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About Us

YILDIZ Journal of Educational Research (YJER) is an international, open-access, peer-reviewed academic journal publishing
research manuscripts in all fields of education.

YJER has a vision of "quality education for all" in the world. YJER publishes both theoretical as well as empirical and methodological
contributions to educational research focusing on current developments in all areas of educational sciences, research methodology,
and design. YJER prioritizes studies that can offer different approaches to researchers, policy makers, professionals, and practitioners
in the field. The journal welcomes submissions from a variety of disciplinary perspectives across all levels of education including early
childhood, primary and secondary school education, adult education, vocational education and training, and university education,
and alternative education.

YJER is published biannually by the Faculty of Education at Yildiz Technical University, Istanbul, Turkey. All papers submitted for
publication are subject to rigorous blind peer-review.

No fi re char for th lication an mission of th rs.

Aim & Scope

YILDIZ Journal of Educational Research publishes two issues (June and December) per year. New and original articles in all
areas of Instructional Technology and Technology Education, Arts Education, Curriculum and Instruction, Educational Administration,
Educational Science, Elementary Education, Language Teaching, Mathematics Education, Linguistics, Physical Education, Pre-school
Education, Psychological Counseling and Guidance, Science Education, Social Studies Education, Special Education, Educational
Statistics, and Turkish Education are considered for publication. The journal encourages qualitative, quantitative, and mixed method
approaches to empirical research.

YJER accepts manuscripts in Turkish or English. Submission of an article implies that the work described is original, has not been
published previously, and is not considered for publication elsewhere.

The manuscripts published in this journal are archived in DergiPark system
Abstracting and Indexing
YILDIZ Journal of Educational Research is covered by the following abstracting/indexing services:

¢ Turkish Education Index

+ ASOS Index

* Modern Language Association (MLA) Index
+ Scilit

« EBSCO

* IdealOnline
Instructions for Authors
The articles to be published in the Journal of Yildiz Educational Research should follow the below guidelines:

1. Manuscripts should be original and written, considering the academic and ethical rules. They should not be previously published
or should not be under review elsewhere. Authors should consult APA Manual 6" (http://www.apa.org) while writing the manuscript.
2. Manuscripts can be submitted in Turkish or English. The title of the article should be short and should not exceed 15 words. The
abstract should not be more than 250 words. Furthermore, 3 to 5 keywords should be included.

3. The problem of the study should be clearly stated in the Introduction, followed by methods, findings, discussion, and conclusion.
4. Articles should not exceed 7000 words.

5. Format of the articles should be arranged according to YJER template and the template can be downloaded from the link provided below.
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Open Access Policy
Yildiz Journal of Educational Research

supports the Budapest Open Access Initiative statement of
principles that promotes free access to research literature. The
declaration defines open access to academic literature as free
availability on the internet, permitting users to read, record,
copy, print, search, or link to the full text, examine them for
indexing, use them as data for software or other lawful purposes
without financial, legal, or technical barriers. Information sharing
represents a public good, and is essential to the advancement of
science. Therefore, articles published in this journal are available
for use by researchers and other readers without permission
from the author or the publisher provided that the author and
the original source are cited. The articles in Yildiz Journal of
Educational Research are accessible through search engines,
websites, blogs, and other digital platforms.

Additional details on the Budapest Open Access Initiative
and their guidelines are available at htips/www.
budapestopenaccessinitiative.org/,including a Turkish translation of
the recommendations at hitp.//www.budapestopenaccessinitiative.
org/boai-10-translations/turkish-translation.

Fee - Charges

This journal assesses NO submission fees, publication fees
(article processing charges), or page charges.

Creative Commons License

A Creative Commons license is a public copyright license that
enables the free distribution of copyrighted work. Yildiz Journal
of Educational Research articles are licensed under the
Attribution-NonCommercial 4.0 International (CC BY-NC 4.0)
version. The author grants the right to share and use original
work with the condition that it be appropriately credited, it may
not be used for commercial purposes, and secondary products
must also be made available under the same terms of use.
Specific details can be found at https://creativecommons.org/
licenses/by-nc/4.0/.

Yildiz Journal of Educational Research is committed to encouraging
dissemination of academic work and interdisciplinary cooperation.

Ethics Policy

The observance of ethical principles throughout the research and
publication process is fundamental to ensuring the integrity of the
work and furthering the goal of contributing to and sharing high-
quality, objective, reliable, and useful information.

Yildiz Journal of Educational Research has adopted ethical
principles based on the guidelines prepared by the Committee
on Publication Ethics (COPE) (https://publicationethics.org/). We
implement these processes to ensure appropriate support for our
authors and their institutions, as well as our readers. It is crucial
that all of the stakeholders in the process (authors, readers and
researchers, publishers, reviewers, and editors) comply with
ethical principles.

Ethical Responsibilities of the Authors

» Studies submitted for publication must be original work of
the author. References to other studies must be cited and/or
quoted completely and accurately;

» Only those who provide a substantial intellectual contribution
to the content of the work may be cited as an author. Other
contributors may be recognized with acknowledgements at
the conclusion of the article;

» All competing interests or relationships that may be perceived
to constitute a conflict of interest must be declared and
explained;

» All studies involving human or animal subjects must comply
with national and international laws and guidelines regarding
privacy and ethical conduct (e.g., World Medical Association
Declaration of Helsinki, US National Institutes of Health Policy
on the Use of Laboratory Animals, EU Directive on the Use of
Animals) and the details of approval and observance should
be indicated in the Materials and Methods section of the
manuscript;

» Authors must be able to provide documentation showing that
they have the right to use the data analyzed, all necessary
permission related to the research, and appropriate consent;

 Raw data and other material used in the article must be
available and may be requested from the author(s) in order to
verify the validity of the reporting;

* In the event the author(s) notice an error at any point in
the publication process or after publication, they have the
obligation to inform the journal editor or publisher and
cooperate in appropriate corrective action;

» Authors may not submit their article for publication to more
than one journal simultaneously. Each application must
be initiated following the completion of any previous effort.
Previously published articles, will not be accepted, including
translations, without the proper acknowledgement of the
original author;
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» Changes in authorship designation (such as adding authors,
changing the printed order of the authors, removing an author)
once the evaluation process has begun will not be accepted in
order to protect all parties involved.

Ethical Duties and Responsibilities of the Editors

The editor is responsible for everything published in the journal.
In the context of this responsibility, editors have the following
duties and obligations:

* Endeavor to meet the needs of readers and authors;
* Maintain continuous development to improve the journal;

» Consistently work to ensure quality and academic integrity.
The editor is responsible for confirming that the publishing
policies and standards are upheld;

»  Support freedom of thought;

* Prevent business needs or other considerations from
compromising intellectual and ethical standards, including
acting in a balanced, objective, and fair manner in the course
of their duties without any discrimination based on gender,
religious or political beliefs, ethnic or geographical origin,
sponsorship, renown, or other influence;

* Apply the publicly defined publication policies created and
enforced to ensure a timely and impartial evaluation process
for all submissions;

» Protect intellectual property and to defend the rights of the
journal and author(s);

» Demonstrate clarity and transparency. The editor is expected
to ensure that any errors, inconsistencies, or misleading
statements are corrected quickly and appropriately
acknowledged;

» Perform a thorough, timely, and objective investigation of any
complaint or allegation of misconduct, including providing
the opportunity for the author to present information refuting
accusations, and to share the findings and conclusions and
implement appropriate action, which may include, but is not
limited to rejection of an article.

Reader Relationship

The editor is to make publication decisions based on expectations
of suitable and desirable material. Studies accepted for publication
must be original contributions that benefit the reader, researcher,
practitioner, and the literature. In addition, editors are obliged
to take into account feedback from readers, researchers, and

practitioners, and to provide an informative response. Readers
will also be informed of any funding provided to support published
research.

Author Relationship

* The decision to accept an article is to be based on the
importance, original value, validity, and clarity of expression
of the work, and the goals and objectives of the journal;

« Studies accepted for evaluation and publication will not be
withdrawn unless serious problems are identified;

* The editor will not disregard positive reviewer comments
unless there is a serious problem with the study;

* New editors will not change publishing decisions made by
previous editor(s) unless there is a serious problem;

* A description of the submission and evaluation process is
publicly available;

* Authors are provided with descriptive and informative

feedback.
Reviewer Relationship
* Reviewers are to be selected according to the subject of the study;
» Information and guidance for the evaluation phase is provided;

* Any conflicts of interest between authors and reviewers will be
disclosed and managed appropriately;

* Reviewer identity is to be kept confidential to preserve a blind
review process;

* Reviewers are to evaluate the study using unbiased,
scientific, and constructive comments. Unkind or unscientific
commentary will not be permitted;

* Reviewers will be evaluated using criteria such as timely
response and quality of observations;

* The pool of reviewers is to be assessed and supplemented
regularly to ensure a broad scope of expertise.

Editorial Board Relationship

The editor works with the members of the editorial board to ensure
that they are familiar with journal policies and developments in
regular meetings and announcements, and will provide training
for new members and assistance to board members during their
tenure in their role as a supporter of the journal.

» Editorial board members must be qualified and able to
contribute to the journal;
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* Members of the editorial board must evaluate studies
impartially and independently;

« Editorial board members with the appropriate expertise will be
given the opportunity to evaluate suitable articles;

e The editor will maintain regular contact with the editorial
board and hold regular meetings regarding the development
of editorial policies and other aspects of journal management.

Creativity and Openness
» Constructive criticism is to be encouraged;

* Authors will be given the opportunity to reply to criticism or
lodge complaints;

* Negative results will not be a reason for submission denial.
Ethical Responsibilities of the Reviewers

Peer review of research embodies the scientific method,
subjecting the work to the exacting scrutiny of knowledgeable
colleagues. The rigor of the review process directly affects the
quality of the literature; it provides confidence in an objective and
independent evaluation of the published work. Yildiz Journal of
Educational Research uses a double-blind review process. All
comments and the evaluation are transmitted through the journal
management system. Reviewers should:

* Only agree to evaluate studies related to their specialty;
* Return reviews promptly and within the designated timeframe;

» Evaluate with impartiality. Nationality, gender, religious beliefs,
political beliefs, commercial concerns, or other considerations
must not influence the evaluation;

* Refuse to review any work with a potential conflict of interest
and inform the journal editor;

* Maintain confidentiality of all information. Destroy manuscripts
and related material following the review. Only the final
published version may be used for any purpose;

* Report any suspicion of misconduct to the editor;

* Use thoughtful and constructive language intended to improve
the quality of the article. Hostile or derogatory comments are
not acceptable.

Ethical Responsibilities of the Publisher

The role of the publisher includes stewardship of the scholarly
record. As such, the publisher should:

* Abide by ethical principles related to research integrity; the

process of application, review, and selection; and publication;

» Collaborate with the editor and the editorial board to maintain
and develop the journal in a relationship that recognizes
editorial independence and is defined by written agreement;

* Publish content in a timely manner, including corrections,
clarifications, and retractions;

* Preserve published work.

The publication processes of the journal are conducted in
accordance with the guidelines of International Committee
of Medical Journal Editors (ICMJE), the World Association of
Medical Editors (WAME), the Council of Science Editors (CSE),
the Committee of Publication Ethics (COPE), the European
Association of Science Editors (EASE) and National Information
Standards Organization (NISO).

Examples of some activities considered to be contrary to
scientific research and publication ethics:

» Plagiarism: The representation of the ideas, methods, data,
or other work of another, in whole or in part, as one’s own.
The original source must be appropriately acknowledged.
Authors are encouraged to offer unique work that does
not rely on substantial use of other sources, regardless of
citation.

» Fraud: The use of fabricated or falsified data or other deceptive
misrepresentation of fact.

« Distortion: Manipulation of the research records, data, images,
or results, or presenting unused devices or materials as if they
were used in the research, particularly in the interests of study
sponsors.

* Republication: Duplicate submissions presented as unique
publications.

» Slicing: The use of a portion of data or findings derived from
a single research idea in multiple smaller units as separate
publications.

* Inaccurate authorship: The inclusion of individuals as named
authors who were not active contributors, the failure to include
contributors, or the inappropriate ranking of authors.

« Lack of acknowledgement of individuals, institutions, or
organizations that provided financial or other substantial
support to the work.

* Use of a thesis or unpublished study without the permission
of the owner.
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* Failure to comply with ethical rules for human and animal
research, including respect for patient rights and animal
welfare, or obtaining the required approval.

» The misuse of resources, facilities, or devices provided for
scientific research.

* The use of false or misleading statements.

On rare occasions it may be necessary for a journal to impose
sanctions on researchers who have engaged in questionable
research practices or publishing ethics malpractice: for example, a
ban against publishing any further articles in the journal when doing
so puts the journal’s reputation demonstrably at risk, or not permitting
a researcher to serve as a reviewer or editor. Bans of this nature
may be implemented for a period of time and revoked or extended if
necessary, upon review at the conclusion of the allotted time period.
Sanctions may be appealed by writing to the journal editor.

Plagiarism Policy

Plagiarism is the theft of another’s work and a violation of ethics,
regardless of whether it is intentional or not. It is unacceptable
conduct to submit or publish manuscripts using other sources
without appropriately citing the reference. It is the policy of the
Yildiz Journal of Educational Research, to use plagiarism
detection software for all submissions and to perform an editorial
review when necessary. The editor or the editorial board may
request revision or reject a manuscript that does not meet
publication standards, including plagiarism, citation or other
manipulation, or any fraudulent misrepresentation.

Copyright Transfer

Manuscripts submitted for publication in the Yildiz Journal of
Educational Research should be original, unpublished work.
Upon submission, the authors are obliged to declare that the
study, in whole or in part, has not been previously published or
evaluated for publication on any other platform. Sanctions may be
applied for failure to observe this policy.

Authors agree to transfer copyright privileges upon submission
to the Yildiz Journal of Educational Research. This transfer
takes effect upon acceptance for publication. No part of published
material may be used for any other purpose without the written
permission of the publisher.

Authors should obtain any necessary permission from the
copyright holder when using content previously published in
printed or electronic format, including pictures, tables, or other
elements. The legal, financial, and criminal responsibility resides
with the author.

Authors must return a completed copyright transfer form upon
submission.

Conflict of Interest

The editor is required to ensure that any conflicts of interest
between authors, reviewers, or other parties are disclosed and
managed appropriately to provide an independent and impartial
process.

Any potential perception of a financial or personal interest that
may affect decision-making creates a conflict of interest. The
presence of a conflict of interest is independent of the occurrence
of inappropriateness. The reliability of the scientific process and
published articles is directly related to the objective consideration
of conflicts of interest during the planning, implementation,
writing, evaluation, editing, and publication of scientific studies.

Financial relationships are the most easily identified conflicts of
interest, and if undisclosed, they undermine the credibility of the
journal, the authors, and the science. However, conflicts can also
occur through individual relationships, academic competition,
intellectual approach, and more. Authors should refrain as much
as possible from any relationship that could restrict their ability to
objectively access data or analyze, interpret, prepare, and publish
their article. Authors must disclose any relationships related to
study submissions.

Editors and peer reviewers should also be aware of potential
conflicts of interest and refrain from engaging in any activity
that could be questionable and report associations that could be
perceived as presenting a conflict.

The publication team works diligently to ensure that the evaluation
process is conducted in an impartial manner in order to protect
the interests of all parties.

The conflict of interest form and more detailed information are
available at: http://www.icmje.org/disclosure-of-interest/
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0z

Aragtirma, erken ¢ocukluk donemine yonelik resimli 6ykii kitaplarindaki duygu ifadelerinin
incelenmesi amaciyla yapilmistir. Caliymada, 2012-2020 yillar1 arasinda yayimlanan erken ¢o-
cukluk dénemine yo6nelik 91 resimli 6ykii kitab: 6rneklemi olusturmaktadir. Bu arastirmanin
verileri arastirmaci tarafindan ilgili literatiir taranarak ve bes uzman goriisii alinarak gelisti-
rilen Resimli Oykii Kitaplar1 Icerik Analiz Formu olusturularak toplanmugtir. Veriler frekans
dagilim ¢izelgeleri seklinde sunulmustur. Aragtirma sonucunda, incelenen resimli 6ykii kitap-
larmnm on farkll duyguyu igerdigi ve duygu ifadelerinin hem resimde hem metinde oldugu;
duygu ifadelerine en fazla ev ortami ve dis ortamda, en az ise okul ortaminda yer verildigi so-
nucuna ulagilmistir. Resimli 6ykii kitaplarinin ¢ogunda olumsuz duygular ile bas etme strate-
jilerine yer verildigi, karakterlerin duygusal ve fiziksel 6zelliklerine yer verme oraninin diisiik
oldugu belirlenmistir. Bununla birlikte, gocuklarin gelisim diizeyine uygun duygu tanimlama
ifadelerinin ve bagkasinin duygusunu anlamaya yonelik ifadelerin yok denecek kadar az, kendi
duygularini ifade etmenin ise ¢ogunlukta oldugu sonucuna ulasiimigtir.

ABSTRACT

The study was conducted to examine the expressions of emotion in picture storybooks for
early childhood. In the study, 91 picture storybooks for the early childhood group published
between 2012 and 2020 constitute the sample. The data of this study were collected by creat-
ing the Picture Storybooks Content Analysis Form, which was developed by the researcher
by reviewing the relevant literature and taking five expert opinions. The data were presented
in the form of frequency distribution charts. As a result of the research, it was concluded
that the picture storybooks analyzed included ten different emotions and that expressions
of emotion were found both in the picture and in the text, and that expressions of emo-
tion were mostly used in the home environment and outdoor environment, and least in the
school environment. It was determined that most of the children’s picture books included
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strategies for coping with negative emotions, and the rate of including the emotional and
physical characteristics of the characters was low. In addition, it was concluded that expres-
sions of defining emotions appropriate to the developmental level of children and expres-
sions to understand the emotions of others were almost non-existent, while expressing one’s

own emotions was the majority.
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sions of Emotion in Picture Story Books for Early Childhood. Yildiz Journal of Educational

Research, 10(2), 55-67.

GIRiS

Yasamun erken yillar1 gelisimsel siirecte kritik bir 6neme
sahiptir (Santrock, 2011). Cocuklar erken yaslarda yaparak
yagayarak ogrenirler ve i¢inde bulunduklar1 uyarici gevre
¢ocuklarin yeni deneyimler araciligiyla bilgi edinmesini
saglar (Hourcade, 2003). Bu baglamda resimli 6ykii kitap-
larinin, ¢ocuklarin bilissel, dil, sosyal duygusal ve motor
becerilerini destekleyen, pek ¢ok duyuya es zamanli hitap
eden degerli bir ara¢ oldugu soylenebilir. Ulker Erdem
(2017)e gore, ilk yillardan itibaren ¢ocuklar, resimli 6ykii
kitaplarindaki icerik, olaylar ve sonuglar: ile 6zdesim ku-
rarak kurgunun i¢ine girerler. Bu sayede kitaplarda kendi
hayatindan izler bulur, kitaptan 6grendigi yeni bilgi ve de-
neyimleri hayatina katar.

Erken ¢ocukluk déneminde ¢ocuklar resimli oykii ki-
taplarinda kendi yasam deneyimlerine benzer durumlarla
karsilagirlar. Kitaplardaki karakterler ile 6zdesim kurarak
kitaba dahil olurlar ve kahramanin deneyimleri araciliry-
la yasama iligkin bilgi edinirler. Ozellikle i yas civarinda
isimlendirilmeye baslanan basit duygulari, kitaplar aracili-
g1yla hem gorsel hem sozel olarak 6grenirler. Bu donemde
¢ocuklar duygulari anlamlandirir, duygulara neden olan
durumlar ve sonuglar: arasinda iligki kurar. Resimli 6ykii
kitaplarinda yer alan karakterlerin yasadiklar1 duygular: ve
olumsuz duygularla bas etme yollarini resimler araciligryla
ogrenirler. Kitapta gordiigii karakterin duygusu ile birlikte
resimlere bakar ve duygu ile yiiz ifadelerini eslestirir. Bu sa-
yede ¢ocuklar, hangi durumda hangi duygu ifadesini gore-
bilecegini ve kendi duygusunu nasil ifade edecegini de 6g-
renebilir (Abaci, 2005; Ewans, 2013). Harper (2016)’a gore,
duygu ifadelerinin anlagilmasi ¢ocuk gelisimi agisindan
¢ok onemlidir. Fakat, duygular soyut ifadeler oldugu i¢in
¢ocuklar tarafindan anlagilmasi ve aktarilmasi zor olabilir.
Cocuklarin duygular: tanimasi ve anlamlandirabilmesi igin
pek ¢ok destekleyici deneyim ile birlikte yetiskin destegi ya
da duygular1 somutlastirabilecek etkili araclara ihtiya¢ du-
yabilirler. Hansen ve Zambo (2007)’ya gore, resimli oykii
kitaplari, yetiskinler tarafindan gocuklarin gelisimini ve
olumsuz duygu ve deneyimlerle bas etme becerilerini des-
teklemek i¢in kullanilmalidir.

Resimli 6ykii kitaplarinin igerik ve anlam bakimindan
gocugun genel gelisimine sagladig1 katkinin yani sira kisilik

gelisimine (Kandir, 2001) paralel olarak estetik algisini da
desteklemektedir. Resimlemeler okul 6ncesi donem ¢ocuk-
lar1 igin dili temsil ettigi i¢in, cocuklarin dil gelisimine ciddi
katk: sagladigi bilinmektedir. Resimli 6ykii kitaplarinda re-
simler somutlagtirma araci olarak ¢ok islevseldir. Sozciik-
leri sembollere dontstiirerek icerigi somutlagtirmaya yar-
dimci olurlar. Bunula beraber karakterin duygu durumu ve
kisilik 6zelliklerini de aktarirlar (Bassa, 2013). Bu yoni ile
resimli oykii kitaplar1 duygulari tanima, uygun ifade etme
ve olumsuz duygular ile bas etme becerilerinin 6gretimi
ve orneklendirmesi i¢in etkili bir arag olarak kullanilabilir
(Alper, 2012; Mardi, 2006). Cocuklar giinlitk hayatta pek
¢ok olumsuz deneyim ve duygu yasayabilirler. Bu baglamda
resimli 6ykii kitaplari, yapict bir rol iistlenerek ¢ocuklara,
olumsuz deneyimlerle bag etme konusunda rehberlik eder
(Ewans, 2013). Cocuklarin karsilasmasi muhtemel olan
zorlayici konular ve catismalarin islendigi resimli 6ykii ki-
taplarinin son yillarda giderek arttifi goralmiistiir. Resimli
oyki kitaplarimin igerdigi 6zel konular agisindan cesitlilik
gostermesi ¢ocuklar1 gercek hayata hazirlamakla birlikte
toplumsallagma siirecini olumlu yonde destekler (Gilinyiiz,
2009; Ural, 2013).

Uluslararas: literatiirde resimli oykii kitaplarina yone-
lik aragtirmalara yer verilmistir. Garner ve Parker (2018)
tarafindan yapilan aragtirmada, erken ¢ocukluk dénemine
yonelik resimli 6yki kitaplarini duygularin sosyallesmesi
igin bir forum olarak degerlendirmistir. Erken dénemde
¢ocuklarla resimli 6yki kitaplarinin kullanilmas: duygu
dilinin gelismesi ve siniflarda duygu dilinin kullanilmasi
acisindan 6nemli oldugu vurgulanmigtir. Bununla birlik-
te, resimli 6ykii kitaplarinin her yastan birey i¢in duyguyla
ilgili bilgiye ulagim araci olarak énemli olduguna dikkat
cekmistir. Resimli 6ykii kitaplarinda yer alan duygu ifa-
delerinin incelenmesine yonelik yapilan aragtirmalar in-
celendiginde temalarin ortaklastigi goriilmistiir. Farkli
tilke, kiltiir ve etnik gruplarda resimli 6ykii kitaplarindaki
duygu ifadelerinin incelenmesi ve karsilasgtirilmasi (Ding
ve ark., 2021; Farkas ve ark., 2020; Grady ve ark., 2019;
Tsai ve ark., 2007) ile paylasimli kitap okuma (Bergman
ve ark., 2020; Schapira ve Aram, 2019) ve 6yki tabanl
duygusal anlamay1 destekleme miidahalesi (Michaud ve
ark., 2021) konularinda ¢aligmalar yapildig: goriilmiistiir.
Tiirkiyede resimli 6ykii kitaplar: iizerine yapilan aragtir-
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malar ge¢mis yillara dayanir (Basaran ve ark., 2021; Biger
ve ark., 2021; Dilidiizgiin, 2000; Gonen, 1993; Giileg ve
Gonen, 1997; Uzmen, 1994). Yapilan aragtirmalar 1511n-
da, son yirmi yilda, resimli 6ykii kitaplarinin fiziksel 6zel-
likleri, igerik ve konu agisindan derinlemesine incelendigi
gorulmiistir. Diizyol Tirk ve arkadaslar: (2023) tarafin-
dan yapilan arastirmada 4-6 yas 200 resimli oykii kitabi-
n1 igerik ve resimleme agisindan incelemistir. Incelenen
kitaplarin hi¢biri yetersiz bulunmamigtir. Benzer sekilde,
yapilan arastirmalarda resimli 6yki kitaplari fiziksel 6zel-
likleri, igerik ve resimleme a¢isindan incelenmis ve kitap-
larin alanyazinda kabul géren 6zelliklerin ¢ogunu tasidig:
belirtilmistir (G6énen ve ark., 2014; Gonen ve ark., 2016).
Bununla birlikte, Yesiltepe ve arkadaslar1 (2021) tarafin-
dan yapilan okul 6ncesi donem resimli oykii kitaplarinin
resimsel Ozellikleri bakimindan incelendigi karma yon-
tem arastirmasinda, kitaplarin %50’sinin okul 6ncesi do-
nem ¢ocuklarinin gelisimine uygun oldugu saptanmustir.
Resimli 6ykii kitaplar1 ile fiziksel ve igerik 6zelliklerinin
yanu sira, farkli konular ve 6zel temalar tizerine aragtirma-
lar yapildig:1 goriilmiistiir. Cocuk kitaplarinda sosyal prob-
lem ¢6zme becerileri (Atig Akyol ve Sunduvag, 2023), pro-
sosyal davranislarin kitaplar ile desteklenmesi (Uzmen ve
Magden, 2002), ¢ocuk kitaplarinin olumsuz dgeler agisin-
dan incelenmesi (Basaran ve ark., 2021), kitaplarda cinsel
gelisim ve tireme (Hassamancioglu ve Ceylan, 2023), re-
simli 6ykii kitaplarinin bilimsel siire¢ becerilerine gore in-
celenmesi (Biger ve ark., 2021), uyku ile ilgili resimli 6ykii
kitaplarinin incelenmesi (Besir ve Ceylan, 2022) gibi pek
¢ok konuda resimli oykii kitaplar: iizerine arastirmalar
yapilmistir. Dilidiizgiin (2000) yaptig1 arastirmada kitap-
larda ¢ocuklara 6zgii duygu ve ditsiincelere yer verilmedi-
gini belirtmistir. Bir bagka arastirmada, incelenen resimli
oyki kitaplarinin %9,2’sinde duygulara yer verildigi ifade
edilmistir (Gonen ve ark., 2013). Duygular ve duygu ifa-
delerine yer verme durumuna gore yapilan arastirmalar
incelendiginde 2000 yilinin bir milat oldugu s6ylenebilir.
Okul 6ncesi doneme yonelik duygular gibi soyut konular:
somutlastiran kitaplarin dilimize kazandirilmasiyla, son
yillarda yapilan arastirmalarda, resimli 6ykii kitaplarinda
duygu ifadelerinin incelenmeye basladig1 goriilmiistiir.
Resimli 6ykii kitaplarinda duygu ifadelerine yonelik ya-
pilan aragtirmalarda, korku ve siddet 6gelerini (Daglioglu
ve Camlibel Cakmak, 2009; Oztiirk ve Gonen, 2016), 6fke
ve tizlintdi duygularini inceleyen (Ceylan ve Kiling, 2021),
korku ve kayg: figiirlerinin resimleme ve igerik agisindan
inceleyen (Gonen ve ark., 2017) arastirmalar oldugu go-
rilmigtir. Resimli 6yki kitaplarinda yer alan olumsuz
duygular ve karakterlerin kullandig: bas etme stratejileri-
nin incelendigi arastirmada, ¢ocuk kitaplarinda en sik yer
verilen olumsuz duygunun, {iziintii, korku ve 6fke oldugu
belirtilmistir. Kitaplarda yer alan karakterlerin olumsuz
duygular ile baga ¢cikmada islevsel stratejileri kullandiklar:
ve en ¢ok akran ve yetiskin destegine bagvurduklar: ifade

edilmistir (Ulker Erdem ve ark., 2017). Yapilan arastirma-
larda genellikle olumsuz duygulara odaklanan aragtirma-
lara ulagilmistir. Resimli 6yki kitaplarinda yer alan tim
duygu ifadelerini kapsayan bir ¢calismaya rastlanmamustir.
Bu nedenle, bu arastirmada erken ¢ocukluk dénemine y6-
nelik resimli 6ykii kitaplarindaki duygu ifadelerinin ince-
lenmesi amaglanmaktadir.

YONTEM

Arastirmanin Deseni

Bu arastirma, “tarama’ niteliginde betimsel bir ¢alig-
madir. Biytikoztiirk, Kilig Cakmak, Akgiin, Karadeniz ve
Demirel (2019)e gore, “Bir grubun belirli ozelliklerini be-
lirlemek icin verilerin toplanmasim amaglayan ¢alismalara
tarama (survey) arastirmasi denir. Tarama arastirmalarinin
amaci genellikle arastirma konusu ile ilgili mevcut durumun
fotografini gekerek bir betimleme yapmaktir” Erken ¢ocuk-
luk dénemine yonelik resimli oyki kitaplarindaki duygu
ifadelerinin incelenmesi amaglanan bu arastirmada tarama
yontemi ile resimli 6ykii kitaplarindaki duygu ifadeleri da-
gilim ve nitelik acisindan incelenmistir. Arastirma, aragtir-
macinin Ankara ilindeki kitabevlerinde ulagabildigi kitap-
lar ile sinirhidur.

Aragtirmanin Evreni ve Orneklem

Aragtirmanin evrenini, ilkemizde yayinlanmis olan er-
ken ¢ocukluk dénemine yonelik resimli 6ykii kitaplar1 olus-
turmaktadir. Arastirmanin 6rneklemi ise amagh drnekleme
yontemi kullanarak belirlenmistir. Amagli 6rneklem Patton
(2002)a gore, “Arastirilacak durumlar (6rnegin insanlar, or-
giitler, toplumlar, kiiltiirler, olaylar, kritik durumlar... vb.) il-
gilenilen fenomeni etkili bir sekilde temsil ettigi icin segilmis-
tir; bir Orneklemden evrene empirik bir genelleme yapmak
amactyla degil, fenomeni derinlemesine anlamaya yonelik
olusturulmugstur”

Aragtirmanin 6rneklemini, internet tizerinden herkes
tarafindan kolaylikla ulasilabilen kitapevi siteleri ve An-
karada bulunan kolay ulagilabilen kitabevleri {izerinden
ulasilan resimli 6ykii kitaplar: olusturmustur. Toplamda
24 yaymevinden taranan kitap sayis1 1791dir. Bu 1791 ki-
tap arasindan kitaplar segilirken; 6ykii kitab: olmasi, ko-
lay ulagilabilir, aktif baskis1 ve satis1 olan kitaplar olmasi
ve erken ¢ocukluk dénemine hitap eden kitaplar olmasi
kriterleri baz alinmistir. Baskisina ulagilamayan, yas ara-
1181 uygun olmayan ve iceriginde bir 6ykil barindirmayan
kitaplar 6rnekleme dahil edilmemigtir. Yapilan tiim ince-
lemeler sonucunda ulagilan kitaplar, 2012-2020 yillar1 ara-
sinda yayimlanan erken ¢ocukluk donemine yonelik ha-
zirlanmis 91 resimli 6ykii kitab1 6rneklemi olugturmustur.
Ulagilan kitaplarin basim yili 2012-2020 arasinda oldugu
i¢in basim yili arali§1 2012-2020 olarak belirtilmistir. Bu
91 resimli oykii kitabina iliskin temel 6zelliklere Tablo 1'de
yer verilmistir.
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Tablo 1. Kitaplarin Temel Ozelliklerine ligkin Dagilim1

N %
Yayievi
Altin Kitaplar1 3 3.29
YKY 18 19.78
Pearson 8 8.80
Is Bankasi Kiiltiir Yayinlar: 10 10.98
Ucan Balik 3 3.29
Redhouse Kidz 5 5.49
Abm Yayinlar1 2 2.20
Giinigig1 2 2.20
Taze Kitap 2 2.20
Tubitak 8 8.80
Mikado Cocuk 2 2.20
Nesin Yayinlar: 3 3.29
Elma Cocuk 7 7.69
Can Gocuk 2 2.20
Aylak Kitap 2 2.20
Okuyan Koala 3 3.29
Diger 11 12.10
Toplam 91 100
Ceviri/Turkee olma durumu
Tiirkge 12 13.18
Ceviri 79 86.82
Toplam 91 100
Kitaplarin yaymn yil
2012-2016 8 8.79
2017-2020 83 91.21
Toplam 91 100
Hitap ettigi yas aralig1
3+ 61 67.02
4+ 8 8.80
5+ 9 9.88
6+ 2 2.20
3-5 2 2.20
3-6 8 8.80
4-6 1 1.10
Toplam 91 10

Veri Toplama Araci

Bu aragtirmanin verileri aragtirmacilar tarafindan ilgili
literatiir taranarak gelistirilen ve ¢ocuk gelisimi ve egitimi
uzmani olup ¢ocuk edebiyati alaninda aragtirmalar yapan
bes kisiden uzman goriisii alinarak diizeltmeler yapilan
Resimli Oykii Kitaplar1 I¢erik Analiz Formu olusturularak
toplanmustir. Resimli Oykii Kitaplar1 igerik Analiz Formu
iki temel bolimden olusmaktadir. Kitaplarin temel 6zel-
likleri ilk boliimde sorgulanmistir. Tkinci béliimde, resimli

oyki kitaplarinda yer alan duygular ve bu duygulari ince-
lemeye yonelik sorulara yer verilmistir. Uzman goriisle-
ri dogrultusunda formun ikinci bélimiinde diizeltmeler
yapilmistir. Asagida Resimli Oykii Kitaplari Igerik Analiz
Formunda yer alan sorulardan 6rneklere yer verilmistir.
1. Kitap adinin duygu yansitma durumu?
Yansitryor ()
Yansitmuyor ()
2. Kitapta hangi duygu ya da duygulara yer verilmistir?
3. Kitapta duyguya nerede yer verilmistir?
Resimde ()
Metinde ()
Hem resimde hem metinde ()
4. Kitapta duygu hangi bi¢im araciliiyla yansitilmistir?
Insan ()
Hayvan () (Hangi hayvan ya da hayvanlar................. )
Bitki () (Hangi bitki ya da bitkiler.............. )
Nesne () (Hangi nesne ya da nesneler.................... )
Diger () ceveeveniniiniiiiiiiennnne
5. Kitapta ka¢ kahramanin duygusuna yer verilmistir?
a. Kahramanlar kimlerdir?
b. Hangi kahramanda hangi duygu ya da duygulara
yer verilmistir?

Verilerin Analizi

Bu aragtirmanin verileri dokiiman analizine bagli ola-
rak yazili kaynaklardan elde edilmistir. Bu nedenle, Resimli
Oykii Kitaplar1 Icerik Analiz Formu yoluyla yazili kaynak-
lardan toplanan nicel verilerin igerik analizi yapilmistir. Bu
baglamda, verilerin analizi dort asamada gerceklestirilmistir.
(1) Uygun dokiimanlar1 bulma, (2) dokiimanlarin orijinal-
ligini kontrol etme, (3) bir sistematik olusturma ve (4) veri
analizi yapma (igerik analizi yapma) (Meriam, 2009). Aras-
tirmanin kavramsal icerigine gore, verilerin analizi i¢in bir
cergeve niteliginde olan Resimli Oykii Kitaplari I¢erik Analiz
Formundaki sorular dogrultusunda resimli 6ykii kitaplar:
incelenmistir. Aragtirma kapsaminda incelenen 91 resimli
Oykii kitabini formda yer alan olgiitlere gore incelenmistir.
Veriler frekans dagilim cizelgeleri seklinde raporlanarak
aragtirmacilar tarafindan yorumlanmigtir. Aragtirmanin
glvenirligi icin tim resimli ¢ocuk kitaplar: iki aragtirmaci
tarafindan birbirinden bagimsiz olarak incelenmis ve Miles
ve Huberman'in (1994) formiilii (Giivenirlik = goriis birligi
/ goriis birligi + goriis ayriligi) kullanilarak %91 oraninda
bir giivenirlik saglanmistir. Igerik analizinde, uzman ve aras-
tirmaci degerlendirmeleri arasindaki uyumun %90 ve {izeri
oran ile yeterli bir giivenilirlik saglanmigtir.

BULGULAR

Aragtirma kapsaminda incelenen resimli 6yki kitap-
larmin temel ozellikler dagilimina bakildiginda, yaymnevi
dagilimimin biiyitk gogunlugu Yapi Kredi Yayinlar1 %19.78
oldugu goriilmiistiir. Ikinci sirada Is Bankasi Yaynlari
%10.98 yer almistir. Pearson %8.80, Tubitak %8.80 ve Elma
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Cocuk %7.69 orani ile ¢ok sayida kitabin ¢alismaya dahil
edildigi diger yaymevleridir. Kitaplarin Tiirk¢e ya da ¢eviri
olma durumlari incelendiginde, biiyiik ¢ogunlugun ¢eviri
%86.82 oldugu, Tiirkce kitaplarin %13.18 daha az oldugu
gorilmistiir. Aragtirma kapsamindaki kitaplarin 2019 yi1-
linda %31.87 oraninda en fazla sayida basildig1 saptanmig-
tir. Kitaplarin hitap ettigi yas araligina gore dagilimlari in-
celendiginde, 3 yas ve iizeri %67.02 oranda en fazla kitap
sayisina aittir. Ikinci sirada 5 yas ve iizeri %9.88 oraninda
resimli 6ykii kitaplar1 yer almustir.

Incelenen resimli 6ykii kitaplarindan elde edilen bul-
gular resimli 6ykii kitaplarinda yer alan duygu ifadelerine
iliskin bulgular ve resimli 6ykii kitaplarinda yer alan karak-
terlere iligkin bulgular olmak tizere iki ana baghk altinda
incelenmistir.

Resimli Oykii Kitaplarinda Yer Alan Duygu ifadelerine
fligkin Bulgular

Bu boliimde resimli 6ykii kitaplarinda yer alan duygu
ifadelerine iliskin bulgulara yer verilmistir.

Kitabin adinda duygu yansitma durumuna gore tablo
incelendiginde gogunlukla % 83.51 oraninda kitabin adin-
da duygu ifadesine yer verilmedigi goriilmustiir. Kitaplarin
% 16.49 oraninda adinda duygu ifadesine yer verildigi go-
rilmistiir. Kitabin adinda duygu ifadesine yer verme du-
rumuna 6rnek olarak: Korkak Kus Sema, Ofkeli Oriimcek
Riza, Mutsuz Kedi Dila, Arkadagim Korku, Uziintii Kapini
Galdiginda, Berke Bu Ne Ofke? ve Kim Korkar Kirmizi Ba-
likl: Kizdan? 6rnek verilebilir.

Kitapta yer verilen duygu/duygularin dagilimini ince-
lendiginde %52.42 oraninda {iziintii en sik rastlanan duy-
gu ifadesi olmugtur. Uziintilyti takiben mutluluk % 38.83,
seving % 34.95 en sik rastlanan duygu ifadeleri olmustur.
Mutluluk ve seving ifadeleri kitabin iceriginde ifade edildigi
sekilde kodlandig: igin ayr1 kategorilere ayrilmistir. Genel
dagilima bakildiginda olumlu ve olumsuz duygularin ya-
kin oranlara sahip oldugu ve okul 6ncesi doneme yonelik
kitaplarda her kitapta birden fazla duyguya yer verildigi
sOylenebilir. Bununla birlikte kitaplarin %11.65 oraninda
herhangi bir duygu ifadesine yer verilmedigi gorilmiistiir.
Bulgularin devaminda duygulara iliskin yapilan inceleme-
lerde, duygu ifadesine yer verilmeyen kitaplar ¢ikarilarak
91 kitap lizerinden oranlar verilmisgtir.

Kitaplarda yer verilen duygu ifadeleri incelendiginde,
genel anlamda olay 6rgiisii ve duruma uygun duygulara yer
verildigi, bu duygularinda resimde, metinde ya da hem re-
simde hem metinde oldugu goriilmiigtiir. Duygu ifadeleri-
nin yer verildigi durumlara iligkin 6rnekler asagida belirtil-
digi gibidir. K2 kodlu resimli 6ykii kitabinda uyuyamayan
bir Yediuyur'un yasadiklar: anlatilmigtir. “Yedi aaaay bo-
yunca uyumam mui gerekiyor?” ifadesinde sagirma, “Uyuya-
mayan bir yediuyur gercek bir yediuyur degildir!” ifadesini
duydugunda yediuyur iizillmis ve endiselenmistir. Yedi ay
boyunca herkes uyurken yapacag giizel seyleri diisiiniirken
mutlu oldugu ifade edilmistir.

Olumsuz duygulara yonelik ifadelerin bulundugu K77
kodlu kitapta “...bunun iizerine Berke 6fkelendi. Itfaiye ara-
basina bir tekme att1. Tekme, 6fkeye iyi gelirdi” ifadesi 6fkeli
yuz ifadesiyle resmedildigi goriilmiistiir. Benzer sekilde K4
kodlu kitapta kahraman, bir siirli gerekeeyi yerine getirdigi
halde partiye giremediginde “Bunlar simdiye kadar duydu-
gum en sagma kurallar!” diyerek bagirmistir. Bu ifadede de
cimleye iliskin duygu o6fkeli yiiz ifadesi ile resmedilmistir.
K27 kodlu kitapta miizede gezerken kahramanin karsilasti-
&1 her sanat eserinin yansitti1 duygu belirtilmistir. Seving,
korku, {izlintli ve sasirma duygu ifadeleri hem resimde yiiz
ifadeleri ile hem metinde duygu ifadesine yer verilerek be-
lirtilmistir. Toplamda goriildiigii tizere kitaplarin bir¢cogun-
da birden fazla duygu ifadesi yansittig1 soylenebilir. K21
kodlu kitapta oldugu gibi baz1 kitaplarda duygulara bir ara-
da yer verilmigtir. Ornegin; “Aman Allahim! Beni 1sirmaya
geliyor galiba! Nereye saklansam acaba?” Korkak kus Sema
odaya giren her hayvan i¢in kendisine zarar vereceklerini
san1p kaygilaniyor ve korkarak heykel taklidi yapiyor. Bura-
da hem korku hem kayginin ayni durum igin ifade edildigi
gorilmustiir.

Tablo 2 incelendiginde resimli 6ykii kitaplarinda duygu
ifadelerine; %13.20 oraninda resimde, %6.59 oraninda me-
tinde ve %80.21 oraninda hem resimde hem metinde yer
verildigi goralmustir. Kitaplarda duygu ifadelerinin yan-
sitildig1 form incelendiginde birinci sirada %48.90 oranin-
da insan bi¢iminde yansitildig1 goriilmiistiir. Ikinci sirada
%42.40 oraninda hayvan bigiminde yansitildig1 goriilmiis-
tir. Bitki, nesne ve diger bigimlerde oranini ¢ok diisiik ol-
dugu soylenebilir. Resimli 6ykii kitaplarinda biiyiik oranda
9%58.20 bir kahramanin duygusuna yer verildigi goriilmis-
tiir. Bir kahramanin duygusuna yer verilen kitaplarda belir-
tilen kahraman ana karakterdir. Bununla birlikte iki kahra-
manin duygusuna yer verilen kitap orani % 18.70dir.

Tablo 2'de goriildiigii gibi, biiyiik oranda %83.52 duy-
gu ifadelerine iliskin tanimlama yapilmadig goriilmistiir.
Duygu ifadelerinin tanimlandig kitaplar %16.48 oraninda
¢ok daha az sayida oldugu goriilmiistiir. Duygulara iliskin
tanimlama yapilan kitaplardan K25 kodlu kitapta “...bu an-
larin hepsinde bir kar tanesi gibi hafif hissederdi. Kalbi ve
biitiin bedeni biiyiik bir keyifle dolardi. Noa bu hissi biitiin
bedeninde ugusan kelebekler gibi hissederdi ve bu hissin
rengi sartyd1” ciimlesinde mutlulugun onun i¢in ne ifade
ettigini ve nasil hissettigini tanimlamistir. Benzer sekilde
K103 kodlu kitap incelendiginde “Mutluluk biiytik turuncu
bir portakal, annemin ¢anak ¢édmlegi, babamin helikopteri,
havuglu kek, japon balig, kayisi receli ve sonbaharda sara-
ran agaclar, turuncu bir basketbol topu, Rose’'un hamster:
ama mutluluk en ¢ok da bir tilki!” seklinde tanimlanmugtir.

Duygularin ifade edildigi ortam ise ¢ogunlukla dis or-
tam %37.86 oraninda ilk sirada yer aldig1 goriilmistiir.
Ikinci sirada %30.09 oraninda ev ortaminda duygu ifa-
delerine yer verilmistir. Bu baglamda duygu ifadelerinin
olumlu ya da olumsuz duygularin ifade edildigi ortam ag1-
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Tablo 2. Kitaplarin Duygu Ifadelerine Iligkin Dagilim1

Tablo 2. Kitaplarin Duygu Ifadelerine iligkin Dagilim1 (Cont.)

N % N %
Kitap adinin duygu yansitma durumu Duygularin kimin/kimlerin yaninda ifade edildigi durumu
Yansitiyor 15 16.49 Ailesinin yaninda 19 15.40
Yansitmiyor 76 83.51 Arkadaginin yaninda 49 45.80
Toplam 91 100 Ogretmeninin yaninda 3 1.20
Yer verilen duygu/duygular Tek basina 35 31.40
Sevgi 17 16.50 Diger 9 6.80
Seving 36 34.95 Toplam 91 100
Korku 24 23.30 Olumsuz duygulara yonelik bag etme stratejisine yer verme
Mutluluk 40 3883  durumu
Ofke 30 29.12 Yer verilmistir 65 71.42
Uziintii 54 52.42 Yer verilmemistir 26 28.58
Endise 20 19.41 Toplam 91 100
$asirma 27 26.21 *Birden fazla duygu, duygunun yansitildig1 form ve duygularin ifade
Kizginlik 18 17.47 edildigi ortama yer verilmistir.
Heyecan 3 291
Yer Verilmemig 12 1165 gndan farklihk gostermedigi gorillmiistiir. Kahramanin
Toplam 269* 100 duygularin1 %45.80 oraninda arkadagmnin yaninda ifade
Duygunun verildigi yer ettigi dikkat ¢ekmistir. Bunu takiben %31.40 oraninda tek
Resim 12 1320 bagina iken duygularini ifade ettigi goriilmistiir. Ailesinin
Metin 6 659 ve §gretmenin yaninda duyguyu ifade etme oraninin diisitk
Hem resim hem metin 73 8021 oldugu saptanmistir. Olumsuz duygulara yonelik bag etme
Toplam 91 100 stratejilerine yer verme durumuna gore %71.42 oraninda
Duygunun yansitildig: form olumsuz duygulara yonelik bag etme stratejisine yer verildi-
Insan 45 48.90  5i goriilmigtiir. Resimli oyki kitaplarinin %28.58 oraninda
Hayvan 39 4240 olumsuz duygulara yonelik bag etme stratejisine yer veril-
Bitki 2 2.20 medigi gorilmiistiir.
Nesne 2 2.20 . .
insan ve hayvan 3 3.30 Resimli Oykii Kitaplarinda Yer Alan Karakterlere Iliskin
Diger 1 1.10  Bulgular
Toplam 92* 100 Bu béliimde resimli 6ykii kitaplarinda yer alan karak-
Duygusuna yer verilen kahraman sayis terlere iliskin bulgulara yer verilmistir.
Bir 53 58.20 Karakter/karakterlerin yer verilen 6zellikleri incelendi-
iki 17 18.70  &inde biiyiik oranda %63.10 duygusal ya da fiziksel 6zellik-
Uc 7 770 lerinin belirtilmedigi dikkat ¢ekmektedir. Takiben, sadece
Dért 7 770 fiziksel 6zelliklere %19.40 oraninda yer verildigi goriilmiis-
Bes 3 3.30 tiir. Duygusal ozelliklere yer verilme orani %6.80 olmak
Alts ve iizeri 4 440  Uzere cok disiik oldugu goriilmiistiir. Buna gore duygu
Toplam 91 100 ifadelerine genel olarak bir durum/olay/¢atisma sonucunda
Duygulara yoénelik tanimlama kullanma durumu yer verildigi soylenebilir.
Tanimlanmis 15 16.48 Tablo 3 incelendiginde olumsuz duygu ile baglayip
Tanimlanmamis 76 35,  ©olumlu biten %52.45 ve olumlu duygular ile baslayan oy-
Toplam 91 100 kiidde olumsuz duygulara yer veren ve olumlu duygular ile
Duygularin ifade edildigi ortam b}ten %?4%.27 oran'lnda ¢ogunluga sahip ol(}ugu' gorilmiis-
Okul 10 9.70 tiir. Bu iki kategoride olumsuz duygulara yonelik bag etme
Dis ortam 39 3786 stratejilerine yer verildigi saptanmistir. Olumlu duygular ile
Ev 31 30.09 baslayip olumsuz duygular ile biten kitap olmadig goril-
Diger 29 jg15  mistir. Karakter/karakterlerin ifade ettigi duygular ince-
Yer verilmemis 15 14.56 lendiginde %92.30 oraninda kendi duygusunu agiklamaya
Toplam 1oa* 100 yonelik ifadeler kullanildig1 goriilmistiir. Bununla birlikte

baskalarinin duygularint anlamaya yonelik ifadelere %3.29
oraninda yer verilmesi dikkat ¢ekici bulunmustur.
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Tablo 3. Kitaplarda yer verilen karakterin 6zelliklerine iliskin
dagilim

N %

Karakterlerin yer verilen 6zellikleri

Fiziksel 20 19.40

Duygusal 7 6.80

Fiziksel ve Duygusal 11 10.70

ifade Edilmemis 53 63.10

Toplam 91 100
Karakter duygularinin ykiideki degisim durumu

Olumlu baglar - olumlu biter 4.90

Olumsuz baglar - olumsuz biter 5.90

Olumsuz baglar - olumlu biter 53 52.45

Olumlu baglar - arada olumsuz duygulara 35 34.27

yer verilir — olumlu biter

Duygu ifadesinde degisiklik yok 2 1.94

Toplam 91 100
Karakterlerin duygu ifade etme amaci

Kendi duygularini agiklamaya yonelik 84 92.30

Bagkalarinin duygularini anlamaya yonelik 3 3.29

Hem kendi duygularini agiklamaya hem

bagkalarinin duygularini anlamaya yonelik 4 4.41

Toplam 91 100

Karakterin yasadig1 duyguya iliskin olay/durum/
catismay1 ¢oziimleme durumu

Bireysel 35 38.46
Akran yardimi alarak 35 38.46
Yetiskin yardimi alarak 12 12.18
Diger 10 10.90
Toplam 92 100
Karakterin yasadig1 duyguya iliskin olay/durum/
gatismay1 ¢6ziimlemede oynadigi rol
Ana Karakter
Aktif 80 77.66
Pasif 29 11.65
Yer verilmemis 11 10.67
Yan Karakter
Aktif 44 42.71
Pasif 29 28.15
Yer verilmemis 30 29.12
Toplam 223 200

Karakter/karakterlerin yasadigi duyguya iliskin olay/
durum/catismayi ¢6ziimleme durumuna gore karakter bii-
yiik oranda bireysel %38.46 ve akran yardimi alarak %38.46
¢ozlimledigi goriilmiistiir. Karakterin %12.18 oraninda ye-
tiskinden yardim alarak ¢6zdiigli goriilmistiir. Ana karak-
terin %77.66 oraninda aktif oldugu goriilmistir. Bununla
beraber yan karakterin/yan karakterlerin %42.71 oraninda
aktif rol oynadig1 gortilmiistiir.

TARTISMA

Bu aragtirmada resimli 6ykii kitaplarindaki duygu ifa-
delerinin incelenmesi amaglanmugtir. Incelenen 91 resimli
oyki kitabinda en sik rastlanan duygunun tiztintii %52.42
oldugu ve bunu sirasiyla mutluluk %38.8, seving %34.95,
otke %29.12, sasirma %26.21, korku %23.30, endise %19.41,
kizginlk %17.47, sevgi %16.50, heyecan %2.91 duygulari-
nin izledigi goriilmektedir. Ergin (2003)e gore, duygular
ile ilgili okul 6ncesi donemde yapilan pek ¢ok aragtirmada
temel olan bes duygudan bahsedilmigtir. Bunlar; mutluluk,
uzinti, 6fke, korku ve sagkinlik ifadeleridir. Bu bes temel
duygu, okul oncesi donemde Ogrenilen duygular olarak
ifade edilmistir. Bu dogrultuda yapilan arastirmada 2012
- 2020 yillarinda yaymlanan kitaplarda mutluluk, tiztintd,
korku, sasirma, kizginliktan olusan temel bes duyguya ek
olarak, seving, 6fke, endise ve heyecani igeren diger duygu
ifadelerine de 6nemli dl¢iide yer verildigi s6ylenebilir.

Duygu ifadelerine yer verilen konumlar incelendiginde
en fazla dis ortam %37.86 ve ev ortam1 %30.09 oldugu go-
riilmistiir. Bunula beraber duygu ifadelerine en az yer veri-
len okul ortaminda %9.70 oldugu gorilmiistiir. Dis ortamda
ve ev ortaminda yer verilen duygularda olumlu ve olumsuz
duygularin oranlar1 birbirine yakin olmakla birlikte, okul
ortaminda yer verilen duygularda %3.0 oraninda olumlu,
%6.70 oraninda olumsuz duygulara yer verilmistir. Dockett
ve arkadaslar1 (2006), okula iliskin duygular ve bu konu-
da yazilan resimli 6ykii kitaplarini incelemistir. Bulgularda
okulda yaganmasi olas: korku ve kaygilara yer verildigi ifade
edilmistir. Karakterin, arkadag edinememe ve alay konusu
olma kaygilari ile birlikte arkadas edindiginde mutlu hisset-
tigine yer verilmistir. Olumsuz duygular ile ilgili karakterin
en sik kullandig1 bas etme stratejisi ise akran destegi almak
oldugu goriilmiistiir. Bu arastirmada olumsuz duygularla bag
etme konusunda yardim alinan kisiye iliskin verilere bakti-
gimizda en ok akran/arkadasa %38.36 oraninda yer veril-
digi goriilmiistiir. Ayn1 oranda karakterin zorlandig1 duygu
durumunun ¢6ziimiini %38.46 oraninda bireysel iistlendigi
goriilmiistiir. Ulker Erdem ve arkadaglar1 (2017) tarafindan
yapilan arastirmada, resimli 6ykii kitaplarinda olumsuz duy-
gular ile bas etme stratejisi olarak en gok akran ya da yetigkin
destegi arama oldugunu belirtmistir. Bu noktada baglantili
diger bir bulgu olan, olumsuz duygular ile bas etme strateji-
lerine yer verildigi dikkat cekmektedir. Incelenen 91 kitaptan
%71.42 oraninda olumsuz duygulara yonelik bas etme strate-
jisine yer verildigi goriilmiistiir. Buna paralel olarak karakter/
karakterlerin duygularinin dykiideki degisim durumu ince-
lendiginde olumsuz duygu ile baglayan ve olumlu duygu ile
biten (%52.45), olumlu duygu ile baslayip igeriginde olumsuz
duyguya yer verip olumlu duygular ile sonlanan kitaplarda
(%34.27) olumsuz duygular ile bag etme stratejisine yer ve-
rildigi gortilmiistiir. Okul 6ncesi donem ¢ocuklart igin etkili
bir yol gosterici olan ve duygusal rahatlama saglayan resimli
oyki kitaplarinda catiyma durumlar: islenerek ¢ocuklarin
gelisim ve 6grenmelerine katki saglar. Bu donemde ¢ocuk-
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lar yagadiklar1 olumsuz duygularda, yetiskin ya da akrandan
destek isteme, duygusunu ifade etme, rahatlama/sakinlesme
arayisina girme yapicl stratejiler; aglama, bagirma, suclama,
ne yapacagini bilememe ve duygusunu saklama gibi davra-
nislar sergiledigi ifade edilmistir (Chalmers ve ark., 2011).
Erken dénemde gelisimsel siirecte cocuklar, bilinmeyen do-
gaiistii olaylar, kaybetme/ayrilma, karanlk, savaslar gibi baz1
korkular: olabilir. Aragtirmalar, gocuklarin korku ve kaygi-
larina yonelik kitaplarin kullanilmasinin onlari rahatlattigin:
ortaya koymugstur (Alexander ve Miller, 2001; Rycik, 2006).
Daglioglu ve Celikel Cakmak (2009) da ¢ocuklarin yapici bag
etme stratejilerini 6grenmeleri i¢in resimli 6yki kitaplarinin
yol gosterici olacagini ifade etmistir.

Bu calisma kapsaminda incelenen 91 resimli 6ykii ki-
tabinin %80.21 tanesinde duygulara hem metinde hem de
resimde yer verildigi gortilmiistiir. Yalnizca %6.51 oraninda
kitapta duygularin metinde ve %13.20 oraninda resimde
ele alinmis oldugu tespit edilmistir. Piagetnin (1929) Bi-
ligsel Gelisim Kuramrna gore, islem 6ncesi déonemde olan
okul 6ncesi ¢ocuklarin verilen kavram ve duygular1 daha
rahat anlamalar1 icin bu &gelerin somutlagtirilmas: gere-
kir. Resimli 6ykii kitaplarindaki resimlemeler, durumlarin,
olaylarin ve karakterlerin duygularinin anlagilarak hafizada
uzun siire kalmasina katki saglar Bununla birlikte, resimli
kitapta gecen olay ve duygularin hem metin i¢inde hem de
resimlerde acik ve net bir sekilde verilmesi ¢ocuklarin bu
duygular1 daha kolay 6grenmelerini saglar (Mardi, 2006).
Resimli 6ykii kitaplarinda resimler, sozciikleri gorsellestire-
rek konuyu ¢ocuklar i¢cin somut hale getirir. Ayni zamanda,
kitapta yer alan karakterin ruh hali ve duygularini da somut
bir gekilde aktarirlar (Bassa, 2013).

Duygulara iliskin tanimlama kullanilma durumuna
gore incelenen kitaplara bakildiginda 91 kitaptan sadece
%16.48 oraninda yer verildigi goriilmistir. Tanimlama
kullanilma durumu yetiskin diizeyinde bir tanim ctimlesini
degil; aksine ¢ocuk i¢in daha somut bir ifade ile hissedilen
duygunun ne oldugunu tarif eden ifadeler olarak deger-
lendirilmistir. Ornegin; “mutluluk bir tilkidir!” ifadesinde
Povilias kendisi i¢in mutlulugu ifade eden seyi tanimlamis-
tir. Duygu ifadelerinin tanimlandig: kitaplarin tamami son
doénemde 6n plana ¢ikan bilingli farkindalik (mindfulness)
yonelik kitaplar oldugu gorilmistiir. Bilingli farkindalik
ierikli resimli 6ykii kitaplarina yonelik yapilan ¢alismalara
ilgili literatiirde rastlanmamustir. Bu kitaplarin ebeveynler
ve egitimciler tarafindan kullanilmasinin ¢ocugun duygu-
lar1 tanimasina ve anlamlandirmasina ek olarak; duygusal
farkindalik ve duygularin: ifade etme becerilerini olumlu
yonde destekleyecegi diisiinillmektedir. Bu baglamda, duy-
gusal farkindaliga yonelik igeriklerin artirilmasi, kullanimi-
nin yayginlastirilmasi ve ¢ocuklar iizerindeki etkisini ince-
lemeye yonelik ¢alismalar yapilabilir.

Incelenen kitaplardaki karakter/karakterlerin duygusal
ve fiziksel 6zelliklerine yer verilme durumuna gore %63.10
oraninda kitapta herhangi bir ifade bulunmadigi, %19.40

oraninda fiziksel ozelliklere yer verildigi ve sadece %6.80
oraninda duygusal ozelliklerine yer verildigi gorilmiistiir.
Kitaplarda duygu ifadelerine genel olarak olumlu ya da
olumsuz bir durumun sonucu olarak yer verilmistir. Kahra-
manin yagadigi olay ya da durumdan bagimsiz duygu duru-
muna yer verilme oraninin ¢ok diisiik oldugu dikkat ¢ekici
bulunmugtur. Literatiir incelendiginde bu bulguya paralel
bir veriye rastlanmamustir. Yetigkinler gibi ¢ocuklarin da
somut bir sebep sunmadan olumsuz duygular1 hissedebil-
mesinin olagan hale gelmesi konusunda 6nemli bir katki
sunacag1 diisiiniilmektedir.

Karakter/karakterlerin ifade ettigi duygular %92.30 ora-
ninda kendi duygularini agiklamaya ve ifade etmeye yonelik
oldugu gorillmiistiir. Piaget, 3-5 yas arasinda islem 6ncesi
donemdeki ¢ocuklarin; bagkalarinin bakis agilarinin kendi-
ninkinden farkli olabilecegini anlayamadiklarini ve diger-
lerinin bakis agisindan bakamadiklarini 6ne siirerek algisal,
duygusal ve kavramsal olarak benmerkezci olduklar: sonu-
cuna varmigtir. Kiiciik ¢ocuklarin diisiince sistemlerinin
aragtirilmasi zihin kurami (Theory of Mind) kavraminin
literatiire girisi ile farkli bir bakis acis1 ve ydontem anlayist
kazanmigtir (Wellman, Cross ve Watson, 2001). Glintimiiz
literatiiriinde ise zihin kurami terimi ¢ocuklarin kendileri
ve bagkalarinin zihinleri hakkinda kuramlar gelistirdigini
belirtmekten ¢ok daha genis bir anlamda kullanilmaktadur.
Astington ve Baird (2005) zihin kuramini “insanlar1 kani,
arzu, niyet ve duygular1 olan zihinsel varliklar olarak kav-
rama ve insanlarin davranis ve etkilesimlerini bu zihinsel
durumlara gore aciklayip yorumlayabilme becerisi” olarak
tanimlamaktadirlar. Zihin kurami becerilerini edinmis ol-
mak, kiginin, kendisinin ve tekilerin istek, niyet, kan1 gibi
zihinsel durumlarini anlayabilme; zihinsel olarak bunlar1
temsil edebilme ve diger kisilerin farkli bir zihne sahip ol-
dugunu fark edebilme yetilerine sahip olmasini ifade eder
(Schneider, Schumann ve Sodian, 2005). Zihin kuram1 ye-
terliliklerinin gelismesiyle ¢ocuk, ozellikle dort yasindan
itibaren bagkalarinin duygularini anlar ve duygularin ne-
denleri ve sonuglar1 arasinda baglant: kurar. Zihin kurami
kazanimlarmin 3 yas 6ncesinden bagladigi, 3-4 yaslarinda
kanilar1 anlamada bir degisme yasandig1 ve okul 6ncesi
donemin sonrasinda da gelismelerin gorildigi kabul edil-
migtir (Flavel, 2000). Bu bilgiler dogrultusunda incelenen
91 kitabin sadece %3.29 oraninda bagskalarinin duygularini
anlamaya yonelik ifadeler icerdigi 6nemli bir bulgu olarak
degerlendirilmistir. Erken ¢ocukluk déneminde ¢ocukla-
rin duygusal ipuclarini tanimalari, duygularin sebeplerini,
sonuglarini ve davranigsal sonuglarini 6grenmeleri icin en
uygun zamandir. Baron-Cohen (2016), duygu ifadelerinin
ve duygularin anlagilmasinin ¢ocuklarin gelisiminde ¢ok
onemli oldugunu ifade etmistir. Okul 6ncesi donemde bas-
kalarinin duygusuna, istek ve niyetlerine yonelik becerileri
gelisen ¢ocuklar bu noktada etkili araglardan olan resim-
li oyki kitaplarindan faydalanabilir. Okul 6ncesi déneme
yonelik resimli 6ykii kitaplarinda duygu ifadelerinin ince-
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lendigi bu ¢aligmada bagkalarinin duygular1 ve bakis acisi
noktasinda ayrintili degerlendirilmemistir. Yapilacak yeni
¢aligmalarda bu konu derinlemesine incelenebilir.

SONUGC VE ONERILER

Bu arastirma kapsaminda incelenen resimli 6ykii kitaplari-
nin on farkl duyguyu icerdigi ve duygu ifadelerine hem resim-
de hem metinde yer verildigi goriilmiistiir. Genellikle olumsuz
duygulara yonelik kitaplar bulunmaktadir. Cocuklar ile calisan
¢ocuk gelisimciler, egitimciler ve diger profesyonellerin kiigiik
¢ocuklarla ¢alisirken hem olumlu hem olumsuz duygulara yer
veren kitaplar1 kullanmalar1 6nerilebilir.

Cocuklar ile calisan profesyoneller, duygu ifadelerine
yer verilen resimli 6ykii kitaplar1 konusunda ailelere reh-
berlik yapabilirler. Cocuklarin sosyal ve duygusal gelisimi-
ni desteklemek amaciyla ¢ocuklarla calisirken kullandiklar:
kitaplarda kahramanin hem kendi duygusuna hem de bas-
kasinin duygusuna yer veren ifadelere dikkat gekebilirler.
Cocuklarin kitapta gecen duygular: daha 6nce yasayip ya-
samadiklary; mutlu olduklari, tiztildiikleri vb. olaylarin ne-
ler oldugu ile ilgili sohbet edebilirler. Cocuklarin duygusal
gelisimi desteklemek amaciyla duygusal farkindalig1 iceren
bilingli farkindalik temali kitaplar: tercih edebilirler.

Aragtirmacilar tarafindan ¢ocuklarin duygusal gelisim-
lerini desteklemeye yo6nelik resimli 6ykii kitaplarinin etki-
sini belirlemeye yonelik deneysel ¢aligmalar planlanabilir.

Bu arastirmada resimli 6ykii kitaplari duygusal ozellik-
ler agisindan incelenmis olup baska ¢alismalarda ¢ocugun
motor becerileri, biligsel becerileri, dil becerileri gibi farkli
gelisim 6zelliklerini belirlemek amaglanabilir. Ayni zaman-
da bebeklerin farkli alanlardaki gelisimini desteklemeye yo-
nelik deneysel caligmalar planlanabilir.

Etik: Aragtirma insan {izerine yapilan arastirma
kapsamina girmedigi icin insan {izerine yapilan aragtir-
malar etik kurul raporu gerektirmemektedir. Arastirma
kapsaminda okul 6ncesi déneme yonelik ¢cocuk kitaplari
incelenmistir.
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Extended Summary

Analyzing the Expressions of Emotion in Picture Story Books for Early
Childhood

INTRODUCTION

During their early childhood years, children encounter
situations in illustrated storybooks that mirror their own
life experiences. They identify with the characters, becom-
ing part of the story and learning about life through the
protagonist’s experiences. Through books, both visually
and verbally, children learn about simple emotions, which
they begin to name around the age of three. During this pe-
riod, children begin to understand emotions and establish
links between situations and their emotional consequences.
Through the pictures, they learn about the feelings expe-
rienced by the characters in storybooks, as well as how to
cope with negative emotions. They match the emotion to
the facial expression by looking at the character’s emotion
and the accompanying picture. Thus, children can learn to
recognise different emotions and facial expressions, as well
as how to express their own feelings (Abaci, 2005; Evans,
2013). According to Harper (2016), understanding emo-
tional expressions is very important for child development.
However, since emotions are abstract expressions, they can
be difficult for children to understand and convey. In or-
der for children to recognize and make sense of emotions,
they may need adult support or effective tools that can
embody emotions, along with many supportive experienc-
es. Research has generally focused on negative emotions.
There is no study that covers all emotional expressions in
picture storybooks. Therefore, this study aims to examine
the expressions of emotion in picture storybooks for early
childhood.

METHOD

The research was conducted to examine the expressions
of emotion in picture storybooks for early childhood. This
research is a descriptive “survey” study. In the study, 91
picture story books for early childhood published between
2012 and 2020 constitute the sample. The data of this study
were collected by creating the Picture Storybooks Content
Analysis Form, which was developed by the researcher
by reviewing the relevant literature and taking five expert
opinions. The data of this study were obtained from written
sources based on document analysis. Therefore, the quanti-
tative data collected from written sources through the Pic-
ture Storybooks Content Analysis Form were content ana-
lyzed. In this context, data analysis was carried out in four
stages: (1) finding appropriate documents, (2) checking
the authenticity of the documents, (3) creating a system-

atic, and (4) analyzing the data (content analysis) (Meri-
am, 2009). The data were reported in the form of frequency
distribution charts and interpreted by the researchers. For
the reliability of the study, all illustrated children’s books
were examined independently by two researchers and a re-
liability of 91% was achieved using Miles and Huberman’s
(1994) formula (Reliability = agreement / agreement + dis-
agreement). In the content analysis, the agreement between
the expert and researcher evaluations was 90% and above,
providing sufficient reliability.

RESULTS

In the 91 picture story books analyzed, the most com-
mon emotion was sadness 52.42%, followed by happiness
38.8%, joy 34.95%, anger 29.12%, surprise 26.21%, fear
23.30%, worry 19.41%, anger 17.47%, love 16.50%, ex-
citement 2.91%. When the locations where expressions of
emotion were used were analyzed, it was found that the
outdoor environment was the most common with 37.86%
and the home environment with 30.09%. However, it was
observed that the least amount of emotion expressions was
9.70% in the school environment. It was determined that
71.42% of the 91 books analyzed included coping strategies
for negative emotions. When the change of the emotions of
the characters/characters in the story was analyzed, it was
seen that the strategy of coping with negative emotions was
included in the books that started with negative emotions
and ended with positive emotions (52.45%). It was found
that 80.21% of the 91 picture story books analyzed includ-
ed emotions both in the text and in the picture. According
to the inclusion of emotional and physical characteristics
of the characters/characters, 63.10% of the books did not
include any expression, 19.40% included physical charac-
teristics and only 6.80% included emotional characteris-
tics. It was found that 92.30% of the emotions expressed
by the characters/characters were aimed at explaining and
expressing their own emotions.

DISCUSSION

In the 91 picture story books analyzed, the most com-
mon emotion was sadness 52.42%, followed by happiness
38.8%, joy 34.95%, anger 29.12%, surprise 26.21%, fear
23.30%, worry 19.41%, anger 17.47%, love 16.50%, excite-
ment 2.91%. According to Ergin (2003), five basic emotions
have been mentioned in many studies on emotions in the
preschool period. These are happiness, sadness, anger, fear
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and surprise. The five basic emotions were expressed as the
emotions learned in the preschool period. In the study, it
can be said that in addition to the five basic emotions, other
expressions of emotion including joy, anger, anxiety and
excitement were significantly included in the books pub-
lished between 2012 and 2020.

It was observed that 71.42% of the 91 books analyzed
included coping strategies for negative emotions. In paral-
lel with this, when the change in the emotions of the char-
acters/characters in the story was examined, it was seen
that coping strategies for negative emotions were included
in books that started with negative emotions and ended
with positive emotions (52.45%), and in books that started
with positive emotions and ended with positive emotions
(34.27%). In the early developmental process, children may
have fears such as unknown supernatural events, loss/sepa-

ration, darkness. Research has shown that the use of books
to address children’s fears and anxieties relieves them (Al-
exander & Miller, 2001; Rycik, 2006).

It was observed that 80.21% of the illustrated storybooks
included emotions both in the text and in the picture. It
was determined that only 6.51% of the books included
emotions in the text and 13.20% in the picture. Accord-
ing to Piaget’s (1929) Theory of Cognitive Development,
preschool children in the pre-operational period need to
concretize these items in order to understand the concepts
and emotions more easily. Giving the events and emotions
in the picture book clearly in the text and pictures enables
children to learn these emotions easily (Mardi, 2006). They
also convey the mood and emotions of the character in the
book in a concrete way (Bassa, 2013).
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ABSTRACT

Global Citizenship (GC) has become a vital focus in teaching English to foster globally min-
ded language learners to build a more inclusive and sustainable world. For this reason, the
present study aims to explore GC dispositions of English as a Foreign Language (EFL) pre-
paratory school students at a Turkish higher education institution (HEI). The study adopted
a quantitative research design. Data was collected from 181 preparatory school students
(129 female and 52 male) enrolled. The Turkish version of the Global Citizenship Scale
(Erbas et al., 2023), adapted from Reysen and Katzarska-Miller (2013), was used as the data
collection tool. Statistical analysis, including descriptive statistics, Pearson product-moment
correlation analysis, independent samples t-test, and one-way ANOVA, were conducted
using SPSS version 29. Findings showed that students scored highest in global awareness,
normative environment, and environmental sustainability; though, they scored lowest in
global citizenship identification. Furthermore, the strongest correlations were identified for
responsibility to act, intergroup helping, and intergroup empathy. The findings revealed no
statistically significant difference in terms of gender, though females had higher levels of
mean GC score. Likewise, though there were also no statistically significant differences ac-
ross their academic majors and language proficiency levels, vocational school students and
lower proficiency level students showed higher levels of GC scores. These findings suggest
that while students show awareness of key global issues such as environment, justice, and
understanding among groups, they show a relatively low level of identity and, in turn, glo-
bal citizenship. Therefore, practitioners and curriculum designers might integrate identity
and engagement-related components into the English language teaching curricula rather
than solely awareness-related components to foster more globally competent and engaged
learners.
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Kiiresel Vatandashik (KV), daha kapsayici ve siirdiiriilebilir bir diinya insa etmek igin kiiresel
diigiinen dil 6grenenleri tegvik etmek amaciyla Ingilizce 6gretiminde hayati bir odak noktasi
haline gelmistir. Bu nedenle, bu ¢alisma, bir Tiirk yiiksekégretim kurumundaki (HEI) Yabanci
Dil Olarak Ingilizce (EFL) hazirlik okulu 8grencilerinin Kiiresel Vatandashik egilimlerini
aragtirmay1 amaglamaktadir. Caliymada nicel bir aragtirma tasarimi benimsenmistir. Veril-
er, kayitl 181 hazirlik okulu 6grencisinden (129 kiz ve 52 erkek) toplanmustir. Veri toplama
araci olarak Reysen ve Katzarska-Millerdan (2013) uyarlanan Kiiresel Vatandaglik Olgeginin
(Erbas vd., 2023) Tiirkge versiyonu kullanilmistir. Tanimlayicr istatistikler, Pearson korelas-
yon analizi, bagimsiz 6rneklem t-testi ve tek yonliit ANOVA dahil olmak iizere istatistiksel
analizler SPSS siiriim 29 kullanilarak yapilmustir. Bulgular, 6grencilerin kiiresel farkindalik,
normatif gevre ve gevresel stirdiiriilebilirlik alanlarinda en yiiksek puanlar: aldiklariny; ancak
kiiresel vatandasghk kimliginde en diisiik puanlar: aldiklarini gostermistir. Ayrica, en giiglii
korelasyonlar eylem sorumlulugu, gruplar arasi yardimlasma ve gruplar arasi empati igin
tespit edilmistir. Bulgular kadinlarin ortalama kiiresel vatandaghk puanlarinin daha yiiksek
olmasina ragmen, cinsiyet agisindan istatistiksel olarak anlamli bir fark olmadigini goster-
mistir. Benzer sekilde, 6grencilerin akademik boliimleri ve dil yeterlilik diizeyleri arasinda da
istatistiksel olarak anlamli bir fark bulunmamasina ragmen meslek yiiksekokulu 6grencileri ve
diisiik yeterlik diizeyindeki 6grenciler daha yiiksek kiiresel vatandaslik puanlari gostermistir.
Bu bulgular, 6grencilerin gevre, adalet ve gruplar aras1 anlayis gibi temel kiiresel konular hak-
kinda farkindalik gosterirken, kiiresel vatandaslik konusunda nispeten diisiik diizeyde kimlik
ve buna bagli olarak katilim gosterdiklerini ortaya koymaktadir. Bu nedenle, uygulayicilar ve
miifredat tasarimcilari, kiiresel anlamda daha yetkin ve ilgili 6grenciler yetistirmek icin In-
gilizce 6gretim miifredatina yalnizca farkindalikla ilgili bilesenler yerine kimlik ve katilimla
ilgili bilesenleri entegre etmek isteyebilir.
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INTRODUCTION

In today’s globalized world, increasing intercultur-
al mobility and transnational challenges have reinforced
the need to educate responsible and ethically aware global
citizens. Thus, as a transformative pedagogical approach,
Global Citizenship Education (GCE) was created to equip
learners with skills, values, knowledge, and attitudes
needed to engage meaningfully in both a diverse and in-
terdependent world (Reysen & Katzarska-Miller, 2013;
UNESCO, 2014; Xu & Stahl, 2023). The development of
intercultural understanding, global competency, and a
feeling of shared responsibility for global justice, equity,
and sustainability are central to this concept (Navarro et
al,, 2025). EFL classrooms can promote global citizenship
by giving language learners opportunities to share their
cultural backgrounds and engage in critical reflection and
dialogue to raise their level of global awareness (Byram et
al., 2001; Schutte et al., 2017). Language learners not only
enhance their receptive and productive language skills but
also gain a better understanding of important aspects of
global citizenship, such as showing empathy, understand-
ing other cultures, and being involved in their communi-
ties (Nguyen, 2021; Xu & Stahl, 2023).

Despite the increasing demand for global citizenship
in international education, there is a limited number of
studies that explore these dispositions among EFL learners,
especially in non-Western educational settings. In Tiirkiye,
only limited research (Gezer & [lhan, 2023; Erbas et al,
2023) has explored the extent to which students feel con-
nected to global citizenship. Furthermore, there is also a
lack of studies that investigate how variables such as gender
and language proficiency might influence global citizenship
perspectives among language learners in higher education.

Therefore, this study aims to address this research gap
by examining EFL preparatory school students’ percep-
tions of global citizenship at a Turkish state university. To
gain a deeper understanding of the relationship of global
citizenship, certain demographic variables such as gender,
academic background, and language proficiency of EFL lan-
guage learners are examined. Unlike previous research, this
study provides a comprehensive descriptive examination of
global citizenship perceptions among Turkish EFL prepara-
tory school students by simultaneously considering multiple
demographic variables. By doing so, it offers context-specif-
ic insights that can guide how global citizenship education
could be effectively integrated into an EFL context to culti-
vate more globally aware and competent learners.
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LITERATURE REVIEW

Global Citizenship

Global citizenship refers to recognizing one’s role within
a wider global community and acknowledging that actions
extend beyond local or national boundaries. This perspec-
tive encourages individuals to effectively respond to global
challenges—such as inequality, environmental crises, and
political instability —and to contribute to greater intercul-
tural harmony and cooperation (UNESCO, 2014; Nguyen,
2021; Zhang & Li, 2025).

One influential model of global citizenship is the frame-
work proposed by Reysen and Katzarska-Miller (2013).
They conceptualize an identity that includes “awareness,
caring, and embracing cultural diversity while promoting
social justice and sustainability, coupled with a sense of re-
sponsibility to act” (p. 858). This identity is based on two
variables: global awareness and normative environment
(see Figure 1), which indicate to what extent individuals are
global citizens, and if identity leads individuals to develop
positive attributes such as intergroup empathy, increased
understanding towards diversity, and eagerness to act on
global issues (Reysen & Katzarska-Miller, 2013).

Global citizenship measurement tools have been devel-
oped and validated by researchers. For example, the recent-
ly developed Adolescent Global Citizenship Scale (Zhang &
Li, 2025) includes three dimensions: global awareness, citi-
zenship values, and a sustainable development perspective.
The findings indicate the necessity of global awareness and
an action-oriented approach among adolescents. Similarly,
global citizenship in a Vietnamese university context was
measured by focusing on social responsibility, global com-
petence, and civic activism. This study emphasized that the
concept of global citizenship can be contextually grounded
with culturally sensitive adaptations. When Gezer and I-
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Figure 1. Model of Global Citizenship: Antecedents and
Outcomes (Reysen & Katzarska-Miller, 2013, p. 864).

han (2023) translated this inquiry into Turkish, they like-
wise found similar results and indicated the need for cultur-
ally adapted scales, particularly in non-Western contexts.

International organizations such as the Council of Eu-
rope and UNESCO support the integration of Global Citi-
zenship Education (GCE). They are particularly interested
in instilling values like empathy, tolerance, and collective
responsibility to encourage learners to take action for a
more sustainable world (UNESCO, 2014; Gezer & Ilhan,
2023). These values could be understood by understanding
global issues and engaging in intercultural activities (Na-
varro et al.,, 2025).

Global Citizenship in Foreign Language Education

It is becoming increasingly acknowledged that integrat-
ing global citizenship into foreign language education, spe-
cifically English language teaching (ELT), has become both
necessary and beneficial. The fact that EFL classrooms in-
herently provide a unique context for cultural and ideolog-
ical components makes them special educational settings
for enhancing intercultural understanding and civic re-
sponsibility (Byram et al., 2001; Xu & Stahl, 2023). Through
reflections, communicative practices, and task-based lan-
guage learning, language learners can engage with diverse
worldviews, such as identity, global interdependence, and
sustainable development.

GCE offers several pedagogical benefits in language
education. First, it promotes critical thinking and intercul-
tural competence—the ability to interact effectively across
cultures (Davies, 2008; Deardorff, 2006). For example, dis-
cussing topics such as climate change, migration, and hu-
man rights with peers from diverse cultural backgrounds
develops their global insights and requires them to critically
reflect on their existing beliefs while engaging in meaningful
interaction (Davies, 2008). Second, authentic discussions of
real-world global issues enhance language proficiency and
increase learner engagement (Deardorff, 2006). In addition,
GCE also cultivates empathy and social responsibility when
exploring topics such as poverty, inequality, and peace. As a
result, within the context of an EFL classroom, this impacts
students’ attitudes to be more mindful towards others both
locally and globally (UNESCO, 2014). An additional asset
to GCE is that it helps learners conceptualize their role as
it relates to others and the planet. In turn, this contributes
positively to society (OXFAM, 2006). Furthermore, GCE
equips students with soft skills imperative to navigate inter-
national networks and varying cultural contexts, preparing
them for careers worldwide (Byram, 2008). Integrating all
of these essential GCE aspects creates a collaborative and
inclusive classroom environment where students learn to
respect and accept differences (UNESCO, 2015).

Research studies show that GCE can be successfully
incorporated into EFL classrooms to support global mind-
edness. For example, Schutte et al. (2017) studied the ef-
fects of a Dutch undergraduate honors course based on
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the Global Justice Citizenship Education (GJCE) frame-
work. The course combined learning with a 15-hour social
movement internship. At the end of the semester, students
showed more ethical sensitivity, societal understanding,
respect for diversity, and awareness of their roles as glob-
al citizens. Similarly, another study by Wang et al. (2021)
examined four weekly Zoom sessions between Irish be-
ginner Chinese learners and native speakers. The research
found that these virtual exchanges significantly enhanced
students’ understanding of cultural differences and helped
refine both their language proficiency and intercultural
competence. Even though the study was brief, the sessions
provided meaningful, real-time interactions. The study
concluded that digital platforms such as Zoom are effective
in developing language learners’ global understanding and
communication skills. In addition, Comparable research by
Nguyen (2021) explored how embedding global citizenship
themes into courses in Vietnam affected students’ global
competence and civic activism. The findings revealed that
the students’ ability to engage with global issues and partic-
ipate in active civic engagement increased after exposure to
topics such as human rights, sustainability, and social jus-
tice. Last, a subsequent study on GCE curriculum with an
emphasis on language and cultural learning was conducted
in New Zealand (Navarro et al., 2025). The study aimed to
develop intercultural understanding and global awareness
among language learners at the secondary and collegiate
levels. Throughout the course of an academic year, a strong
emphasis was put on respect for all cultures and countries,
openness, inquiry, and understanding. By the semester’s
end, students demonstrated greater awareness of cultural
diversity, curiosity about global issues, respect for diverse
viewpoints, and openness to other cultures.

While global citizenship education (GCE) is widely en-
dorsed by teachers and educational authorities (Gaudelli,
2016; UNESCO, 2015), several challenges persist. To be-
gin with, some researchers (e.g., Navarro et al., 2025; Xu
& Stahl, 2023) warn that GCE models may impose West-
ern-centric norms if not critically adapted to local cultural
contexts. Therefore, the models should be designed to be
culturally sensitive, following the needs of local education-
al settings to eliminate the risk of enforcing universalized
conceptions regarding citizenship. Second, it is important
to validate and adapt measurement tools such as the Glob-
al Citizenship Scale for particular settings, like Tiirkiye, as
Erbas et al. (2023) and Gezer and {lhan (2023) emphasized.
Specific contexts require different needs, which create com-
plexities. However, these complexities stress the signifi-
cance of culturally responsive teaching approaches.

Teachers may encounter ideological resistance, particu-
larly in contexts where nationalist narratives dominate ed-
ucation while promoting GCE as a transformative project.
Therefore, implementing GCE in such contexts requires
teachers to navigate ideological tensions and maintain con-

fidence in their pedagogical roles. Educators with GCE pro-
grams see themselves as advancing an agenda beyond their
local communities. However, implementing this vision of
GCE can be challenging, where teachers lack agency, and
authorities resist bottom-up political change. For example,
GCE principles are difficult to adopt in authoritarian re-
gimes like China, where national interests and the promo-
tion of human rights with “Chinese characteristics” conflict
with the global understanding that human rights are uni-
versally applicable (Donnelly, 2013). GCE is also critiqued
for its diverse ideological orientations—neoliberal, liberal,
and critical—which generate competing understandings of
what global citizenship should entail (Liitge et al., 2022):
neoliberal, linking it to competition and personal social cap-
ital; liberal, emphasizing individual rights and public good;
and critical, focusing on social justice, global inequalities,
and sustainability, while challenging colonial mindsets. Ac-
cordingly, this study adopts a perspective consistent with
the critical strand of GCE, highlighting social justice and
global responsibility.

Challenges of Global Citizenship Education in Turkish
Context

Global Citizenship Education in Tiirkiye faces several
challenges that stem from both national and internation-
al contexts. Tiirkiye’s political landscape tends to prioritize
national identity and sovereignty over global cooperation.
Consequently, this leads to a rejection of the more univer-
sal aspects of GCE, like human rights being universally ap-
plicable, as it conflicts with certain nationalist ideologies
(Starkey, 2020). In addition, there have been limited efforts
to integrate intercultural education, global awareness, and
critical perspectives on global inequalities into the formal
Turkish educational curriculum. Instead, there is a focus on
national history and values, which can hinder the broader
objectives of GCE (Ersoy, 2013; Kiyak, 2020).

In Turkish context, it is seen that many preservice teach-
ers and teachers lack adequate preparation in intercultural
education and GCE (e.g., Bulut, 2019; Colak et al., 2019),
further limiting implementation efforts. In addition, text-
books do not explicitly include global citizenship education
(Karatekin & Uzunoz, 2022). This includes both a lack of
professional development in intercultural competence and
the absence of a coherent, nationwide policy framework for
GCE.

While GCE offers an opportunity to build a more em-
pathetic, inclusive, and globally aware generation, the chal-
lenges in Tiirkiye—ranging from political resistance and
curriculum limitations to cultural diversity and teacher
preparedness—pose significant barriers to its widespread
implementation. Overcoming these challenges will require
a concerted effort at the national level, involving changes
in policy, curriculum development, and teacher training to
construct a more comprehensive and globally-minded edu-
cational framework.
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In conclusion, integrating global citizenship with ELT
has the potential to educate globally minded, interculturally
competent, ethically responsible individuals. Therefore, this
study investigated EFL preparatory school students’ current
global citizenship dispositions to serve as a barometer at a
Turkish higher education institution. Within this perspec-
tive, the study addressed the following research questions:
1. What are preparatory school students’ overall global cit-

izenship scale and subscale scores?

2. How strongly does each global citizenship subscale cor-
relate with the overall score?

3. Is there a statistically significant difference in overall
global citizenship scores by gender?

4. Is there a statistically significant difference in overall
global citizenship scores by academic major?

5. Is there a statistically significant difference in overall
global citizenship scores by English language proficien-
cy level?

METHOD

The present study adopted a quantitative approach to
explore EFL preparatory students’ dispositions toward
global citizenship and examine how these tendencies might
vary by gender, academic major, and language proficien-
cy. A survey design was used to collect the data through
a translated and validated Likert-scale instrument, as it al-
lows for the collection of data from a large sample, produces
generalizable findings in students’ dispositions so that prac-
titioners and curriculum developers could be informed,
and reduces researcher bias (Creswell, 2014).

Research Context

This study was conducted with preparatory school stu-
dents studying at the School of Foreign Languages at Siiley-
man Demirel University in Isparta, Tirkiye. The preparato-
ry program provides one-year intensive English language
courses to equip students with the minimum required
language proficiency to gain entry into their respective ac-
ademic majors. Due to the increasing necessity for global
responsibility, intercultural competence, and multicultural-
ism among students in higher education, the program is ex-
pected to integrate global and cultural themes into curric-
ulum development with an emphasis on global citizenship.

Participants

The study sample consisted of 181 EFL preparatory
school students in the 2025 spring semester. Their ages
ranged between 18 and 22. Of the respondents who report-
ed gender (n=181), 129 were female, 52 were male. Partici-
pants were registered in various majors across the universi-
ty, so their majors were mainly grouped under a)Faculty of
Business and Economics, b)Faculty of Education, c¢)Faculty
of Engineering, d)Faculty of Humanities, and e)Vocation-
al School. Lastly, participants’ English proficiency levels

were institutionally classified into six levels (Al to C1 on
the CEFR scale) based on placement tests conducted at the
beginning of the academic year. The study employed a con-
venience sampling strategy, and participation was entirely
voluntary, which should be considered when interpreting
the generalizability of the findings.

Data Collection Tool and Procedure

The study used one tool to measure global citizenship
perceptions and attitudes in educational settings. The
Global Citizenship Scale was originally developed by Rey-
sen and Katzarska-Miller in 2012 and then validated in the
subsequent study (Reysen & Katzarska-Miller, 2013). How-
ever, its Turkish version, validated by Erbas et al. (2023),
was utilized. The scale consisted of 22 items measured on
a 7-point Likert scale. The items were categorized under
nine dimensions: (1) Normative Environment, (2) Global
Awareness, (3) Global Citizenship Identification, (4) In-
tergroup Empathy, (5) Valuing Diversity, (6) Social Justice,
(7) Environmental Sustainability, (8) Intergroup Helping,
and (9) Responsibility to Act. Each dimension of the scale
referred to crucial components of global citizenship, such
as awareness, identity, and engagement. The Turkish ver-
sion of the scale demonstrated high internal consistency
and validity for use with a Cronbach’s Alpha of .90. In the
present study, internal consistency was also calculated, and
the overall Cronbach’s Alpha for this sample was a = .93,
indicating that the instrument showed high reliability and
excellent internal consistency with the current participants.

Data were collected through an online survey via Goo-
gle Forms once approval was received from the Ethic Com-
mittee of Silleyman Demirel University (dated 07.03.2025
and numbered E.965132) and then the Directorate of the
School of Foreign Languages. Instructors were visited in
their offices for 2 weeks, the purpose of the research was ex-
plained, and the survey link was shared in their WhatsApp
group by the Directorate. Instructors supported data collec-
tion by allocating time in their classes for students to fill out
the survey. In the survey link, students were first assured of
the confidentiality and anonymity of their responses before
participation, and participation was entirely voluntary.

Data Analysis

The collected data were analyzed using SPSS 29. The
analysis was conducted sequentially based on the research
questions. First, descriptive statistics such as mean, standard
deviation, minimum, and maximum values for the total GC
scores and the nine subscales were calculated. Second, the
normality assumption was checked through skewness and
kurtosis values. The statistical analysis indicated that the to-
tal GC scores and subscale scores were within the acceptable
+2 range as suggested by Mayers (2013). Hence, a Pearson
product-moment correlation analysis was conducted, as
the assumption of normality was met, to examine the rela-
tionships between overall GC scores and the nine subscales.
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Third, an independent sample t-test was run to identify any
statistically significant difference between male and female
students after confirming the assumptions of normality and
homogeneity of variances. Levene’s Test for Equality of Vari-
ances was not significant (F(1, 179) = 1.55, p = .214, which
means that the assumption of equal variances was met. Final-
ly, the effect size was calculated. For research questions 4 and
5, a one-way ANOVA was employed to investigate whether
students’ academic majors and English language proficiency
levels significantly affected their total GC scores.

FINDINGS

The data about global citizenship was collected from 181
EFL students from different majors and levels of language
proficiency. It was analyzed using the SPSS 29. Descriptive
statistics, Pearson correlation analysis, independent sam-
ples t-test, and one-way ANOVA were the statistical analysis
methods sequentially employed to explore EFL students’ dis-
positions of GC at the preparatory school at Silleyman Demi-
rel University, and determine the possible effects of variables,
including gender, major, and language proficiency.

1) What are preparatory school students’ overall global citi-
zenship scale and subscale scores?

Descriptive statistics were obtained for total global cit-
izenship scores and their nine subscales to address the first
research question and identify preparatory school students’
global citizenship scale scores. With the help of descriptive
statistics, preparatory students’ overall global citizenship
awareness levels and their highest and lowest scores regard-
ing the subscales could be identified. Accordingly, Table 1
below indicates the descriptive statistics for global citizen-
ship subscales and total scores.

As shown in Table 1, the mean score for overall GC was
114.66 (SD = 22.77), with scores ranging from 28 to 154. The
preparatory school students, therefore, had a relatively ro-
bust level of awareness about global citizenship concepts. The
findings revealed that Turkish EFL students had the highest
levels of mean scores for the global awareness (M = 21.37,

SD = 4.73), meaning that preparatory school students have
a deep understanding of global issues. Likewise, students’
mean scores for the normative environment (M = 19.72, SD =
5.28) subscale were quite high, showing EFL students’ strong
support for global citizenship norms. Lastly, high mean
scores were found regarding environmental sustainability (M
= 12.05, SD = 2.57) subscale, indicating students’ concerns
about ecological issues and sustainable living. On the other
hand, the findings showed that students had the lowest mean
score for the Global Citizenship Identification (M = 9.44, SD
= 3.16) subscale, which could be interpreted as students not
completely embracing or internalizing the concept of being
a global citizen as a part of their identities. As per the to-
tal global citizenship scores, it was found that preparatory
school students had a high level of agreement with the con-
cepts measured by the global citizenship scale.

2) How strongly does each global citizenship subscale cor-

relate with the overall score?

The second research question explored the relationship
between each nine subscales in GC scale and overall GC
score. Since the data was normally distributed, a Pearson
correlation analysis was run. The findings related to this
analysis are shown in Table 2.

As inferred from Table 2, the analysis showed that all
nine sub-scales were positively and significantly correlat-
ed with the overall GC scores. The findings also revealed
that the strength of associations varied from moderate to
very strong. The strongest correlations were identified for
responsibility to act (p = .817), intergroup helping (p = .699),
and intergroup empathy (p = .579). On the other hand, the
weakest but still statistically significant association was de-
tected in the valuing diversity sub-scale (p = .451).

3) Is there a statistically significant difference in overall global
citizenship scores by gender?

The third question aimed to detect whether total global
citizenship scores differed significantly according to gender
variable. Therefore, an independent samples t-test was run
after testing the assumption of normality through the Shap-
iro-Wilk test and homogeneity of the variances via Levene’s

Table 1. Descriptive statistics for total GC scale and subscale scores

N Minimum Maximum Mean SD
Global Awareness 181 4.00 28.00 21.37 4.73
Normative Environment 181 4.00 28.00 19.72 5.28
Global Citizenship Identification 181 2.00 14.00 09.44 3.16
Intergroup Empathy 181 2.00 14.00 10.67 2.94
Valuing Diversity 181 2.00 14.00 09.80 2.87
Social Justice 181 2.00 14.00 11.00 3.43
Environmental Sustainability 181 2.00 14.00 12.05 2.57
Intergroup Helping 181 2.00 14.00 10.33 3.39
Responsibility to Act 181 2.00 14.00 10.28 291
GCE Total 181 28.00 154.00 114.66 22.77
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Test for Equality of Variances. The findings regarding gen-

der variables are reflected below in Table 3.

As shown in Table 3, female students’ total global citi-
zenship scale scores (M = 116.76, SD = 21.04) were higher
than male students’ total global citizenship scale scores (M
=109.46, SD = 26.06). The findings revealed no statistically
significant difference across genders (t(179)=1.97; p=.051).
Even though the effect size (Cohen’s d = 0.32) pointed to a
small to moderate practical effect, no statistically significant
difference was found at the conventional p < .05 level.

4) Is there a statistically significant difference in overall global
citizenship scores by academic major?

For the fourth research question, the ANOVA test mea-
sured whether the effect of academic majors on overall
GCE scores was statistically significant. In this case, the as-
sumptions for ANOVA were met by testing the variances,
and the results are presented below in Table 4.

As illustrated in Table 4, no statistically significant dif-
ference was found in overall GCE scores depending on
students’ academic majors F(4, 176) = 1.67, p = .159. In
addition, it was found that the effect size (n*> = .037) was
small, and only about 3.7% of the variance in GCE scores
could be attributed to the academic majors. The findings
also showed that vocational school students had the highest
global citizenship mean scores (M = 134.86), while students
majoring at the faculty of humanities had the lowest glob-
al citizenship mean scores (M = 111.71). Lastly, post hoc
Tukey tests also did not reveal statistically significant pair-
wise differences across departments.

5) Is there a statistically significant difference in overall global
citizenship scores by English language proficiency level?
For the last research question, a one-way ANOVA was

conducted to explore whether the global citizenship scores

Table 2. Pearson correlation between GC subscales and to-
tal GC score (n=181)

Subscale p P

Global Awareness .564 <.001
Global Citizenship Identification .520 <.001
Intergroup Empathy .579 <.001
Responsibility to Act .817 <.001
Normative Environment .500 <.001
Environmental Sustainability .549 <.001
Social Justice 572 <.001
Intergroup Helping .699 <.001
Valuing Diversity 451 <.001

of preparatory students differed depending on their English
language proficiency levels. The assumption of homogene-
ity of variances was met, and the findings are displayed in
Table 5 below.

As shown in Table 5, GCE scores did not yield statis-
tically significant differences by English proficiency levels,
F(5, 175) = 0.83, p = .528. The small effect size (n* = .023)
indicated that approximately 2.3% of the variance in GCE
scores could be attributed to English proficiency level. Fur-
ther, post hoc Tukey tests did not reveal any significant
pairwise differences between any two proficiency groups.
Lastly, C1 level students had the lowest global citizenship
mean scores (M = 106.65, SD = 29.73), whereas Al level
students had the highest global citizenship mean scores (M
=127.00, SD = 5.66).

DISCUSSION

The present study explored EFL preparatory school
students’ global citizenship dispositions at a Turkish state
university. EFL students” overall GC scores and global cit-
izenship orientations in relation to different demographic
variables such as gender, academic major, and language
proficiency were also examined. Accordingly, the findings
and their implications are discussed with respect to each
research question.

Students’ Global Citizenship Levels

The descriptive statistics showed that EFL at the prepa-
ratory school students’ awareness levels and agreement with
global citizenship dimensions were relatively high, with an
overall mean score of 114.66. In addition, EFL students had
the highest mean scores in relation to global awareness, nor-
mative environment, and environmental sustainability sub-
scales. In this sense, high mean scores in the global aware-
ness subscale indicate that EFL learners are open to learn
about world issues and aware of global interdependencies,
which is an important outcome that Global Citizenship
Education aims for (UNESCO, 2014). Likewise, previous
studies (e.g., Nguyen, 2021; Xu & Stahl, 2023) revealed that
inclusion of globally oriented curricula would contribute to
EFL students’ engagement with sustainability. In this sense,
students’ high awareness of environmental issues could be
interpreted as a reflection of the increasing social emphasis
on sustainability in Tiirkiye and globally.

On the other hand, EFL students exhibited the lowest
mean score for global citizenship identification, which means
that EFL preparatory school students did not identify them-

Table 3. Independent samples t-test results for total GC scale scores by gender

Gender N Mean SD df t P
Global citizenship scores Male 52 109.46 26.06 179 1.97 .051
Female 129 116.76 21.04
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Table 4. One-way ANOVA for total GC scale scores by major

SS df MS F P
Between Groups 3412.48 4 853.12 1.67 .159
Within Groups 8927397 176 510.65
Total 92686.44 180

Table 5. One-way ANOVA for total GC scale scores by pro-
ficiency levels

SS df MS F P
Between Groups  2169.74 5 43395  0.83 .528
Within Groups 91116.70 175 520.67
Total 93286.44 180

selves as global citizens or did not internalize this concept.
Even though Turkish EFL students showed high global citi-
zenship awareness, their relatively weaker identification with
the role of global citizen could be regarded as an indication
of the gap between cognition and affective identity forma-
tion. This could be the outcome of the abstract nature of
global identity or the limited integration of explicit global
citizenship content in the current EFL curriculum (Erbas et
al.,, 2023). A possible explanation for this finding might be
related to the gap between EFL learners’ global citizenship
awareness and personal sense of global engagement or iden-
tity. This difference could be attributed to the EFL curricu-
lum’s deficiencies in providing emotional investment and
action-oriented tendencies regarding global citizenship. It
can therefore be assumed that further studies should focus
on supporting EFL learners’ agency, emotional connection,
and critical reflection as global citizens.

Correlations Between Subscales and Overall Global
Citizenship

The findings indicated that Pearson correlation analysis
yielded significant and positive associations between all nine
subscales and the overall GC score. Among these nine sub-
scales, responsibility to act, intergroup helping, and intergroup
empathy were found to have the strongest correlations with
the overall score. This finding might be explained by the fact
that EFL students identifying themselves as global citizens
possess a sense of ethical responsibility and a tendency to
support others beyond cultural boundaries. Consistent with
this finding, previous studies (e.g., Byram et al., 2001; Na-
varro et al., 2025) reported that affective components such
as valuing diversity, empathy, and mindfulness were essential
for fostering global citizenship. Likewise, empathy, justice,
and responsibility for action have been identified as influ-
ential dimensions shaping global citizenship and student
outcomes (e.g., Nguyen, 2021; Schutte et al., 2017). There-
fore, these findings might suggest that global citizenship
education could be fostered through active engagement and
awareness (Reysen & Katzarska-Miller, 2013). Interestingly,

another finding that stood out from the results reported ear-
lier was that valuing diversity had the lowest correlation with
the overall GC scores, which suggests that despite students’
appreciation for cultural differences, this dimension is not
internalized or emphasized in educational contexts. Since
valuing diversity demands more than conceptual awareness,
intercultural engagement and interaction with diverse cul-
tures are highly crucial for the development of this construct.
However, intercultural exposure to different perspectives and
dialogic experiences might be limited in Turkish EFL context
and classroom setting. Therefore, EFL learners’ global aware-
ness may not have transformed into emotional attachment or
inclusive attitudes towards cultural diversity.

Gender Differences in Global Citizenship Scores
Independent sample t-test results indicated no statisti-
cally significant difference (p = .051) between female and
male students total GC scores. However, the study found
that female students had higher mean global citizenship
scores than the male students. In accordance with the
present results, previous studies (e.g., Bulut, 2019; Gezer
& Ilhan, 2023; Nguyen, 2021) found that female students
had higher global citizenship dispositions, which could be
attributed to females’ greater socialization involving empa-
thy, cooperation, and social justice. In addition, global re-
search revealed that females tended to support values such
as empathy, tolerance, and caring values, which were also
promoted by GCE (UNESCO, 2014). Accordingly, it could
be stated that more gender-sensitive pedagogical practices
should be integrated into ELT contexts, and male students
should also be encouraged to engage with global issues and
identities. Lastly, although the result is not statistically sig-
nificant, the small to moderate effect size (Cohen’s d = 0.32)
suggests a model that is worthy of further research.

Differences in Global Citizenship Scores by Academic
Major

The one-way ANOVA analysis did not reveal any sta-
tistically significant difference in overall GC scores across
academic majors. Surprisingly, vocational school students
were found to have the highest total GC scores, while the
students from faculty of humanities had the lowest over-
all GC scores. The difference between high and low levels
of GC scores could be attributed to personal or contextual
factors like career goals, practicality, and empathy-focused
motivations. An implication of this finding could be that
students’ exposure to global citizenship themes is not spe-
cific to the discipline yet, or that preparatory school offered
a uniform exposure to global values, as highlighted by
Gezer and Ilhan (2023). This finding broadly supported the
work of Erbag et al. (2023), who noted that GCE integration
is still in its initial stages in Tiirkiye, and is not fully em-
bedded into all academic areas. Consistent with the liter-
ature, it could be assumed that school-wide curriculum or
instructors could be more influential on GCE values rather
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than academic majors. Hence, the incorporation of explicit
interdisciplinary connections and global citizenship values
into ELT curricula at the preparatory level would contrib-
ute to EFL learners’ awareness and development of a global
identity.

Differences in Global Citizenship Scores by English
Proficiency Level

No statistically significant difference was found re-
garding EFL students’ proficiency levels according to the
one-way ANOVA analysis report. Surprisingly, lower-pro-
ficiency (A1) students had higher GC mean scores than
higher-proficiency (C1) students. Al students’ higher GC
scores could be related to their greater idealism, openness,
or motivation to learn about global issues despite their lim-
ited language skills. A possible explanation for this unex-
pected result could be attributed to attitudinal and contex-
tual factors representing EFL learners’ identity aspirations
and affective engagement. This interesting finding could
be related to students’ enthusiastic responses and commit-
ment to values such as sustainability, human rights, and
equality. Even though these learners have a lower language
proficiency level and limited language skills, they might be
eager to engage with the global citizenship concepts. In this
regard, Reysen and Katzarska-Miller (2013) assert that not
only linguistic ability but also characteristics like awareness,
empathy, and responsibility promote the process of global
citizenship identity formation. This also accords with Na-
varro et al’s (2025) study, which shows that global citizen-
ship orientations are shaped by both linguistic competence
and educational exposure to global issues and themes. In
accordance with this, previous studies (e.g., Byram et al,
2001; Xu & Stahl, 2023) demonstrated that GCE values like
intercultural understanding and global awareness should be
fostered in all language learning environments. That is why
it could be argued that global citizenship values could be
enhanced regardless of language proficiency, and GC dis-
positions could be developed through instructional content
and classroom culture. Therefore, it would be important
to integrate the global themes and intercultural issues into
language classes across all levels, not just high proficiency
language classes.

CONCLUSION AND SUGGESTIONS

This study aimed to explore the global citizenship dis-
positions of EFL preparatory school students in a Turkish
higher education context, considering the lack of studies
that investigate how these dispositions might vary by gen-
der, academic major, and language proficiency.

The main results demonstrated that EFL learners had a
relatively high awareness of global issues, but their identi-
fication, and in turn engagement, with the notion of glob-
al citizenship remained low. This implies that even though
learners are conscious of and care about global issues, they

might not yet internalize the concept of GC as a part of their
identity. In addition, the present study also showed a mar-
ginal gender difference favoring female students, while aca-
demic major and English proficiency level did not produce
statistically significant differences. These results suggest the
need for addressing identity and gender-related dimensions
of global citizenship in ELT curricula, thereby moving be-
yond global awareness and knowledge.

In addition, there are several limitations of the study
that should be addressed. First of all, the study is limited
to the data gathered from a single institution, which does
not allow the generalizability of the data. Secondly, the
scope of this study was limited in terms of demographic
and contextual diversity, which means that the findings
may not reflect the regional and curriculum-related dif-
ferences. Thirdly, this study is restricted to the use of a
self-assessment instrument, focusing on perceived dispo-
sitions of EFL participants rather than observed behav-
iors; that is why, the findings may be limited to the socially
desirable responses.

Based on these limitations, future studies can be con-
ducted via using larger and diverse sample sizes to make
comparisons across program types and institutions. Ad-
ditionally, further studies can benefit from classroom ob-
servations, interviews, and performance-based evalua-
tions to reflect EFL learners’ actual and verified behaviors
representing their global citizenship dispositions. Finally,
practitioners and curriculum designers are recommended
to integrate GCE dimensions such as empathy-building ac-
tivities, sustainability topics, and civic engagement projects
into EFL classrooms so that learners’ identity and engage-
ment with global citizenship could be enhanced. In this
way, empowered individuals who are eager to take action
to live in a more sustainable and inclusive world could be
cultivated.
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0z

Lise mezunu 6grenciler, {iniversite birinci sinifa geldiklerinde Tiirk¢e konusma ve yazma ko-
nusundaki yetersizlikleriyle yiizlesmekte ve bunu telafi etmek i¢in biiyiik ¢aba i¢ine girmek-
tedirler. Bu ¢aba, kiiltiirel sermayelerinin zayifligini fark etmeleriyle baslamaktadir. Ancak
LGS ve YKS gibi merkezi sinavlarda bilgi basamaginda 6grendikleri Tiirkge ile tiniversitedeki
derslerde onlardan beklenen konusma ve yazma becerileri arasinda biiyiik farklar1 goriince
ana dillerine karg1 6nyargilar olusmaktadir. Ayrica Tiirk Dil Kurumu tarafindan siklikla degis-
tirilen yazim ve noktalama kurallar1 da 6grencilerin kafasini karistirmakta ve Tiirkgeye karst
onyargi beslemelerine neden olabilmektedir. Bu arastirmada nitel arastirma yontemlerinden
dokiiman analizi metodu kullanilmistir. Universite birinci simf 6grencilerinin yazma beceri-
lerini ortaya koyarken yaptiklar: Tiirk¢e imla hatalar tespit edilmis ve bunun 6grencilerin dile
dayali kiiltiirlerinin siirdiiriilebilirligine etkisi yorumlanmistir. Ogrencilerin; biiyiik harflerin
yazimi, unvanlarin yazimu, virgiiliin kullanimi, noktali virgiil ve iki noktanin kullaniminin
karigtirilmasi, tirnak isaretinin kullanimi, kesme isaretinin kullanimi, satir sonuna sigmayan
hecelerin ayrilmasi, diizeltme / inceltme isaretinin kullanimi gibi konularda yetersiz olduklar:
goriilmiistiir. Ozellikle diizeltme ve inceltme isaretinin farkli kurallarinin olmasi ve bu ku-
rallarin TDK Sozligiinde bile tutarsizhigi Tiirkgeye karsi 6nyargiya sebep olabilmektedir. Bu
durum yabanci uyruklu 6grenciler i¢in ise daha biiyiik sorun olusturmaktadir. Bu kullanim-
larin anlatimi esnasinda okullarda 6grendikleri ile TDK sézliikleri ve yazim kilavuzlarindaki
bilgilerin farkli olmasi onlarin Tiirk¢eye karsi olumsuz davranis gelistirmelerine sebep olmak-
ta, hatta yabanc dil 6zentisine giden diisiince ve eylemlere doniismektedir. Caligma sonunda
kiiltiirel siirdiirilebilirligi saglamak igin Tiirkge imla ve noktalama kurallarinin nasil olmasi
gerektigi hususunda ¢oziimler 6nerilmistir.
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ABSTRACT

High school graduates face their inadequate Turkish speaking and writing skills as they en-
ter their first year of university and embark on significant efforts to compensate. This effort
begins with their recognition of the weaknesses in their cultural capital. However, when they
encounter significant discrepancies between the Turkish they learn in the proficiency level of
centralized exams like the LGS and YKS and the speaking and writing skills expected of them
in university courses, prejudices against their native language emerge. Furthermore, the fre-
quent changes in spelling and punctuation rules by the Turkish Language Association (TDK)
confuse students and can foster prejudices against the Turkish language. This study employed
a qualitative research method, document analysis. The Turkish spelling errors made by first-
year university students while demonstrating their writing skills were identified, and the im-
pact of these errors on the sustainability of their language-based culture was analyzed. The
students were found to be inadequate in areas such as the spelling of capital letters, the spelling
of titles, the use of commas, the confusion of semicolons and colons, the use of quotation
marks, the use of apostrophes, the separation of syllables that do not fit at the end of a line,
and the use of the caret/circumcision mark., and the inconsistency of these rules even within
the Turkish Language Association (TDK) Dictionary, can lead to prejudice against the Turkish
language. This poses a greater problem for international students. The discrepancy between
what they learn in school and the information in TDK dictionaries and spelling guides when
explaining these uses leads to negative attitudes toward the Turkish language, even leading
to thoughts and actions that imitate foreign languages. The study concludes with suggestions
for how Turkish spelling and punctuation rules should be implemented to ensure cultural
sustainability.

Cite this article as: Demiral, H. (2025). Analysis of Turkish Spelling and Punctuation Rules

for Cultural Sustainability. Yildiz Journal of Educational Research, 10(2), 78-88.

GIRIS

Kiiltiirel stirdiiriilebilirlik bir toplumun kimligini, de-
gerlerini, tarihini ve bilgi birikimini gelecek nesillere akta-
rabilme yeteneginin korunmasi anlamina gelir. Bu aktarim
stirecinin en kritik araci ise dildir. Dil, yalnizca bir iletigim
araci degil; ayn1 zamanda diistince bicimini, kiiltiirel hafi-
zay1 ve toplumsal baglar: sekillendiren canli bir yapidir. Bir
milletin dilini dogru, tutarl ve etkin kullanmasi, o milletin
kiiltiirel varligini ve bagimsizligin siirdiirebilmesinin temel
sartidir. Bu baglamda Kaplan (1982) bir dilin, milletin ta-
rih sahnesindeki aynasi olduguna ve milli varligin ispatinin
tarihi vesikalarla -yaz1 diliyle- miimkiin olduguna dikkat
cekmektedir. Benzer sekilde Unalan (2005), “Dil yoksa top-
lum da yoktur. Dil, bir toplumun kiiltiir kimligidir” diyerek,
diline ve kiiltiirtine sahip ¢ikamayan milletlerin yeryiizii
arenasinda uzun siire varlik gésteremeyecegi gerceginin al-
tin1 gizmektedir. Kiiltiir ve dil arasindaki bu ayrilmaz iligki,
dilin dogru ve zengin kullaniminin kiiltiirel miras: koru-
madaki hayati roliinii ortaya koymaktadir. Bourdieuwnun
kiltiirel sermaye kavrami, Ogrencilerin dil becerilerini
yalnizca bireysel ¢aba veya biligsel yetenekle degil, ayni za-
manda sosyo-kiiltiirel kosullarla iligkilendirir. Aser (2021),
Istanbuldaki iki Anadolu lisesindeki 6grencilerinin kiiltiirel
sermaye diizeyleri ile gelecek beklentileri arasindaki iliskiyi
incelemis ve diigiik kiiltiirel sermayeye sahip 6grencilerin,
dilsel yeterlilikte daha pasif ve bagimli bir 6grenme bigimi

gelistirdiklerini saptamistir (Agser, 2021). Benzer sekilde,
Aktas ve Engin (2024) ¢alismasinda, 6grencilerin kiiltiirel
sermaye diizeylerinin okul ici basary, iletisim becerileri ve
“gizli miifredat” deneyimleri iizerinde belirleyici oldugunu
gostermigtir (Aktag & Engin, 2024). Dil tutumlar1 agisin-
dan, 6grencilerin Tiirkgeyi yalnizca “ders dili” olarak degil,
kiiltiirel bir kimlik ve iletisim araci olarak benimsemeleri,
stirdiriilebilir dil bilincinin olugsmasinda kilit rol oyna-
maktadir (Avci, Tosten & $ahin, 2020). Bu baglamda, dil
Ogretiminde kiiltiirel sermaye yoksunlugunun giderilmesi,
6grencilerin Tiirkgeye yonelik olumsuz ényargilarini azalt-
makta ve yazili anlatimda 6z giiven gelistirmelerine katki
saglamaktadur.

Egitim sisteminin 6nemli bir basamag: olan lise mezu-
niyeti sonrasinda bireylerden, itiniversite hayatina ve mes-
lek yasamina adim attiklarinda karmagik diisiinceleri aka-
demik diizeyde ifade etmeleri beklenir. Ozellikle {iniversite
birinci sinifta 6grencilerin karsilastigi en bityiik ihtiyaglar
arasinda derslerdeki tartigmalara katilma, 6dev, rapor ve
sunum hazirlama gibi siireglerdeki yazma ve konusma be-
cerileri eksikligidir. LGS ve YKS gibi merkezi sinavlarda
bilgi basamaginda 6grendikleri Tiirkge ile iiniversitedeki
derslerde onlardan beklenen konusma ve yazma becerileri
arasinda biyiik farklar, onlarin ana dillerine kars1 6nyar-
gilar olusmaktadir. Bu durum, 6grencilerin yalnizca dil
becerilerinde degil, ayn1 zamanda kiiltiirel sermayelerinde
de eksiklikler yasamalarina neden olmaktadir (Aser, 2021).
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Bourdiewnun kiiltiire] sermaye kurami gercevesinde de-
gerlendirildiginde, 6grencilerin yazili ve sozli Tiirkgeye
kars1 gelistirdikleri 6nyargilar, dilin yalnizca iletisimsel bir
arag degil, ayn1 zamanda bir kiiltiirel kimlik gostergesi ol-
dugunu da ortaya koymaktadir (Aktas & Engin, 2024). Bu
yetersizlik, 6grencilerin akademik bagarilarim1 dogrudan
etkilemekle kalmaz, ayn1 zamanda kiiltiirel ve akademik
gevreye uyumlarini da zorlastirmaktadir. Goger (2015)e
gore, kiiltiirtin zenginligi dili etkili kullanmada séyleyenin/
yazanin igini kolaylagtirir; zayif kiiltiirel birikim ise ifadeyi
gligstizlestirir. Bu durum, lise mezunlariin akademik ha-
yatta yasadig1 yetersizliklerin kiiltiirel sermaye eksikligiyle
dogrudan iliskili oldugunu gostermektedir.

Tiirkgeyi dil bilgisi ve iml4 kurallarina uygun olarak
kullanmak, diigiincenin net, anlagilir ve saygin bir bi¢im-
de aktarilabilmesi i¢in zorunludur. Dogru imla, metnin
giivenilirligini artirir, okuyucunun konuya odaklanmasini
saglar ve iletisimin 6niindeki anlamsal engelleri kaldirir.
Ancak tiniversite 6grencilerinde gozlemlenen iml4 hatalar
ogrencilerin ana dillerine karst 6nyarg: gelistirmelerinden
kaynakli olabilmektedir. TDK’nin ge¢mis yillarda imla ve
noktalama kurallarini stirekli degistirmesi ve bu kurallar-
daki tutarsizliklar, 6grencilerin dile kars1 olumsuz bir tu-
tum sergilemesine, hatta yabanci dile 6zenti gelistirmesine
neden olarak kiiltiirel stirdiiriilebilirlige zarar vermektedir.
Konfii¢yilisin de dedigi gibi, “Bir milleti yok etmek istiyor-
saniz once dilini yok edin” (Coban, 2018) ifadesi dilin yan-
lis ve 6zensiz kullaniminin uzun vadede ulusal kimlik ve
kiiltiirel varolus i¢in ne denli tehlikeli oldugunu gozler 6nii-
ne sermektedir. Ozellikle diizeltme isaretinin (4, 1, @) ku-
rallari, bitytik harflerin kullanimi, kesme isareti ve virgiiliin
kullanimi gibi kurallardaki degisim ve bunun okullardaki
tutarsizlikligl, 6grencilerin Tiirkgeyi karmasik ve celigkili
bir sistem olarak algilamalarina yol agmaktadir. Tirk Dil
Kurumunun farkl: dénemlerde yayimladig: yazim kilavuz-
lar1 arasindaki degisiklikler bu karmasay: derinlegtirmek-
tedir (Kog, 2014). Bu durum, 6zellikle yabanci uyruklu 6g-
rencilerin Tiirk¢eyi 6grenme siirecinde daha belirgin hale
gelmekte; Arap ve diger yabanci kokenli 6grenciler, Tiirk-
¢enin imla kurallarinda sik¢a hata yapmakta ve dilin yap-
sina kars1 olumsuz tutumlar gelistirmektedir (Taysi, 2018;
Sengiil, 2015). Arastirmalar, 6grencilerin biiylik harflerin
kullanimi, noktalama, tirnak isareti, diizeltme isareti ve
hece boliinmesi gibi konularda sik hata yaptiklarini ortaya
koymustur (Kadan, 2023). Benzer sekilde, Kiirt ve Arap ko-
kenli 6grenciler arasinda yapilan karsilastirmali ¢alismalar,
yazili Tlirkcede en yaygin hatalarin noktalama, ses uyumu
ve kelime secimi alanlarinda yogunlastigini gostermistir
(Kazazoglu, 2020), (Moghazy, 2021). Bu ¢alismalarin ortak
noktasi, 6grencilerin anadilinde (L1) yerlesmis yazim alis-
kanliklarinin Tiirk¢eye olumsuz aktarilmasidir. Yani “nega-
tif aktarim” kavrami, yazma hatalarinin biligsel temellerini
aciklamada belirleyici bir role sahiptir.

Tiirkge genellikle “seffaf ortografili” (transparent ort-

hography) bir dil olarak kabul edilse de, son dénem arastir-
malar bu goriisii yeniden tartigmaya a¢mistir. Babayigit'in
Tiirkgenin okuma ve yazma siireglerini karsilastirdig: ca-
ligmalari, yazmanin okuma becerisine gore biligsel olarak
daha karmagik oldugunu gostermistir (Babayigit, 2022);
(Babayigit & Stainthorp, 2010). Iskender (2023), Tiirkge-
nin “s1§” bir ortografiden ziyade “ara derinlikte” oldugunu,
ozellikle Gnlii uzunluklar: ve diizeltme igaretlerinin Tiirk-
ceyi dngoriilemeyen bir hale getirdigini savunur (iskender,
2023). Bu goriis, Tiirk Dil Kurumu (TDK) yazim kilavuz-
larmin farkli yillarda yaptigr degisikliklerle birlestiginde,
ogrencilerin “dogru yazim” kavramina karst giivensizlik
gelistirmesine yol agmaktadir (Kog, 2014). Dolayisiyla imla
6gretiminde yalnizca kural aktarimi degil, yazimin tarih-
sel ve kiiltiirel arka planinin da agiklanmasi, 6grencilerin
dile kars1 6nyargilarini azaltmada 6nemli bir etkendir. Tiirk
tiniversitelerinde 6grenim goéren yabanci uyruklu 6grenci-
ler (6zellikle Arap kokenli olanlar) Tiirk¢ede iml4 sorun-
larni ¢ok daha derin bicimde yasamaktadir. Taysi (2018)
galigmasinda, yabanci 6grencilerin Tiirk¢ede en ¢ok hata
yaptiklar1 alanlarin eklerin yazimi, éinlii uyumu ve diizelt-
me isareti kullanimi oldugunu belirtmistir (Taysi, 2018).
Sengiil (2015) de Suriyeli 6grencilerin yazma becerilerinde
yasadiklar1 sorunlari analiz etmis ve 6greticilerin bu konu-
da yeterli materyal ve yontemsel destege sahip olmadigini
vurgulamistir (Sengiil, 2015). Bu sonuglar, Tiirk¢e 6greti-
minin yalnizca dilbilgisel dogrulukla sinirli kalmamasi,
kiiltiirel baglamin da 6grenme siirecine entegre edilmesi
gerektigini ortaya koymaktadir (Okten & Griffin, 2016).

Yazma becerilerinin gelisimi yalnizca teknik dogruluk
degil, ayn1 zamanda 6grencilerin dile olan duygusal ve kiil-
tiirel baglhiliklarini da igerir. Selma Babayigit'in (2011) ¢alig-
malari, yazma kalitesinin yalnizca dilbilgisel degil, sozciik
dagarciy, bellek ve dinleme becerileri gibi bilissel siirecler-
le de iliskili oldugunu géstermektedir (Babayigit & Staint-
horp, 2011). Dolayistyla, siirdiiriilebilir bir dil kiiltiirii olus-
turmak icin Tiirkge 6gretiminin, kiiltiirel sermaye, biligsel
slirecler ve duygusal tutumlar: biitlinciil bigimde icermesi
gerekmektedir.

Bu arastirmanin amaci, “lise mezunu &grencilerin yaz-
ma becerilerinden hareketle Tiirk¢e iml4 ve noktalamanin
kiiltiirel stirdiiriilebilirlik agisindan ne durumda oldugu nu
ortaya koymak™tir. Bu durumun kiiltiirel sermaye ve dil tu-
tumlar1 Gizerindeki etkilerini degerlendirmek ve stirdiirii-
lebilir dil bilinci agisindan ¢6ziim Onerileri gelistirmektir.

YONTEM

Bu arastirma, var olan bir durumu derinlemesine ince-
lemek ve tanimlamak amaciyla, nitel arastirma desenlerin-
den igerik analizi yontemi kullanilarak gergeklestirilmistir.
Igerik analizi, “Insanlarin iletisim kurmasini saglayan me-
tinlere gomili anlamlarin anlagilmas: i¢in verilerin belli
kurallar dahilinde ve tekrar tiretilebilir bigimde ¢ikarilma-
sU'dir (Krippendorff, 2018). Bu ¢aligmada, tiniversite birinci
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siif ogrencilerinin yazili anlatim becerilerinde yaptiklar:

imla hatalarini tespit etmek ve bu hatalarin tiirlerini ortaya

koymak amaciyla yazma kagitlari temel veri kaynag olarak
kullanilmstir.

Aragtirmanin ¢alisma grubunu, 2024-2025 6gretim yili
giiz doneminde bir devlet tiniversitesinin egitim fakiiltesin-
de birinci sinifa yeni baglayan 103 6grenci olusturmaktadir.
Bu 6grencilerin 52’si sinif 6gretmenligi, 51 de okul 6ncesi
ogretmenligi boliimiine kayit yaptirmistir. Calisma grubu,
ogrencilerin lise egitiminden hemen sonraki dil yeterli-
lik diizeylerini temsil etmesi agisindan amagli 6rnekleme
(criterion sampling) yontemi ile secilmistir. Ogrenciler; 90
puan alan 2 kadin, 80 puan alan 28 kadin / 8 erkek, 70 puan
alan 39 kadin / 8 erkek, 60 puan alan 8 kadin / 10 erkek,
50 puan alan 1 erkek seklinde dagilmistir. Bu 6grencilerin
yazili kagitlary, lise miifredatinin Tiirk¢e konusma ve yazma
becerileri tizerindeki etkilerini ortaya koymak adina 6nem-
li bir veri seti saglamaktadir.

Aragtirmada, 6grencilerin ders kapsaminda hazirladik-
lar1 “Oykiileyici Anlatim Ilkelerine Uygun Yazma Odevleri”
kullanilmistir. Bu 6devler, 6grencilerin serbestge kullandik-
lar1 ve dogal dil yeterliliklerini yansitan iirtinler oldugu i¢in
imla ve noktalama durumlarinin tespiti agisindan gegerli
bir aragtir. Ogrencilerden, &ykiileyici anlatim ilkelerine
uygun bir metin olusturmalar: istenmistir. Ogrenci kagit-
lar1 dersin degerlendirme olgiitleri olan tiire uygunluk (25
puan), konuya uygunluk (15 puan), paragraf yapabilme (15
puan), ciimle dizgisi (15 puan), kelime tercihi ve kullanimi
(15 puan), imla ve noktalama (10 puan), diizen-okunakli-
lik-baglik (5 puan) olma {izere 100 puan iizerinden genel
bir puan verilmistir. Bu esnada yapilan imla ve noktalama
hatalar1 TDK Yazim Kilavuzunda yer alan kurallar ¢ergeve-
sinde tespit edilmistir. Ogrenciler tarafindan tamamlanan
Odevler el yazist biciminde teslim alinmig, tim belgeler
arastirmaci tarafindan numaralandirilarak kodlanmigtir
(01, 02, ..., 0105). Ogrencilerin yazim ve noktalama ha-
talar1 olusturulan forma islenerek gruplandirilmistir. Uy-
gulama esnasinda 6grencilerin yazma siirecini takip etmek
amaciyla su adimlar izlenmigtir:

o Taslak Yazi: Ogrencilerin taslak yazilarini kursun ka-
lemle yazmalari istenmistir. Bu, hata yapma ve diizeltme
slireglerini goriiniir kilmistir.

o Son Hal: Yazinin son ve nihai hélini ise titkenmez ka-
lemle yazmalari talep edilmistir.

o Incelenen Materyal: Arastirmada analize tabi tutulan
temel materyal, 6grencilerin titkenmez kalemle yazdig:
105 adet nihai yazma kagididur.

Toplanan 103 adet yazma kagids, aragtirmacilar tarafindan
Tiirk Dil Kurumunun (TDK) Yazim Kilavuzu temel alinarak
titizlikle incelenmistir. Veri analizi su adimlari igermistir:

1. Hata Kategorizasyonu: Her bir 6grencinin yazisinda tespit
edilen tiim imla hatalar1 belirlenmis ve aragtirmanin odak
noktalar1 dogrultusunda alt kategorilere ayrilmustir (bityiik
harf yazimi, noktalama isaretleri, diizeltme isareti vb.).

2. Frekans Analizi: Her bir hata kategorisinin 105 yaz1 ige-
risindeki toplam tekrar sayis1 (frekansi) hesaplanmistir.
Bu, 6grencilerin en ¢ok zorlandig1 imla kurallarini (en
¢ok yapilan hatalar1) nesnel olarak ortaya koymustur.

3. Betimsel Analiz: Tespit edilen hatalarin nedenleri ve
ogrencilerin dile kars1 gelistirdigi tutumlara yansimast,
nitel verilerle (metinlerden orneklerle) desteklenerek
betimsel bir yaklagimla yorumlanmigtir.

4. Nitel Yorumlama: Elde edilen veriler betimsel analiz
yontemiyle yorumlanmis, 6grencilerin Tiirk¢eye yone-
lik alg1 ve davranislari tartisilmistir.

Aragtirmada inandiricihik (credibility), aktarilabilirlik
(transferability), tutarliik (dependability) ve dogrulanabi-
lirlik (confirmability) 6lgiitlerine gore gegerlik ve giivenirlik
saglanmigtir (Lincoln & Guba, 1985). Arastirma bulgulari-
nin gegerliligini saglamak amaciyla, imla hatalarinin tespiti
ve kategorizasyonunda temel referans olarak TDK Yazim
Kilavuzu gibi standart ve kabul gérmiis bir 6l¢iit kullanil-
mustir. Ayrica, hata tespitinde olast 6znelligi azaltmak i¢in
uzman goriisii alinmistir. Hata kategorilerinin ve kodlama-
larinin tutarhiligini saglamak i¢in, aragtirmacinin belirledigi
kategori listesi {izerinden rastgele secilen bir grup kagit iize-
rinde pilot kodlama yapilmis ve kategorilerde ortak karara
varilmustir. ¢ gecerligi saglamak i¢in kodlama siirecinde iki
dil uzmaninin bagimsiz olarak yaptig1 analizler karsilasti-
rilmus, %89 goriis birligi saglanmistir. Kodlayicilar arasi
uyusum Miles & Huberman (1994) formiiliiyle (Gortis Bir-
ligi / Goriis Birligi + Ayrilik x 100) hesaplanmigtir. Calisma
grubuna dahil edilen 6grenciler, Tiirkiyedeki devlet tiniver-
sitelerinin genel 6grenci profiliyle benzerlik gostermesi dig
gecerligi sagladigini gostermektedir. Giivenirligi saglamak
icin de veriler 6zgtin halleriyle -6grencilerin el yazisiyla-
almis ve bulgular kisminda da bu sekilde verilmistir.

BULGULAR

Lise mezunu dgrencilerin yazma kagitlarindan hareketle
Tiirk¢e imla ve noktalamanin kiltiirel siirdiirtilebilirlik aci-
sindan durumunun tespit edilmeye ¢alisildig: bu aragtirmanin
bulgular1 iml4 ve noktalama alt baghiklarindan olusmaktadr.

1. Tiirkgenin imla Agisindan Kiiltiirel Siirdiiriilebilirligine
Dair Bulgular

Ogrencilerin yazma kagitlar1 incelendiginde Tiirkge
iml hatalarinin en az bir kez yapildig1 goriilmektedir. Og-
rencilerin tiniversiteye giris sinavindaki Tiirk¢e sorularinda
basarili olduklar1 ve OSYM siralamasinda 15 bin ile 70 bin
arasinda yer aldiklar1 halde Tiirk¢e iml4 konusunda istenen
seviyede olmadiklar goriilmektedir. Ogrencilerin imla bas-
lig1 altinda yaptig1 hatalar; “biiytik harflerin yazimi, de bag-
lacy, satir sonuna yazma -o-turup, e-ser, var-midir gibi-, satir
bagin1 hep biiyiik harfle yazmak, sayilarin yazimi, yabanci
kokenli kelimelerin yazimi, bitisik kelimelerin yazimy, {in-
vanlarin yazimi ve konusma diliyle yazma” baghiklarinda
toplanabilir.
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Sekil 1. Ogrenci yazisi 6rnegi 1.

Ahmet Amca’'min soyledikleri Saliha’y: ¢ok etkilemisti,
aglamakl bir sesle:

-- Ahmet Amca, istersen arkadasim Hacere beraber
kartpostal yazabiliriz. Hem yazmak igini rahatlatir.

Ahmet Amca yazdikca sirtinda tasidigs yiikiin hafif-
ledigini anlayinca Saliha’ya “Istersen seninle mektup ar-
kadas olabiliriz” dedi. Saliha bu teklifi seve seve kabul
etti. O giinden sonra Saliha ve Ahmet Amca hem siki dost
hem de mektup arkadagsi oldular. Ta ki Ahmet Amca vefat
edip bu diinyadan gidene dek.

Ogrencilerin yazma kagitlar1 incelendiginde 90 puan ve
tizeri alan 6grencilerin “de baglact yazimi’nda hata yaptik-
lar1, 80 puan ve {izeri alan 6grencilerin “de baglaci, sayilarin
yazimi, konusma diliyle yazma, biiyiik harflerin yazimi” bas-
liklarinda hata yaptiklar; 80 ile 50 arasinda puan alan 6g-
rencilerin ise “de baglaci, bitisik kelimelerin yazimi, yabanci
kokenli kelimelerin yazumi, sayilarin yazumi, konusma diliyle
yazma, biiyiik harflerin yazimi, satir sonuna sigmayan he-
celerin yazimir” baghiklarinda hata yaptiklar1 gériilmektedir.
Ogrenci hatalarindan bazilar Sekil 1'de verilmistir.

Sekil 2de 6grenci yazisi incelendiginde igerik olarak
istenen seviyede bir yazi oldugu ama hem o&zel isimlerin
yazimi hem de {invanlarin yaziminda birden fazla hatanin
yapildig1 goriilmektedir. 70 kelimeden olusan bu yazida
toplam 20 imla ve noktalama hatas1 yapilmistir.
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Sekil 2. Ogrenci yazisi 6rnegi 2.
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Sekil 3. Ogrenci yazis1 6rnegi 3.

Aralarinda ¢ok akill: uslu bir kiz ¢ocugu var. Adi
Duru, gozii ona takiliyor, gozleri sanki ona birini hatir-
latiyor. Ders sonu herkes dagiliyor, Melek’in ablasi onu
almaya gelmisti. Bir bakiyor Elif, ablasi! Uzun uzun baki-
styorlar, tek kelime etmeden. Eve dogru yol aliyor, Abdul-
lahin eski amlari kafasinda canlaniyor. Igini belli belirsiz
bir duygu kapliyor. Bahgedeki sandalyesini kardan temiz-
liyor, oturup bir sigara yakiyor, deri derin diisiincelere
daliyor. Gériince igi 1sindi, adeta ne yapacagimi sasards,
stirekli aklindan gegiriyor. Aksam oluyor, kedisi Mirmir’
alip kasabanmn yolunu tutuyorlar. Oturup bir seyler igi-
yor, koyliiyle.

Sekil 3’teki 6grenci yazis1 incelendiginde bu yazinin da
icerik olarak istenen seviyeye yakin oldugu soylenebilir.
Ancak 6zellikle konusma diliyle yazim, zaman ifadeleri-
nin kullanimindaki tutarsizlik, bitisik kelimelerin yazimu,
tamlama eklerinin eksikligi gibi imla hatalar1 goze carp-
maktadir. Bunun yaninda noktalama hatalar1 da mevcuttur.
87 kelimeden olusan bu yazida toplam 25’ten fazla iml4 ve
noktalama hatas: yapilmuistir.

Sirnakin Silopi ilcesinde ailesiyle yasayan yedi ya-
sindaki Ali pencereden yagan kari izliyordu. Annesinin
sesiyle irkildi. Evleri kiigiik ve sicakti. Alinin en sevdigi
yer bu pencere kenariyd. Annesi “Oglum, birak disariy
izlemeyi de gel, yemek ye! Bak, baban sen seviyorsun diye
kestane almis. Yemekten sonra onlari sobaya dizelim.”
dedi. Bunu duyan Ali yerinden ziplamis ve sofraya ku-
rulmus. Annesi evde el isi yapip satar, babasi da pazarda
sebze meyve satardi. Cok zengin bir aile degillerdi ama
mutluydular. Yine bir pazartesi giintiydii. Bugiin on bes
glinliik tatilin bitisi ve okullarin agilis gtiniiydii. Ali tigiin-
cii sinifa gidiyordu, artik.

Yukaridaki 6grenci yazisi incelendiginde bu yazinin
da igerik olarak istenen seviyeye yakin oldugu soylenebi-
lir. Ancak 6zellikle biiyiik harflerin yazimi, zaman ifade-
lerinin kullanimindaki tutarsizlik, sayilarin yazimi ve de
baglacinin yazimi gibi iml4 hatalar1 goze ¢arpmaktadir.
Bunun yaninda noktalama hatalar1 da mevcuttur. 94 ke-
limeden olusan bu yazida da 20'den fazla imla ve nokta-
lama hatasi yapilmigtir. Metnin dogru yazimi da Sekil 4’te
verilmistir.
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Sekil 4. Ogrenci yazisi 6rnegi 4.

Ege Bolgesinin kiigiik bir kasabasinda Elif diye kii¢iik
bir kiz yasarmus. Elif, kasabada ailesiyle mutlu ve huzur-
lu bir sekilde yasiyormus. Mevsimlerden kismis. Kasaba
kisiyla o kadar giizelmis ki her yer beyaza biiriinmiis.
Nostaljik evlerin karla oyle giizel goriintiisii varmis ki
dillere destanmus. Kasabamn giizelligi kadar giizel olan
bir de okulu varmus. Elif de kasabanin okuluna giden bi-
rinci simif Ogrencisiymis. Bir giin okula gitmek icin sabah
kalkmus, annesi beslenme ¢cantasini hazirlayip onu sikica
giydirmis ve okula gondermis. Elif okula varip o giinkii
derslerini islemis, eve dogru yol almis. Eve gitmek icin
yolda yiiriirken soguktan tir tir titreyen, bir koseye siginp
kalmus tatl: ve beyaz bir kedi gormiis.

Yukaridaki 6grenci yazisi igerik olarak istenen seviye-
ye yakin olsa da. 6zellikle biiyiik harflerin yazimi, de ve ki
baglacinin yazimi konusunda ¢ok fazla imla hatas: vardur.
Bunun yaninda virgiliin kullanimi, k harfinin okunaksiz
yazimi ve kesme isaretinin kullanimi gibi hatalar da mev-
cuttur. 106 kelimeden olusan bu yazida 20nin iizerinde
imla ve noktalama hatas1 yapilmigtir.

103 ogrencinin yazma kagitlar: incelendiginde yuka-
rida ornekleri verilen imla hatalariin siirekli tekrar ettigi
sOylenebilir. Bu hatalar tasnif edildiginde kelimelerin yan-
lig yazimu (riitubet, mahcup, zerafet, sahafcida, baya, hasas,
magra, tabi, ¢okta, berri, tebbestim, birisinden, ahil (agil/
ahir), obiiriisii giin, bir haber, selamin aleykiim, peradigma,
sevkat), bitisik /ayr1 yazim (hicbirsey, her halde, yoketmek,
farketmek, suan, haketmek, hi¢ biri, oysa ki, tabiki, birseyler,
sum sik1), konusma diliyle yazim (diyip, nerde, orda, disar-
da, napacagim, gelicegimizi, sesizce), sayilarin yazimi (metin
icinde sayilar1 yaziyla degil de rakamla yazmak), tinvanla-
rin yazimi (amca, dayi, teyze, nene, bey, abi gibi akrabalik
adlarimn kiigiik harfle yazimi), zaman eki kullanimi (metin
icinde -di, -yor, -mis zaman eklerini arka arkaya kullanmak),
paragrafa “boyle” gibi kelimelerle baslamak; kakafoni, ise
edatinin yersiz kullanimi, “i¢in” yerine “adina” kullanimi
gibi imla hatalarinin yapildig: goriilmektedir. Buna karsilik
ogrencilerin az sayida yabanci kelime (hol, melodi, veran-
da, tablo, makine, somine, polis, palto, festival, lastik, bank,
lamba, paradigma) -hikéye tiiriinde bir yaz1 yazildig igin
olsa gerek- kullandig1 goériilmektedir. Bu durum kiiltiirel
stirdiirtilebilirligi saglamak igin yabanci kokenli kelime
kullanimindan kaginmak baglaminda olumlu bir bulgudur.

Sekil 5. Ogrenci yazisi 6rnegi 5.

2. Tiirkgenin Noktalama A¢isindan Kiiltiirel
Siirdiiriilebilirligine Dair Bulgular

Ogrencilerin yazma kagitlar1 incelendiginde Tiirkge
noktalama hatalarinin her kagitta en az bir kez yapildig:
goriilmektedir. Ogrencilerin iiniversiteye giris sinavindaki
Tiirkee sorularinda bagarili olduklar1 ve 6zellikle noktalama
isaretiyle ilgili sorular1 dogru ¢ozdiikleri diisiiniildigiinde
yazida noktalama isaretlerini -6zellikle virgil, diizeltme
isareti, iinlem, tirnak- dogru kullanma konusunda yetersiz
olduklari sdylenebilir. Ogrencilerin noktalama baglig altin-
da yaptig1 hatalar; “virgiil, diizeltme isareti, iki nokta, noktal
virgiil, nokta, kesme isareti, tirnak isareti, iinlem, ii¢ nokta”
basliklarinda toplanabilir.

Ogrencilerin yazma kagitlari incelendiginde; 90 puan
ve iizeri alan 6grencilerin diizeltme isareti, kesme isareti;
80 puan ve tlizeri alan 6grencilerin virgiil, diizeltme isareti,
iki nokta, ti¢ nokta; 80 ile 50 puan arasinda alan 6grenci-
lerin de “virgiil, noktali virgiil, iki nokta, tinlem, ii¢ nokta,
diizeltme isareti, tirnak, kesme isareti” kullaniminda hata
yaptiklar1 goriilmektedir. Ogrenci hatalarindan bazilari Se-
kil 5’te verilmistir.

... duyamaz haldeyim. Alti aydir sirince bir kasaba-
da gorev yapryorum. Buramin sadece dgretmeni degilim;
yeri geliyor nikdh sahidi, ¢iftci, elektrikci oluyorum. Kiz
istemeye de gittim, gecen hafta. Bugiin hafta sonu olma-
sina ragmen okulun cesmesindeki muslugu tamir etmeye
gelmistim. Bunu géren Hamdi Amca “Evlat, insanin cani
istediginde yapamayacag hicbir sey yok, degil mi?” dedi.
Ona giiliimseyerek karsilik verdim.

Yukaridaki Ogrenci yazisi incelendiginde bu yazi da
igerik olarak istenen seviyeye yakindir ancak 6zellikle sa-
tirbagindaki kelimelerin bitytik harfle yazimyi, virgitiliin kul-
lanimyi, tirnak igaretinin kullanimi, diizeltme isaretinin kul-
lanimi gibi noktalama hatalar1 géze ¢arpmaktadir. Bunun
yaninda imlé hatalar1 da mevcuttur. 56 kelimeden olusan
bu yazida toplam 20’ye yakin iml4 ve noktalama hatasi ya-
pilmuistir (Sekil 6).

Aklina Cemil’in ocuklar: geldi. Onlarin egitim haya-
tindaki masraflarmi karsilamak istiyordu, biraz da olsa
Cemil’in yiikiinii hafifletmekti amaci. Bu karar: uygula-
maya koymak icin Cemil’in is ¢ikisim bekledi ve zamant
geldiginde onu yamina ¢agirdi. Ona bu giizel haberi ver-
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Sekil 6. Ogrenci yazis1 6rnegi 6.

diginde Cemil’in gozlerindeki mutlulugu goriince kendini

¢ok mutlu hissetti. Cocuklariyla tanismak icin Cemil’in

davetiyle onun evine gitti.

Yukaridaki 6grenci yazisi incelendiginde igerik olarak
istenen seviyeye yakin olmasina ragmen 6zellikle 8 satir bo-
yunca hi¢bir noktalama isareti kullanilmamasi dikkat geki-
cidir. Nokta ve virgiil kullaniminda sorun olmasina karsin
kesme igaretinin dogru kullanildig1 gorillmekte, “Cemil”
kelimesinin 6 kez kullanimi da kakofoniye neden olmak-
tadir. 53 kelimeden olusan bu yazida 7 civarinda imla ve
noktalama hatasi yapilmistir (Sekil 7).

Eda, Mirmir'im nerede oldugunu merak etmis; etraf-
ta onu bulmak igin yola koyulmus. Ece ve anneleri Ebru
da Edaya katilmiglar. Ece Mirnur’t karda bir kusu yaka-
lamaya cabsirken gormiis. “Hayir, Mirmir! Minki kusu
hemen rahat birak!” demis. Mirmira dogru kosmus, o
sirada kus ugmus. Ece, “Anne gordiin mii, zavall kiigiik
kusu yiyecekti?!” demis. Anneleri, Ece ve Eda’ya hayvan-
larin dogasmmin boyle oldugunu anlatms. Eve donme vak-
ti gelmisti. Annesi, Mirmir ve kardesi Ece’yi alip sicactk
yuvalarina gitmek icin yola koyulmustu. Kardeslerin kar
glinliigiine yeni bir hikdye eklenmisti.

Yukaridaki 6grenci yazisi igerik olarak istenen seviye-
ye yakin olmasina ragmen ozellikle virgiil, tirnak, inlem
ve kesme isaretinin kullanimi konusunda hatalar barin-
dirmaktadir. Bunun yaninda zaman eklerinin yanlis kulla-
nimi, tamlama ekinin eksik kullanimi, karakterlerin isim-
lerinin karigmasina sebep olan zamir kullanimi gibi imla
ve anlatim hatalar1 da mevcuttur. 83 kelimeden olusan bu
yazida 20’ye yakin imla ve noktalama hatasi yapilmistir
(Sekil 8).
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Babaannemin awis1 bitmisti. “Babaanne, babaan-
ne! Omer Emmi'mi de anlatir misin?” dedim. “O artik
baska zaman ¢akir gozliim.” dedi. Pencerenin iistii kar
olmus, bisikletimi seyrederken “Ben de boyle atraksiyon-
lar yasar miyim, acaba?” dedim. “O ne oglum? Ecnebi
ecnebi kelimeler kullantyorsunuz!” dedi. “Yani, babaan-
ne! Heyecan verici bir olay yasar miyim?” dedim. “Ta-
mam o zaman, Oyle desene evladim!” dedi. Yine herkesi
guildiirmiistii.

Babaannemin anisi bitmisti.

- Babaanne, babaanne! Omer Emmi'mi de anlatir misin?

- O artik bagka zaman ¢akir gozliim. Pencerenin iistii
kar olmus, bisikletimi seyrediyordum

- Ben de boyle atraksiyonlar yasar miyum, acaba?

- O ne oglum? Ecnebi ecnebi kelimeler kullaniyorsunuz!

- Yani, babaanne! Heyecan verici bir olay yasar miyim?

- Tamam o zaman, Oyle desene eviadim!

Yine herkesi giildiirmiistii.

Yukaridaki 6grenci yazist hem igerik olarak hem de
noktalama ve iml4 agisindan anlagilmasi zor bir metindir.
Ozellikle metin diyalog ciimleleri hilinde kurgulanmasina
ragmen gerek tirnak isaretlerinin kullanilmamas: gerek-
se konugma ¢izgisi olmamasi anlamay1 zorlastirmaktadir.
Ayrica virgil, tirnak, tinlem ve soru isareti, de baglacinin
yazimi gibi hatalar da mevcuttur. 59 kelimeden olusan bu
yazida 20’nin tizerinde iml4 ve noktalama hatas: yapildig:
soylenebilir.

103 égrencinin yazma kagitlar1 incelendiginde yukarida
ornekleri verilen noktalama hatalarinin siirekli tekrar ettigi
sOylenebilir. Bu hatalar tasnif edildiginde; virgiil kullanimi
(dogru kullanan 6grencinin hi¢ olmamasi, zarf-fiil eklerin-
den sonra kullanim, onay ifadelerinden sonra kullanmama,
siraly ciimlelerde kullanmama gibi), diizeltme isareti (hala,
hali, halde, riizgar, an1/ an1 / anin, kase, hikaye, agik, dahi /
dahi gibi hatali kullanimlar), iki nokta ve noktali virgiil kul-
lanimu (birbirinin yerine ve yanls kullanimi), tirnak isareti
kullanimi (tirnak icine noktalama isareti koymamak, biiyiik
harfle baslamamak, diyalog ciimlelerini yazamamak gibi),
aktarma ctimlelerini yazarken “? Diye” seklinde kullanim,
ti¢ nokta (eksik veya fazla kullanmak), kesme isareti kullani-
mu (ozel isimlerde kullanmamak, cins isimlerde kullanmak,
de baglacim kesme isaretiyle yazmak gibi), tinlem isareti
(neredeyse hi¢ kullanilmamis) gibi noktalama hatalarinin
yapildig1 goriilmektedir.
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Imla ve noktalama disinda, anlatim acisindan diigii-
niildigiinde deyim ve atasozii kullaniminin ¢ok az oldugu
ve “etki etmek, hunharca araba stirmek, molaya ayrilmak,
bas yerine kafa kelimesini kullanmak” gibi 6rneklerde de
gorilecegi tizere yanlis kullanildig1 da soylenebilir. Basg-
ta erkek ogrenciler olmak tizere “kK, S, C¢, Ff, LI” gibi
harflerin okunakli yazilmadigi, bunun da biiyiik harflerin
yazimi konusunda tereddiitlii anlamalara yol agabilecegi
de tespit edilen bulgular arasindadir. Son olarak Arapga ve
Farscadan Tiirk¢eye ge¢mis, 6zellikle C1-C2 seviyesinde
oldugu soylenebilecek kelimeleri derslerde duyduklarin-
da anlamamalarina ve sormalarina ragmen yazma kagit-
larinda “tereddiit, rengdrenk, ahali, velhasil, feryad, ldkin,
kizila ¢calan, akabinde, miitesekkir, zarafet, ddir, tebessiim,
dhir zaman, vedad, sirf, tabir-i cdizse, kdbus, matem, hiddet,
ferah, gipta, kdse, cezb, muazzam, miisaade, kasvet, zarfin-
da, sirayet, yavan, miiphem, abes, harabe, maliim, perva-
sizca, curcuna, tembih, peyderpey, fehimsiz, miiskiilpesent,
mesakkat, zelil” gibi kelimeleri kullanmalar1 da dikkat ge-
kici bir bagka bulgudur. Bu kelimelerin kullaniminin kiil-
tiirel stirdiiriilebilirlik agisindan olumlu bir bulgu oldugu
sOylenebilir.

SONUC VE TARTISMA

Tiirkge iml ve noktalama kurallarinin kiiltiirel siirdiiri-
lebilirlik agisindan incelendigi bu aragtirmanimn bulgularindan
hareketle agagidaki sonuglar ve tartigmalar ortaya ¢ikmistur.

103 yazma kéagidindan ve bulgular kisminda verilen
siirl 6rneklerden yola ¢ikarak 6grencilerin en ¢ok yapti-
g1 imla ve noktalama hatalarinin “biiyiik harflerin yazim,
bitisik ve ayir yazilacak kelimelerin yanls yazimi, satir so-
nuna sigmayan hecelerin yanls yazumi, de ve ki baglacinin
yazimi; diizeltme isaretinin kullanimi, virgiiliin kullanim,
tirnak isaretinin kullanumi, kesme isaretinin kullanimi”
maddelerinde oldugu sonucu ¢ikarilabilir. Bunun yaninda
iki nokta ve noktali virgiiliin karistirildigi, inlem isare-
tinin neredeyse hi¢ kullanilmadigs, iinvanlarin yazimin-
da yanlighiklar oldugu, sayilarin yaziyla degil de rakamla
yazildig1, yabanci kdkenli kelimelerin yanlig yazildigs, ko-
nusma diliyle yazmanin siklikla yapildig, aktarma ciim-
lelerini yazarken konusma ¢izgisi ve tirnak isaretinin kul-
lanilmamasindan kaynakli hatalar oldugu da ¢ikarilacak
sonuglar arasindadir. Asagida tartisma kisminda ayrintili
aciklanacag tzere, on iki yillik egitim siirecinin sonuna
gelmis lise mezunu 6grencilerin yazili anlatimda iml4 ve
noktalama hatalar1 yapmalarinin nedenleri birkag baslikta
toplanabilir. Bunlar; ilkokul sonuna dogru baslayan sinav-
lara hazirlik stireci nedeniyle ortaokul ve lisede testlerin
yayginlagsmasi, 6grencilerin dil becerilerinin yazarak degil
de dogru / yanlis, bosluk doldurma ve testlerle 6l¢iilmesi,
TDK tarafindan belirlenen imla ve noktalama kurallarina
giinlitk hayatta riayet edilmemesi, okul disinda bu kural-
larin uyulmadig1 6rneklerin varligi, TDK’nin imla ve nok-
talama kurallarinda ¢ok fazla istisnaya yer vermesinden

kaynakli tutarsizliklari, nesiller arasinda -6gretmenler
ile d6grenciler ve velileri- imla ve noktalama kural degi-
simlerinin yarattig1 sorunlar, okullarda 6gretilen imla ve
noktalama kurallar ile merkezi sinavlardaki kullanilan
sorularda gecen imla ve noktalama kurallar1 arasindaki
tutarsizliklar vb. seklinde 6zetlenebilir.

Kiiltiirel siirdiiriilebilirligi saglayan en 6nemli vasita-
lardan biri dildir. Dil de bunu, gegen zaman ragmen ne-
siller arasindaki kullanim farkini en aza indirerek yapar.
Tiirkiyede 1928'den bugiine basta siyasi tercihler olmak
tizere kiiltiirel ve sosyo-ekonomik sebeplerle belli do-
nemlerde imla ve noktalama kurallarinda degisiklikler
olmustur. Tiirk Dil Kurumu tarafindan yayimlanan imla
kilavuzlar1 yaninda Dil Dernegi tarafindan da alterna-
tif imla kilavuzlart yayimlanmis, basta bilim adamlar: ve
edebiyatcilar olmak tizere halk icinde bu kilavuzlara da iti-
bar edilmistir. Tabii ki bunda Harf Inkilabi sonrasi ortaya
¢ikan ideolojik tercihler, kabuller ve tartigmalar da etkili
olmustur. Ozellikle Arapca ve Farsca kelimelerin tasviyesi
ya da bu iki dilin iml4 ve noktalama kurallarinin Tiirk¢eye
dahil edilip edilmemesi de tartigmanin bugiine dek devam
etmesinde baslica amildir. Bilim adamlari, edebiyatcilar,
basin-yayin, siyasetgiler ve devlet adamlarinin fikri tartis-
malar1 Tiirk¢enin giinlitk kullaniminda ve egitim kadem-
lerinde kafa karigikligina ve farkli kullanimlarin olusmasi-
na neden olmugtur. Ozellikle ilkokul, ortaokul ve liselerde
gorev alan 6gretmenlerin de bu tartigmalarda taraf olmasi
imla ve noktalamanin i¢inden ¢ikilmaz bir hal almasina
yol agmigtir. Bugiin Tiirkiyede en az ii¢ kusagin imla ve
noktalama konusunda farkli uygulamalarla yetistiginde
s0z edilebilir. En basit 6rneklerini vermek gerekirse; 20’li
yaslardaki vatandaglar ile 40’11 yaslardaki vatandaglar ve
60 yas sonrasi vatandaslarin TDK’nin / TDK nin, Tiirkcede
/ Tiirkgede, Miidiirliigii'niin / Miidiirliigiiniin, siyasi/ siyasi,
Denizinde / Denizinde, *; ¢tinkti /, ¢tinkii / ¢iinkii”, “gelip,
/ gelip” seklinde farkli kullanimlar1 6grendikleri ve bildik-
leri séylenebilir.

Tiirk¢enin imla ve noktalama kurallarinin ne / nasil ol-
mast gerektigi, ideolojik tartigmalardan kurtarilip kiiltiirel
stirdiiriilebilirlik agisindan ele alindiginda nesiller arasin-
da Tiirk¢e yazma ve konusma konusunda biiyiik farklar
oldugu goriilecektir. Harf Inkilabrndan bu yana heniiz
100 yil gectigi digiinildigiinde bu farklilig: bilimsel ola-
rak izah etmek miimkiin degildir. Bugiin tiniversitelerde
Tiirk Dil Kurumu tarafindan belirlenen imla ve noktalama
kurallarina bilingli olarak uymayan Tiirk dili profesorleri
bile olabiliyorsa Tiirk¢enin gelecek nesillere kiiltiir miras:
olarak aktarilmasinda karsilasilacak sorunlar ortadadir.
Oysa dil de tirkiiler, sarkilar, giyim kusam, yemekler,
dogum ve 6lim merasimleri, halk oyunlar1 gibidir; ali-
silmis eylemler ve kullanimlar devam ettirildik¢e dede-
den / nineden toruna aktarilacaktir. Boylelikle kiiltiirel
stirdiirtilebilirlik saglanacak ve nesiller arasinda imla ve
noktalama konusunda anlagsmazliklar ortadan kalkacak-



86 Yildiz Journal of Educational Research, Vol. 10, Issue. 2, pp. 78-88, December, 2025

tir. Ancak Tiirkce tizerine diisiinenler, Tiirk¢e diistinenler,
toplumun 6niinde 6rnek teskil edenler dilin de kiiltiirel
stirdiirtilebilirlige dahil oldugunu goz ardi ederek bireysel
/ ideolojik tercihlerine gére imla ve noktalama kurallarini
kullanmaya devam etmektedir. Bunu devlet dairelerinde-
ki tabelalarda, ders kitaplarindaki kullanimlarda, vakif
ve derneklerin tanitim kitap¢iklarinda, siyasi partilerin
etkinliklerinde gérmek miimkiindiir. Tiirkge, iki bin yil-
dir ayaktadir, bugiin bulundugu cografyada diinyanin en
biiytik medeniyetleri -Ortadoguda Fars ve Arap medeni-
yetine bagli olarak Arapga ve Farsca, kuzeyinde Slav me-
deniyetine bagli olarak Balkan dilleri ve Rusca, batisinda
Bati medeniyetine bagli olarak Ingilizce, Fransizca ve Yu-
nanca- olmasina ragmen yasamaya devam etmektedir ve
edecektir.

Tiirk¢enin yabanci dil / ikinci dil olarak 6grenilmesi ve
kullanimi, Tiirkgenin tarihi seriiveninde kiiltiirel stirdii-
riilebilirlik agisindan yeni bir donemece daha girildigini
gostermektedir. Zira bugiine dek Tiirkge 6greten kurum
ve kuruluslar ana dili Tiirk¢e olanlar1 dikkate alarak ha-
reket etmekteydi. Buna bagli olarak da imla ve noktalama
konusundaki farkliliklar kendi i¢inde ¢oziilebilmekteydi.
Arapca ve Farscadan gecen kelimelerin -alim / 4lim, hatta
/ hatta, hakim / hakim, fatih / fatih gibi- uzun ve ince oku-
nanlar1 yazida gosterilmese de halk kullanimda tahmin
ediyor ve anliyordu. Yahut Bati kokenli kelimelerin farkl
yazimlar1 ve okunuslar: -makine / makine / machine, bi-
cycle / bisiklet, London / Londra, Skopje / Uskiip, Hun-
gary / Macaristan gibi- Tiirk vatandaglari i¢in sorun olus-
turmuyordu. Ancak son 10-15 yildir Tiirk¢e basta Tiirk
cumbhuriyetleri olmak tizere Balkanlar, Ortadogu, Afrika
ve Uzakdogudan gelen kisiler tarafindan da 6greniliyor;
gerek giinliik hayatta gerekse okullarda ve akademik ¢ev-
relerde Tiirk¢e konugan ve yazan yabanci uyruklu insanla-
ra rastliyoruz. Bu kisiler de Tiirkgeyle iletisim kuruyorlar
ve onlara da Tiirkge 6gretmek gerekiyor. Tiirk vatandaslari
igin diizeltme isaretinin kullanimi, yabanci kokenli keli-
melerin yazimi, kesme isaretinin kullanimi, biiyiik harf-
lerin yazim gibi kurallardaki tercihler ve degisiklikler bir
nebze izah edilebilirken ayni kurallardaki degisiklikleri ya
da bireysel kullanim tercihlerini Tiirkgeyi yabanci / ikinci
dil olarak 6grenenlere izah etmek miimkiin olamamak-
tadir. Dolayisiyla, Tiirkge iml4 ve noktalama isaretlerinin
kurallar1 belirlenirken bu kisileri de diisiinmek gerekmek-
tedir ve gerekecektir. Her gecen giin kiiresel bir gii¢ haline
gelen Tiirk¢enin kiltiirel stirdirilebilirligi bunun igin de
onemlidir. Bugiin diinyanin farkli cografyalarinda ingiliz-
ce Ogrenen ve Ogretenler ayni imld ve noktalama kural-
larina tabi iken, yahut ozellikle telaffuzu ¢ok zor olarak
kabul edilen Fransizca somiirge iilkelerinde ayni iml4 ve
noktalama kurallarina tabi iken; Tiirk¢enin tiim diinyada
Ogretilecegi yakin gelecekte aragtirmada bahsi gecen Tiirk
6grencilerin, onlarin babalarinin ve dedelerinin farkl ku-
rallar 6grenerek yetismesi Tiirkgenin kiiltiirel siirdiiriile-

bilirligi agisindan diigiiniilmesi gerek bir vakiadir. Tiirkge;
harf inkilabindan bu yana {izerinden yiiz yil ge¢mis bir
dildir, 2000 y1l 6nce yasadig1 Orta Asyadan beri bir¢ok di-
lin yogun etkisine ragmen bugiin hala hayatta ve canlidir,
oniimiizdeki bin yilda teknolojideki gelismeler ve icatlar
sayesinde / yliziinden Bat1 dillerinin yogun etkisine ma-
ruz kalacak bir dildir. Bugiin diinyada Tiirkce gibi genis
cografyalar degistirmis bir dil yoktur; Tiirkce diger biitiin
dillerden farkli olarak bulundugu cografyada Latin alfabe-
sine, Arap alfabesine, Kiril alfabesine ve Yunan alfabesine
komsu oldugu hélde varligini siirdiirmektedir. Cevresinde
gliclii onca dil ve kiiltiir -yabanci kokenli isimler Tiirkceye
girmesi sorunu bir kenara birakilirsa- olmasina ragmen
fiilleri, zamirleri, sifat ve zarflari, edat ve baglaglari, {in-
lemleri ¢ogunlukla Tiirk¢edir. Bu dil, Dogan Aksan’in
Tiirk¢enin Giicii kitabinda da vurguladig: gibi, gelecekte
de varligini siirdiirebilecek nicelik ve niteliktedir; yeter ki
Tiirk¢enin imla ve noktalama kurallar1 giinliik siyasi ve
ideolojik tartigmalardan kurtarilip kiiltiirel siirdiiriilebi-
lirlik baglaminda ele alinarak tutarls, bilimsel, mantikli ve
kullanilabilir bir bigime sokulabilsin.

Oneriler

Tiirkce imla ve noktalama kurallarinin kiiltiirel stirdi-
riilebilirlik acisindan incelendigi arastirma bulgu ve sonug-
larindan hareketle asagidaki 6neriler gelistirilebilir.

Tiirkee iml ve noktalama kurallar: detaylandirildik¢a
ogrenciler daha ¢ok hata yapmaktadirlar. Bu ytizden imla
ve noktalama kurallar1 daha sade ve istisnalar1 az olacak
sekilde belirlenmelidir. Imla ve noktalama kurallar: kiiltii-
rel siirdiirtilebilirlik agisindan bakildiginda giderek daha
karmagik bir hal almaktadir. Bu ylizden imla ve noktalama
basta olmak iizere dil konusunda yetkili kurum ve kuru-
luglar her tiirlii siyasi ve ideolojik tercihten arindirilmais,
kiltiirel siirdiiriilebilirligi onceleyen politikalar geligtir-
melidir.

Coktan se¢meli smavlar Tiirkge iml4 ve noktalamada
kiiltiirel stirdiiriilebilirligi saglamanin 6niindeki en biiyiik
engellerden biridir. Yazma becerilerinin nihai olarak sade-
ce testlerle ol¢iildagii bir egitim sisteminde vatandaglarin
iml4 ve noktalama aligkanlig1 edinmesi zorlasmaktadir. Bu
yiizden dil becerilerinin ¢oktan se¢meli testlerle 6l¢iilmesi
uygulamasina son verilmelidir.

Ogrencilerin imla ve noktalama hatalarina incelendi-
ginde, basta sosyal medya olmak iizere teknolojik ortamlar-
da bu kurallara uymadan yazmanin da etkisi oldugu goriil-
mektedir. Bu yiizden okullarda ve okul digindaki teknolojik
ortamlarda Tiirk¢e iml4 ve noktalamanin dogru kullanil-
mas1 hususunda tedbirler alinabilir.

Ogrencilerin derslerdeki ifade ve davranislarina da ba-
kildiginda aslinda onlarin kiiltiirel sermaye geregi imla ve
noktalamaya riayet etmegi ¢ok istedikleri goriilmektedir.
Bu yiizden ilkokul, ortaokul ve lisede derslerde hem hafta-
lik yazma etkinlikleri yaptirilmasi hem de yazma kagitlari-
na daha fazla geri bildirim verilmesi 6nerilebilir.
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Imla ve noktalama kurallarinin siirekli degisimi 6grenci-
lerin Tiirk¢eye dair 6nyarg: gelistirmelerine sebep olmakta,
Tiirkge 6grencilerin goziinde giiglii bir dil olarak goriilme-
mektedir. Bu ylizden basta Tiirk Dil Kurumu olmak {izere
Tiirkge konusunda karar verici tim kurum ve kuruluslarin
imla ve noktalama kurallarinin sik sik degistirilmemesi i¢in
gerekli 6nlemeleri almasi 6nerilebilir. Boylelikle, Tiirkgenin
kiltiirel stirdiiriilebilirligi de saglanmis olacaktir.

Ogrencilerin Tiirk¢e imla ve noktalama kurallarina uy-
mamalarinin temelinde yazma aligkanliklarinin olmamasi
gorillmektedir. Bu yiizden sadece okullarda degil, okul di-
sinda da yazma kiiltiiriine maruz kalmalarini saglayacak dil
uygulamalar1 onerilebilir.

Tiirkiyede halkin gozti 6niindeki kisilerin -devlet adam-
lari, biirokratlar, is adamlari, sanatcilar, bilim adamlari,
radyo ve televizyon programlarindaki kisiler, sosyal medya
mecralarindaki tinliiler gibi- 6zensiz Tiirk¢e kullanimi imla
ve noktalama kurallarinin kiiltiirel siirdiiriilebilirligini sek-
teye ugratmaktadir. Bu ylizden ¢ocuk ve genclerin Tiirkce
imla ve noktalama kurallarina riayet edebilmeleri icin hal-
kin gozii 6niindeki kisilerin imla ve noktalama kurallarina
uymalari i¢in tedbirler alinabilir.
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Extended Summary

Analysis of Turkish Spelling and Punctuation Rules for Cultural
Sustainability

High school graduates face their inadequate Turkish
speaking and writing skills as they enter their first year of
university and embark on significant efforts to compensate.
This effort begins with their recognition of the weakness of
their cultural capital. However, when they encounter signif-
icant discrepancies between the Turkish they learn in the
proficiency level of centralized exams like the LGS and YKS
and the speaking and writing skills expected of them in
university courses, prejudices against their native language
develop. Furthermore, the frequent changes in spelling
and punctuation rules by the Turkish Language Associa-
tion (TDKA) confuse students and can lead to prejudices
against the Turkish language.

This study employed document analysis, a qualitative
research method. The Turkish spelling errors made by first-
year university students while demonstrating their writing
skills were identified, and the impact of these errors on the
sustainability of their language-based culture was analyzed.
For this purpose, the writing papers written in a narrative
style by 103 students studying at the Faculty of Education
were examined according to the Turkish spelling and punc-
tuation rules specified in the Spelling Guide published by
the TDKA. Of the students in the study group, 77 were fe-
male and 26 were male.

The students were found to be inadequate in areas such
as the spelling of capital letters, the spelling of titles, the use
of commas, the confusion of semicolons and colons, the use
of quotation marks, the use of apostrophes, the separation
of syllables that do not fit at the end of a line, and the use
of the caret/circumcision mark. In particular, the differing
rules for caret and circumflex, and the inconsistency of
these rules even within the Turkish Language Association

(TDK) Dictionary, can lead to prejudice against the Turkish
language. This poses a greater problem for foreign students.
The discrepancy between what they learn in school and
the information in TDK dictionaries and spelling guides
when explaining these usages causes them to develop nega-
tive attitudes toward the Turkish language, even leading to
thoughts and actions that imitate foreign languages.

According to the results of the research, when the ques-
tion of what and how Turkish spelling and punctuation
rules should be removed from ideological debates and con-
sidered from a cultural sustainability perspective, it will be
clear that there are significant differences in Turkish writing
and speaking between generations. When determining the
rules of Turkish spelling and punctuation, foreign nationals
should also be considered.

As Turkish spelling and punctuation rules become more
detailed, students make more errors. Multiple-choice exams
are one of the biggest obstacles to ensuring cultural sus-
tainability in Turkish spelling and grading. Therefore, the
practice of measuring language skills with multiple-choice
tests should be discontinued. An examination of students’
spelling and punctuation errors reveals that writing with-
out adhering to these rules in technological environments,
especially social media, also has an impact. The constant
fluctuation of spelling and punctuation rules leads students
to develop prejudices against Turkish, and Turkish is not
perceived as a powerful language in the eyes of students.
The careless use of Turkish by prominent figures in Turkey
-statesmen, bureaucrats, businesspeople, artists, scientists,
radio and television personalities, and celebrities on social
media- impairs the cultural sustainability of spelling and
punctuation rules.
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consisted of 48 teachers determined by criterion sampling, eight teachers from each career
stage. The data were collected through semi-structured interview questions. The research
data were analyzed using content analysis. The data analysis revealed four themes: “readiness”,
“process”, “quality standards” and “professional perception”. The theme of readiness includes
teachers’ perceptions and experiences of distance education before the pandemic, the theme
of process includes their experiences of distance education process, the theme of quality stan-
dards includes distance education quality and quality evaluations, and the theme of profes-
sional perception includes changes in their professional roles. As a result of the analysis of the
data obtained, the study concluded that teachers’ opinions differed according to their career
stages in terms of quality standards of distance education practices carried out in Tiirkiye.
To improve the quality of distance The aim of this study is to examine teachers’ views on the
quality standards of the Education Information Network (EBA) during the Covid-19 pandem-
ic according to their career stages. This study was designed in accordance with the general
qualitative design. The study group consisted of 48 teachers determined by criterion sampling,
eight teachers from each career stage. The data were collected through semi-structured in-
terview questions. The research data were analyzed using content analysis. The data analysis
revealed four themes: “readiness”, “process”, “quality standards” and “professional perception”
The theme of readiness includes teachers’ perceptions and experiences of distance education
before the pandemic, the theme of process includes their experiences of distance education
process, the theme of quality standards includes distance education quality and quality evalu-
ations, and the theme of professional perception includes changes in their professional roles.
As aresult of the analysis of the data obtained, the study concluded that teachers’ opinions dif-
fered according to their career stages in terms of quality standards of distance education prac-
tices carried out in Tiirkiye. To improve the quality of distance education, it was suggested that
the distance education competencies of educational components should be increased through
various trainings, cooperation with international distance education accreditation institutions,
accreditation certificates should be given to schools that achieve success, and incentives should
be given with various awards.

Cite this article as: Kuyurtar, D., & Bakioglu A. (2025). The Opinions of Teachers on Distance
Education Quality Standards During the Covid-19 Pandemic. Yildiz Journal of Educational

Research, 10(2), 89-103.

GiRiS

1990’11 yillarin uzaktan egitim tasarimi ve gelisimini de-
gerlendiren Raganin (1999, s.6) “sunum sekli nasil olursa
olsun iyi 6gretim iyi 6gretimdir” anlayisy; Covid-19 gibi kii-
resel bir pandeminin etkisi olarak baslayan uzaktan egitim
slirecini de kapsayabilir mi? Ani ve beklenmedik sekilde ge-
gilen uzaktan egitim siirecine dair belki de en ilging benzet-
melerden birini Kupferman (2020), Isaac Asimov’un 2157
yilin1 anlattig1 hikayesine gonderme yaparak aktarmustir.
Kiiresel Covid-19 salgin1 sirasinda Zoom Gezegeninde otu-
rup ¢evrimici derslerini daha etkili ve eglenceli nasil yapa-
bilecegini diisiiniirken Kupferman (2020), kendisini sanki
Asimov’un 2157 yilinda her 6grencinin bir robot 6gretme-
ne sahip oldugu ve okulun evde gerceklestigi kurgusunda
hissettigini dile getirmistir.

Agiklanan verilere gore Covid-19 nedeniyle diinya
tizerinde tiim kademelerde yaklagik 1,6 milyar 6grencinin
geleneksel egitim ortamlarindan uzaklastig1 bilinmektedir
(UNESCO, 2020a). Egitim 6gretim ortamindaki s6z konu-
su degisim, okulun doért duvarla ¢evrili fiziksel bir mekan
olma algisini, 6grenen ve 6greticinin zamansal ve mekéansal
olarak ayrihigina dayali deneyimsel bir yolculuga doniis-

tiirmiistiir. Bu yolculukta ‘dijital doniistim’ hizini yakalaya-
mayan iilkeler, s6z konusu dijital diinyanin yikic1 giiciin-
den olumsuz yonde etkilenebilir. PISA 2018 raporuna gore
okullardaki dijital cihazlar: kapasite agisindan yiiksek giic-
te olan Singapur, Birlesik Arap Emirlikleri, Japonya, Yeni
Zelanda ve Ingiltere gibi iilkelerin Covid-19 pandemisi ile
birlikte hizli bir sekilde uzaktan egitim platformlarina gegis
yapip 6grenim kayiplarini minimum diizeyde tutmaya ¢a-
ligmasi (Reimers ve Schleicher, 2020) bu durumu kanitlar
niteliktedir.

Tiirkiyede ise 2011 yilindan itibaren kullanilan ve or-
taya ¢ikis amaci yiiz yiize egitime destek olan Egitim Bili-
sim Ag1 (EBA), Covid-19 salgin1 dolayisiyla bu amacin ¢ok
daha otesine gitmistir. EBA kullaniminin hiz kazandig:
beklenmedik bir durumda, egitim orgiitlerinde yonetimin
rasyonellik 6l¢iisii olan verimlilik ve etkinlik (Eren, 2009)
kavramlarina dayanan ‘kalite’ ve ‘nitelik’ dl¢iitleri ile ilgili
endiseler de ortaya ¢ikmustir. Dijital doniistim siirecinde,
ogrencilere nasil ogretilecegi, 6gretmenlerin yeni rolle-
rinin kapsamu, nitelikli ve etkili bir 6gretim tasarimi i¢in
takip edilmesi gereken adimlar ve 6lgiitler gibi konularda
soru isaretleri bulunmaktadir. Uzaktan egitim siirecinde,
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egitimciler i¢in kullanilacak araglar ve yontemler, egitim
kurumlarimin teknoloji se¢imine iligkin 6l¢iitler, 6gretmen-
lerin daha etkili bir 6grenme siireci igin ihtiya¢ duyduklar
egitimler, 6gretmenlerin kendilerini bagarili veya basarisiz
olarak tanimladiklar: yetkinlikler ve gelecekteki heyecan
verici ve gerceklesmesi muhtemel olasiliklar gibi sorular
cevaplanmay1 beklemektedir. Bu sorularin ele alinmasi, 6g-
retmenlerin perspektifinden uzaktan egitimde ‘kalite stan-
dartlar’” konusuna odaklanmay1 gerektirmektir (Kuyurtar,
2021; Yilmaz, 2021).

Tiirkiyede uzaktan egitim ile ilgili bir¢ok arastirma ya-
pilmis olsa da s6z konusu aragtirmalar genellikle teknoloji,
altyap, erisim, icerik ve tasarim gibi boyutlara odaklanmis-
tir. Ornek vermek gerekirse, Tiirkiyede uzaktan egitimin
belirli standartlar temel alinarak yapilandirilmamasina
dair aragtirmalar mevcuttur (Bakioglu ve Can, 2014; Ce-
lik ve Per¢in, 2020; Kaban ve Cakmak; 2016; Tonbuloglu
ve Aydin, 2015). Uzaktan egitimde kalite kavraminin ele
alindigi calismalarin incelenmesi, farkli boyutlara odaklan-
diklarini ortaya koymaktadir. Ozellikle egitim programlari
ve Ogretim, 6gretim elemanlarinin nitelikleri, teknoloji ve
altyapi, 6grenme kaynaklar1 ve materyaller, l¢me ve de-
gerlendirme, 6grenci destek mekanizmalari, orgiitsel yapt
ve isleyis, 6grenme hedef ve ¢iktilar: gibi boyutlar {izerinde
durulmustur (Bozkurt, 2017; Coban, 2013; Demir, 2014;
Kaban ve Cakmak, 2016). Ayrica Covid-19 salgini nedeniy-
le ortadgretim kurumlarinda ani bir sekilde baslayan uzak-
tan egitim siirecinin incelenmesine yonelik arastirmalar
da mevcuttur (Akyavuz ve Cakin, 2020; Anderson, 2020;
Arik, 2020; Avci ve Akdeniz, 2021; Bozkurt, 2020; Can,
2020; Karaca ve Kelam, 2020; Ozer, 2020a; 2020b; Yilmaz,
2021). Bu ¢alismalardan farkl: olarak bu arastirmanin temel
hedefi Covid-19 salgini nedeniyle yasanan uzaktan egitim
stirecine dair EBA kalite standartlarini farkli kariyer evre-
lerindeki 6gretmen goriislerine gore incelemektir. Aragtir-
malar, 6gretmenlerin kariyerleri boyunca gesitli evrelerden
gecerek her evrede farkli ihtiyaclar ve becerilere sahip ol-
duklarini gostermektedir. Bu evreler, 6gretmenlerin bilgi,
beceri, tutum, davranis ve gorev yaptiklari ortamlardaki
degisimlerle sekillenir. Kariyerleri ilerledik¢e, 6gretmenler
farkli bakis agilar1 ve deneyimler kazanir ve bu siirecte pro-
fesyonel 6zellikleri degisir. Her evrede, 6gretmenlerin algi-
lari, endiseleri, umutlar1 ve diisiinceleri farklilik gosterir. Bu
nedenle belirtilen temel amag kapsaminda, bu aragtirmada
farkli kariyer evresindeki ogretmenlerin uzaktan egitim
stirecinde yagadiklar1 zorluklar, avantajlar ve dezavantajlar
gibi konularda goriislerinin derinlemesine incelenmesi de
hedeflenmektedir.

Uzaktan Egitimde Kalite ve Akreditasyon

Uzaktan oOgretim, o6gretme davraniglarinin 6grenme
davraniglarinin disinda yiiritildigt, 6grenci ve 6gretmen
arasindaki iletigimin basily, elektronik veya diger cihazlarla
gergeklestigi 6gretim yontemidir (Moore, 1973'den akt. Ke-
egan, 1980). Bagimsiz ¢alismanin 6nemli oldugu uzaktan

egitimde, “6grenmenin anahtar1 6gretmenlerin ne yapti-
gindan ziyade 6grencilerin ne yaptigidir” ilkesine dayanir
(Beadoin, 1990, s. 21). Geleneksel egitim yontemlerine al-
ternatif olarak giderek daha fazla tercih edilen uzaktan egi-
tim kurumlarinin ve programlarinin sayis: arttikca, ulusla-
rarasl, ulusal, kiiltiirel ve kurumsal baglamlarda kiyaslama
ve kanitlama ihtiyac1 da dogmaktadir (Jung ve Latchem,
2012). Bu nedenle, yiiksek kaliteli uzaktan egitim program-
larinin saglanabilmesi i¢in belirli standartlar olusturulmasi
ve bu standartlara uygun hareket edilmesi (Kaban ve Cak-
mak, 2016; Simsek, 2012) gerekmektedir.

1980’lerin sonlarina dogru kiiresel Olgekte yasanan
rekabet olgusu, yonetim alaninda daha cagdas yaklasim-
larin benimsenmesini zorunlu kilmig ve bu durum, 6rgiit
yapisinda kalite yonetimi anlayisinin benimsenmesine yol
acmistir (Hesapgioglu, 2006). Egitim politikalarinin ve ku-
rumlarin hedeflerine ulasabilmeleri acisindan “kalite, arzu
edilen bir kavramdir” (Ehlers, 2007, s. 96). Bu nedenle, gi-
derek yayginlasan uzaktan egitimde kalite, Ehlerse (2007)
gore egitim politikalar1 ve uygulayicilar agisindan bir zo-
runluluk ve motivasyon kaynagi, ogrenciler agisindan ise
bir talep haline gelmistir.

Bir kalite kontrol veya giivence siireci olarak tanimlanan
akreditasyon (Adelman, 1994’ten akt. Bakioglu ve Baltaci,
2000), denetleme veya degerlendirme siirecinde bir kuru-
mun veya programin asgari sayida belirlenmis standartlar
uyguladigini veya karsiladigini gosteren bir degerlendir-
me, onaylanma ve inceleme siirecidir (Hesapgioglu, 2006).
Kalite garantisi ve akreditasyon siireci, uzaktan 6gretimde
nispeten yeni bir olgudur. Uzaktan egitim kurumlarinin ve
programlarinin sayisinin artmasi, geleneksel egitimin 6g-
renme c¢iktilar1 kargisinda, uluslararasi, ulusal, kiiltiirel ve
kurumsal baglamda kiyaslama ve kanitlama ihtiyacini da
beraberinde getirmistir (Jung ve Latchem, 2012). Bu sebep-
le, yliksek kalitenin uzaktan egitim programlarinda sagla-
nabilmesi i¢in birtakim standartlarin belirlenmesi ve bu
standartlara uygun sekilde hareket edilmesi gerekmektedir
(Kaban ve Cakmak, 2016; Simgek, 2012).

UNESCO’ya (2020b) gore, uzaktan egitim siireci hangi
teknolojik arag araciligiyla gerceklesirse gerceklestirilsin,
stirecin 6ncesinde 4 ana boyutta hazirbulunusluk saglan-
mast 6grenme siirecinin etkililigini arttiracaktir. Bu boyut-
lar, teknolojik hazirbulunusluk, icerik hazirbulunuslugu,
pedagojik hazirbulunugluk ile izleme ve degerlendirme
hazirbulunuslugu olarak adlandirilmaktadir. Literatiir in-
celendiginde uzaktan egitimde kalite standartlar1 gosterge-
leri olarak egitim siirecinin igerik, siireg, yapi, ¢ikt1 ve etki
a¢isindan etkili olmas1 (Ehlers, 2004; Jung, 2011) ve 6gren-
me hedefleri ile igerik sunumunun iyi tasarlanmis olmasy;
6grenen ve Ogretici arasinda aktif etkilesim saglayan medya
destekli bir ara yiize sahip olmasy; geribildirimi ve 6grenci-
nin hedeflerde ilerlemesini kolaylagtiran araglar ve aktivite-
leri igeren degerlendirme ve 6l¢me siireci (Bartley-Bryan,
2012; Ragan, 1999) icermesi gerekmektedir. Moore (2005)
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ise uzaktan egitimin kalite gostergeleri olarak 6grenmenin
etkililigi, maliyet etkililigi, erisim, 6grenci doyumu ve 6g-
retim eleman1 doyumu olarak kavramsallagtirmistir (akt.
Simsek, 2012). Sayis1 giderek artan uzaktan egitim prog-
ramlarinin, kalite standartlarini temel alarak olugturulmasi,
Ogretimin kalitesini arttiracak 6nemli bir faktor olarak dii-
stintilmektedir (Bakioglu ve Can, 2014; Kaban ve Cakmalk,
2016).

Ogretmen Kariyer Evreleri

Bir insanin yagam dongiisii boyunca gelisim gosterdigi
gibi, meslek yasamu siiresince de benzer bir gelisim siireci
yagamasi gerekmektedir. Ogretmenlerin profesyonel hayat
dongiisiinii kavramsal olarak agiklamanin pek ¢ok yolu
bulunmakla birlikte, Super (1975) gore bir kariyerin aga-
malar1 esasen yasam dongiisiiniin asamalariyla paralellik
gosterir ve her asama belirli sosyal beklentilerle sekillenir
(Super, 1975, s. 28). Kariyer gelisimi, bir dizi olaydan ziyade
bir siireg olarak degerlendirilmelidir. Bu siireg, bazilar1 i¢in
dogrusal bir ilerleme gosterirken, bazilari i¢in gerilemeler,
¢ikmazlar ve belirsizliklerle dolu olabilir (Huberman, 1989,
s. 348).

Yapilan arastirmalar, 6gretmenlerin kariyerleri boyunca
farkli evrelerden gectigini ve her evrede farkli ihtiyaglar ve
becerilere sahip olduklarini ortaya koymaktadir. Bagka bir
deyisle, 6gretmenler kariyerlerinin farkli evrelerinde farkls
profesyonel ozellikler sergilerler. Ogretmenlik mesleginde
kariyer evreleri, 6gretmenin bilgi, beceri, tutum, davranis,
bakis agis1 ve gorev yaptig1 ortamdaki degisikliklerden kay-
naklanmaktadir. Mesleki yasamlar1 siiresince ilerledik¢e
ogretmenler, farkli bakis agilar1 ve tecriibeler kazanarak,
cesitli kariyer evrelerine gecis yaparlar. Kariyer gelisim ev-
relerinin her birinde, 6gretmenlerin algilari, endiseleri, ge-
lecege iliskin umutlar: ve diistinceleri ayni degildir (Aydin,
2018). Bu baglamda, yaygin inanisin aksine, 6gretmenler
i¢in yiiksekogrenim siireglerini tamamlayarak meslege bas-
lamak, 6gretmenlik kariyerlerinde uzmanlik kazanmak ve
mesleki gelisimlerini tamamlamak anlamina gelmemekte-
dir (Bakioglu, 1996).

Ozellikle bilgi birikiminin duragan olmamasi ve her
glin yeni bilgilerin ortaya ¢ikmasina bagli olarak 6gretmen-
lik gibi dinamik bir meslekte, meslegi icra edenlerin siirekli
olarak kendilerini gelistirmeleri son derece 6nemlidir. Mes-
leki yasamlarini iyilestirmek ve kariyerlerinde ilerlemek
adina profesyonel gelisimlerini siirdlirmelerinin 6nemini
vurgulayan Bakioglu (1996) farkli branstan 6gretmenler
ile gerceklestirdigi arastirmasinda, 6gretmenlerin mesleki
gelisimlerini bes evre halinde incelemistir. Daha sonradan
kariyere giris, durulma, deneycilik, uzmanlagma, sakinlik
ve emeklilik olarak alt1 evrede inceledigi 6gretmenlik ka-
riyer evrelerini, 6gretmenlerin ilgi, istek, gelecege yonelik
beklenti, mesleki yeterliliklerinde gelisme, kaygi, stres ve
endise gibi faktorleri goz 6niinde bulundurarak siniflandir-
dig1 ifade edilebilir.

YONTEM

Arastirmanin Deseni

Aragtirmada 6gretmenlerin Covid-19 salgini siiresince
uygulanan uzaktan egitimin kalitesi hakkindaki goriisleri-
ne bagvurulmasi amacina uygun olarak temel nitel aragtir-
ma yaklagimindan yararlanilmistir. Merriam’ a (2009) gore
temel nitel arastirmalar, insanlarin kendi diinyalarini nasil
insa ettikleri ve deneyimlerini nasil anlamlandirdiklarina
odaklanir. Temel nitel aragtirmalarin temel hedefi ise in-
celenen olguya dair derinlemesine bir betimleme yapmak-
tadir (Lim, 2011). Bir bagka ifadeyle, bu yaklasim bireyin
sosyal ve kiiltiirel diinyasinda yagadigi deneyimlere anlam
yiiklemesi ve kendi gercekligini insa etme siirecine dair ay-
rinlitilh bir betimlemeyi kapsar. Ayrica temel nitel aragtir-
malarin tek bir yerlesik metodolojinin sinirlarina siki stkiya
bagli kalmaktansa (Caelli vd. 2003) birden fazla metodo-
lojiyle uyumlu arag¢ ve teknikleri harmanlayabilmesi ag1-
sindan aragtirmaciya esneklik sagladigi kabul edilmektedir
(Kahlke, 2004). Biitiin bunlardan hareketle bu ¢alismada
temel nitel yaklasimdan yararlanilmasinin sebebi; sosyal
anlam ve 6nem tagiyan giiniimiiz egitim isleyisine, uzaktan
egitim literatiiriine dair bilimsel ve kapsamli bir inceleme
yapip odaklanmak ve katilimcilarla detayli ve uzun goriis-
meler yapip giiglii veriler elde etmektir.

Arastirmanin Calisma Grubu

Aragtirmanin katilimcilarinin belirlenmesinde amagh
orneklem yontemlerinden biri olan 6l¢iit 6rneklem kulla-
nilmigtir. Patton (2002) 6lgiit 6rneklemeyi 6nceden belir-
lenmis kriterlere gore vakalarin bir tiir amagh 6rneklemesi
olarak tanimlar. Arastirmada, farkli okul tiirlerindeki uzak-
tan egitim isleyisini degerlendirmek amaciyla, ortadgretim
kurumlarinda goérev yapan Ogretmenler segilmistir. Bu
oOlgiit, Ogretmenlerin uzaktan egitim siirecindeki dene-
yimlerinin ve gozlemlerinin cesitliligini saglamak adina
onemlidir. Ayn1 zamanda 6gretmenlerin uzaktan egitimde
karsilagtiklar1 zorluklari, avantajlar1 ve dezavantajlar1 daha
iyi degerlendirebilmeleri adina da 6gretmenlerin farkl ka-
riyer evrelerinde olmalar1 da mesleki gelisimlerinin uzaktan
egitim siirecine nasil yansidigini anlamak acisindan kritik
bir dl¢iittiir. Bu calismada belirlenen 6l¢iitler; a) farkli okul
tiirlerindeki uzaktan egitim isleyisini degerlendirmek adi-
na dgretmenlerin ortadgretim kurumlarinda gérev yapiyor
olmasi, b) 6gretmenlerin kariyer evreleri siniflandirmasina
gore farkli kariyer evrelerinde olmast ve ¢) Covid-19 salgi-
ni stiresince acil uzaktan egitim doneminde Egitim Bilisim
Ag1 (EBA) iizerinden dgrencileri ile canli dersler yapmis
olmasidir.

Buna gore aragtirmanin katilimcilarimi ortadgretim
kurumlarinda gérev yapan ve her kariyer evresinden esit
saylida 6gretmeni kapsayan toplamda 48 6gretmen olustur-
maktadir. Kariyer evreleri siniflandirmasinda Bakioglunun
(1996) lise Ogretmenleri ile yaptif1 arastirmasi sonucu
olusturmus oldugu 6gretmen kariyer evreleri baz alinmis-
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Tablo 1. Kariyer Girigi Evresi Ogretmenleri

Kariyer Evresi Katilimci Cinsiyet Brans Kidem (Yil) Okul Tiirii Sinif Mevcudu (X)
Kariyer Girisi 01 Kadin Gorsel Sanatlar 1 MTAL 35

07 Erkek DKAB 1 MTAL 30

010 Erkek Felsefe 5 MTAL 27

019 Kadin Ingilizce 4,5 Anadolu Lisesi 40

028 Erkek PDR 2 Imam Hatip Lisesi 20

030 Kadin TDE 5 Anadolu Lisesi 35

032 Kadin DKAB 4 Imam Hatip Lisesi 27

040 Kadin TDE 3 Imam Hatip Lisesi 30
Tablo 2. Durulma Evresi Ogretmenleri
Kariyer Evresi Katilimci Cinsiyet Bransg Kidem (Yil) Okul Tiirii Sinif Mevcudu (X)
Durulma 04 Erkek PDR MTAL 30

06 Erkek Ulastirma Hizmetleri 6 MTAL 30

ve Lojistik

011 Kadin Ingilizce 8 Anadolu Lisesi 27

012 Kadin Ingilizce 7 Anadolu Lisesi 30

015 Kadin Matematik 8 MTAL 25

018 Kadin Kimya 7 MTAL 35

021 Kadin TDE 7 MTAL 30

022 Erkek Fizik 8 Fen Lisesi 27
Tablo 3. Deneycilik Evresi Ogretmenleri
Kariyer Evresi Katilimc Cinsiyet Bransg Kidem (Yil) Okul Tiirii Sinif Mevcudu (X)
Deneycilik 05 Erkek Matematik 12 MTAL 30

08 Erkek Pazarlama ve Perakende 11 MTAL 25

09 Erkek  Muhasebe ve Finansman 15 MTAL 25

013 Kadin Ingilizce 11 Anadolu Lisesi 35

O14 Kadin Beden Egitimi 11 MTAL 20

020 Erkek Fizik 11 Anadolu Lisesi 32

025 Kadin PDR 11 Anadolu Lisesi 40

033 Erkek TDE 13 Imam Hatip Lisesi 20
Tablo 4. Uzmanlik Evresi Ogretmenleri
Kariyer Evresi Katilimci Cinsiyet Bransg Kidem (Yil) Okul Tiirii Sinif Mevcudu (X)
Uzmanlik 023 Kadin Ingilizce 19 Fen Lisesi 30

024 Kadin PDR 16 Fen Lisesi 30

026 Erkek Tarih 17 MTAL 30

027 Erkek Cografya 16 Anadolu Lisesi 34

034 Erkek Fizik 17 Fen Lisesi 30

039 Kadin TDE 16 Imam Hatip Lisesi 27

044 Erkek Matematik 17 MTAL 30

047 Kadin  Konaklama ve Seyahat Hiz. 20 MTAL 20
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Tablo 5. Sakinlik Evresi Ogretmenleri

Kariyer Evresi Katilimci Cinsiyet Brans Kidem (Yail) Okul Tiirii Sinif Mevcudu (X)
SAKINLIK 02 Erkek Pazarlama ve Perakende 25 MTAL 30

03 Erkek  Muhasebe ve Finansman 25 MTAL 25

017 Kadin Ingilizce 21 Anadolu Lisesi 40

031 Kadin Ingilizce 22 Anadolu Lisesi 42

035 Erkek Ingaat Teknolojisi 21 MTAL 30

036 Kadin Ingaat Teknolojisi 25 MTAL 35

038 Erkek Cografya 22 Anadolu Lisesi 37

042 Erkek Ingaat Tek. 24 MTAL 20
Tablo 6. Emeklilik Evresi Ogretmenleri
Kariyer Evresi Katilimci Cinsiyet Brans Kidem (Yil) Okul Tiirii Sinif Mevcudu (X)
Emeklilik O16 Erkek Muhasebe ve Finansman 26 MTAL 30

029 Kadin Matematik 31 Anadolu Lisesi 30

037 Kadin Biyoloji 30 Anadolu Lisesi 30

041 Erkek Pazarlama ve Perakende 26 MTAL 30

043 Kadin Biyoloji 26 Anadolu Lisesi 38

045 Erkek Matematik 29 Imam Hatip 17

046 Kadin Cografya 28 Anadolu Lisesi 35

048 Erkek Muhasebe ve Finansman 27 MTAL 19

tir. Buna gore 6gretmenlerin kariyer evreleri 1-5 yil arasi
olanlar kariyer girisi, 6-10 yil aras1 olanlar durulma, 11-15
yil arasi olanlar deneycilik, 16-20 yil aras1 olanlar uzmanlik,
21-25 yil arasi olanlar sakinlik, 26 yil ve iizeri olanlar ise
emeklilik evresi olacak sekilde siniflandirilmistir. Caligma-
ya katilanlarin kariyer evrelerine gore dagilimi ve demogra-
fik bilgileri tablolarda verilmistir (Tablo 1-6).

Yukarida katilimci 6gretmenlerin cinsiyet, brans, ki-
dem, bulundugu kariyer evresi, gorev yaptig1 okul tiirii ve
okuttugu siniflardaki ortalama sinif mevcuduna gore dagi-
limlar1 yer almaktadir. Buna goére katilimcilarin %50’si ka-
din, %50%i erkek 6gretmenlerden olusmaktadir. Katilimer
6gretmenlerin farkli okul tiirlerinde gérev yapiyor olmasi-
na ve farkli branglardan olmalarina dikkat edilmistir. Her
bir kariyer evresinden 8 6gretmen ile goriisme yapilmstir.

Veri Toplama Araci

Aragtirmada Creswelle (2015) gore katilimcilarin her-
hangi bir kisitlama olmaksizin ayrintili kisisel deneyimleri-
ni sunmalarina yarayan ve boylece aragtirmaciya dogrudan
gozlemleyemedigi detaylar1 yakalama imkéni veren goriis-
me tekniginden yararlanilmistir. Arastirmada veri toplama
aract olarak aragtirmacinin yapilan goriismenin akigina
bagli olarak ilave ve alt sorularla goriismeyi detaylandirma-
sina olanak saglayan yar1 yapilandirilmis goriisme formu
kullanilmistir. Aragtirmada kullanilan goériisme formu 5
demografik, 12 acik uglu sorudan olugsmaktadir. Goriisme
sorular1 arastirma konusuna ait literatiir g6z 6niinde bulun-

durularak egitim yonetimi alaninda uzman bir 6gretim ele-
mani ile birlikte hazirlanmistir. lgili teorik ve uygulamali
literatiir tarandiktan sonra hazirlanan maddeler anlam, ice-
rik ve amag uygunlugu agisindan degerlendirilmesi adina
egitim yonetimi ve egitim programlar1 ve 6gretim alanla-
rindaki uzman &gretim elamanlarinin goriislerine sunul-
mugstur. Bu degerlendirmelerin ardindan goriisme formu-
na son hali verilmis ve goniilliik esasiyla arastirmaya dahil
olan katilimcilara sorulmustur.

Aragtirma stiresince pandemi kosullar1 géz 6niinde bu-
lundurularak katilimcilarin isteklerine gore gériismeler yiiz
ylze veya cevrimici olarak gergeklestirilmistir. G6riigme
aracihifiyla saglanan veriler ayni giin bilgisayar ortamina
yazili olarak aktarilmistir. Biitiin katilimcilarin cevaplari
katilimcilardan alinan izin dogrultusunda kayzt altina alin-
mis, isimlerinin ve cevaplarinin gizli tutulacag katiimcila-
ra agiklanmigtir. Ayrica yapilan goriismeler esnasinda alan
notlar1 alinmigtir. Goriismeler ortalama 40 dakika stirmiis-
tiir. Goriigmeler tamamlandiktan sonra yazila hale getirilen
goriismeler katilimcilara e-posta yoluyla gonderilmis ve ka-
tilimcilarin goriigme dokiimleri igin teyidi alinmugtir.

Verilerin Coziimlenmesi

Lime (2011) gore genel nitel arastirmalar genellikle tii-
mevarimsal bir yontem benimser ve bu tiir aragtirmalar-
da acgik kodlama, kategoriler olusturma ve tematik analiz
gibi tekniklerin sik¢a kullanilmasina bagvurur. Ote yandan
Kahlke (2014) genel nitel aragtirmalarin yontem diizeyinde
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farkli metodolojilerin teknik ve prosediirlerinden yararlan-
masini bir avantaj olarak tanimlar. Bu cercevede, aragtir-
mada yar1 yapilandirilmig goriisme formu ile yiiz yiize ve
¢evrimigi olarak goriisme yapilan katilimcilardan elde edi-
len verilere hem tiimevarimsal hem de tiimdengelimsel bir
bakis acisiyla igerik analizi ve betimsel analizden yararlanil-
mugtir. Yitksek miktardaki toplanan verinin anlamlandirma
stireci (Kawulich, 2004) olarak tanimlanan icerik analizinde
gozlem, goriisme ya da dokiimanlar aracilifiyla elde edilen
veriler, bir kodlama sistemi ile igslemsellestirilir (Neuman,
2007). Bu amagla ayrintili bir sekilde dokiiman haline geti-
rilen veriler defalarca okunarak ifadelerin benzerligine gore
gruplamalar yapilmustir. Akabinde olugan gruplar, kodlar:
olusturmustur. Bu gruplara uygun olarak temalar ve ben-
zer temalar birlestirilerek ana temalar ¢ikartilmigtir. Diger
bir yandan, literatiirde uzaktan egitim kalite anlayisina dair
var olan standartlar ve uzaktan egitimin niteligine dair bo-
yutlar, aragtirmanin hazirbulunusluk ve kalite temalarinda
alt temalarini olusturmustur. Betimsel analiz uygulanirken,
Saldafia (2016) tarafindan onerilen In Vivo kodlama tek-
nigini uyguladik. Bu sayede, katilimcilardan elde edilen
veriler timdengelimsel bir yaklagimla anlamli birimlere ay-
rilmistir. Nihai asamada gorisiilen 6gretmenlere birer kod
numarast verilerek (01, 02, 03, 04 ...) seklinde agiklama-
lar yapilmigtir.

BULGULAR

Arastirmada elde edilen verilerin analizi sonucunda
“hazirbulunugluk’, “stire¢”, “kalite” ve “mesleki algr” olmak

lizere dort temaya ulagilmistir.

Tema-1: Hazirbulunusluk

Hazirbulunusluk temas: 6gretmenlerin Covid-19 6nce-
si uzaktan egitime dair olan deneyim, algi, diisiinceleri ve
EBA igerik cesitliligi, etkililigi, sistemin degerlendirmesine
dair goriglerini icermektedir. Bu baglamda hazirbulunus-
luk temasi “Covid-19 6ncesi uzaktan egitim algilarr”, “Og-
retmen hazirbulunuslugu”, “EBA (sistem) hazirbulunuslu-
gu” ve “veli hazirbulunuslugu” olmak tizere dort alt temada
incelenmistir.

Covid-19 oncesi uzaktan egitim algilar1 alt temasinda
katilimcilar, tilkemizde yiiriitilen uzaktan egitim uygula-
malar1 gergevesinde, A¢ikogretim fakiiltesi mezunlarinin
niteliksel gelisimini, Agikogretim liselerinin egitim 6gretim
faaliyetlerini ve bazi tiniversitelerin uzaktan egitim prog-
ramlarini goz oniinde bulundurarak alg: ve diisiincelerini
ifade etmiglerdir. Bu konuda O48 ‘A¢ikdgretime karsi algim
olumluydu... Bence bircok sey dégrencinin kendi elindedir.
Eger birey isterse, kendisini donaniml hale getirebilir. Uzak-
tan egitim buna engel degildir...” ifadesinde bulunmustur.

Ogretmen hazirbulunuglugu alt temasina 6gretmen-
lerin uzaktan egitim siirecinde teknolojik yeterlilikler ve
dijital beceriler konusunda kendilerini nasil tanimladik-
larma dair degerlendirmelerinden ulagilmigtir. Baz1 kati-

limcilar kendilerini acil uzaktan egitime gegis 6ncesinde
de aktif teknoloji kullanicisi, dijital becerilere sahip, belirli
teknolojik donanimi olan bireyler olarak tanimlamiglardir.
Kariyer evreleri bazinda degerlendirildiginde, kendilerini
teknolojik agidan en fazla yeterli olarak tanimlayan evreler
deneycilik, durulma ve kariyer girisi evreleri 6gretmenleri
olmugtur. Bazi 6rnek ifadeler su sekildedir;

“..Zaten alammz dolayisiyla teknolojik bilgiye ve dona-
mima sahiptir, bu stirecte sadece birazcik daha uzaktan egi-
timdeki platformlari daha etkin kullanmay: 6grendik.” O9

“Yeterlilik anlaminda en azindan kendi okulumda uzak-
tan egitime yatkinhigimdan dolayr ortalamanin ¢ok ¢ok iis-
tiinde oldugumu diisiiniiyorum. Bircok kisiye gore de bence
¢ok daha verimli sekilde basladim.” O5

EBA (sistem) hazirbulunuglugu alt temasinda ise 6gret-
menlere pandemi siirecindeki uzaktan egitim uygulamala-
rin1 gz o6nlinde bulundurarak EBA igeriklerini ve sistemi
degerlendirmeleri istenmistir. Ogretmenlerin verdigi ce-
vaplar déhilinde EBA (sistem) hazirbulunuslugu alt temas:
icerik gesitliligi ve yapisal-teknik 6zellikler kategorilerinde
incelenmistir. Igerik cesitliligi kategorisinde katilime1 6g-
retmenlerinin %43,74’t igeriklerin gesitli ve yeterli oldugu-
nu, 6gretmenlerin %29,16%1 igeriklerin kismen yeterli ol-
dugunu veya kendi brans: i¢in yetersiz ancak diger branglar
i¢in yeterli oldugunu, 6gretmenlerin %27, 08’1 ise igerikle-
rin yetersiz oldugunu diigiinmektedir. Bazi 6gretmenler ise
EBA igeriklerinin yeterli seviyede oldugunu ancak 6grenci-
leri sistemi kullanmada esit seviyede yeterli gormediklerini
belirtmislerdir. Emeklilik evresindeki bir matematik 6gret-
meninin bu konuda goriisleri su sekilde olmustur: “Bence
icerikler yeterli. Ama ogrencilerin bu hedefe giderken izleye-
cekleri yolda sorunlar var. EBA konusunda 6gretmenler ka-
dar bilgili olduklarim diisiinmiiyorum. Oncelikle EBA’y1 nasil
daha etkin kullamrlar konusunda egitimler olmah.” 045

Hazirbulunusluk temasinin son alt temas: olan veli
hazirbulunuslugu, pandemi 6ncesinde 6grenci velilerinin
uzaktan egitim siirecine pedagojik ve teknolojik olarak
hazir olma durumlarinin 6gretmenlerin goéziindeki de-
gerlendirmelerini kapsamaktadir. Ogretmenlerin %56,4’t
velilerin uzaktan egitim siirecine pedagojik anlamda hazir
olmadiklarini, %27,08’ i velilerin bu siirece kismen hazir ol-
dugunu, %12,49’ u ise velilerinin gayet hazir ve destekleyici
rolde olduklarini ifade etmistir. Katilimei 6gretmenlerinin
%4,16’s1ise 2020-2021 egitim d6gretim doneminde sinif reh-
ber 6gretmenligi gorevi olmadig i¢in pedagojik anlamda
velileri degerlendiremeyeceklerini belirterek soruya yorum
yapmamislardur.

Tema-2: Siire¢

Siire¢ temasi, Covid-19 pandemisi ile {ilkemizde bagla-
yan uzaktan egitim siirecine dair 6gretmenlerin gergekle-
sen egitim uygulamalar1 hakkindaki goriis ve degerlendir-
melerini icermektedir. Siire¢ temasi “uygulama’, “riskler” ve
“degisim” alt temalarini icermektedir.

Uygulama alt temasinda dgretmenlerin uzaktan egitim
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ve yliz yiize egitimi planlama, uygulama ve l¢me/degerlen-
dirme agisindan karsilastirdiklarinda ne gibi benzerlikler
ve farkliliklar gordiikleri hakkindaki ifadelerden ulasilmis-
tir. Ogretmenler uygulama agisindan en ¢ok “6gretim-yon-
tem teknik’, “6grenci motivasyonu”, “6grenci 6grenme algi-
s1, “0gretmen alan bilgisi’, “teorik/s6zler dersler” agisindan
her iki egitim sisteminde ortak yonler bulundugunu ifade
etmislerdir. Uzaktan egitimin uygulama agisindan en faz-
la ise “iletigim’, “sinif yonetimi’, “etkilesim ve motivasyon’,
“donit/degerlendirme” ve “derse erisim/katilim” konusun-
da yiiz yiize egitimle farklilik gosterdigini ifade etmislerdir.

“Tletisim agisindan da ciddi sstkintilar var. Ciinkii normal
simif ortaminda herhangi bir sikint: oldugunda gerek 6¢renci
ile bire bir goz temasi kurarak gerek ses tonunuzla kendisine
yaklasarak veya dokunarak bunu énlemeniz miimkiin ancak
uzaktan egitimde bu séz konusu degil” 027

Siire¢ temas riskler alt temasinda, “yetersiz katilin’,
“pasif katilim’, “erisim”, “6grenme ortamu eksikligi’, “tek-
nik altyap: ve baglant1’, “mesai kavraminda esneklik’, “i¢
disiplin (6z denetim)” ve motivasyon eksikligi” gibi sorun-
larin alt1 gizilmistir. Ogretmenler, Bakanlik politikas: geregi
derslere devam zorunlulugunun olmamasindan kaynakli
olarak 6grencilerin uzaktan egitime gereken énemi verme-
dikleri ve bunun bir etkisi olarak da katilimlarinin istenilen
diizeyde olmadigini belirtmislerdir.

Siire¢ temasi degisim alt temasinda ise 6gretmenlerin
uzaktan egitimin olumlu ve olumsuz degerlendirmeleri,
bu siirecin profesyonel gelisimlerine olumlu veya olum-
suz katkilar1 gibi degerlendirmelerine dayali ifadelerden
ulagilmistir. Bu baglamda 6gretmenlerin uzaktan egitimin
getirdigi en biiyiik degisimin daha fazla etkinlik imkani ve
daha fazla kaynak kullanimimin dersleri daha verimli kil-
mast olmustur. Ogretmenlerin %37,49’u uzaktan egitimde
daha fazla kaynak kullanip, daha ¢ok etkinlik yapabildik-
lerini belirtmigtir. Bu kategorideki bazi 6gretmen goriigleri
su sekildedir;

“..¢ok fazla dijital materyal, kaynak vb. sey kullanabili-
yorum ben. Belki sinif ortaminda sadece ders kitabina bagl
kalacakken simdi ¢ok farkl kaynaklara bakabiliyoruz.” 020

“..Daha fazla kaynaga ulasabiliyoruz burada, hemen in-
dirip égrenci ile paylasabiliyoruz...” 012

Siire¢ temasi altinda degisim alt temasinda dgretmenler
“sosyal iletisim’, “6grencilerin tutumlarr’, “d6niit” vb. yon-
lerden uzaktan egitimin olumsuz y6nde bir degisimi bera-
berinde getirdigini ifade etmislerdir. Katilime1 6gretmenle-
rinin %43,74’li uzaktan egitimle birlikte yaganan en biiytik
olumsuz degisimin 6grencilerin birbirleriyle ve 6gretmen-
leri ile kurduklari sosyal iletisimden mahrum kalmalar: ol-
dugunu digiinmektedir:

“Dezavantaj agisindan dedigim gibi yiiz yiizede bir etki-
lesim, bir simif ortami, arkadaghk, dostluk var. Ogrenci hem
arkadaslariyla hem Ogretmeniyle hem okulda ¢alisan perso-
nelle bir bag kurabiliyor. Okul onun icin bir sosyal ortam ha-
line geliyor. Uzaktan egitimde bu miimkiin degil, cogu zaman

birbirleriyle bile konusmuyorlar. Sadece ben konusuyorum
bazi derslerde” O35

Stire¢ temasi 6gretmenlerinin Covid-19 salgini ile bir-
likte gegilen uzaktan egitim siirecindeki deneyimlerini
icermektedir. Bu temada Ogretmenler uzaktan egitim ve
yiiz ylize egitim arasinda uygulama agisindan 6gretim yon-
tem teknik, 6grenci 6grenme ilgisi, teorik/sozel dersler ve
uygulama dersleri acisindan bazi benzerlik ve farkliliklarin
oldugunu dile getirmislerdir. Ayni zamanda bu tema altin-
da uzaktan egitimin risklerini ve bu siiregle birlikte gercek-
lesen degisimin olumlu ve olumsuz yonlerini vurgulamis-
lardur.

Tema-3: Kalite

Kalite temasinda, literatiirde yer alan kalite standart-
larindan yararlanilarak “egitsel etkililik’, “mali verimlilik’,
“erisilebilirlik’, “6grenci doyumu” ve “6gretmen doyumu”
alt temalarina yer verilmistir. Kalite temasinda, uzaktan
egitim sisteminin kalite standartlarini karsilama derecesi
hakkindaki 6gretmen goriislerini ve 6nerilerini daha detay-
l1 incelemek adina kariyer evreleri temelinde incelenmistir.

Egitsel etkililik alt temasinda Ogretmenlerin, EBA ve
varsa pandemi siirecinde kullandiklar1 diger uzaktan egitim
portallarinin tasarim, teknik destek, 6gretim kaynaklari, 6g-
retim medyas1 ve araglar1 diigiiniildiigiinde 6grenme hedef-
lerine ulasma agisindan etkililigini degerlendirmeleri isten-
mistir. Pandemi siiresince uzaktan egitim isleyisinde egitsel
etkililik degerlendirmelerine bakildiginda evreler arasinda
biiyiik farklara rastlanilmistir. Ornegin kariyer girisi evresi
6gretmenlerinin %50%si sadece olumsuz goriis, %37,5’i ise
hem olumlu hem olumsuz goriis belirtmistir. Kariyer girisi
evresindeki bir gretmen uzaktan egitim siirecini egitsel et-
kililik agisindan su sekilde degerlendirmistir:

“Kemdim de dahil tiim siirecin basarisizlik seriiveni ol-
dugu kamsindayim. 35 kisilik simiflardan en fazla 3- 5 kisilik
katilim. Gériintii ses kapali yani yok, iletisim sifir” O30

Emeklilik evresi 6gretmenleri ise uzaktan egitimin egit-
sel etkililigi konusunda farkli goriislerde bulunmuslardir.
Emeklilik evresi 6gretmenlerinin %37,5’i hem olumlu hem
olumsuz goriis, %37,5’i sadece olumsuz goriis, %25’ ise sa-
dece olumlu goriis belirtmistir. Emeklilik evresi 6gretmen-
lerinden 6zellikle meslek lisesinde gorev yapan 6gretmen-
ler EBA igeriklerinin egitsel etkililige ulasma adina yetersiz
oldugu vurgusunda bulunmustur.

“Uzaktan egitim, EBA gorsel agidan miikemmel. Cocuk-
larin ilgisini gekiyor. Ama daha kiigiik yas gruplari igin ge-
gerli bu. Bizim ¢ocuklar igin degil. Bizim ¢ocuklarin ilgisini
ne yaparsamz yapin cekemezsiniz. Ama fen liselerini veya
koklii Anadolu liselerini diistinecek olursak derse katilim ¢ok
iyi oldugu igin bu ogrenciler icin ¢ok faydali. Meslek liseleri
agisindan amacina ulasmiyor.” 016

Kalite temasinda 6gretmenlerin egitsel etkililik, mali
verimlilik, erisilebilirlik, 6grenci doyumu ve 6gretmen do-
yumu kalite faktorleri cercevesinde uzaktan egitimde nite-
lik ve etkililik degerlendirmelerine yer verilmistir. Kariyer
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evreleri baglaminda farkli yorumlamalara ulasilmis olsa
da, katiimcilar uzaktan egitimde kalitenin Ontindeki en
bityiik engelin teknolojik cihaz, altyaps, internet ve baglanti
problemi gibi eksikliklerin oldugunu belirtmislerdir. Ayni
zamanda canli derslere devam zorunlulugunun olmamasi
ve 0z disiplin eksikligi gibi problemlerin 6grenci katilimin
azalttigini belirten 6gretmenler, bu durumun uzaktan egi-
tim uygulamalarinda kaliteyi etkilediginin altin1 ¢izmistir.

Tema-4: Mesleki Alg1

Mesleki alg1 temasi &gretmenlerin, salgin siiresince
uzaktan egitim isleyisinde Il ve Ilge Milli Egitim Miidiirlitk-
leri veya okul yonetimleri tarafindan diizenlenen hizmetigi
egitimler, seminer, kurs vb. ¢aligmalar kapsaminda mesleki
gelisimlerini degerlendirmeleri istenmistir. Ayn1 zamanda
mesleki algi temasinda uzaktan egitim siirecinde degisen
Ogretmen rollerine dair algilarina ve gelecegin egitim sis-
temi hakkindaki goriislerine yer verilmistir. Bu baglamda,
mesleki alg1 temasi “hizmetigi egitimler” ve “gelecek algis1”
alt temalarin1 kapsamaktadir.

Hizmetigi egitimler alt temasinda Ogretmenlere, sal-
gin siiresince 6gretmenlerin mesleki ve teknik bilgi gelisi-
mine y6nelik hizmet i¢i egitim faaliyetleri gibi ¢aligmalar
uzaktan egitimle yapmasinin olumlu ve olumsuz yanlar:
hakkindaki degerlendirmeleri yer almaktadir. Hizmetigi
egitimlerin uzaktan egitim ile alinmasinin olumlu yonleri-
ne dair “zamansal ve mekénsal rahatlik’, “goniilli katilhim’,
“konu ¢esitliligi”, “teknoloji kullaniminda artis”, “ulasilabi-
lirlik” gibi tanimlamalar yapilmigtir. Katilimci 6gretmenler
tarafindan uzaktan egitim yoluyla hizmet i¢i egitim alma-
nin olumlu bir yan1 olarak zamansal ve mekansal rahatlik
dile getirilmistir. Istenilen yerde ve istenilen zaman dili-
minde mesleki gelisimlerine yonelik egitimlere katilmanin
biiyiik bir avantaj oldugunu belirten bir O2 “Bir kere ben
evimde kendimi ¢ok rahat hissediyorum. Evimde kendimi
iyi hissettigim icin eger istedigim bir egitimse odaklanmam,
motivasyonum daha yiiksek diizeyde oluyor. Ciinkii evimde
glivendeyim” ifadesinde bulunmustur. Hizmet i¢i egitimler
alt temasi ikinci kategorisi olan olumsuz yanlar kategori-
sindeki ise 6gretmenler “uygulama eksikligi’, “esnek mesai
saatleri”, “zorunluluk”, “teknoloji yorgunlugu” tanimlama-
larini yapmuglardir. Ornek vermek gerekirse, teknoloji yor-
gunlugu yasadigini belirten O11 bu durumun motivasyo-
nuna etkisini su sozlerle dile getirmistir:

“Evet, boyle bir egitime katildim, bir tanesine katildim.
Neden bir tanesini diyorum, ¢iinkii bu siirecte o kadar ¢ok
fazla online olup, o kadar ¢ok fazla Zoom karsisinda zaman
gecirdik ki agikcasi benim Zoom iizerinden ya da herhangi
bir uzaktan egitim portali iizerinden bir seyler 6grenme mo-
tivasyonum ¢ok diistii. O yiizden su an ilgimi ¢eken bir ko-
nuda bile bir hizmet i¢i faaliyetine katilma konusunda kendi
icimde bir diirtii hissedemiyorum agikgast...” O11

Gelecegin egitim paradigmas: alt temasinda 6gret-
menlere pandemi siireci bittiginde tilkemiz egitim siste-
mi anlayisinda ne gibi degisiklikler yasanacagi sorulmus

ve gelecegin egitim sistemine dair goriisleri incelenmigtir.
Bu alt temadaki goriisler hibrit sistem, 6gretmen rolleri ve
6gretmen yetistirme kategorileri altinda degerlendirilmis-
tir. Kariyer evrelerine gore 6gretmenlerin gelecegin egitim
sistemine yonelik goriisleri incelendiginde deneycilik evre-
si 6gretmenlerinin %50’si gelecegin egitim sisteminde bazi
derslerin yiiz yiize baz1 derslerin ise online olarak uzaktan
egitim yoluyla yapilacagina ve boylelikle hibrit sistemin
kullanilacagini diisiiniirken, diger %50%i gelecekte de sa-
dece yiiz yiize egitimin uygulanilacagina dair diisiincelerini
dile getirmislerdir.

“Insanlik, tarih boyunca yeniliklere diren¢ gostermistir.
Hangi alanda olursa olsun yenilikler ilk etaplarda muhale-
fete maruz kalmigslardir fakat daha sonra tam tersi siiregler
yaslanmugtir... Tarihten bir 6rnek verebilirim sarik yerine fe-
sin kullanimi sancili bir siire¢ olmustur. Yine Sapka Devrimi
ile fesin yerine modern sapkalar kullamilmistir. Uzaktan egi-
timin de boyle olacag kanaatindeyim ciinkii ilk etapta uygu-
layict olarak bizler, hayir olmaz Ogrenci ile yiiz yiize egitim
olmali bu sekilde olmaz dedik ama sonugta alistik hatta daha
iyi ve etkili nasil yapilabilir iizerine bile diisiinenlerimiz var-
dir..” 010

Mesleki alg: temasinda uzaktan egitimle beraber 6g-
retmenlerin degisen rolleri, gelecegin egitim sisteminde
uzaktan egitimin yeri gibi kavramsallastirmalarina yer ve-
rilmistir. Uzaktan egitimle hizmet ici egitimlere katilmanin
zamansal ve mekansal rahatlik, goniillii katilim, konu ¢esit-
liligi, teknoloji kullaniminda artis, ulasilabilirlik gibi olum-
lu yanlar1 belirtilirken, esnek mesai saatleri, zorunluluk,
teknoloji yorgunlugu gibi olumsuz tanimlamalar da yapil-
mugtir. Ayrica mesleki algi temasinda 6gretmenler uzaktan
egitimle birlikte gelecegin egitim sisteminde gerceklesebile-
cek degisimlere vurguda bulunmustur.

TARTISMA, SONUC VE ONERILER

Bu ¢alisma, Covid-19 pandemisi sirasinda ortadgretim
sistemine etkilerini incelemek ve uzaktan egitim disiplinin
kalite standartlarini farkli acilardan arastirmak amaciyla
yapimistir. Katilimer 6gretmen goriislerine dayali olarak
Tiirkiyede yiritillen uzaktan egitim uygulamalarini kalite
standartlar1 agisindan degerlendirmeyi hedefleyen bu ¢a-
lismada, 6gretmen kariyer evrelerine gore mesleki yeterlik,
ilgi, beklenti, kaygi vb. 6zelliklere bagl olarak farkli dene-
yimlerin yasandig1 sonucuna ulasilmustir.

UNESCOnun (2020b) belirttigi gibi, etkili bir uzak-
tan egitim ortami i¢in 6grenme ortami ve sistem hazirbu-
lunuslugu yani sira égrenci, 6gretmen ve veli katilimi da
gereklidir. Ancak, katilimc1 6gretmenlerin ¢ogunlugunun
pandemi Oncesi herhangi bir uzaktan egitim deneyimine
sahip olmamasi, uzaktan egitime yonelik algi durumlarini
da etkilemistir. Pandemi Oncesi uzaktan egitim sistemine
yonelik algilar1 soruldugunda, 6gretmenlerin %47,91'inin
olumsuz bir algiya sahip oldugu belirtilmistir. Deneycilik
evresindeki 6gretmenlerin ise oldukga tarafsiz olduklari ve
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yeni 6gretim deneyimlerine agik olduklar: goriisleri belir-
tilmistir. Bu durum Bakioglunun (1996) deneycilik evresi
Ogretmenlerinin “uzun siire kariyer icerisinde bulunan 6¢-
retmenlerin yeni seyler denemek, yaraticihgini zorlamak,
miifredat farklilastirma ve kendi mesleki gelisimini arttir-
ma girisiminde oldugu” tanimini destekleyecek niteliktedir.
Ayrica, kariyer evrelerine gore 6gretmenlerin teknolojik
yeterliligi incelendiginde, en yiiksek teknolojik yeterliligin
deneycilik evresindeki 6gretmenlerde oldugu gorillmiistiir.
Bu durum, deneycilik evresindeki 6gretmenlerin 6gretim
becerilerini saglamlastirmanin verdigi Ozgtvenle farkli
yontem ve araglar1 denemeye istekli olduklarini (Bakioglu,
1996; Huberman, 1989; Sikes, 1985) desteklemektedir.

Ogretmenlerin uzaktan egitim siirecinde gelistirile-
bilir 6zellikler olarak tanimladiklar1 mesleki ve teknik
bilgi konular1 oldukea gesitlidir. Kariyer girisi evresinde-
ki 6gretmenler, sinif yonetimi, giincel bilgi ve deneyim
kazanma, farkli 6gretim yontemleri kullanma, iletisim
ve teknolojinin egitime entegrasyonu gibi birgok alanda
gelistirilebilir 6zellikler olarak tanimlamalar yapmuislardir.
Bu durum, kariyer girisi evresi 6gretmenlerinin egitim
fakiltelerinde 6grendiklerini sinif ortaminda uygulama
miicadelesiyle (Christensen vd., 1983) iliskilendirilebi-
lir. Ayrica, kariyer girisi evresindeki 6gretmenlerin sinif
yonetimi becerileri ve motivasyonu diisiik 6grencilerin
ilgisini canli tutma konularinda gergeklik soklar1 (Aydin,
2018) yasadiklar: da gozlemlenmistir. Bu tiir becerilerin
kariyer girisi evresinde eksikligi, literatiirii destekleyen bir
bulgudur (Bakioglu, 1996; Christensen vd., 1983; Huber-
man, 1989; Katz, 1972). Deneycilik evresi 6gretmenleri
ise teknolojik yeterlilikler agisindan diger evrelere gore
daha fazla dijital beceriye sahip olarak tanimlanmistir. Bu
ogretmenler, okullarindaki diger 6gretmenlere gore daha
donanimli ve teknoloji hakim bireylerdir. Hatta zaman
zaman okullarinda bulunan daha kidemli 6gretmenlere
uzaktan egitim uygulamalarinda destek olduklarin: dile
getiren deneycilik evresi 6gretmenlerinin uzaktan egitim
stirecinde ozellikle sakinlik ve emeklilik evrelerinde bulu-
nan 6gretmenlere mentorluk yaptiklar: sonucuna ulasil-
mistir. Bu durum deneycilik evresi 6gretmenlerinin ‘diger
6gretim modellerini deneme, 6gretim repertuarlarini ge-
listirme hedefiyle yeni uygulamalara agik olma’ (Bakioglu,
1996) bulgusunu desteklemektedir.

Siire¢ temas: 6gretmenlerin pandemi dénemi uzaktan
egitim isleyisine yonelik bakis agilarini ve deneyimlerini
anlamak adina son derece énemli bulgular sunmustur. Og-
retmen goriislerine gore, 6grenci 6grenme algisi, 6gretmen
alan bilgisi, 6gretim yontem ve teknikleri ile 6grenci moti-
vasyonu, her iki egitim sisteminde de degismeyen ve sik ifa-
de edilen faktorlerdir. Ozellikle deneycilik evresi 6gretmen-
leri, 6grenci 6grenme algisinin her iki egitim sisteminde de
ayn1 olduguna vurgu yapmis ve 6grenmek isteyen, bilgiye
ulagmaya hazir 6grencilerin egitim sistemi fark etmeksizin
kazanimlar elde ettigini ifade etmislerdir. Bu sonuglar, Sari

ve Nayir'in (2020) arastirmasinda da benzer bir sekilde or-
taya ¢cikmaktadir.

Uzaktan egitimde kaliteyi etkileyen bir faktor olarak,
ogretmenlerin iletisimde insan sicakliginin olmayisi, sami-
miyet eksikligi gibi konulara vurgu yapmas: ve iletisimin
Ogrenci ve Ogretmeni ‘robotlagtirdigr’ ifadesinde bulun-
malar1 dikkat ¢ekicidir. Yapilan arastirmalarda, yliz yiize
egitimde oldugu gibi yiiksek diizeyde etkilesim igeren bir
iletisim seklinin uzaktan egitimde kolay ulasilamayacagi-
na dair bulgulara rastlanilmaktadir (Arora ve Srinivasan,
2020; Chen vd., 2001). Bu arastirmalarda, uzaktan egitim-
deki mevcut iletisim engellerinin daha az katilim, baglan-
t1 problemleri ve etkilesim noksanligindan kaynaklandig:
vurgulanmustir (Can, 2020; Hebebci, vd., 2020).

Kalite temasinda bulunan egitsel etkililik kategorisin-
de, 6gretmenlerin gorisleri kariyer evrelerine gore 6nemli
olgiide farklilik gostermektedir. Ornegin, kariyere giris ve
emeklilik evrelerindeki 6gretmenlerin goriisleri hem olum-
lu hem de olumsuz bir dagilim gostermekte ve ¢ogunlukla
bir fikir birligi gozlemlenmemektedir. Bu a¢idan, kariyeri-
nin baglangicindaki bir 6gretmenin uzaktan egitimde ya-
sadig1 planlama, sinif yonetimi, farkli 6gretim yontemleri
uygulama ve farkli 6l¢me araglar1 kullanma gibi zorluklari,
emeklilik evresindeki bir 6gretmenin de uzaktan egitimde
yasadig1 zorluklar olarak adlandirmak miimkiindiir. Diger
bir yandan katilimc1 6gretmenlerin uzaktan egitimde kalite
ve nitelik degerlendirmeleri dikkate alindiginda, 6gretmen-
lerin kalite kavramu ile ilgili akreditasyon kavrami hakkin-
da yeterli bilgi sahibi olmadiklar1 ve egitim kurumlarinin
program gelisimi ve denetimi i¢in akredite kuruluslarla is
birligi yapmanin 6neminin farkinda olmadiklar: yorumu
yapilabilir. Glintimiizde akreditasyon, herhangi bir egitim
kurumunun 6nceden belirlenmis egitim hedeflerine ulas-
ma derecisini belirleme ve kurumlarin 6grencilerine verdi-
i sozleri yerine getirmeleri agisindan son derece 6nemlidir
(DETC, 2011; akt. Bakioglu & Can, 2014).

Covid-19 salgini sirasinda, diinya genelinde uzaktan
egitim biiytik bir ilgi odag: haline gelmis ve 6nemli bir rol
oynamistir. Alanyazindaki mevcut arastirmalar, bu duru-
mun o6grenciler ve 6gretmenler i¢in uzaktan egitim bakis
agilarini degistirdigini gostermektedir (Yilmaz, 2021; Oz-
dogan ve Berkant, 2020) ve pandemi sonrasinda da uzak-
tan egitimin daha genis bir alanda kullanimini tetikleyecegi
diistintilmektedir (Xie vd., 2020). Katilime1 6gretmenlerin
de uzaktan egitimin gelecegi hakkindaki goriisleri olduk¢a
iyimser goziikmektedir. Gelecegin egitim paradigmasi ko-
nusunda, pandemi sonrasinda da iilkemiz egitim sistemin-
de uzaktan egitimin var olmaya devam edecegine inanan
6gretmenlerin sayist oldukga fazladir. Farkli kariyer evre-
lerindeki 6gretmenlerin goriislerine gore dort tema altinda
degerlendirilen arastirma sonuglarina gore, Tiirkiyedeki
uzaktan egitim siirecine hem elestirel hem de olumlu bakis
acilar1 mevcuttur. Ayrica kariyer evreleri arasinda yapilan
degerlendirmeler, elestiriler ve oneriler agisindan farklilik-



Yildiz Journal of Educational Research, Vol. 10, Issue. 2, pp. 89-103, December, 2025 99

lar da gozlenmistir. Uzaktan egitimin, gelisen teknolojiyle
birlikte gelecegin egitim ve 6gretim faaliyetlerinde daha da
yayginlagsmasi beklenirken, bu arastirma sonuglari, uzaktan
egitimin planlanmasi ve yiiriitiilmesi icin yapilacak ¢alis-
malara 151k tutacag1 beklenmektedir. Aragtirma sonuglarina
gore ilkogretim ve ortadgretim kademelerinde kullanilan

EBA portalinin, igerik ve altyapisinin gelistirilecegi ve ben-

zer uzaktan egitim platformlarinin Tiirk egitim sisteminde

daha yaygin hale gelecegi ongoriilmektedir. Bu nedenle,
egitim politikacilari, okul yoneticileri ve 6gretmenler basta
olmak tizere tiim egitim paydaslarinin daha hazirlikli olma-
s1i¢in aragtirma bulgular1 6nemlidir.

Literatiir degerlendirmesi ve aragtirmada elde edilen so-
nuglar ¢ercevesinde agagidaki oneriler getirilebilir:

1. Uzaktan egitim siireci, teknolojinin egitimle entegras-
yonunun 6nemini net bir sekilde ortaya koymustur. Bu
baglamda, il ve ilge Milli Egitim Midiirliikleri, Halk
Egitim Merkezleri gibi kurumlar, egitim bilesenlerinin
uzaktan egitim konusunda yetkinliklerini artirmaya
odaklanan egitim ve kurslar planlamalidir. Ornegin,
ogretmenler icin dijital araglarin etkin kullanimi, gev-
rimi¢i ders materyallerinin hazirlanmasi ve sanal sinif
yonetimi konularinda atolye ¢aligmalar1 diizenlenebi-
lir. Ayrica, bu tiir egitim programlari, teknolojik okur-
yazarligy disiik olan 6gretmenler i¢in temel diizeyde
baglayarak, ileri seviyeye kadar ilerleyen bir miifredat
icerebilir.

2. Ogretmenlerin canli ders yonetimi, dijital igerik iire-
timi ve paylasimi, uzaktan egitimde iletisim ve deger-
lendirme gibi kritik becerilerini gelistirmek amaciyla,
uluslararas1 uzaktan egitim akreditasyon kurumlari
ile Milli Egitim Bakanlig: isbirliginde ortak caligma-
lar ve projeler yiiriitiilmelidir. Ornegin, Avrupa Uzak-
tan Egitim Ag§1 (European Distance and E-Learning
Network - EDEN) veya Uluslararasi Uzaktan Egitim
Konseyi (International Council for Open and Distance
Education - ICDE) gibi kurumlarla isbirligi yaparak
ogretmenlere yonelik sertifikali egitim programlar:
diizenlenebilir. Bu tiir projeler, 6gretmenlerin kiiresel
standartlarda egitim almasin1 saglayarak uzaktan egi-
timde kaliteyi artirabilir.

3. Uzaktan egitimde kaliteyi artirmak i¢in basarili okullara
akreditasyon sertifikas: verilmesi ve gesitli 6diillerle tes-
vik edilmesi gerekmektedir. Ornegin, uzaktan egitimde
istiin basarr gosteren okullara “Ulusal Uzaktan Egitim
Kalite Sertifikas1” verilebilir. Ayrica, bu sertifikay1 alan
okullar, belirli bir siire boyunca ekstra kaynak ve destek-
lerden yararlanabilir. Bu tiir tesvikler, okullarin uzaktan
egitimde kaliteyi oncelikli hale getirmesini saglayarak,
uzaktan egitim sisteminin genel kalitesinin artmasina
ve daha genis bir kabul gérmesine katkida bulunur. Bu
slireclerin bagariya ulasmasi igin ise, akreditasyon kri-
terlerinin agik¢a tanimlanmasi ve diizenli araliklarla
denetimlerin yapilmas1 6nemlidir.
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Extended Summary

The Opinions of Teachers on Distance Education Quality Standards During
the Covid-19 Pandemic

PURPOSE

Evaluating the design and development of distance
education in the 1990s, can Ragan’s (1999, p.6) assertion
that ‘good teaching is good teaching no matter how it is
presented’; also apply to the distance-education processes
that emerged as a result of the Covid-19 pandemic? As one
of the most interesting analogies, Kupferman (2020) refers
to Isaac Asimov’s story about the year 2157 on the sudden
and unexpected distance education process. While sitting
on Planet Zoom during the global Covid-19 pandemic and
thinking about how he could make his online classes more
effective and fun, Kupferman (2020) said that he felt as if he
was in Asimov’s fictional world in 2157, where every stu-
dent has a robot teacher and school takes place at home.

Although many studies have been conducted on dis-
tance education in Tiirkiye, these studies have generally
focused on dimensions such as technology, infrastructure,
access, content and design. For example, there are studies
on the fact that distance education in Tiirkiye is not struc-
tured based on certain standards (Bakioglu & Can, 2014;
Celik & Per¢in, 2020; Kaban & Cakmak; 2016; Tonbuloglu
& Aydin, 2015). There are also studies examining the dis-
tance education process that started suddenly in second-
ary education institutions due to the Covid-19 pandemic
(Akyavuz & Cakin, 2020; Anderson, 2020; Arik, 2020; Avci
& Akdeniz, 2021; Bozkurt, 2020; Can, 2020; Karaca & Ke-
lam, 2020; Ozer, 2020a; 2020b; Yilmaz, 2021). Unlike these
studies, the main objective of this study is to examine the
Education Information Network quality standards regard-
ing the distance education process due to the Covid-19
pandemic according to the views of teachers at different ca-
reer stages. Within the scope of this main objective, it is also
aimed to examine in depth the views of teachers at different
career stages on issues such as the difficulties, advantages
and disadvantages they experience in the distance educa-
tion process.

METHOD

In the study, a general qualitative research approach
was adopted to explore teachers’ views on the quality of
distance education during the Covid-19 pandemic. It is ac-
cepted that general qualitative research provides flexibility
to the researcher in terms of blending tools and techniques
compatible with more than one methodology (Kahlke,
2004) rather than strictly adhering to the limits of a single
established methodology (Caelli et al. 2003). Based on all

these, the reason for utilizing a general qualitative approach
in this study is to focus on a scientific and comprehensive
review and review of distance education literature on the
functioning of today’s education, which has social meaning
and importance, and to conduct detailed and lengthy inter-
views with the participants and to obtain strong data. The
participants of the study consisted of a total of 48 teachers
working in secondary education institutions, including an
equal number of teachers from each career stage. The inter-
view technique was utilized in this study. A semi-structured
interview form that allows the researcher to elaborate the
interview with additional and sub-questions depending on
the flow of the interview was used as a data collection tool.
The content analysis and the descriptive analysis were uti-
lized with both inductive and deductive perspectives on the
data obtained from the participants.

RESULTS

As a result of the analysis of the data obtained in the
study, four themes were reached: “readiness’, “process”,
“quality” and “professional perception” The theme of read-
iness includes teachers’ experiences, perceptions, thoughts
about distance education before Covid-19 and their views
on EBA content diversity, effectiveness, and evaluation of
the system. In this context, the theme of readiness was an-
alyzed in four sub-themes: “pre-Covid-19 distance educa-
tion perceptions”, “teacher readiness”, “EBA (system) read-
iness” and “parent readiness”. The process theme includes
the opinions and evaluations of teachers about the distance
education process that started in our country with the
Covid-19 pandemic. The process theme includes the sub-
themes of “implementation”, “risks” and “change”. In the
quality theme, the sub-themes of “educational effectiveness”,
“financial efficiency”, “accessibility”, “student satisfaction”
and “teacher satisfaction” were included by utilizing the
quality standards in the literature. In the professional per-
ception theme, teachers were asked to evaluate their profes-
sional development within the scope of in-service trainings,
seminars, courses, etc. organized by Provincial and District
Directorates of National Education or school administra-
tions in the functioning of distance education during the
pandemic. At the same time, in the professional perception
theme, their perceptions about the changing teacher roles
in the distance education process and their views on the fu-
ture education system were included. In this context, the
professional perception theme includes the sub-themes of
“in-service trainings” and “future perception”
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DISCUSSION AND CONCLUSION

This study presents findings that diverge from existing
literature, particularly in terms of teachers’ perceptions of
distance education before the pandemic. When asked about
their perceptions of the distance education system before
the pandemic, many teachers had a negative perception.
On the other hand, teachers in the experimentation stage
were more neutral and open to new teaching experiences
compared to those in other stages. This supports Bakiog-
lu’s (1996) definition of experimentation stage teachers as
“teachers who have been in a career for a long-time attempt
to try new things, push their creativity, differentiate the cur-
riculum and increase their own professional development”

The topics of professional and technical knowledge that
teachers identified as developable characteristics in the dis-
tance education process are quite diverse. Career entry stage
teachers identified many areas such as classroom manage-

ment, gaining up-to-date knowledge and experience, using
different teaching methods, communication, and integra-
tion of technology into education as developable character-
istics. This may be related to the struggle of career entry
stage teachers to apply what they have learned in education
faculties in the classroom environment (Christensen et al.,
1983).

In the educational effectiveness category under the
quality theme, teachers’ views differ significantly according
to their career stages. For example, the opinions of teach-
ers at the beginning and retirement stages of their careers
show both a positive and negative distribution and there is
no consensus. In this respect, it is possible to name the diffi-
culties such as planning, classroom management, applying
different teaching methods and using different assessment
tools that a teacher at the beginning of his/her career expe-
riences in distance education as the difficulties that a teach-
er at the retirement stage experiences in distance education.
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6z

Bu aragtirmanin amac, egitim alaninda eylem aragtirmasi yiiriiten bireylerin eylem arastirma-
sina yonelik tutumlarini 6lgmeye olanak saglayan gegerli ve giivenilir bir 6l¢me araci gelistir-
mektir. Caligma, kesfedici sirali karma desen ile yirtitilmistiir. Siirecin nitel agamasinda, eylem
aragtirmasi deneyimine sahip katilimcilarla derinlemesine goriismeler gergeklestirilmis; bu go-
riismelerden elde edilen ifadeler ¢6ziimlenmistir. Elde edilen bu 6n bulgular, 6lgegin kavramsal
gergevesinin ve madde havuzunun temelini olusturmus; uzman goriisleri alinarak kapsam ge-
cerligi saglanmig ve nicel agamaya gecilmistir. Nicel agamada gelistirilen 103 maddelik 6n form,
besli Likert tipi (1 = Kesinlikle Katilmiyorum, 5 = Kesinlikle Katilryorum) dlgek olarak diizenle-
nerek 419 katilimciya uygulanmigtir. Aqimlayici faktor analizi sonucunda 6lgegin madde faktor
yiiklerinin .388 ile .816 arasinda degistigi ve toplam varyansin %68’ini agikladig: dort faktorli
bir yap1 sergiledigi goriilmistiir. Elde edilen yapinin gegerliligi, farkli bir 6rneklemde (n = 211)
dogrulayici faktor analiziyle test edilmis; modelin istatistiksel olarak anlamli, kuramsal agidan
tutarl ve uyum indekslerinin iyi-miikemmel diizeyde oldugu goriilmiistiir. Olgegin giivenirligi
incelendiginde ise Cronbach’s a katsayisinin 6lgegin tamami igin .97 oldugu, alt boyutlarinda ise
.70 ile .95 arasinda degistigi belirlenmistir. Sonug olarak, 20 madde ve dért alt boyuttan olugan
Egitsel Eylem Arastirmast Tutum Olgeginin, egitsel eylem arastirmasina yénelik tutumlari geger-
li ve giivenilir bigimde 6lgebilen bir arag oldugu belirlenmistir.

ABSTRACT

The aim of this research is to develop a valid and reliable measurement tool that enables the
measurement of the attitudes of individuals conducting action research in the field of educa-
tion towards action research. The study was conducted using an exploratory sequential mixed
design. In the qualitative phase of the process, in-depth interviews were conducted with par-
ticipants who had experience in action research; the statements obtained from these inter-
views were analysed. These preliminary findings formed the basis of the scale’s conceptual
framework and item pool; content validity was ensured by obtaining expert opinions, and the
quantitative phase was initiated. In the quantitative phase, the 103-item preliminary form de-
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veloped was organised as a five-point Likert scale (1 = Strongly Disagree, 5 = Strongly Agree)
and administered to 419 participants. Exploratory factor analysis revealed that the scale exhib-
ited a four-factor structure, with item factor loadings ranging from .388 to .816 and explaining
68% of the total variance. The validity of the obtained structure was tested in a different sample
(n = 211) using confirmatory factor analysis; the model was found to be statistically signifi-
cant, theoretically consistent, and had good to excellent fit indices. When examining the reli-
ability of the scale, Cronbach’s a coefficient was found to be .97 for the entire scale and ranged
between .70 and .95 for the subscales. In conclusion, it was determined that the Educational
Action Research Attitude Scale, consisting of 20 items and four sub-dimensions, is a valid and
reliable tool for measuring attitudes towards educational action research.

Cite this article as: Mertkil, Y., Erisen, Y., & Alci, B. (2025). Educational Action Research Atti-
tude Scale: Validity and Reliability Study. Yildiz Journal of Educational Research, 10(2), 104-117.

GIRiS

Eylem arastirmasi, mesleki uygulamada iyilestirme sag-
lamak ve baglam temelli bilgi tiretmek i¢in kasith eylemi di-
siplinli yansitma ile birlestiren sistematik bir uygulama aras-
tirmasi bigimidir (Herr & Anderson, 2022; McAteer, 2020).
Kurt Lewin'in (1946) kavramsallastirdig1 eylem aragtirmast,
planlama, eylem, gozlem ve yansitma asamalarindan olu-
san dongiisel bir siire¢ olup uygulamada degisim yaratma
hedefini arastirma siireciyle bitiinlestirmektedir. Egitim
baglaminda eylem arastirmasi ise 6gretmenlerin kendi si-
niflarin1 ve kurumlarini arastirma alanlar1 olarak gérme-
lerine imkan taniyarak mesleki 6grenmeyi pedagojik yeni-
lik ve okulun gelisimiyle iliskilendirmektedir (Cain, 2021;
Zeek & Foote, 2022). Sorgulamay1 uygulamaya dogrudan
entegre eden bu siireg, giinliik 6gretim deneyimlerini siste-
matik yansitma ve bilgi iiretimi firsatlarina doniistiirmek-
tedir. Eylem arastirmasi yiiriiten dgretmenler, arastirmaci
ve uygulayici rollerini e zamanl olarak iistlenerek kendi
uygulama alanlarindan sistematik bigimde veri toplamakta,
bu verileri analiz etmekte ve elde ettikleri bulgular: pedago-
jik kararlarini gliclendirmek ve 6gretim siireglerinde siirek-
li iyilesmeyi desteklemek amaciyla kullanmaktadir (Mills,
2020a). Egitimcileri arastirmaci-uygulayict konumunda ele
alan eylem aragtirmasi, 6gretmenlerin kendi siniflarindan
sistematik bi¢imde veri toplamalarina, bu verileri analiz
etmelerine ve uygulamalarin gelistirmek {izere kullanma-
larina olanak tanimaktadir (Cochran-Smith & Lytle, 2009;
Mills, 2020a). Bu siiregte 6gretmenler, belirledikleri sinif
i¢i zorluklarla miicadele etmek amaciyla bilingli eylem-
lerde bulunurken, ayni zamanda pedagojik stireclere ilis-
kin anlayiglarini derinlestirmek i¢in sistematik gozlem ve
yansitma temelli arastirmalar yiiriitmektedir. Bu yoniiyle
eylem arastirmasi, uygulamada degisim olusturma siireciy-
le bu siirecin ortaya ¢ikardig: bilgi ve anlamin sistematik
bicimde ¢oziimlenmesini biitiinlestiren bir yaklagim olarak
ortaya ¢ikmaktadir. Bu yapi, 6gretmenlere uygulamalarini
gelistirme ve bu siireglerden yeni pedagojik i¢goriiler iiret-
me imkani sunarak eylem arastirmasini, bir taraftan pratik
problem ¢6zmeyi kolaylastiran bir uygulama, diger taraftan

kurumsal 6grenmeyi giiglendiren bir yaklagim niteligine
kavusturmaktadir (Stringer, 2014).

Sonug olarak, eylem aragtirmasi 6gretmenlerin mesleki
6z yeterliklerini giiglendirmekte; teori ile uygulama arasin-
daki boslugu doldurarak, egitim ortamlarinda kanita dayali
ve yansitict bir 6grenme kiiltiiriiniin olusmasina katki sag-
lamaktadir. Ancak eylem aragtirmasinin 6gretmenler ara-
sinda kalic bir uygulama haline gelebilmesi ve bu kiiltiiriin
igsellestirilip stirdiiriilebilmesi, yalnizca biligsel ve teknik
yeterliklere degil, ayn1 zamanda katilim ve stirekliligi belir-
leyen tutumsal egilimlerin anlasilmasina baglidir. Bu bag-
lamda, tutumun niteli§ini ve 6gretmenlerin mesleki aras-
tirmaya yénelik egilimlerini belirleyen etmenleri anlamak,
eylem arastirmasina katilimin agiklanmasi agisindan temel
bir gereklilik haline gelmektedir.

Tutum, genellikle nesnelere, gruplara, olaylara veya
sembollere yonelik nispeten kalic1 bir inang, duygu ve dav-
ranis egilimi olarak tanimlanmaktadir (Eagly & Chaiken,
1993). Bireylerin ¢evrelerindeki olgular1 nasil algiladikla-
rin1, yorumladiklarini ve bunlara nasil tepki verdiklerini
etkileyen degerlendirici bir egilimdir. Ajzen (2005), Planl
Davranis Teorisi ger¢evesinde tutumu, niyet ve davranigin
temel belirleyicilerinden biri olarak kavramsallagtirarak ka-
rar verme ve eylemde 6ngoriicii roliinii vurgulamaktadir.
Bagka bir ifade ile tutum, bilgi ve davranis arasinda araci-
lik eden psikolojik bir belirleyici olarak islev gérmekte ve
bireylerin inanglarini somut uygulamalara déniistiirmele-
rini etkilemektedir (Fishbein & Ajzen, 2010). Egitim bagla-
minda ise tutum pedagojik durumlarin yorumlanigini, yeni
uygulamalara acikliklar1 ve yenilik¢i veya arastirma odakli
faaliyetlere katilim hakkindaki karar verisleri etkilemekte-
dir (Richardson, 1996).

Ogretmenlerin tutumlari, onlarin inanglarni, duygu-
larini ve degisime acgiklik diizeylerini yansitarak mesleki
6grenme siireglerine katilim bigimlerini belirleyen temel
bir etkendir. Bu baglamda, olumlu tutumlar genellikle
yiiksek 6z yeterlik, igsel motivasyon ve 6grenmeye istekli-
likle; olumsuz tutumlar ise direng, kaginma ya da reform
girisimlerine yiizeysel uyumla iliskilendirilmektedir (Gus-
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key, 2002; Opfer & Pedder, 2011). Bununla birlikte, aras-
tirmalar 6gretmenlerin gerekli metodolojik bilgiye sahip
olsalar dahi, olumsuz veya kararsiz bir tutumun aragtirmay1
glinlitk uygulamalarina entegre etmelerini 6nemli 6l¢tide
zorlagtirdigini ortaya koymaktadir (Zeichner, 2003). Diger
taraftan, olumlu tutumlara sahip 6gretmenlerin mesleki
6grenme siirecini daha giigli bir sahiplenme duygusuyla
yurittiikleri ve daha yitksek diizeyde azim sergiledikleri
belirtilmektedir (Altrichter vd., 2008). Bu nedenle, 6gret-
menlerin eylem arastirmasina yonelik tutumlarimin ince-
lenmesi, yalnizca pozitif egilimleri tesvik etmek degil; farkls
baglamlarda katilim ve etkililik diizeylerini belirleyen temel
tutum yapilarini ortaya koymak ve bunlarin altinda yatan
dinamikleri anlamak i¢in de 6nemlidir (Mertler, 2020). Ey-
lem arastirmasi, katilimin &tesinde siirekli yansitmay, za-
man ve emek yatirimi yapmay1 ve bireyin kendi pedagojik
uygulamalarini elestirel bicimde degerlendirmesini gerek-
tiren ¢ok katmanli bir mesleki 6grenme siireci oldugun-
dan, bu siirece iliskin tutum, 6gretmenlerin siirece katilim
ve etkililik diizeylerini 6nemli 6lgiide sekillendirmektedir.
Bu duruma paralel olarak Unver (2020), eylem arastirmast
yuriitmek i¢in metodolojik yeterlilik ve kuramsal anlayisin
gerekli oldugunu, ancak 6gretmenlerin katilim diizeyinin
ve bu katilimin derinlik ile stirekliliginin biiytik 6l¢tide tu-
tumsal yonelimlerine, bagka bir ifadeyle eylem arastirmasi-
nin degeri, alaka diizeyi ve uygulanabilirligi konusundaki
inanglarina bagli oldugunu belirtmektedir. Ogretmenlerin
eylem aragtirmasina katilimini gekillendirmede tutumla-
rin belirleyici rolii yaygin bigimde kabul edilmekle birlikte,
mevcut literatiir bu kavrami dogrudan degerlendirmeye
yonelik 6leme araclarinin dikkat ¢ekici bicimde sinirl ol-
dugunu gostermektedir. Ogretmenlerin 6z yeterliklerini,
aragtirma yeterliklerini veya mesleki 6grenme yonelimleri-
ni belirlemek amaciyla ¢ok sayida 6lgek gelistirilmis olsa da
(Tschannen-Moran & Hoy, 2001; Korkmaz & Saban, 2011),
eylem aragtirmasina yonelik tutumlari 6l¢meye odaklanan
gecerli ve glivenilir bir 6lcege rastlanmamaktadir. Bu eksik-
lik, arasgtirmacilarin ve uygulayicilarin eylem arastirmasi
ilkelerine dayali mesleki gelisim programlarinin etkililigini
degerlendirme, tutum degisimlerini zaman iginde izleme ve
aragtirma odakli okul kiiltiirlerini gelistirme kapasitelerini
onemli 6l¢tide sinirlandirmaktadir.

Ogretmenlerin eylem aragtirmasina yonelik tutumlarini
gecerli ve glivenilir bicimde degerlendirebilecek 6lgme arag-
larinin gelistirilmesi, kuramsal bilgi birikiminin derinlegti-
rilmesi ile uygulamaya dayali profesyonel 6grenme yakla-
simlarinin giiglendirilmesi agisindan kritik bir gerekliliktir.
Ogretmen algilari, aragtirma yapma motivasyonlarini, veri
toplama ve analiz siireglerine yaklagimlarini ve elde edilen
bulgular1 uygulama konusundaki baglilik diizeylerini dog-
rudan etkilemektedir. Bu tutumlarin belirlenmesi, 6gret-
menlerin eylem aragtirmasini nasil kavramsallagtirdiklarini
a¢ik bigcimde ortaya koymaya yardimci olmaktadir (Parsons
& Brown, 2002). Bu 6l¢gme araglari, tutumsal oriintiileri ve

degisim egilimlerini ortaya koyarak tutumlar ile arastir-
maya katilim arasindaki iligkilerin analitik bicimde ince-
lenmesine ve eylem aragtirmasina dayali mesleki 6grenme
miidahalelerinin uzun erimli etkilerinin degerlendirilme-
sine olanak saglayan ampirik kanitlar tiretmektedir (Mills,
2020a). Uluslararas: politika belgeleri de bu gereksinimi
desteklemektedir. OECD (2019) ve UNESCO (2019), egi-
tim kalitesinin giivence altina alinmasinda 6gretmenlerin
mesleki inanglarina iligkin veriye dayali i¢goriiler elde et-
menin 6nemini vurgulamaktadir. Bu ¢er¢evede tutumlarin
belirlenmesi, yalnizca bireysel gelisime degil, ayn1 zamanda
egitim sisteminin biitinsel iyilestirilmesine hizmet eden ta-
nilayici bir siireg islevi gormektedir. Uzunlamasina ve kar-
silagtirmali aragtirmalar yoluyla farkli baglamlardaki tutum
egilimlerinin izlenmesi ve 6gretmen arastirmalarini destek-
leyen politikalarin etkinliginin degerlendirilmesi miimkiin
héle gelmektedir. Bu tiir veriler, 6gretmenlerin kendilerini
yetkin, desteklenmis ve yansitici uygulamaya katilmaya
motive hissettikleri profesyonel ortamlar: gii¢lendirmeye
yonelik hedefli miidahalelerin tasarlanmasina katki sagla-
yabilir. Boyle bir yaklasim, normatif dayatmalardan ziyade
ampirik olarak belirlenmis yapisal ve kiiltiirel engellerin
ortadan kaldirilmasina dayanmalidir (Fullan, 2020; Opfer
& Pedder, 2011). Politika ve kurumsal diizeyde, 6gretmen-
lerin eylem aragtirmasina yonelik tutumlarini belirlemek,
etkili ve siirdiiriilebilir mesleki gelisim programlarimin
tasarimi icin temel bir 6n kosul niteligindedir. Tutumsal
yonelimlerin goz ardi edildigi reform girisimleri, anlamli
katilimdan ziyade ylizeysel bir uyum riskini beraberinde
getirmektedir (Darling-Hammond & Hyler, 2020; Fullan,
2020). Tutumlarin sistematik bi¢imde degerlendirilmesi,
politika yapicilara ve program gelistiricilere, 6gretmenlerin
inanglarmin eylem aragtirmasinin yansitici ve 6z yonelim-
li dogasiyla hangi noktalarda ortiistiigiinii ya da catistigini
anlama olanag: sunar. Ornegin, bir 6gretmen eylem aras-
tirmasinin teorik degerini kabul etse de, yogun is yiikii veya
idari destek eksikligi gibi kurumsal sinirlamalar1 engel ola-
rak algilayabilir; bu durum ise kararsiz veya olumsuz bir
tutumun gelismesine yol agabilir. Bu tiir nilanslarin ortaya
konulmamasi, mesleki gelisim girisimlerinin hedeflenme-
sini ve stirdirilebilirligini zayiflatmaktadir (Kraft & Papay,
2014). Ozetle, 6gretmenlerin eylem arastirmasina yonelik
tutumlarimin incelenmesinin, mesleki gelisim siireglerinin
dogasinin ve siirekliliginin anlagilmasina katki saglayabile-
cegi disiiniilmektedir. Egitim alaninda eylem arastirmasi
yiriiten uzmanlarin bu siirece iliskin tutumlarinin ince-
lenmesi, mevcut egilimlerin betimlenmesinin 6tesine gege-
rek, eylem arastirmasina katilimi ve siirecin devamliligini
etkileyebilecek biligsel, duyussal ve davranigsal Sriintiilerin
daha iyi anlagilmasina imkén tanimaktadir. Bu dogrultuda
elde edilmesi muhtemel tanisal i¢goriilerin, baglama duyar-
I1 destek mekanizmalarinin tasarlanmasina, 6gretmen egi-
timi programlarinin iyilestirilmesine ve teori ile uygulama
arasindaki etkilesimin giiclendirilmesine yonelik ¢alisma-
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lara ampirik bir temel olusturabilecegi ongoriilmektedir.
Egitim sistemlerinin siirdiiriilebilirlik, kapsayicilik ve ye-
nilikgilik ilkeleri ¢ercevesinde doniisiim arayiginda oldugu
giiniimiiz kogullarinda, 6gretmenlerin eylem aragtirmasina
yonelik tutumlarini anlamaya doniik arastirmalarin, okul
temelli mesleki 6grenmenin niteligini artirabilecek kanita
dayal stratejilerin gelistirilmesi agisindan gelecekteki ¢a-
ligmalara yon verebilecegi varsayilmaktadir. Bu dogrultuda
bu aragtirmada, Egitsel Eylem Aragtirmasi Tutum Olgegi-
nin gelistirilmesi ve gelistirilmekte olan bu 6lgegin bir tu-
tum oOlgeginde bulunmas: gereken psikometrik 6zelliklere
sahip olup olmadiginin belirlenmesi amaglanmaktadir.

YONTEM

Arastirma Modeli

Bu ¢alismada, Egitsel Eylem Arastirmasi Tutum Olge-
¢i kesfedici sirali karma desen ile gelistirilerek gecerliligi
test edilmigtir. Creswell (2018), bu deseni nitel bulgularin
nicel 6l¢gme araglarinin gelistirilmesine temel olusturdugu
iki agamal1 bir siire¢ olarak tanimlamaktadir. Egitim aras-
tirmalarinda 6lgek gelistirme siiregleri i¢in uygun goriilen
bu desen, nitel duyarlilig1 nicel titizlikle birlestirerek gecerli
ve baglamsal olarak anlamli 6l¢me araglarinin olusturulma-
sina katkida bulundugu i¢in tercih edilmektedir (Biiyiikoz-
turk vd., 2021).

Olgek Gelistirme Siireci

Tutum Olgegi gelistirme siirecinde, ol¢iilmek istenen
yapmin kuramsal olarak tanimlanmasi, madde havuzu-
nun bu kuramsal temele dayali bigimde olugturulmas: ve
elde edilen olgegin gecerlik ile glivenirliginin sistematik
bicimde simnanmasi gerekmektedir (Tavsancil, 2005; Mi-
dik, 2018). ilk asgamada, 6gretmenlerin eylem aragtirmasi-
na yonelik tutumlarini belirlemek amaciyla derinlemesine
goriismeler yapilmig; bu goriismelerden elde edilen nitel
veriler icerik analiziyle ¢oztimlenerek kavramsal temalar
ve tutum boyutlar: belirlenmistir. Elde edilen temalardan
hareketle madde havuzu olusturulmus ve uzman goriisleri
dogrultusunda taslak 6lcek gelistirilmistir. Ikinci agamada,
taslak ol¢ek farkli katilimcilara uygulanarak agimlayici fak-
tor analizi (AFA) ile 6lgegin faktor yapist ortaya konmus;
ardindan bagimsiz bir 6rneklem tizerinde dogrulayic fak-
tor analizi (DFA) yapilarak yapinin gegerligi test edilmistir.
Boylece 6l¢ek, icerik ve yapi gegerligi agisindan sistematik
bi¢imde dogrulanmigtir.

Tutumlarin ol¢iilmesi stirecinde dikkat edilmesi gere-
ken temel ilkelerden biri, 6lcek maddelerinin hedeflenen
yapiy1 temsil etme derecesi ve yanitlayicilarin duyussal,
biligsel ve davranigsal egilimlerini giivenilir bigimde yan-
sitmasidir (Ajzen, 2001). Olgek gelistirme siirecinde giive-
nirligin saglanmasi i¢in i¢ tutarlilik katsayilar1 hesaplanmus,
madde-toplam korelasyonlar1 incelenmis ve zayif maddeler
oOlgekten ¢ikarilmistir. Bu dogrultuda, 6lgek d6gretmenlerin

eylem aragtirmasina yonelik tutumlarini gegerli ve giiveni-
lir bigimde degerlendirebilecek nihai formuna ulagmuistir.

Calisma Grubu

Bu aragtirmada ¢aligma grubu, 6lgiit 6rnekleme yonte-
miyle belirlenmistir. Olgiit olarak, egitim alaninda en az bir
kez eylem aragtirmas yiiriitmiis veya bu konuda bilgi sahi-
bi olma durumu esas alinmistir (Patton, 2015; Creswell &
Plano Clark, 2018). Iki agamada yiiriitiilen él¢ek gelistirme
stireci AFA ve DFA i¢in birbirinden bagimsiz iki ayr1 ¢alis-
ma grubu iizerinden ylritilmigtir.

AFA agamasinda, belirlenen olgiitii karsilayan 419 ka-
tilimciya Olgegin 103 maddelik ilk taslagi uygulanmistir.
Katilimcilarin %62,5’1 kadin (n = 262), %37,5’i erkektir (n
= 157); yaslar1 21 ile 68 arasinda degismekte olup, cogun-
luk 35-45 yas araligindadir. Katihmcilarin %69,2’si akade-
misyen (n = 290), %26,3’ii 6gretmen (n = 110), kalan kismi
ise O6grenci ve diger meslek alanlarinda galisan bireylerden
olusmaktadir. Egitim durumuna gére dagilim incelendigin-
de ise grubun biiyiik ¢ogunlugunun doktora mezunu (n =
267) ve doktora 6grencisi (n = 69) oldugu, goriilmektedir.
Bunlar yiiksek lisans mezunlari (n = 39), yiiksek lisans 6g-
rencileri (n = 31) ve lisans mezunlar1 (n = 14) izlemektedir.
Katilimcilarin 288’ {iniversitelerde, 97°si Milli Egitim Ba-
kanligrna bagl kurumlarda gérev yapmakta; 1171 ise ¢alig-
mamaktadir.

Bu arastirmada elde edilen 419 kisilik 6rneklem, 103
maddelik taslak 6l¢ek i¢in madde bagina yaklagik dort ka-
tilimerya karsilik gelmektedir. Olgek gelistirme literatiiriin-
de her madde i¢in bes katilimci oran1 dnerilmekle birlikte
(Henson & Roberts, 2020; Zhao & Kuo, 2022), bu kuralin
mutlak bir zorunluluk olmadigi vurgulanmaktadir. Alan
yazinda ve uzman goriislerinde, 6zellikle 6l¢ek maddeleri-
nin agik bi¢imde tanimlandig1 ve homojen bir ¢alisma gru-
bunun se¢ildigi durumlarda, madde basina en az iig kati-
limci1 oraninin da faktor analizleri igin yeterli goriilebilecegi
belirtilmektedir (MacCallum, Widaman, Zhang & Hong,
1999). Ayrica Kyriazos (2021), 300-400 kisilik 6rneklemleri
“iyi-cok iyi” olarak degerlendirmektedir. Bu baglamda, egi-
tim alaninda eylem aragtirmasi yiirtitmiis kisilerden olusan
6zgiil 6rnekleme kosullarinda, 419 katilimcidan elde edilen
veri seti agimlayici faktor analizleri i¢in alan uzmanlarinin
da yeterli buldugu olgiitleri karsilamakta ve 6lgegin yap: ge-
cerliligini test etmek icin istatistiksel acidan giiglii bir temel
sunmaktadir.

DFA agamasinda ise, AFA bulgularina gore yeniden ya-
pilandirilan 32 maddelik 6l¢ek formu, ayni 6lgiitii karsilayan
ancak AFA grubundan tamamen bagimsiz 211 katilimciya
uygulanmigstir. Katilimeilarin %52,1°i kadin, %47,9’u erkek-
tir. Yag aralig1 20-65 arasinda degismekte olup, ¢ogunluk
35-45 yag araliginda yogunlasmaktadir. Mezuniyet duru-
muna gore grubun bityitk kismi doktora mezunu veya yiik-
sek lisans mezunudur. Katilimcilarin %76,3’{ akademisyen,
%19,4’tt 6gretmen, kalan kiigiik bir orani ise 6grenci ya da
farkli meslek alanlarindan bireylerden olusmaktadir.
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DFA grubundaki 211 kisilik 6rneklem, dogrulayici fak-
tor analizleri igin literatiirde onerilen asgari sinirlar1 karsi-
lamaktadir. Kline (2016) ve Hair, Black, Babin ve Anderson
(2019), dogrulayic1 fakt6r analizlerinde 200 ve tizeri kati-
limci sayisinin yeterli oldugunu belirtmektedir. Modelin
serbest parametre sayisi, degisken sayisi ve veri yapisi dik-
kate alindiginda, bu 6rneklem bityiikligii DFA igin uygun
kabul edilmektedir.

Bu dogrultuda, AFA agamasinda 103 madde i¢in 4,07 ka-
tilimci ve DFA asamasinda 32 madde igin 6,5 katilimci diise-
cek sekilde her iki 6rneklemin de literatiirde 6nerilen madde
basina en az dort katilimer ol¢titiini karsiladigr goriilmekte-
dir (de Winter, Dodou & Wieringa, 2009). Bu bulgu, her iki
¢alisma grubunun 6l¢iit temelli se¢imi, demografik ve mesle-
ki gesitliligi ile 6rneklem biiyiikliiklerinin 6l¢egin yap1 geger-
liligi ve giivenirligini sinamak i¢in istatistiksel acidan yeterli
ve temsil giicii yiiksek oldugunu desteklemektedir (Creswell
& Plano Clark, 2018; Patton, 2015).

Verilerin Toplanmasi

Aragtirmanin veri toplama siirecinde oncelikle eylem
arastirmasina iligkin literatiir incelenmis ve kavramin ku-
ramsal cercevesi olusturulmustur. Bu dogrultuda gelistiri-
len yar1 yapilandirilmis goriisme formu, eylem arastirmasi
yiirlitme deneyimine sahip egitimcilerle Zoom platformu
tizerinden gerceklestirilen derinlemesine goriismelerde
kullanilmstir. Elde edilen nitel veriler icerik analiziyle de-
gerlendirilmis; bu analiz sonuglari 6lgegin 6n madde havu-
zunun olugturulmasina temel tegkil etmis ve uzman goris-
leri araciligryla kapsam gegerligi saglanmuistir.

[zleyen agamada taslak 6lgek formu Google Forms or-
tamina aktarilmis ve eylem aragtirmas: deneyimi bulunan
egitimcilere ¢evrim i¢i olarak uygulanmistir. Cevrim ici
veri toplama, genis ve heterojen drneklemlere zaman ve
mekindan bagimsiz bicimde erisim saglamasi, uygulama
maliyetlerini azaltmasi ve katilimcr erisilebilirligini artir-
mas1 agisindan 6nemli avantajlar sunmaktadir (Wright,
2017); ancak arastirmacinin katilimcilari dogrudan goz-
lemleyememesi ve katiimcilarin motivasyonunun degis-
kenlik gosterebilmesi gibi metodolojik kisitlar1 da berabe-
rinde getirmektedir. Bu ¢alisma, ¢evrim i¢i veri toplamanin
bu ¢ift yonlii niteligini dikkate alarak ytrutilmistir. Cev-
rim i¢i uygulama ile yeterli katilim diizeyine ulagilmasinin
ardindan agimlayici faktor analizi gergeklestirilmis ve elde
edilen bulgular ile uzman geri bildirimleri dogrultusunda
Olgek maddeleri yeniden yapilandirilmigtir. Giincellenen
Olgek formu, dogrulayici faktor analizi amaciyla bagimsiz
bir 6rnekleme yeniden uygulanmistir. Tim veri toplama
stiregleri dijital ortamlarda yiirttilmiis; goniillii katilim,
gizlilik ve arastirma etigi ilkeleri titizlikle gozetilmistir.

Verilerin Analizi

Veri analizi siirecinde, dncelikle veri setinin faktor ya-
pisina uygunlugunu sinamak amaciyla Kaiser-Meyer-Olkin
(KMO) katsayzst ile Bartlett kiiresellik testi uygulanmustir.

Analiz sonuglari, verilerin ¢ok degiskenli istatistiksel ¢6-
ziimlemelere elverisli oldugunu gostermistir. Bu dogrultu-
da, dlcegin yapisal boyutlarini belirlemek {izere agimlayici
faktor ¢oziimlemesi yapilmustir. Islemler, IBM SPSS Statis-
tics (stirim 26) paket programi kullanilarak yiirtitiilmis;
Ozdegerler, varyans oranlar1 ve madde yiikleri dikkate ali-
narak faktor yapisi olusturulmustur. Agimlayici agamadan
elde edilen modelin gegerliligi, bir sonraki adimda dogrula-
yici faktor ¢oziimlemesi ile incelenmistir. Bu ¢oziimlemeler
IBM AMOS (siirtim 26) yazilimi araciligiyla gerceklestiril-
mis; modelin yeterliligi ki-kare/deger serbestlik oran1 (x*/
df), yaklagik hatalarin ortalama kare kokii, karsilagtirmal
uyum indeksi, Tucker-Lewis indeksi ve iyilik uyum indek-
si gibi gostergeler lizerinden degerlendirilmistir. Sonuglar,
oOlgegin faktor yapisinin istatistiksel olarak dogrulandigini
ve model uyumunun kabul edilebilir diizeyde oldugunu or-
taya koymustur.

BULGULAR

1. Gegerlilige Tliskin Bulgular

1.1. Betimsel Istatistikler ve On Analizler: Agimlayict
faktor analizine gegilmeden 6nce, veri setinin faktor anali-
zine uygunlugu dagilim 6zellikleri agisindan incelenmistir.
Bu kapsamda, her bir maddeye iliskin ¢arpiklik ve basiklik
degerleri hesaplanmis, buradan hareketle verilerin normal-
lik varsayimini karsilayip karsilamadig degerlendirilmistir.
Analiz sonuglar1 ¢arpiklik degerlerinin -1.12 ile 1.34, ba-
siklik degerlerinin ise -1.45 ile 1.67 araliginda oldugunu
gostermektedir.

Alan yazinda normallik varsayimini degerlendirmek
i¢in Onerilen deger araliklar1 bu degerleri yorumlamada yol
gosterici olmaktadir. George ve Mallery (2016), normallik
varsayiminin  degerlendirilmesinde ¢arpiklik ve basiklik
degerlerinin -1 ile +1 aralifinda olmasini optimal diizey
olarak tanimlamakta; bununla birlikte, aragtirmanin bag-
lamina ve orneklem ozelliklerine bagh olarak -2 ile +2
araligindaki degerlerin de kabul edilebilir sinirlar iginde
degerlendirilebilecegini ifade etmektedir. Benzer bicimde,
sosyal bilimlerde yiiriitiillen aragtirmalarda bircok yazar, +2
araligindaki carpiklik ve basiklik degerlerinin normallik
varsayimini ihlal etmeyecek diizeyde oldugunu savunmak-
tadir (Kim, 2013). Tabachnick ve Fidell (2019) ise bu sinir-
lar igerisindeki olasi kii¢iik sapmalara dikkat ¢ekerek kii¢iitk
sapmalarin analiz sonucunu anlamli diizeyde etkilemedi-
gini vurgulamaktadir. Bunun yani sira, bu ¢alismada 419
katilmcidan elde edilen veriler dogrultusunda érneklem
biiytikliigliniin faktor analizine temel olugturan istatistiksel
varsayimlar {izerindeki olas: etkileri de dikkate alinmig-
tir. Kuramsal ¢ercevede drneklem biiyiikliigiiniin artmasi,
dagilimin normal olmamasindan kaynaklanan sapmalarin
analiz sonuglar1 tizerindeki etkisini azaltmakta ve istatis-
tiksel kestirimlerin giivenilirligini artirmaktadir. Baska bir
ifade ile kiigiik ¢arpiklik veya basiklik sapmalarinin faktor
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yiikleri ve korelasyonlar tizerinde anlamli bir bozulma ya-
ratmamaktadir. Bu degerlendirmeler 15181nda, veri setinde-
ki maddelerin dagilim 6zelliklerinin kabul edilebilir sinirlar
igerisinde yer aldig1 anlasilmaktadir.

Bu bulgularin ardindan, veri setinin faktor analizine uy-
gunlugunu destekleyen bir diger istatistiksel 6n kosul olan
eklenebilirlik varsayimini test etmek amaciyla, katilimci-
larin yanit 6rtintiilerinin maddeler arasinda sistematik bir
etkilesim gosterip gostermedigini degerlendirmeye olanak
tanryan Tukey’nin Eklenebilirlik Testi uygulanmstir (Field,
2018; Tabachnick & Fidell, 2019; Kline, 2016). Analiz sonu-
cunda anlaml bir eklenemezlik (nonadditivity) etkisi goz-
lenmedigini (F [1, 42 636] = 0.00, p = 1.00), madde puanlar:
ile katilimer ortalamalar arasindaki iligkinin dogrusal ve
eklenebilir bicimde yapilandigini ortaya koymaktadir. Bu
durum, veri setinin faktor analizi igin gerekli eklenebilir-
lik varsayimini sagladigini gostermektedir (Tabachnick &
Fidell, 2019).

1.2. Faktor Analizine Uygunluk: Faktor analizinin
gecerli ve giivenilir sonuglar iretebilmesi, analizde kulla-
nilacak veri setinin istatistiksel olarak bu yonteme uygun-
luk gostermesine bagli bulunmaktadir. Bu nedenle, faktor
analizine gecilmeden 6nce verilerin 6rneklem yeterliligi ile
degiskenler aras1 korelasyon diizeylerinin analiz edilmesi
gerekmektedir. Faktor analizi, degiskenler arasindaki iligki-
lerin anlaml: diizeyde olmasin: temel almaktadir; dolayisiy-
la degiskenler arasinda yeterli diizeyde korelasyon bulun-
mamasi durumunda analizden elde edilecek faktér yapisi
givenilir sonuglar vermemektedir (Hair vd., 2019; Tabach-
nick & Fidell, 2019). Bu uygunlugu degerlendirmek ama-
ciyla KMO ve Bartlett Kiiresellik Testi uygulanmaktadar.

KMO testi, degiskenler arasindaki korelasyonlarin fak-
tor analizi i¢in yeterli olup olmadigini degerlendirmekte-
dir (Kaiser, 1974). Tablo 1de goriildiigii tizere KMO degeri
,935 olarak bulunmugtur. KMO katsayisinin .90’1n iizerinde
bulunmasi, degiskenler arasindaki ortak varyansi agikla-
ma diizeyinin oldukg¢a yiiksek oldugunu ve verilerin fak-
tor analizine son derece uygun oldugunu gostermektedir
(Field, 2018; Tabachnick & Fidell, 2019).

Bartlett Kiiresellik Testi ise degiskenler arasindaki kore-
lasyon matrisinin birim matris olup olmadigini test etmek-
tedir. Diger bir ifadeyle, bu test degiskenlerin birbirinden
bagimsiz olup olmadigini degerlendirmektedir (Hair vd.,
2019). Bartlett testi sonucunda ki-kare degeri (x> = 26 765,
sd =5 253, p <.001) anlamli bulunmugstur. Bu sonug, ko-
relasyon matrisinin birim matris olmadigini, dolayisiyla
degiskenler arasinda faktor analizi yapilabilecek diizeyde
anlamli iligkiler bulundugunu gostermektedir.

Tablo 1. KMO ve Bartlett’s Kiiresellik Testi Sonuglar1
df X p

Deger

Kaiser-Meyer-Olkin (KMO)
Bartlett’s Kiiresellik Testi

,952

496  6003,481 .000

Sonug olarak, KMO katsayisinin yiiksek (,935) ve Bartlett
testinin anlamli (p<.001) bulunmas, veri setinin faktor anali-
zine uygun istatistiksel 6zellikler sergiledigini ortaya koymak-
tadir. Bu bulgu, 6lcek maddeleri arasinda yeterli diizeyde ortak
varyans bulundugunu ve agimlayici faktor analizine gecilmesi
icin gerekli onkosullarin saglanmis oldugunu gostermektedir.

1.3. Agumlayic1 Faktor Analizi: AFA, olcegin olctiigii
yapinn altinda yatan boyutlar1 ortaya ¢ikarmayr ve mad-
delerin bu boyutlar1 ne 6lgiide temsil ettigini belirlemeyi
amaglamaktadir (Hair vd., 2019). Bu dogrultuda, Egitsel Ey-
lem Arastirmasi Tutum Olgeginin yap1 gegerligini incelemek
amactyla faktor analizi uygulanmigtir. Analiz siireci istatis-
tiksel ol¢itler ve ol¢egin kavramsal biitiinliigiinii korumaya
yonelik uzman gériisleri dikkate alarak yiiriitiilmiistiir. {lk
olarak, 103 maddeden olusan 6n form tizerinde yapilan ana-
lizlerde faktor yiikii .40’m altinda olan, birden fazla faktérde
yiiksek yiik degeri gosteren ya da ait oldugu faktorii kavram-
sal olarak temsil etmeyen maddeler belirlenmistir. Hair, Bla-
ck, Babin ve Anderson (2019) faktor yiiklerinin .40 ve {ize-
rinin yeterli temsil gliciinii yansittiginy; Costello ve Osborne
(2005) ise bir maddenin yalnizca tek bir faktérde anlamli bi-
¢imde yiiklenmesinin gegerli bir yap i¢in 6n kosul oldugunu
vurgulamaktadir. Bu 6lgiitler temelinde, faktor yiiki disiik
ya da birden fazla faktére yiiklenen maddeler sistematik bi-
¢imde ol¢ekten ¢ikarilmustir. Bununla birlikte madde ¢ikar-
ma stireci yalnizca istatistiksel kararlarla sinirli kalmamig;
her ¢ikarim sonrasinda 6lgegin igerik gegerliginin korunma-
s1 amactyla alan uzmanlarinin goriislerine bagvurulmustur.
Uzmanlar, ¢ikarilmasi onerilen maddeleri kavramsal bii-
tiinliik, dilsel aciklik, dl¢iilen boyutla 6rtiisme ve 6gretmen
tutumunu yansitma diizeyi agisindan degerlendirmistir. Her
madde ¢ikariminin ardindan faktor analizi yinelenerek mad-
delerin faktor yiikleri yeniden degerlendirilmistir.

Bu yinelemeli analizler sonucunda AFA sonucu 6lgek
32 madde olarak belirlenmistir. Nihai form belirlenmeden
once, faktor sayisini belirlemek amaciyla 6zdeger ve Yamag
Grafigi incelenmistir. Sekil 1'de goriilecegi tizere analiz so-
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Sekil 1. Yamag grafigi.
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nucunda 6zdegeri 1'in iizerinde olan bes faktor elde edil-
mis; Yama¢ Grafiginde egrinin besinci faktérden itibaren
yataylastig1 gozlemlenmistir. Bu durum, 6lgegin bes faktor-
lii bir yapiya sahip oldugunu gostermekte ve faktor sayisi-
nin belirlenmesinde kuramsal gerceveyle tutarlilik sergile-
mektedir (Cattell, 1966).

Tablo 2'de sunulan AFA sonuglari, bu kuramsal teme-
le dayali olarak olusturulan faktor yapisinin istatistiksel
acidan da dogrulandigini gostermektedir. Bulgular, 6lgek
maddelerinin dort ana faktérde anlamli bigimde kiimelen-
digini ve maddelerin ,390 ile ,816 arasinda degisen faktor

Tablo 2. Egitsel Eylem Aragtirmast Tutum Olgegi Agimlayict
Faktor Analizi Sonucuna liskin Faktor Yiikleri (n=419)

Madde No

Faktorler

1 2 3 4

mO01
mO02
mo03
mO04
mO05
mO06
mO07
mO08
mO09
m10
mll
ml2
ml3
ml4
m1l5
ml6
ml7
ml8
ml9
m20
m21
m22
m23
m24
m25
m26
m27
m28
m29
m30
m31
m32

,741
,675
,645
,709
,599
,611
,712
,501
,528
,390
478
,436
,388
529
,636
599
,590
,573
,537
,502
,452
476
,767
,770
,747
,793
,786
,672
,663
,816
,619
,602

yiikleriyle yiitksek diizeyde temsil giiciine sahip oldugunu
ortaya koymaktadir. Faktor diizeyinde incelendiginde; bi-
rinci faktorde yer alan on maddenin yiiklerinin ,388 ile ,696
arasinda; ikinci faktérde yer alan alt1 maddenin yiiklerinin
,599 ile ,741 arasinda; {iglincii faktorde yer alan bes mad-
denin ytiklerinin ,602 ile ,816 arasinda; dérdiincii faktérde
yer alan alt1 maddenin yiiklerinin ise ,390 ile ,712 arasin-
da degistigi goriilmektedir. Tabachnick ve Fidell (2019) ile
Hair, Black, Babin ve Anderson (2021), .30’un tizerindeki
faktor yiiklerini kabul edilebilir, .50 ve tizerindeki degerleri
ise ytiksek olarak degerlendirmektedir. Bu baglamda Tablo
2'de raporlanan bulgular, 6l¢egin yap1 gegerligini giiclii bi-
¢imde desteklemektedir.

m10 (,390) ve m13 (,388) maddelerinin faktor yiikleri
diisiik sinirda yer almakla birlikte, Comrey ve Lee (2013)’tin
belirttigi tizere 6rneklem bityiikligiiniin 300’tin {izerinde
oldugu durumlarda .32 ve fzeri yiiklerin kabul edilebilir
oldugu ifade edilmektedir. Bu dogrultuda, érneklem bii-
yukligtiniin (N = 419) Comrey ve Lee’nin (2013) “cok iyi”
kategorisinde yer almasi, faktor analizinin giivenilirligini
gliclendirmistir.

Ayrica, diigiik yiik stnirinda kalan maddelerin kuramsal
biitiinliik ve icerik temsili bakimindan korunmasi, DeVellis
(2017)’in 6nerdigi bitiinciil gegerlik yaklagimiyla uyumlu-
dur. Bliytikoztiirk (2022) de faktor analizinde yalnizca nicel
sonuglarin degil, kavramsal tutarliligin da dikkate alinmasi
gerektigini vurgulamaktadir. Dolayisiyla, Tablo 2'de sunu-
lan dort faktorlii yapi, 6lgegin istatistiksel gegerligini des-
teklemekte ve kuramsal diizeyde gegerlik ile yap1 tutarliligi-
ni1 ortaya koymaktadir.

Tablo 3’te goriildiigh tizere, Egitsel Eylem Arastirmasi
Tutum Olgeginin AFA sonuglarina gore dort faktorlii yap
toplam varyansin %68.211’ini agiklamaktadir. Ilk faktériin
tek bagina varyansin %54.590’mn1 agiklamasi, yapinin baskin
bir temel boyut etrafinda kiimelendigini gostermektedir.
Hair, Black, Babin ve Anderson (2021), sosyal bilimlerde
aciklanan toplam varyans oraninin %50’nin {izerinde olma-
sinin giiglii bir model uyumuna isaret ettigini belirtmekte-
dir. Bu bulgu, elde edilen dort faktorlii yapinin istatistiksel
olarak anlaml ve agiklayici bir faktor ¢oziimiine sahip ol-
dugunu desteklemektedir.

Ayrica Ozdegerlerin 1'in iizerinde olmasi (Cattell,
1966) ve faktorlerin varyansa yaptiklar: katkinin kademe-
li olarak azalmasi, faktorlerin kavramsal olarak ayristigini
gostermektedir. Bu bulgu, 6nceki tabloda sunulan faktor
yapisinin gegerliligini desteklemekte ve olcegin kuramsal
temellerle uyumlu bigimde yapilandigini gostermektedir.
Biyiikoztiirk (2022) de sosyal bilimlerde agiklanan toplam
varyansin %40’1n {izerinde olmasini yeterli gordiigiinii be-
lirtmekte; bu aragtirmada elde edilen %68.21 orani ise 6l-
¢egin yliksek diizeyde agiklanan varyans sergiledigini gos-
termektedir.
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Tablo 3. Egitsel Eylem Arastirmasi Tutum Olgegi AFA Sonucuna {liskin Faktérlerin Ozdegerleri, Agiklanan Varyans ile

Toplam Agiklanan Varyans Oranlari

F1 F2 F3 F4
f¢sel Motivasyon Kisisel Doniisiim Mesleki inang Deneyimsel Ozgiiven
Ozdeger (Bigenvalue) 17.469 1.889 1.313 1.157
Agiklanan Varyans (%) 54.590 5.904 4.102 3.615
Toplam Agiklanan Varyans (%) 54.590 60.494 64.596 68.211

1.4. Dogrulayic1 Faktor Analizi: AFA sonucunda elde
edilen dort faktorlii yapi, modelin istatistiksel olarak dog-
rulanmasi amaciyla DFA ile test edilmistir. DFA, AFAda
ortaya konan yapinin dogrulugunu simnamak, maddelerin
ait olduklar: faktorleri ne 6l¢iide temsil ettigini ve faktor-
ler arasi iligkilerin kuramsal modelle uyumunu degerlen-
dirmek amaciyla gergeklestirilmistir (Kline, 2016; Hair vd.,
2021).

Sekil 2'de sunulan DFA modelinde gézlenen degisken-
lerin (m1-m32) ilgili 6rtiik degiskenler (F1-F4) tizerindeki
standardize faktor yiiklerinin yiiksek diizeyde ve anlaml
oldugu goriilmektedir. Faktorler aras1 korelasyonlarin po-
zitif yonde ve giiglii diizeyde gerceklesmesi, dort faktorlia
yapmun yakinsak ve ayirt edici gegerlik agisindan tutarh
oldugunu goéstermektedir (Fornell & Larcker, 1981; Byrne,
2016).

CMIN/df.1,775; AGFI:,843; GFI:,881; NFI: 917, CFI: 962, IFI: 962; TLI: 954. RMSEA: 061
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Sekil 2. Egitsel eylem aragtirmas: tutum 6l¢eginin yol di-
yagrami.

Tablo 4’te dogrulayici faktor analizine iliskin modelin
uyum iyiligi indeksleri sunulmaktadir. DFA sonucunda
elde edilen degerler, 6l¢egin onerilen dort faktorlii yapisinin
veriyle iyi diizeyde uyum gosterdigini ortaya koymaktadir.

Ki-kare/deger serbestlik orani (x*/df = 1.775) 3’tin al-
tinda olup bu deger modelin iyi uyum diizeyinde oldugunu
gostermektedir (Kline, 2016). Benzer bicimde, Root Mean
Square Residual (RMR = .033) degeri .05’in altinda bulun-
mug ve bu durum artiklarin disiik oldugunu, dolayisiyla
gozlenen kovaryans matrisiyle modelin 6ngordiigii kovar-
yans matrisi arasindaki farkin minimal diizeyde oldugunu
gostermektedir (Hu & Bentler, 1999). Modelin genel uyum
gostergeleri olan Goodness of Fit Index (GFI = .881) ve Ad-
justed Goodness of Fit Index (AGFI = .843) degerleri, ka-
bul edilebilir sinirda yer almakta ve modelin veriye makul
diizeyde uydugunu gostermektedir (Hair vd., 2021). Ayrica
Parsimonious Goodness of Fit Index (PGFI = .667) degeri,
modelin sadelestirilmis yapisinin da tatmin edici oldugu-
nu ortaya koymaktadir. Kargilastirmali uyum indeksleri
arasinda yer alan Normed Fit Index (NFI = .917), Relative
Fit Index (RFI = .901), Incremental Fit Index (IFI = .962),
Tucker-Lewis Index (TLI = .954) ve Comparative Fit Index
(CFI = .962) degerlerinin tiimii .90 esiginin tizerinde olup
modelin mitkemmel uyum gosterdigine isaret etmektedir
(Byrne, 2016; Kline, 2016).

Bu sonuglar, modelin alternatif modellere gore daha
iyi uyum sagladigini ve onerilen yapinin dogrulandigini
desteklemektedir. Ek olarak, Root Mean Square Error of
Approximation (RMSEA = .061) degerinin .08’in altin-
da olmasi, modelin iyi diizeyde uyum gosterdigini; Pclose
(.065) degerinin .05’in tizerinde bulunmasi ise modelin 6r-
neklemde istatistiksel olarak anlamli diizeyde uygun oldu-
gunu gostermektedir (Hooper, Coughlan & Mullen, 2008).
Ayrica, Hoelter indeksi degerinin 100’{in tizerinde (HOEL-
TER.05 = 141) bulunmasi 6rneklem biiytikliigiiniin model
karmagikligina gore yeterli oldugunu desteklemektedir.

2. Giivenirlige fligkin Bulgular

Gvenirlik analizleri, 6l¢me aracinin tutarliligini ve ka-
rarliligin ortaya koyarak olgegin tekrarlanan olgtimlerde
benzer sonuglar verip vermedigini degerlendirmeyi amag-
lamaktadir (DeVellis, 2017; Kline, 2016). Bu kapsamda 6n-
celikle madde ayirt ediciligi incelenmis, ardindan ig tutar-
lilik diizeyleri Cronbach’s Alpha katsayist ile belirlenmis ve
son olarak iki-yart test glivenirligi hesaplanmistir.
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Tablo 4. Egitsel Eylem Aragtirmasi Tutum Olgegine {liskin Uyum lyiligi indeksleri

Uyum Indeksi Kabul Edilebilir Deger Olgege Ait Sonug Degeri Sonug Degerlendirme
Chi-square/df (x*/df) <3 1.775 Iyi
p-value <.05 .000 Anlamli
Root Mean Square Residual (RMR) <.05 .033 fyi
Iyiness of Fit Index (GFI) >.90 .881 Kabul Edilebilir
Adjusted Iyiness of Fit Index (AGFI) > .85 .843 Kabul Edilebilir
Parsimonious Iyiness of Fit Index (PGFI) >.50 .667 fyi
Normed Fit Index (NFI) >.90 917 fyi
Relative Fit Index (RFI) >.90 901 fyi
Incremental Fit Index (IFI) >.90 .962 Miikemmel
Tucker-Lewis Index (TLI) >.90 954 Miikemmel
Comparative Fit Index (CFI) >.90 962 Miikemmel
Parsimony Ratio (PRATIO) >.50 .837 Tyi
Parsimony NFI (PNFI) >.50 767 Iyi
Parsimony CFI (PCFI) >.50 .805 Iyi

Root Mean Square Error of Approximation (RMSEA) <.08 .061 fyi
PCLOSE >.05 .065 Kabul Edilebilir
Expected Cross Validation Index (ECVT) <2 1.830 fyi
Hoelter (p < .05) (HOELTER.05) > 100 141 Iyi

2.1.Madde Ayirt Ediciligi: Madde-toplam korelasyon-
lar, her bir maddenin 6l¢egin biitiiniiyle ne dl¢iide iligkili
oldugunu belirlemek amaciyla incelenmistir. Analiz sonu-
cunda madde-toplam korelasyon katsayilarinin .41 ile .78
arasinda degistigi gortilmustiir. Degerlerin .30’un tizerinde
olmasi, maddelerin yeterli ayirt edicilie sahip oldugunu
gostermektedir (Field, 2018; Tavsancil, 2005). Higbir mad-
de diisiik korelasyon nedeniyle 6lgekten ¢ikarilmamis, bu
durum tiim maddelerin 6lgiilmek istenen yapiya anlamli
katk: sundugunu gostermektedir.

2.2. I¢- Tutarlilik: Olgegin genel Cronbach’s Alpha kat-
sayist .94 olarak hesaplanmistir. Alt boyutlara iligkin alfa
katsayilar1 sirasiyla .88, .90, .86 ve .85tir. Bu degerler, 6lgegin
i¢ tutarliiginin “yiiksek” diizeyde oldugunu géstermektedir
(George & Mallery, 2019; Hair vd., 2021). Alfa katsayisinin
yorumlanmasina iliskin giincel yaklasimlar, .70 diizeyini psi-
kometrik olarak yeterli, .80 ve {izerini ise iyi diizeyde i¢ tutar-
lilig: isaret ettigini vurgulamaktadir (Cho & Kim, 2020; Hair
vd., 2022). Bu baglamda, gelistirilen 6l¢ek, genel ve alt boyut
diizeylerinde yiiksek i¢ tutarlilik gostermektedir.

2.3. Iki-Yar1 Test Giivenirligi: Olgegin iki-yar1 test gii-
venirligi, Spearman-Brown ve Guttman Split-Half katsa-
yilart kullanilarak hesaplanmistir. Elde edilen Spearman-
Brown katsayist .91, Guttman Split-Half katsayis1 ise .90dur.
Bu sonuglar, 6l¢egin iki yarisinin birbirleriyle oldukga tu-
tarli oldugunu ve 6lgiimiin kararhliginin yiiksek diizeyde
oldugunu gostermektedir (Gliem & Gliem, 2003; Pallant,
2020). Ayrica, iki-yari giivenirlik katsayisinin .80’in tizerin-
de olmasi 6l¢egin dl¢iimlerinde hata paymnin oldukga diisiik
olduguna isaret etmektedir (Cho & Kim, 2020).

Elde edilen bulgular birlikte degerlendirildiginde, gelis-
tirilen 6l¢egin icsel tutarlilik ve 6l¢iim kararlilig: agisindan
psikometrik olarak giiglii bir yapiya sahip oldugu ifade edi-
lebilmektedir.

SONUC VE ONERILER

Egitsel Eylem Aragtirmasi Tutum Olgeginin gegerlik ve
glivenirlik analizlerinden elde edilen bulgular, 6lgegin ista-
tistiksel ve kuramsal agidan biitiinciil bir yapiya sahip oldu-
gunu gostermektedir. AFA ve DFA sonucunda 6l¢egin, veri
ile uyumlu ve eylem arastirmasi literatiiriinde tanimlanan
kuramsal temellerle ortiisen dort boyutlu bir yap: sergile-
digi belirlenmistir. Bu sonug, 6l¢cegin dlctiigii yapiy: temsil
etme giiciiniin yeterli, maddeler arasi iligkilerin tutarli ve
modelin 6nerilen teorik ¢ergeve ile uyumlu oldugunu gos-
termektedir (Hair vd., 2021; Kline, 2016).

Belirlenen dort boyutun (Igsel Motivasyon, Kisisel
Déniisiim, Mesleki Inang ve Deneyimsel Ozgiiven) eylem
aragtirmasinin 6gretmen o6grenmesinde vurgulanan bi-
ligsel, duyussal ve deneyimsel siireglerle anlamli bi¢imde
iligkili oldugu goériilmektedir (Mills, 2020b). “I¢sel Moti-
vasyon” boyutu, 6gretmenlerin arastirmaya katiliminda
icsel giidiilerin belirleyici roliinii ortaya koymakta ve Oz
Belirleme Kuramrnin 6zerklik ve i¢sel yonelim ilkeleriyle
uyum gostermektedir (Ryan ve Deci, 2000). “Kisisel D6-
niigim” boyutu, eylem aragtirmasinin yansitict diigiinme
ve 0z degerlendirme siiregleri yoluyla bireysel farkindaligi
giiglendirdigini ifade etmekte ve Schon’iin (1983) yansit-
ma yaklagimi ile Mezirow’un (1991) Déniigiimsel Ogren-
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me Kurami ile ortiigmektedir. “Mesleki Inang” boyutu,
Ogretmenlerin eylem aragtirmasini pedagojik gelisimin
ve mesleki yeniligin bir araci olarak gordiiklerine isaret
etmekte ve Banduranin (1997) Sosyal Bilissel Kuramu ile
Goddard, Hoy ve Hoyun (2000) kolektif yeterlik mode-
lini desteklemektedir. “Deneyimsel Ozgiiven” boyutu,
Ogretmenlerin eylem arastirmasi siirecinde edindikleri
deneyimlerin bu siirece yonelik giiven, rahatlik ve benim-
seme diizeyleriyle nasil iliskilendigini yansitmaktadir. Bu
boyut, eylem aragtirmasinin uygulama siireciyle etkilesim
iginde gelisen duyugsal yonelimleri 6lgmekte ve bu yo-
niiyle Stringer’in (2014) katiimci 6grenme dongiisii kap-
saminda tanimlanan deneyim temelli katilimin tutumsal
bilesenleriyle uyum gostermektedir.

Giivenirlik analizleri 6l¢egin yiiksek diizeyde i¢ tutar-
liliga sahip oldugunu ortaya koymaktadir. Maddelerin 6l-
¢iilmek istenen yapiya anlamli katki sundugunu gosteren
madde-toplam korelasyonlari, 6l¢egin ayirt ediciliginin
yeterli diizeyde oldugunu desteklemekte (Field, 2018; Tav-

Tablo 5. Egitsel Eylem Arastirmasi Tutum Olgegi Maddeleri

sancil, 2005); iki-yar1 test glivenirliginin ytiksek bulunmast,
Olgegin tekrarlanan uygulamalarda tutarli sonuglar tiretme
kapasitesine isaret etmektedir (Gliem ve Gliem, 2003).

Genel olarak degerlendirildiginde, 6l¢egin gegerlik ve
givenirlik bulgularinin kuramsal agiklamalarla ve olgek
gelistirme literatliriinde Onerilen psikometrik olgiitlerle
uyumlu oldugu goriilmektedir (Henseler, 2021). Bu durum,
gelistirilen olgegin egitim alanindaki eylem arastirmasi ¢a-
lismast yiriiten kisilerin egitsel eylem arastirmasina iliskin
tutumlari biitlinciil, sistematik ve giivenilir bir bi¢imde
degerlendirmeye elverisli oldugunu gostermektedir. Nihai
formu dort boyut ve 20 maddeden olusan 6l¢ege iligkin tiim
maddeler Tablo 5’te sunulmaktadir. Olgek, besli Likert tipi
bir derecelendirme sistemiyle yanitlanacak sekilde yapilan-
dirilmigtir.

Etik Komite Onay1: Calisma igin Yildiz Teknik Uni-
versitesi Sosyal ve Beseri Bilimsel Arastirmalar1 Etik Kuru-
lwndan onay alinmigtir (Kabul Numarasi: 2023.09, Tarih:
03.09.2023)

Boyut Madde No  Madde ifadesi
I¢sel Motivasyon MoO1 Egitime verdigim deger beni eylem aragtirmasi yapmaya sevk eder.
Mo02 Egitim alanindaki teorik bilgilerimin somut yansimalarini gézlemlemek, eylem arastirmasi
yapma istegimi artirir.
Mo3 Egitim 6gretim siirecimde kargilastigim problemler, beni eylem arastirmasi yapmaya
yonlendirir.
Mo04 Egitsel bir uygulamanin etkinligini anlamak istedigimde eylem arastirmasi yapmayi tercih
ederim.
MO5 Eylem arastirmasi yapmak i¢in sabirsizlanirim.
Kisisel Doniisiim MO07 Eylem arastirmasinin iletisim becerilerimi giiglendirdigine inanirim.
MO8 Eylem arastirmasi, ¢ok boyutlu diistinme becerimi gelistirmeme katki sagladig icin
kendimi daha giiclii hissederim.
M09 Eylem aragtirmasi, giinliik hayatta olaylara farkli perspektiflerden bakmama katki saglar.
M1l Eylem aragtirmasi siirecinin 6grettikleri, kendimi daha iyi anlamama yardimeci olur.
Mi12 Eylem arastirmasi, bende siirekli kendimi gelistirme arzusu uyandirir.
Mesleki Inang M18 Eylem arastirmasinin &gretimde siirdiiriilebilirligi gelistirdigine inanirim.
M19 Eylem arastirmasinin sagladig1 geri bildirimler, 6gretim siirecinin verimli olacagna iligkin
glivenimi arttirir.
M20 Eylem arastirmasinin, egitsel sorunlarin altinda yatan nedenleri agiga ¢ikaracagina
inanirim.
M21 Eylem aragtirmasinin 6gretim siireglerine entegre edilmesi, 6gretim siireglerini daha iyi
hale getirir.
M22 Eylem arastirmalarinin egitim alaninda sundugu firsatlari gormek, bana umut verir.
Deneyimsel Ozgiiven M28 Eylem aragtirmasi yaptikga, eylem arastirmasi becerilerime olan giivenim artar.
M29 Eylem arastirmasi uyguladikea, eylem arastirmasi hakkinda daha fazla bilgi sahibi olma
istegi duyarim.
M30 Eylem arastirmas: deneyimlerinin, eylem arastirmasi yetkinligini artirmada 6nemli
olduguna inanirim.
M31 Eylem aragtirmas: deneyimleri, bilimsel diigiinme becerilerini gelistirir.
M32 Eylem aragtirmasindaki deneyimlerim, sorunlara sistematik bir sekilde yaklagsmami

saglayarak problem ¢6zme becerilerimi gelistirir.
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Extended Summary

Educational Action Research Attitude Scale: Validity and Reliability Study

PURPOSE

Action research is defined as a systematic, cyclical
inquiry process that integrates deliberate action with re-
flective thinking to improve professional practice and
generate contextual knowledge (Herr & Anderson, 2022;
McAteer, 2020). Within educational settings, action re-
search enables teachers to study their own practice, make
data-based instructional decisions, and engage in reflec-
tive learning. Thus, action research positions teachers as
both practitioners and researchers, promoting profession-
al autonomy, critical inquiry, and collaborative knowledge
building (Cochran-Smith & Lytle, 2009; Mills, 2020a).
However, the sustainability and effectiveness of action
research practices depend not only on teachers’ method-
ological competencies, but also on their attitudes—specif-
ically, how they value, internalize, and willingly engage in
inquiry-based improvement processes. Positive attitudes
are associated with persistence, reflective openness, and
higher levels of instructional transformation (Guskey,
2002). Conversely, negative or ambivalent attitudes can
lead to disengagement and superficial compliance with
reform initiatives, even when technical knowledge is suffi-
cient (Zeichner, 2003; Opfer & Pedder, 2011). Despite the
critical role of attitude in determining the depth, quality,
and continuity of teacher participation in action research,
existing measurement tools primarily focus on research
self-efficacy or general professional learning orientations.
There is a notable lack of valid and reliable instruments
specifically designed to measure attitudes toward educa-
tional action research. In this context this research aims to
develop a valid and reliable Educational Action Research
Attitude Scale.

METHOD

This study was conducted using an exploratory sequen-
tial mixed-methods design, in which qualitative findings
informed the development of the quantitative scale (Cre-
swell, 2018). First, interview data were analyzed to identify
the underlying dimensions of attitudes toward action re-
search, and an item pool was created accordingly.

In the quantitative phase, the draft scale was adminis-
tered to a first group of participants, and Exploratory Factor
Analysis (EFA) was used to determine the factor structure
and eliminate weak or overlapping items. Following this,
the revised scale was administered to an independent sam-
ple and the identified factor structure was tested using Con-
firmatory Factor Analysis (CFA). Thus, the research design

ensured that the scale was both conceptually grounded and
statistically validated.

The scale development process was carried out with two
independent participant groups selected through criterion
sampling. The study sample consisted of participants who
met the action research experience criterion, comprising
419 individuals in the EFA group and 211 individuals in
the CFA group.

Data were collected in two phases. First, semi-struc-
tured interviews with individuals experienced in action re-
search informed the initial item pool. Then, the preliminary
scale was administered online; the first dataset was used for
EFA and the second for CFA. Participation was voluntary,
confidentiality was maintained, and all procedures adhered
to ethical research standards. Data were analyzed using
SPSS and AMOS. EFA was performed to identify the factor
structure, followed by CFA to validate the model. Reliabili-
ty was assessed using Cronbach’s alpha, item-total correla-
tions, and split-half reliability coefficients.

RESULTS

The Kaiser-Meyer-Olkin (KMO = .935) and Bartlett’s
test (p<.001) confirmed the dataset’s suitability for factor
analysis. EFA revealed a four-factor structure comprising
32 items, explaining 68.211% of the total variance. The fac-
tors were theoretically interpreted as: Intrinsic Motivation,
Personal Transformation, Professional Belief, Experiential
Self-Confidence. CFA results indicated that the four-factor
model demonstrated strong and acceptable fit indices (x*/df
=1.775, CFI = .962, TLI = .954, RMSEA = .061). Item-total
correlations ranged from .41 to .78. Cronbach’s alpha co-
efficients ranged between .85 and .94, demonstrating high
internal consistency. Split-half reliability results (Spear-
man-Brown = .91; Guttman = .90) further supported the
scale’s stability.

CONCLUSION

The findings demonstrate that the Educational Action
Research Attitude Scale is a psychometrically sound, the-
oretically grounded instrument capable of reliably mea-
suring individuals’ attitudes toward educational action
research. The scale captures motivational, reflective, be-
lief-based, and experiential dimensions that shape the qual-
ity and sustainability of action research engagement. The
finalized scale’s dimensions and item statements, listed in
their respective order, are provided in Table 6.
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DISCUSSION

The scale can be used to evaluate teacher readiness for
action research-based professional development, identify
attitudinal barriers to participation, monitor changes in

efforts aimed at fostering reflective school cultures. Future
studies may apply the scale in different cultural and disci-
plinary contexts, conduct cross-validation analyses, and
explore the relationship between attitudes toward action

action research engagement over time, and support policy research and teachers’ action research practices.

Table 6. Educational Action Research Attitude Scale Items

Dimension Item No Item Statement
Intrinsic Motivation Mol The value I place on education motivates me to conduct action research.
Mo02 Observing the practical reflections of theoretical knowledge increases my desire to
conduct action research.
Mo3 Problems I encounter in the teaching process lead me to conduct action research.
Mo04 I prefer to conduct action research when I want to understand the effectiveness of an
educational practice.
MO5 I look forward to engaging in action research.
Personal Transformation MO07 I believe that action research strengthens my communication skills.
Mo8 Action research helps me develop multidimensional thinking, making me feel more
competent.
M09 Action research enables me to look at events from different perspectives.
Mi11 The learning from action research helps me understand myself better.
M12 Action research fosters in me a desire for continuous improvement.
Professional Belief M18 I believe action research promotes sustainability in teaching.
M19 Feedback obtained through action research increases my confidence in instructional
effectiveness.
M20 I believe action research reveals the underlying causes of educational problems.
M21 Integrating action research into teaching improves instructional practices.
M22 Seeing the opportunities created by action research in education gives me hope.
Experiential M28 The more I conduct action research, the more confident I feel in my research abilities.
Self-Confidence M29 Conducting action research increases my desire to gain more knowledge about it.
M30 I believe action research experiences are important for developing research competence.
M31 Action research experiences improve scientific thinking skills.
M32 My experiences with action research enhance my systematic problem-solving abilities.
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ABSTRACT

In this study, it is aimed to examine the postgraduate thesis studies related to virtual laboratory
applications in science education. Based on the purpose of the study, 54 national postgraduate
thesis studies within the scope of virtual laboratory applications in science education between
2010-2024 were analyzed based on the determined criteria. The study was carried out as a
systematic synthesis study, and the thesis studies evaluated within the framework of the study
were examined objectively. As a result of the study, it was revealed that the theses examined
aimed to investigate the effects of virtual laboratories on academic achievement, scientific pro-
cess skills, 21st-century skills, behaviour, and attitude. It has been determined that the studies
are generally based on quantitative design, the study group is aimed at secondary school stu-
dents, data analyses are carried out with statistical analyses, and achievement tests and scales
are used as data collection tools. In addition, it was mentioned that the studies mostly focused
on electricity and force-motion units and the positive effect of virtual laboratory applications
on many variables. In the context of the results of the study, considering the positive impact of
virtual laboratory applications in science education on student achievement, concept learning,
and attitudes, the use of virtual laboratories in science education is recommended.

6z

Bu calismada, fen egitiminde sanal laboratuvar uygulamalar: ile ilgili yiiksek lisans tez
¢aligmalarini incelemek amaglanmigtir. Calismanin amacina uygun olarak, 2010-2024 yillar
arasinda fen egitiminde sanal laboratuvar uygulamalar1 kapsaminda yapilan 54 ulusal yiiksek
lisans tez galigmasi belirlenen kriterlere gore analiz edilmistir. Calisma sistematik bir sentez
calismasi olarak gerceklestirilmis ve ¢aliyma kapsaminda degerlendirilen tez ¢alismalar1 ob-
jektif bir sekilde incelenmistir. Calisma sonucunda, incelenen tezlerin sanal laboratuvarlarin
akademik basari, bilimsel siire¢ becerileri, 21. yiizy1l becerileri, davranis ve tutum tizerindeki
etkilerini aragtirmay1 amagladig1 ortaya ¢ikmistir. Caligmalarin genel olarak nicel tasarima
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dayandiy, ¢aligma grubunun ortaokul 6grencilerini hedefledigi, veri analizlerinin istatistiksel
analizlerle yapildig1 ve veri toplama araci olarak basar: testleri ve 6lgeklerin kullanildig: belir-
lenmistir. Ayrica, ¢aligmalarin gogunlukla elektrik ve kuvvet-hareket tiniteleri ile sanal labo-
ratuvar uygulamalarinin bir¢ok degisken tizerinde olumlu etkisine odaklandig: belirtilmistir.
Caligmanin sonuglar1 baglaminda, fen egitiminde sanal laboratuvar uygulamalarinin 6grenci
basarisi, kavram 6grenimi ve tutumlar tizerindeki olumlu etkisi géz 6niine alindiginda, fen
egitiminde sanal laboratuvarlarin kullanilmas: 6nerilmektedir.

Cite this article as: Arslan, K., Boz Kémi, V., & Gorgiilii, A. (2023). Virtual Laboratory Applications
in Science Education: A Synthesis Study. Yildiz Journal of Educational Research, 10(2), 118-134.

INTRODUCTION

Technology, which gains value in education and training
environments with each passing day, also shows its reflec-
tions in the field of science education. Technology comes
to the fore in the effort to make science education more ef-
fective, to make learning meaningful, and to make science
education active for both the teacher and the learner. Akgiil
et al. (2018) stated that the increase in digitalization in ed-
ucation, which stands out with the progress of science and
technology, reveals the orientation and desires of young
people in this field. With this situation, he also emphasized
that distance education systems, smart board applications
and virtual laboratories, especially science teaching, will
be important elements within the framework of their re-
flections on educational environments. By making use of
different technologies in science education environments,
it should be focused on integrating and enriching technol-
ogy in the field of science. Especially in laboratory environ-
ments, which are extremely important in science education,
the tendency to digitalization will make science education
more qualified. Laboratories are expressed as one of the
most effective applications used in science teaching (Kog
Unal & Seker, 2020).

Laboratory applications are applications that add a new
dimension to the lessons as well as drawing a different per-
spective. Although its emergence was to prove knowledge,
it has become environments where knowledge is discov-
ered independently, whether individually or in group ac-
companiment (Tath & Ayas, 2010). It is important to use
laboratories in school environments, which can positively
affect learning by creating a basis for individuals to learn
by doing. However, unsuitable conditions encountered in
schools can minimize the effective use of laboratories. The
high number of students, inadequacy of classrooms and
lack of equipment can be listed as some obstacles in the
use of laboratory environments. The high cost of labora-
tories or the limited areas of budget and technical exper-
tise create problems in their use in schools (Ahuja et al,,
2015; Nivalainen et al., 2010). In addition, if the necessary
security measures are not taken in schools, health problems
may arise for students. The existence of these obstacles has
caused virtual laboratories to gain importance (Deepika

et al., 2021; Karagoz Mir¢ik & Saka, 2016; Pinar & Doénel
Akgiil, 2021). With the emergence of virtual laboratories
as alternatives that create a safe and low-cost solution (Hsu
& Thomas, 2002), the use of laboratories in schools will be
possible. Therefore, it can be stated that virtual laboratories
are applications that can be used as a complement to tra-
ditional laboratory environments or instead of traditional
laboratories. The existence of virtual laboratories, which
emerged as a result of technological developments and can
be used alongside applied laboratories, is emphasized (De
Jon et al., 2013).

The application areas of virtual laboratory environ-
ments, one of the latest trends in science education, in
science teaching are increasing day by day. Virtual labora-
tories, which gain value by aiming to meet many learning
needs in the field of science teaching, are becoming popu-
lar applications. Virtual laboratories by Ince et al. (2014); It
is explained in the form of programs that combine model,
simulation and information technology to create a highly
interactive environment adapted to the needs of students
and teachers. El Kharki et al. (2021) define it as an excellent
approach that enables students to make sense of science by
showing scientific phenomena through automatic or virtu-
al practical activities based on computer simulations. On
the other hand, it can also be expressed as environments
where experiments can be controlled partially or complete-
ly by conducting simulations or animations in an online
environment. In addition, it is pointed out that although
the virtual laboratory does not contain physical equipment,
it provides the opportunity to observe the usage process-
es and the final product (Chan & Fok, 2009). De Jong et
al. (2013) explained that students can investigate scientific
phenomena by using virtual labs tools, data collection tech-
niques, models and science theories. Virtual laboratories
offer appropriate activities that motivate students with sim-
ulations that are meaningful and can serve main purposes
compared to the traditional method. In this direction, stu-
dents transform their theoretical knowledge into practice
and create a feeling of real laboratory environment (Tatl
& Ayas, 2011). It can also be explained as active interactive
learning environments that allow individuals to experiment
independently of the place by making use of technological
opportunities (Kaba, 2012).
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The advantages of virtual laboratories such as elimi-
nating inadequate laboratory conditions (Duman & Avci,
2016) and minimizing the loss of time during the execu-
tion of experiments (Tath & Ayas, 2010), reaching the ex-
periments at the desired time and carrying out or renew-
ing the experiments without worrying about materials are
mentioned. (Tath & Ayas, 2011; Wolf, 2009). It can also
encourage students to work towards finding solutions to
the problems they face (Giinlii, 2020). In the science ed-
ucation environment, it can provide individuals with the
opportunity to work in cooperation and in groups. How-
ever, it can be effective in students’ enjoyment and moti-
vation in the learning environment (Jensen et al., 2004). It
is also important for students to increase their knowledge
of the field, develop their inquiring skills and gain scientif-
ic process skills (Gunawan et al., 2019; Kapici et al.,, 2022;
Kapici et al,, 2019). On the other hand, it can act as a tool
for users to acquire problem solving, planning and creative
thinking activities (Gunawan et al., 2017; Sapriadil et al,,
2019). Bozkurt & Sarikog¢ (2008), on the other hand, state
that a more effective teaching in a shorter time with cheaper
cost for students can be realized through virtual laboratory.
Karagoz Mir¢ik & Saka (2016) revealed that virtual labora-
tories increase student creativity in science teaching, make
the lesson fun, provide visualization, associate it with daily
life and increase student motivation for the lesson. Duman
& Avci (2016), on the other hand, mention that one of the
important features of virtual laboratories is that they allow
the design of experiments suitable for many achievements
in the field of science.

In the literature, there are many studies indicating that
virtual laboratory applications are effective on student
success in science teaching. (Akkagit & Tekin, 2012; Boz-
kurt, 2008; Biiytikkara, 2011; Cinici et al., 2013; Hawkins
& Phelps, 2013; Herga et al., 2016; Kapici et al., 2018; Kog
Unal & Seker, 2020; Mutlu, 2015; Tekbiyik & Ercan, 2015;
Tiiystiz, 2010). On the other hand, studies indicating that
students gain conceptual understanding (Kollsffel, De Jong,
2013; Moshell & Hughes, 2002), studies that show that stu-
dents can positively affect their attitudes (Agiksoy & Islek,
2017; El Kharki et al. 2021; Faour & Ayoubi, 2018; Hawkins
& Phelps, 2013; Sar1 Ay & Yilmaz, 2015) and studies em-
phasizing that it may affect communication skills (Sapriadil
et al., 2019) were also reached. In addition, the existence of
studies in which positive opinions about virtual laborato-
ry applications are presented is striking (Agiksoy & Islek,
2017; Ekici, 2015; Erdan, 2014; Pinar & Donel Akgiil, 2021).

In the literature, it is pointed out that besides the many
advantages that virtual laboratory applications offer to sci-
ence teaching, there are also disadvantages. It is stated that
in the virtual environment, unlike physical laboratory envi-
ronments, direct experiments cannot be done by hand, thus
reducing the ability of students to recognize hand skills and
tools. Therefore, it was emphasized that virtual laboratories

contradict the principle of students’ learning by doing (Ak-
gl et al,, 2018; Cinici et al., 2013). Similarly, Hawkins &
Phelps (2013) explain that one of the main concerns about
virtual lab applications is the inability to learn laboratory
techniques by students. In addition, virtual laboratories
may bring some limitations in terms of implementation.
The need for some programs used in the virtual environ-
ment to require knowledge of use and powerful hardware,
the additional cost of the programs, and the time consum-
ing to learn are considered to be the disadvantages of virtu-
al laboratory applications (Deepika et al., 2021).

The synthesis studies process provides the opportuni-
ty to reveal important meanings about the subject that is
aimed to be studied (Brown, 2017; Earley, 2014; Erwin,
Brotherson & Summers, 2011; Hannes & Macaitis, 2012;
Liao & Hitchcock, 2018; Mesutoglu & Baran, 2021). It can
be explained as the process of revealing different and simi-
lar qualities based on the objective analysis and interpreta-
tion of the studies on a determined subject (Au, 2007; Calik
& Sozbilir, 2014; Dinger, 2018; Polat & Ay, 2016). Creating
a rich resource by providing access to all studies on the
field (Bag & Calik, 2017; Ultay & Calik, 2012), revealing
the common tendencies of the studies (Bag & Calik, 2017;
Calik et al., 2005) and providing a critical perspective (Liao
& Hitchcock, 2018) highlight the synthesis method.

It is obvious that virtual laboratories in science teach-
ing have an important position in terms of both the teacher
and the learner. Considering its importance in science, the
examination of virtual laboratory studies in the literature
has come to the fore. The increase in the number of vir-
tual laboratory studies carried out in our country and the
trend in this field reveal the need for synthesis studies to be
conducted in this field. A synthesis study can be valuable
in terms of drawing a framework for the virtual laboratory,
developing an in-depth understanding and creating a new
perspective on the laboratory applied in the virtual envi-
ronment. On the other hand, it will be possible to see the
advantages and disadvantages of virtual laboratories in sci-
ence teaching closely. However, by examining the existing
studies, it is foreseen that their future use can be shaped by
determining how virtual laboratories are applied in science
teaching. In addition, detecting the deficiencies that may
be encountered in virtual laboratory applications and mak-
ing improvement studies in this direction can be counted
among its other outputs. On the one hand, it is expected to
be a source of ideas for researchers who will work on this
subject, and on the other hand, it is expected to guide edu-
cators who aim to implement virtual laboratories in class-
room environments. Based on these reasons, in this study; it
is aimed to synthesize national postgraduate thesis studies
on virtual laboratory applications in science education be-
tween 2010-2024.

Answers are sought to the research questions created
based on the determined study purpose.
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1. For what purpose and purposes were postgraduate the-
sis studies carried out?

2. Which research patterns were used in postgraduate the-
sis studies?

3. Which study group or sample group was preferred in
graduate thesis studies?

4. Which data collection tools were used in postgraduate
thesis studies?

5. Which data analysis methods were used in postgraduate
thesis studies?

6. What are the science subject areas in which virtual labora-
tory applications are carried out in graduate thesis studies?

7. What are the application periods in which virtual labo-
ratory applications are carried out in postgraduate the-
sis studies?

8. What types of virtual laboratory applications are pre-
ferred in postgraduate thesis studies?

9. What are the general results obtained for virtual labora-
tory applications in postgraduate thesis studies?

10. What are the most important suggestions for virtual
laboratory applications in graduate thesis studies?

METHOD

Study Pattern

This research is a systematic synthesis study based on
a qualitative research approach, aiming to synthesize the
theses written for virtual laboratory applications used in
science education. Search can also be specified as a synthe-
sis protocol that includes reviewing, decision-making and
analysis methods in line with the determined selection cri-
teria and that aims to clearly explain the findings. In this
context, since the current study aims to draw a general pic-
ture of the quantitative and qualitative studies of virtual lab-
oratory applications used in science education and to create
a framework for the individuals concerned in the field of
education, it was decided to conduct a synthesis study. In
order to ensure the clarity of the synthesis work carried out,
the research steps (Calik &Wiyarsi, 2021; Suri & Clarke,
2009) are given in Figure 1 in general.

The current research process steps are shown in Figure
1. The focus of the study set forth in the research has been
systematically advanced. In accordance with the findings

Making a Decision
and Taking it into
the Scope of Study

 Interpretation

* Tabulation
and
interpretatio
n for
analysis
purposes

+Determining

the research
topic and
research

*Review
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*Code and
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questions
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creating a

To Create Basis
of Research

Analyzing

Figure 1. Research steps followed in the study.

obtained, the data were interpreted, and the synthesis pro-
cess was terminated.

Research Sample and Data Collection

In accordance with the purpose of the research, the
studies determined in the literature were determined as
samples. In the first stage, studies on virtual laboratory
applications in science education were determined. In the
study, Google Scholar, YOK National Thesis Center, Pro-
quest databases were browsed. Browsing started in October
2021 and were completed in December 2024. After the gen-
eral browsing, it was determined that there was adequate
research for the synthesis study, and it was decided to study
on the basis of the determined subject. After the examina-
tions, it was seen that the concept of virtual laboratory was
used directly in some thesis studies, and animations and
simulations in which the concept of virtual laboratory came
to the forefront in some studies. In the literature, it has been
clearly understood that virtual laboratory applications used
in science education include virtual laboratory, simulation,
and animation applications. In this direction, the keywords
to be searched were decided. In order to access the thesis
studies on virtual laboratory applications used in science
education in detail, a detailed search was started, and key-
words were determined for this stage. The words “Virtual
Laboratory”, “Animation” and “Simulation” were searched
in Turkish and English languages. The fact that most of the
articles published after the browsing were produced from
theses revealed the reason for the analysis of theses. There-
fore, it was deemed appropriate to determine the scope of
the theses written in the national field within the frame-
work of the study. In the next stage, inclusion and exclusion
criteria were established based on the study purpose, after
a clearer screening. The results were narrowed down by se-
lecting the subject area of “Education and Training” in the
YOK National Thesis Center with the searches made with
the determined keywords. The YOK database was chosen
because the database to be researched should be uploaded
to the YOK National Thesis Center for all the theses written
in the national field. However, in order to ensure that na-
tional theses that may be overlooked, Google academic and
ProQuest databases were also checked and confirmed. The
screening steps followed in the study are given in Figure 2
in detail.

When Figure 2 is examined, the detailed stages of the
screening steps followed in the synthesis study carried out
in the present study are seen. The number of thesis stud-
ies reached at each step is expressed in the figure. After the
scans with the specified keywords, the evaluation process
was started in line with the determined parameters and the
studies included in the research were evaluated by filtering
them in order according to four basic criteria. First of all, it
was taken into account that the studies were national thesis
studies conducted between 2010-2024 in the second step,
it was checked whether the studies within the determined
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years were national theses. Considering the criterion that
the studies covering the range of years should be made for
science education, studies conducted in different branches
and oriented to measurement and evaluation were exclud-
ed. In addition, although it seems to be related to the field
of science, studies that do not overlap with science have
been tried to be kept apart. (For example, a study conduct-
ed for natural disasters but not directly related to science or
a health study focused on anatomy). Mixed computer aided
teaching studies without central animation and simulation
is excluded from the scope (For example, a study in which
all methods such as video, slide, animation, etc. are com-
bined). Similarly, studies in which animation is an auxilia-
ry tool are not included (For example, animations, movies,
and concept cartoons). Finally, some studies that moved
away from the virtual laboratory focus, such as smart
boards and mobile applications, were also screened. After
the elimination process, which was basically carried out in
four stages, and after the common results in the keywords
were checked, 84 graduate theses passed the screening pro-
cess. At the last stage, the contents of 84 theses were exam-
ined one by one and subjected to the second elimination
process. In the elimination process in the second round,
thesis contents and application processes were examined.
Theses based on animations and simulations, theses in
which students do not make trial and error on the program
(for example, studies in which animations are watched by
students in classes), animation-based theses with slow tran-
sition (animation progressing at slow speed to students),
web 2.0 applications and augmented reality applications.
These are excluded from the scope of the study. After the

elimination processes, 30 theses out of 84 theses were ex-
cluded from the evaluation. The data set to be analyzed with
54 national postgraduate thesis studies in accordance with
the criteria determined in the context of the study has taken
its final form.

54 national thesis studies included in the study were
coded as T1, T2, T3... T54. “T1” refers to the coded na-
tional thesis number 1. The thesis studies in the national
field analyzed within the scope of the research are given in
Appendix 1. The distribution of the postgraduate theses ex-
amined within the scope of the study by types and years is
given in Table 1.

The distribution of national theses related to virtual lab-
oratory applications in science education in the last twelve
years is shown Table 1. In the last fifteen, 54 theses have
been reached in the national fields that meet the analysis
criteria. It obvious that 45 of the postgraduate theses ac-
cessed are post graduate theses and 9 are doctoral theses.
It is understood that the most thesis related to virtual labo-
ratory applications was written in 2024 and the least thesis
was written in 2010. In 2016, there is no postgraduate thesis
related to the current subject area was found.

Coding and Analysis of Data

Efforts were made to analyze and transfer the thesis
studies, which were evaluated in the research objectively.
While analyzing the thesis studies, content analysis was
used by evaluating them based on theme and code opera-
tions. The studies were examined in two stages. In the first

Table 1. Thesis Studies on Virtual Laboratory Applications
in Science Education and Their Distribution by Years

Studying Years National Graduate Total
Theses
Postgraduate Doctorate
2010 1 - 1
2011 2 1 3
2012 2 - 2
2013 1 - 1
2014 3 - 3
2015 4 3 7
2016 - - -
2017 1 1 2
2018 4 1 5
2019 5 - 5
2020 1 1 2
2021 4 1 5
2022 5 - 5
2023 5 1 6
2024 7 - 8
Total 45 9 54
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stage, all the studies that were evaluated were examined one
by one. General codes and themes were created to include
each study examined. Based on the studies, general coding
that would be suitable for the theses was decided and code
templates were determined. In the second stage, the studies
were placed under the appropriate code title by examining
each study based on the determined codes. If it is suitable
for more than one code, it is included under the code that
may be highly likely to be included. During the analysis
process, the coding that was deemed necessary to make sig-
nificant changes were rearranged. At the last stage, the an-
alyzes were reviewed and last controls were made. Analysis
data are conveniently presented in tables (Au, 2007; Brown,
2017; Calik & Sozbilir, 2014; Calik & Wiyarsi, 2021).

The stages of analysis and coding process of thesis
studies are given below, respectively. In the first stage, each
study was tabulated by determining the thesis names, the-
sis year, thesis type and authors. By examining the aims of
the thesis studies, those showing similarities and differ-
ences in line with the thesis objectives were came together
and placed in the appropriate code. The research patterns
of the thesis studies were examined under the themes of
qualitative, quantitative, and mixed patterns. Studies such
as experimental studies and survey studies were collect-
ed quantitatively, studies such as case, phenomenon and
science were collected qualitatively, and studies in which
both quantitative and qualitative research methods were
used together were gathered under mixed themes. The
sample and study groups of the thesis studies were ana-
lyzed by considering their education and training levels.
Studies for students were placed under the themes of pri-
mary, secondary, high school and undergraduate level,
and groups of teachers were placed under the theme of
teachers. The study groups that did not match the deter-
mined codes were gathered under the other code. If differ-
ent sample levels were used in some studies, it was neces-
sary to place them in two different codes. For example, in
a study, it was deemed appropriate to include both teach-
ers and students, and to place study groups under two dif-
ferent themes. Samples such as lecturers and documents,
which can be expressed from studies using different sam-
ples from the general, were included in the other category.
The data collection tools of the thesis studies were basi-
cally examined. Academic achievement tests and scales
(attitude, motivation, etc.), all interviews (structured,
semi-structured, focus group, etc.), open-ended ques-
tions were placed under the heading of data collection
tools and a graph was created. The data analysis methods
of the thesis studies were analyzed similarly. Dependent
and independent t-test analyses, ANOVA test, covariance
test etc. analyzes were included under the statistical ana-
lyzes category, and content and descriptive analyzes were
included under the qualitative analyzes theme. Demo-
graphic analyses, frequency analyses, standard deviation

and mean data analyzes were collected in descriptive anal-
yses. The programs used for virtual laboratory purposes
in the thesis studies, the units and subject areas in which
the programs are used, and the experimental processes in
applying the program are also analyzed and presented in
graphics. When the results obtained in the thesis studies
were examined, it was seen that more than one conclusion
was reached. While analyzing the results obtained in the
thesis studies, the main result, which is the basis of the
study, was taken as a basis. Finally, in the thesis studies,
the analysis of the prominent suggestions of the virtual
laboratory and its applications was also carried out and
given in tables. The analysis process of the thesis studies
was completed in line with the steps followed.

Research validity and reliability

In order to ensure the validity and reliability of the re-
search, due care was taken in the processes of reaching the
studies, deciding on the inclusion process and analyzing
them. In the process of inclusion of theses in the study, the
opinions of experts in the field of science were consulted
regarding the decision-making criteria. In addition, the re-
duction of 84 thesis studies to 54 studies was carried out
by two researchers with postgraduate education degrees.
In the theses where there was a difference of opinion, the
opinions of the expert faculty members were taken. In par-
ticular, during the analysis process, code and theme checks
were carried out repetitively to ensure consistency. In ad-
dition, the analysis process was confirmed and progressed
through interviews held with field experts at specified time
intervals. The reliability calculation for the study was per-
formed using the reliability formula by Miles & Huberman
(2016). The numbers of ‘agreement’ and ‘disagreement’ were
determined from the ratings of the researchers and experts.
The reliability coeflicient was calculated by dividing the
sum of the agreement and disagreement counts by the total
and multiplying by 100. The calculated value should be at
least 80 (Miles & Huberman, 2016). It was determined that
there was a high agreement of 95% among the researchers.
Therefore, it has been concluded that reliability has been
established among the evaluators. At each stage of the syn-
thesis study, it was carefully completed under the control of
the researcher.

RESULTS

In this part of the research, graphics and tables of the
findings obtained from the studies examined are included.
In Table 2, the findings related to the aims of the thesis stud-
ies about the virtual laboratory are given.

As can be seen in Table 2, the studies related to the vir-
tual laboratory were carried out in order to examine the
effects of the training given at a high rate on the academic
achievement, scientific process skills, 21st century skills,
behaviours and attitudes of the participants. In addition, 13
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Table 2. Findings Regarding The Aims of Virtual Laboratory Studies

Aims

Thesis Studies

Frequency

The effect of training given with virtual laboratory on
academic achievement, scientific process skills (SPS),
21st century skills, behaviour, and attitude

T1,T2,T3,T4,T5,T6,T7,T8,T10,T11,T13, T14, T15, 42
T16,T17,T19, T20, T21, T22,T23, T24, T26, T27, T28,
T31,T33, T34, T35, T36, T37, T38, T39, T41, T42, T45,

T46, T47, T48, T50, T51, T52, T54

The effect of training given with virtual laboratory on
conceptual permanence, cognitive structure, and learning

Opinions on virtual laboratory applications

The use of the virtual laboratory in determining
students’ conceptual knowledge and structures,
identifying, and eliminating is conceptions

Comparison of different laboratory environments
(virtual, physical, a combination of two, etc.)

Developing and evaluating a virtual laboratory

The effect of the virtual laboratory on students’
awareness, interest, and motivation towards the lesson.

T1,T5, T8, T12,T22, T30, T31, T38, T39, T42, T44, T47, T54 13

T9, T11, T35, T39, T40, T43, T49

T18, T19, T21, T22, T25, T38, T40

T3, Te6, T12,T21, T26, T32, T51 7

T31,T32,T42, T43, T48, T53
T7,T20, T30, T34, T35, T37

The effect of the virtual laboratory on the skills of T4, T9, T19 3
argumentation, questioning and hypothesis making

The effect of the gender factor in the teaching of T32 1
the subjects

The effect of virtual laboratory applications on T24 1

entrepreneur ship skills

studies aimed to investigate the effects of virtual laborato-
ry training on conceptual permanence, cognitive structure
and learning, while 6 studies aimed to develop and evaluate
virtual laboratories. In 7 studies, it was determined that the
views on virtual laboratory applications were determined
and in 7 studies, it was determined that students’ concep-
tual knowledge and structures were determined, and mis-
conceptions were determined and eliminated. In addition,
it was seen that 7 studies aimed to compare different lab-
oratory environments and to investigate the effect of the
study on the awareness and motivation of virtual labora-
tory students for the lesson. It is seen that 3 studies aimed
to investigate the effect of argumentation, questioning and
hypothesis-building skills, and 1 study aimed to investigate
the effect of gender factor and the effect of virtual laborato-
ry applications on entrepreneurship skills.

In Figure 3, the distribution of the thesis studies exam-
ined according to the research method is given.

When Figure 3 is examined It is seen that 39 of the
studies conducted are quantitative research methods. It is
understood that 10 of the thesis studies were conducted
in mixed design and 5 of them were conducted in qualita-
tive research method. The research designs of the analyzed
studies are given in Figure 4.

When Figure 4 is examined, it is seen that 29 of the stud-
ies conducted were in a quasi-experimental design. It is seen
that five of the thesis studies are specified as experimental
design, while the research design of twelve of them is not
specified. It is seen that 3 of the studies was conducted in a

Quantitative;
5

Mixed; 10

Qualitative; 39

— o

Figure 3. Distribution of virtual laboratory studies by re-
search methods.

case study. Also 2 of the studies was conducted quantitative
descriptive and 3 studies was weak experimental design.

In Figure 5 the distribution of the thesis studies exam-
ined according to the research groups is given.

When Figure 5 is examined, it can be seen that second-
ary and high school students were chosen as the research
group in the researches about virtual laboratory in general.
It is understood that the studies are carried out on the basis
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Experimental ;
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Figure 4. Distribution of examined studies by research
designs.
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Figure 5. Distribution of virtual laboratory studies by re-
search groups.

of students. In addition, it has been determined that in the
studies conducted, it was also studied with science, chem-
istry, biology and classroom teacher candidates. Following

this, the research groups and their thesis codes are given in
Table 3 in detail.

When Table 3 is examined, it is understood that 29 of
the thesis studies were carried out for secondary school
students and 10 of them were for high school (secondary
education) students. It is seen that it has been studied with
individuals studying in the fields of science, chemistry,
classroom and biology. In addition, 4 thesis studies were
determined as the working group of the teachers.

In Figure 6, the distribution of the studies examined
within the scope of the research according to the subjects
is given.

When the results in Figure 6 are examined, it is seen
that the Electricity Unit (5 studies) and the Force and Mo-
tion Unit (8 studies) were mostly preferred as the subjects
in the theses examined within the scope of the research. It
has been determined that studies have been carried out on
subjects such as Sound and Its Properties, Matter and Its
Properties, States of Matter and Heat, Optics, and Chemical
Reactions. In addition, Figure 6 shows that the studies on
the virtual laboratory focus on physics.

In Figure 7, the data collection tools used in the studies
examined within the scope of the research are given.

When the results of the data collection tools in Figure
7 are examined achievement tests were used in 48 studies.
Survey/scale in 27 studies, interview method in 19 studies,
observation in 2 studies and prepared forms in 3 studies
were used as data collection tools.

In Table 4, the results of the data analysis methods used
in the theses examined within the scope of the research are
given.

When Table 4 is examined, it is seen that statistical ana-
lyzes are mostly used with 49 studies in data analysis. In ad-
dition to this, it is understood that 13 studies were analyzed
using qualitative data analysis methods and 5 studies were
analyzed using descriptive analysis methods.

In Figure 8, the distribution of virtual laboratory studies
according to the implementation period is given.

Table 3. Distribution of Virtual Laboratory Studies by Research Group

Research Secondary School High School Teacher
Groups Students Student Candidates Teacher *Others
Science Primary School Chemistry Biology
Thesis Code T1,T3, T4, T6 T2,T11,T18, TI12,T13, T37 T48, T50 T50 T9,T31, T5,T44,
T7,7T8,T10,T14, T31,T36,T43, T22,T35, T40, T43 T49
T15,T16,T17,T19, T45,T48,T53, T39,T41,
T20, T21, T23, T24, T54 T42, T47
T25,T26, T27, T28,
T29, T30, T32, T33,
T34, T38, T46, T51,
T52
Total 29 10 8 1 2 1 4 3

* Other: Studies that do not use samples or that use different samples from the general (For example, instructors, documents, etc.)
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Figure 6. Distribution of virtual laboratory studies by subject.
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Figure 7. Distribution by data collection tools used in vir-
tual laboratory studies.

When Figure 8 is examined, when the graph of the
application times is examined, it is seen that the appli-
cation period of 31 theses is between 2-6 weeks, and the
application period of 9 studies is between 7-12 weeks. In
4 studies, it was determined that the application period
was between 6-12 hours, 3 studies did not apply, and in
6 studies, the situation related to the application was not
specified.

Table 5 presents the findings related to the results of the
researches about the virtual laboratory.

When Table 5 is examined, it is stated that virtual

31

6-12 Hours 2-6 Weeks 7-12 Weeks No Application = Unspecified

Figure 8. Distribution of virtual laboratory studies by im-
plementation periods.

laboratory applications have positive effects on partic-
ipants’ academic achievement, scientific process skills,
attitude towards the course, and have positive effects
on conceptual changes, eliminating misconceptions
and concept retention. In addition, it was seen that the
virtual laboratory increased the interest and motivation
of the participants and had a positive effect on entre-
preneurship, 21st century skills, argumentation and hy-
pothesis-building skills. It has been revealed that the
practices of virtual laboratory studies have a positive
effect on the learning of the participants, and virtual
laboratories allow the same experiments to be repeated
over and over without equipment limitations. In ad-
dition to these, in some studies, it was concluded that
there was no statistically significant difference between
the use of traditional and virtual laboratories in terms
of participants’ understanding of the subject, attitudes,
and academic achievements, and that some of the par-
ticipant teachers never used virtual laboratory activi-
ties in their classes.

In Figure 9, their distribution according to the programs
preferred in virtual laboratory studies is given.

When the findings in Figure 9 are examined, it is seen
that the virtual laboratory/animation/simulation applica-

Table 4. Data Analysis Methods Used in Virtual Laboratory Studies

Data Analysis  Statistical Analysis

Descriptive Analysis

Qualitative Data Analysis

Thesis Code T1, T2, T3,T4,T5,T6,T7, T8,
T10, T11, T12, T14, T15, T16,
T17,T19, T20,T21, T22, T23,

T24, T25, T26,T27,T28, T29,
T30, T31, T32,T33, T34, T35,
T36, T37, T38,T39, T40, T41,
T42, T44, T45, T46, T47, T48,

T50, T51, T52, T53, T54
Total 49 5

T2,T7,T32,T43, T44

T8,T9, T13,T16, T17,T18, T20, T25,
T35, T38, T39, T47, T49

13

* Statistical Analysis: such as t-test, ANOVA, covariance analysis.
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Table 5. Findings Related to the Results of Virtual Laboratory Studies

Results Thesis Studies Frequency
It has been observed that the trainings given with T1, T2, T3, T4, T7, T10, T11, T12, T13, T14, T15, T16, T17, 37

the virtual laboratory increase/ develop their
academic achievement and scientific process skills
(SPS) and positively affect the students' attitudes
towards the course.

It has been determined that the conceptual changes
of the participants have positive effects on the
elimination of misconceptions and the permanence
of the concept.

It was concluded that the participants had a positive
effect on their learning.

It was observed that the virtual laboratory increased
the interest and motivation of the participants.

It was observed that the participants had a positive
effect on entrepreneurship, 21st century skills,
argumentation, and hypothesis-building skills.

There was no statistically significant difference T30, T46
between traditional and virtual laboratory use in
terms of participants' understanding of the subject,

attitudes, and academic achievements.

It was determined that some of the participating T9, T50
teachers never used virtual laboratory activities in

their classes.

It has been determined that virtual laboratories T49
allow the same experiments to be repeated many

times without equipment limitations.
Total

T19, T20, T22, T24, T26, T27, T28, T32, T33, T34, T35, T36,
T37,7T38,T39, T41, T44, T45, T48, T50, T51, T52, T53, T54

T5, T19, T21, T22, T25, T26, T31, T38, T39, T42, T44 11

Te6, T8, T16, T18, T23, T47 6

T20, T31, T34, T37, T43 5

T23,T24,T29 3

67

15

| II I
0 | --.-

Golab GeoGebra

PhET AR (Science/Element Cards)
mEBA m Developed by Researcher
W Morpa Kampus B Web-Based Ready-Made Programs
m Crocodile Physics 401/605 m ChemLab
W Algodoo W Yenka
eChalk CrazyTalk

Unspecified

Figure 9. Distribution of virtual laboratory studies by pre-
ferred programs.

tions used in 15 studies were developed by the researcher,
and PhET application was used in 19 studies. Then, web-
based ready-made simulations (7 studies), EBA (9 studies),
Crocodile Physics (2 studies), ChemLab (2 studies) follow.
In addition, GoLab, GeoGebra, AR science cards, Yenka,
eChalk and CrazyTalk applications were used in one study.

In 6 studies, it is seen that the applications or programs
used are not specified.

Table 6 includes the findings regarding the recommen-
dations made in the studies examined.

When Table 6 is examined, it is seen that the suggestions
given as a result of the studies related to the virtual labora-
tory are the suggestions given for reasons such as allowing
dangerous and difficult experiments to be carried out in
places where laboratories are insufficient or not available. In
addition, it is seen that there are suggestions for the use of
abstract subjects that are difficult in learning and for plan-
ning their teaching, developing activities and curricular ar-
rangements. In addition, it is seen that there are suggestions
for its use for support purposes such as activity, problem
solving or course repetition, planning the virtual laborato-
ry application process and conducting studies at different
teaching levels. In addition, it has been determined that
suggestions are made for teacher training programs and
curricula, for realizing student-centered, active teaching,
and for investigating the effects of learners’ predisposition
towards technology on virtual laboratory.
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Table 6. Findings Regarding the Suggestions Included in Virtual Laboratory Studies

Suggestions Thesis Studies Frequency
In places where laboratories are inadequate or lacking, T5,T10, T21, T26, T28, T30, T32, T34, T37, T38, T39, 14
it allows dangerous and difficult experiments to be T42, T51, T53

carried out, traditional laboratory costs, ease of use, etc.

Suggestions for choosing an alternative for reasons

Suggestions forth euse of virtual laboratories in T1, T4, T15,T18, T23, T44, T45, T48, T50 9
learning difficult and abstract subjects

Suggestions for planning virtual laboratory teaching, T3, T11,T12, T14, T24, T25, T31, T40 8
developing activities and curricular arrangements

Recommendations for teacher training programs T7, T8, T9, T16, T35, T46 6
and curricula

Recommendations for planning the virtual laboratory T2, T13, T20, T23, T27, T41 6
implementation process

Virtual labs can be used for activities, question solving T6, T29, T43, T49, T52 5
or course repetition, etc. Suggestions for support use

Suggestions for studies at different teaching levels T17,T22, T35, T54

Recommendations forth euse of virtual laboratories T30, T36

for student-centered, active teaching

Suggestions for investigating the effect of learners' T19, T47 1
predisposition towards technology on virtual laboratory

Total 55

DISCUSSION

In the study, postgraduate theses on virtual laboratory
in science education in our country were examined and
their results were discussed. The effects of virtual laborato-
ry use on variables such as academic achievement, scientific
process skills, and attitude were examined in general terms
in the studies prepared on virtual laboratory. In addition,
it is expected that the basic structure of science is based on
research and inquiry skills, and the examination of its ef-
fects on scientific process skills and 21st century skills. As
a matter of fact, it is important to make use of virtual lab-
oratory environments that are compatible with technology,
which emerges against conventional teaching methods, in
order to create a positive perspective for students’ science
lesson day by day. On the other hand, the necessity of re-
vealing the effectiveness of virtual laboratory applications,
which have gained popularity in science teaching, or de-
termining the advantages and disadvantages, could be a
source of determining the opinions on the development
and evaluation of the virtual laboratory within the scope of
thesis studies. Karagoz Mircik (2018) argues that students
can gain practical skills, reach the desired academic level,
and provide more effective learning with virtual laboratory
applications. Similarly et al. (2010) point out the effects of
virtual laboratories in different areas, when examined from
an educational point of view, in terms of improving stu-
dents’ problem-solving skills, learning based on research,
and supporting cooperative learning scenarios. Therefore,
the desire to see the reflections of virtual laboratories on

variables including academic achievement, attitude, mo-
tivation and scientific process skills in science teaching is
becoming the target point of educators. In this direction,
it would be natural to include studies that can reveal the
positive or negative effects of virtual laboratories in science
education in the determined variables. It is obvious that the
existence of thesis studies that pursue the aforementioned
purposes is important in terms of using virtual laboratories
(De Jong et al., 2013; Kapict & Akcay, 2020), which have
gained popularity in science education, in the learning and
teaching process.

The fact that the thesis studies with virtual laboratory
content are carried out with quantitative and mixed re-
search design can be associated with the need for virtual
environments to be based on applications and to carry out
experimental studies. The aim of measuring the effective-
ness of virtual environments that require application on
any independent variable may have required it to be car-
ried out with a quantitative pattern. Such studies can sup-
port the possible view that aims to reveal any practical ac-
tivity (Biyiikoztiirk et al., 2012; Bacanak et al., 2011). On
the other hand, it can be deduced that there is insufficient
qualitative research in the studies on virtual laboratories,
and that depth cannot be achieved in reaching the opin-
ions of virtual laboratories practitioners. Similarly, Arslan
et al. (2022) examined technology-integrated studies in
education and found that quantitative research method
was preferred the most. Likewise, it was determined that
the quantitative design was used in the study in which de-
scriptive content analysis of technology-integrated studies
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in science education was performed (Namdar & Kiigiik,
2018). In this direction, although the literature studies do
not show a one-to-one overlap with the current synthesis
study, they contain parallelism. It was revealed that the
thesis studies were carried out on the 5th and 7th grade
students at the secondary school level. Focusing on sec-
ondary school students in studies suggests the possibility
that virtual laboratory applications may become more in-
teresting for secondary school students and that the stu-
dent group at that level may be more willing. On the other
hand, the reason why virtual laboratory environments are
preferred in terms of providing students with the oppor-
tunity to experiment by trial and error and creating an
effective learning environment for individuals who have
not completed their concrete period stands out. On the
other hand, it comes to mind that it has been decided to
work with teachers from different branches, which can be
expressed as the first group of practitioners, in order to ac-
cess field information on the implementation and process
of virtual laboratory environments. As another explana-
tion for this situation, the selection of the easily accessible
sampling type by the researchers can be given as a reason
for studying these groups.

It is obvious that the studies examined within the
scope of the research are mostly carried out in electricity
and force/motion units, and therefore more orientation is
shown to the subject area of physics. Following this, the
presence of an orientation to the field of chemistry stands
out. At this point, it can be stated that the fields of phys-
ics and chemistry are more suitable for simulation exper-
iments than the field of biology. Similarly, Namdar and
Kiigiik (2018) found that the studies in which technology
was integrated in science education were mostly focused on
the force and movement unit.

In virtual laboratory studies, it has been observed that
mostly test or survey/scale data collection tools are used.
It is thought that this situation is due to the fact that the
thesis research is mostly carried out in a quantitative re-
search design. On the other hand, achievement-oriented
measurement of the effectiveness of virtual laboratories
on science teaching in general can form the basis for the
use of achievement test to a large extent. The fact that
scales are used as a data collection tool in the synthesis
studies in the field of technology in education prepared in
our country in the literature (Arslan et al., 2022; Kiranl et
al., 2021; Namdar & Kiigiik, 2018) supports the findings
of the current study. It is seen that statistical analysis are
mostly used in the data analysis of the examined theses.
The aim of the studies to measure the effect of virtual lab-
oratory applications on a variable and the studies to be
conducted based on quantitative research methodology
make it necessary for the analysis to be statistical. On the
other hand, in this study, it is seen that qualitative data
analysis methods and descriptive analysis methods are

less preferred. Less preferred interviews as a data collec-
tion tool can provide evidence that the aforementioned
qualitative analysis methods are less preferred. It has been
concluded that most of the virtual laboratory studies are
applied and the application periods are generally between
2-6 weeks and 7-12 weeks. The fact that virtual laboratory
applications require a hardware history before the actual
use may require a wide period. In addition, it can be an
effective factor on the application time in the face of situa-
tions where applications require trial and error processes,
and its use can take time.

Mostly used applications in the studies were developed
by the researcher or applications such as PhET, web-based
ready-made simulations, EBA, Crocodile Physics, Chem-
Lab were used. Uses of different virtual lab applications by
researchers; The reasons can be listed as the fact that the
practitioner has experience, can easily access, is based on
the level of application, and preferred applications that do
not require cost. It points out that the use of virtual labora-
tory applications by teachers during science education has
disadvantages such as expensive, paid, insufficient teacher
training, not being suitable for the level, lack of time, and
excess class size (Glinlii, 2020). At this point, it would not
be wrong to conclude that they chose the appropriate ap-
plication by aiming to eliminate the disadvantages listed by
the teachers.

The results of the research show that virtual laboratory
applications have positive effects on participants’ academ-
ic achievement, scientific process skills, attitude towards
the course, and have positive effects on conceptual chang-
es, elimination of misconceptions and concept retention.
In addition, it was determined that the virtual laboratory
increased the interest and motivation of the participants,
and had a positive effect on entrepreneurship, 21st century
skills, argumentation, and hypothesis-building skills. Vir-
tual laboratories are beneficial in every aspect of science
teaching, on the grounds that they enable learners and
instructors to make learning active, more funny, increase
student success, and provide an opportunity to practice
what they have learned (Aydin, 2018; Wang & Tseng, 2018;
Zacharia & Michael, 2016). It is obvious that he occupies an
important position in his name. Synthesis studies carried
out in the literature are also parallel with our current study,
emphasizing that virtual laboratories can be used either
alone or in combination with traditional methods, and that
learning outcomes can be created. They also reveal that the
use of virtual laboratories increases students’ motivation
and ensures participation in learning (Chan et al., 2021;
Triejunita et al., 2021). The fact that it is determined within
the framework of the study that it is effective in concept
learning makes us think that virtual laboratories will serve
as a tool in eliminating misconceptions.

It has been determined that the suggestions presented in
the studies prepared on the virtual laboratory can be used
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in places where laboratories are insufficient or not available,
in order to allow dangerous and difficult experiments to be
carried out and used in the learning of abstract and difficult
subjects, and to be used for planning teaching, developing
activities and curricular arrangements.

CONCLUSION AND RECOMMENDATION

Through theses, it has been proven that virtual labo-
ratories have a positive effect on student success, concept
learning, and attitude and play a role in gaining many skills.
At this point, it is recommended that educators make ef-
fective use of virtual laboratories in the science teaching
process and increase their use, especially in low-achieving
classrooms. It has been determined that virtual laboratory
applications are generally carried out for secondary school
students. However, it can be stated that these applications
should focus on undergraduate students and teachers. The
thesis studies carried out are generally based on quantita-
tive research, but qualitative research is also needed. On
the one hand, when it is aimed to reveal the advantages or
disadvantages of the practices, on the other hand, it is rec-
ommended to carry out qualitative studies when it is con-
sidered that action research should be practice oriented.
Although virtual laboratories are generally applied in the
fields of physics and chemistry, there are not many theses
in the field of biology. In this direction, it is recommend-
ed to contribute to the literature by carrying out studies on
the biology subjects of online laboratory applications. In
addition, it is recommended to carry out studies that mea-
sure the effect on other skills and acquisitions within the
framework of science. Finally, considering benefits of vir-
tual laboratories, it is suggested that teachers should receive
training on virtual laboratory practices through in-service
training, and prospective teachers through undergraduate
education.
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