Signpost Knowledge.
Traffic Signpost School A School B
The number of The number of
students who know Knowing rate (%) students who know Knowing rate (%)
Crosswalk 18 100.00 18 100.00
School crossings 17 94.40 18 100.00
Pot-holed road ) There are bumps: ) There are bumps:
There are bumps: 8 44.40 There are bumps: 3 16.70
Bumpy road: 0 There zz)rg(l;)umps: Bumpy road: 11 Bumpy road: 61.10
Controlled Railways: 7 Railways: 38.90 Railways: 9 Railways: 50.00
Railroad Crossing Controlled railway Controlled railway Controlled railway Controlled railway
crossing: 0 crossing: 0.00 crossing: 5 crossing: 27.80
Constantly Right Turning: 3 Turning: 16.70 Turning: 3 Turning: 16.70
Dangerous Constantly Right Constantly Right Constantly Right Constantly Right
Turning Dangerous Dangerous Turning:  Dangerous Turning: Dangerous Turning:
Turning: 0 0.00 6 33.30
U Turn is not 14 77.80 16 88.90
allowed
vehicles are not 5 2780 14 7780
allowed
Parking is
forbidden 16 88.90 18 100.00
Two-way traffic 7 38.90 11 61.10
No passing vehicle 4 22.20 7 38.90
in front

10 traffic signs have been shown to the students, and requested them to write the meanings
(names) that they know. Students’ traffic signs knowledge is displayed and summarized on Table 10. By
examining the data on Table 10, it has been found out that students from school B have more
knowledge about traffic signs than students from school A. In addition, it can be inferred that the level
of students’ knowledge regarding right answers from school A is closer to the students’ answers from
school B.

A survey has been conducted by the Council of Highway Traffic Safety for the purpose to identify
how much the traffic signs are known and by how many drivers they are known. The questionnaire,
prepared by the group members of the Council, was applied on 1478 drivers in selected regions in
Ankara by the Middle East Technical University Transportation Research department and the results
were analyzed (EGM, 2015). When the mentioned study’s results compared with the results of the
study, it has been found out that students from school B, who had consistently and applied traffic
education course know about "crosswalk", "school crossing", "cars not allowed," "forbidden to pass the

car in front" and "controlled rail crossing" signs at a higher degree than drivers.

Discussion, Conclusion & Implementation

Traffic is a dynamic system in which people, vehicles and road elements interact and be in harmony
(Payam, 2012). When human factor is considered in the context of traffic, education factor comes into
prominence. Training about traffic should be provided at early ages in childhood as it is in every subject.
To attain permanent traffic training and enable the children internalize the training, children must be
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exposed to a continuous training. Therefore, primary school period is a very important time to gain the
basic knowledge and to develop.

Traffic risk perception in children is lower than adults because their mental and physical
development is still in progress. For this reason, children are part of the group who are mostly affected
in accidents. Continuous and effective road traffic safety courses must be provided to the children in
preschool and primary school periods to protect children from traffic accidents, and to educate them as
sensitive individuals for the future (Hatipoglu, Ozdemir & Arikan, 2012).

This study has sought for to what extent a systematical and continuous traffic training can affect
primary school children’s traffic knowledge and perceptions. In order to realize this aim, a qualitative
evaluation form was prepared and administered to two different 4th grade schools students.

In School A, Ministry of Education Curriculum is practiced and the subject of traffic is practiced
limited in other courses until fourth grade. Contrary to this, in School B traffic security training is
provided both theoretically and practical with the help of “juvenile traffic training park” inside school,
starting from first grade. The findings of the study reveal that students from school B, who have taken
theoretical and practical traffic courses from the first grade during the primary school, are better than
students from school A about the basic definitions such as traffic, pedestrians, passengers and also they
seem to know much better their places in traffic much better.

Furthermore, students from school A have some difficulties in expressing about the risky acts that
they may encounter in traffic and they also seem to be far behind the students in School B about
avoiding life-threatening conditions in traffic. According to the findings, it is clear that students of School
B internalize traffic rules thereby knowing the reasons of rules instead of memorizing them (see answers
to questions such as seat belt ).

The studies held in the related field have shown that almost all primary school students know that
they must look first to the left than to the right before going across the road; however it has also been
stated that they could not find the right and the left spontaneously (DaCoTa, 2012). In another study
focusing on primary school students in England, it has been put forward that no behavioral changes
have been observed when children were provided theoretical knowledge; however, there have been
behavioral changes when children got practical training (Zeedyk & Wallace, 2001). The findings
regarding school B students’ traffic knowledge and perceptions seem to confirm these studies in the
literature. Using the “juvenile traffic training park” inside the school B, students internalize their
theoretical knowledge by practice and put their knowledge in to the right behavior.

To protect children from road traffic accidents, and enable them to become sensitive individuals,
who meet the rules, continuous and effective road traffic safety education is required during pre-school
and primary school periods. Today, the quality of traffic safety education provided to students in schools
has not reached to a desired level yet. In primary schools up to 4th grades, traffic training is given within
different courses very limited by just focusing on the issues, which are considered important by the
teachers of those courses. For permanent traffic knowledge, children should internalize this training and
transform it to a behavior; therefore traffic training should be systematic. And it’s possible only if this
traffic training is integrated to the curriculum, including at least 4 years in primary school education.

The findings of the study , “Awareness on Traffic Signs”, conducted by Road Traffic Security Council
and Middle East Technical University Transportation Research Center also support this proposal (EGM,
2015). Raising the effectiveness and number of “juvenile traffic training parks” for children to enable
them convert the theoretical training as a right behavior. In world rank, although we are in the first
place in the child deaths in traffic accidents (Table 1), in the research of literature in Turkey only seven
articles on child traffic education and child traffic safety have been identified (Bay, Akduman &
Alisinanoglu, 2009; Bay & Akduman, 2009; Given, Akduman & Alisinanoglu, 2009; Hatipoglu, 2011;
Hatipoglu et.al., 2012; Simsek, Akduman & Alisinanoglu, 2009;. Tombaklar, 2002). In those articles, the
cause of children’s having accidents and their traffic knowledge have been examined. However, there
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are not any studies examining changes in children’s traffic knowledge and perception following traffic
training. Thus, any relevant studies do not exist to compare with the findings of our study.

To assess the positive effects of systematic traffic training on children, it is suggested that training
and traffic experts should work together on this subject to create practices. It is also recommended,
especially to the Ministry of Education and other related institutions about education that they should
make necessary legal arrangements for pre-school and primary school period, giving more effective and
practical traffic education and holding projects and campaigns in this regard. Providing effective and
continuous traffic education to children from the moment they start to walk will reduce the risk of these
children lost their lives in traffic accidents and will form the future generations more educated and
aware of the traffic issue after 15-20 years.
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Tirkge Suiriim

Girig
Tirkiye’de her sene trafik kazalarinda yaklasik on bin insanimizin hayatini kaybetmesi, halkin trafik
konusunda bilgi ve kdltiir ve kurallara uyma aliskanliginin olmayisinin en bliyiik gostergesidir. 2012 yil
verilerine gore Tirkiye’de meydana gelen trafik kazalari sonucunda hayatini kaybedenlerin %7.00sini,
yaralananlarin ise %11,80’ini 0-14 yas araligindaki cocuklarin olusturdugu tespit edilmistir. (CTCR, 2013).
Tablo 1 incelendiginde bu oranin diinya (lkeleri ortalamasinin ¢ok Ustiinde seyrettigi gortlmektedir
(ITSD, 2013).

Tablo 1.
Trafik Kazalarinda 0-14 Yas Oliim Oranlari (2012).
Ulke Trafik Kazalarinda 0-14 yas 6lim | Ulke Trafik Kazalarinda 0-14 yas 6lim
oranlari (%) oranlari (%)
Kambogya 8.29 Finlandiya 2.74
Tlirkiye 7.00 Sirbistan 2.74
Malezya 6.97 Kanada 2.74
israil 6.45 irlanda 2.69
Kolombiya 5.41 ingiltere 2.67
Jamaika 4.62 Polonya 2.43
Slovenya 4.25 Almanya 2.15
Danimarka 4.09 Portekiz 2.13
Y.Zelanda 3.87 ispanya 2.04
Belcika 3.61 Japonya 2.02
A.B.D. 3.52 Kore 1.93
Fransa 3.23 Yunanistan 1.93
isveg 3.13 Macaristan 1.88
isvicre 3.13 italya 1.58
Hollanda 2.87

Trafik kazalarinda ¢ocuk 6lim oranlarini distrebilmek igin cocuklarin kazaya maruz kalma
sebeplerinin iyi analiz edilmesi gerekmektedir. Literatiirde bu konuda yapilmis olan ¢alismalar sonucu
asagidaki bulgulara ulagiimigtir.

Sosyo ekonomik durumu dislik ailelerin ¢ocuklari, yiksek olan ailelerin ¢ocuklarindan daha fazla
trafik kazasina (6zellikle yaya olarak) maruz kalmaktadir. Bu ¢ocuklarin yasadiklari ¢evre ve okula yaya
olarak gidip gelmeleri bunun en 6nemli sebebidir (Jonah & Engel, 1983; Knoblauch, Tobey & Shunman,
1984; Roberts & Norton, 1994). Egitim seviyesi diisiik olan ailelerin ¢ocuklari (Durkin, Davidson, Kuhn &
Barlow, 1994) ve trafikte hatali davranip, cocuga yanlis rol model olan ailelerin ¢ocuklari (Bly, Jones &
Christie, 2005; Quraishi, Mickalide & Cody, 2005) daha fazla trafik kazasina maruz kalmaktadir.

Cagimizdaki fiziksel hareketsizlik, dis uyarilarin fazlaligi ve cocuklarin zamanlarinin biyik kismini
televizyon ve bilgisayar basinda gecirmeleri nedeniyle 6zellikle 8-12 yas arasi cocuklarda trafik algisi
vaslarinin gerektirdigi dizeyde gelisememektedir. Ara¢ sayisinin artmasi, ¢ocuk oyun alanlarinin
azalmasi, sehirlerin trafik probleminin artmasi cocuklarin trafik icindeki psikomotor becerilerinin
gelisimini dustirmektedir. Bu da cocuklarin trafik icindeki risk faktérini artirmaktadir. Yine; ailelerin
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trafik karmasasindan korkmalari ve gocuklarinin yasi elverse bile trafik icinde yaya ya da bisikletli olarak
yer almalarini istememeleri, ¢ocuklarin trafi§i zamaninda ve yerinde tanimasini engellemektedir
(DaCoTA, 2012). Trafik ortaminda bilgiyi anlama ve anlatilan bilgiyi 6zlimse yetenekleri ¢ocuklarin yasina
gore degisiklik gostermektedir (Pieper, 1990). Cocuklarin yas gruplarina gore trafik algilan ve trafik
icindeki konumlari 4 ana gruba ayrilabilir (Neuman, 2008).

iki yasa kadar; cocuk trafigi en basit sekliyle baska bir deyisle resim olarak algilar. Hafizasinda, trafikte
godrdigi hicbir objenin kalicihg yoktur. Ornegin, cocugun 1 saniye dnce goérdigii arac onun goriisiinden
ciktiysa o arag artik yoktur. iki-alti yas arasi; ¢ocuk diinyayi ve trafigi benmerkezci olarak gorir. Tim
hareketlerini kendi bakis acisi, hisleri, beklentileri ve korkulari yonlendirir. Eger yaklasan araci goriiyorsa,
surticinun de kendisini gorduginu kabul eder. Trafikte ne kadar hizli hareket edersem, risk o kadar
¢abuk gecger olgusu vardir. Trafikte konsantre olmasi gereken seylerin 6nem sirasini ayirt edemez.
Ornegin yaklasan bir aracin hizi ve yakinhgindansa rengi dikkatini cekebilir. Perspektif olgusu tam
oturmamistir, yaklasan aracin kendisine olan uzakligini kestiremez. 6-12 yas arasi; trafikte ben
merkezcilikten c¢ikip kendini diger insanlarin yerine koymaya baslamistir. Zaman, hiz gibi soyut
kavramlara tamamen hakim olmamakla birlikte, okul mesafesi, ara¢ buyukligu gibi somut kavramlara
hakimdir. Trafigi kapali ortamda degil, gercek ortaminda tanimaya baslar. 12-14 yas arasi; trafikte hem
somut hem de soyut kavramlari kavrayabilir. Trafik igindeki durumunu belirler ve riskten kaginir. Trafik
icinde daha 6nce karsilasmadigi durumlar icin muhakeme yapabilir.

Cocuklarin trafik icindeki risk faktérini ise 4 temel alt faktor olusturur. Birincisi gelisimsel faktorler
(yas, fiziksel gelisim), ikincisi ailenin trafik egitimindeki roli ve kontroli, Gglincisi ¢cocugun psikolojik ve
davranissal karakteri (hiperaktivite, depresyon), dérdiinclisii ise ¢ocugun yasadigl cevredeki trafik
akisidir (Christoffel, Donovan & Schofer, 1996). Cocuklarin trafikteki risk bilingleri trafikteki tecribeleri
ile gelisme gosterse de yapilan galismalarda ¢cocuklarin trafikte risk bilinci G¢ ana grupta siniflandiriimistir
(DaCoTA, 2012).

Dar risk bilinci; tehlikeyi oldugu an algilar. Bu nedenle tehlikeden kaginmasi imkansizdir (bes yas
civari). Biriktirilmis risk bilinci; belirli durumlarin tehlikeli oldugunu bilir. Ornegin bisikletle yokus asag!
hizli gitmenin tehlike yaratacagini bilir ve bundan kacinir (sekiz yas civari). Koruyucu (6nleyici) risk bilinci;
riskli durumlar bilir ve kaginmak icin énceden 6nlem alir. Ornegin yolda karsiya daha giivenli
gecebilecegi yeri arar, yolunu uzatsa bile giivenli yerden gegmeye 6zen gosterir (10 yas civari). Ergenlik
risk bilinci; 11-14 dedigimiz ergen g¢aginda risk aliskanliklarini tanimlamak giglesir. Clinkli bu ¢agda risk
bilinci yas geregi tam olarak oturmasina ragmen c¢ocukta asiri kendine giliven ve bana bir sey olmaz
duygusu da gelismistir. Ozellikle kendi yasitlari arasinda trafikte aldig risk fazlalasir.

Yine yapilan calismalar 6rgin egitim sistemi icinde cocuga verilecek siirekli ve etkin bir trafik
egitiminin cocugun trafik kurallarini anlayabilmesi ve igsellestirebilmesi icin ¢cok 6nemli oldugunu
gostermektedir. (Gregersen & Nolen, 1994; Raftery & Wundersitz, 2011). Bu ¢alismanin amaci; ilkokul
seviyesindeki cocuklara diizenli, stirekli ve uygulamal trafik egitimi verilmesinin, ¢cocuklarin trafik bilgi ve
algisina etkisini 6lgmektir.

Yontem
Calismanin Evreni ve Sinirhliklari:

Calisma Ankara ili Cukurambar Mahallesi mevkiinde egitim veren 2 farkli okulda, 4. sinif 6grencilerine
(10 yas) yapilmistir. Turkiye’de ilkokul diizeyindeki trafik egitimi, Milli Egitim Bakanhgi Miifredatina gore,
4. sinifa kadar diger derslerin iginde, dar kapsaml ve uygulamasiz olarak verilmektedir (MEB, 2015). Bu
nedenle A Okulu tesadiifi ydntemle secilmistir. B okulu ise; Ankara ilinde, biinyesinde trafik egitim parki
bulunan ve 1. siniftan itibaren haftada 1 saat teorik ve uygulamali trafik egitimi veren tek okuldur.
Calismanin amacini test edebilmek icin, B okulu zorunlu olarak segilmistir. Ankara ilinde, bu sekilde bir
trafik egitimi veren B okulundan baska bir okul bulunmamasi ¢calismanin limitli yonidir. Bu okulda, trafik
egitimini tamamlamis olan 4. sinif tek sube olup, sube mevcudu 18 6grencidir. Bu sebeple arastirmanin
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saglikli olmasi agisindan segilen A okulunda da 18 4. sinif 6grencisiyle ¢alisma yapilmistir. A okulundaki
ogrencilerin sekizi erkek 10’u kiz, B okulundaki 6grencilerin altisi erkek, 12’si kizdir. Galismada cinsiyet
farkliligi gozetilmemistir.

Calismanin Yontemi

Arastirma verileri 3-24 Mart 2014 tarihinde toplanmis olup, arastirmada 6grencilerin kendi ifadelerini
kullanabilmeleri igin, agik uglu sorulardan olusan 15 soruluk bir nitel degerlendirme formu kullaniimigtir.
Nitel degerlendirme formundaki sorular, 2918 sayili Karayollari Trafik Kanunundan yararlanilarak
olusturulmus, ve cocuklarin anlama duzeyleri ile ilgili yapilan literatlir calismalarindan yararlanilarak
(Kavsiraci, 2014), 10 yas ¢ocugunun algilayacagi sekilde sadelestirilmistir. Formun degerlendirilmesi yine
Karayollar Trafik Kanunundan vyararlanilarak yazarlar tarafindan yapilmistir. Formun olusturulmasi ve
degerlendirilmesinde yazarlarin konu hakkindaki bilgi ve tecriibelerinden yararlanilarak, yizey gegerliligi
yontemi kabul edilmistir (Sencan, 2002). Formda sorgulanan bilgiler 2918 sayili Karayollari Trafik Kanunu
tarafindan belirlendigi yani kararh 6zellik tasidigi igin, ayni amagla yapilacak ikinci bir dlgimde ayni
sonuglar elde edileceginden 6lgme gegerli ve guvenli olarak kabul edilmektedir.

Bulgular

Arastirma bulgulari, ¢ocuklarin trafikle ilgili kendilerine sorulan sorulara verdikleri cevaplar
neticesinde ortaya konulmus ve yorumlanmistir. Cevabi veren 6grenci sayilari ve ylzdeleri parantez
icinde gosterilmistir.

Trafik Nedir?
Tablo 2.
Trafik Tanimina Verilen Cevaplar.
A Okulu B Okulu
Arabalarin gittigi yer (7) (%38.90) Arabalarin ve yayalarin kara yolu izerindeki hal
ve hareketleri (14) (%77.80)
Trafik sikisikhgi (4) (%22.20) Trafik sikisikhgi (2) (%11.10)
Kurallara uymak ve giivenlik (4) (%22.20) Araclarin gittigi yer (2) (%11.10)

Yanit yok ya da ilgisiz yanit (3) (%16.70)

Tablo 2 incelendiginde A okulu 6grencilerinden i¢ ¢ocugun tamamen “trafik” teriminden uzak
digerlerinin de eksik (yetersiz) cevaplar verdigi gorilmektedir. Higbir gocugun trafik olgusunda “yaya”
kavramina yer vermemesi son derece dikkat cekicidir. B okulu 6grencilerinin ise yaklasik %78.00’inin
“trafik” terimine tamamen hakim olduklar gorilmektedir. Genel bir degerlendirme yapildiginda iki
okuldan toplam alti cocugun trafik denilince akhna “trafik sikisikligi” gelmesi literatir ile paralellik
gostermektedir (Hatipoglu, 2011)

Trafik Kazasi Nedir?
Tablo 3.
Trafik Kazasi Tanimina Verilen Cevaplar.
A Okulu B Okulu
Araglarin ¢arpismasi (13) (%72.20) Araglarin araglara ya da yayalara ¢arpmasi (12)
(%66.70)
Araclarin araglara veya yayalara ¢arpmasi (3) Araclarin araglara ¢arpmasi (6) (%33.30)
(%16.70)

Oliim, ambulans (2) (%11.10)
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Tablo 3 incelendiginde A okulu 6grencilerinden 13 tanesinin trafik kazasini sadece araglarin
carpismasi olarak algiladigi gériilmektedir. Ogrencilerden iki tanesi ise trafik kazasini 6liim/ambulans
olarak yani kaza sonrasi gordikleri objeler ve tanimlarla ifade etmislerdir. B okulu &grencilerinin 12
tanesi (%66.70) trafik kazasina hem araglarin hem de yayalarin maruz kaldiginin farkindadir.

Yaya Kimdir?

Tablo 4.
Yaya Tanimina Verilen Cevaplar.

A Okulu B Okulu

Trafikte tasit icinde olmayan, ylrlyen insanlar Trafikte tasit icinde olmayan, yiirliyen insanlar (16)
(8) (%44.40) (%88.90)

insanlarin gectigi yol (8) (%44.40) Bilmiyor ya da ilgisiz cevap (2) (%11.10)

Bilmiyor ya da ilgisiz cevap (2) (%11.10)

Tablo 4 incelendiginde A okulu 6grencilerinin %44.00°lG yaya tanimini bilmekte oldugu geri kalaninin
yaya kavramini yaya gecidi ile karistirdigi gorilmektedir. B okulu 6grencilerinin tamamina yakini
(%88.90) yaya kavramini bilmekte ve dogru kelimelerle agiklayabilmektedir.

Kavsak Nedir?

Tablo 5.

Kavsak Tanimina Verilen Cevaplar.

A Okulu B Okulu

Araglarin doénis yaptigi yer (7) (%38.90) Yollarin ayrildigi / birlestigi yer (9) (%50.00)
Yollarin ayrildigi, birlestigi yer (1) (%5.50) Araglarin donis yaptigi yer (4) (%22.20)
Cevap yok (10) (%55.60) Cevap yok (5) (%27.80)

Tablo 5 incelendiginde A okulu 6grencilerinden sadece birinin kavsak tanimina hakim oldugu
gorilmektedir. Bununla birlikte “araglarin donuls yaptigi yer” cevabini veren ¢ocuklarin da kavsak resmini
zihinlerinde dogru canlandirdigi ve kavsakta yapilabilecek bir hareketle 6zdeslestirerek ifade ettikleri
soylenebilir. Bu sebeple g¢ocuklarin %45.00’inin kavsak tanimina dogru cevap verdigini séylemek yanlis
olmayacaktir. B okulunda ise 6grencilerin %50.00’si kavsak tanimini dogru olarak ifade etmis, %72.20 si
kavsagi gbziinde canlandirabilmistir.

Trafik Polisi Kimdir?

Tablo 6.
Trafik Polisi Tanimina Verilen Cevaplar.

A Okulu B Okulu

Trafik isiklari olmadiginda/bozuk oldugunda trafigi Trafigi yoneten, yonlendiren kisi (12) (%66.60)
yoneten kisi (5) (%27.70)

Trafigi yoneten, yonlendiren kisi (3) (%16.70) Trafik kurallarina uymayan kisi (3) (%16.70)
Arag ve yaya glvenligini saglayan kisi (4) (%22.20) Diger (3) (%16.70)

Trafik kurallarina uymayanlari uyaran kisi (3)

(%16.70)

Diger (3) (%16.70)

Tablo 6 incelendiginde iki okul 6grencilerinin de “trafik polisi” kavramini bildikleri gérilmektedir.
Cocuklar diger olarak belirtilen cevaplarda trafik polisi icin “yolu kaybettigimizde gosteren kisi”,
“emniyet kemeri taktik mi diye bakan kisi” gibi cevaplar vermislerdir. Bu da ¢ocuklarin trafik polisinin
sahit olduklari durumunu tanimlastirdigini géstermektedir.
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Yolcu Kimdir?

Tablo 7.
Yolcu Tanimina Verilen Cevaplar.

A Okulu B Okulu

Arag icindeki kisi (10) (%55.60) Araglarda sirtcu disinda seyahat eden kisi (9)
(%50.00)

Yolda bir yerden bir yere gitmek (2) (%11.10) Arag icindeki kisi (6) (%33.30)

ilgisiz cevap ya da cevap yok (6) (%33.30) ilgisiz cevap ya da cevap yok (3) (%16.70)

Tablo 7 incelendiginde A okulu 6grencilerinin siirlici ve yolcu kavramini karistirdiklari gérilmektedir.
B okulu 6grencilerinin ise % 50.00’si yolcu kavramini tam olarak anlamis ve dogru kelimelerle ifade
etmislerdir.

Yolda karsiya giivenli bir sekilde ge¢mek icin nereleri kullanabiliriz?

Tablo 8.
Glivenli Gegis Sorusuna Verilen Cevaplar.

A Okulu B Okulu

Alt/Ust gegit (8) (%44.40) Alt/Us gegit, yaya gecidi, trafik isiklarinin oldugu
yerler, trafik polisinin bulundugu yerler (9)
(%50.00)

Yaya gecidi (2) (%11.10) Alt/Ust gegit (6) (%33.30)

Trafik 1siklarinin oldugu yerler (3) (%16.70) Trafik 1siklarinin oldugu yerler (2) (%11.10)

Cevapsiz (5) (%27.80) Cevapsiz (1) (%5.50)

Cevaplar incelendiginde B okulu 6grencilerinin %50.00’sinin tasit yolunda glvenli bir sekilde karsiya
gecilecek yerlerin hepsini bildikleri gériilmektedir. Ogrencilerinin %33.30’u alt/iist gegit %11.10’u trafik
isiklarinin oldugu yer cevabini verirken sadece bir 6grenci soruya cevap verememistir. A okulu
dgrencilerinden hicbiri cevabi tam olarak verememistir. Ogrencilerin % 27.80’inin ise konu hakkinda
hicbir bilgisi bulunmamaktadir.

Trafikte yaya olarak dikkat etmemiz gereken en 6nemli sey nedir?

Tablo 9.
Yaya Olarak Dikkat Edilmesi Gerekenler Sorusuna Verilen Cevaplar.

A Okulu B Okulu

Karsidan karsiya gecerken dikkatli (saga, sola Karsidan karsiya gecerken dikkatli (saga, sola
bakarak) gecmek (3) (%16.70) bakarak) gecmek (3) (%16.70)

Kaldirnmdan yirimek (3) (%16.70) Yaya gecidi, alt/lst gecitten gegmek (5) (%27.80)
Trafik istklarina uymak (1) (%5.50) Trafik i1siklarina uymak (6) (%33.30)

Yaya gegcidi, alt/lst gecitten gegmek (2) (%11.10)  Kaldinmdan yirimek (3) (%16.70)

Hiz yapmamak, alkolll arag siirmek, vb (9) Hiz yapmamak, alkolll arag siirmek, vb (1)
(%50.00) (%5.50)

Tablo 9 incelendiginde A okulu 6grencilerinin %50.00’sinin yaya olarak dikkat edilmesi gereken
kurallarla stirlici olarak dikkat edilmesi gereken kurallari karistirdigi gériilmektedir. Bu oran bize bu
ogrencilerde trafikte yaya olma bilinci ve sorumlulugunun olugsmadigini géstermektedir. B okulunda ise
bu oran % 5.50'dir.

Ogrencilere “Yaya kaldirmi bulunmayan yollarda yiiriimek zorunda kaldidimizda nereden
yiirtiimeliyiz? Neden?” diye sorulmustur. Cevaplar incelendiginde A okulu 6grencilerinden sadece 1 tanesi
“Yolun sol tarafindan yidrimeliyim. Arabalar beni gorsiin diye” dogru cevabini vermistir. B okulu
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ogrencilerinden ise 13 tanesi dogru cevabi vermistir. Bu soruya dogru cevap verme orani A okulunda %
5,60 iken B okulunda ise % 72.00'dir.

Ogrencilere “Trafik isiklarinin renkleri ve siiriiciiler icin anlamlari nelerdir?” diye sorulmustur. B okulu
ogrencilerinin hepsi bu soruya dogru cevap vermistir. A okulu 6grencilerinden ise iki cocuk bu soruya
yanlis/eksik cevap vermistir. Trafigin temel konularindan olan trafik isiklarinin ve anlamlarinin A
okulunda iki gocuk tarafindan bilinmemesi son derece distndurtcudar.

Ogrencilere “Gegis iistiinliigii olan araclara iki tane 6rnek veriniz” diye sorulmustur. A okulu
ogrencilerinden bes tanesi B okulu 6grencilerinden ise bir tanesi cevap verememis ya da yanlis cevap
vermistir. Bu soruda A okulu 6grencilerinin basarisi %72 iken B okulu 6grencilerinin basarisi %94.00"tdr.
iki okulda da en fazla séylenen ara¢ ambulans olmustur.

Ogrencilere “Trafik kazasi sonucunda yaralilara yardim etmek icin hangi telefonu aramaliyiz?” diye
sorulmugstur. “112” numaral telefonu aramaliyiz dogru cevabini A okulunda bilme oranini %78.00 B
okulunda ise %89.00 ¢ikmistir.

Ogrencilere “Emniyet kemeri ne ise yarar?” diye sorulmustur. B okulu dgrencilerinin hepsi “ani bir
frende aragtan firlamamizi onler, arag iginde sabit durmamizi saglar, bir kaza aninda savrulmamizi ve
kafamizi carpmamizi 6nler” gibi cevaplar vererek emniyet kemeri kullaniminin amacini bildiklerini
gostermiglerdir. A okulu 6grencilerinin ise %67.00’si emniyet kemeri kullanim amacini bilmektedir.
Ogrencilerden %33.00'(i soruya “kazalari 6nler, takmamiz lazim” gibi genel cevaplar vererek emniyet
kemeri kullaniminin amacini 6ziimseyemediklerini géstermislerdir.

Ogrencilere “Arabada nerede yolculuk yapiyorsunuz?” diye sorulmustur. B okulu 6grencilerinin hepsi
arkada cevabini verirken A okulu 6grencilerinin% 28.00’i “bazen 6ne bazen arkaya” cevabini vermistir. A
okulundaki 6grencilerin kendileri icin ¢ok 6nemli olan bu trafik kuralini yeterince benimseyemedigi
gorilmektedir.

Trafik levha bilgisi
Tablo 10.
Odrencilerinin Trafik Levha Bilgileri.
Trafik Levhasi A Okulu B Okulu
Bilen 68renci sayisi Bilme orani (%) Bilen 68renci sayist  Bilme orani (%)
Yaya Gegidi 18 100.00 18 100.00
Okul Gegidi 17 94.40 18 100.00
Kasisli Yol " . Tlmsek var: . . Tlmsek var:
Tlmsek var: 8 44.40 Tlimsek var: 3 16.70
Kasisli yol: 0 Tiimsek var: 0.00 Kasisli yol: 11 Kasisli yol: 61.10
Kontrolli Demir . . . . : . Demir yolu:
Yolu Gecidi Demir yolu: 7 Demir yolu: 38.90 Demir yolu: 9 50.00
Kontrolli demir KontrollG demir Kontrolli demir Konc')clrljalll; c?;eir'nlr
yolu gecidi: 0 yolu gecidi: 0.00 yolu gecidi: 5 ¥ 27g8§) ’
Saga Devamli Viraj: 3 Viraj: 16.70 Viraj: 3 Viraj: 16.70
Tehlikeli Viraj saga devaml Saga devamli saga devaml Saga devamli

tehlikeli viraj: 0

tehlikeli viraj:

tehlikeli viraj: 6

tehlikeli viraj:

0.00 33.30
U donisi Yasak 14 77.80 16 88.90
Arag Giremez 5 27.80 14 77.80
Park Etmek Yasak 16 88.90 18 100.00
iki Yonlii Trafik 7 38.90 11 61.10
Ondeki Araci 4 22.20 7 38.90

Gegme Yasagl
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Ogrencilere 10 adet trafik isaret levhasi sorulmus ve bildikleri trafik isaret levhalarinin anlamlarini
(isimlerini) yazmalari istenmistir. Ogrencilerin trafik levhalarini bilme oranlari Tablo 10’da ézetlenmistir.
Tablo verileri incelendiginde B okulu 6grencilerinin A okuluna oranla trafik isaret ve levhalari konusunda
cok daha fazla bilgi birikimine sahip olduklari anlasiimaktadir. A okulu 6grencilerinin sadece yaya gecidi
ve okul gecidi levhalarinda B okulunun dogru bilme oranina yaklastigi gérilmektedir.

Trafik isaret levhalarinin siirlicliler tarafindan ne kadar ve nasil bilindiginin tespit edilmesi amaciyla
Karayolu Trafik Guvenlik Kurulu tarafindan bir anket galismasi yapilmistir. Calisma Grubu Gyelerince
hazirlanan anket, Orta Dogu Teknik Universitesi Ulasim Arastirma Merkezi tarafindan Ankara ilinde
segilen bolgelerde 1478 siricliye uygulanmis ve sonuglari analiz edilmistir (EGM, 2015). Bu ¢alismanin
sonuglari ile bir karsilastirma yapildiginda, ilkokul 1. siniftan itibaren siirekli ve uygulamali trafik egitimi

dersi alan B okulu 6grencilerinin; “yaya gecidi”, “okul gecidi”, “ara¢ giremez”, “Ondeki araci gegme
="

yasagl” ve “kontrolli demiryolu gecidi” levhalarini, siirlicilerden daha yiksek bilme oranina sahip
olduklari gérialmustar.

Tartisma, Sonug ve Oneriler

Trafik insan, ara¢ ve yol unsurlarinin karsilikh etkilesim ve uyum icinde bulunduklari dinamik bir
sistemdir (Payam, 2012). Trafikte insan unsurundan soz edildiginde, egitim faktori 6n plana ¢ikmaktadir.
Her konuda oldugu gibi, trafik konusunda da verilecek egitimin temeli ¢ocuk yaslarda atilmahdir. Trafik
egitiminin kalici olabilmesi ve cocugun bu egitimi i¢sellestirip davranisa donistirebilmesi icin de egitimin
surekli olmasi gerekmektedir. Bu nedenle ilkogretim ¢agi, temel bilgi ve becerilerin kazandirldigi ve
pekistirildigi donem olarak cok énemlidir.

Cocuklardaki trafik risk algisi, henuz fiziki ve ruhsal gelismelerinin devam etmesinden dolayi
yetiskinlere oranla daha azdir. Bu sebeple cocuklar trafik kazalarinda en fazla zarar gorenler
grubundadir. Cocuklarin karayolu trafik kazalarindan korunmasi ve gelecekte trafik icerisinde duyarh bir
birey olabilmesi icin okul 6ncesi ve okul doneminde siirekli ve etkin bir karayolu trafik glivenligi egitimi
almasi gereklidir (Hatipoglu, Ozdemir & Arikan, 2012).

Bu c¢alismada ilkokul diizeyindeki 6grencilere dizenli, programl ve siirekli trafik egitimi verilmesinin,
cocuklarin trafik bilgi ve algilarina nasil etki ettigini 6l¢mek icin bir nitel degerlendirme formu hazirlanmis
ve iki ayri okulda 4. sinif 6grencilerine uygulanmistir. Secilen A okulunda Milli Egitim Bakanligi mifredati
uygulanmakta olup “trafik” konusu 4. sinifa kadar diger derslerin igerisinde dar kapsaml olarak
verilmektedir. B okulunda ise 1. siniftan itibaren hem teorik hem de okulun icerisinde bulunan ¢ocuk
trafik egitim parki vasitasiyla uygulamal bir sekilde trafik giivenligi egitimi verilmektedir.

Arastirma sonuglarina bakildiginda; ilkokul 1. siniftan itibaren teorik ve uygulamali olarak, trafik
glvenligi egitimi ile ilkokul slresince i¢ ice olan B okulu 6grencilerinin, A okulu 6grencilerine kiyasla,
trafik, yaya, yolcu, siriici gibi temel trafik tanimlarinin anlamlarini ve trafik icindeki yerlerini ¢cok daha iyi
bildikleri goriilmektedir. Yine A okulu 6grencileri, trafik icerisinde kendilerini tehlikeye duslrecek
davranislarin neler oldugunu ifade etmede ve trafikte hayati tehlike arz eden durumlardan kaginmak igin
neler yapilmasi gerektigi konularinda B okulu 6grencilerinin oldukca gerisinde kalmislardir. B okulu
ogrencilerinin trafik kurallarini ezberlemek yerine o kuralin sebebini bilerek icsellestirildikleri (emniyet
kemeri sorusuna verilen cevaplarda ¢ok net gorilebilecegi gibi) gérilmektedir.

Yapilan galismalar neredeyse tim ilkokul cocuklarinin karsidan karsiya gecerken dnce sola sonra saga
bakmalari gerektiklerini bildiklerini ancak bu ¢ocuklarin sag ve sollarini spontane olarak bulamadiklarini
gostermistir. (DaCoTA, 2012). Yine ingiltere’de ilkokul 6grencileri iizerinde yapilan bir ¢alismada,
¢ocuklarin sadece teorik bilgi aldiklarinda davranis degisikligi gostermedigi, ancak uygulama
yaptiklarinda davranis degisikligi gosterdikleri ortaya cikmistir (Zeedyk & Wallace, 2001). B okulu
ogrencilerinin trafik bilgi ve algisi literatiirdeki bu ¢alismalari dogrular niteliktedir. B okulunun icindeki
cocuk trafik egitim parki sayesinde 6grenciler trafik dersinde 6grendikleri teorik bilgileri, egitim parkinda
pratik yaparak i¢sellestirmekte ve dogru davranisa donistirmektedirler.

229



Ozan KAVSIRACI, Seda HATIPOGLU — Pegem Egitim ve Ogretim Dergisi, 6(2), 2016, 213-232

Cocuklarin karayolu trafik kazalarindan korunmasi ve gelecekte trafik igerisinde duyarli ve kurallara
uyan birer birey olabilmeleri igin, okul 6ncesi ve okul doneminde sirekli ve etkin bir karayolu trafik
guvenligi egitimi almalari gereklidir. Okullarda 6grencilere verilmekte olan trafik glvenligi egitimi
giiniimiz sartlarinda heniiz istenilen diizeylere ulasamamistir. ilkokullarda 4. sinif diizeyine kadar trafik
egitimi bagimsiz bir ders olarak gosterilmemekte, diger dersler icinde kisa basliklar altinda, 6gretmenler
tarafindan 6nemli gérilen konulara deginilmektedir. Trafik egitiminin kalici olabilmesi ve ¢ocugun bu
egitimi icsellestirip davranisa donistirebilmesi icin egitimin siirekli olmasi gerekmektedir. Bu siireklilik
ancak miifredata en az 4 sene yani ilkokul egitimi boyunca trafik dersi konulmasi ile saglanabilir.
Karayolu Trafik Giivenlik Kurulu ve Orta Dogu Teknik Universitesi Ulasim Arastirma Merkezi tarafindan
yapilan “Trafik Levhalarinin Bilinilirligi” ¢alismasi raporunda da bu 6neriyi destekler gérisler mevcuttur
(EGM, 2015). Verilen bu trafik egitiminin trafikte dogru davranisa donistirilebilmesi i¢cin de ¢ocuk trafik
egitim parklarinin sayisinin ve etkin kullaniminin da artirilmasi énerilmektedir.

Diinya olgeginde, trafik kazalarindaki ¢ocuk 6liimlerinde ilk siralarda olmamiza ragmen (Tablo 1),
yapilan literatlir arastirmasinda; Tiirkiye’de ¢ocuk trafik egitimi ve ¢ocuk trafik gtivenligi ile ilgili sadece
yedi adet makale galismasi tespit edilmistir (Bay & Akduman, 2009; Bay, Akduman & Alisinanoglu, 2009;
Guven, Akduman & Alisinanoglu, 2009; Hatipoglu et.al., 2012; Hatipoglu, 2011; Simsek, Akduman &
Alisinanoglu, 2009;. Tombaklar, 2002). Bu makaleler de, gocuklarin trafik kazalarina maruz kalma
sebepleri ve mevcut trafik bilgileri degerlendirilmistir. Verilmis bir trafik egitimi sonrasi ¢ocuklarin trafik
bilgi ve algisindaki degisikligi 6lcen bir ¢alisma yapiimamistir. Bu sebeple bu c¢alismanin sonuglariyla
karsilastiracak baska bir calisma bulunmamaktadir.

Dizenli, surekli ve uygulamali trafik egitimin ¢ocuklar Gzerindeki pozitif etkilerini 6lgmek icin, egitim
ve trafik uzmanlarinin bu konuda birlikte ¢alismalari ve uygulamaya yonelik galismalar ortaya ¢ikarmalari
onerilmektedir. Basta Milli Egitim Bakanhgi olmak lzere konu ile ilgili kurum ve kuruluslarin, okul éncesi
ve ilkokul déneminde, trafik egitiminin daha etkin ve uygulamali olarak verilebilmesi igin gerekli yasal
dizenlemeleri yapmalari ve bu konuda projeler ve kampanyalar ylritmeleri 6nerilmektedir.

YlUrimeye basladigi andan itibaren ¢ocuklara verilecek etkin ve sirekli bir trafik egitimi, bu cocuklarin
trafik kazalarinda hayatlarini kaybetme risklerini azaltacagi gibi, 15-20 yil sonrasinin yaya ve soférlerinin
de egitimli ve bilingli olmasini saglayacaktir.
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Introduction

Organizations are the structures that have been founded to achieve specific goals and are successful
as long as they achieve their goals. Organizations should use humans, as one of their sources, in the
most effective way (Topaloglu, 2010). Organizational identification, which is defined as feeling the
organization as a part of himself psychologically, is one of the concepts that allows the organizations to
use the human resource effectively (Scott & Lane, 2000). According to Tiizim-Kalemci & Caglar (2008),
organizational identification is a condition in which an individual feels ready to identify his individuality
with a definite organization identity. Organizational identification is also important for an organization
to live effectively and maintain its purposes (Eroglu, 2008; Riketta, 2005).

The organisational identification is based on the "social identity theory" and specified as a special
sort of the social identification (Mael & Ashfort, 2001). The social identity theory tries to explain why
and how a professional identity is created by the individual (Walsh & Gordon, 2008). This theory argues
that there is a third element for the organisational identification as well which is called as the group
evaluation besides combining the cognitive and emotional elements (Riketta, 2005). Riketta (2005) has
explained those elements as; Cognitive element refers to the fact that the individual sees himself as a
member of the organisation in terms of logic. The emotional element means that the individual is bound
to the organisation in an emotional way. The last dimension evaluating dimension is expressed as the
evaluation of the organisation by the individual in a positive or negative manner.

In the last years, where the change and innovations have shown up fast, it became very important
for the individuals working in the educational institutions to increase their content of their institution,
enforcing the sense of belonging to their institutions and their professions and identification with their
institutions (Yildiz, 2013). In this regard, in order to make the education effective within the schools, it is
required that the teacher, the headmaster, the student and the other partners of the education have to
identify themselves with the school (Meydan & Polat, 2013). High level of teachers and administrators’
organisational identification provides their significant contribution to the institution (Celep, 2000).
Furthermore, teachers’ identification with their institutions not only increases the economical
productivity, but also makes them feel happy in an emotional manner (Mael & Ashfort, 2001).

The studies conducted in the literature have put forward various findings, such as the positive
organisational communication within the educational organisations have increased the organisation
identification (TuzUn-Kalemci & Caglar, 2008; Yildiz, 2013), the stronger the loyalty, the stronger the
organisational identification (Balay, 2000; Cakinberk, Derin & Demirel, 2011), the convertor and
interactionist leadership affects the organisational identification positively (Polat, Meydan & Tokmak,
2010), the organisational justice has an influence on the organisational identification (Cheung & Law,
2008; Clice, Guney & Tayfur, 2013; Olkkonen & Lipponen, 2006; Turung, 2011), the higher the
organisational confidence, the more the organisational identification (Tlzlin-Kalemci & Caglar, 2009),
and the organisational identification affects the organisational citizenship behavior in a positive manner
(Karabey & iscan, 2007; Tokgdz & Seymen-Aytemiz, 2013). According to the literature, the organisational
identification is generally grouped under three dimensions:

Adaptation refers to the superficial dependence on the organisation (Balci, 2003). An individual on
such level would carry out his job not because he really believes it but because of the reward
expectation or punishment fear that is to say the self-interest relationship is prioritized (Cakinberk et al.,
2011).

Identification is such a state in which the individual gets into a character integration to certain levels
with the organisation against something the individual appreciates. An individual, who has identified
himself with his organisation believes that he has a big portion on the success or failure of the
organisation thus tries to show a high performance (Balci, 2003). In such a dimension, one can refer to
an emotional dependence more than a sensible dependence (Basaran, 2000).
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Internalization means that the values of the individual are in accordance with the organisational
values and the organisational values are influential with the individual's attitudes and behaviors (Balci,
2003). In this dimension, the individual adopts and internalizes the organisation's culture, norms and
values without difficulty (Cakinberk, et al., 2011).

There are too many factors affecting the identification with the organisation. One of those factors is
the organisational cynism. Unlike the positive effects of organisational identification, the organisational
cynism, which is considered as a concept decreasing the effectiveness of the organisation, has been
identified as a negative attitude including the cognitive, affective and behavioral dimensions developed
by someone against his organisation (Dean, Brandes & Dharwadkar, 1998, p:345). On the other hand,
Johnson & O'Learly, Kelly (2003) have defined organisational cynism as a complex attitude including the
behavioral, cognitive and affective aspects (Cite in: Sagir & Oguz, 2012). Cognitive, affective and
behavioral dimensions can be explained as follows.

In the cognitive dimension, it is a dominant belief that the organization is dishonest (Brandes, 1997,
p:30). The relations depend on the personal interests. Thus, the values such as the honesty, sincereness,
faithfulness can be sacrificed for the personal interests (Kalagan, 2009).

Affective dimension contains intense emotions stem from the thoughts related to the cynical beliefs
(Brandes & Das, 2006; Cite in: Tinaztepe, 2012). When they consider about their organisation, they can
feel disrupting emotions such as disgust, hatred and shame (Dean et al., 1998, p:346).

On the behavioral dimension, the employees, who are described as cynical, tend to have pessimistic
predictions on the future events within the organisation and usually they may act humiliating others
(Dean et al.,, 1998, p:346). The organisation members can exhibit behaviors such as complaining,
ridiculing and frequently criticizing. The cynical behaviors within the organisations can be shown
through nonverbal behaviors as well (Brandes & Das, 2006; Cite in: Tinaztepe, 2012).

Having no integrity between the expectations of the organization and employees regarding
employees’ expectations about future, the organization’s having no clear, complete, realizable vision,
having too much stress and role burden, being less effective in decision making, lack of communication,
having the anxiety of discharge cause cynicism to occur (Andersson, 1996; Kilig-Dogan, 2013). This
situation may lead to the employees’ feeling burnout and dissatisfaction and not like their jobs (Sagir &
Oguz, 2012).

The studies conducted in the literature have revealed that as the organisational cynism levels of the
individuals increase, their dependence to the organisation lowers (Findik & Eryesil, 2012; Ozgan, Kiilekgi
& Ozkan, 2012; Tiirkdz, Polat & Cosar, 2013), and also it has been put forward that there is a negative
relationship between the organisational support and organisational cynism (Brandes, 1997; Byrne &
Hochwarter, 2007; Cole, Bruch & Vogel, 2006; Kalagan, 2009). Furthermore, the administer who acts
ethical leadership behaviors decreases the organisational cynism (Akan, Bektas & Yildirim, 2014), and it
is also considered that the mobbing affects the emotional dimension of the organisational cynism
positively (Gul & Agiroz, 2011).

When national and foreign studies in the literature have been examined, it is seen that there are
limited studies examining the relationship between the organisational cynism and organisational
identification (Bedeian, 2007; Ekinci, 2015; Nartgiin & Kalay, 2014; Naus, Itarson & Roe, 2007; Polat et
al., 2010). Among those studies, Bedeian (2007), Ekinci (2015), Polat, et al., (2010) have indicated that
there is a negative relationship between the organisational identification and the organisational cynism.
However, Nartgiin & Kalay (2014), Naus, Itarson, & Roe (2007) have indicated that there is a positive
relationship between the organisational cynism and the organisational identification. Considering those
researches, it can be said that the individuals who have identified themselves with their organisation
would adapt their organisations, wouldn't make negative judgments and acts about the organisation
and thus the employees would act less cynically with higher levels of organisational identification (Polat
et al., 2010).
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That the teachers have a negative attitude towards the school they work, and that they do not like
their jobs may cause them to be a cynical teacher. Thus, cynicism occurs as a factor that decreases the
productivity of an organization. As organizational identification provides the teachers to consider
themselves as a part of the school, it can be thought as a factor increasing the productivity of an
organization. Therefore, it is thought that it is important to analyze the prediction level of organizational
cynicism for organizational identification. In this regard, the study aims to analyze the relation between
organizational identification and organizational cynicism based on the views of the teachers working in
primary schools. For this purpose, answers to the following questions below are sought:

1. What level are the perceptions of the teachers working in primary schools about organizational
cynicism?

2. What level is organizational identification according to perceptions of the teachers working in
primary schools?

3. Is there a significant relationship between teachers’ organizational cynicism and organizational
identification perceptions?

4. Are the perceptions of the teachers about organizational cynicism a significant predictor of their
perceptions about organizational identification?

Method
The Research Model

The study, based on screening model, has focused on examining the relationship between primary
education teachers’ organisational identification and organisational cynism perceptions. The dependent
variables of the research have been the organisational identification's adaption, identification and
internality dimensions. On the other hand, the independent variables are the cognitive, affective and
behavioral dimensions of the organisational cynism. However, since the current research findings are
not considered to be sufficient for establishing the cause effect relationship between the dependent and
independent variables, the relationship between the variables of the research and the predictor levels of
the independent variables are examined.

Population and Sample

The study was conducted on teachers, who work in the primary schools under Ministry of National
Education in Erzurum city center, between 2013-2014 educational years. The participants of the study
consist of 252 teachers working in 11 different primary schools, who were selected by random sampling
method. When the distribution of the primary school teachers according to their professional seniority
was studied, it was found that they had 49 (19.40%) 1-5 years, 65 (25.80%) 6-10 years, 60 (23.80%) 11-
15 years, 48 (19.00 %) 16-20 years, 30 (11.90%) 21 years and more professional seniority. When the
teachers' profession distribution studied, it was seen that 93 of them (36.90%) were class teachers, 63
(25%) were social sciences teachers, 37 were (14.70%) from computational departments, 20 (7.90%)
were from fine arts, and 39 (15.50%) were from other branches.

Instrument

The data collection tool of the study has two phases. The first phase presents demographic
information such as gender, profession and period of service in the school about the teachers
participated in the study. In the second phase, organizational identification questionnaire has been used
to assess organizational identification perceptions and organizational cynicism scale has been used to
reveal teachers’ perceptions regarding organizational cynism.
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Organizational Cynicism Scale

Developed by Brandes (1997) and adapted into Turkish by Erdost, Karacaoglu & Reyhanoglu (2007),
it was used to determine the perceptions of the participants about organizational cynicism. The scale
consists of 3 dimensions-cognitive, affective and behavioral- and 14 items. There are five items under
the cognitive dimension, four items under the affective dimension and five items under the behavioral
dimension. The scale is of the 5-Likert type. Each question is degreed under five levels such as
"Absolutely Agree", "Agree", "Partly Agree", "Don't Agree" and "Totally Disagree". The scale items
explain the 74.19% of the total variance. Based on the reliability analysis carried out in the research, it
was found for all the scale as .94 for the Cronbach Alpha coefficient, the Cronbach Alpha coefficient
about dimensions to be respectively .85 for the cognitive, .87 for the affective, .87 for the behavioral.

Organizational Identification Questionnaire

Developed by Cheney (1984) and adapted into Turkish by Cakinberk, Derin and Demirel, (2011) it
was used to determine the perceptions of the participants about organizational identification. The scale
has validity and reliability calculations, KMO value before the factor analysis carried out on this
research's data. 89, Bartlett test is found to be p=.000 meaningful. The scale items explain the 64.54% of
the total variance. The scale consists of 3 dimensions - compliance, identification, and internalization-
and 18 items. The scale is of the Likert type with five. Each question is degreed under 5 levels such as
"Absolutely Disagree", "Disagree", "Partly Agree", "Agree" and "Absolutely Agree". As a result of the
analysis carried out by Cakinberk et al., (2011), the coefficient of 18 expressions have been calculated as
(a) 0,82. Also in the factor analysis of the scale, the KMO test is .89. Based on the reliability analysis
carried out in the research, it was calculated for all the scale as .94 for the Cronbach Alpha coefficient,
the Cronbach Alpha coefficient about dimensions to be respectively .94 for the adaption, .82 for the
identification, and .87 for the internality.

Analysis of the Data

The data analysis has been carried out under two phases. At the first phase, the data transferred to
the computer environment have been examined in terms of lacking or faulty value extreme values, at
the second phase the sub problems of the research have been analyzed. In the faulty value analysis, the
values which were assumed to have been entered incorrectly have been corrected.

The arithmetic mean values of each sub scale item in the research have been determined in order for
the solution of the sub problems and a point has been calculated for that factor. The analyses have been
made on those factor points. Pearson Product-Moment Correlation Coefficient (r) was used in the
calculation of the relations between the variables. Along with this, Multiple Linear Regression Analysis
was done to determine the prediction levels of the independent variables for dependent variables. As a
result of the analysis carried out among the independent variables for determining whether there is a
multicollinearity problem, it was found that the VIF values are less than 10 and Cl values are less than
30, and the Durbin Watson values for the auto correlation are between 1.69 to 2.13, the tolerance
values are more than .10, Skewness and Kurtosis coefficient values are between 1.08 to -.08 and with
reference to those results there is no multicollinearity problem. Standardized Beta (B) coefficients and t-
test result about the significance of these were considered in interpreting the regression analyses. .05
significance value was based on in the analysis of the data.

Findings

The Findings of Teachers' Organisational Cynism and Organisational Identification Levels

The findings of the research participants on their organisational cynism and organisational
identification perceptions are given in the Table 1.
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Table 1.
The Arithmetic Mean and Standard Deviation Values on The Organisational Cynism and Organisational
Identification Dimensions.

Sub Dimensions

Organisational cynism scale sub dimensions X Sd
Cognitive Dimension 1.93 .76
Affective Dimension 2.00 .92
Behavioral Dimension 2.14 .86
Total 2.03 .78
Organisational identification scale

Adaptation 3.61 .82
Identification 3.59 .84
Internality 3.39 .97
Total 3.57 77
n=252

When the distributions about the organisational cynism and organisational identification according
to the perceptions of the participant teachers are examined; it was found that the highest mean in
terms of organisational cynism dimensions are at the behavioral dimension (X= 2.14) , the lowest mean
is at the cognitive dimension (X= 1.93). When the distributions about the organisational identification
are considered, it was found that the highest mean was at the adaptation dimension (X= 3.61), the
lowest at the internality dimension (X= 3.39).

The Relationship Between the Organisational Cynism and the Organisational Identification

In the research's next phase the bidirectional correlation analysis was made to determine the
relationship between the organisational cynism and the organisational identification according to the
participant teachers' perceptions and the results are presented in Table 2.

Table 2.
Correlations Between the Organisational Cynism and the Organisational Identification.
Sub dimensions 1 2 3 4 5 6 7 8
1. Cognitive Dimension -
2. Affective Dimension 74" -
3.Behavioral Dimension 78" 84" -
4. Adaptation -597 .55 .527 -
5. Identification -427 -437 -437 65 -
6. Internality -50° -537 -527 747 68" -
7. Total Cynism 85" 877 797 -60" -46  -55 -
8. Total Identification -58" -57  -55 85 84 86 -61 -

n=252; p<.01

When Table 2 is examined, it is seen that there is a significant relationship between the
organisational cynism and the organisational identification based on perceptions of the teachers who
attended the research. It is seen that there is a negative and significant relation between the cognitive
dimension of the organizational cynicism and compliance (r = -.59, p< .01), identification (r = -.42, p< .01)
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and internalization (r = -.50, p< .01) dimensions of organizational identification. Besides, it has been
found out that there is a negative and significant relation between the affective dimension of the
organizational cynicism and compliance (r = -.55, p< .01), identification (r = -.43, p< .01) and
internalization (r = -.53, p< .01) dimensions of organizational identification.

Finally, it has been determined that there is a negative and significant relation between the
behavioral dimension of the organizational cynicism and compliance (r = -.52, p< .01), identification (r = -
.43, p< .01) and internalization (r = -.52, p< .01) dimensions of organizational identification.

The Predictor Effect of the Organisational Cynism on the Organisational Identification

In the research, the multiple regression analysis between the organisational cynism and the
organisational identification has been carried out for predicting the organisational identification and the
results are presented in Table 3, Table 4 and Table 5.

Adaptation dimension prediction

The multilinear regression analysis results about the prediction of organisational identification
adaptation dimension are given in Table 3.

Table 3.

Regression Analysis Results About Predicting the Adaptation Dimension.
Variable B SE B t p
Invariant 48.95 1.17 - 41.91 .00
Cognitive Dimension -.85 .18 -.40 -4.74 .00
Affective Dimension -.56 .22 -.25 -2.62 01
Behavioral Dimension -.01 .20 -.00 -.02 .98

F=50.24;p<.01 R=.61;R’=.38

As it is seen in Table 3, it has been found that there is a high level of meaningful relationship
between the organisational cynism's cognitive, affective and behavioral dimensions and organisational
identification's adaptation dimension (R = .61, p< .01). It explains about 38% of the total variance of the
research participant teachers' perceptions on the organisational identification adaptation dimension
beside the organisational cynism's all dimensions. Cognitive (B = -.40, p< .01) and affective (B = -.25, p<
.01) dimensions of organizational cynicism predicts the perceptions of the teachers participated in the
research about the compliance dimension of the organizational identification in a negative and
significant level. The behavioral dimension (B = -.00, p> .05) is not a meaningful predictor of the
organisational identification's adaptation dimension alone.

Predicting identification dimension

The multilinear regression analysis results about the prediction of organisational identification
dimension are given in Table 4. Table 4 displays that there is a meaningful relationship between the
organisational cynism's cognitive, affective and behavioral dimensions and organisational identification's
identification dimension (R = .46, p<.05). It explains about 22% of the total variance of the research
participant teachers' perceptions on the organisational identification's identification dimension beside
the organiational cynism's all dimensions. It is seen that the cognitive (B = -.17, p> .05), affective (B = -
.16, p>.05) and behavioral (B = -.17, p>.05) dimensions of organizational cynicism are not the only
significant predictor of the perceptions of the teachers participated in the research about the
identification dimension of the organizational identification.
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Table 4.

The Results of the Multiple Regression Analysis About the Prediction of Identification Dimension.
Variable B SE B t p
Invariant 23.08 .68 - 34.09 .00
Cognitive Dimension -.19 .10 -.17 -1.82 .07
Affective Dimension -.19 .13 -.16 -1.49 .14
Behavioral Dimension -.16 A1 -17 -1.45 .15

F=22.83;p<.05 R=.46;R=.22

Prediction of the internality dimension

The multilinear regression analysis results about the prediction of organisational identification's
identification dimension are given in Table 5.

Table 5.

The Multilinear Regression Analysis Results About the Prediction of Internality Dimension.
Variable B SE B t p
Invariant 14.31 A4 - 32.80 .00
Cognitive Dimension -.13 .07 -17 -1.92 .06
Affective Dimension -23 .08 -.29 -2.80 o1
Behavioral Dimension -.10 .07 -.15 -1.36 .17

F=37.97;p<.05 R=.56;R’=.32

Table 5 shows that there is a medium level of meaningful relationship between the organisational
cynism's cognitive, affective and behavioral dimensions and organisational identification's internality
dimension (R = .56, p<.05). It explains about 32% of the total variance of the research participant
teachers' perceptions on the organisational identification's internality dimension beside the
organiational cynism's all dimensions. Affective (B = -.29, p<.01) dimension of the organizational
cynicism predicts the perceptions of the teachers about the internalization dimension of the
organizational identification in a negative and significant level. The cognitive (B = -.17, p>.05) and
behavioral (B = -.15, p>.05) dimensions are not meaningful predictors of the organisational
identification's internality dimension alone.

Conclusion, Discussion and Suggestions

In the study, the relationship between teachers' organisational cynism and organisational
identification perceptions and the predictor effect of the organisational cynism on the organisational
identification have been studied. The participants of the study consist teachers, who work at primary
education institutions. The results of the research show that there is a negative directed, moderate and
meaningful relationship between the teachers' perceptions on the organisational cynism and the
organisational identification.

The results of the research signify that the highest average in terms of organisational cynism is seen
to be in the behavioral dimension and the lowest average to be in the affective dimension. The studies
in the related literature carried out by Ayik (2015), icerli & Yildirim (2012), Kasalak & Aksu (2014), Ozgan,
Kilekci & Ozkan (2012), Tinaztepe (2012), and Ucok & Torun (2014) similarly revealed that the affective
dimension among the cynism dimensions have been found to be the lowest level. In another study,
Ekinci (2015) found out that the teachers' organisational cynism level was low. Besides, the studies
carried out by Kasalak & Aksu (2014), Ozgan, Kiilekgi & Ozkan (2012) and Tinaztepe (2012) imply that the
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cognitive dimension is the highest dimension among the organisational cynism dimensions. In another
study conducted by Arslan (2012), the affective dimension has been found to have the highest average.
It is possible to state that the different results may depend on the fact that diverse organisations have
been chosen as target population (education institutions, private sector, public bodies etc.). The
affective dimension among the organisational cynism dimensions contains the feelings and affective
reactions of the people against the organisation (Dean et al., 1998). The cynical emotional reactions
contain negative feelings such as anger, scorn, disrespect etc. (Brandes, 1997, p:31). That dimension,
which was found to be the lowest according to the results of the research, can be commented to have
realized less than the behavioral reaction intention and cognitive that is to say having negative beliefs,
for the emotional reactions given as a result of the cynical attitudes the people exhibited about their
employer institutions.

In terms of organisational identification dimensions, it has been found that the dimension that was
perceived at the highest level is the adaptation dimension, the lowest perceived dimension is the
internality dimension. In Cakirberk et al., (2011) study, the adaptation dimension has been found at the
highest level. In addition, in Baltaci, Fidan, Cereci & Acar (2012) the identification dimension has been
found to be the highest dimension whereas the adaptation level has been found to be the lowest. Ekinci
(2015) has found that the organisational identification level has been high under his study about the
primary and secondary school teachers. According to the results of the research the lowest internality
dimension discovered has been the situation of harmony between the individual's values and the
organisation's values and adoption of the organisational values internally by the individual (Balci, 2003).
According to the research findings, since the adaptation dimension is the first phase of the
organisational identification, expressing the superficial dependence, it would realize easily, and the
internality dimension to be the last phase of the organisational identification's dependence, the
individual not indiscriminating between himself and the organisation, assuming the values of the
organisation as his own values, it is much difficult and longer period as a commentary.

In the study, it has also been found out that there are negative and medium significant level relations
between all dimensions of the organizational identification and the cognitive, affective and behavioral
dimensions of the organizational cynicism. Similarly, the results of the studies conducted by Bedeian
(2007) and Polat et al., (2010) in which the organizational identification and organizational cynicism
variables were analyzed together show parallelism with the results of this study. Even in those studies, it
has been found that there are negative and significant relations between these two variables. Kreineri &
Ashforth (2004), who examined the relationship between the organisational identification and the
organisational cynism, indicate that the organisational identification has a negative effect on the cynism
and the organisational identification explains 6.60% of the organisational cynism. Also in his research,
Ekinci (2015) has indicated that there is a negative meaningful relationship between the teachers'
organisational identification and organisational cynism and teachers' organisational identification levels
have predicted the 10.40% of the organisational cynism. Considering the results of this study, it is an
expected condition that the individuals in the cognitive, affective and behavioral levels of organizational
cynicism are the individuals, who feel themselves as a part of the organization and identify themselves
with the organization.

Other researches carried out on the organisational cynism signify the results of having negative
meaningful relationships with the employee empowerment (Polat et al., 2010), with orgnisational
dependence (Ozgan et al., 2012), with intraorganizational communication (Tinaztepe, 2012), with
organisational citizenship (icerli & Yildirim, 2012). In the research carried out on the instructors' defense
levels of the organisational cynism (Ozgan et al., 2012), it has been found that there is a negative
meaningful relationship between the organisational cynism and the organisational dependence.
Contrary to those studies, in the study of Nartgiin & Kalay (2014) on teachers' organisational support,
organisational identification and organisational cynism levels, it has been found that there is a moderate
meaningful positive relationship between the organisational identification and the organisational
cynism. This result has been specified as the individuals have identified with the organisation their
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authority increased yet when they didn't get the response to those authorities that caused to cynism
(Naus, Itarson & Roe, 2007). From this point of view, it is possible to state that the results could have
differentiated depending on the sample group.

In the analysis done to predict the organizational identification, it was found that the compliance
dimension of the organizational identification is predicted negatively and significantly by the cognitive
and affective dimensions of the organizational cynicism. In terms of organizational identification,
compliance dimension is the first stage for an individual to feel himself as a part of an organization
(Balci, 2003). Therefore, it is an expected situation for an individual in this stage to have negative
attitudes towards the organization and to have negative judgment and beliefs about the organization
cognitively. It was determined that none of the dimensions of the organizational cynicism predict
significantly the identification dimension of the organizational identification. It can be stated that this
was an unexpected situation. It can be specified that an individual's intention to exhibit cynical
behaviors is a much expected result to occur in an inverse relation with that dimension who has the
organisational identification level at the identification dimension. It was found out that the
internalization dimension of the organizational identification was predicted negatively and significantly
by the affective dimension of the organizational cynicism. The internalization dimension is defined as
the individual integrates with the values of the organization completely (Balci, 2003). Thus, it is not
surprising that it was predicted negatively and significantly by the affective dimension which includes
feelings like reactions, anger, disdain, distress, shame, etc. of an individual. It is considered to be
common for the individual who identifies with his organisation in an internal degree, not to have
negative feelings about the organisation. Yet the fact that he isn't experiencing those feelings as the
belief and judgements in terms of cognition and as the reaction in behavioral terms can be pointed out
as surprising. This can be interpreted as the individual, no matter how much they feel themselves as a
part of the organization, experience this internally and not reflect it in the outer world.

According to the research results, it was found that the teachers with high organisational
identification perception seem to have lower organisational cynism perceptions. In such case, in an
institution with a teacher who has high organisational identification, the feeling of belonging to the
organisation, the cynical behavior tendency would be low.

Based on the results of the study, it can be suggested that activities that would increase the
organizational identification levels can be organized for the teachers not to have cynical behaviors,
attitudes and judgments in the schools. Those activities can be listed as, adopting an attitude for making
the teachers to feel belonging to the school environment by means of activities and discourses, the
absence of sharp differences between the values of the teachers and the school and making the
teachers to believe on the school's objectives and values. Since the teachers, who have cynical behaviors
and attitudes, are in the potential of causing the school success to decrease, it is in high importance to
take precautions to prevent these situations before they happen. It would be useful for the individuals,
especially for the school administrators to act in a way that would increase the belief for the
organization with their attitudes, behaviors and discourse, which would change the attitudes of the
teachers who have and exhibit cynical behaviors. Moreover, the schools should have completely
determined purposes and values and transfer these to the employees to adapt can be considered as a
method that would save the organization from cynical behaviors. However, for the purpose of
developing the internalization dimension in individuals which was found to be in lower levels, creating a
working atmosphere in which the teachers feel themselves completely as a part of the school would be
useful. And for the researchers, it can be proposed that the school administrators would carry out
studies for determining at what level they were in terms of the organisational cynism and organisational
identification. Also in order to determine which different variables have been effective on the
organisational identification alongside with organisational cynism, different variables can be determined
and studies could be carried out. Besides, it can be suggested to carry out new researches having regard
to different sample groups.
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Tirkge Siiriim

Girig

Orgiitler, belli amaglari gergeklestirmek lizere olusturulan ve amaglarina ulastiklari élgiide basarili
olan yapilardir. Orgitler bu amaglarina ulasabilmek icin kaynaklarindan biri olan insani en etkin bicimde
kullanmalidir (Topaloglu, 2010). Psikolojik olarak 6rgiitli kendinin bir parcasi olarak hissetmek olarak
tanimlanan orglitsel 6zdeslesme ise, 6rgitlerin insan kaynagini etkili bicimde kullanabilmelerini saglayan
kavramlardan biridir (Scott & Lane, 2000). Tuzlin-Kalemci ve Caglar'a (2008) gore orglitsel 6zdeslesme,
kisinin benligini belirgin bir 6rgit kimligi agisindan tanimlamaya hazir olma durumudur. Ayni zamanda
orgutsel 6zdeslesme bir 6rgiitiin etkili bicimde yasayabilmesi ve amaglarini stirdiirebilmesi icin 6nemlidir
(Eroglu, 2008; Riketta, 2005).

Orgiitsel 6zdeslesme “sosyal kimlik teorisini” temel almakta ve sosyal 6zdeslesmenin &zel bir tiri
olarak belirtilmektedir (Mael & Ashfort, 2001). Sosyal kimlik teorisi bireyin nigin ve nasil bir is kimligi
yarattigini agiklamaya calismaktadir (Walsh & Gordon, 2008). Bu teori, 6rgiitsel 6zdeslesmenin bilissel ve
duygusal unsurlari birlestirmenin yani sira grubu degerlendirme adinda (glnci bir unsuru daha
oldugunu savunmaktadir (Riketta, 2005). Riketta (2005), bu unsurlari su sekilde agiklamistir; Bilissel
unsur; kisinin mantik seviyesinde kendisini 6rgitiin Uyesi olarak gérmesidir. Duygusal unsur, bireyin
orgite duygusal bir bag ile baglanmasi anlamina gelmektedir. Son boyut olan degerlendirici boyut ise,
bireyin olumlu ya da olumsuz olarak iginde bulundugu 6rgiiti degerlendirmesi olarak ifade edilmektedir.

Degisimin ve yeniliklerin hizlh bir sekilde ortaya ciktigi son yillarda, egitim kurumlarinda calisan
bireylerin bulunduklari kurumdan memnuniyetlerinin arttiriimasi, kurumlarina ve mesleklerine ait olma
hislerinin gliclenmesi ve kurumlariyla 6zdeslesmeleri blylik 6nem kazanmistir (Yildiz, 2013). Bu noktada,
bir egitim kurumu olarak okullarda da egitim ve 6gretimin etkili olabilmesi icin 6gretmenin, midurin,
Ogrencinin ve egitimle diger paydaslarin kendilerini okulla 6zdeslestirmeleri gerekmektedir (Meydan &
Polat, 2013). Ogretmen ve ydneticilerde érgiitsel dzdeslesmenin yiiksek olmasi, onlarin kuruma daha
fazla katki getirmelerini saglamaktadir (Celep, 2000). Ayrica, 6gretmenlerin kurumlariyla 6zdeslesmesi
sadece ekonomik verimliligi artirmaz bunun yaninda duygusal olarak da kendilerini mutlu hissetmelerini
saglamaktadir (Mael & Ashfort, 2001).

Egitim orgitlerinde olumlu oOrgitsel iletisimin, orgltsel 6zdeslesmeyi arttirdigl (Tlziin-Kalemci &
Caglar, 2008; Yildiz, 2013), baglilik ne kadar kuvvetli ise 6rgiitsel 6zdeslesmenin de o kadar gigli oldugu
(Balay, 2000; Cakinberk, Derin & Demirel, 2011), donustiriici ve etkilesimci liderligin orgutsel
ozdeslesmeyi olumlu etkiledigi (Polat, Meydan & Tokmak, 2010), o6rgitsel adaletin 6rgitsel 6zdeslesme
izerinde etkisinin bulundugu (Cheung & Law, 2008; Ciice, Gliney & Tayfur, 2013; Olkkonen & Lipponen,
2006; Turung, 2011), 6rgitsel glvenin yiiksek olmasi orgitsel 6zdeslesmeyi de arttirdigi (Tlzlin-Kalemci
& Caglar, 2009), orgutsel 6zdeslesmenin orgltsel vatandashk davranisini olumlu yonde etkiledigi
(Karabey & iscan, 2007; Tokgbéz & Seymen-Aytemiz, 2013) yapilan arastirmalar sonucunda ortaya
konulmustur.Orgiitsel 6zdeslesmenin genelde li¢c boyut altinda gruplandigi gériilmektedir:

Uyum, orgite yuzeysel bir baghhg ifade etmektedir (Balci, 2003). Bu boyuttaki bir birey yaptigi isi
gercekten inandigi icin degil 6dil beklentisinden veya ceza korkusundan yapmaktadir yani gikar iliskisi 6n
planda tutmaktadir (Cakinberk et. al., 2011).

Ozdeslesme, bireyin deger verdigi seyler karsiiginda érgiitii ile belli bir oranda kisilik biitiinlesmesine
girmesidir. Orgiitilyle 6zdeslesen bir birey, 6rgiitiin basarili ya da basarisiz olmasinda kendisinin payinin
ylksek oldugunu disinmekte ve bu yuzden yiksek performans gostermeye calismaktadir (Balci, 2003).
Bu boyutta, mantiksal bagliliktan daha ¢cok duygusal bir bagliliktan da s6z edilebilir (Basaran, 2000).
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icsellestirme, bireyin degerlerinin érgiitsel degerlerle uyumlu olmasi ve &rgiitsel degerlerin bireyin
tutum ve davraniglarinda etkili oldugunu ifade eder (Balci, 2003). Bu boyutta, bireyin higbir zorlama
olmadan orgltun kilturinG, normlarini ve degerlerini benimseyip igsellestirmesi s6z konusudur
(Cakinberk et. al., 2011).

Orgiitle 6zdeslemeyi etkileyen pek ¢ok unsur bulunmaktadir. Bu unsurlardan biri de 6rgiitsel
sinizmdir. Orgiitsel 6zdeslesmenin olumlu etkilerinin aksine 6rgiitiin etkililigini azaltan bir kavram olarak
degerlendirilen 6rgitsel sinizm, kisinin calistigi 6rgiite karsi gelistirdigi, bilissel, duyussal ve davranissal
boyutlari iceren negatif bir tutum olarak tanimlanmaktadir (Dean, Brandes & Dharwadkar, 1998, p:345).
Johnson ve O’Learly- Kelly (2003) ise 6rgitsel sinizmi, 6rgutiin adil olmadigina dair inang, glivenmeme ve
buna bagli eylemlerin artmasiyla olusan inanislarla sonuglanan; davranigsal, biligsel ve duyussal agilari
kapsayan karisik bir tutum olarak agiklamistir (Cite in: Sagir & Oguz, 2012). Bu tanimlarin hepsinde yer
alan bilissel, duyussal ve davranissal boyutlar su sekilde aciklanabilir.

Bilissel boyutta, 6rgitiin dirist olmadigl inanci hakimdir (Brandes, 1997, p:30). iliskiler kisisel
cikarlara baghdir. Bu yuzden diristlik, samimiyet, dogruluk gibi degerler kisisel ¢ikarlar ugruna feda
edilebilir (Kalagan, 2009).

Duyussal boyut, sinik inanglarla baglantili diisiincelerden kaynaklanan yogun duygulari icermektedir
(Brandes ve Das, 2006; Cite in: Tinaztepe, 2012). Orgiitlerini diisiindiiklerinde bikkinlik, nefret ve utang
gibi rahatsiz edici duygular icerisinde olabilirler (Dean et. al., 1998, p:346).

Davranissal boyutta ise, sinik olarak nitelenen ¢alisanlar, orgiit icinde gelecek olaylar hakkinda
karamsar tahminler yapma egilimindedir ve ¢ogu zaman insani kig¢lk distirmeye yonelik olumsuz
davranislarda bulunabilir (Dean et. al., 1998, p:346). Orgiit Uyeleri, sikdyette bulunma, dalga gecme ve
sik sik elestirilerde bulunma gibi davranislar sergileyebilirler. Orgiitlerde, sinik davranislar s6zlii olmayan
davranislar ile de gosterilebilir (Brandes & Das, 2006; Cite in: Tinaztepe, 2012).

Calisanlarin gelecekle ilgili beklentilerinde o6rgiit ve kendi beklentileri arasinda bir butunligin
olmamasi, orgiitin acik, tam, gercgeklestirilebilir bir vizyonunun bulunmamasi, asiri stres ve rol yikiiniin
olmasi, karar almada etkili olma durumunun distklGgd, iletisim kopuklugu, isten cikarilma kaygisi
orgitsel sinizmin ortaya ¢ikmasina neden olmaktadir (Andersson, 1996; Kilig-Dogan, 2013). Bu durum da
calisanlarin isini sevmemesine, doyumsuzlugu ve tilkenmisligi daha ¢ok hissetmelerine sebep olabilir
(Sagir & Oguz, 2012).

Yapilan arastirmalar sonucunda, bireylerin orgiitsel sinizm diizeyi arttik¢ca orgiite olan baghliklarinin
azaldigi (Findik & Eryesil, 2012; Ozgan, Kilekgi & Ozkan, 2012; Tiirkéz, Polat & Cosar, 2013), drgiitsel
destek ile 6rgltsel sinizm arasinda negatif bir iliski oldugu (Brandes, 1997; Byrne & Hochwarter, 2007;
Cole, Bruch & Vogel, 2006; Kalagan, 2009), y6neticinin etik liderlik davranislarini sergilemesinin orgutsel
sinizmi azalttigi (Akan, Bektas & Yildirrm, 2014), mobing uygulamasinin 6rgitsel sinizmin duygusal
boyutunu pozitif yonde etkiledigi (Gl & Agirdz, 2011) goriilmektedir.

Yurtigi ve yurt disi ¢calismalar incelendiginde 6rglitsel 6zdeslesme ile 6rglitsel sinizm arasindaki iliskiyi
inceleyen sinirli sayida calisma (Bedeian, 2007; Ekinci, 2015; Nartgiin & Kalay, 2014; Naus, Itarson & Roe,
2007; Polat et. al.,, 2010) oldugu goérilmektedir. Bunlardan Bedeian (2007), Ekinci (2015), Polat vd.
(2010) orgiitsel 6zdeslesme ile 6rglitsel sinizm arasinda negatif yonli bir iliski oldugunu Nartgiin ve Kalay
(2014), Naus vd. (2007), orgutsel 6zdeslesme ile 6rgltsel sinizm arasinda pozitif yonli bir iliski oldugunu
belirtmektedir. Bu arastirmalardan hareketle orgitleriyle 06zdeslesen bireylerin, o6rgitlerini
benimseyeceklerinden, orgite iliskin olumsuz yargi ve davranislarda bulunmayacaklari séylenebilir ve bu
sebeple, orglitsel 6zdeslesme diizeyi yiliksek olan c¢alisanlarin daha az sinik davranislar sergileyecekleri
soylenebilir (Polat et. al., 2010).

Ogretmenlerin gérev yaptiklari okullara karsi olumsuz tutum icerisinde olmalari, islerini sevmemeleri
onlarin sinik birer 6gretmen olmalarina sebep olabilir. Bu nedenle sinizm 6rgitte verimliligi disiren bir
etken olarak karsimiza cikar. Orgiitsel 6zdeslesme ise dgretmenlerin kendilerini okulun bir pargasi olarak
gormelerini sagladigi icin verimliligi arttiran bir etken olarak dusiindlebilir. Bu nedenle 6rgiitsel sinizmin,
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orgitsel 6zdeslesmeyi ne derecede etkiledigini gormek son derece 6nemlidir. Bu arastirma ile ilkégretim
kurumlarinda goérev yapan 6gretmenlerin orgitsel sinizm ile 6rgutsel 6zdeslesme algilari arasindaki
iliskinin belirlenmesi amaglanmistir. Bu amag gercevesinde asagidaki sorulara cevap aranmistir:

1. ilkégretim kurumlarinda gdérev yapan ogretmenlerin 6rgiitsel sinizme iliskin algilar ne
dizeydedir?

2. ilkégretim kurumlarinda gérev yapan 6gretmenlerin algilarina gére orgiitsel dzdeslesmeleri ne
diizeydedir?

3. ilkégretim kurumlarinda gérev yapan 6gretmenlerin oérgiitsel sinizm ile 6rgiitsel 6zdeslesme
algilari arasinda anlamli iliski var midir?

4. ilkégretim kurumlarinda gérev yapan 6gretmenlerin érgiitsel sinizme iliskin algilari érgitsel
O6zdeslesmenin uyum, 6zdeslesme ve i¢sellestirme boyutlarinin anlamli yordayicisi midir?

Yoéntem
Arastirma Modeli

Tarama modelinde olan bu g¢alismada, ilkdgretim okulu 6gretmenlerinin 6rgitsel 6zdeslesme algilari
ile 6rgitsel sinizm algilar arasindaki iliskiler incelenmistir. Arastirmanin bagimli degiskenlerini 6rgitsel
o6zdeslesmenin uyum, 6zdeslesme ve i¢sellik boyutlari olusturmaktadir. Bagimsiz degiskenler ise orgitsel
sinizmin bilissel, duyussal ve davranissal boyutlaridir. Bununla birlikte, mevcut arastirma bulgulari
bagimli ve bagimsiz degiskenler arasinda neden-sonug iliskisi kurmak icin yeterli goérilmediginden,
arastirmada degiskenler arasindaki iliskiler ve bagimsiz degiskenlerin yordayicilik duzeyleri incelenmistir.

Evren ve Orneklem

Arastirma, 2013 - 2014 egitim 6gretim yilinda Erzurum il merkezindeki Milli Egitim Bakanhgina bagli
devlet ilkogretim okullarinda gorev yapmakta olan ilkogretim 6gretmenleri izerinde gercgeklestirilmistir.
Arastirmanin érneklemi basit rastlantisal 6rneklem yontemi ile belirlenen 11 ilkégretim okulunda gérev
yapan 252 6gretmen olusturmaktadir. Arastirmaya katilan ilkogretim okulu 6gretmenlerinin mesleki
kidemlerine gore dagilimi incelendiginde, 49’u (%19.40) 1-5 yil, 65’i (%25.80) 6-10 yil, 60’1 (%23.80) 11-
15 yil, 48’1 (%19.00) 16-20 yil, 30’u (%11.90) 21 yil ve Uzeri mesleki kideme sahip olduklari gérilmektedir.
Arastirmaya katilan 6gretmenlerin brans degiskenine gore dagilimlari incelendiginde ise, 93’lnilin
(%36.90) sinif 6gretmeni, 63’lnln (%25) sozel, 37’sinin (%14.70) sayisal, 20’sinin (%7.90) gizel sanatlar,
39'unun (%15.50) diger branslarda olduklari gérilmastar.

Veri Toplama Araglari

Arastirmanin veri toplama araci iki bolimden olusmaktadir. Birinci béliimde, arastirmaya katilan
dgretmenlerin cinsiyet ve brans gibi demografik bilgiler yer almistir. ikinci béliimde ise, 6rgiitsel
o6zdeslesme algilarinin olglilmesi amaciyla orglitsel 6zdeslesme Olgegi ve orgltsel sinizme iliskin algilarin
belirlenmesi icin 6rgiitsel sinizm oOlgegi bulunmaktadir.

Orgiitsel Sinizm Olcegi

Arastirmaya katilanlarin orgitsel sinizme iliskin algilarinin belirlenmesi amaciyla Brandes (1997)
tarafindan gelistirilen ve Erdost, Karacaoglu ve Reyhanoglu (2007) tarafindan Tirkgeye uyarlamasi
yapilan “Orgiitsel Sinizm Olcegi” kullanilmistir. Olgek, bilissel, duyussal ve davranissal olmak lzere 3
boyut ve 14 maddeden olusmaktadir. Bilissel boyutta bes madde, duyussal boyutta dort madde ve
davranissal boyutta bes madde bulunmaktadir. Olcek besli Likert tipindedir. Her soru “Tamamen
Katiliyorum”, “Katiliyorum”, “Kismen Katilyorum”, “Katilmiyorum” ve “Hi¢ Katilmiyorum” seklinde 5
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diizeyde derecelendirilmistir. Olcek maddeleri toplam varyansin %74.19’unu agiklamaktadir. Bu
arastirmada yapilan givenilirlik analizinde 6lgegin bitlini icin Cronbach Alpha katsayisi .94, boyutlara
iliskin Cronbach Alpha glivenirlik katsayilari sirasiyla bilissel icin .85, duyussal igin .87, davranigsal igin .87
bulunmustur.

Orgiitsel Ozdeslesme Olgegi

Arastirmaya katilanlarin orgitsel 6zdeslesmeye iliskin algilarini belirleyebilmek igin Cheney (1984)
tarafindan gelistirilen Cakinberk, Derin ve Demirel, (2011) tarafindan Tirkceye uyarlamasi yapilan
“Orgiitsel Ozdeslesme Olgegi” kullanilmistir. Olcegin gecerlik ve giivenilirlik hesaplamalari olup, bu
arastirma verileri Gzerinden yapilan faktor analizi 6ncesinde KMO degeri. 89, Bartlett testi ise p=.00
anlamli bulunmustur. Olcek maddeleri toplam varyansin %64.54’Gni aciklamaktadir. Olgek, uyum,
dzdeslesme ve igsellestirme olmak {izere 3 boyut ve 18 maddeden olusmaktadir. Olgek besli Likert
tipindedir. Her soru “Kesinlikle Katilmiyorum”, “Katilmiyorum”, “Kismen Katiliyorum”, “Katiliyorum” ve
“Tamamen Katiliyorum” seklinde 5 diizeyde derecelendirilmistir. Cakinberk, Derin ve Demirel (2011)
tarafindan yaplian analizler sonucu 18 ifadenin glivenilirlik katsayisi (a) .82 olarak hesaplanmistir. Ayrica
Olcegin faktor analizinde KMO testi .89'dir. Bu arastirmada yapilan guvenilirlik analizinde 6lgegin
Cronbach Alpha katsayisi .94, boyutlara iliskin Cronbach Alpha katsayilari sirasiyla uyum igin .94,
o6zdeslesme icin .82 ve igsellik icin .87 olarak hesaplanmistir.

Verilerin Analizi

Veri analizi temel olarak iki asamada gerceklestirilmistir. Birinci asamada, bilgisayar ortamina
aktarilan veriler eksik ya da hatali deger u¢ degerler agisindan incelenmis, ikinci asamada ise
arastirmanin alt problemleri ¢é6zimlenmistir. Hatali deger analizinde, yanhslikla hatali girildigi diisiinilen
degerler duzeltilmistir.

Arastirmada alt problemlerin ¢6ziimlenebilmesi icin 6ncelikle her bir alt 6lgekte yer alan maddelerin
aritmetik ortalama degerleri belirlenerek o faktor icin bir puan hesaplanmistir. Analizler bu faktor
puanlari Uzerinden yapilmistir. Degiskenler arasindaki iliskilerin hesaplanmasinda Pearson Momentler
Carpim Korelasyon Katsayist (r) kullanilmistir. Bununla birlikte, bagimsiz degiskenlerin bagimli
degiskenleri yordama dizeylerini belirlemek amaciyla Coklu Dogrusal Regrasyon Analizi yapiimistir.
Bagimsiz degiskenler arasinda ¢oklu baglanti probleminin olup olmadig§ina ydnelik yapilan analiz
sonucunda, VIF degerlerinin 10°dan ve ClI degerlerinin de 30’dan kiglik oldugu, otokorelasyon icin
Durbin Watson degerlerinin 1.69 ile 2.13 araliginda oldugu, tolerans degerlerinin . 10’un Uzerinde
oldugu, Skewness and Kurtosis katsayisi degerlerinin 1.08 ile -.08 arasinda oldugu gorilmis ve elde
edilen bu sonuglardan hareketle ¢oklu baglanti probleminin olmadigina karar verilmistir. Regresyon
analizlerinin yorumlanmasinda, standartlastirilmis Beta (B) katsayilari ve bunlarin anlamhligina ilisin t-
testi sonuglari dikkate alinmistir. Verilerin analizinde. 05 anlamlilik diizeyi esas alinmistir.

Bulgular

Ogretmenlerin Orgiitsel Sinizm ve Orgiitsel Ozdeslesme Diizeylerine iliskin Bulgular

Arastirmaya katilanlarin 6rgitsel sinizm ve érglitsel 6zdeslesme algilarina iliskin bulgular Tablo 1'de
yer almaktadir.

Arastirma grubundaki 6gretmenlerin algilarina gore orgiitsel sinizm ve orgitsel 6zdeslesmeye iliskin
dagihmlar incelendiginde; 6rglitsel sinizm boyutlari agisindan en yiksek ortalamanin davranissal boyutta
(X= 2.14) , en dusik ortalamanin bilissel boyutta (X= 1.93) oldugu gériilmektedir. Orgiitsel
dzdeslesmeye iliskin dagilimlara bakildiginda ise, en yiiksek ortalamanin uyum boyutunda (X= 3.61), en
diistik ortalamanin ise icsellik boyutunda (X=3.39) oldugu gorilmektedir.
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Tablo 1.
Orgiitsel Sinizm ve Orgiitsel Ozdeslesme Boyutlarina iliskin Aritmetik Ortalama ve Standart Sapma
Degerleri.

Alt Boyutlar

Orgiitsel sinizm 6lgegi alt boyutlari X Ss
1. Bilissel Boyut 1.93 .76
2. Duyussal Boyut 2.00 .92
3. Davranigsal Boyut 2.14 .86
Toplam 2.03 .78
Orgiitsel 6zdeslesme 6lcegi

1. Uyum 3.61 .82
2. Ozdeslesme 3.59 .84
3. igsellik 3.39 .97
Toplam 3.57 77

n =252

Orgiitsel Sinizm ile Orgiitsel Ozdeslesme Arasindaki iliski

Arastirmada sonraki asamada calisma grubundaki 6gretmen algilarina gore, orgltsel sinizm ve
orgitsel 6zdeslesme arasindaki iliskiyi belirlemek amaciyla, cift yonli korelasyon analizi yapilarak,
sonuglar Tablo 2’de sunulmustur.

Tablo 2.
Orgiitsel Sinizm ve Orgiitsel Ozdeslesme Arasindaki Korelasyonlar.
Alt boyutlar 1 2 3 4 5 6 7 8
1. Bilissel Boyut -
2. Duyussal Boyut 74" -
3.Davranigsal Boyut 787 84" -
4. Uyum 597 -85 - -
5. Ozdeslesme -427 43" - 65 -
6. igsellik -507 -53" - 747 68" -
7. Sinizm Toplam 85 .87 .79 - -46 -55 -
8. Ozdeslesme Toplam -58" -57" - 85 84" 86 -61" -

n=252; p<.01

Tablo 2 incelendiginde arastirmaya katilan 6gretmenlerin o6rgiitsel sinizm ve orglitsel 6zdeslesmeye
iliskin algilari arasinda anlamli iliskilerin oldugu goérilmektedir.

Orgiitsel sinizmin bilissel boyutu ile 6rgiitsel ézdeslesme boyutlarindan uyum (r = -.59, p< .01),
6zdeslesme (r =-.42, p< .01) ve igsellik (r = -.50, p< .01) boyutlari arasinda negatif yonde, anlamli bir iliski
oldugu gorilmektedir.

Bunun yaninda, orgitsel sinizmin duyussal boyutu ile 6rgiitsel 6zdeslesme boyutlarindan uyum (r = -
.55, p< .01), 6zdeslesme (r = -.43, p< .01) ve igsellik (r = -.53, p< .01) boyutlari arasinda negatif yonde,
anlaml bir iliski oldugu bulgulanmistir.

Son olarak, érgutsel sinizmin davranissal boyutu ile 6rgutsel 6zdeslesme boyutlarindan uyum (r = -
.52, p< .01), 6zdeslesme (r = -.43, p< .01) ve igsellik (r = -.52, p< .01) boyutlari arasinda negatif yonde,
anlamli bir iliski oldugu bulunmustur.
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Orgiitsel Sinizmin Orgiitsel Ozdeslesme Uzerindeki Yordayici Giicii

Arastirmada, orgutsel 6zdeslesmenin yordanmasi amaciyla orgiitsel sinizm ve orglitsel 6zdeslesme
arasinda ¢oklu regresyon analizi yapilarak, sonuglar Tablo 3, Tablo 4 ve Tablo 5’te verilmistir.

Uyum boyutunun yordanmasi

Orgiitsel 6zdeslesmenin uyum boyutunun yordanmasina iliskin ¢oklu dogrusal regresyon analizi
sonuglari Tablo 3’te verilmistir.

Tablo 3.

Uyum Boyutunun Yordanmasina lliskin Regresyon Analizi Sonuclari.
Degisken B Sh B t p
Sabit 48.95 1.17 - 41.91 .00
Bilissel Boyut -.85 .18 -.40 -4.74 .00°
Duyussal Boyut -.56 22 -25 -2.62 01"
Davranigsal Boyut -.01 .20 -.00 -.02 .98

F=50.24; p< .01 R=.61; R°= .38

Tablo 3’te gorildigi gibi, orgutsel sinizmin bilissel, duyussal ve davranigsal boyutlarinin birlikte,
orglitsel 6zdeslesmenin uyum boyutu ile yiksek diizeyde anlamli bir iliski oldugu gériilmektedir (R = .61,
p< .01). Orgiitsel sinizmin tim boyutlar birlikte, arastirmaya katilan 6gretmenlerin &rgiitsel
dzdeslesmenin uyum boyutu algilarindaki toplam varyansin yaklasik %38’ini agiklamaktadir. Orgiitsel
sinizmin bilissel (B = -.40, p< .01) ve duyussal (B = -.25, p< .01) boyutlari, arastirmaya katilan
o6gretmenlerin orgitsel 6zdeslesmenin uyum boyutuna iliskin algilarini negatif yénde ve anlamli diizeyde
yordamaktadir. Davranissal boyut (B = -.00, p> .05) 6rglitsel 6zdeslesmenin uyum boyutunun tek basina
anlamli yordayicisi degildir.

Ozdeslesme boyutunun yordanmasi

Orgiitsel 6zdeslesmenin 6zdeslesme boyutunun yordanmasina iliskin coklu dogrusal regresyon analizi
sonuglari Tablo 4’de verilmistir.

Tablo 4.

Ozdeslesme Boyutunun Yordanmasina iliskin Coklu Regresyon Analizi Sonuglar.
Degisken B Sh B t p
Sabit 23.08 .68 - 34.09 .00
Bilissel Boyut -.19 .10 -17 -1.82 .07
Duyussal Boyut -.19 .13 -.16 -1.49 .14
Davranigsal Boyut -.16 A1 -.17 -1.45 .15

F=22.83; p<.05 R=.46;R’= .22

Tablo 4’te gorildigi gibi, orgitsel sinizmin bilissel, duyussal ve davranigsal boyutlarinin birlikte,
orgitsel 6zdeslesmenin 6zdeslesme boyutu ile anlamh bir iliski oldugu gorilmektedir (R = .46, p< .01).
Orgiitsel sinizmin tim boyutlari birlikte, arastirmaya katilan 6gretmenlerin rgiitsel 6zdeslesmenin
dzdeslesme boyutu algilarindaki toplam varyansin yaklasik %22’sini aciklamaktadir. Orgiitsel sinizmin
bilissel (B =-.17, p>.05), duyussal (B = -.16, p>.05) ve davranissal (B = -.17, p> .05) boyutlari, arastirmaya
katilan 6gretmenlerin o6rgltsel 6zdeslesmenin 6zdeslesme boyutuna iliskin algilarinin tek basina anlamli
yordayicisi olmadigi gérilmektedir.
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igsellik boyutunun yordanmasi

Orgiitsel &zdeslesmenin igsellik boyutunun yordanmasina iliskin ¢oklu dogrusal regresyon analizi
sonuglari Tablo 5’te verilmistir.

Tablo 5.
icsellik Boyutunun Yordanmasina lliskin Coklu Dogrusal Regresyon Analizi Sonuglari.

Degisken B Sh B t p
Sabit 14.31 44 - 32.80 .00
Bilissel Boyut -.13 .07 -17 -1.92 .06
Duyussal Boyut -.23 .08 -.29 -2.80 .01*
Davranissal Boyut -.10 .07 -.15 -1.36 17

F=37.97; p< .05 R =.56; R’= .32

Tablo 5’te gorildigi gibi, orgitsel sinizmin biligsel, duyussal ve davranigsal boyutlarinin birlikte,
orglitsel 6zdeslesmenin igsellik boyutu ile orta diizeyde anlamli bir iliski oldugu gériilmektedir (R = .56,
p< .05). Orgiitsel sinizmin tim boyutlar birlikte, arastirmaya katilan 6gretmenlerin &rgiitsel
dzdeslesmenin igsellik boyutu algilarindaki toplam varyansin yaklasik %32’sini aciklamaktadir. Orgiitsel
sinizmin yalnizca duyussal (B = -.29, p< .01) boyutu, arastirmaya katilan 6gretmenlerin 6rgitsel
o6zdeslesmenin i¢sellik boyutuna iliskin algilarini negatif yonde ve anlamli diizeyde yordamaktadir. Bilissel
(B=-.17, p< .01) ve davranissal (B = -.15, p>.05) boyutlari 6rgltsel 6zdeslesmenin igsellik boyutunun tek
basina anlamli yordayicisi degildir.

Sonug, Tartisma ve Oneriler

Bu arastirmada, ilkogretim kurumlarinda gorev yapan 6gretmenlerin 6rgitsel sinizm ve orgiitsel
o6zdeslesme algilari arasindaki iliski ile drgutsel sinizmin 6rglitsel 6zdeslesme Uzerindeki yordayici etkisi
incelenmistir. Arastirmanin sonuglari, 6gretmenlerin 6rgltsel sinizm ve orgiitsel 6zdeslesmeye iliskin
algilari arasinda anlamli, orta diizeyde ve negatif yonde iliskilerin oldugunu géstermektedir.

Arastirmanin sonuglarina goére, orgitsel sinizm boyutlari agisindan en yiksek ortalamanin
davranissal, en disiik ortalamanin ise, duyussal boyutta oldugu gériilmistir. Ayik (2015), icerli ve
Yildirim (2012), Kasalak ve Aksu (2014), Ozgan vd. (2012), Tinaztepe (2012) ile Ugok ve Torun’un (2014)
yaptigl arastirmalarda benzer olarak orgitsel sinizm boyutlarindan duyussal boyut en disik dizeyde
bulunmustur. Ekinci (2015), 6gretmenlerin 6rgitsel sinizm dizeyinin disiik oldugu sonucuna ulasiimistir.
Bunun vani sira, Kasalak ve Aksu (2014), Ozgan vd. (2012) ile Tinaztepe’nin (2012) yapmis oldugu
calismalarda orgiitsel sinizm boyutlarindan bilissel boyut en yiiksek boyut olarak bulunurken, Arslan
(2012) tarafindan yapilan arastirmada ise duyussal boyutun en yilksek ortalamaya sahip oldugu
bulgulanmistir. Sonuglarin farkhlik gostermesinin farkli tiirde 6rgitlerin (egitim kurumlari, 6zel sektor,
kamu kurumlari vs.) calisma evreni olarak segilmesine bagl oldugu yorumu yapilabilir. Orgiitsel sinizm
boyutlarindan olan duyussal boyut kisilerin orgite karsi olan duygularini ve duygusal tepkilerini
icermektedir (Dean et. al., 1998). Sinik duygusal tepkiler, kizginlik, kiicimseme, saygisizlik gibi olumsuz
duygulari kapsamaktadir (Brandes, 1997, p:31). Arastirmanin sonuglarina gére ortalamasi en dusuk
olarak bulunan bu boyutun, kisilerin calistiklari kurumlarla ilgili sinik davranislarinin sonucu olarak
duygusal anlamda verdigi tepkilerin, bilissel yani olumsuz inanglara sahip olma ve davranigsal olarak
tepkide bulunma egilimlerinden daha az gergeklestigi seklinde yorumlanabilir.

Orgiitsel 6zdeslesme boyutlari agisindan ise en yiiksek diizeyde algilanan boyut uyum boyutu
olurken, en disiik diizeyde algilanan boyut i¢sellik boyutu olarak bulgulanmistir. Cakirberk vd.’nin (2011)
calismalarinda uyum boyutu en yiksek dizeyde bulunmustur. Bunun yani sira Balci, Baltaci, Fidan,
Cereci ve Acar (2012) calismasinda 6zdeslesme boyutu en yiiksek diizeydeki boyut olarak bulunurken,
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uyum boyutu ise en disiik dizeyde bulunmustur. Ekinci (2015) ilk ve ortaokul 6gretmenleri ile yaptig
¢alismasinda, oOrgitsel Ozdeslesme duzeyinin ylksek oldugu sonucuna ulasilmistir. Arastirmanin
sonuglarina gore en dusik dizeyde bulgulanan igsellik boyutu bireyin degerleriyle 6rgiitiin degerlerinin
uyusmasi ve bireyin orgitsel degerleri igten bir sekilde benimsemesi durumudur (Balci, 2003). Arastirma
bulgularina gére uyum boyutunun o6rgitsel 6zdeslesmenin ilk asamasi olmasi, yiizeysel baghlig ifade
etmesi sebebiyle daha kolay gerceklesecegi, i¢sellik boyutunun ise 6rgitsel 6zdeslesmenin baghhgin son
asamasi olmasi, bireyin oOrgit ile arasinda herhangi bir fark gormeksizin, orgiitin degerlerini kendi
degerleri olarak gérmesi oldugu icin daha zor ve daha uzun siregli bir durum olacagl seklinde
yorumlanabilir.

Arastirmada orgutsel sinizmin biligsel, duyussal ve davranissal boyutlari ile 6rgutsel 6zdeslesmenin
tiim boyutlari arasinda negatif yonde orta diizeyde anlamli iliskiler bulunmustur. Benzer olarak 6rgitsel
o6zdeslesme ve orgltsel sinizm degiskenlerinin bir arada yer aldig1 calismalar olan Bedeian (2007),
Kreineri ve Ashforth (2004) ve Polat vd.’nin (2010) ¢alismalarinin sonuglari, arastirmanin sonuglariyla
paralellik gosterir niteliktedir. Bu arastirmalarda da, iki degisken arasinda negatif yonli anlamli iliskiler
bulmustur. Orgiitsel 6zdeslesme ile drgiitsel sinizm iliskisini inceleyen Kreineri ve Ashforth (2004),
orgutsel 6zdeslesmenin sinizm Uzerinde negatif etkisi oldugunu ve orgitsel 6zdeslesmenin orgitsel
sinizmin %6,60"1n1 agikladigini belirtmektedirler. Ayrica Ekinci (2015) arastirmasinda, 0gretmenlerin
orgitsel Ozdeslesme ile orgltsel sinizm arasinda negatif yonli anlamli bir iliski oldugunu ve
O0gretmenlerin orgutsel 6zdeslesme dizeylerinin 6rgitsel sinizmin %10,40"in1 yordadigini belirtmistir.
Arastirmanin sonuglari da goz oniline alindiginda, orgiitsel sinizmin bilissel, duyussal ve davranissal
diizeylerinde bulunan bireylerin, kendilerini 6rgite ait hisseden, 6rgit ile 6zdeslesen bireyler olmamalari
beklenen bir durumdur. Ayrica 6érgitsel sinizm ile ilgili yapilan arastirmalarda, personel gliclendirme ile
(Polat et. al., 2010), érgiitsel baghlk ile (Ozgan et. al., 2012), &rgit ici iletisim ile (Tinaztepe, 2012),
drgitsel vatandaslik ile (icerli &Yildirim, 2012) negatif yénde anlamli iliskilerinin oldugu sonuglarina
variimistir.

Ogretim elemanlarinin érgiitsel sinizm ve &rgiitsel baglilik diizeylerine yénelik yapilan arastirmada
(Ozgan et. al., 2012), érgiitsel sinizm ile drgiitsel baghlik arasinda negatif ydnde anlamli iliskilerin oldugu
bulunmustur. Bu ¢alismalarin aksine, Nartglin ve Kalay’in (2014) 6gretmenlerin orgiitsel destek, orgiitsel
o6zdeslesme ve orgitsel sinizm dizeylerine yonelik yapmis oldugu calismada ise o6rgltsel 6zdeslesme ile
orgitsel sinizm arasinda pozitif yonde orta diizeyde anlamli bir iliski bulunmustur. Bu sonug, bireylerin
orgitle o6zdeslestikge yetkilerinin arttigl fakat bu yetkilerinin karsiliklarini alamadiklari zaman sinizme
neden oldugu seklinde belirtiimektedir (Naus, Itarson & Roe, 2007). Buradan hareketle 6rneklem grubu
degisikliklerine bagl olarak sonuglarin farklilasabilecegi yorumu yapilabilir.

Arastirmada orglitsel 6zdeslesmenin yordanmasi amaciyla yapilan analizlerde orglitsel 6zdeslemenin
uyum boyutunun 6rgltsel sinizmin duyussal ve bilissel boyutlari tarafindan negatif yonde anlamli olarak
yordandigi bulunmustur. Orgiitsel 6zdeslesme agisindan uyum boyutu bireyin kendisini 6rgiite ait
hissetmesinin ilk asamasidir (Balci, 2003). Bu ylzden, bu asamadaki bir bireyin 6rgiite karsi olumsuz bir
duygu durumu icinde olmasi ve bilissel olarak da olumsuz yargi ve inanglara sahip olmasi beklenen bir
sonugtur. Orgiitsel 6zdeslesmenin 6zdeslesme boyutunun ise érgiitsel sinizmin hicbir boyutu tarafindan
anlamh bir sekilde yordanmadigi sonucuna ulasiimistir. Bu sonug¢ beklenmeyen bir sonug olarak ifade
edilebilir. Orgiitsel dzdeslesme diizeyi 6zdeslesme boyutunda bulunan bir bireyin, sinik davranislar
gosterme egiliminin bu boyutla ters iliskili olarak ortaya ¢ikmasinin daha ¢ok beklenen bir sonug oldugu
seklinde ifade edilebilir. Orgiitsel 6zdeslesmenin igsellik boyutunun ise érgiitsel sinizmin duyussal boyutu
tarafindan negatif yonde etkilendigi sonucuna varilmistir. i¢sellik boyutu bireyin 6rgiit ile degerlerinin
tam anlamiyla bagdasmasi olarak tanimlanmaktadir (Balci, 2003). Bu sebeple bireyin tepkilerini, 6fke,
kiigimseme, sikinti, utang gibi duygularini iceren duyussal durum tarafindan negatif yonde anlamh
olarak yordanmasi sasirtici degildir. Orgiitii ile i¢sellik derecesinde 6zdeslesen bir bireyin drgit ile ilgili
olumsuz duygular hissetmemesi olagan olarak gorilmektedir. Fakat bu duygulari bilissel olarak inang ve
vargilariyla ve davranissal olarak tepkide bulunma seklinde yasamiyor olmasi sasirtici olarak ifade
edilebilir. Bu durum bireylerin kendilerini 6rglite ne kadar ait hissederlerse hissetsinler yine de bunu
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sadece i¢ diinyalarinda yasadiklari ve dis diinyaya pek de yansitmiyor olduklari seklinde yorumlanabilir.

Arastirma sonuglarina gore, orgitsel 6zdeglesme algisi yiksek olan 6gretmenlerin, orglitsel sinizm
algilarinin disik oldugu sonucuna ulagiimistir. Bu durumda kendini orgiite ait hisseden, orgutsel
O0zdeslesmesi yiiksek olan bir 6gretmenin bulundugu kurumda sinik davraniglar gésterme egilimi dusuik
olacaktir.

Arastirma sonuglarina dayanarak, 6gretmenlerin sinik davranis, tutum ve yargilar tasimamasi igin
okullarda 6gretmenlerin orgiitsel 6zdeslesme dizeylerini yikseltebilecek faaliyetler dizenlenmesi
onerilebilir. Bu faaliyetler, 6gretmenlerin kendilerini okul ortamina ait hissetmeleri icin etkinlik ve
soylemlerle desteklenen bir tutum sergilenmesi, okulun degerleri ile 6gretmenlerin degerleri arasinda
keskin cizgi ve farklarin bulunmamasi ve okulun amaglarina ve degerlerine 6gretmenlerin tam anlamiyla
inandiriimasi olarak siralanabilir. Sinik tutum ve davraniglar tasiyan 6gretmenler okul ortamina zarar
verecek bir potansiyel olusturdugundan bu tir durumlari var olmadan 6nce engellemeye ¢alismak 6nem
tasimaktadir. Ortaya ¢ikan sinik tutuma sahip olan ve bu tir davranislar sergileyen 6gretmenlere yonelik
ise okul yoneticileri basta olmak lizere kurumda c¢alisan diger bireylerin kendi tutum ve davranislari ile
sdylemlerinde Orglite olan inanci artiracak sekilde davranmalari faydali olabilir. Ayrica okulun tam
anlamiyla belirlenmis amag ve degerler tasimasi ve bunun okul galisanlarina aktarilarak benimsetilmesi
de Orgitl bu tir sinik davranislardan koruyacak bir yontem olarak disindlebilir. Bunun yani sira
orgutsel Ozdeslesme boyutlarindan disik dizeyde bulunan igsellestirme boyutunun bireylerde
gelistirilmesi amaciyla, 6gretmenlerin kendilerini okula tam anlamiyla ait hissedebilecegi bir calisma
ortami olusturulmasi faydali olabilir. Arastirmacilara yonelik ise, okul yoneticilerinin 6rgltsel sinizm ve
orgitsel 6zdeslesme durumlar ile ilgili hangi dizeyde olduklarini belirlemek amaciyla calismalar
yapilmasi 6nerilebilir. Ayrica 6rgilitsel 6zdeslesme (zerinde orgiitsel sinizm ile beraber hangi farkli
degiskenlerin etkili oldugunu belirlemek amaciyla farkl degiskenler tanimlanarak calismalar yapilabilir.
Bunun yani sira farkli drneklem gruplari g6z 6niine alinarak yeni arastirmalarin yapilmasi énerilebilir.

Tesekkiir ve Bilgi Notu

Bu calisma, 9. Ulusal Egitim Yonetimi Kongresi‘'nde so6zli bildiri olarak sunulan calismanin
genisletilmis halidir.
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Introduction

One of the main aims of science education today is to enable students to acquire scientific thinking
skills that are to teach how to use scientific process (Erdogan, 2007; Tan & Temiz, 2003). The core
elements of science such as investigating, questioning and experimenting are the fundamentals of
scientific process. While the concepts of scientific thinking or critical thinking concepts have been
viewed as methods of science previously, today scientific method is defined with some distinct skills. In
general, this method is considered under the title of scientific process skills (Ozgelen, 2012).

Enabling students gain scientific process skills is one of the main aims of current science education
programs (MEB, 2013). Raising individuals who investigate, question, can link the science subjects to
daily life, use scientific method to solve problems, approach the phenomena with a scientist’s point of
view, constitutes the fundamentals of science teaching (Kaptan, 1999). To possess these characteristics
mentioned, it is essential for the individuals to learn research methods and practices.

Scientific process skills are thinking skills that are utilised to structure information determine the
problem and reach to conclusion (Bybee & DeBoer, 1993). Scientific process has been defined by various
experts dividing it into different steps. In general, the process is divided into two parts as basic and
combined skills (Padilla, Okey & Garrard, 1984). Basic skills are defined as observing, measuring,
classifying, predicting, projecting and scientific communication (Duran, 2008; Karar, 2011; Kilig, 2003;
Rezba, Sprague, McDonnough & Matkins, 2007; Serin, 2009). Combined scientific process skills are, in
general, considered under the titles of determining the variables and verification, constructing
hypothesis, interpreting the data, experimenting and modelling (Duran, 2008; Kaptan, 1999; Rezba et.
al., 2007).

Science education, which aims to enable students gain an understanding of the nature of science and
ability to approach the problems scientifically, tries to make students develop positive attitudes towards
science as well (MEB, 2013). Developing scientific process skills of the students, who are going to use the
steps of the process, is going to be affected by the students’ attitudes towards the process. Scientific
skills can be effective when students develop positive attitudes to the process.

Allport (1935, p.810) defines attitude as "a mental and neural state of readiness, organised through
experience, exerting a directive or dynamic influence upon an individual’s response to all objects and
situations with which it is related”. Eagly and Chaiken (1993, p.1) presents another more recent
definition as “A psychological tendency that is expressed by evaluating a particular entity with some
degree of favor or disfavor”. Beliefs are the building stones of the attitudes (Ozgiiven, 1994). Whereas
an individual saying “Mathematics is a matter of talent, | am not talented” expresses his/her belief
regarding mathematics, not liking mathematics lesson is an indicator of attitude. Attitude has three
dimensions which involve direction, degree and intensity (Allport, 1935; Ozgiiven, 1994). The dimension
of ‘Direction’ regards attitude attribution as liking or disliking whereas ‘Degree’ refers to the emotional
tone of this aspect. On the other hand, ‘Intensity’ is related to how the attitude is felt by the individual
and to what extent it is reflected to (Eagly & Chaiken, 1993).

Measurement of attitudes during learning and teaching process is beneficial in terms of several
issues such as predicting individuals’ future behaviors by determining their attitudes to specific
situations, changing their attitudes or revealing their actual emotions to develop new attitudes (Anastasi
& Urbina, 1997; Demirbas & Yagbasan, 2006; Hancger, Uludag & Yilmaz, 2007). By this means, causes of
individuals’ behaviours can be determined and education environments can be reorganized according to
the needs. This would enable an opportunity to provide higher quality education offered to all
individuals.

Many studies in the literature conclude that there is a relationship between learning and attitudes
towards lessons, that is to say students’ attitudes towards lessons affect their learning (Akpinar, Yildiz,
Tatar & Ergin, 2009; Meyveci, 1997; Osborne, Simon & Collins, 2003; Peker & Mirasyedioglu, 2003).
Among these studies, the ones conducted in the field of science teaching have investigated the effects
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of the learning approach based on scientific process skills on students’ attitudes towards science and
science lesson or vice versa (Aydogdu, 2006; Bahadir, 2007; Duran, 2008; Karar, 2011; Ozdemir, 2004;
Walters & Sayibo, 2001). In these researches, various scales were used to measure students’ attitudes.
While Selvi (1996), Pell and Jarvis (2001), Kind, Jones and Barmby (2007), and Nuhoglu (2008) developed
attitude scales for science or laboratory lessons; Francis and Greer (2006), Duran (2008), Moore and Foy
(1997) developed scales for attitudes towards science.

Previous studies have shown that individuals’ attitudes have an effect on their acquisition of learning
and skills. For instance, students with positive attitudes exhibit more positive behaviours towards the
course which leads them to be more motivated to complete the given tasks and to put more effort to
learn (Braten & Stromso, 2006; Duarte, 2007; Ozden, 2009).

In this regard, this study aims to develop a scale which reveals students’ attitudes towards using
scientific process steps. The study differs from the previous studies in that it focuses on developing a
scale for students’ attitudes towards using scientific process steps, rather than towards science or
science lesson. Thus, the possible relationship between students’ attitudes towards using scientific
process steps and their level of gaining scientific process skills can be identified.

Method
Participants

Universe of the study involves grades 6, 7 and 8 lower secondary school students in Turkey during
2013-2014 terms. 321 students studying at three different schools in the North-West region town of
Turkey, constituted the sample group. The distribution of the participant students according to the
grades is as follows: At the first school 34, 30 and 36 students from 6th, 7th and 8th grades involved
whereas at the second school 55, 59 and 61 students from 6th, 7th and 8th grades took part and 15, 18
and 13 students from 6th, 7th and 8th grades participated from the third school in the study. The
distribution of the participants regarding gender is presented in Table 1 below.

Table 1.
Gender Distribution of the Sample Group.

Female Male Total
School 1 50 50 100
School 2 81 94 175
School 3 26 20 46
Total 157 164 321

Process of Developing the Attitude Scale for Using Scientific Process Steps

The planned scale had 33 Likert type items and the answers were given in five degrees as: “I
definitely do not agree: 1”7, | do not agree: 2”, “I'm not sure: 3”, “l agree: 4” and “I definitely agree: 5”.
All items were prepared as positive statements. In the process of item formation, basic scientific process
skills have been taken into account. Integrated scientific process skills, which require high cognitive
level, have not been considered since the participant students’ levels have already been taken into

consideration.
The stages of developing the scale have been planned as follows:

e Composing the attitude items,
e Enquiring expert opinions,

e Conducting a Pilot study,

257



Mehtap YILDIRIM — Pegem Egitim ve Ogretim Dergisi, 6(2), 2016, 255-276

e Factor analysis of items,

e Calculation of reliability.

Composing the Attitude Items

Prior to composing the attitude items, a comprehensive literature review was done covering
scientific process and application steps of this process. Then, previous scales measuring students’
attitudes towards the process were investigated. In addition to these, science education programme of
secondary school students, whom the scale is going to address, was taken into consideration. By
examining these and documents of psychological tests regarding developing attitude tests, a 35 —
question- item pool was composed.

Enquiring Expert Opinions

Following completion of the items pool, the items were presented to some professionals for
corrections and some corrections were done. These professionals were two science teaching experts,
three science teachers, three educational sciences experts, two psychologists and two Turkish language
teachers. Besides these, three students’ opinions (one student from each grade 6th, 7th and 8th) were
asked about the clarity of the items. After the experts’ evaluation, 2 items out of the original 35 were
excluded from the scale and 12 statements in the scale were revised. Consequently, a 33- item 5 degree
likert type scale was developed.

Pilot Study

The attitude scale for scientific process was applied to 321 students (157 girls, 164 boys) from 6th,
7th and 8th grades at three different schools. Equality in number of the participants involved has been
taken into consideration for each school and grade. According to the literature in scale development,
the number of participants is required to be at least five times bigger than the number of items for high
validity (Bryman & Cramer, 2005). This notion was taken into account and sufficient number of
participants were provided. The scale was administered to the students during psychology and
rehabilitation lecture and students were asked to complete the scale in 30 minutes. The aim of the study
was explained to the students and they were confirmed not to write their names whether they did not
want their names known.

Factor Analysis of the Items

Following the expert opinions, content validity of the scale was provided and application was done.
Scores from the application of the scale were put through factor analysis to reveal the construct validity.
Construct validity is important for determining to what extent of accuracy a measurement tool
measures the target values (Klinie, 2005; Tavsancil, 2002).Through factor analysis, whether numerous
variables can be expressed with a few variables, is revealed and if so, it is revealed what these factors
are. There are two kinds of factor analysis methods, explanatory and confirmatory (Brayman & Cramer,
2005). While explanatory factor analysis is used to develop a new test, confirmatory is used to examine
reliability and validity of a pre-existing test (Erkus, 2012).

Since our aim is to develop a new scale, explanatory factor analysis has been chosen in this study.
Each items’ factor weighing, possible factor number in the scale, and variance percentage of factors
were discovered through using principal component analysis in SPSS programme. Besides these, Kaiser-
Meyer-Olkin (KMO) test and Barlett test results which are useful to check conformity of the scale were
calculated. Kaiser-Meyer-Olkin (KMO) test shows the sufficiency of the data, the factor analysis is
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performed on, to measure the structure whereas Barlett test gives information on whether the items
can compose a texture. Once these values are adequate, factor analysis can proceed.

Kaiser (1974) says that if value of KMO is higher than .60, a scale is suitable to subject to factor
analysis. Also Barlett test result must be significant with a p<.00 degree. KMO and Barlet test values in
this study are presented in Table 2.

Table 2.

Kaiser-Mayer-Olkin (KMO) and Barlett’s Test Results.

KMO Test .94

Barlett Test x2 4386.47
df 528
p .00

Table 2 shows that KMO value is higher than .60 (.94) thus internal consistency between items is
high. Barlett test value is significant with a p=.000 value; distribution of universe is found normal. These
results indicate that the scale is suitable for factor analysis.

Consequently to the analysis, for deciding the item and factor numbers to be included in the scale
matters should be considered as follows. Degree of the relationship of items with factor is determined
by the factor weighing value. For the items to be included in a certain factor, the factor weighing value
should be at least .30. The factors to which the items belong are determined by looking into the
weighing values and an item is included in the factor with higher weighing value with at least .10
difference.

The factor number of the model is as the same number of factors with an eigenvalue higher than
one. Scree plot shows the possible factors of the model more clearly. The second criteria of determining
the factor number is the amount of variance clarified by the factors. Each factor must clarify at least 5%
of the variance and in total, factors must clarify 35% of total variance (Klinie, 2005; Buytkoztiirk, 2002).

14

120

10 9

1 3 5 7 9 11 13 15 17 19 21 23 25 27 29 31 33
Component Number

Chart 1. Eigen chart of the factors.
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Table 3.
State of Factors in Clarifying the Total Variance.

Components Initial Eigen Values Total Rotated Squared Weighs
Total Variance %  Cumulative % Total Variance % Cumulative %

1 11.84 35.88 35.88 11.84 35.88 35.88

2 1.52 4.59 40.47 1.52 4.59 40.47

3 1.35 4.10 44.57 1.35 4.10 44.57

4 1.13 3.42 47.99 1.13 3.42 47.99

5 1.05 3.19 51.19 1.05 3.19 51.19

6 .99 3.00 54.18

7 .93 2.83 57.01

8 .90 2.72 59.73

9 .87 2.65 62.38

10 .85 2.57 64.94

11 .78 2.37 67.32

12 .76 2.29 69.60

13 74 2.25 71.85

14 71 2.15 74.00

15 .68 2.05 76.05

16 .64 1.94 77.99

17 .63 1.91 79.89

18 .60 1.82 81.71

19 .57 1.74 83.45

20 .55 1.65 85.10

21 .53 1.61 86.71

22 .49 1.49 88.19

23 47 1.41 89.60

24 43 1.31 90.92

25 42 1.26 92.17

26 .39 1.18 93.35

27 .38 1.14 94.50

28 .36 1.09 95.59

29 34 1.02 96.61

30 31 .95 97.56

31 .29 .88 98.44

32 .26 .79 99.22

33 .26 .78 100.00

Through these analyses, items were accumulated under 5 factors revealing an eigen higher than one
(Chart 1). Variance clarified by 5 factors was 51.19%. For each individual factor the clarified variances
were: 35.88%, 4.59%, 4.10%, 3.42%, 3.19% respectively. As seen from these values, there was a big gap
between the first factor and the others. First factor has a sufficient clarity degree of total variance as
higher than 35.00% (Table 3). Moreover, the other factors could not reach the required variance level of
at least 5.00%. According to these results, it was decided that the scale can be one factor test and there
was no need for rotation.

On the other hand, factor weighing values of the scale items were found to be between .42 and .65
(Table 4). Since the weighing values were higher than .30, all 33 items were evaluated and none were
excluded at this step. Hence, the scale was accepted as one factor and 33 items.
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Table 4.

Factor Weighing Values of The Single Factor Scale.

Attitude Items Initial Extraction (Weighing Values)
Attitudel 1.00 42
Attitude2 1.00 A8
Attitude3 1.00 .52
Attitude4 1.00 .52
Attitude5 1.00 .45
Attitudeb 1.00 .50
Attitude?7 1.00 .45
Attitude8 1.00 .56
Attitude9 1.00 49
Attitudel0 1.00 .55
Attitudell 1.00 .57
Attitudel2 1.00 .52
Attitude13 1.00 .59
Attitudel4 1.00 .61
Attitudel5 1.00 .54
Attitudel6 1.00 .50
Attitudel7 1.00 .46
Attitudel8 1.00 A4
Attitude19 1.00 .53
Attitude20 1.00 .51
Attitude21 1.00 .45
Attitude22 1.00 48
Attitude23 1.00 A2
Attitude24 1.00 .52
Attitude25 1.00 .54
Attitude26 1.00 .54
Attitude27 1.00 .52
Attitude28 1.00 .65
Attitude29 1.00 .51
Attitude30 1.00 .58
Attitude31 1.00 .51
Attitude32 1.00 .53
Attitude33 1.00 .45

Calculation of Reliability

After the factor analysis, and final revisions, Cronbach Alpha internal consistency score of the scale
was calculated as a=.94. For reliability internal consistency coefficient is required to be at least a=.70
(Bryman & Cramer, 2005). Hence, the scale was shown to have high internal consistency. Furthermore,
reliability of the scale items was calculated through test-retest correlation analysis. For this, the
emerged structure was reapplied to the same group two weeks later and consistencies of the answers
were compared.

However, the second application could cover 225 of the 321 students that had taken the first test.
Pearson product-moment correlation was analysed through SPSS and found as .91 which indicate
sufficient and rather high reliability (Mayer, 2013). The values arising from all these analyses and are
summarized in Table 5, together with the basic information regarding the scale.
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Table 5.
Data regarding the Scale.

Criteria Results

Target Population Secondary school 6™,7", and 8" grades

Number of Participants 321

Likert Type 5 degree (I definitely do not agree, | do not agree, |

am not sure, | agree and | definitely agree)
Item Number 33 (All affirmative)

2 science teaching experts, 3 science teachers, 3
educational sciences experts, 2 psychologists and
2 Turkish language teachers. Three students, one
from 6™, 7" and 8" grades each

Expert Opinion

KMO value .94
Factor number Single factor structure
Factor weighing values range 42 — .65
% of clarified variance 35.88
0=.94

Reliability Val
clablity value Pearson (test-retest)=.91

Discussion & Conclusion

Attitudes of students towards science and towards carrier choices in science have been object of
curiosity since 1960s (Osborne et al., 2003). Among the prominent reasons, the decrease in students’
preference of science fields and deterioration in academic success can be mentioned. Hence,
measurement of student attitudes that can be associated with success in science and comparing those
with the success has become a necessity.

Looking into the relevant literature, several scales measuring the attitudes towards science and
science course are available, which evaluate the attitudes under different factors. For example, Kind et
al. (2007) developed a multi-factor scale measuring in-school and out-school attitudes towards science,
content of science, importance of science, doing practice in science and working in science in future. In
another study, Cheung (2009) developed a scale measuring the attitudes of students towards chemistry
course in four dimensions namely liking theoretical and practical chemistry courses, believes regarding
functionality of the chemistry course and tendency to learning chemistry. In the scale they developed,
Francis and Greer (1999) focused on attitudes towards importance of science, the science course and
science as a carrier choice. Attitude scale of Pell and Jarvis (2001) included subtitles of interest in
science, independent research tendency, liking the school, social content of science and science as a
difficult subject. Finally, Nuhoglu (2008) addressed the attitudes towards the science and technology
course as attitudes towards the course and towards the activities performed.

As it emerges from these examples, the present attitude scales do not measure the attitudes
towards using the scientific process steps, which are inherent to the teaching of science. With the
purpose of filling this gap in the literature, this study aimed to develop a scale which can measure
attitudes of lower-secondary level students towards using scientific process steps. By this means,
investigating the effects of students’ attitudes towards using scientific process steps over their gaining
of scientific process skills is conducted.
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In brief, Attidude Scale for Using Scientific Process Steps is a 5 point Likert type scale measuring the
degree of attitudes as from “I definitely do not agree: 1” to “I definitely agree: 5” points (For the last
version of the scale, see the appendix 1). For each item, the lowest point 1 indicates negative attitude.
As the points increase the attitudes turns to positive and 5 points indicate the highest degree of positive
attitude. As a result of factor analysis, the scale was concluded as a one dimension test covering 33
items. The points that can be scored range from the lowest 33 to the highest 165.

Internal Coherence analysis of the total scores resulted in a Cronbach Alpha coefficient of .94
indicating sufficient reliability. Furthermore, test-retest analysis revealed high correlation (.91) between
the first and second applications of the scale. Consequently, development of the scale was concluded
and a valid and reliable attitude scale was achieved towards using of scientific process steps.
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Tirkge Suiriim

Girig

Glnumuz fen egitiminin baglica amaclarindan birisi 6grencilere bilimsel dusiinme becerisi
kazandirmak yani bilimsel stireci kullanmayi 6gretmektir (Erdogan, 2007; Tan & Temiz, 2003). Bilimin
dogasinda olan arastirma, sorgulama ve deneme istegi de bilimsel slirecte yer alan temel unsurlardandir.
Onceleri bilimsel diisiinme ya da elestirel diisiinme kavramlari bilimin birer metodu olarak gériiliirken
glinimuizde bilimsel metot, bazi belirgin becerilerle tanimlanmaya baslanmistir. Genel olarak bu metot
bilimsel siire¢ becerileri bashg altinda ele alinmaktadir (Ozgelen, 2012). Ogrencilere bilimsel siireg
becerisi kazandirmak ise glinimlz fen egitimi programlarinin temel hedeflerinden birisi durumundadir
(MEB, 2013).

Arastiran, sorgulayan, inceleyen, ginlik hayatiyla fen konulari arasinda baglanti kurabilen,
karsilastigi problemleri ¢ozmede bilimsel metodu kullanabilen, olaylara bir bilim adaminin bakis acisiyla
yaklasabilen bireyler yetistirmek, fen 6gretiminin temellerini olusturmaktadir (Kaptan, 1999). Bireylerin
bu o6zelliklere sahip olmalari icin arastirma yol ve yontemlerini 6grenmeleri ve uygulamalari kaginilmaz
hale gelmistir.

Bilimsel slire¢ becerileri, bilgiyi yapilandirmada, problemi belirlemede ve Uzerinde disiinerek sonuca
ulasmada kullandigimiz disinme becerileridir (Bybee & DeBoer, 1993). Bilimsel siire¢ farkli uzmanlarca
cesitli basamaklara ayrilarak tanimlanmistir. Genel olarak ikiye ayrilan sirecte, temel beceriler ve
birlestirilmis beceriler seklinde bir siniflama mevcuttur (Padilla, Okey & Garrard, 1984). Temel beceriler;
gozlem yapma, 6lgme, siniflandirma, tahmin etme, c¢ikarim yapma ve bilimsel iletisim seklinde
tanimlanmistir (Duran, 2008; Karar, 2011; Kilig, 2003; Rezba, Sprague, McDonnough & Matkins, 2007;
Serin, 2009). Birlestirilmis bilimsel stire¢ becerileri ise genel olarak su basliklar altinda ele alinmistir;
degiskenleri belirleme ve kontrol etme, hipotez kurma, verileri yorumlama, deney yapma, model
olusturma (Duran, 2008; Kaptan, 1999; Rezba et. al., 2007).

Ogrencilere bilimin dogasini anlama ve problemlere bilimsel yaklasabilme kabiliyeti kazandirmay:
amaglayan fen egitimi, ayni zamanda oOgrencilerin bilime karsi olumlu tutum gelistirmelerini de
hedeflemektedir (MEB, 2013). Bilimsel sire¢ basamaklarini kullanacak 6grencilerin bu sirece karsi
tutumlari da beceri gelistirmelerini etkileyecektir.

Allport (1935) “tutum”u, bireyleri herhangi bir olaya, olguya, nesneye iliskin 6nceden hazirlayan ve
tepki vermeye yonlendiren ruhsal ve sinirsel hazirolus durumu olarak tanimlarken; Eagly ve Chaiken
(1993), bir olgunun begenilme veya begenilmeme derecesi ile ifade edilen psikolojik bir egilim seklinde
yorumlamistir. inanglar ise tutumlarin yapi taslanidir (Ozgiiven, 1994). “Matematik yetenek isidir, ben
yetenekli degilim” diyen bir kisi matematige karsi olan inancini dile getirirken, matematik dersini
sevmeme bir tutum gostergesidir. Tutumun Gg¢ boyutu vardir. Bunlar yon, derecesi ve yogunlugu olarak
tanimlanmistir (Allport, 1935; Ozgiliven, 1994). Yén boyutu tutumun hoslanma ya da hoslanmama gibi
niteligini gésterirken derece boyutu ise bu yoniin duygusal tonunu belirtmektedir. Tutumun yogunlugu
ise birey tarafindan hissedilen ve davranisa ne derece yansidigiyla ilgilidir (Eagly & Chaiken, 1993).

Egitim ve Ogretim slrecinde tutumlarin 6lglilmesi, bireylerin belli durumlara yonelik tutumlarini
tespit ederek ilerideki davraniglarini kestirmek, kosullarla ilgili tutumlarini ortaya ¢ikarmak, tutumlarini
degistirmek ya da yeni tutumlar olusturmak Uzere bireylerin mevcut duygularini 6grenmek gibi acilardan
faydali olmaktadir (Anastasi & Urbina, 1997; Demirbas & Yagbasan, 2006; Hancger, Uludag & Yilmaz,
2007). Bu sayede bireylerin davranislarinin nedenleri tespit edilerek egitim-6gretim ortamlarinin
ihtiyaclara gore yeniden dizenlenmesi saglanabilir. Bu da egitimin tim bireylere daha kaliteli bir sekilde
sunulmasina olanak verecektir.
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Yapilan birgok c¢alismada Ogrencilerin derslere karsi tutumlarinin  6grenmelerini  etkiledigi
belirlenmistir (Akpinar, Yildiz, Tatar & Ergin, 2009; Meyveci, 1997; Osborne, Simon & Collins, 2003; Peker
& Mirasyedioglu, 2003). Fen 6gretimi alaninda yapilan g¢alismalarda bilimsel siire¢ becerilerine dayal
o6grenme yaklasimi ile 6grencilerin fen dersine ve bilime karsi tutumlarinin birbirleri Gzerindeki etkileri
arastirlmistir (Aydogdu, 2006; Bahadir, 2007; Duran, 2008; Karar, 2011; Ozdemir, 2004; Walters &
Sayibo, 2001). Bu calismalarda 6grencilerin tutumlarini 6lgmek icin gesitli 6lgcekler kullaniimistir. Selvi
(1996), Pell ve Jarvis (2001), Kind, Jones ve Barmby (2007), Nuhoglu (2008) fen veya laboratuvar
derslerine; Francis ve Greer (2006), Duran (2008), Moore ve Foy (1997) ise bilime yonelik tutum o6lgekleri
gelistiren bazi arastirmacilardandir.

Yapilan g¢alismalar gostermistir ki bireylerin tutumlari onlarin 6grenme ve beceri kazanmalarinda
etkilidir. Ornegin, olumlu tutuma sahip olan 6grenciler derse karsi daha olumlu davraniglar gdstermekte,
bu durum da onlarin verilen goérevleri yerine getirmede istekli olmalarina ve 6grenmek icin daha fazla
¢aba harcamalarina kaynaklik etmektedir (Braten & Stromso, 2006; Duarte, 2007; Ozden, 2009).

Yukaridaki agiklamalar dogrultusunda bu ¢alismada, fen 6gretiminde 6grencilerin bilimsel sireci
kullanmaya yonelik tutumlarini ortaya c¢ikaracak bir oOlgek gelistirmek amaglanmistir. Calismanin
digerlerinden farki, bireylerin fen dersine ya da bilime karsi tutumlarindan ziyade bilimsel siireg
basamaklarini kullanmaya yénelik tutumlarini Glgebilecek bir Olgegin gelistirilmesidir. Bu sayede,
bireylerin bilimsel sire¢ basamaklarini kullanmaya yonelik tutumlariyla bilimsel sireg¢ becerilerini
kazanma dizeyleri arasindaki iliski tespit edilebilecektir.

Yontem
Katilimcailar

Arastirmanin evrenini, 2013-2014 egitim-6gretim yilinda, Tirkiye’deki ortaokullarda 6grenim goren
6, 7 ve 8. sinif 6grencileri, arastirmanin 6rneklemini ise, 2013-2014 egitim-6gretim yilinda Bati Karadeniz
bolgesindeki bir ilgede g farkh okulda 6grenim goéren 6. 7. ve 8. siniftan toplam 321 ortaokul 6grencisi
olusturmaktadir. Arastirmaya katilan 6grencilerin siniflara gére dagihimlari su sekildedir: Birinci okulda 6.
siniftan 34, 7. siniftan 30, 8. siniftan 36 6grenci; ikinci okulda 6. siniftan 55, 7. siniftan 59,8. siniftan 61
dgrenci; Uclincli okulda 6. siniftan 15, 7. siniftan 18, 8. siniftan 13 &grenci. Orneklemin cinsiyete gore
dagilimi ise Tablo 1’de verilmistir.

Tablo 1.
Orneklemin Cinsiyete Gére Dagilimi.

Kiz Erkek Toplam
Okul 1 50 50 100
Okul 2 81 94 175
Okul 3 26 20 46
Toplam 157 164 321

Bilimsel Siire¢ Basamaklarini Kullanmaya Yénelik Tutum Olgegi Gelistirme Asamalari

Ortaokul o6grencilerinin bilimsel sirece yoénelik tutumlarinin oOlgilmesi icin planlanan 6lgek 33
maddeden olusmaktadir. Arastirmada, 6lcek derecelemesi Likert tipi olup: “kesinlikle katilmiyorum: 1”,
“katilmiyorum: 2”, “kararsizim: 3”, “katiiyorum: 4” ve “kesinlikle katiliyorum: 5” seklinde yapilmistir.
Olgek maddelerinin tamami olumlu ciimlelerden olusmaktadir. Maddeler olusturulurken temel bilimsel
siirec becerileri dikkate alinmistir. Ogrencilerin seviyeleri g6z éniinde bulunduruldugundan yiiksek bilig
diizeyi gerektiren birlestiriimis bilimsel siirec becerileri dikkate alinmamistir. Olgek gelistirme asamalar
su sekilde planlanmistir:
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e Tutum maddelerinin olusturulmasi,
e Uzman gorisiine bagvurulmasi,

¢ On denemenin yapilmasi,

e Maddelerin faktor analizi,

e Guvenirligin hesaplanmasi.

Tutum Maddelerinin Olusturulmasi

Tutum maddeleri hazirlanmadan 6nce bilimsel siire¢ ve bu sirecteki uygulama basamaklari ile ilgili
genis bir literatur taramasi yapilmistir. Ardindan 6grencilerin bu strece yonelik tutumlarini 6lgcen daha
once gelistirilmis 6lgekler arastirilmistir. Bunlara ek olarak 6lgegin hitap edecegi ortaokul 6grencilerinin
fen bilimleri egitim programi hedef ve icerikleri de dikkate alinmistir. Bu calismalar ve psikolojik
testlerden tutum olgen test gelistirmeyle ilgili dokiimanlar incelenerek 35 sorudan olusan bir madde
havuzu olusturulmustur.

Uzman Goriisiine Bagvurulmasi

Madde havuzu olusturulduktan sonra, maddeler gesitli uzmanlarin gériisine sunulmus ve 6lgekte
diizenlemeler yapilmistir. Gorlistine bagvurulan uzmanlar; iki fen bilimleri egitimi uzmani, tg fen bilimleri
dersi 6gretmeni, l¢ egitim bilimleri uzmani, iki psikolog, iki Turkce dersi 6gretmeni. Bunlarin yaninda
olcegin anlasihrhigini kontrol etmek icin 6, 7 ve 8. siniftan birer tane olmak tizere (g ortaokul 6grencisine
de gorisleri sorulmustur. Uzmanlarin degerlendirmelerinden sonra baslangicta 35 maddelik olan testten
iki madde atilmistir. 12 yargi ise tekrar dizenlenmistir. Sonugta tamami olumlu 33 maddelik, 5’li
derecelendirilmis bir tutum 6lgegi olusturulmustur.

On Denemenin Yapilmasi

Bilimsel siirece yonelik hazirlanan tutum 6lgegi lic ayri okulda 6, 7 ve 8. siniflardan, 157’si kiz, 164’Q
erkek, toplam 321 6grenciye uygulanmistir. Her okul icin her sinif seviyesinden esit sayida katihmci
olmasina dikkat edilmistir. Olcek gelistirmede daha gegerli sonuglar elde etmek icin 6rneklem sayisinin
madde sayisinin en az 5 kati olmasi istenmektedir (Bryman & Cramer, 2005). Arastirmada bu kural goz
oninde bulundurulmus ve vyeterli sayida katihmci saglanmistir. Rehberlik derslerinde yapilan
uygulamada 6grencilerden 30 dakikalik sire iginde Olgegi yanitlamalari istenmistir. Baslangicta
¢alismanin amaci 6grencilere agiklanmis ve istemedikleri takdirde isimlerini yazmayabilecekleri
hatirlatiimistir.

Maddelerin Faktor Analizi

Uzman gorusleriyle birlikte olcegin icerik gecerligi saglanmis ve uygulamasi yapilmistir. Uygulamadan
elde edilen puanlarla faktor analizi yapilarak Olgegin yapi gecerligi ortaya ¢ikarilmistir. Yapi gecerligi,
Olglilmek istenen degerin 6lgme araci tarafindan ne derece dogru Olguldigini tespit etmek igin
onemlidir (Klinie, 2005; Tavsancil, 2002).

Faktor analizi ile gok sayidaki degiskenin birkag¢ degiskenle ifade edilip edilemeyecegi, eger edilecekse
faktor adi verilen bu yapilarin ortaya cikarilmasi saglanir. Agimlayici ve dogrulayici olmak tzere iki
yontemi vardir (Brayman & Cramer, 2005). Acimlayici faktér analizi yeni bir test gelistirilirken,
dogrulayici faktoér analizi ise var olan bir testin gecerli-glivenilir olup olmadigini tespit etmek igin
kullanilir (Erkus, 2012). Bu galismada yeni bir 6lgek gelistirildiginden agimlayici faktoér analizi segilmistir.
SPSS programinda temel bilesenler analizi kullanilarak her bir maddenin faktor yiiki, olgekte olasi faktor
sayisi ve faktorlerin varyansin ylzde kagini temsil ettigi ortaya cikarilmistir. Bunlarin yaninda, 6lgegin
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uygunlugunu kontrol etmeye yardimci olan Kaiser-Meyer-Olkin (KMO) testi puani ile Barlett testi
puanlari da hesaplanmistir.

Kaiser-Meyer-Olkin (KMO) testi, faktor analizine tabi tutulan verilerin yapiyr 6lgmedeki yeterligini
gosterirken; Barlett testi, maddelerin bir 6riinti ¢ikarip ¢ikaramayacagi hakkinda bilgi verir.Bu degerlerin
yeterligi saglandiktan sonra faktoér analizine devam edilir. Kaiser’e gére (1974) faktor analizi yapabilmek
icin KMO degerinin .60’tan bliyik olmasi gerekmektedir. Barlett testi sonucunda ise p<.00 degeri
saglanirsa maddelerin faktor analizine uygun olduguna karar verilerek analize devam edilir. Calismadaki
maddelerin KMO ve Barlet testi degerleri Tablo 2’deki gibi bulunmustur.

Tablo 2.

Kaiser-Mayer-Olkin (KMO) ve Barlett’s Test Sonuglari.

KMO Testi .94

Barlett Testi X 4386.47
df 528
P .00

Tablo 2 incelendiginde KMO degerinin .60’tan buyik (.94) yani maddeler arasi i¢ tutarliigin yiksek
oldugu gorilmektedir. Barlett testi degerinin ise p=.00 anlamlilik diizeyine sahip oldugu tespit edilmis;
evrendeki dagilimin normal oldugu sonucuna ulasiimistir. Elde edilen bu sonuglar faktor analizine devam
edilebilecegini gbstermistir.

Analiz sonucu 6lgege alinacak madde sayisina ve faktor sayisina karar verilirken sunlara dikkat edilir:
Maddelerin faktorle olan iliskisinin derecesi faktor yiik degeriyle belirlenir. Maddelerin o faktore ait
olabilmesi igin faktor yik degerinin en az .30 olmasi gerekmektedir. Maddelerin hangi faktére dahil
oldugu yiik degerlerine bakilarak tespit edilir ve en az 0.10’luk farkla madde, yik degeri blyik olan
faktore ait kabul edilir. Modelin faktor sayisi 6z degeri (eigen) birden biyik olan faktor sayisi kadardir.
Scree plot’a bakilarak modeldeki olasi faktérler daha net goriilmektedir. Faktor sayisini belirlemede
ikinci kriter faktorlerin acikladigi varyans miktarlaridir. Faktér olarak kabul edilebilmek icin her bir
faktoérin agikladigl varyans miktari en az %5.00; toplam varyansin agikladigl degerin ise en az %35.00
olmasi gerekmektedir (Klinie, 2005; Blyukoztirk, 2002).

14
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10 9

1 3 5 7 9 11 13 15 17 19 21 23 25 27 29 31 33
Bilesen Sayisi

Grafik 1. Faktorlerin 6zdeger grafigi.
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Tablo 3.

Faktérlerin Toplam Varyansi Agiklama Durumlari.

Bilesenler Baslangic Oz degerleri Dondirilmis Kareli Yiklerin Toplami
Toplam Varyans % Kumdulatif % Toplam Varyans % Kumdulatif %

1 11.84 35.88 35.88 11.84 35.88 35.88

2 1.52 4.59 40.47 1.52 4.59 40.47

3 1.35 4.10 44.57 1.35 4.10 44.57

4 1.13 3.42 47.99 1.13 3.42 47.99

5 1.05 3.19 51.19 1.05 3.19 51.19

6 .99 3.00 54.18

7 .93 2.83 57.01

8 .90 2.72 59.73

9 .87 2.65 62.38

10 .85 2.57 64.94

11 .78 2.37 67.32

12 .76 2.29 69.60

13 74 2.25 71.85

14 71 2.15 74.00

15 .68 2.05 76.05

16 .64 1.94 77.99

17 .63 1.91 79.89

18 .60 1.82 81.71

19 .57 1.74 83.45

20 .55 1.65 85.10

21 .53 1.61 86.71

22 49 1.49 88.19

23 47 1.41 89.60

24 43 1.31 90.92

25 42 1.26 92.17

26 .39 1.18 93.35

27 .38 1.14 94.50

28 .36 1.09 95.59

29 .34 1.02 96.61

30 31 .95 97.56

31 .29 .88 98.44

32 .26 .79 99.22

33 .26 .78 100.00

Bu bilgiler dogrultusunda yapilan analiz sonucunda maddeler 6zdegeri 1’den buyik 5 faktér altinda
toplanmistir (Grafik 1). 5 faktorin agikladigr varyans miktari ise %51.19’dir. Faktérlerin tek tek agikladig
varyans miktarina bakildiginda; 1. faktor varyansin %35.88’sini, 2. faktor %4.59’Und, 3. faktor %4.10’in{,
4. faktor %3.42’ini ve 5. faktor %3.19° (inl agiklamaktadir. Bu sonuglardan yola gikildiginda 1.faktor ile
diger faktorlerin acikladiklari varyans miktarlari arasinda bayik fark oldugu ve 1. faktérin tek basina
toplam varyansin %35’i gibi yeter diizeyde bir degere sahip oldugu gorilmektedir (Tablo 3). Ayrica diger
faktorlerin varyans yiizdeleri toplam varyansta istenen %5’lik degere ulasamamistir.Bu sonuglara gore
déndirme islemine gerek duyulmamis ve 6lgegin tek boyutlu olmasina karar verilmistir. Olcek
maddelerinin faktoér yiuk degerleri ise .42 ile .65 arasinda degerler almistir (Tablo 4). Yik degerleri
.30’dan buyik oldugu icin 33 maddenin tamami degerlendirmeye alinmis ve bu asamada hig¢ bir madde

elenmeyerek 6lgek tek boyutlu ve 33 madde olarak kabul edilmistir.
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Tablo 4.

Tek Boyutlu Olgedin Faktér Yiik Degerleri

Tutum maddeleri initial Extraction (YUk degerleri)
Tutuml 1.00 42
Tutum?2 1.00 48
Tutum3 1.00 .52
Tutum4 1.00 .52
Tutum5 1.00 45
Tutum6 1.00 .50
Tutum? 1.00 45
Tutum8 1.00 .56
Tutum9 1.00 49
Tutum10 1.00 .55
Tutum11l 1.00 .57
Tutum12 1.00 .52
Tutum13 1.00 .59
Tutum14 1.00 .61
Tutum15 1.00 .54
Tutum16 1.00 .50
Tutum17 1.00 .46
Tutum18 1.00 A4
Tutum19 1.00 .53
Tutum20 1.00 .51
Tutum21 1.00 .45
Tutum22 1.00 .48
Tutum23 1.00 42
Tutum24 1.00 .52
Tutum25 1.00 .54
Tutum26 1.00 .54
Tutum27 1.00 .52
Tutum28 1.00 .65
Tutum29 1.00 .51
Tutum30 1.00 .58
Tutum31 1.00 .51
Tutum32 1.00 .53
Tutum33 1.00 .45

Givenirligin Hesaplanmasi

Faktor analizi sonucu son sekli verilen 6lgegin Cronbach Alpha ig tutarlk katsayisi hesaplanmis ve bu
deger a=.94 olarak bulunmustur. Givenirlik icin i¢ tutarlik katsayisinin en az a=.70 olma sarti vardir ve
bulunan sonug 6lgegin yiiksek bir i¢ tutarliga sahip oldugunu géstermektedir (Bryman & Cramer, 2005).
Ayrica Olcek maddelerinin test tekrar test korelasyonu ile glvenirligi de hesaplanmistir. Bunun igin,
ortaya cikan yapi ayni gruba iki hafta sonra tekrar uygulanmis ve cevaplar arasindaki tutarlik
karsilastiriimistir.

ilk uygulamada 321 katilimciya ulasilirken, ikinci uygulamada ayni gruptan 225 kisiye ulasilmis ve
testin tekrar 225 kisi Gzerinden degerlendirilmistir. SPSS programinda Pearson Momentler Carpimi
Korelasyon Degeri hesaplanmistir. iki testteki toplam puanlar iizerindeki karsilastirmada Pearson
Korelasyon Degeri .91 olarak bulunmustur. Bu deger 6lgegin tutarhlik agisindan yeterli ve oldukga iyi bir
guvenirlige sahip oldugunu géstermektedir (Mayer, 2013).
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Tim bu analizler sonucunda gelistirilen Olgekle ilgili ortaya ¢ikan degerler ve bilgiler Tablo 5'de
Ozetlenmistir.

Tablo 5.

Olgekle llgili Bilgiler

Kriterler Sonuglar

Hedef kitle Ortaokul 6, 7 ve 8. siniflar

Katilimci sayisi 321

Likert Tipi 5’li derecelendirilmis (Kesinlikle katilmiyorum,
katilmiyorum, kararsizim, katiliyorum,kesinlikle
katiliyorum)

Madde sayisi 33 (Tamami olumlu)

Uzman gorisi 2 Fen bilimleri egitimi uzmani, 3 Fen bilimleri

o6gretmeni, 3 Egitim bilimleri uzmani, 2 Psikolog, 2
Tirkce 6gretmeni, 1’er tane 6, 7 ve 8. sinif

ogrencisi
KMO degeri .94
Faktor sayisi Tek faktorli yapi
Faktor yik degerleri aralig 42— .65
Aciklanan varyans ylzdesi 35.88
Guvenirlik degeri 0=.94

Pearson (test-tekrar-test)= .91

Tartisma ve Sonug

Ogrencilerin fen bilimlerine ve fen bilimleri alanlarinda kariyer secimine dair tutumlari 1960’l
yillardan beri merak konusu olmustur (Osborne et. al., 2003). Bunun en 6nemli nedenlerinden birisi
ogrencilerin fen bilimleri alanlarini tercihlerinde bir dustsiin gorilmesi, bir digeri ise akademik
basaridaki dustslerdir (Gardner, 1975). Bu dogrultuda fen bilimlerindeki basariyla iliskisi olabilecegi
dusindlen 6grenci tutumlarini 6lgmek ve basariyla kiyaslamak bir ihtiyac haline gelmistir.

Literatlr incelendiginde ginimize kadar bilime ve fen derslerine yonelik tutumlar olcen cesitli
dlgeklerin gelistirildigi ve tutumlari fakli boyutlar altinda ele aldiklari goriilmektedir. Ornegin, Kind vd.
(2007) galismalarinda okul ici ve disinda bilime, bilimin icerigine, bilimin dnemine, fen bilimlerinde pratik
yapmaya ve gelecekte bilim alaninda c¢alismaya yonelik tutumlarn oOlgen ¢ok faktorli bir 6lgek
gelistirmiglerdir. Bir baska c¢alismada, Cheung (2009) 6grencilerin kimya dersine ydnelik tutumlarini
teorik ve pratik kimya derslerinden hoslanma, kimya dersinin islevselligi hakkinda inanglar ve kimya
o6grenmeye egilim seklinde dort boyutta inceleyen bir 6lgek gelistirmistir. Francis ve Greer (1999)
gelistirdikleri Olcekte, fen bilimlerinin 6nemine, okuldaki fen dersine ve kariyer olarak fen bilimlerine
yonelik tutumlari ele almislardir. Pell ve Jarvis’in (2001) tutum olgegi fen bilimlerine ilgi, bagimsiz
arastirma egilimi, okulu sevme, toplumda fen ve zor bir konu olarak fen alt baslklarini icermektedir.
Nuhoglu’nun (2008) gelistirdigi olcek ise fen ve teknoloji dersine yonelik tutumlar derse yonelik
tutumlar ve yapilan etkinliklere yonelik tutumlar seklinde ele almistir.

Gorildugi tizere gelistirilen tutum 6lgekleri 6grencilerin fen bilimleri 6gretiminin dogasinda yer alan
bilimsel stire¢ basamaklarini kullanmaya yoénelik tutumlarini dlgmemektedir. Literatirdeki bu eksikligi
kapatacagi dislincesiyle bu ¢alismada ortaokul 6grencilerinin bilimsel slire¢ basamaklarini kullanmaya
yonelik tutumlarini 6lgen bir 6lcek gelistirilmistir. Bu sayede 6grencilerin bilimsel sire¢ becerileri
kazanmasinda bilimsel stire¢ basamaklarini kullanmaya yoénelik tutumlarinin etkisi incelenebilecektir.

Ozet olarak bilimsel siire¢ basmaklarini kullanmaya ydnelik tutum 6lgegi 5’li Likert tipi bir 6lgek olup
tutumlar “kesinlikle katilmiyorum: 1’den kesinlikle katiliyorum: 5’e” kadar puanlanarak olusturulmustur
(Olgegin son hali igin bkz Ek 1). Olgekte her madde igin alinan puanlardan en diistigii 1, olumsuz tutumu
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gosterirken; puan arttikga tutumlar olumluya dénismekte ve 5 puan olumlu tutum igin en yiiksek
dereceyi gbstermektedir.

Olgek, yapilan analizler sonucu tek boyutlu ve 33 madde olarak olusturulmustur. Bu durumda bir
katilimcinin testten alabilecegi en diisiik puan 33, en yiiksek puan ise 165 puandir. Toplam puanlar ile
yapilan i¢ tutarhk analizi sonucunda Cronbach Alpha katsayisi .94 bulunmustur. Bu da 6lcegin yeterli bir
glvenirlige sahip oldugunu gostermektedir. Ayrica test-tekrar-test yéntemiyle elde edilen sonuglardan
olgegin ilk uygulamasi ile ikinci uygulamasi arasinda yiksek korelasyon (.91) oldugu tespit edilmistir.
Boylece Olgcek gelistirme galismasi tamamlanmis ve bilimsel siire¢ basamaklarini kullanmaya yodnelik
gecerli ve glivenilir bir tutum o6lgegi gelistirilmistir.
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Appendix 1. [Ek 1]. Bilimsel Siirece Yonelik Tutum Olgegi

Sevgili Ogrenciler,

Bu uygulama, fen 6gretimi ile ilgili bir arastirma icindir. Bunun sonucunda size herhangi bir not
verilmeyecektir.

Her climle igin: KESINLIKLE KATILMIYORUM(1), KATILMIYORUM (2), KARARSIZIM (3), KATILIYORUM (4)
ve KESINLIKLE KATILIYORUM(5) olmak (izere bes secenek bulunan 33 soru verilmistir. Her soru icin size
en uygun gelen secenegi asagida verilen érnekteki gibi isaretleyiniz.

Ornek: Bu anketi doldurmak zevkli olacak X

Sorulari igtenlikle cevaplamaniz, ¢galismanin daha nitelikli olmasini saglayacaktir.
Katkilariniz icin tesekkir eder, basarilar dilerim.

Cinsiyetiniz: Kiz:o Erkek:O
Gegtigimiz yil fen bilimleri dersi notunuz: .................

1. ilk kez gérdiigiim bir canlyi biyiteg kullanarak incelemek hosuma gider.

2. Tanimadigim bir kimyasal maddeyi rengine ve sekline gére tahmin etmek
eglencelidir.

Bir makinenin nasil calistigini anlamak igin icini acip incelemek hosuma gider.

Canhlardaki degisimleri gozlemleyerek kesfetmek eglencelidir.

Bir canhyir mikroskopla incelemek eglencelidir.

o v iew

Dogadaki degisiklikler her zaman ilgimi ceker.

7. Tanimadigim hayvanlari kemik iskeletleri olup olmadigina gore siniflandirirsam
daha kolay 6grenebilirim.

8. Bilmedigim bir maddenin parlaklik, sertlik vb. 6zelliklerine bakarak ait oldugu
grubu bulmak eglencelidir.

9. Kayaclari meydana gelis sekillerine gére gruplara ayirmak 6grenmeme yardimci
olur.

10. Besinleri protein, yag ve karbonhidrat gibi iceriklerine gore gruplayarak
o6grenmek faydalidir.

11. Bitkileri gicekli, ciceksiz vb. 6zelliklerine gore gruplayarak incelemek 6grenmemi
kolaylastirir.

12. Bliyidigumi anlamak i¢in zaman zaman metre veya mezura ile boyumun kag
santim oldugunu 6lgmek eglencelidir.

13. Bulundugum ortamda termometre varsa kag¢ dereceyi gosterdigine cogunlukla
bakarim.

14. Terazi kullanarak maddelerin kitlelerini 6lgmek eglencelidir.

15. Maddeler arasindaki benzerlik ya da farklar 6l¢im yaparak bulabilirim.

16. Sivilarin kitle ve hacmini 6lgmek onlari tanimam igin bana bilgi verir.

17.Bilmedigim bir canliyi gbzlemleyerek ne oldugunu tahmin etmek eglencelidir.

18. Bir problemin nedenini bulmak igin tahminlerde bulunmak hosuma gider.

19. Bir olayla ilgili elimdeki bilgileri kullanarak fikir yritmeyi severim.

20. Bir arastirmaya baslarken sonugla ilgili tahminlerde bulunmaktan zevk alirim.
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21.Bir deney yaparken olgimlerde bulunmadan 6nce tahmin yiritmek hosuma
gider.

22. Arastirma yaparken buldugum sonuglara gére yeni tahminlerde bulunmak
hosuma gider.

23. Hava durumu 6élgiimlerine bakarak sicaklik ya da yagisi tahmin etmek
eglencelidir.

24. Bir deneyin sonunda gozlemlerime bakarak sonuca ulasmak beni
heyecanlandirir.

25. Hastaliklarla ilgili 6grendigim bilgilerle hastaliga yakalanmamak icin yapilmasi
gerekenleri bilebilirim.

26. Erozyonun sebeplerini 6grenirsem erozyona karsi alinabilecek tedbirleri de
tahmin edebilirim.

27.Yaptigim bir arastirmanin sonuglarini arkadaslarimla paylagsmaktan zevk alirnm.

28. Bir deneyin sonucunu rapor olarak sunmak hosuma gider.

29. Bir arastirmanin bulgularini arkadaglarimla tartigmaktan zevk alirim.

30. Yaptigim bir calismayi sinifta anlatmak beni mutlu eder.

31. Deney sonuglarini grafiklerle gdstermeyi severim.

32.Yaptigim bir arastirmanin sonuglarini arkadaslarimin buldugu sonuglarla
karsilastirmak eglencelidir.

33. Bilimsel yarismalara katilmak hosuma gider.
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