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Abstract

Anxiety in children can negatively affect their physical, mental, academic achievement, family
relationships and quality of life. The aim of this study is to examine the extent to which anxiety levels
of 4-6 year old children are predicted by their mothers' anxiety, cognitive flexibility and psychological
resilience levels. The participants were the mothers of 438 students attending 7 kindergartens in TUrkiye.
Beck Anxiety Scale, Psychological Resilience Scale and Cognitive Flexibility Inventory were used as
data collection tools. The Revised Preschool Anxiety Scale based on mothers' reports was used to assess
children's anxiety. According to the results of statistical analyses, a positive, moderate and significant
relationship was found between children's anxiety and mothers' anxiety levels. In addition, negative and
significant relationships were found between mothers' cognitive flexibility and psychological resilience
levels and children's anxiety. Finally, according to the hierarchical regression analysis, it was concluded
that the child's anxiety level was predicted by the mother's anxiety and cognitive flexibility by 20%.
Mothers' psychological resilience did not predict children's anxiety. It may be recommended to evaluate
mothers' anxiety and improve their cognitive flexibility levels while conducting early childhood
preventive intervention studies.

Keywords: Mothers’ anxiety, children’s anxiety, cognitive flexibility, resilience

“ This article was prepared based on the master thesis titled " Exammation of The Relationship Between The
Anxiety of Preschool Children Aged 4-6 and The Anxiety of Their Mothers Psychological Resilience and
Cognitive Flexibility", which was completed by the first author in 2021 under the supervision of the second
author.



INTRODUCTION

Anxiety disorders are among the most common mental disorders in children and adolescents (Albano
& Kendall, 2002; Kessler et al., 2005). Lifetime prevalence rates range from 2.5% to 20% (Costello et
al., 2004; Newman et al., 1996; Rapee et al., 2009). Additionally, another study conducted with children
aged 3-17 found that 7.1% had anxiety, 7.4% had behavior/conduct problems, and 3.2% had depression.
It was reported that the prevalence of each disorder was higher as the child’s age increased and as child
health or parental/caregiver mental/emotional health worsened (Ghandour et al., 2019). In a review by
Kessler et al. (2007) on the onset age of mental disorders, it was emphasized that the onset age for some
anxiety disorders (phobias and separation anxiety) is very early. In a study on anxiety disorders in
preschool children, the most common anxiety symptoms in preschoolers were related to fears of physical
injury, although some separation and social anxiety symptoms were also found to be relatively common
(Spence et al., 2001). It is noted that anxiety untreated in childhood and adolescence tends to become
chronic (Keller et al., 1992). High levels of anxiety in children and adolescents can negatively affect
physical health, social functioning, academic achievement, family relationships, and overall quality of
life (Woodward & Fergusson, 2001).

Many individual, familial, and social factors can influence the emergence and persistence of anxiety
disorders. Individual factors such as temperament, personality traits, and genetic background can affect
the development of anxiety in children (Drake & Ginsburg, 2012). Familial and social factors such as
having one or both parents with a history of anxiety (Beesdo et al., 2009), protective and indifferent
parenting attitudes (Eastburg & Johnson, 1990; Read et al., 2013), and receiving negative feedback from
peers, inability to belong to a group, and rejection by peers (Teachman, 2007; Siegel et al., 2009) are
known to cause anxiety in children and adolescents. In conclusion, many factors, from biological
transitions to environmental factors, can influence childhood anxiety (Dougherty et al., 2013).

Research examining the impact of family psychopathology on children's anxiety has shown that
parental emotional distress, particularly high maternal anxiety, is one of the most consistent findings.
Moreover, the presence of parental psychopathology, especially maternal psychopathology, is one of
the most consistent predictors of poor responses to psychological treatments for child anxiety disorders
(Creswell et al., 2013). Maternal anxiety disorders significantly correlate with the presence of anxiety
disorders in children; however, the relationship between paternal anxiety disorders and children's
anxiety disorders is not significant (McClure et al., 2001). Another study found that different factors
associated with both parents influence children's anxiety symptoms. Specifically, maternal levels of
chronic anxiety and paternal overprotective behavior and excessive concern are related to their children's
anxiety levels (Pereira et al., 2014). In a longitudinal study, Hudson and Dodd (2012) demonstrated that
excessive parental intervention in a 4-year-old child was a strong predictor of anxiety experienced by
the child at age 9. Similarly, a study on the parenting behaviors of anxious mothers found that mothers
of anxious children were less warm and provided less autonomy to their children, independent of their
own anxiety (Moore et al., 2004).

According to cognitive therapy, anxiety is shaped through experiences, and the anxious behaviors of
mothers, their parenting styles, and their anxiety levels influence their children's anxiety levels (Beck et
al., 1988; Clarke & Kiropoulos, 2021). Parenting characterized by control (excessive
involvement/excessive protection) and rejection (negativity/criticism) is associated with anxiety in
children (Gar & Hudson, 2008). Dysfunctional parenting styles may partially reflect the parents' own
anxiety (Hudson & Rapee, 2002). The coping behaviors of anxious parents regarding their anxiety may
also affect their parenting style. Indeed, anxious mothers tend to be more controlling and exhibit more
rejection behaviors (Drake & Ginsburg, 2012; Gar & Hudson, 2008; Negreiros & Miller, 2014).
Children often learn and model their anxiety disorders from their anxious parents. In this regard, the
thoughts, feelings, and behaviors of anxious parents can be modeled by their children. Additionally,
exhibiting high levels of anxious behaviors in interactions with their children can significantly influence
the child's anxiety level (Drake & Ginsburg, 2012). Therefore, understanding the anxiety of the child,
developing appropriate interventions and strategies, and conducting prevention studies should include
an examination of maternal anxiety.



Another factor that may significantly influence an individual's anxiety level is cognitive flexibility.
Cognitive inflexibility is associated with anxiety (Clarke & Kiropoulos, 2021), and high levels of
cognitive flexibility are related to psychological well-being (Johnson, 2016). Cognitive flexibility refers
to an individual's ability to change their cognitive sets in order to adapt to environmental stimuli (Dennis
& Vander Wal, 2010). Cognitive flexibility encompasses the perception of being able to cope with
difficult situations, recognizing that alternatives exist in the face of events, and the willingness and
competence to generate solutions, demonstrating adaptability and flexibility (Martin & Rubin, 1995).
Individuals with cognitive flexibility are proficient in generating and implementing alternative solutions
in new situations and conditions. However, individuals experiencing anxiety often struggle to develop
alternatives, adapt, and be flexible in their thoughts. Indeed, individuals with anxiety disorders have
been found to possess low cognitive flexibility skills, and it has been suggested that cognitive flexibility
should be included in the treatment process (Clarke & Kiropoulos, 2021; Yu et al., 2020).

A study examining the relationship between mothers’ cognitive flexibility and psychological
problems in children compared the levels of depression and anxiety in elementary school-aged children
with mothers exhibiting low and high cognitive flexibility. The findings revealed that children of
mothers with low cognitive flexibility had significantly higher levels of depression and social anxiety
than those with mothers who demonstrated high cognitive flexibility (Sepahvand, 2019). Similarly,
another study highlighted that parenting styles and mothers’ cognitive flexibility significantly predicted
social anxiety in female students (Zibaee Vishkaee & Tizdast, 2021).Cognitive flexibility is defined as
the ability of an individual to adapt to changing circumstances or conditions and to switch from one
thought to another (Stevens, 2009). Therefore, mothers’ perceptions of their ability to manage
difficulties in their relationships with their children and their capacity to generate alternative solutions
are related to their children's anxiety levels. It seems crucial to understand the role of mothers' cognitive
flexibility in children's anxiety levels. Psychological resilience, a significant protective factor for mental
health (Gdrska et al., 2022), is negatively correlated with anxiety disorders (Yap et al., 2023) and
cognitive flexibility (Nakhostin-Khayyat et al., 2024).

Psychological resilience is defined as the ability to achieve positive outcomes despite serious risk
factors affecting an individual’s development and adaptation (Masten, 2001; Luthar & Cicchetti, 2000).
It reflects behavioral adaptation characterized by internal processes or effective functioning in relation
to environmental conditions (Masten et al., 1990). Understanding psychological resilience often
emphasizes an individual’s risk and protective factors and the achievement of positive outcomes
(Masten, 2001). Positive behaviors, such as social and academic success, age-appropriate behaviors,
happiness, life satisfaction, absence of maladaptive behaviors, and absence of psychopathology, are
essential criteria for resilience (Masten & Reed, 2002). The relationship between resilience and mental
health shows striking results, indicating that resilience is a crucial protective factor against mental health
disorders (Farber & Rosendahl, 2018; Gheshlagh et al., 2017; Hu et al., 2015; Goérska et al., 2022). A
meta-analysis demonstrated that individuals with mood disorders had lower resilience scores compared
to those without mood disorders (Imran et al., 2024). Notably, another meta-analysis during the COVID-
19 pandemic indicated an inverse relationship between resilience and depression and anxiety (Yap et
al., 2023). Therefore, resilience can serve as a barrier during stressful situations, such as the COVID-19
pandemic. A study found that mothers' resilience predicted their well-being during this period (Jones et
al., 2022). Similarly, adolescents who believed their families were resilient exhibited greater individual
resilience and experienced less anxiety in response to security threats (Finklestein et al., 2022). Another
study indicated a correlation between mothers' resilience and their daughters' resilience, showing that
higher maternal resilience was associated with lower levels of depression and anxiety in daughters
(Damani & Hussain, 2021). Ultimately, the well-being and mental health of parents are interconnected
with resilience (Gavidia-Payne et al., 2015). Therefore, it is posited that a mother’s resilience could also
influence her child's anxiety levels.

Current Study

A review of the literature reveals that maternal anxiety is related to children's anxiety. As maternal
anxiety increases, so does the child's anxiety. Additionally, maternal mental health has been identified
as a significant predictor of child anxiety levels (Creswell et al., 2008; Creswell et al., 2013). Individuals
with anxiety disorders typically exhibit low cognitive flexibility, and it has been suggested that cognitive



flexibility should be integrated into treatment processes (Yu et al., 2020). As cognitive flexibility
improves, an individual’s anxiety levels may decrease. Those with high cognitive flexibility are better
equipped to develop alternative solutions in challenging situations, fostering more effective coping
strategies and reducing anxiety.

When a mother possesses high cognitive flexibility, she can develop alternatives during stressful
interactions with her child, positively affecting both her own anxiety and her child's anxiety. Resilience,
which acts as a significant protective factor like cognitive flexibility, may also serve as a barrier to
anxiety. A mother's ability to cope with challenges and achieve positive outcomes despite risk factors
can assist in managing anxiety. Research has explored the relationships between mothers' anxiety and
children’s anxiety (Pereira et al., 2014), between mothers' cognitive flexibility and children's anxiety
(Sepahvand, 2019), and between mothers' resilience and children’s psychological distress (Damani &
Hussain, 2021). However, studies examining the combined effects of maternal anxiety, resilience, and
cognitive flexibility on children’s anxiety levels appear to be lacking. Moreover, most research has
primarily focused on elementary-aged children or adolescents. Given that anxiety is a psychopathology
with an early onset (Kessler et al., 2007) and tends to become chronic with age (Keller et al., 1992),
negatively impacting a child's quality of life (Woodward & Fergusson, 2001), it is crucial to study this
phenomenon in mothers of younger children (ages 4-6). The findings from this study could provide a
roadmap for family education, guidance, and psycho-educational interventions for parents of this age
group. It could contribute to preventive measures and inform approaches aimed at enhancing parenting
styles. Therefore, the aim of this research is to examine the relationship between mothers’ anxiety,
cognitive flexibility, and resilience, and their influence on the anxiety levels of children aged 4-6 years.
Our hypotheses are as follows: (1) There is a relationship between mothers' anxiety and the anxiety
levels of children aged 4-6 years. (2) There is a relationship between mothers' cognitive flexibility and
the anxiety levels of children aged 4-6 years. (3) There is a relationship between mothers' resilience and
the anxiety levels of children aged 4-6 years. (4) Mothers' anxiety, cognitive flexibility, and resilience
collectively influence the anxiety levels of children aged 4-6 years.

METHOD
Research Model

This study employs a correlational survey model to examine the relationship between the anxiety
levels of preschool children aged 4-6 and their mothers' anxiety, psychological resilience, and cognitive
flexibility. The dependent variable of the study is the anxiety levels of preschool children, while the
independent variables are the mothers' levels of anxiety, psychological resilience, and cognitive
flexibility.

Participants

The study was conducted in Gaziantep, Tirkiye, across seven independently selected kindergartens,
chosen through an appropriate sampling method from a pool of 55 kindergartens. The study group
consists of mothers of preschool children aged 4-6 who are enrolled in these kindergartens. A total of
438 participants were included in the study. Power analysis was not performed before the research to
determine the number of participants in the study. However, G*Power post-hoc power analysis was used
after the research. Accordingly, it was determined that there should be 119 participants as a result of the
analysis at the level of three predictor variables, .05 significance and 1-§ .95.

When the demographic characteristics of the participants were analyzed, it was found that the
majority of the participants were married (n = 413, 94.3%), and the age range of the women was 31-35
years (n = 161, 36.8%) and 36-40 years (n = 125, 28.5%). According to educational status, most of the
women had bachelor's degree (n = 243, 55.5%), followed by high school (n = 108, 24.7%) and master's
degree (n = 46, 10.5%). In terms of socio-economic status, most women (n = 127, 66.5%) had a middle
socio-economic status, followed by (n = 60, 31.4%) high socio-economic status. The most common
number of children was two (n = 207, 47.3%), followed by one child (n = 111, 25.3%). Nearly half of
the participants reported that the children attending kindergarten were their first children (n = 224,
43.5%), followed by their second children (n = 143, 32.6%).



Data Collection Tools

Revised Preschool Anxiety Scale: This scale was developed by Spence et al. (2001) to assess the
anxiety levels of preschool children aged 3-6 years and was revised by Edwards et al. (2010). The scale
consists of 30 items and four sub-dimensions, such as "My child is afraid of doing something that will
embarrass them in front of others,” "My child gets upset when | leave them somewhere (e.g.,
nursery/school or with a caregiver),” and "My child is shy and quiet around new people." The Revised
Preschool Anxiety Scale, developed for children aged 3-5 years, was adapted into Turkish for children
aged 48-72 months by Gller (2016), with validity and reliability studies conducted. The scale is filled
out by the children's parents. High scores indicate higher anxiety levels. The scale has a Cronbach's
alpha internal consistency coefficient of a = 0.90, and the test-retest reliability correlation coefficient
was found to be r = 0.53. Within the scope of the study, the reliability coefficient of the scale was found
to be 0.94.

Beck Anxiety Inventory (BAI): The Beck Anxiety Inventory (BAI), developed by Beck et al.
(1988), underwent validity and reliability studies in Turkish conducted by Ulusoy et al. (1998). The
inventory consists of 21 items and two sub-dimensions (anxiety and somatic symptoms). Participants
are asked to rate the symptoms they experience when they feel anxious or worried, with items such as
"Numbness or tingling in any part of your body," "Fear of losing control," and "Blushing." The reliability
of the Turkish version of the scale has a Cronbach's alpha internal consistency coefficient of a = 0.93,
and the item-total correlation coefficients range between r = 0.46-0.72. The test-retest reliability Pearson
correlation coefficient was found to be r = 0.57. The reliability coefficient of the scale within the scope
of this research was found to be 0.93.

Psychological Resilience Scale: This scale, developed by Isik (2016), consists of 21 items divided
into three sub-dimensions: commitment, control, and challenge. Items include statements like "I feel
that life has started to become monotonous for me,” "I believe | can change my fate," and "What happens
to me tomorrow depends on what I do today." The scale has a Cronbach's alpha reliability coefficient of
a = 0.76, while the reliability coefficients for each sub-dimension range between 0.62 and 0.74. Within
the context of the study, the reliability coefficient of the scale was found to be 0.89.

Cognitive Flexibility Inventory (CFI): Developed by Dennis and Vander Wal (2010), the Cognitive
Flexibility Inventory was adapted into Turkish, and its validity and reliability studies were conducted
by Giilim and Dag (2012). The scale consists of 20 items and two sub-dimensions (control and
alternatives). It is a 5-point Likert-type scale, with items such as "l have difficulty making decisions
when faced with challenging situations," "I consider many options before deciding how to act in difficult
situations," and "I can find multiple solutions when faced with challenging situations." The overall
internal consistency coefficients for the scale, control, and alternatives sub-scales are 0.90, 0.85, and
0.89, respectively. Additionally, the test-retest reliability correlation coefficients for the Cognitive
Flexibility Inventory and its sub-scales range from r = 0.22-0.81. The reliability coefficient of the scale
within the scope of this study was found to be 0.90.

Data Collection

The data collection process was conducted during the second term of the 2020-2021 academic year
in April and May. Necessary permissions were obtained from the Ministry of Education and the Social
Sciences Ethics Committee of Gaziantep University prior to the application of the scales. For the data
collection process, permissions were secured from the Ministry of Education, and kindergartens were
visited to distribute the scales. For participants who could not be reached in person, the scales were also
shared online. Subsequently, the data were compiled for analysis. All participants were informed about
the research, and informed consent forms were obtained.

Data Analysis

To determine which statistical techniques would be applied to answer the research questions, missing
values and outliers were examined. It was observed that there were missing values in the dataset. Mean
value imputation was performed for missing data. Outlier analysis was conducted. For univariate
outliers, the scores on the scales and sub-dimensions were converted to Z-scores, and values outside the
range of -3 to +3 were removed from the dataset. For multivariate outliers, Mahalanobis distance was



calculated, and values smaller than 0.01 were excluded from the dataset. After cleaning the outliers, data
from 25 individuals out of a dataset of 463 were removed, and analyses continued with data from 438
individuals. To identify multicollinearity among the variables, tolerance and Variance Inflation Factor
(VIF) values were examined. Furthermore, the Durbin-Watson coefficient obtained from the regression
analysis was found to be 1.89, which is close to 2 and indicates that there is no risk of autocorrelation
(Field, 2013). The results obtained are presented in Table 1.

Table 1: Results of Multicollinearity Test

Variable Tolerans VIF Cl
Mother's Anxiety .822 1.216 6.225
Mother's Psychological 551 1.816 21.309
Resilience
Mother's Cognitive .558 1.793 23.686
Flexibility

Upon examination of Table 1, it can be observed that the tolerance value is greater than .20, the
Variance Inflation Factor (VIF) is less than 10, and the Condition Index (CI) is less than 30.
Additionally, the VIF value is below 10, which is considered acceptable (Field, 2013). Based on these
results, it can be stated that there is no issue with multicollinearity.

Before testing the model, preliminary analyses were conducted to assess the distribution of the data.
The skewness values of the observed variables in the model ranged from -0.27 to 0.44, while the kurtosis
values ranged from -0.66 to 0.78. According to Tabachnick et al (2013), skewness and kurtosis
coefficients between -1.5 and +1.5 indicate that the data are normally distributed. As a result, it can be
concluded that there is no significant deviation from normal distribution. For data analysis, descriptive
statistics, skewness, and kurtosis were first examined, followed by the application of Pearson Correlation
Coefficient and Hierarchical Linear Regression analysis to test the relationships between variables.
SPSS version 25 was utilized for the analysis of the data.

RESULTS
Correlations among Variables

The correlation coefficients, mean scores, and standard deviations for the variables, including
children's anxiety, mothers' anxiety, mothers' cognitive flexibility and psychological resilience are
presented in Table 2.

Table 2. Means, standard deviations, and correlations with confidence intervals

Variable M SD 1 2 3
1. Children anxiety 57.12 19.17

2. Mother anxiety ~ 30.73 9.91 A1x*

3. Mother resilience 79.17 11.60 -.20%* -.39%*

4.Mother cognitive

o 76.59 12.21 -32%*  -38**  .B5**
flexibility




As seen in Table 2, there is a moderate, positive and significant relationship between children's
anxiety levels and their mothers' anxiety levels (r = .41, p < .01). There is a negative, moderate and
significant relationship between mothers' anxiety levels and psychological resilience levels (r = -.39, p
< .01). There is a negative, moderate and significant relationship between mothers' anxiety levels and
cognitive flexibility levels (r = -.38, p < .01). Finally, there is a moderate, positive and significant
relationship between mothers' psychological resilience levels and cognitive flexibility levels (r = .65, p
<.01).

Regression Analysis

The predictive role of mothers' anxiety levels, cognitive flexibility, and resilience on children's
anxiety levels was examined using hierarchical multiple regression analysis. The results of the analysis
are presented in Table 3.

Table 3. Regression results using pre-school children's anxiety levels as the criterion

. Standard Binary Partial

Variable B Error B t p ; R
Constant 53.154 8.402 6.326 .000 - -
Mother's 704 094 354 7.504 .000 410 339
Anxiety
Mother's
Cognitive -.408 .092 -.253 -4.411 .000 -.320 -.189
Flexibility
Mother's
Psychological A71 .098 101 1.749 .081 -.202 .084
Resilience

R= 453, R2=.206, F (3 434)=37.423, p=.000

In Table 3, the role of mothers' anxiety, cognitive flexibility, and psychological resilience in
predicting preschool children's anxiety levels is examined, with the results of hierarchical multiple
regression analyses presented. The findings indicate that the regression model is statistically significant
(F = 37.42 p < .001). The mothers' anxiety, cognitive flexibility, and psychological resilience explain
20% of the total variance in preschool children's anxiety. When examining the significance of the
regression coefficients through t-tests, it is observed that mothers' anxiety and cognitive flexibility are
significant predictors of children's anxiety. However, mothers' psychological resilience is not found to
be a significant predictor of children's anxiety.

DISCUSSION

The primary aim of this study is to investigate the role of maternal anxiety, cognitive flexibility, and
psychological resilience in understanding the anxiety of children aged 4-6 years. Our findings align with
existing research showing a positive relationship between preschool children's anxiety and their mothers'
anxiety (Muris & Merckelbach, 1998; Stone et al., 2015). As mothers' anxiety increases, children's
anxiety also rises. Similarly, it has been concluded that children with anxiety disorders generally have
mothers with high anxiety levels (Beck et al., 1988; Clarke & Kiropoulos, 2021; Morris & March, 2004).
According to cognitive therapy, anxiety is shaped through experiences, and mothers' anxious behaviors,
anxious parenting styles, and anxiety levels influence their children's anxiety levels (Beck et al., 1988;
Clarke & Kiropoulos, 2021). From this perspective, it can be argued that anxiety is a learned behavior.
Moreover, cognitive therapies state that the foundations of anxiety disorders and many other
psychological problems are associated with schemas and core beliefs that develop during early
childhood and can be explained through these schemas and beliefs (Beck, 2018).

Our study has revealed a negative correlation between children's anxiety levels and mothers'
resilience levels. In other words, as mothers' psychological resilience levels increase, their anxiety levels



decrease. This finding is also consistent with the relevant literature (Damani & Hussain, 2021;
Finklestein et al., 2022; Gavidia-Payne et al., 2015). Psychological resilience refers to an individual's
ability to achieve positive outcomes despite serious risks that may affect their development and
adjustment (Masten, 2001; Masten & Gewirtz, 2006). Thus, it overlaps with the literature suggesting
that psychological resilience has a protective role for mental health.

Another finding indicates a negative, moderate, and significant relationship between children's
anxiety levels and mothers' cognitive flexibility levels. Cognitive flexibility is an attribute related to
cognitive structures and schemas, shaped by cognitive processes (lonescu, 2012). It involves being
aware of alternatives, adapting to new situations, and feeling competent in those situations (Martin &
Rubin, 1995). When individuals face new situations, their anxiety levels may increase, and they may
struggle to adapt. If an individual has difficulty adapting, their anxiety may also rise. Therefore, the
process of adapting to new situations, or cognitive flexibility, can be expressed as an important variable
determining anxiety levels.

In our research, the final hypothesis found that mothers' anxiety, psychological resilience, and
cognitive flexibility predict children's anxiety levels. Mothers' anxiety, psychological resilience, and
cognitive flexibility account for 20% of the variance in children's anxiety. Accordingly, the level of
maternal anxiety is the most significant variable in predicting children's anxiety. While mothers'
cognitive flexibility emerges as a significant predictor, their psychological resilience is not found to be
a significant predictor. Previous studies have also shown that mothers' anxiety levels significantly
predict their children's anxiety levels (Creswell et al., 2013). Thus, the relationship between maternal
anxiety and child anxiety aligns with the literature. Additionally, this study contributes to the field by
examining the role of maternal anxiety, psychological resilience, and cognitive flexibility in children's
anxiety simultaneously. To our knowledge, previous studies have not addressed these three maternal
factors together.

The anxiety experienced by children is not solely related to variables concerning the child. It is
transmitted to the child through family processes in which the mother is also influential (MajdandZi¢ et
al., 2014). In light of these findings, it can be stated that mothers' anxiety permeates to their children,
and the anxiety behaviors exhibited by children may not always be intrinsic to them. In some cases, the
mother's anxiety may be reflected onto the child, thereby increasing the child's anxiety (Nazlioglu,
2019).

Cognitive flexibility is another variable that influences and predicts children's anxiety. Previous
research has found a relationship between mothers' cognitive flexibility and children's anxiety
(Sepahvand, 2019; Zibaee Vishkaee & Tizdast, 2021). Being able to think flexibly is considered
protective against many psychological problems, especially anxiety disorders (Beck, 2018; Clark &
Beck, 2010; Ginsburg et al., 2018). Understanding cognitive flexibility is deemed important for
comprehending anxiety. In this study, cognitive flexibility is observed to be an important factor in
explaining children's anxiety. It can be suggested that cognitive flexibility influences mothers' anxiety
levels and their expression of anxiety, which in turn affects children's anxiety levels. Thus, it can be
considered that mothers' cognitive flexibility is a protective factor not only for themselves but also for
their children. Cognitive flexibility is characterized by an individual's perception of difficult situations
as manageable, their ability to generate alternative solutions, and their success in adapting (Martin &
Rubin, 1995). Having a flexible cognitive structure is thought to have positive effects both on the
mother's life and in her interactions with her child.

The results of the study indicate that mothers' psychological resilience does not significantly affect
children's anxiety levels. Psychological resilience is known to be an important protective factor in
maintaining individuals' mental health (Farber & Rosendahl, 2018; Gheshlagh et al., 2017). Although a
relationship was found between children’'s anxiety and mothers' resilience in this study, the lack of
significant predictive power is also an important finding. Psychological resilience is associated with
individuals' internal and external protective factors and risk factors (Masten, 2001). Therefore, while a
mother's resilience may serve as a protective factor for herself, it may not necessarily reflect on her
child's anxiety. Additionally, resilience may emerge when mothers do not encounter risk factors.



According to Masten and Coatsworth (1998), risk must be at a noticeable level. Moreover, many factors
are important in understanding children's anxiety.

Attachment, marital conflict, co-parenting, family functioning as a whole, sibling relationships,
parenting strategies, and parents' beliefs about their children are other significant variables in
understanding children's anxiety (Bdgels & Brechman-Toussaint, 2006). Furthermore, a study
conducted with children aged 4-6 years has identified behavioral inhibition, negative parental influences,
and parental stress as factors impacting children's anxiety (Pahl et al., 2012). Therefore, the effects of
factors such as maternal parenting style and behaviors, and parenting stress, independent of resilience
or through its indirect effect, need to be further explored. Another significant finding from the research
is the positive and high-level relationship identified between mothers' psychological resilience and
cognitive flexibility. Although psychological resilience is positively related to cognitive flexibility, its
lack of significant impact on anxiety suggests that, despite having common characteristics with cognitive
flexibility, it may differ in certain aspects and be more sensitive to environmental factors. Cognitive
flexibility is related to cognitive processes; however, psychological resilience is more associated with
many internal and external protective factors throughout developmental processes (Jenson & Fraser,
2016; Soysal, 2016). An intermediary role of cognitive flexibility has also been identified in the
relationship between resilience and distress tolerance (Arici-Ozcan et al., 2019). In conclusion, cognitive
flexibility is essential for maintaining and promoting resilience (Shrivastava & Desousa, 2016).
However, it appears that other factors may also play a role. This could relate to the lack of significant
impact on predicting children's anxiety.

In this study, the predictive power of mothers' anxiety, cognitive flexibility, and psychological
resilience on preschool children's anxiety has been investigated. According to the research findings, the
strongest predictor of children's anxiety is mothers' anxiety. Following that, mothers' cognitive
flexibility appears to be significant. Mothers' psychological resilience does not effectively predict the
anxiety levels of children aged 4-6 years. This result provides valuable insights for studies targeting
children in this age group. When conducting preventive intervention studies during early childhood,
assessing mothers' anxiety levels and enhancing their cognitive flexibility can be recommended.

This study has several limitations. First, the data were obtained through convenience sampling. It
should be noted that the sample of the study has a high representation of university graduates and
individuals from a middle socioeconomic background. Second, the anxiety levels of both mothers and
children in this study are based on mothers' self-reports. Possible biases from mothers need to be taken
into account. Children's anxiety was not measured through other means, nor was any interview
conducted. Future studies could benefit from gathering information from fathers and preschool teachers
to obtain data from multiple sources. Third, a cross-sectional research design was used. Therefore,
longitudinal studies are needed to explain variables that predict children's anxiety and relate to mothers.
Finally, this research was conducted on non-clinical anxiety. It seems important to re-examine the
predictive variables of anxiety in a group with clinical anxiety levels.
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Ozet

Cocuklarda goriilen kaygi onlarim fiziksel, ruhsal, akademik basgari, aile iligkileri ve yasam kalitelerini
olumsuz etkileyebilmektedir. Bu arastirmanin amact, 4-6 yas araligindaki ¢ocuklarin kaygi diizeylerinin,
annelerinin kaygi, biligsel esneklik ve psikolojik dayaniklilik diizeyleri tarafindan ne Olgiide
yordandigmi incelemektir. Katilimcilar Tiirkiye’ de 7 anaokulunda egitimine devam eden 438
Ogrencinin annesidir. Veri toplama araci olarak Beck Anksiyete Olgegi, Psikolojik Saglamlik Olgegi ve
Biligsel Esneklik Envanteri kullanilmistir. Cocuklarin kaygilarii degerlendirmek icin annelerin
raporlarma dayanan Gézden Gegirilmis Okul Oncesi Kaygi Olgegi kullamlmustir. istatistiksel analizlerin
sonuglarina gore, ¢cocuklarin kaygilari ile annelerin kaygi diizeyleri arasinda pozitif, orta diizeyde ve
anlaml bir iliski bulunmustur. Ayrica, annelerin bilissel esneklik ve psikolojik dayaniklilik diizeyleri
ile cocuklarin kaygilar1 arasinda negatif ve anlamli iliskiler bulunmustur. Son olarak, hiyerarsik
regresyon analizine goére, ¢cocugun kaygi diizeyinin annenin kaygis1 ve biligsel esnekligi tarafindan %20
oraninda yordandigi sonucuna ulasimistir. Annelerin psikolojik saglamligi c¢ocuklarm kaygisini
yordamamistir. Erken c¢ocukluk donemi Onleyici miidahale calismalari yaparken annelerinin
kaygilarinm degerlendirilmesi, biligsel esneklik diizeylerinin gelistirilmesi 6nerilebilir.

Anahtar Kelimeler: Anne kaygisi, ¢ocuklarin kaygisi, biligsel esneklik, psikolojik dayaniklilik

¥ Bu makale, ilk yazarm ikinci yazarmn danismanliginda 2021 yilinda tamamladigi “Okul Oncesi Donem 4-6
Yas Cocuklarmin Kaygilari ile Annelerinin Kaygi Psikolojik Dayaniklihk ve Biligsel Esneklikleri Arasindaki
Iliskinin Incelenmesi” baslikli yiiksek lisans tezine dayal1 olarak hazirlanmistir.
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GIRIS

Kayg1 bozukluklar1 ¢ocukluklarda ve ergenlerde en sik goriilen ruhsal bozukluklarindan biridir
(Albano ve Kendall, 2002; Kessler vd., 2005). Yasam boyu yayginlik orani %2.5-20 arasinda
degismektedir (Costello vd., 2004; Newman vd., 1996; Rapee vd., 2009). Buna ek olarak 3-17 yas aras1
cocuklarla yiiriitiilen bir bagka ¢alismada %7,1'inde anksiyete, %7,4'linde davranis/davranim sorunlari
ve %3,2'sinde depresyon saptanmis ve her bir bozuklugun yayginligi yas ilerledikge ve ¢ocuk sagligi ya
da ebeveyn/bakici ruhsal/duygusal sagligi kotiilestikce daha yiiksek oldugu bildirilmistir (Ghandour vd.,
2019). Kessler ve digerlerinin (2007) ruhsal bozukluklarmin baglangi¢ yasina iliskin gozden
gecirmelerinde Bazi anksiyete bozukluklar1 (fobiler ve ayrilma anksiyetesi) baslangi¢ yasinin ¢ok erken
yaslar oldugunu vurgulamislardir. Okul 6ncesi ¢ocuklarda anksiyete bozukluklarma iligkin bir
caligmada okul 6ncesi ¢ocuklarda en yaygin anksiyete belirtileri fiziksel yaralanma korkulariyla ilgilidir,
ancak bazi ayrilik ve sosyal anksiyete belirtilerinin de nispeten yaygin oldugu bulunmustur (Spence vd.,
2001). Cocuklukta ve ergenlikte tedavi edilmeyen kayginin kronik olma egiliminde oldugunu
belirtilmektedir (Keller vd., 1992). Kaygi diizeyi yiiksek cocuklarda ve ergenlerde fiziksel saglik, sosyal
islevsellik, akademik basari, aile iligkileri ve genel yasam kalitesi kaygidan olumsuz yonde etkilenebilir
(Woodward ve Fergusson, 2001).

Kaygi bozukluklarinin ortaya ¢ikmasinda ve slrmesinde pek ¢ok bireysel, ailesel ve sosyal faktor
etkili olabilmektedir. Mizag, kisilik Ozellikleri, genetik alt yapi gibi bireysel faktorler gocuklarda
kayginin olusumunu etkileyebilir (Drake ve Ginsburg, 2012). Ebeveynlerden birinin ya da ikisinin
anksiyete gecmisinin olmasi (Beesdo vd., 2009), korumaci ve kayitsiz ebeveynlik tutumu (Eastburg ve
Johnson, 1990; Read vd., 2013) ve akranlarindan olumsuz doniitler alma, bir gruba ait olamama,
akranlar1 tarafindan reddilme (Teachman ve Allen, 2007; Siegel vd., 2009) gibi ailesel ve sosyal
faktorlerin de ¢ocuklarda ve ergenlerde kaygiya sebep oldugu bilinmektedir. Sonug olarak gocukluk
donemi kaygilarindan biyolojik gegisten ¢evresel faktorlere kadar birgok etmen etkili olabilmektedir
(Dougherty vd., 2013).

Cocugun kaygismmi agiklamada ailedeki psikopatolojinin etkisinin incelendigi arastirmalarda
Ebeveynlerin duygusal sikintilari, 6zellikle de annenin yiiksek kaygisi, en tutarli sonuglardan biridir.
Dahasi ¢ocuk anksiyete bozukluklarma yonelik psikolojik tedavilere zayif yanit verilmesinin en tutarlh
belirleyicilerinden biri ebeveyn psikopatolojisinin, Ozellikle de anne psikopatolojisinin varhgidir
(Creswell vd., 2013). Annedeki anksiyete bozuklugu ¢ocuklarda anksiyete bozuklugu varligini anlamli
sekilde yordamustir; babadaki anksiyete bozuklugu ile ¢cocuktaki anksiyete bozuklugu arasindaki iligki
anlaml degildir (McClure vd., 2001). Bir baska calismada ise, her iki ebeveyne ait farkli faktorlerin
cocuklarin kaygi belirtileri {izerinde etkili oldugu saptanmistir. Buna goére annenin siirekli kaygisi diizeyi
ve babanin asirt korumaci tutumu ve asir1 ilgisi cocuklarinin kaygilariyla iligkilidir (Pereira, vd., 2014).
Boylamsal bir ¢alismada, Hudson ve Dodd (2012) 4 yasindaki bir ¢cocukta ebeveynin asirt miidahalesinin
cocuk 9 yasina geldiginde yasadiginin kayginin giiclii bir yordayici oldugunu ortaya koymuslardir.
Benzer bicimde kaygili annelerin ebeveynlik davranmiglari iizerine yapilan bir c¢aligmada kaygili
cocuklarin anneleri, kendi kaygilarindan bagimsiz olarak, cocuklarina karsi daha az sicak davrandiklari
ve daha az 6zerklik tanidiklar1 bulunmustur (Moore vd., 2004).

Bilissel terapiye gore de kaygi yasantilar araciligiyla sekillenmekte ve annenin kaygili davranislari,
kaygili cocuk yetistirme tarzlar1 ve kaygi diizeyleri gocuklarinin kaygi diizeylerine etki etmektedir (Beck
vd.,1988; Clarke ve Kiropoulos, 2021). Kontrol (asir1 katiim/asir1 koruma) ve reddetme
(olumsuzluk/elestiri) ile karakterize edilen ebeveynligin c¢ocuklarda kaygi ile iligkili oldugu
goriilmektedir (Gar ve Hudson, 2008). Islevsiz ebeveynlik tarzlar1 kismen ebeveynin kendi kaygisinin
yansimast olabilir (Hudson ve Rapee, 2001). Kaygili ebeveynin kaygisiyla basa ¢ikma davraniglarinin
ebeveynlik tarzina da etki etme olasilig1 vardir. Nitekim kaygis1 yliksek annelerin ebeveynlik tarzinda
daha kontrolcii olduklar1 ve daha fazla reddetme davramslari sergiledikleri gorilmektedir (Drake ve
Ginsburg, 2012; Gar ve Hudson, 2008; Negreiros vd., 2014). Cocuklarin kaygi diizeyleri,
ebeveynlerinden Ogrendikleri ve onlar1 model almalar ile ilgilidir. Buna goére kaygili ebeveynin
diistinceleri, duygular1 ve davraniglarinin ¢ocuk modelleyebilir. Ayrica ebeveynin ¢ocuguyla iliskisinde
yiiksek diizeyde kaygili davraniglar sergilemesi de cocugun kaygi diizeyinde etkili olabilir (Drake ve
Ginsburg, 2012). Dolayisiyla cocugun kaygismin anlasilimasinda, uygun miidahale ve stratejiler
gelistirilmesinde ve Onleme ¢aligmalar1 yiiriitilmesinde annenin kaygisinin da incelenmesi 6nemli
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goriinmektedir. Kayginin diizeyinde etkili olabilecek bireyin kaygisinin diizeyinde belirleyici olabilecek
bir diger faktor de biligsel esnekliktir. Ciinkii bireyin biligsel olarak esnek olamamasi kaygiyla iligkilidir
(Clarke ve Kiropoulos, 2021) ve yiiksek diizeydeki biligsel esneklik psikolojik iyi olus ile
iligkilendirilmektedir (Johnson 2016)

Biligsel esneklik bireyin cevresel uyaranlara uyum saglamak icin bilissel setlerini degistirme
yetenegidir (Dennis ve Vander Wal, 2010). Biligsel esneklik zor durumlarla basa ¢ikabilecegi algisi,
olaylar kargisinda alternatifler oldugunun farkina varma ve ¢6ziim iiretme yetenegi, uyum saglama ve
esneklik gostermede istekli ve yetkin olmasidir (Martin ve Rubin, 1995). Bilissel esneklige sahip olan
bir birey yeni durum ve kosullarda alternatif ¢oziim segenekleri iiretme ve uygulamada yetkindir. Kaygi
yasayan bireyler kaygi yasadiklar1 durumlara karsi alternatifler gelistirmede, uyum saglamada ve
diislincelerinde daha esnek olabilmede giiclitk ¢cekmektedirler. Nitekim kaygi bozukluguna sahip
kisilerin biligsel esneklik becerilerinin diisiik oldugu ve tedavi siirecine biligsel esnekligin dahil edilmesi
onerilmektedir (Clarke ve Kiropoulos, 2021; Yu vd., 2020).

Annelerin biligsel esnekligi ile cocuklarda goriilen psikolojik problemler arasindaki iliskiyi inceleyen
bir ¢alismada, diisiik ve yiiksek biligsel esneklige sahip annelerin ilkokul ¢agindaki ¢ocuklarinin
depresyon ve anksiyete diizeyleri karsilastirilmistir. Buna gore diisiik bilissel esneklik diizeyine sahip
annelerin gocuklarinda, yiiksek biligsel esneklik diizeyine sahip annelerin ¢ocuklarina gore daha yiiksek
diizeyde depresyon ve sosyal kaygi oldugu saptanmistir (Sepahvand, 2019). Benzer bigimde baska bir
aragtirmada ebeveynlik stilleri ve annelerin biligsel esnekligin kiz 6grencilerin sosyal kaygisini1 6nemli
Olgiide yordadig1 ortaya konmustur (Zibaee Vishkaee & Tizdast, 2021). Sonug olarak bilissel esneklik
durum veya kosullar degistiginde bireyin belirli kosullara uyum saglamasi, bir diisiinceden digerine
gegebilme becerisidir (Stevens, 2009). Bu nedenle annelerin ¢ocuklariyla iligkilerinde yasadiklar
glicliikleri kontrol edebileceklerine dair algilari, alternatif ¢ozlimler liretebilme becerileri cocuklarinin
kaygi diizeyleriyle iliskilidir ve ¢ocuklarin kaygi diizeylerinde annelerin biligsel esnekliklerinin roliiniin
acgiklanmasi 6nemli goriinmektedir. Ruh sagliginin énemli koruyucu faktérlerinden biri olan (Gorska
vd., 2022), kaygi bozukluklariyla (Yap vd., 2023) ve biligsel esneklikle (Nakhostin-Khayyat vd., 2024)

negatif yonde iliski i¢inde olan bir diger kavram psikolojik dayanikliliktir.

Psikolojik dayaniklilik, bireylerin gelisimini ve uyumunu etkileyecek ciddi risk faktérlerine ragmen
iyi sonuglar elde edilebilmesidir (Masten, 2001; Luthar ve Cicchetti, 2000). Psikolojik dayaniklilik,
bireyin iyi olus veya etkili islevsellik gibi i¢sel siirecleriyle ya da ¢evresel kosullariyla ya da her ikisiyle
tanimlanan davranigsal uyumudur (Masten vd., 1990). Psikolojik dayaniklilik kavraminmin
anlagilmasinda bireyin sahip oldugu risk faktorleri, koruyucu faktorleri ve olumlu sonug elde etmesinin
one cikt1g1 goriilmektedir (Masten, 2001). Sosyal ve akademik basar1 gibi olumlu davranislar, yasa ve
gelisim donemine 6zgii beklenen davramslar, mutluluk veya yasam doyumu, istenmeyen davramglarin
olmamasi, psikopatolojinin olmamasi bu kriterlerdir (Masten ve Reed, 2002).

Dayaniklilik ile ruh saghg: iligkisine bakildiginda c¢arpict sonuclar elde edildigi ve ruh sagligi
bozukluklularina kars1 dayamkliligin 6nemli bir koruyucu faktor oldugu goriilmektedir (Farber ve
Rosendahl, 2018; Gheshlagh, vd., 2017; Hu vd., 2015; Goérska vd., 2022). Yapilan bir meta-analiz
calismas1 duygudurum bozuklugu yasayan bireylerin psikolojik dayaniklilik puanlarinin duygudurum
bozuklugu yasamayan bireylere kiyasla daha diisiik oldugunu gostermistir (Imran vd., 2024) Ozellikle
Covid-19 siirecinde depresyon ve anksiyete ile dayaniklilik ters yonde iligkili oldugu da bir bagka meta-
analiz caligmasinda gosterilmistir (Yap vd., 2023). Dolaysiyla dayanikliligin Covid-19 pandemisi gibi
stresli durumlar basta olmak iizere stresli yasam olaylarinda bir bariyer gorevi gordiigii ifade edilebilir.
Buna iliskin bir arastirmada da pandemi doneminde annelerin dayanikliligin iyi olma hallerini yordadigi
saptanmustir (Jones vd., 2022). Benzer bigimde ailelerinin dayanikli olduguna inanan genglerin bireysel
olarak da daha dayanikli olduklar1 ve giivenlik gerilimleri karsisinda daha az kaygi yasadiklarini ortaya
konulmustur (Finklestein vd., 2022). Bir baska c¢alismada ise, annelerin dayanmikliligin kizlarmin
dayanikliligiyla iligkili oldugu ve annenin dayaniklilik diizeyinin yiliksek olmasinin kizlarin depresyon
ve anksiyete diizeyiyle iligkili oldugu saptanmistir (Damani ve Hussain, 2021). Sonug olarak ebeveynin
iyi olmas1 ve ruh sagligi dayamklihigiyla iligkilidir (Gavidia-Payne vd., 2015). Bu nedenle annenin
dayanikliligin ¢ocugun kaygi diizeyini de etkileyebilecegi diistiniilmektedir.
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Literatiire bakildiginda annelerin kaygisinin ¢ocuklarinin kaygisiyla iligkili oldugu goriilmektedir.
Annenin kaygisi arttik¢a ¢cocugun kaygisinin da arttig1 goriilmektedir. Bunun yani sira annenin ruh
sagliginin ¢ocugun kaygi diizeyinde 6nemli bir yordayici oldugu da ortaya konmustur (Cresswell vd.,
2008; Creswell vd., 2013). Kaygi bozukluguna sahip kisilerin biligsel esneklik becerilerinin diisiik
oldugu ve tedavi siirecine biligsel esnekligin dahil edilmesi dnerilmektedir (Yu et vd., 2020). Bireyin
esnek diisiinebilme ve alternatif ¢6ziim iiretme becerisi arttikca kaygisi azalabilir. Biligsel esneklige
yiiksek diizeyde sahip birey zor ve sikintili durumlarda alternatif ¢éziimler tiretebilmesi daha etkili bas
etme yollar1 gelistirmesine ve daha az kaygi hissetmesine katki saglayacaktir. Annenin biligsel esneklik
becerileri yiiksek oldugunda ¢ocuguyla etkilesimde de stresli durumlarda alternatifler gelistirebilmesine
ve farkli bir bakis acis1 gelistirmesine katki saglayarak hem kendi kaygisi hem de ¢ocugunun kaygisi
tizerinde etkili olabilir. Biligsel esneklik gibi 6nemli bir koruyucu faktdr olan dayaniklilik da kayginin
Oniinde bir bariyer gorevi gorebilir. Soyle ki annenin zorlu durumlarda giiclenerek bas edebilmesini
saglayan, risk faktorlerine ragmen olumlu sonuglar elde etmesine katki saglayan dayaniklilik diizeyi
kaygiyla bas edebilmesine yardim edebilir. Ciinkii kaygiyla dayaniklilik arasinda negatif bir iligki
oldugu bilinmektedir (Gorska vd., 2022). Anne zorluklardan giiclenerek bas edebildiginde ¢ocugun
kaygisinin da bu durumdan etkilenmesi s6z konusu olabilir. Arastirmalarda annenin kaygisiyla ¢ocugun
kaygisinin (Pereira, vd., 2014), annenin bilissel esnekligi ile gocugun kaygisinin (Sepahvand, 2019) ve
annenin dayanikliligryla ¢ocugun psikolojik sikintilar1 (Damani ve Hussain, 2021) arasindaki iligkilerin
incelendigi goriilmektedir. Ancak ¢ocugun kaygi diizeyinde annenin kaygi, dayaniklilik ve biligsel
esnekliginin bir arada incelendigi bir ¢alismaya rastlamadik. Ayrica yapilan arastirmalar genellikle
ilkokul c¢ocuklar1 veya ergenlerle yiiriitiilmektedir. Kaygmin erken baslangic yasina sahip bir
psikopatoloji oldugu (Kessler vd., 2007), yas arttik¢a kroniklestigi (Keller vd. 1992), cocugun yasam
kalitesinin olumsuz etkiledigi (Woodward ve Fergusson, 2001) bilinmektedir. Bu nedenle erken
yaslarda (4-6 yas) ¢ocuga sahip annelerle yiiriitiilen bu ¢alismanin sonug¢lar1 degerlidir. Arastirma
sonuclarinin bu yas grubuna sahip ebeveynlere yonelik aile egitimi, rehberlik ve psiko-egitim
calismalari icin bir yol haritas1 sunabilecegi diisiiniilmektedir. Onleme calismalarina katki saglayarak
annelerin ebeveynlik tarzlarina yonelik ¢aligmalara da katki saglayabilecegi ifade edilebilir. Bu nedenle
bu arastirmanin amaci; 4-6 yas ¢ocuklarmn kaygisini anlamada annenin kaygisinin, biligsel esneklik ve
dayaniklilik diizeyi ile iligkisini incelemektir. Bizim hipotezlerimiz (1) 4-6 yas ¢ocuklarinin kaygisiyla
annenin kaygisi iliskidir. (2) 4-6 yas cocuklarinin kaygisiyla annenin biligsel esneklik diizeyi iliskilidir.
(3) 4-6 yas ¢ocuklarinin kaygisiyla annenin dayanikliligi iligkilidir. (4) 4-6 yas ¢ocuklarinin kaygisini
annenin kaygisi, annenin bilissel esnekligi ve dayaniklilig1 yordamaktadir.

YONTEM
Arastirma Modeli

Bu ¢alismada okul 6ncesi 4-6 yas cocuklarinin kaygilari ile annelerinin kaygi, psikolojik dayaniklilik
ve biligsel esneklikleri arasindaki iliskiyi incelemek amaciyla iligkisel tarama modeli kullanilmugtir.
Arastirmanin bagimli degiskeni ¢ocuklarin kaygisidir. Arastirmanin bagimsiz degiskenleri ise;
annelerinin kaygi, psikolojik dayaniklilik ve bilissel esneklik diizeyleridir.

Katihhmeilar

Bu arastirma, Gaziantep’te 55 bagimsiz anaokulundan uygun 6rnekleme yontemi ile belirlenen 7
anaokulunda yiiriitiilmiistiir. Arastirmanin ¢aligma grubu bu okullarda egitim ve 6gretime devam eden
4-6 yas Ogrencilerinin annelerinden olusmaktadir. Arastirma kapsaminda 438 katilimciya ulagilmigtir.
Arastirmada katilimci sayisinin belirlenmesi i¢in arastirma 6ncesi giic analizi yapilmamigtir. Ancak
arastirma sonrasinda G*Power post-hoc gii¢ analizinden faydalanilmistir. Buna gore, ii¢ yordayici
degisken, .05 anlamlilik ve 1-B .95 diizeyinde Analiz sonucunda 119 katilimci bulunmasi gerektigi
saptanmistir.

Katilimcilarin demografi ozellikleri incelendiginde, biiyiik cogunlugunu evli oldugu (n = 413,
%94.3), kadinlarin yas araliginin 31-35 yas (n = 161, %36.8) ile 36-40 yas araliginda (n = 125, %28.5)
oldugu saptanmustir. Egitim durumuna gore en ¢cok (n =243, %55.5) lisans, daha sonra (n = 108, %24.7)
lise ve (n=46, %10.5) yiiksek lisans mezunu kadin bulunmaktadir. Sosyoekonomik duruma gére en ¢ok
(n = 127, % 66.5) orta, daha sonra (n = 60, %31.4) yiksek sosyok-ckonomik diizeye sahip oldugu
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goriilmektedir. Cocuk sayismin en ¢ok iki (n = 207, % 47.3), daha sonra bir (n = 111, %25.3) ¢ocuk
oldugu saptanmistir. Katilimcilarin yarisina yakininin anaokuluna devam eden gocuklarmin ilk
cocuklari oldugu (n= 224, % 43.5) bundan sonraki ise agirlikli olarak ikinci gocuklari (n = 143, %32.6)
oldugu bildirilmistir.

Veri Toplama Araclar

Yeniden Diizenlenen Okul Oncesi Kayg1 Olgegi: Spence vd. (2001) tarafindan okul 6ncesi 3-6
yas cocuklarmin kaygi diizeylerini belirmek iizere gelistirilen 6lcek Edwards vd. (2010) tarafindan
tekrar gozden gegirilerek revize edilmistir. “Cocugum baska insanlara rezil olacagi bir seyi yapmaktan
korkuyor.”, “Cocugum, onu bir yerde biraktigimda (6rnegin yuva/ okul veya bakici) sinirleniyor.”,
“Cocugum yeni insanlarin yaninda utangag ve sessiz oluyor.” gibi maddeler icermektedir. 3-5 arasindaki
cocuklar icin gelistirilen Yeniden Diizenlenen Okul Oncesi Kaygi Olgegi, Giiler ( 2016) tarafindan 48-
72 aylik ¢ocuklar icin Tiirk¢e’ ye uyarlanarak gecerlik ve giivenirlik calismalar1 yapilmustir. Olgek,
¢ocuklarin anne babalar1 tarafindan doldurulmaktadir. 30 madde ve 4 alt boyuttan olusan dlgek 5’ li
likert tipi bir dlgektir. Olgek, genellenmis kaygi, sosyal kaygi, ayrilik kaygisi, belirgin korkular olmak
lizere dort alt boyuttan olusmaktadir. Yiiksek puan yiiksek kaygiya isaret etmektedir. Olgegin Cronbach
Alfa i¢ tutarlik katsayisi o = 0.90 ve Test-Tekrar-Test glivenirligi Pearson korelasyon katsayisi r= 0.53
olarak bulunmustur. Arastirma kapsaminda 6l¢egin giivenirlik katsayisi 0.94 olarak bulunmustur.

Beck Anksiyete Olcegi: Beck vd. (1988) tarafindan gelistirilen Beck Anksiyete Olgegi (BAO)’ nin
Tiirkce gegerlik ve giivenirlik ¢alismalar1 Ulusoy vd. (1998) tarafindan yapilmustir. Olgek 21 madde ve
anksiyete ve somatik belirtiler olmak iizere iki alt boyuttan olusmaktadir. Olgekte insanlarin kaygili veya
endiselim olduklarinda yasadiklar1 belirtileri derecelendirmeleri istenmektedir. “Bedeninizin herhangi
bir yerinde uyusma veya karincalanma”, “Kontrolii kaybetme korkusu”, “Yiziin kizarmasi” gibi
maddeleri igermektedir. Olgegin Tiirk¢e formunun giivenirligi Cronbach Alfa i¢ tutarlilik katsayist o=
0.93, madde toplam korelasyon katsayisi ise r= 0.46-0.72 arasinda degismektedir. Olgegin Test-Tekrar-
Test Pearson Korelasyon katsayisi r= 0.57 olarak bulunmustur. Arastirma kapsaminda &lgegin
giivenirlik katsayist 0.93 olarak bulunmustur.

Psikolojik Dayamklihk Olcegi: Psikolojik Dayamklilik Olgegi, Isik (2016) tarafindan gelistirilip,
gecerlik ve giivenirlik ¢aligmalar1 yapilmistir. Kendini adama, kontrol ve meydan okuma olmak tizere
iic alt boyut 21 maddeden olusmaktadir. “Hayatin benim i¢in monotonlasmaya basladigin
hissediyorum.”, “Kaderimi degistirebilecegime inanirim.”, “Yarin bana ne olacagi bugiin yaptiklarima
baghdir.” gibi maddeleri icermektedir. Olgegin Cronbach Alpha giivenirlik katsayis1 o= 0 .76 iken, her
bir alt boyut icin Cronbach alpha giivenirlik katsayilar1 = 0.62 ile 0.74 arasindadir. Arastirmada
kapsaminda ol¢egin giivenirlik katsayisi 0.89 olarak bulunmustur.

Bilissel Esneklik Envarteri: Dennis ve Vander Wal (2010) tarafindan gelistirilen Bilissel Esneklik
Envarterinin Tiirk¢e’ ye uyarlama ve gecerlik, giivenirlik calismalar1 Giiliim ve Dag (2012) tarafindan
gerceklestirilmistir. Olgcek 20 madde ve kontrol ve alternatifler olmak iizere iki alt boyuttan
olusmaktadir. Olgek 5’ li lkert tipi bir 6lgektir. “Zor durumlarla karsilastigimda karar vermekte giigliik
cekerim.”, “Zor durumlarda nasil davranacagima karar vermeden Once birgok secenegi dikkate alirim.”,
“Zor durumlarla karsilastigimda birden ¢ok ¢oziim yolu bulabilirim.” gibi maddeler icermektedir.
Olgegin tiimii, kontrol ve alternatifler alt dlgeklerinin i¢ tutarlilik katsayilar1 sirastyla 0.90, 0.85 ve 0.89’
dur. Ayrica BEE ve alt 6lgeklerinin Test-Tekrar-Test korelasyonu katsayilar1 r= 0.22-0.81 arasinda
degismektedir. Arastirma kapsaminda dlgegin giivenirlik katsayis1 0.91 olarak bulunmustur.

Verilerin Toplanmasi

Veri toplama siireci 2020-2021 Egitim-Ogretim yilinin 2. Déneminde Nisan ve Mayis aylarinda
gerceklestirilmistir. Olgekler uygulanmadan énce Milli Egitim Bakanlig1 ve Gaziantep Universitesi
Sosyal Bilimler Etik Kurulu’ ndan gerekli izinler alinmistir. Arastirmanin veri toplama siireci i¢cin Milli
Egitim Bakanlig1i’ dan gerekli izinler almmarak anaokullar1 ziyaret edilerek olgekler ulastirilmis ayni
zamanda elden ulastirilamayan katilimcilar i¢in ¢evrim igi olarak da dlgekler paylasilmig ve sonrasinda
veriler birlestirilerek veri toplama siireci gerceklestirilmistir. Aragtirmada tiim katilimcilara aragtirma
hakkinda bilgi verilmis ve bilgilendirilmis onam formu alinmustir.
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Verilerin Analizi

Arastirma kapsaminda arastirma sorularina yanit vermek amaciyla hangi istatistiksel tekniklerin
yapilacagina karar vermek amaciyla oncelikle kayip degerler ve u¢ degerler incelenmistir. Veri setinde
kayip degerler oldugu goriilmiistiir. Kayip verilere ortalama deger atamasi yapilmistir. Ug deger
incelemesi yapilmistir. Tek degiskenli uc degerler igin 6lgeklere ve alt boyutlarina ait puanlar Z standart
puanina ¢evrilmis ve -3 ile +3 aralig1 diginda kalan degerler veri setinden ¢ikarilmistir. Cok degiskenli
uc degerler icin Mahanalobis puani hesaplanmis ve degeri 0.01°den kiiglik degerler veri setinden
cikartilmistir. Ug degerler temizlendikten sonra 463 kisiden olusan veri setindeki 25 kisiye ait veri, veri
setinden ¢ikarilmig ve 438 kisiye ait veri ile analizlere devam edilmistir. Degiskenler arasinda ¢oklu
baglantililik olup olmadigini saptamak igin tolerans ve VIF degerleri incelenmistir. Ayrica regresyon
analizi sonucunda elde edilen Durbin-Watson katsayist 1.89 olarak bulunmustur. Bu deger 2’ye yakin
bir degerdir ve otokorelasyon riskinin olmadigi ifade edilebilir (Field, 2013). Elde edilen sonuglar Tablo
1’de sunulmustur.

Tablo 1 Coklu baglantililik testi sonuglari

Degisken Tolerans VIF Cl
Anne Kaygisi .822 1.216 6.225
Anne Psikolojik 551 1.816 21.309
Dayaniklilig
Anne Biligsel Esnekligi .558 1.793 23.686

Tablo 1 incelendiginde, tolerans degerinin .20’den daha biiyiik, VIF degerinin 10’dan diisiik ve CI
degerinin 30’dan kii¢iik oldugu goriilmektedir. VIF degerinin ise 10’dan diisiik olmas1 kabul edilebilir
degerlerdir (Field, 2013). Bu sonuglardan yola ¢ikilarak ¢oklu baglantililik sorunu olmadig: ifade
edilebilir.

Model test edilmeden once, veri dagilimmi degerlendirmek igin 6n analizler yapilmistir. Modelde
gozlemlenen degiskenlerin garpiklik degerleri-.27 ile .44 arasinda degisirken, basiklik degerleri -.66 ile
.78 arasinda degismektedir. Tabachnick ve digerlerine (2013) gore garpiklik ve basiklik katsayilarinin -
1.5 ile +1.5 arasinda olmasi verilerin normal dagilimimi gostermektedir. Sonug olarak, normal
dagilimdan herhangi bir sapma olmadig1 sdylenebilir. Veri analizi i¢in, tanimlayici istatistikler,
carpiklik ve basikligin ardindan degiskenler arasindaki iliskileri test etmek icin Pearson Korelasyon
Katsayis1 ve Hiyerarsik Dogrusal Regresyon analizi kullanilmistir. Verilerin analizinde SPSS 25’ ten
yararlanilmustir.

BULGULAR

Degiskenler Arasindaki Korelasyonlar

Cocuklarin kaygisi, annelerin kaygilari, annelerin biligsel esnekligi ve psikolojik dayanikliligin
iceren degiskenler icin korelasyon katsayilari, ortalama puanlar ve standart sapmalar Tablo 2'de
sunulmustur.
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Tablo 2. Degiskenlerle ilgili ortalama, standart sapma ve korelasyonlar

Degisken M SD 1 2 3
1. Cocugun kaygis1  57.12 19.17

2. Annenin kaygis1  30.73 9.91 A41%*

3-Annenin 79.17 1160 -20%*  -39%*
dayaniklilg:

4.Annenin bilissel 76 g 1221 -32%%  -38%% 65+
esnekligi
** < 01

Tablo 2°de goriildiigii gibi ¢ocuklarin kaygi diizeyleri ile annelerinin kayg: diizeyleri arasinda orta
diizeyde, pozitif ve anlamli bir iligki vardir (r= .41, p < .01). Annelerin kayg1 diizeyleri ile psikolojik
dayaniklilik diizeyleri arasinda olumsuz, orta diizeyde ve anlamli iliski bulunmaktadir (r =-.39, p <.01).
Annelerin kaygi diizeyleri ile biligsel esneklik diizeyleri arasinda ise, arasinda olumsuz, orta diizeyde ve
anlamli bir iligki bulunmaktadir (r=-.38, p <.01). Son olarak annelerin psikolojik dayaniklilik diizeyleri
ile bilissel esneklik diizeyleri arasinda orta diizeyde, olumlu ve anlamli bir iliski bulunmaktadir (r = .65,
p <.01).

Regresyon Analizi

Annelerin kaygi diizeyleri, biligsel esneklik ve dayamkliliklarinin ¢ocuklarin kaygi diizeyleri
Uzerindeki yordayici rolii hiyerarsik regresyon analizi kullanilarak incelenmistir. Analiz sonuglar1 Tablo
3'te sunulmustur.

Table 3. Okul 6ncesi ¢ocuklarin kaygi diizeylerinnin yordanmasina ait regresyon sonuglari

" Standart s Kismi
Degisken B Hata B T p Ikili r R

Sabit 53.154 8.402 6.326 .000 - -
Anne Kaygisi 704 .094 .354 7.504 .000 410 .339
Ame  Bilissel —_44g 002 253 4411 000 -320 189
Esnekligi
Anne
Psikolojik 171 .098 101 1.749 .081 -.202 .084
Dayaniklilig1

R=.453, R2=.06, F (3 434)=37.423, p=.000

Tablo 3’te okul dncesi ¢ocuklarinin kaygi diizeylerinin yordanmasinda annelerin kaygilari, annelerin
biligsel esneklikleri ve psikolojik dayanikliliklarinin rolii incelenmis ve hiyerarsik regresyon analizleri
sunulmustur. Bulgular regresyon modelinin istatistiksel olarak anlamli oldupunu gostermektedir (F =
37.42, p <.001) gostermistir. Annelerin kaygilari, bilissel esneklikleri ve psikolojik dayanikliliklar1 okul
oncesi cocuklariin kaygilarma iliskin toplam varyansm % 20’sini agiklamaktadir. Regresyon
katsayilarmin anlamlilifina iliskin t-testi sonuglar1 incelendiginde ise, annelerin kaygilar1 ve bilissel
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esneklik diizeylerinin ¢ocuklarin kaygilar1 tzerinde anlamli birer yordayict oldugu goriilmektedir.
Annelerin psikolojik dayanikliliginin ise ¢ocuklarin kaygilar1 iizerinde anlamli bir yordayici olmadig:
saptanmustir.

TARTISMA

Bu caligmanin temel amaci, 4-6 yas ¢ocuklarmin kaygilarinin anlagilmasinda annenin kaygisi,
biligsel esneklik ve psikolojik dayanikliligin roliinii incelemektir. Bulgularimz, okul 6ncesi 4-6 yas
cocuklarmin kaygilar1 ile annelerinin kaygilar1 arasinda pozitif bir iligki oldugunu gosteren mevcut
aragtirmalarla uyumludur (Muris ve Merckelbach, 1998; Stone vd., 2015). Annenin kaygis1 arttikga
cocugun kaygist da artmaktadir. Benzer bicimde kaygi bozuklugu goriilen ¢ocuklarin annelerinin de
yiiksek diizeyde kaygya sahip olduklar1 bilinmektedir (Beck vd., 1988; Clarke ve Kiropoulos, 2021;
Morris ve March, 2004). Biligsel terapiye gore de kaygi yasantilar araciligiyla sekillenmekte ve annenin
kaygili davramslari, kaygili ¢ocuk yetistirme tarzlari ve kaygi diizeyleri ¢ocuklarinin kaygi diizeylerine
etki etmektedir (Beck vd., 1988; Clarke ve Kiropoulos, 2021). Bu perspektifle degerlendirildiginde
kaygimin 6grenilmis bir davranis oldugu ifade edilebilir. Buna ek olarak biligsel terapiler, kaygi
bozukluklar1 ve diger birgok ruhsal sorunun temellerinin erken ¢ocukluk yillarinda ortaya ¢ikan ve
olusan semalar ve temel inanglarla iliskili oldugunu ve bu semalarla ve inanglarla agiklanabilecegini
ifade etmektedir (Beck, 2018).

Calismamiz cocuklarin kaygi diizeyleri ile annelerin dayaniklilik diizeyleri arasinda negatif bir
korelasyon oldugunu ortaya koymustur. Bir baska deyisle annelerin psikolojik dayaniklilik diizeyleri
arttikca kaygi diizeyleri diismektedir. Bu sonug da ilgili literatiirle uyumludur (Damani ve Hussain,
2021; Finklestein vd., 2022; Gavidia-Payne vd., 2015). Psikolojik dayaniklilik bireyin gelisimini ve
uyumunu etkileyecek ciddi risklere ragmen olumlu sonuglar elde etmesidir (Masten, 2001; Masten ve
Gewirtz, 2006). Dolayisiyla psikolojik dayanikliligin ruh sagligi i¢in koruyucu bir gérevi olduguna
iliskin alanyazinla ortiismektedir.

Bir baska bulgu olarak, ¢ocuklarin kaygi diizeyleri ile annelerin biligsel esneklik diizeyleri arasinda
negatif, orta diizeyde ve anlamli bir iliski bulunmustur. Biligsel esneklik, biligsel yap1 ve semalarla
iligkili ve bilissel siiregler tarafindan sekillenen bir o6zelliktir (Ionescu, 2012). Biligsel esneklik,
bireylerin alternatiflerin farkinda olmasi, yeni durumlara uyum saglamasi ve durumlarda kendini yeterli
ve yetkin hissetmesidir (Martin ve Rubin, 1995). Birey yeni durumlarla karsi karsiya kaldiginda kaygi
diizeyi artabilir ve uyum saglamakta giicliik ¢ekebilir. Birey uyum saglamakta zorlandiginda da kaygisi
artabilir. Bu nedenle bireyin yeni durumlara adapte olma siirecinin yani biligsel esnekligin kaygi
diizeyini belirleyen 6nemli bir degisken oldugu ifade edilebilir.

Arastirmamizda son hipotez olarak, annelerin kaygilarinin, psikolojik dayaniklilik ve bilissel
esnekliklerinini ¢ocuklarin kaygilarini yordadig: saptanmistir. Annelerin kaygi, psikolojik dayaniklilik
ve biligsel esneklik diizeyleri ¢ocuklarin kaygi varyansinin %20’ sini agiklamaktadir. Buna gore annenin
kaygi diizeyi cocugun kaygisin1 yordamada en 6énemli degiskendir. Bunun yani sira annenin bilissel
esnekligi anlamli yordayicilarken, annenin psikolojik dayanikliligin anlamli bir yordayici olmadigi
ortaya konmustur. Annenin kaygi diizeyinin ¢ocugun kaygi diizeyinde 6nemli bir yordayici oldugu daha
onceki arastirmalarda da ortaya konmustur (Creswell vd., 2013). Dolayisiyla anne kaygisi ile ¢cocuk
kaygisinin iligkisi alanyazinla ortiismektedir. Buna ek olarak bu ¢alismanin alana katki saglayan yonii
annenin kaygisinin yani sira psikolojik dayamiklilik ve biligsel esnekligini de 4-6 yas cocuklarin
kaygisindaki roliinii bir arada incelemesidir. Bildigimiz kadariyla daha d6nceki calismalarda anneye
iliskin bu ti¢ faktor bir arada ele alinmamustir.

Cocuklarin sahip olduklar1 kaygi sadece ¢ocuk ile ilgili degiskenlerle iliskili degildir. Annenin de
etkili oldugu ailesel siireclerle kaygi cocuga aktarilmaktadir (Majdandzi¢ vd., 2014). Bu bulgular
1s181nda annenin kaygisinin ¢ocuga sirayet ettigi ve ¢ocuklarin ortaya koyduklar1 kaygi davraniglarmin
her zaman ¢ocuklara ait olmadigi ve bazi durumlarda annenin kaygisini ¢ocuga yansittigin1 ve bu
durumunda ¢ocugun kaygisini yiikselttigi ifade edilebilir (Nazlioglu, 2019).

Cocugun kaygisint agiklamada etki eden ve yordayici nitelige sahip bir degisken ise biligsel
esnekliktir. Annenin biligsel esnekligi ile cocugun kaygisi arasinda bir iliski oldugu Onceki
arastirmalarda bulunmustur (Sepahvand, 2019; Zibaee Vishkaee ve Tizdast, 2021). Biligsel anlamda
esnek digiinebilmek, basta kaygi bozukluklari olmak iizere bireyler igin bircok ruhsal problem
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karsisinda koruyucu bir nitelige sahiptir (Beck, 2018; Clark ve Beck, 2010; Ginsburg vd., 2018). Bilissel
esnekligin kaygiy1 anlamadan oldukca 6nemli oldugu diisiiniilmektedir. Bu ¢alismada ise farkli olarak
cocugun kaygisini agiklamada 6nemli bir faktor oldugu goriilmektedir. Biligsel esnekligin annelerin
kaygi diizeylerine ve kaygiy1 ifade edis bi¢cimlerine etki edebilecegi ve bu durumunda ¢ocuklarin kaygi
seviyelerini etkileyebilecegi sdylenebilir. Dolayisiyla annenin biligsel esnekliginin sadece kendisi i¢in
degil, cocugu i¢in de koruyucu bir faktor oldugu diistiniilebilir. Biligsel esneklik, bireyin zor durumlari
kontrol edilebilir olarak algiladigi, alternatif ¢6ziim segenekleri tiretebildigi ve uyum saglayabilmede
basarili oldugu bilinmektedir (Martin ve Rubin, 1995). Annenin esnek bir biligsel yapiya sahip olmasinin
hem kendi yasami hem de ¢ocuguyla etkilesiminde olumlu etkileri oldugu diisiliniilebilir.

Arastirma sonucunda annelerin psikolojik dayanikliligin ¢ocuklarin kaygilarimi yordamada anlamli
bir etkiye sahip olmadig1 goriilmektedir. Psikolojik dayanikliligin bireyin ruh sagligini korumada 6nemli
bir koruyucu faktor oldugu bilinmektedir (Farber ve Rosendahl, 2018; Gheshlagh, vd., 2017). Her ne
kadar, bu aragtirmada da c¢ocugun kaygisiyla annenin dayanikliligi arasinda bir iligki bulunsa da,
yordama giiciiniin anlamli olmamasi da énemli bir sonugtur. Psikolojik dayaniklilik bireyin igsel ve
digsal koruyucu faktorleri ve risk faktorleriyle iligkilidir (Masten, 2001). Dolayisiyla annenin
dayanikliligi belki bireysel igin kendisi i¢in bir koruyucu faktérken bunun c¢ocugun kaygisina
yansimadigi diisiiniilebilir. Ayrica annelerin risk faktorleriyle karsilasmamasi durumunda dayaniklilik
acgiga ¢ikmaktadir. Ciinkii Masten ve Coatsworth’a (1998), gore risk fark edilebilir diizeyde olmalidir.
Buna ek olarak ¢ocugun anksiyetesini anlamada bir¢ok faktér onemlidir.

Baglanma, evlilik ¢catismasi, birlikte ebeveynlik, ailenin bir biitiin olarak isleyisi ve kardes iliskileri,
ebeveyn yetistirme stratejileri ve ebeveynlerin ¢ocuklar1 hakkinda sahip olduklar1 inanglar gocugun
kaygisini anlamada diger 6nemli degiskenlerdir (Bogels ve Brechman-Toussaint, 2006). Ayrica 4-6 yas
cocuklartyla yapilan bir arastirmada ¢ocugun anksiyetesinde davranigsal engelleme, ebeveyn olumsuz
etkisi, ebeveyn stresinin etkisi ortaya konmustur (Pahl vd, 2012). Dolaysiyla annenin ebenvenylik sitili
ve davranislari, ebeveynlik stresi gibi faktorlerin de dayamikliliktan bagimsiz olarak ya da dayanikliligin
dolayli etkisiyle etkisinin arastirilmasina ihtiya¢ vardir. Aragtirma sonuglarindan 6nemli bir diger bulgu
annelerin psikolojik dayamkliliklartyla bilissel esneklikleri arasinda pozitif ve yiiksek diizeyde iliski
saptanmustir. Psikolojik dayanikliligin bilissel esneklik ile olumlu yonde bir iliskiye sahip olmasina
ragmen kaygiy1 anlamli bir sekilde yordamamasi biligsel esneklik degiskeniyle ortak 6zelliklere sahip
olmasma ragmen bazi nitelikler agisindan farklilastigim ve gevresel etmenlere karsi daha duyarl
olabilecegini diisiindiirmektedir. Biligssel esneklik biligsel siireclerle ilgilidir, fakat psikolojik
dayaniklilik daha ¢ok gelisimsel siire¢ igerisinde icsel ve digsal koruyucu faktérlerin bir¢oguyla
iligkilidir (Jenson ve Fraser, 2016; Soysal, 2016). Dayaniklilikla distress tolerans arasindaki iliskide
bilissel esnekligin araci rolii de saptanmustir (Arici-Ozcan vd., 2019). Sonug olarak dayaniklilig1 koruma
ve siirdiirmede bilissel esneklik énemlidir (Shrivastava ve Desousa, 2016). Ancak baska faktorlerin de
etkili olabilecegi goriilmektedir. Bu da cocuklarin kaygisini yordamada anlamli bir etkiye sahip
olmamasiyla iligkili bir neden olabilir.

Bu arastirmada 4-6 yas cocuklarin kaygilarini yordamada annelerinin kaygilari, bilissel esneklik ve
psikolojik dayanikliliklarmin yordama giicii incelenmistir. Arastirma sonuglarina gore, ¢ocuklarinin
kaygilarin1 yordamada en gii¢lii yordayici annelerin kaygilaridir. Bundan sonra ise, annelerinin biligsel
esneklikleri 6nemli goriinmektedir. Annelerin psikolojik dayanikliliklar1 ise 4-6 yas cocuklarinin
kaygilarin1 yordamada etkili degildir. Bu sonug 4-6 yas ¢ocuklarina yonelik yiiriitiilecek ¢aligmalar igin
degerli bilgiler sunmaktadir. Erken c¢ocukluk donemi oOnleyici miidahale calismalar1 yaparken
annelerinin kaygilarmin degerlendirilmesi, bilissel esneklik diizeylerinin gelistirilmesi dnerilebilir.

Bu arastirmanin asagida verilen sinirliliklar1 bulunmaktadir. ilk olarak bu arastirmada veriler kolay
ornekleme yoluyla elde edilmistir. Arastirmanin o6rnekleminde {iniversite mezunlarinin ve orta
ekonomik diizeye sahip bireylerin temsil giiciiniin yiiksek oldugu ifade edilmelidir. ikinci olarak, bu
arastrmada hem annelerin hem g¢ocuklarin kaygi diizeyleri annelerin 6zbildirimine dayanmaktadir.
Annelerin olast Onyargilarimin géz Oniinde bulundurulmasi gerekir. Cocuklarin kaygilarin1 baska
yollarla 6l¢iilmemistir, herhangi bir gériisme yapilmamustir. Gelecekteki arastirmalarda ¢cok kaynaktan
bilgi almak adma babalar ve okul dncesi 6gretmenlerinden de bilgi almak etkili olabilir. Dordiincii
olarak kesitsel bir arastirma modeli kullanilmistir. Dolayisiyla ¢ocuklarin kaygisini yordayan ve anneye
iligkin degiskenleri aciklayan boylamsal ¢aligmalara ihtiya¢ vardir. Son olarak bu arastirma klinik
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olmayan kaygi iizerinden yiiritiilmiistir. Klinik kaygi diizeyine sahip grupta kaygiy1 yordayan
degiskenlerin tekrar ele alinmasi 6nemli goriinmektedir.

KAYNAKCA

Albano, A. M., & Kendall, P. C. (2002). Cognitive behavioural therapy for children and adolescents
with anxiety disorders: Clinical research advances. International Review of Psychiatry, 14(2),
129-134. https://doi.org/10.1080/09540260220132644

Arici-Ozcan, N., Cekici, F., & Arslan, R. (2019). The relationship between resilience and
distress tolerance in college students: The mediator role of cognitive flexibility and
difficulties in emotion regulation. International Journal of Educational Methodology,
5(4), 525-533. https://doi.org/10.12973/ijem.5.4.525

Beck, A. T., Epstein, N., Brown, G., & Steer, R. A. (1988). An inventory for measuring clinical
anxiety: Psychometric properties. Journal of Consulting and Clinical Psychology, 56(6),
893-897. https://doi.org/10.1037/0022-006X.56.6.893

Beck, J. S. (2018). Bilissel davranis¢i terapi: Temelleri ve 6tesi (M. Sahin & 1. Tar1 Comert,
Trans.). Nobel Akademi Yaymcilik.

Beesdo, K., Knappe, S., & Pine, D. S. (2009). Anxiety and anxiety disorders in children and adolescents:
developmental issues and implications for DSM-V. Psychiatric Clinics, 32(3), 483-524.
https://doi.org/10.1016/j.psc.2009.06.002

Bogels, S. M., & Brechman-Toussaint, M. L. (2006). Family issues in child anxiety:
Attachment, family functioning, parental rearing and beliefs. Clinical psychology
review, 26(7), 834-856. https://doi.org/10.1016/j.cpr.2005.08.001

Clarke, E., & Kiropoulos, L. A. (2021). Mediating the relationship between neuroticism and
depressive, anxiety and eating disorder symptoms: The role of intolerance of uncertainty
and cognitive flexibility. Journal of Affective Disorders Reports, 4, 100101.
https://doi.org/10.1016/j.jadr.2021.100101

Costello, E. J., Egger, H. L. & Angold, A. (2004). Developmental epidemiology of anxiety disorders.
T. H. Ollendick ve J. S. March (Ed.), Phobic and anxiety disorders in children and adolescents:
A clinician’s guide to effective psychosocial and pharmacological interventions iginde (p.61-
91). Oxford University Press.

Creswell, C., Apetroaia, A., Murray, L., & Cooper, P. (2013). Cognitive, affective, and behavioral
characteristics of mothers with anxiety disorders in the context of child anxiety
disorder. Journal of abnormal psychology, 122(1), 26. https://doi.org/10.1037/a0029516

Creswell, C., Willetts, L., Murray, L., Singhal, M., & Cooper, P. (2008). Treatment of child anxiety: An
exploratory study of the role of maternal anxiety and behaviours in treatment outcome. Clinical
Psychology & Psychotherapy: An International Journal of Theory & Practice, 15(1), 38-44.
https://doi.org/10.1002/cpp.559

Damani, Z., & Hussain, S. (2021). Role of mothers' resilience in the development of resilience and
prevention of depression and anxiety in daughters. Annals of Psychophysiology, 8(2), 71-75.
https://doi.org/10.29052/2412-3188.v8.i2.2021.71-75

Dennis, J. P., & Vander Wal, J. S. (2010). The Cognitive Flexibility Inventory: Instrument
development and estimates of reliability and validity. Cognitive Therapy and Research,
34(3), 241-253. https://doi.org/10.1007/s10608-009-9276-4

Dougherty, L. R., Tolep, M. R., Bufferd, S. J., Olino, T. M., Dyson, M., Traditi, J., ... & Klein, D. N.
(2013). Preschool anxiety disorders: Comprehensive assessment of clinical, demographic,
temperamental, familial, and life stress correlates. Journal of Clinical Child & Adolescent
Psychology, 42(5), 577-589. https://doi.org/10.1080/15374416.2012.759225



https://doi.org/10.1080/09540260220132644
https://doi.org/10.12973/ijem.5.4.525
https://doi.org/10.1037/0022-006X.56.6.893
https://doi.org/10.1016/j.psc.2009.06.002
https://doi.org/10.1016/j.cpr.2005.08.001
https://doi.org/10.1037/a0029516
https://doi.org/10.1002/cpp.559
https://doi.org/10.29052/2412-3188.v8.i2.2021.71-75
https://doi.org/10.1007/s10608-009-9276-4
https://doi.org/10.1080/15374416.2012.759225

25

Drake, K. L., & Ginsburg, G. S. (2012). Family factors in the development, treatment, and prevention
of childhood anxiety disorders. Clinical Child and Family Psychology Review, 15, 144-162.
https://doi.org/10.1007/s10567-011-0109-0

Eastburg, M., & Johnson, W. B. (1990). Shyness and perceptions of parental behavior. Psychological

Reports, 66(3), 915-921. https://doi.org/10.2466/pr0.1990.66.3.915

Edwards, S. L., Rapee, R. M., Kennedy, S. J., & Spence, S. H. (2010). The assessment of
anxiety symptoms in preschool-aged children: The revised preschool anxiety scale.
Journal of Clinical Child & Adolescent Psychology, 39(3), 400-409.
https://doi.org/10.1080/15374411003691701

Farber, F., & Rosendahl, J. (2018). The association between resilience and mental health in the
somatically ill: a systematic review and meta-analysis. Deutsches Arzteblatt International,
115(38), 621. https://doi.org/10.3238/arztebl.2018.0621

Field, A. (2013). Discovering statistics using IBM SPSS Statistics. Sage Publications

Finklestein, M., Pagorek-Eshel, S., & Laufer, A. (2022). Adolescents’ individual resilience and its
association with security threats, anxiety and family resilience. Journal of Family Studies, 28(3),
1023-1039. https://doi.org/10.1080/13229400.2020.1778504

Gar, N. S., & Hudson, J. L. (2008). An examination of the interactions between mothers and children
with  anxiety  disorders. Behaviour  research and therapy, 46(12), 1266-1274.
https://doi.org/10.1016/j.brat.2008.08.006

Gavidia-Payne, S., Denny, B., Davis, K., Francis, A., & Jackson, M. (2015). Parental resilience: A
neglected construct in resilience research. Clinical psychologist, 19(3), 111-121.
https://doi.org/10.1111/cp.12053

Ghandour, R. M., Sherman, L. J., Vladutiu, C. J., Ali, M. M., Lynch, S. E., Bitsko, R. H., & Blumberg,
S. J. (2019). Prevalence and treatment of depression, anxiety, and conduct problems in US
children. The Journal of pediatrics, 206, 256-267. https://doi.org/10.1016/].jpeds.2018.09.021

Gheshlagh, R. G., Sayehmiri, K., Ebadi, A., Dalvandi, A., Dalvand, S., Maddah, S. B., & Tabrizi, K. N.
(2017). The relationship between mental health and resilience: a systematic review and meta-
analysis. Iranian Red Crescent Medical Journal, 19(6), 8. https://doi.org/10.5812/ircm]j.13537.

Ginsburg, G. S., Becker Haimes, E. M., Keeton, C., Kendall, P. C., lyengar, S., Sakolsky, D.,
Albano, A. M., Peris, T., Compton, S. N., & Piacentini, J. (2018). Results from the
child/adolescent anxiety multimodal extended long-term study (CAMELS): Primary
anxiety outcomes. Journal of the American Academy of Child & Adolescent Psychiatry,
57(7), 471-480. https://doi.org/10.1016/j.jaac.2018.03.017

Gorska, S., Singh Ray, A., Whitehall, L., Irvine Fitzpatrick, L., Duffy, N., & Forsyth, K. (2022). A
systematic review and correlational meta-analysis of factors associated with resilience of
normally aging, community-living older adults. The Gerontologist, 62(9), €520-e533.
https://doi.org/10.1093/geront/gnab110

Giiler, M. (2016). Okul Oncesi Dénem 4-6 Yas Cocuklar1 I¢in Yeniden Diizenlenen Okul
Oncesi Kaygi Olgeginin gegerlik ve giivenirlik ¢alismasi [Yiiksek Lisans Tezi]. Adnan
Menderes Universitesi Sosyal Bilimler Enstitiisi.

Giiliim, 1. V., & Dag, 1. (2012). Tekrarlayic1 Diisiinme Olgegi ve Bilissel Esneklik Envanterinin
tirkgeye uyarlanmasi gegerliligi ve giivenilirligi. Anadolu Psikiyatri Dergisi, 13(216),

216-223.
Hu, T., Zhang, D., & Wang, J. (2015). A meta-analysis of the trait resilience and mental
health. Personality and Individual differences, 76, 18-27.

https://doi.org/10.1016/j.paid.2014.11.039



https://doi.org/10.1007/s10567-011-0109-0
https://doi.org/10.2466/pr0.1990.66.3.915
https://doi.org/10.1080/15374411003691701
https://doi.org/10.3238/arztebl.2018.0621
https://doi.org/10.1080/13229400.2020.1778504
https://doi.org/10.1016/j.brat.2008.08.006
https://doi.org/10.1111/cp.12053
https://doi.org/10.1016/j.jpeds.2018.09.021
https://doi.org/10.5812/ircmj.13537
https://doi.org/10.1016/j.jaac.2018.03.017
https://doi.org/10.1093/geront/gnab110
https://doi.org/10.1016/j.paid.2014.11.039

26

Hudson, J. L., & Dodd, H. F. (2012). Informing early intervention: Preschool predictors of anxiety
disorders in middle childhood.Plos One, 7(8), e42359.
https://doi.org/10.1371/journal.pone.0042359

Hudson, J. L., & Rapee, R. M. (2001). Parent—child interactions and anxiety disorders: An observational
study. Behaviour research and therapy, 39(12), 1411-1427. https://doi.org/10.1016/S0005-
7967(00)00107-8

Isik, S. (2016). Psikolojik Dayamiklilik Olgegi’'nin gelistirilmesi: Gegerlik ve giivenirlik
calismasi. The Journal of Happiness & Well-Being, 4(2), 165-182.

Imran, A., Tariq, S., Kapczinski, F., & de Azevedo Cardoso, T. (2024). Psychological resilience and
mood disorders: a systematic review and meta-analysis. Trends in Psychiatry and
Psychotherapy, 46, €20220524. https://doi.org/10.47626/2237-6089-2022-0524

lonescu, T. (2012). Exploring the nature of cognitive flexibility. New ideas in psychology, 30(2), 190-
200. https://doi.org/10.1016/j.newideapsych.2011.11.001

Luthar, S. S., & Cicchetti, D. (2000). The construct of resilience: Implications for interventions and
social policies. Development and psychopathology, 12(4), 857-885.
https://doi.org/10.1017/S0954579400004156

Jenson, J. M., & Fraser, M. W. (Eds.). (2016). Social policy for children and families: A risk
and resilience perspective (Third edition). SAGE Publications.

Johnson, B. T. (2016). The relationship between cognitive flexibility, coping and symptomatology in
psychotherapy. Marquette University. https://epublications.marquette.edu/theses_open/354

Jones, L. B., Kiel, E. J., Luebbe, A. M., & Hay, M. C. (2022). Resilience in mothers during the COVID-
19 pandemic. Journal of Family Psychology, 36(6), 815.
https://psycnet.apa.org/doi/10.1037/fam0000985

Keller, M. B., Lavori, P. W., Wunder, J., Beardslee, W. R., Schwartz, C. E., & Roth, J. (1992). Chronic
course of anxiety disorders in children and adolescents. Journal of the American Academy of
Child & Adolescent Psychiatry, 31(4), 595-599. https://doi.org/10.1097/00004583-199207000-
00003

Kessler, R. C., Amminger, G. P., Aguilar-Gaxiola, S., Alonso, J., Lee, S., & Ustiin, T. B. (2007). Age
of onset of mental disorders: a review of recent literature. Current opinion in psychiatry, 20(4),
359-364. https://doi.org/10.1097/YC0O.0b013e32816ebc8c

Kessler, R. C., Chiu, W. T., Demler, O., & Walters, E. E. (2005). Prevalence, severity, and comorbidity
of 12-month DSM-1V disorders in the national comorbidity survey replication. Archives of
General Psychiatry, 62(6), 617-627. https://doi.org/10.1001/archpsyc.62.6.617

Majdandzi¢, M., Méller, E. L., de Vente, W., Bogels, S. M., & van den Boom, D. C. (2014).
Fathers’ challenging parenting behavior prevents social anxiety development in their 4-
year-old children: A longitudinal observational study. Journal of Abnormal Child
Psychology, 42(2), 301-310. https://doi.org/10.1007/s10802-013-9774-4

Martin, M., & Rubin, R.B. (1995). A new measure of cognitive flexibility. Psychological Reports, 76,
623-626. https://doi.org/10.2466/pr0.1995.76.2.623

Masten, A.S., & Reed, M. G.J. (2002). Resilience in development. In. Snyder CR, Lopez SJ, eds.
Handbook of Positive Psychology, 1% ed. New York: Oxford University Press; p. 74-88.

Masten, A. S. (2001). Ordinary magic. Resilience processes in development. The American
Psychologist, 56(3), 227-238. https://doi.org/10.1037//0003-066x.56.3.227

Masten, A. S., Best, K. M., & Garmezy, N. (1990). Resilience and development: Contributions
from the study of children who overcome adversity. Development and
Psychopathology, 2(4), 425-444. https://doi.org/10.1017/S0954579400005812



https://doi.org/10.1371/journal.pone.0042359
https://doi.org/10.1016/S0005-7967(00)00107-8
https://doi.org/10.1016/S0005-7967(00)00107-8
https://doi.org/10.47626/2237-6089-2022-0524
https://doi.org/10.1016/j.newideapsych.2011.11.001
https://doi.org/10.1017/S0954579400004156
https://psycnet.apa.org/doi/10.1037/fam0000985
https://doi.org/10.1097/00004583-199207000-00003
https://doi.org/10.1097/00004583-199207000-00003
https://doi.org/10.1097/YCO.0b013e32816ebc8c
https://doi.org/10.1001/archpsyc.62.6.617
https://doi.org/10.1007/s10802-013-9774-4
https://doi.org/10.2466/pr0.1995.76.2.623
https://doi.org/10.1037/0003-066x.56.3.227
https://doi.org/10.1017/S0954579400005812

27

Masten, A. S., & Gewirtz, A. H. (2006). Vulnerability and Resilience in Early Child Development. In
K. McCartney & D. Phillips (Eds.), Blackwell handbook of early childhood development (pp.
22-43). Blackwell Publishing. https://doi.org/10.1002/9780470757703.ch2

Masten, A. S., & Coatsworth, J. D. (1998). The development of competence in favorable and
unfavorable environments: Lessons from research on successful children. American
Psychologist, 53(2), 205-220. https://doi.org/10.1037/0003-066X.53.2.205

McClure, E. B., Brennan, P. A., Hammen, C., & Le Brocque, R. M. (2001). Parental anxiety disorders,
child anxiety disorders, and the perceived parent—child relationship in an Australian high-risk
sample. Journal of abnormal child psychology, 29, 1-10.
https://doi.org/10.1023/A:1005260311313

Moore, P. S., Whaley, S. E., & Sigman, M. (2004). Interactions between mothers and children: impacts
of maternal and child anxiety. Journal of abnormal psychology, 113(3), 471.
https://psycnet.apa.org/doi/10.1037/0021-843X.113.3.471

Morris, T. L., & March, J. S. (Eds.). (2004). Anxiety disorders in children and adolescents. Guilford
Press.

Muris, P., & Merckelbach, H. (1998). Perceived parental rearing behaviour and anxiety
disorders symptoms in normal children. Personality and Individual Differences, 25(6),
1199-1206. https://doi.org/10.1016/S0191-8869(98)00153-6

Nakhostin-Khayyat, M., Borjali, M., Zeinali, M., Fardi, D., & Montazeri, A. (2024). The relationship
between self-regulation, cognitive flexibility, and resilience among students: a structural
equation modeling. BMC psychology, 12(1), 337. https://doi.org/10.1186/s40359-024-01843-1

Nazlioglu, A. G. (2019). Cocugun ayrilik kaygisi ile annelerinin kaygi diizeyleri ve ebeveynlik tutumlari
arasindaki iliski [ Yiiksek Lisans Tezi]. Hacettepe Universitesi Egitim Bilimleri Enstitiisii.

Negreiros, J., & Miller, L. D. (2014). The role of parenting in childhood anxiety: Etiological factors and
treatment  implications.  Clinical  Psychology: Science and Practice, 21(1),
https://psycnet.apa.org/doi/10.1111/cpsp.120603.

Newman, D. L., Moffitt, T. E., Caspi, A., Magdol, L., Silva, P. A., & Stanton, W. R. (1996). Psychiatric
disorder in a birth cohort of young adults: prevalence, comorbidity, clinical significance, and
new case incidence from ages 11 to 21. Journal of Consulting and Clinical Psychology, 64(3),
552. https://psycnet.apa.org/doi/10.1037/0022-006X.64.3.552

Pahl, K. M., Barrett, P. M., & Gullo, M. J. (2012). Examining potential risk factors for anxiety
in early childhood. Journal of Anxiety Disorders, 26(2), 311-320.
https://doi.org/10.1016/j.janxdis.2011.12.013

Pereira, A. I., Barros, L., Mendonca, D., & Muris, P. (2014). The relationships among parental anxiety,
parenting, and children’s anxiety: The mediating effects of children’s cognitive
vulnerabilities. Journal of Child and Family Studies, 23, 399-409.
https://doi.org/10.1007/s10826-013-9767-5

Rapee, M. R., Schniering, C.A. & Hudson, J.L. (2009). “Anxiety disorders during childhood and
adolescence: origins and treatment”. Annual Review of Clinical Psychology, 5, 311-341.
https://doi.org/10.1146/annurev.clinpsy.032408.153628

Read, K. L., Puleo, C. M., Wei, C., Cummings, C. M., & Kendall, P. C. (2013). Cognitive—behavioral
treatment for pediatric anxiety disorders. Pediatric anxiety disorders: A Clinical Guide, 269-
287.

Sepahvand, T. (2019). Depression and social anxiety in primary school children in the context of
cognitive flexibility of mothers. Journal of Arak University of Medical Sciences, 22(2), 57-66.

Shrivastava, A., & Desousa, A. (2016). Resilience: A psychobiological construct for psychiatric
disorders. Indian journal of psychiatry, 58(1), 38-43. https://doi.org/10.4103/0019-
5545.174365



https://doi.org/10.1002/9780470757703.ch2
https://doi.org/10.1037/0003-066X.53.2.205
https://doi.org/10.1023/A:1005260311313
https://psycnet.apa.org/doi/10.1037/0021-843X.113.3.471
https://doi.org/10.1016/S0191-8869(98)00153-6
https://doi.org/10.1186/s40359-024-01843-1
https://psycnet.apa.org/doi/10.1111/cpsp.120603
https://psycnet.apa.org/doi/10.1037/0022-006X.64.3.552
https://doi.org/10.1016/j.janxdis.2011.12.013
https://doi.org/10.1007/s10826-013-9767-5
https://doi.org/10.1146/annurev.clinpsy.032408.153628
https://doi.org/10.4103/0019-5545.174365
https://doi.org/10.4103/0019-5545.174365

28

Siegel, R. S., La Greca, A. M., & Harrison, H. M. (2009). Peer victimization and social anxiety in
adolescents: Prospective and reciprocal relationships. Journal of youth and adolescence, 38,
1096-1109. https://doi.org/10.1007/s10964-009-9392-1

Soysal, M. N. (2016). Facebook bagimliligi ve psikolojik dayanmiklilik. (Yayimlanmamus yiiksek lisans
tezi). Istanbul Gelisim Universitesi Sosyal Bilimler Enstitiisii.

Spence, S. H., Rapee, R., McDonald, C., & Ingram, M. (2001). The structure of anxiety symptoms
among preschoolers. Behaviour research and therapy, 39(11), 1293-1316.
https://doi.org/10.1016/S0005-7967(00)00098-X

Stevens, A. D. (2009). Social problem-solving and cognitive flexibility: Relations to social skills and
problem behavior of at-risk young children. Seattle Pacific University.

Stone, L. L., Otten, R., Soenens, B., Engels, R. C. M. E., & Janssens, J. M. A. M. (2015).
Relations Between Parental and Child Separation Anxiety: The Role of Dependency-
Oriented Psychological Control. Journal of Child and Family Studies, 24(11), 3192—
3199. https://doi.org/10.1007/s10826-015-0122-x

Tabachnick, B. G., Fidell, L. S., & Ullman, J. B. (2013). Using multivariate statistics (\Vol. 6, pp. 497-
516). Boston, MA: Pearson.

Teachman, B.A. & Allen, J.P. (2007). Development of social anxiety: Social interaction predictors of
implicit and explicit fear of negatif evaluation. Abnorm Child Psychology,35.63-78.
https://doi.org/10.1007/s10802-006-9084-1

Ulusoy, M., Sahin, N. H., & Erkmen, H. (1998). Turkish Version of the Beck Anxiety
Inventory: Psychometric Properties. Journal of Cognitive Psychotherapy: An
International Quarterly, 12(2), 163-172.

Woodward, L. J., & Fergusson, D. M. (2001). Life course outcomes of young people with anxiety
disorders in adolescence. Journal of the American Academy of Child & Adolescent Psychiatry,
40(9), 1086-1093. https://doi.org.10.1097/00004583-200109000-00018

Yap, M. C., Wu, F., Huang, X., Tang, L., Su, K., Tong, X., ... & Yan, L. L. (2023). Association between
individual resilience and depression or anxiety among general adult population during COVID-
19:  a  systematic  review. Journal of  Public  Health, 45(4), €639-e655.
https://doi.org/10.1093/pubmed/fdad144

Yu Y, Yu Y, Lin Y (2020) Anxiety and depression aggravate impulsiveness: the mediating and
moderating role of cognitive flexibility. Psychol Health Medicine, 25, 25-36.
https://doi.org/10.1080/13548506.2019.1601748

Zibaee Vishkaee, E., & Tizdast, T. (2021). Predicting Social Anxiety in Schoolgirls Based on Parenting
Styles and Mothers Cognitive Flexibility. Journal of Modern Psychology, 1(2), 1-11.
https://doi.org/10.22034/jmp.2021.290380.1015



https://doi.org/10.1007/s10964-009-9392-1
https://doi.org/10.1016/S0005-7967(00)00098-X
https://doi.org/10.1007/s10826-015-0122-x
https://doi.org/10.1007/s10802-006-9084-1
https://doi.org.10.1097/00004583–200109000–00018
https://doi.org/10.1093/pubmed/fdad144
https://doi.org/10.1080/13548506.2019.1601748
https://doi.org/10.22034/jmp.2021.290380.1015

29

Iinternational
innovative

Education
Researcher

STUDY OF THE RELATIONSHIP BETWEEN TEACHER’S EMOTIONAL LABOR
BEHAVIORS AND THEIR ORGANIZATIONAL COMMITMENT

Demet Kéger?, Duygu Seyma Korkmaz?, Prof. Dr. Yusuf inand:®

'Ertugrul Gazi Middle School; Turkiye; demetakyolkocer@gmail.com;
https://orcid.org/0009-0009-1087-8144

2METU DF Schools; Turkiye; 23010060001 @mersin.edu.tr; https://orcid.org/0000-0002-
7230-4180

3Mersin University; Turkiye; inandiyusuf@gmail.com; https://orcid.org/0000-0001-9892-
1450

For citation: Koger, D., Seyma Korkmaz, D. & Inandi, Y. (2024). Study of the relationship
between teacher’s emotional labor behaviors and their organizational commitment.
International Innovative Education Researcher, 4(2), 29-50.

Abstract

The aim of this study is to examine the relationship between teachers' emotional labor behaviors and their
organizational commitment. Emotional labor encompasses the ways individuals’ control and express their feelings
in the workplace, while organizational commitment refers to the level of commitment employees have to the goals
of the organization. To measure teachers' emotional labor behaviors, the study utilized the Emotional Labor Scale
adapted into Turkish by Basim and Begenirbas (2012), which includes items developed by Diefendorff et al.
(2005), Grandey (2003), and Kruml and Geddes (2000). To assess teachers' organizational commitment, the scale
developed by Meyer, Allen, and Smith (1993) and adapted into Turkish by Dagli, Elgigek, and Han (2018) was
used. The findings indicate that teachers exhibit high levels of natural emotions, moderate levels of deep acting,
and low levels of surface acting. This result can be attributed to teachers' respect for their profession and the
sincerity they show towards their students. The low level of surface acting may indicate that teachers display a
natural and sincere attitude while fulfilling their duties. This situation can be associated with teachers' commitment
to their profession and professionalism. A negative correlation exists between surface acting and emotional
commitment.

Keywords: emotional labor, teachers, organizational commitment, emotional commitment, surface acting
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INTRODUCTION

Emotional labor refers to the effort employees put into displaying certain emotions at work. This
concept is especially important in the service sector. While employees are required to display emotions
that are appropriate for their job requirements, it may sometimes require them to suppress their true
emotions or display emotions that are different from what they feel. For example, funeral service
workers are generally expected to be sad, while airline workers are expected to be cheerful and lively.
This can cause employees to exhibit negative behaviors when they have positive emotions, or vice versa
(Duman, 2017). In professions such as teachers, where they are constantly interacting with people, the
need to spend emotional labor may be inevitable. Teachers' one-on-one communication with students,
parents, and administrators may lead to decreases in their job satisfaction over time or feelings of
professional burnout. For this reason, emotional labor is included in the literature as an important
concept that can directly affect teachers' professional productivity, job satisfaction, and commitment to
the organization (Yurduseven, Bademci and Bagdatli 2022).

Positive or negative events within the school undoubtedly cause emotional reactions. As a result,
positive events elicit positive emotions, while negative events result in negative emotions. When
teachers display positive emotions and spend emotional effort in their work, they can create a positive
culture in the school environment and strengthen their sense of belonging to the school. In addition, a
positive work environment, fair, reliable and supportive administrators can increase teachers'
commitment to the organization (Demir and Inandi, 2018). As commitment to the organization
increases, teachers feel more connected to their jobs and institutions. This commitment can increase
teachers' job satisfaction. Teachers can be more motivated at work and willing to put in more emotional
labor. They can also develop organizational citizenship behaviors by developing more positive feelings
toward the school environment (inand1 and Bliyiikozkan, 2013). This may lead teachers to have more
positive feelings toward students, parents, and colleagues and to engage in more effective emotional
labor. Teachers who are more committed to their organization may care more about their duties and be
more successful in their jobs. This may increase teachers’ tendency to engage in emotional labor and
reduce their burnout levels.

Emotional Labor

The concept of emotional labor was introduced in work life in 1983 by Hochscild. Interest in this
concept is increasing day by day. In his study on stewardesses, Hochscild defined emotional labor as
individuals changing their observable movements in society in line with the environment they are in.
According to him, the behaviors we show in society express emotional labor. Emotional labor is defined
in general terms as the behaviors that employees exhibit in their workplaces that are expected from their
job descriptions. The literature review shows that the concept of emotional labor is addressed in two
sub-dimensions: surface and deep acting.

Ashforth and Humphrey (1993) considered emotional labor as a behavioral observation of
emotions rather than an internal process. Emotional labor is defined as the effort employees exert to
display certain emotions in the workplace. This process includes the planning and control requirements
for employees to display emotions that are appropriate to the organization's expectations (Morris &
Feldman, 1996). In addition to Hochschild, Ashforth and Humphrey (1993) added the concept of natural
emotions as a third sub-dimension, considering that employees may display the emotions they truly feel.

Dimensions of Emotional Labor

Many researchers have addressed the concept of emotional labor in different dimensions.
However, there are three basic dimensions on which these studies focus: surface acting, deep acting and
natural emotions.

Surface acting: Employees exhibit behaviors that are in line with organizational expectations
without changing their true feelings. This means that they are forced to show emotions that they do not
feel internally (Anderson, 2014:20).
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Deep Acting: Employees make an effort to align their inner feelings with the expectations of the
organization. The aim here is for the emotions felt by employees to be compatible with organizational
norms. (Eroglu, 2014:149).

Employees do not need to engage in surface or deep acting behaviors when the emotions they
naturally feel are consistent with the emotional norms expected by the organization (Anderson,
2014:22).

In the studies conducted on the results of emotional labor, both positive and negative effects have
been observed. Positive effects include work commitment, job satisfaction, high performance, increased
motivation, psychological and physiological health, and economic gain; while negative effects involve
burnout, intention to leave work, psychological and physiological disorders, work-family conflict, role
conflict, and work alienation (Akgit, 2011; Eroglu, 2011; Oz, 2007; Kog, 2007).

Organizational Commitment

Considering that a large part of human life is spent in the work environment, it is clear that the
positive or negative emotions of the employees at work will directly affect their life (Aksanaklu and
Inandi, 2018). Therefore, the organizational commitment of employees is of great importance in terms
of their adoption of and contribution to the goals of the organization (Durna and Eren, 2005). King
(1996) defines this commitment as loyalty and high effort. Meyer and Allen (1991) state that
commitment can occur on the basis of obligation, desire or need, while Erickson (2007) emphasizes the
effects of commitment such as increased performance and reduced absenteeism. Goleman (2000) states
that commitment stems from emotional ties and that employees feel trusted once they feel supported.
Therefore, teachers' commitment to the organization is critical in terms of contributing to organizational
goals (Meyer & Herscovitch, 2001; Mowday, Porter, & Steers, 1982).

Organizational commitment refers to the loyalty of employees to the organization and the effort
they show to achieve goals (Glrbiiz, 2006). Employees prioritize the goals of the organization and
contribute voluntarily (Cetin, Basim, & Aydogan, 2011; Turhan, 2015). The most widely used
classification of commitment in the educational context was made by Meyer and Allen and includes
three types of commitment: effective, normative, and continuance commitment. This classification was
used as a basis in this study.

Dimensions of Commitment to the Organization

First, emotional commitment reduces teachers' desire to leave the institution and enables them to
establish a stronger bond with the institution through their experiences. This commitment includes three
main elements: a strong belief in the goals and values of the organization, an increase in volunteer work
for the success of the institution, and the emergence of a desire to stay in the organization for a long
time (Hos & Oksay, 2015).

Second, continuity commitment refers to employees staying in an organization only for their
personal benefit if they find their organization more advantageous when compared to other institutions.
This type of commitment is a situation where employees make decisions by considering costs and
benefits (Aksanaklu and inandi, 2018; Meyer and Allen, 1991). Continuity commitment is generally
seen as an undesirable situation by organizations because employees only consider their personal gains
instead of organizational commitment.

Lastly, Normative commitment is the sense of indebtedness teachers feel towards the institution
due to the bonuses, scholarships and educational opportunities they receive. This situation may prevent
teachers from leaving the institution and may lead them to show a normative commitment to remain in
the institution (Meyer et al., 1993; Meyer and Allen, 1991). Normative commitment refers to the fact
that employees take ownership of the institution and make extra efforts to support the institution,
especially when the institution is in difficult situations. Such a type of commitment is also related to the
trust of the employees in the institution; they continue this commitment because they trust it. In this
context, it is important to understand the concepts of trust and organizational trust.
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Purpose of the Study

In the Taylorist management system, employees were only considered with their physical and
cognitive aspects, and their emotional characteristics were ignored. However, in recent years, the
emotional aspects of employees in the service sector have also begun to be taken into account.
Educational institutions are environments where emotions are intense, and teachers spend high
emotional labor due to their interactions with students, colleagues, school administrators and parents. In
social life, individuals generally hide their feelings and exhibit behaviors that are accepted by society
(Unal, 2017). There are limited studies on teachers' emotional labor behaviors in literature. Therefore,
the purpose of the research is to examine the relationship between teachers' emotional labor behaviors
and their organizational commitment. In line with this purpose, the research seeks answers to the
following questions.

1. What are the emotional labor levels of teachers?
2. What are the organizational commitment levels of teachers?

3. Is there a significant relationship between teachers' emotional labor behaviors and their
organizational commitment?

4. Do teachers' emotional labor behaviors predict their organizational commitment?

METHOD

Study Group

This study was designed according to the relational survey model, one of the quantitative research
methods, to examine the relationship between the emotional labor behaviors and organizational
commitment of teachers. In the survey model, data in a large universe are collected from the entire
universe or a sample group and a general evaluation is made (Bahtiyar and Can, 2016). This type of
research aims to describe the current situation (Buyikoztirk, 2014). The research is also a relational
study since it includes the comparison of different groups according to various variables (Erkus, 2017).
The relational survey model aims to determine the existence of a relationship between two or more
variables and how these variables change together (Karasar, 2011).

The study group of the research consists of 367 teachers selected through disproportionate
sampling. Detailed information about the study group is presented in Table 1:

Table 1. Distribution of teachers according to gender, marital status and seniority

Variable Group N %
Female 238 64,9
Gender Male 129 35,1
Total 367 100
Married 293 79,8
Marital Status Single 74 20,2
Total 367 100

1-5 years 24 6,5
6-10 years 54 14,7
Seniority 11-15y1l 86 23,4
16-20 years 71 19,3

20 years or over 132 36

Total 367 100
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Data Collection Tools

99

“Personal information form”, “Emotional Labor Scale” and “Organizational Commitment Scale”
were used to collect the data of the study.

Personal Information Form

This form was prepared to collect basic information about teachers such as gender, marital status and
seniority.

Emotional Labor Scale

To measure teachers’ emotional labor behaviors, a scale developed by Diefendorff et al. (2005),
Grandey (2003), Kruml and Geddes (2000) and adapted to Turkish by Basim and Begenirbas (2012)
was used. The scale consists of a total of 13 items and three sub-dimensions: surface acting, deep acting
and natural emotions. Cronbach Alpha values of the scale were determined as .92 for surface acting, .85
for deep acting and .83 for natural emotions (Diefendorff et al., 2005).

Organizational Commitment Scale

The scale developed by Meyer, Allen, and Smith (1993) and adapted to Turkish by Dagli, Elgicek,
and Han (2018) was used to measure teachers' organizational commitment. The scale consists of 18
items and 3 sub-dimensions. These sub-dimensions are classified as affective commitment, continuance
commitment, and normative commitment. Cronbach’s alpha values were determined as .84 for affective
commitment, .78 for continuance commitment, .81 for normative commitment, and .90 for the overall
scale.

Data Collection Process

Personal information form, Emotional Labor Scale and Organizational Commitment Scale were
applied to collect the data of the research. Participants filled in the forms voluntarily. The data collection
process took approximately 15-20 minutes.

Analysis of Data

To apply the analyses, it was determined whether the scores obtained from the scales showed a
normal distribution before the analysis. There was no missing data, and no extreme values were
encountered. The number of observations for which tests could be applied for normality tests was
determined and it was determined that this number of observations was 30 and above. Therefore, the
Kolmorogov Smirnov (K-S) test was conducted. Pearson correlation analysis was conducted to
determine whether there was a significant relationship between teachers' emotional labor behaviors and
their commitment to the organization, and Multiple Regression Analysis was conducted to determine
whether teachers' emotional labor behaviors predicted their commitment to the organization.

RESULTS

In this section, first, information is given on whether there is a significant correlation between
teachers' emotional labor behaviors and their commitment to the organization. In addition, findings are
given to the extent to which teachers' emotional labor behaviors predict their commitment to the
organization.

The arithmetic means and standard deviation values related to teachers' perceptions of the levels
of emotional labor behavior subdimensions and organizational commitment subdimensions are shown
in Table 2.
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Table 2. Arithmetic mean and standard deviation values of teachers' emotional labor behavior and organizational
commitment

N X Sd

=0 1 Surface acting 367 2,49 ,89
£8 2  Deepacting 367 3,35 96
5 3 Natural emotions 367 4,10 ,61
€ 4  Affective commitment 367 3,20 ,92
g’-‘g 5  Continuance commitment 367 2,99 ,89
8 6  Normative commitment 367 2,53 ,84

According to Table 2, teachers' emotional labor and organizational commitment levels are divided
into categories. In the surface acting, low level (X=2.49), in the deep acting, medium level (X=3.35)
and in the natural emotions sub-dimension, high level (X=4.10) emotional labor behaviors were found.
In terms of organizational commitment, a medium level in the affective commitment (X=3.20) and
continuance commitment (X=2.99) and a low level in the normative commitment (X=2.53) were
observed.

The results of the correlation analysis regarding the relationship between teachers' emotional labor
behaviors and their organizational commitment are presented in Table 3.

Table 3. Results of Correlation Analysis on the Relationship Between Teachers’ Emotional Labor Behaviors and Their
Organizational Commitment

1 2 3 4 5 6 X Sd
Surface acting 1 2,49 89
. 3,35 ,96
Deep acting ,304** 1
Natural emotions -,378** ,043 1 4,10 ,61
Affe(_:tlve _ 168 102 213%* 1 3,20 ,92
commitment
Continuance 061 122+ 101 616 1 2,99 ,89
commitment
Normative 058 162%%  121%  632%%  pA2Rx 1 253 84
commitment

According to the correlation analysis results in Table 3, a weak negative relationship (r=-.168,
p<.05) was found between surface acting and emotional commitment, but no significant relationship
was found between surface acting and continuance and normative commitment. Deep acting showed a
weak but positive relationship with continuance (r=.122, p<.05) and normative commitment (r=.162,
p<.05). Natural emotions showed a weak positive relationship with emotional commitment (r=.213,
p<.05) and normative commitment (r=.121, p<.05), but no significant relationship was found with
continuance commitment.

The results of the multiple regression analysis conducted to determine the predictive level of
teachers' emotional labor behaviors on their organizational commitment are presented in Table 4.
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Table 4. Results of Multiple Regression Analysis Regarding the Prediction of Teachers’ Emotional Labor
Behaviors and Their Organizational Commitment

ETZES:aI Affective commitment Continuance commitment Normative commitment
Variable B SE B T B SE B T B SE p T
Constant 2,240 415 539 2411 384 6,277 1,729 ,384 4,499
Surface  -160 ,060 - - -,075 ,056 - - -078 056 - -
acting ,155 2,669 ,081 1,353 ,082 1,397
Deep 136,051 143 2,643 124 047 144 2,611 160 ,048 ,184 3,357
acting

Natural 220 ,083 ,148 2666 ,087 ,076 ,065 1,139 ,112 ,077 ,082 1461
emotions

R=,269 R?=,072 R=,171 R?=,029 R=,211 R?=,045

F)=9,406 F)=3,630 F2=5,648

p<.05 p<.05 p<.01

According to the regression analysis results in Table 4, low-level relationships were found
between teachers' emotional labor behaviors and organizational commitment. Emotional labor behaviors
explained 7% of emotional commitment (R2=.072), 2% of continuance commitment (R2=.029) and 4%
of normative commitment (R2=.045) (p<.01).

DISCUSSION

In this study, the relationship between teachers' emotional labor behaviors and organizational
commitment was examined. According to the findings, it is seen that teachers' emotional labor behaviors
are high in natural emotions, medium in deep acting and low in surface acting. This result may be
because teachers consider their profession sacred and approach their students with this sensitivity, act
sincerely towards them and cannot hide their feelings. Especially the low surface acting behavior may
be an indication that teachers act naturally and sincerely while performing their duties. In addition, this
situation can be associated with the teachers' commitment to their profession and professionalism.

In the literature, several studies (Begenirbas and Meydan, 2012; Karakas et al., 2016; Moran and
Coruk, 2021) found that teachers' natural emotions were high, and their superficial acting behaviors
were low. Akgiin and Yilmaz (2021) similarly found that primary and secondary school teachers had
high natural emotions and low superficial acting.

Contrary to the findings of this study, there are some other studies (Demircan and Turung, 2017;
Polatkan, 2016) revealing that teachers exhibited more surface acting behaviors in their studies. Ozgiin
(2015) found that private teaching institution teachers exhibited the highest level of surface behaviors.
Akin et al. (2014) unveiled those teachers showed the highest level of sincere behaviors. Kiral (2016)
found in his study with school principals that principals exhibited the highest level of deep acting
behaviors. These differences show that teachers' emotional labor behaviors may vary according to
professional context and individual factors.
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In terms of organizational commitment, the affective commitment and continuance commitment
levels of teachers were found to be moderate, while the normative commitment level was found to be
low. This suggests that teachers show their organizational commitment at a moderate level due to factors
such as the management style of administrators and not participating in decision-making processes. This
may negatively affect teachers' job satisfaction and reduce school success.

In the studies conducted by Budak (2009), Demirtas (2010), Giiglli and Zaman (2011), Nacar and
Demirtag (2017) and Vatansever Bayraktar and Uzunpinar (2020), it was found that teachers'
organizational commitment was at a moderate level, and in the study of Demir and inand1 (2023), it was
at a high level. Kursunoglu and Tanriogen (2010) determined that emotional commitment was the
highest among the organizational commitment sub-dimensions of primary school teachers. Nacar and
Demirtag (2017) found that emotional commitment was the highest in high school teachers, while
continuance and normative commitment were at a moderate level. Davran and Saydan (2019) found that
emotional commitment was high in secondary school teachers, while continuance and normative
commitment were at a moderate level.

When the association between emotional labor behaviors and organizational commitment was
examined, a negative significant relationship was found between surface acting behavior and emotional
commitment. An increase in surface acting behavior causes a decrease in emotional commitment.
Teachers' failure to reflect their true feelings may reduce their desire to remain in the organization, which
may lead to a lack of commitment to the school's goals and objectives and poor performance. Taking
teachers' emotional states into consideration may encourage them to work more effectively and
devotedly. In educational institutions, when administrators adopt a management approach that will
prevent teachers from displaying fake emotions and highlight their natural and sincere emotions, this
may increase teachers' commitment to the organization. When administrators provide teachers with
sufficient support, this may cause them to feel positive emotions and thus increase their levels of
organizational trust, commitment and identification (Argon, 2015).

When Youngmi (2016) examined the relationship between emotional labor and burnout among
middle school teachers in South Korea, teachers were found to exhibit high levels of emotional labor
but low levels of emotional adaptability. This study also revealed that emotional burnout was high. Guler
(2018) found that emotional labor influenced burnout. Karatas (2017) also reached similar findings.

In a study conducted on nurses (Yang and Chang, 2008), it was determined that emotional labor
is an important antecedent of job satisfaction and organizational commitment. While no significant
relationship was found between suface acting and job satisfaction, it was observed that nurses who act
superficially had low organizational commitment, while nurses who act deeply had high job satisfaction
and organizational commitment. In the study of Yagci and Pelin (2020), it was determined that there
was a positive relationship between emotional labor and organizational commitment. It is thought that
as emotional labor behaviors increase, so does commitment. It is suggested that emotional labor
behaviors positively affect commitment.

As a result, the relationship between teachers' emotional labor behaviors and organizational
commitment has an important place in literature. Considering that emotions in education are associated
with factors such as job satisfaction, burnout, and anxiety, it is thought that the relationship between
teachers' emotional labor behaviors and organizational commitment should be investigated further.
Therefore, this study may have a pioneering quality in literature.

Conclusion and Suggestions

The findings of this research provide valuable insights into the topic at hand. Based on these
findings, several recommendations have been made to enhance understanding and application. These
results, along with the corresponding suggestions, are presented in detail below.

1. Investigating the relationship between emotional labor behaviors and organizational
commitment in educational settings using broader sample groups could enhance the
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generalizability of results. Studies involving teachers from various schools could provide richer
data by considering diverse professional contexts.

2. Conducting longitudinal studies to examine the long-term effects of emotional labor practices
on teachers' organizational commitment could deepen the understanding of this field.

3. Employing qualitative research methods to explore teachers' emotional labor experiences and
the impact of these experiences on their professional lives could enrich the obtained data.

4. Future studies could investigate the relationship between emotional intelligence and emotional
labor behaviors. Researching the effects of training programs aimed at enhancing emotional
intelligence could help improve teachers' emotional adaptability.

5. Developing strategies that promote greater teacher involvement in decision-making processes
can enhance their commitment. This can also positively affect their job satisfaction and
motivation.

6. Organizing training programs and workshops focused on developing emotional intelligence and
emotional labor behaviors can help teachers enhance these skills.

7. Implementing emotional support programs within the school environment can enhance teachers'
emotional well-being, positively impacting their job performance and organizational
commitment.
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Ozet

Bu calismanm amaci, 6gretmenlerin duygusal emek davranislari ile orgiitsel bagliliklari arasindaki iligkiyi
incelemektir. Duygusal emek, bireylerin is yerlerinde hissettikleri duygulari kontrol etme ve ifade etme bigimlerini
kapsarken, orgiitsel baglilik ise ¢alisanlarin 6rgiitiin hedeflerine olan baglilik diizeyini tanimlamaktadir. Bu
kapsamda, 6gretmenlerin duygusal emek davraniglarini 6l¢gmek igin baz1 maddeleri Diefendorff vd. (2005) ve bazi
maddeleri de Grandey (2003) ve Kruml ve Geddes (2000) tarafindan gelistirilen ve Basim ve Begenirbas (2012)
tarafindan Tiirkge’ye uyarlanan Duygusal Emek Olgegi ve 6gretmenlerin drgiitsel baglihgmi dlgmek igin Meyer,
Allen ve Smith (1993) tarafindan gelistirilen ve Dagli, El¢icek ve Han (2018) tarafindan Tiirk¢e ’ye uyarlanan
Olgek kullanilmustir. Elde edilen bulgular, 6gretmenlerin dogal duygularinda yiiksek, derin davraniglarda orta
diizeyde ve yiizeysel davraniglarda diisiik seviyelerde duygusal emek sergilediklerini gostermektedir. Bu sonug,
ogretmenlerin mesleklerine duydugu saygi ve dgrencilerine karst gosterdikleri igtenlik ile agiklanabilir. Ozellikle
diisiik yiizeysel davramig diizeyi, Ogretmenlerin goérevlerini yerine getirirken dogal ve samimi bir tutum
sergilediklerinin bir gostergesi olabilir. Ayrica, bu durum 6gretmenlerin mesleklerine ve profesyonelliklerine olan
baghiliklar1 ile de iliskilendirilebilir. Duygusal emek davramglari ile oOrgiitsel baghlik arasindaki iliski
incelendiginde, yiizeysel davranis ile duygusal baglilik arasinda negatif bir iliski bulunmustur.

Anahtar Kelimeler: duygusal emek, 6gretmen, orgiitsel baglilik, duygusal baglilik, yiizeysel davranig
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Duygusal emek, ¢alisanlarin is yerinde belirli duygular sergilemek i¢in harcadiklar1 ¢abayi ifade
eder. Bu kavram, 6zellikle hizmet sektdriinde 6nemli bir yer tutar. Calisanlar, is gereksinimlerine uygun
duygular1 gostermek zorunda kalirken bazen gergek duygularini bastirmalarimi veya hissettiklerinden
farkli duygular sergilemelerini gerektirebilir. Ornegin, cenaze hizmetlerinde calisanlarin genellikle
hiiziinlii olmalari, havayolu ¢alisanlarinin ise giiler yiizlii ve hareketli olmalar1 beklenir. Bu durum,
calisanlarin olumlu duygulara sahipken olumsuz davraniglar sergilemesine, olumsuz duygulara sahipken
de olumlu duygular gostermelerine neden olabilmektedir (Duman, 2017). Ogretmenler gibi siirekli
insanlarla etkilesim halinde olan mesleklerde, duygusal emek harcama gerekliligi kacinilmaz olabilir.
Ogretmenlerin, 6grenci, veli ve idarecilerle birebir iletisim halinde olmalari, onlarm is doyumlarinda
zamanla azalmalara veya mesleki olarak tiikenmis hissetmeleri gibi sonuglar dogurabilir. Bu nedenle
duygusal emek, 6gretmenlerin mesleki verimliliklerini, is tatminlerini ve rgiite bagliliklarint dogrudan
etkileyebilen 6nemli bir kavram olarak alanyazinda yer almaktadir (Yurduseven, Bademci ve Bagdatl
2022).

Okul i¢indeki olumlu veya olumsuz olaylar, hi¢ siiphesiz duygusal tepkilere neden olur. Bunun
sonucunda olumlu olaylar olumlu duygulari, olumsuz olaylar olumsuz duygulari agiga ¢ikarir.
Ogretmenlerin islerinde olumlu duygular sergilemeleri ve duygusal emek harcamalari, okul ortaminda
olumlu bir kiiltiir olugturarak, onlarin okula kars: aidiyetlerini giiglendirebilir. Ayrica, olumlu bir ig
ortami adil, giivenilir ve destekleyici yoneticiler, 6gretmenlerin 6rgiite bagliliklarim artirabilir (Demir
ve Inand1, 2018). Orgiite baglilik arttikca, 6gretmenler islerine ve kurumlarina daha bagl hissederler.
Bu baglihik, dgretmenlerin islerinden aldiklar1 tatmini artirabilir. Ogretmenler, is yerinde daha gok
motive olup daha fazla duygusal emek harcamaya istekli olabilirler. Ayrica, okul ortamina karsi daha
olumlu duygular gelistirerek O6gretmenlerin Orgiitsel yurttashk goéstermelerine de neden olabilirler
(inand1 ve Biiyiikozkan, 2013). Bu durum, 6gretmenlerin dgrencilere, velilere ve meslektaslarina kars
daha pozitif duygular sergilemelerine ve daha etkili bir sekilde duygusal emek harcamalarina yol
acabilir. Orgiite daha bagli olan 6gretmenler, gorevlerine daha fazla Snem verip islerinde daha basarili
olabilirler. Bu da 6gretmenlerin duygusal emek harcama egilimlerini artirabilir ve tiikenmislik seviyeleri
diisebilir. Alanyazin incelendiginde, duygusal emek ve orgiite olan baglilik ile ilgili pek ¢ok aragtirmaya
ulagsmak miimkiin olsa da bu iki kavramin arasindaki iliskiyi inceleyen arastirmalara ulasilabilir
kaynaklar agisindan degerlendirildiginde pek rastlanilmadigi goriilmektedir. Bu baglamda, bu aragtirma
ile alanyazina katki sunulabilecegi 6ngoriilmektedir.

Duygusal Emek

Duygusal emek kavrami, ¢alisma hayatinda kullanilan bazi kavramlarin arasina 1983 yilinda
Hochscild sayesinde girmistir. Bu kavrama olan ilgili giin gegtik¢e artmaktadir. Hochscild hostesler
iizerinde gerceklestirdigi ¢alismasinda duygusal emegi toplumda bireylerin gozlenebilir hareketlerini
bulunduklar1 ortama gére degistirmeleri olarak tanimlamistir. Ona gore, toplum icerisinde gosterdigimiz
davraniglar bir emegi, duygusal emegi ifade etmektedir. Genel kabule gore ise duygusal emek,
calisanlarm is yerlerinde is tanimlarindan beklenilen davraniglar: gostermeleri olarak tanimlanmaktadir.
Alanyazin incelendiginde, duygusal emek kavrami iki alt boyutta ele alinmig ve gosterilen emek
yiizeysel ve derinden rol yapma olarak ayrilmistir.

Ashforth ve Humphrey (1993), duygusal emegi icsel bir siiregten ziyade, duygulari davranigsal
olarak gozlemlenmesi olarak degerlendirmistir. Duygusal emek, calisanlarin is yerlerinde belirli
duygular1 sergilemek amaciyla harcadiklart ¢aba olarak tanimlanir. Bu siireg, c¢alisanlarin
organizasyonun beklentilerine uygun duygular gosterebilmeleri icin gereken planlama ve kontrol
gereksinimlerini icerir (Morris ve Feldman, 1996). Grandey (1999) ile Kruml ve Geddes (2000),
duygusal emegi cesitli sekillerde ele alarak bu alana katkida bulunmuslardir. Ashforth ve Humphrey
(1993), Hochschild’e ek olarak, ¢alisanlarin gercekten hissettikleri duygularini sergileyebileceklerini
diistinerek, ii¢iinii bir alt boyut olarak dogal duygular kavranmim eklemislerdir.

Bircok arastirmaci, duygusal emek kavramimi farkli boyutlarda ele almistir. Fakat bu
arastirmalarin yogunlastig1 ii¢ temel boyut vardir. Bu {i¢ temel boyut, yiizeysel davrams, derinden
davranis ve dogal duygular olarak ele alinmustir.
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Yuzeysel Rol Yapma: Calisanlar, gergek duygularim degistirmeden, orgiitsel beklentilere uygun
davranislar sergilerler. Bu, i¢sel olarak hissetmedikleri duygular1 gostermek zorunda kalmalarini ifade
eder. (Anderson, 2014:20).

Derinden Rol Yapma: Calisanlar, igsel duygularini 6rgiitiin beklentilerine uyumlu hale getirmek
icin ¢aba gosterirler. Burada, c¢alisanlarin hissettikleri duygularin oOrgiitsel normlarla Grtligmesi
amagclanir. (Eroglu, 2014:149).

Dogal Duygular: Calisanlar, dogal olarak hissettikleri duygular orgiit tarafindan beklenen
duygusal normlarla uyumlu oldugunda, yiizeysel veya derin rol yapma davraniglarina ihtiyag duymazlar.
(Anderson, 2014:22).

Duygusal emegin sonuglar1 iizerine yapilan arastirmalarda hem olumlu hem de olumsuz etkiler
gozlemlenmistir. Olumlu etkiler arasinda ise baglilik, is tatmini, yliksek performans, artan motivasyon,
psikolojik ve fizyolojik saglik, ekonomik kazang yer alirken; olumsuz etkiler ise tiikkenmislik, isten
ayrilma niyeti, psikolojik ve fizyolojik rahatsizliklar, ig-aile gatigsmasi, rol catigmasi ve ise yabancilagsma
seklindedir (Oz, 2007; Kog, 2007; Akgit, 2011; Eroglu, 2011).

Orgltsel Baghhk

Insan hayatmn biiyiik bir siirecinin ¢alistig1 ortamda gectigi diisiiniildiigiinde, bu ortamin
kisiye hissettirdigi olumlu ya da olumsuz duygularm, kisinin hayatin1 dogrudan etkileyecegi
aciktir (Aksanaklu ve inand1,2018). Bu nedenle ¢alisanlarin érgiitsel baglihigs, orgiitiin hedeflerini
benimsemeleri ve katkida bulunmalar1 agisindan biiyiik 6neme sahiptir (Durna ve Eren, 2005). King
(1996), bu bagliligr sadakat ve yiiksek ¢aba olarak tamimlar. Meyer ve Allen (1991), baghligin
zorunluluk, istek veya ihtiya¢c temelinde olusabilecegini belirtirken, Erickson (2007) bagliligin
performans artis1 ve devamsizliklar1 azaltma gibi etkilerini vurgular. Goleman (2000), baghligin
duygusal baglardan kaynaklandigini ve ¢alisanlarin destek hissettiklerinde giiven duydugunu ifade eder.
Ogretmenlerin orgiite baglilig, orgiitsel hedeflere katki saglamak agisindan kritik éneme sahiptir
(Mowday, Porter ve Steers, 1982; Meyer ve Herscovitch, 2001).

Orgiitsel baghlik, ¢alisanlarm orgiite olan sadakatini ve hedeflere ulasmak igin gosterdikleri
cabayi ifade eder (Giirbiiz, 2006). Calisanlar, orgutlerin hedeflerini 6ncelikli olarak gorerek, gonalli
olarak katkida bulunurlar (Cetin, Basim ve Aydogan, 2011; Turhan, 2015). Egitim kurumlari
baglaminda en yaygin olarak kullanilan baglilik siniflamas1 Meyer ve Allen tarafindan yapilmis olup,
tic tiir baglilik icerir: duygusal, normatif ve devam bagliligi. Bu calismada, bu siniflama temel alinmistir.

Duygusal baglilik, 6gretmenlerin kurumdan ayrilma istegini azaltarak, deneyimleriyle kurumla
daha giiclii bir bag kurmalarmi saglar. Bu baglilik, {i¢ ana unsur igerir: érgiit hedeflerine ve degerlerine
giiclii bir inang, kurum basarisi i¢in goniillii caligmanin artmasi ve Srgiitte uzun siire kalma arzusunun
ortaya ¢ikmasi (Hos ve Oksay, 2015).

Devam baglilig: ise, calisanlarin kendi orgiitlerini diger kurumlarla kiyasladiklarinda daha
avantajli bulmalar1 durumunda, sadece kisisel ¢ikarlar1 nedeniyle o orgiitte kalmalarimi ifade eder. Bu
tiir baglilik, calisanlarin maliyetleri ve faydalar1 géz 6niinde bulundurarak karar verdikleri bir durumdur
(Meyer ve Allen, 1991; Aksanaklu ve inandi, 2018). Devam baghlig1 genellikle orgiitler tarafindan
istenmeyen bir durum olarak goriiliir ¢iinkii ¢aliganlar, orgiitsel baglilik yerine yalnizca kisisel
kazanglarini dikkate alir.

Normatif bagllik, 6gretmenlerin aldiklar1 primler, burslar ve egitim firsatlar1 nedeniyle kuruma
kars1 bir bor¢luluk duygusu hissetmeleridir. Bu durum, 6gretmenlerin kurumdan ayrilma istegini
engelleyebilir ve onlar1 kurumda kalma konusunda normatif bir baglilik géstermeye yonlendirebilir
(Meyer ve digerleri, 1993; Meyer ve Allen, 1991). Normatif bagllik, 6zellikle kurumlar zor durumda
oldugunda, ¢alisanlarin kurumu sahiplenmesini ve kurumu desteklemek icin ekstra ¢aba sarf etmesini
ifade eder. Bu tiir bir baglilik, calisanlarin kuruma olan giivenleriyle de iliskilidir; gliven duyduklar1 i¢cin
bu baghilig siirdiirtirler. Bu baglamda, giiven ve orgiitsel gliven kavramlarinin anlagilmas1 énemlidir.
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Arastirmanin Amaci

Taylorist yonetim sisteminde, c¢alisanlar sadece fiziksel ve biligsel yonleriyle ele alinmus,
duygusal 6zellikleri gbz ardi edilmistir. Ancak, son yillarda hizmet sektorlerinde ¢alisanlarin duygusal
yonleri de dikkate alinmaya baslanmstir. Egitim kurumlari, duygularin yogun bir sekilde yer aldigi
ortamlardir; 6gretmenler 6grenciler, meslektaslar, okul yoneticileri ve veli ile etkilesimleri nedeniyle
yiiksek duygusal emek harcamaktadirlar. Toplumsal yagamda bireyler genellikle hissettikleri duygular
gizleyip toplumun kabul ettigi davranislar sergilemektedirler (Unal, 2017). Alanyazinda 6gretmenlerin
duygusal emek davraniglar1 iizerine yapilan c¢aligmalar sinirlidir. Bu nedenle, arastirmanin amact
Ogretmenlerin duygusal emek davramslart ile Orgiitsel bagliliklar1 arasindaki iligkiyi incelemektir.
Arastirma bu amag¢ dogrultusunda agagidaki sorulara cevap aramaktadir.

1. Ogretmenlerin duygusal emek diizeyleri nedir?

2. Ogretmenlerin érgiite baglhlik diizeyleri nedir?

3. Ogretmenlerin duygusal emek davranslari ile orgiite baghliklar1 arasinda anlam bir iliski
var mudir?

4. Ogretmenlerin duygusal emek davranislari, érgiite baghliklarini yordamakta midir?

YONTEM

Cahsma Grubu

Bu ¢alisma, iilkemizdeki egitim kurumlarinda ¢alisan 6gretmenlerin duygusal emek davramslari
ile orgiitsel bagliliklar1 arasindaki iliskiyi incelemek amaciyla nicel arastirma yontemlerinden iliskisel
tarama modeline gore yapilandirilmistir. Tarama modelinde, genis bir evrende yer alan veriler, evrenin
tamamu ya da bir érneklem grubu {izerinden toplanarak genel bir degerlendirme yapilir (Bahtiyar ve
Can, 2016). Bu tiir arastirmalar, mevcut durumu betimlemeyi hedefler (Biiyiikoztiirk, 2014). Arastirma
ayn1 zamanda farkli gruplarin ¢esitli degiskenlere goére karsilagtirilmasini igerdigi igin iliskisel bir
calismadir (Erkus, 2017). Iliskisel tarama modeli, iki veya daha fazla degisken arasindaki iliskinin
varligimi ve bu degiskenlerin birlikte nasil degistigini belirlemeyi amaglar (Karasar, 2011).

Aragtirmanin ¢alisma grubu, oransiz eleman oOrnekleme yoluyla segilen 367 Ogretmenden
olusmaktadir. Calisma grubuna iliskin detayli bilgi Tablo 1°’de sunulmaktadir:

Tablo 1. Ogretmenlere yonelik, cinsiyet, medeni durum ve kidem dagilimlari

Degisken Kategorileri N Gecerli %
Kadm 238 64,9
Cinsiyet Erkek 129 35,1
Toplam 367 100
Evli 293 79,8
Medeni Durum Bekar 74 20,2
Toplam 367 100
1-5 vyl 24 6,5
6-10 y1l 54 14,7
Kidem 11-15 y1l 86 23,4
16-20 y1l 71 19,3
20 y1l ve {izeri 132 36

Toplam 367 100
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Veri Toplama Araci

~ 99

Aragtirmada veri toplamak icin “Kisisel Bilgi Formu”, “Duygusal Emek Olgegi” ve “Orgiitsel
Baglilik Olgegi” kullamlmustir.

Kisisel Bilgi Formu: Bu form, 6gretmenlerin cinsiyet, medeni durum ve kidem gibi temel
bilgilerini toplamak i¢in hazirlanmgtir.

Duygusal Emek Olgegi: Ogretmenlerin duygusal emek davranislarini lgmek igin baz1 maddeleri
Diefendorff vd. (2005) ve bazi maddeleri de Grandey (2003) ve Kruml ile Geddes (2000) tarafindan
gelistirilen Olgek Basim ve Begenirbas (2012) tarafindan Tiirk¢e "ye uyarlanmustir ve bu ¢alismada
kullanilmustir. Olgek toplam 13 maddeden ve ii¢ alt boyuttan olusmaktadir. Bu alt boyutlar: Yiizeysel
rol yapma, derinden rol yapma ve dogal duygular seklinde ayrilmaktadir. Olgegin Cronbach Alpha
degerleri sirasiyla yiizeysel rol yapma i¢in .92, derinden rol yapma i¢in .85 ve dogal duygular i¢in .83
olarak saptanmustir (Diefendorff vd., 2005).

Orgiitsel Baghhk Olcegi: Ogretmenlerin drgiitsel bagliligini 6lgmek i¢in Meyer, Allen ve Smith
(1993) tarafindan gelistirilen ve Dagli, El¢icek ve Han (2018) tarafindan Tiirkge’ye uyarlanan dlgek
kullanilmustir. Olgek toplam 18 maddeden ve 3 alt boyutu bulunmaktadir. Bu alt boyutlar: Duygusal
baglilik, duygusal baglilik ve normatif baglilik olarak simiflandirilmistir. Cronbach Alpha degerleri
sirastyla duygusal baglilik i¢in .84, devam baglilig1 i¢in .78, normatif baglilik i¢in .81 ve dlgegin geneli
icin .90 olarak tespit edilmistir.

Veri Toplama Sureci

) Aragtirmanin verilerini toplama amaci ile Kisisel bilgi formu, Duygusal Emek Olgegi ve
Orgutsel Baglilik Olgegi uygulanmustir. Katilimeilar formlar1 goniilliliik ile doldurulmustur. Veri
toplama siireci yaklasik 15-20 dakika siirmiistiir.

Verilerin Analizi

Ogretmenlerin duygusal emek davramslarinin Srgiite baghliklar arasinda anlaml bir iliskinin
olup olmadigini belirlemek i¢in Pearson korelasyon analizi, Ogretmenlerin duygusal emek
davranislarinin orgiite bagliliklarint yordayip yormadigini belirleyebilmek i¢in Coklu Regresyon
Analizi yapilmistir. Analizlerin uygulanabilmesi icin analiz 6ncesi 6lceklerden elde edilen puanlarin
normal dagilim gdsterip gostermedigi tespit edilmistir. Kayip veri bulunmamakla birlikte u¢ degere de
rastlanmamistir. Normallik testleri i¢in hangi testlerin uygulanabilecegine yonelik gozlem sayilari
belirlenmis ve bu goézlem sayisinin 30 ve {izerinde oldugu saptanmistir. Bu nedenle Kolmorogov
Smirnov (K-S) testi yapilmustir.

BULGULAR

Bu bolimde oncelikle 6gretmenlerin duygusal emek davraniglari ile 6rgiite baghiliklar: arasinda
anlaml bir farklilik olup olmadigina iligskin bilgilere yer verilmistir. Ayrica 6gretmenlerin duygusal
emek davraniglarinin orgiite bagliliklarini ne diizeyde yordadigina iligkin bulgulara yer verilmistir.

Ogretmenlerin duygusal emek davramslar1 alt boyutlar1 diizeylerine ve &rgiitsel baglilik alt
boyutlar1 diizeylerine iligkin algilari ile ilgili aritmetik ortalama ve standart sapma degerleri Tablo 2’de
gorulmektedir.
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Tablo 2. Ogretmenlerin duygusal emek davranislari alt boyutlar1 ve drgiite baglilik alt boyutlarmin aritmetik
ortalamasi ve standart sapma degerleri

N X SS
= 1 Yizeysel rol yapma 367 2,49 ,89
%.ﬂg 2 Derinden rol yapma 367 3,35 ,96
a GE) 3 Dogal duygular 367 4,10 ,61
_ 4 Duygusal baglilik 367 3,20 ,92
%) Eﬂ 5 Devam bagliligi 367 2,99 ,89
0 & 6  Normatifbagllik 367 2,53 84

Tablo 2’ye gore, 6gretmenlerin duygusal emek ve oOrgiite baglilik diizeyleri kategorilere ayrilmistir.
Yiizeysel rol yapma alt boyutunda diisiik diizeyde (X=2,49), Derinden rol yapma diizeyinde orta diizeyde
(X=3,35) ve Dogal duygular alt boyutunda yiiksek diizeyde (X=4,10) duygusal emek davranislar: tespit
edilmistir. Orgiite baglilik agisindan ise Duygusal baghilik alt boyutunda orta diizeyde (X=3,20), Devam
baglilig1 alt boyutunda orta diizeyde (X=2,99) ve Normatif baghlik alt boyutunda diisiik diizeyde (X=2,53)
gbzlemlenmistir.

Ogretmenlerin duygusal emek davramslari ile drgiite bagliliklar1 arasindaki iliskiye yonelik korelasyon
analizi sonuglar1 Tablo 3’te yer almaktadir.

Tablo 3. Ogretmenlerin Duygusal Emek Davranislari ile Orgiite Bagliliklar1 Arasindaki liskiye Yénelik Korelasyon
Analizi Sonuglar1

1 2 3 4 5 6 X SS
Yuzeysel Rol 2,49 ,89
1
Yapma
Derinden Rol 304%* 1 33 96
Yapma
Dogal Duygular -,378** ,043 1 4,10 ,61
Duygusal Baglilik -,168** ,102 ,213%* 1 3,20 ,92
Devam Bagliligi -,061 122* ,101 616%* 1 299 89
Normatif Baglilik -,058 ,162*%* 121* ,632%* ,642%* 1 2,53 84

Tablo 3'teki korelasyon analizi sonuglarma gore, yiizeysel rol yapma ile duygusal baglilik
arasinda zayif diizeyde negatif bir iliski (r=-.168, p<.05) saptanmis, devam ve normatif baglilikla
anlaml bir iliski bulunmamistir. Derinden rol yapma, devam (r=.122, p<.05) ve normatif baglilikla
(r=.162, p<.05) zayif duzeyde pozitif bir iliski géstermistir. Dogal duygular, duygusal baghlik (r=.213,
p<.05) ve normatif baghlikla (r=.121, p<.05) zayif dizeyde pozitif bir iliski gosterirken, devam
bagliligryla anlamli bir iligki tespit edilmemistir.

Ogretmenlerin duygusal emek davramslarmmn orgiite bagliliklarmi yordama diizeyini tespit
etmek i¢in yapilan ¢oklu regresyon analizi sonuglar1 Tablo 4’te yer almaktadir.
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Tablo 4. Ogretmenlerin Duygusal Emek Davramislari ile Orgiite Baglhiliklarin1 Yordamasina Iliskin Coklu
Regresyon Analizi Sonuglari

Dl;)r/r?:ial Duygusal baghhk Devam baghhg: Normatif baghhk
Degisken B SH B T B SH B T B SH B T
Sabit 2,240 415 539 2411 384 6,277 1,729 384 4,499
Yizeysel -,160 ,060 - - -075  ,056 - - -,078 ,056 - -
rol yapma ,155 2,669 ,081 1,353 ,082 1,397

Derinden ,136 ,051 ,143 2,643 /124 047 144 2611 160 ,048 ,184 3,357
rol yapma

Dogal ,220 ,083 ,148 2666 ,087 ,076 ,065 1,139 112 ,077 ,082 1,461
duygular

R=,269 R?=,072 R=,171 R?=,029 R=,211 R?=,045

F)=9,406 F)=3,630 F2=5,648

p<.05 p<.05 p<.01

Tablo 4'teki regresyon analizi sonuglarina gore, 6gretmenlerin duygusal emek davraniglari ile
oOrgiite baglilik arasinda diisiik diizeyde iliskiler bulunmustur. Duygusal emek davramslari, duygusal
bagliligin %7’sini (R?=.072), devam baghliginin %2’sini (R?>=.029) ve normatif bagliligin %4’iinii
(R2=.045) agiklamaktadir (p<.01). Ogretmenlerin duygusal emek davranislari ile orgiite baglilik
arasinda diisiik diizeyde bir iliski bulunmus olup, normatif baglilik alt boyutunun varyansinin %4'i
duygusal emek davranislariyla agiklanmaktadir (R=,211; R*=,045; p<.01).

TARTISMA

Bu aragtirmada 6gretmenlerin duygusal emek davranislari ile orgiitsel bagliliklar1 arasindaki iligki
incelenmistir. Elde edilen bulgular dogrultusunda, 6gretmenlerin duygusal emek davraniglarinin dogal
duygular boyutunda yiiksek, derinden rol yapma boyutunda orta ve yiizeysel rol yapma boyutunda ise
diistik diizeyde olduklar1 goriilmektedir. Bu sonug, 6gretmenlerin mesleklerini kutsal kabul etmesi ve
Ogrencilerine de bu hassasiyetle yaklasarak, onlara karsi samimi davranmalarindan ve duygularini
gizleyememelerinden kaynakli olabilir. Ozellikle yiizeysel rol yapma davramsmmn diisiik olmasi,
Ogretmenlerin gorevlerini yerine getirirken dogal ve igten davrandiklarinin bir gostergesi olabilir. Ayrica
bu durum, 6gretmenlerin mesleklerine duyduklar1 baglilik ve profesyonellikleri ile iliskilendirilebilir.

Alanyazinda, Begenirbas ve Meydan (2012), Karakas, Tosten, Kansu ve Aydin (2016) gibi
arastirmalar, 6gretmenlerin dogal duygularimi yiiksek, yiizeysel rol yapma davraniglarini ise diisiik
bulmustur. Akgiin ve Yilmaz (2021) da benzer sekilde ilkokul ve ortaokul 6gretmenlerinde dogal
duygularin yiiksek, yiizeysel rol yapmanin diisiik oldugunu tespit etmistir. Yine Moran ve Coruk’un
(2021) calismasinda da benzer sonuglara ulagilmustir.

Bu c¢alismanin bulgularinin aksine Demircan ve Turung (2017) ve Polatkan’in (2016)
caligmalarinda ise ogretmenlerin daha cok ylizeysel rol yapma davranisi sergiledigini belirtmistir.
Ozgiin (2015) dershane 6gretmenlerinin en yiiksek diizeyde yiizeysel davranislar sergiledigini, ardindan
derinden rol yapma ve samimi davranslarin geldigini bulmustur. Akin, Aydin, Erdogan ve
Demirkasimoglu (2014) ise 6gretmenlerin en yliksek diizeyde samimi davraniglar sergiledigini ortaya
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koymustur. Kiral (2016) okul miidiirleri ile yaptig1 caligmada miidiirlerin en yiiksek diizeyde derinden
rol yapma davranis1 sergiledigini tespit etmistir. Bu farkliliklar, 6gretmenlerin duygusal emek
davraniglarinin mesleki baglam ve bireysel faktorlere gore degisebilecegini gostermektedir.

Orgiitsel baglilik agisindan, dgretmenlerin duygusal baglilik ve devam baglilig1 diizeyleri orta,
normatif baglilik diizeyi ise diigiik bulunmustur. Bu durum, 6gretmenlerin idarecilerin yonetim tarzi ve
karar alma siireglerine katilmama gibi faktorlerden dolayr orgiitsel bagliliklarmi orta diizeyde
gosterdigini diisiindiirmektedir. Bu da 6gretmenlerin is doyumunu olumsuz etkileyebilir ve okul
basarisini diistirebilir.

Budak (2009), Demirtas (2010), Giigli ve Zaman (2011), Nacar ve Demirtas (2017) ile
Vatansever Bayraktar ve Uzunpinar (2020) tarafindan yapilan arastirmalarda 6gretmenlerin orgiitsel
baglhiliklarinin orta diizeyde, Demir ve Inandi’nin (2023) calismasinda ise yiiksek diizeyde oldugu
goriilmiistiir. Kursunoglu ve Tanriogen (2010) ilkogretim dgretmenlerinin orgiitsel baglilik alt boyutlar
arasinda en yiiksek duygusal baglilik, ardindan normatif baghlik ve devam baghliginin yer aldigini
belirlemistir. Nacar ve Demirtag (2017) lise dgretmenlerinde duygusal bagliligin yiiksek, devam ve
normatif bagliligin ise orta diizeyde oldugunu saptamustir. Davran ve Saydan (2019) ortaokul
ogretmenlerinde duygusal baglilik yiiksek, devam ve normatif baglilik ise orta diizeyde bulmustur.

Duygusal emek davranislari ile orgiitsel baglilik arasindaki iliski incelendiginde, yiizeysel rol
yapma davranisi ile duygusal baglilik arasinda negatif yonde anlamli bir iliski bulunmustur. Yiizeysel
rol yapma davranisinin artmasi, duygusal baghligin azalmasima neden olmaktadir. Ogretmenlerin gercek
duygularmi yansitmamalari, orgiit i¢cinde kalma istegini azaltabilir, bu da okulun amag¢ ve hedeflerine
baglilik eksikligi ve performans diisiikliigiine yol acabilir. Ogretmenlerin duygusal durumlarinin géz
oniinde bulundurulmasi, onlarin daha etkin ve 6zverili ¢galismalarini tegvik edebilir. Egitim kurumlarinda
yoOneticilerin, 6gretmenlerin sahte duygular sergilemelerini engelleyerek dogal ve igten duygularini 6ne
¢ikaracak bir yoOnetim anlayisi benimsemesi, Ggretmenlerin Orgilite olan baghiliklarimi artirabilir.
Yoneticilerin 6gretmenlere yeterli destek vermesi, onlarin olumlu duygular hissetmelerine ve
dolayisiyla orgiitsel giiven, baglilik ve 6zdeslesme diizeylerinin artmasina neden olabilir (Argon, 2015).

Youngmi (2016) Giiney Kore’de ortaokul 6gretmenlerinin duygusal emek ve tiikenmislikleri
arasindaki iliskiyi incelediginde, 6gretmenlerin yiiksek diizeyde duygusal emek sergilediklerini ancak
diisiik diizeyde duygusal uyumluluk gosterdiklerini bulmustur. Bu ¢alisma, duygusal tiikenmisligin
yiiksek oldugunu ortaya koymustur. Giiler’in (2018) ¢alismasinda duygusal emegin tiikenmislik
iizerinde etkili oldugu bulunmustur. Karatas (2017) da benzer bulgulara ulagmistir.

Hemsireler iizerinde yapilan bir calismada (Yang ve Chang, 2008), duygusal emegin is tatmini ve
orgiitsel bagliligin 6nemli bir dnciilii oldugu tespit edilmistir. Yiizeysel rol ile is tatmini arasinda anlamli
bir iliski bulunamazken, yiizeysel rol yapan hemsirelerin 6rgiitsel bagliliklarinin diisiik oldugu, derinden
rol yapan hemsirelerin ise hem is tatmini hem de orgiitsel bagliliklarinin yiiksek oldugu goriilmiistiir.
Yagc1 ve Pelin’in (2020) arastirmasinda duygusal emek ile orgiitsel baglilik arasinda pozitif bir iligki
oldugu tespit edilmistir. Duygusal emek davraniglar1 arttikca bagliligin artacagr diistiniilmektedir.
Duygusal emek davraniglarinin bagliligi olumlu etkiledigi ileri siiriilmektedir.

Sonug ve Oneriler

Sonug olarak, 6gretmenlerin duygusal emek davranislar ile orgiitsel bagliliklar: arasindaki iliski,
alanyazinda 6nemli bir yer tutmaktadir. Egitimde duygularin i memnuniyeti, tikenmislik ve kaygi gibi
faktorlerle iliskilendirildigi g6z oniinde bulunduruldugunda, 6gretmenlerin duygusal emek davranislari
ile orgiitsel baghliklar1 arasindaki iliskinin daha fazla arastirilmasi gerektigi diistiniilmektedir. Bu
nedenle, bu ¢aligma alanyazinda oncii bir nitelige sahip olabilir.

Bu aragtirmanin bulgulari, konu hakkinda degerli i¢goriiler sunmaktadir. Bu bulgulara dayanarak,
anlayis ve uygulamay1 artirmaya yonelik birkac Oneri gelistirilmistir. Bu sonucglar ve ilgili oneriler
asagida ayrintili olarak sunulmustur.

1. Egitim ortamlarmda duygusal emek davranislar ile orgiitsel baghlik arasindaki iligkiyi daha
genis Ornek gruplari kullanarak incelemek, sonuglarin genellenebilirligini artirabilir. Farkli
okullardan 6gretmenleri iceren calismalar, gesitli profesyonel baglamlar1 dikkate alarak daha
zengin veriler saglayabilir.
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2. Duygusal emek uygulamalarimin 6gretmenlerin orgiitsel bagliligi iizerindeki uzun vadeli
etkilerini incelemek igin uzunlamasina c¢alismalar yapilmasi, bu alandaki anlayisi
derinlestirebilir.

3. Ogretmenlerin duygusal emek deneyimlerini ve bu deneyimlerin mesleki yasamlarina etkisini
kesfetmek igin nitel arastirma yontemlerinin kullanilmasi, elde edilen verileri zenginlestirebilir.

4. Gelecek caligmalar, duygusal zeka ile duygusal emek davramiglar1 arasindaki iligkiyi
aragtirabilir. Duygusal zekay1 artirmaya yonelik egitim programlarinin etkilerini arastirmak,
ogretmenlerin duygusal uyum yeteneklerini gelistirmelerine yardimer olabilir.

5. Ogretmenlerin karar alma siireclerine daha fazla katilimini tesvik eden stratejilerin
gelistirilmesi, onlarin baghliklarini artwrabilir. Bu durum, ayn1 zamanda is tatminleri ve
motivasyonlari lizerinde de olumlu bir etki yapabilir.

6. Duygusal zeka ve duygusal emek davranmiglarimi gelistirmeye yonelik egitim programlari ve
atolyeler diizenlemek, 6gretmenlerin bu becerileri artirmalarina yardimci olabilir.

7. Okul ortaminda duygusal destek programlari uygulanmasi, 6gretmenlerin duygusal iyilik halleri
tizerinde olumlu bir etki yaratarak, is performanslar1 ve orgiitsel bagliliklar1 {izerinde olumlu
sonuglar dogurabilir.
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Abstract

In recent years, social media platforms, especially Twitter, have played a critical role in shaping public opinion
and spreading societal debates. Significant topics such as educational policies and curriculum changes rapidly
proliferate through these platforms, reaching wide audiences and adding a new dimension to discussions by
conveying users' thoughts and emotional responses. This study aims to uncover the emotional tendencies and
cross-country differences in discussions by analyzing content shared with the hashtags #muifredat and #curriculum
on Twitter through text mining and sentiment analysis methods. Data was collected using the social media
monitoring tool Brand24 from posts shared on Twitter between 12.05.2024 and 11.06.2024. The collected data
was examined through text mining to identify prominent themes related to the curriculum, followed by sentiment
analysis to visualize the distribution of positive, negative, and neutral emotions in the posts. The study's findings
indicate that curriculum discussions are generally approached from a negative perspective, with a particularly
dominant critical stance in Turkey. As a result, it has been revealed that such discussions on social media are an
important source of information in the evaluation of educational policies and provide social feedback that should
be taken into account for policymakers.

Keywords: curriculum, text mining, sentiment analysis, social media

INTRODUCTION

The curriculum is a fundamental tool that enables students to make sense of and use the knowledge
and skills they have acquired. In this respect, the ability of the curriculum to be an effective tool depends
on its ability to respond to the needs of the student population it targets. Education is an indispensable
element in the development of countries and in meeting the needs of today's conditions. A certain
process is followed in order for societies to progress in every field and to train qualified human
resources. The acceleration of developments in science and technology requires educational institutions
to work in accordance with these advances. The plan that guides these studies is the curriculum program
implemented by educators in the field of education and training. The definition, content and necessity
of the curriculum play a critical role in the efficient teaching of courses (Tanner & Tanner, 1975;
Tomlison, 2001; Tunger & Eryilmaz, 2002).

Social media platforms, considered a new alternative to traditional communication tools like
newspapers, television, and radio, are increasing in popularity with each passing day. Platforms such as
Twitter, Facebook, and Instagram realize the processes of producing, disseminating, discussing, and
revisiting information at great speed (Albayrak et al., 2017).
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Social media is a type of new media offering a multimedia environment where messages, photos,
videos, location updates, and status updates can be shared continuously. This platform provides various
opportunities and allows content to travel quickly across different geographical locations as it can be
sent and commented on with just one click at almost no cost to stakeholders. Content can reach
thousands or even millions of stakeholders if it is shared among social network members who have
established common interests and built collective trust (Valentini & Kruckeberg, 2016).

The increasing use of social media every year adds a new dimension to the understanding of
socialization of people of different socioeconomic levels from every culture (Vural & Bat, 2010). The
concept of socialization, which means coming together with family and friends and engaging in an
activity, has been replaced by being social on social media accounts. Activities that can be done alone,
such as traveling, being in different social settings, eating, drinking, engaging in artistic or sports
activities, and reading, are now shared on social media (Olcay, 2018). Social media enables
conversations to take place asynchronously and beyond geographical restrictions (Boyd et al., 2010).

Social media platforms such as Facebook, Twitter, LinkedIn, YouTube, Tiktok or Instagram have
increased social media access due to the increased use of smartphones. . In this way, news can reach
wider audiences in shorter periods of time and decision makers can monitor public activities and
coordinate with their stakeholders (Y1ldiz and Yildirim, 2024; Luna and Pennock, 2018). On the other
hand, Twitter, a micro-blogging site, has recently become popular on the internet.

This social media tool allows users to send short messages, or tweets, from their computers or mobile
phones and to follow tweets from a specific user or group. It also provides the ability to search for tweets
on a specific topic. Tweets that are liked or wanted to be shared can be posted on the user's own page or
saved on computers, cell phones or tablets. Including embedded links to websites or photos in tweets
increases their usage (Mayfield, 2010).

Twitter’s structure allows many people to discuss a particular topic simultaneously rather than
limiting conversations within restricted spaces or groups. The message flow provided by Twitter fosters
users’ sense of being surrounded by conversation, thus indirectly increasing their environmental
awareness without requiring active participation (Boyd et al., 2010).

Twitter is public in the sense that anyone can read its users' tweets, but also personal in the sense that
the message is addressed to a person or group or provides personal content. Additionally, by allowing
asymmetrical and one-way connections, Twitter enables users to view messages from those who do not
display their messages (Gandy & Hemphill, 2014). As a social network platform, Twitter provides a
space for users to share written or visual content called "“tweets," view tweets from people they follow
on their homepage, and access tweets from people they do not follow by visiting their profiles. Users
can also view the most popular topics in their area on their homepage, like tweets, and "retweet" to share
them again (Ferik, 2023). Seen as a simple act of copying and reposting, retweeting contributes to a
conversational ecology in which conversations consist of a public voice interaction that creates an
emotional sense of a shared conversational context. This may explain Twitter users’ motives for
retweeting others or wanting their own posts retweeted. Retweeting invites users to engage in a topic
without directly addressing them by focusing their attention on it (Boyd et al., 2010).

One of the elements that differentiates Twitter from other social media platforms is the “trending”
feature, also known as “TT: Top Trend”. With this feature, users can create a country-based trending
list on their homepage, which can be customized according to their location. The trending list instantly
ranks the top words or hashtags in tweets from the selected country, allowing users to follow regional
or global hot topics. The fact that people can be informed about instant developments in this way can be
interpreted as an integrated function of the social media platform with the news feed. In addition, the
“What's going on?” section in the tweeting section allows users not only to see the topics that are on the
agenda in the location of their choice, but also to reach large audiences as individuals or communities
by placing a topic of their choice on Twitter's agenda list. In this context, it can be said that Twitter has
the potential to create public opinion in a virtual public sphere, create newsworthiness and reach relevant
individuals or institutions (Ferik, 2023).

Twitter, as one of the most significant social media platforms where users can share their thoughts,
participate in discussions, and express their worldview or political views, contains a substantial volume
of data. In recent years, these big data have attracted a lot of attention from companies and institutions,
and by collecting and analyzing these data, marketing strategies such as offering personalized
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advertisements and products, social media data are used in many areas from marketing to education
(Keskinkili¢ & Oz, 2023).

According to a report by We Are Social, as of early 2024, the number of active social media users
worldwide has reached 5.04 billion. In Turkey, the number of social media users is 57.50 million,
placing Turkey in 43rd place globally, with a social media usage rate of 66.8% based on population.
The same report indicates that a social media user spends an average of 2 hours and 23 minutes per day
on social media, with Turkey exceeding the global average at 2 hours and 44 minutes, ranking 14th
worldwide. Additionally, as of early 2024, among monthly active users of social media platforms aged
16-64, Instagram, WhatsApp, and Facebook rank in the top three, while Twitter ranks fourth with a
69.1% usage rate (We Are Social, 2024).

Research Purpose and Significance

This research seeks to answer the following question:

How are curriculum discussions on Twitter shaped in Turkey and globally, and how do the
emotional tendencies within these discussions differ across countries?

In this context, the main objective of the research is to conduct a comparative analysis of opinions,
debates, and viewpoints on the topic of “curriculum™ shared on Twitter in Turkey and around the world
using text mining. This study aims to identify what aspects of the curriculum are being discussed in
different countries and the emotional states of these conversations through the analysis of Twitter data
collected over a specific timeframe. In this context, by analyzing the data obtained from the content
shared on Twitter, the distribution of positive, negative and neutral emotions in curriculum discussions
was examined.

This study examines how public opinion is shaped on education policies and how there are
differences between countries on this issue by using Twitter data from social media platforms. In this
respect, the research shows how effective social media analysis can be used in the field of education.

Comparative analysis of curriculum debates in different countries is of great importance for
understanding the universal and local differences in educational policies. This study provides an
opportunity to compare different educational approaches across countries by considering the effects of
curriculum changes on societies from a universal perspective.

Through sentiment analysis, the study also aims to identify how curriculum change discussions are
perceived—positively or negatively—thus providing insight into public attitudes towards educational
policies. Observing the critical or supportive perspectives in these discussions is anticipated to help
policymakers gain a better understanding of societal trends. Another significant aspect of this research
is that it offers an in-depth analysis of how societal opinions on educational policies are shaped through
social media, providing valuable feedback, especially for professionals involved in curriculum change.

Methodology

This research utilized text mining and sentiment analysis methods to examine curriculum discussions
on social media platforms, especially Twitter, in Turkey and worldwide. Within the scope of the
research, a contextual analysis was conducted by collecting curriculum-related posts on Twitter.
Through text mining, the collected data was processed, the discussions' content was categorized, and
specific themes were identified. Subsequently, sentiment analysis was conducted to determine the
positive, negative, and neutral emotional tendencies of these posts. The findings were analyzed from a
comparative perspective to examine the tendencies of curriculum discussions in different countries.

Text mining is defined as the process of finding patterns in text databases and extracting meaningful
information from these texts. Fully understanding natural language text can be complex, so text mining
focuses on extracting small amounts of information to draw reliable conclusions from the data. Key
objectives of the text mining process include automatic document clustering or categorization, assigning
keywords to texts, identifying and tracking topics in text documents over time, searching based on
content categories rather than just keywords, and creating and analyzing user profiles based on how
users interact with text databases (Hansen & Johnson, 2005).

Unlike records stored in databases, the data used in text mining consists of content generated from
human communications, social media posts, and transcripts of conversations. In this context, data
mining is a set of methods and tools that examine freely written texts and enables the identification of
previously unnoticed significant insights (Atan, 2020).
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Sentiment analysis, a natural language processing method, aims to derive meaningful results from
dense and large data containing individuals' opinions. Sentiment analysis, as a text processing method,
basically aims to classify the analyzed text as emotionally positive, negative and neutral (Seker, 2016).
Sentiment analysis is a research field that examines the opinions, feelings, evaluations and attitudes that
people express about products, services, organizations, people, events and their characteristics. This
field addresses a comprehensive problem area (Liu, 2022).

Not surprisingly, the inception and rapid growth of sentiment analysis coincided with social media,
and sentiment analysis is at the center of social media research today. With the rapid growth of social
media, individuals and organizations have started to use content on these platforms in decision-making
processes. Instead of consulting friends about consumer products, it is now possible to access a plethora
of user comments and discussions online. Similarly, organizations can assess public opinion from
forums and blogs without conducting surveys. However, since finding, extracting, and summarizing
information on these sites is challenging, automatic sentiment analysis systems are necessary (Liu,
2022).

In this study, text mining and sentiment analysis on big data obtained from Twitter, one of the social
media platforms, were used to reveal the general trends in the curriculum debates. The fact that the data
is obtained directly from social media users enables the research to understand social trends and public
opinion.

Population and Sample of the Research
The scope and sample of the data used in this study consist of tweets with the hashtags #mufredat
and #curriculum posted on publicly accessible profiles on Twitter between 12.05.2024 and 11.06.2024.

Data Set Creation

The data for the research was gathered from posts tagged with #mifredat and #curriculum on Twitter
between 12.05.2024 and 11.06.2024. During the specified dates, publicly accessible posts were
identified, and the social media monitoring and analysis tool Brand24 scraped tweets based on specific
keywords, storing them in a database.

During the data collection process, posts obtained from Twitter were analyzed without any changes.
The collected data was selected by filtering tweets with the hashtags #miifredat and #curriculum within
the relevant dates. The contents of these tweets were then made ready for processing with text mining
and sentiment analysis techniques.

Data Analysis

The data analysis was conducted in two main stages. In the first stage, text mining systematically
analyzed the datasets obtained from Twitter. In this process, tweets were categorized, frequency
analysis, context analysis and related terms were extracted in line with the determined keywords. This
analysis revealed the themes on which conversations related to the curriculum were concentrated. The
content distribution of these conversations was visualized and graphically presented using the word
cloud method.

In the second stage, the sentiment analysis method was used to determine the emotional content of
the tweets. With this analysis, each tweet was assigned to a positive, negative or neutral emotional
category. For this, natural language processing algorithms commonly used in text mining were applied.
The sentiment analysis method was used to determine the positive, negative and neutral emotional
content of social trends in educational policies and curriculum discussions, and the results of the analysis
were visualized with graphs and percentage distributions.

The commonly used terms on social media platforms are as follows, providing fundamental
knowledge for understanding social media usage and dynamics:

Follower: People who follow and receive updates from a user’s profile.

Like: Button clicked to indicate that one likes a post.

Share/Retweet: Sharing a post on one’s profile or another platform.

Comment: Leaving written feedback on a post.

Hashtag: A tag starting with the "#" symbol to indicate a particular topic or theme.
Tweet: Short messages shared on Twitter.

oukrwnE
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7. DM (Direct Message): Private messaging.

8. Story: Short-term posts that disappear after 24 hours on platforms like Instagram and Facebook.

9. Feed: Posts seen on the main page.

10. Timeline: The page where a user’s posts are displayed in chronological order.

11. Block: Preventing a user from following or messaging.

12. Tagging: Mentioning another user in a post.

13. Viral: Content shared by a large audience in a short time.

14. Influencer: Individuals with a large following and influence on social media.

15. Trend: Popular topic or content at the time.

16. Clicks: Number of clicks on links in the content.

17. Reactions: Emotional responses offered besides likes (e.g., laughing, anger, sadness on
Facebook).

18. Saves: Users saving content to revisit later.

The number of engagements is an important metric that shows how much attention a post has
received and how much interaction it has received from users, and is frequently used in social media
analytics and marketing strategies to evaluate performance. These interactions can be in the form of
likes, shares with other users, saves by other users, views, especially for video posts, or clicks on links
in the post. In brief, the number of engagements, usually in social media and digital marketing, refers to
the total number of interactions a piece of content has with users. These interactions demonstrate how
users actively engage with the content.

o Engagement Count and Reach: Engagement count indicates the amount of interaction content
has received and is commonly used as an indicator of content quality and user interest. A high
engagement count suggests that content is engaging and that users are actively interested in it.

» Sentiment Analysis: The type and content of interactions play a significant role in sentiment
analyses. For example, positive comments and likes indicate a positive emotional response, while
negative comments and reactions indicate a negative emotional response.

o Engagement Rate: The number of engagements is often evaluated in conjunction with the number
of reaches. The engagement rate, calculated by dividing the total engagements by reach, shows how
effective the content is.

Findings and Comments
#mufredat Posts
Table 1 provides a numerical summary of media interactions within a given period. Each metric

demonstrates how the analyzed topic or event resonated on Twitter.

Table 1. Numerical Summary of #mifredat Posts on Twitter between 12.05.2024 and 11.06.2024
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e Mentions: Curriculum was mentioned on Twitter a total of 456 times between the relevant dates.

¢ Reach: 9.3 million people were reached via social media.

e Engagements: There were 30,181 interactions and 26,423 likes, indicating active user
engagement with the content.
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e User-Generated Content: With 456 users creating content related to the curriculum on Twitter,
it suggests a user tendency to produce their own content on the topic.

¢ Sentiment Analysis: There are 24 positive (8%) and 295 negative (92%) mentions. The high rate
of negative mentions indicates that the general perception is negative.

e AVE: The advertising value equivalent (AVE) is valued at $203,000, showing that mentions and
reach hold notable advertising value.

e Twitter Mentions: The curriculum topic was mentioned 456 times on Twitter, highlighting its
significance as a social media platform.

These data are crucial for understanding how a particular topic or event resonates on social media
and how users respond to it, shaping media strategies and communication plans. The high reach and
interactions related to the curriculum on Twitter indicate that the issue has reached a wide audience and
attracted significant attention. Nevertheless, the predominance of negative sentiments can be interpreted
as indicating that the issue is perceived negatively by the public and is likely to be criticized.

A word cloud is a type of graphic that visually represents the most frequently used words within a
text. Words appear in different sizes and weights based on their frequency, with more frequent words
displayed larger and more prominently, while less frequent words are shown smaller. This helps identify
word frequency. Word clouds are used in text analysis to quickly understand which words stand out
visually. In this type of graphic, words are usually placed randomly or in a certain shape and shown in
different colors, making the visual more interesting.

Figure 1 visually summarizes the main themes and topics in discussions related to education. The
discussions largely revolve around educational policies, curriculum changes, and innovations.
Additionally, specific individuals and institutions are frequently mentioned, emphasizing their roles in
these discussions.
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Figure 1. Word Cloud of Posts with "Curriculum" Content on Twitter from 12.05.2024 to 11.06.2024

Most Frequently Used Words:

e Words such "yeni", "yiizyil", "milli", "egitim", "tekil", "maarif", "miifredat", "programi",
"Tiirkiye", "degisiklik", "¢ekin", "yusuf", "oldugunu", "miifredat1" stand out.

e These words reflect the main themes and focus areas of the discussion. The terms "yeni* and
"yilizy1l" likely indicate discussions on the future of education and innovations.

¢ The words "milli" and "egitim" show that the discussion centers on national education policies and
practices.

o Words like "mifredat”, "maarif,” and "program" suggest frequent discussions on the content and

structuring of education.

Other Notable Words:

e Words like "Degisiklik", "daha", "tim", "neden", "gibi", "kadar” indicate that changes, scope
expansions and comparisons have an important place in the content of the discussions.

e Words like "Cocuklarimizin", "meslek", "6gretmenlik", "6gretim" suggest that the discussions
focus on various aspects of education and stakeholders (students, teachers).

Figure 2 shows a sentiment analysis of frequently shared words related to the curriculum. Words
reflecting positive sentiments are displayed in green, words with negative sentiments in red, and neutral
words in gray.
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Figure 2. Sentiment Analysis Word Cloud of #mifredat Posts on Twitter from 12.05.2024 to 11.06.2024

Table 2 displays the top 20 most-used and trending hashtags on Twitter related to the curriculum
between 12.05.2024 and 11.06.2024, along with their mention frequencies. These data are useful for
understanding which topics and hashtags are trending on social media and indicate the level of public
interest in specific topics. Although words like "yilinda" "ise "biz" "okula" "evet and "Gyle" do not
directly express sentiment, they frequently appear in positive posts. Therefore, these words are included
among positive sentiment words in the word cloud and displayed in green.

Table 2. Trending Hashtags Related to the Curriculum on Twitter from 12.05.2024 to 11.06.2024

HASHTAG MENTIONS
1 #mifredat 127
2 #haber 57
3 #Hegitim 52
4 #sondakika 34
5 #kesfet 32
6 #meb 31
7 #0gretmen 30
8 #glindem 29
9 #turkiye 27
10 #yks 26
11 #ogrenci 25
12 #yks2024 24
13 #ogretim 24
14 #ataturk 23
15 #siyaset 22
16 #okul 20
17 fHayt 20
18 #yusuftekin 20
19 #akp 19
20 #yks2025 19

e Main Focus: Topics related to curriculum and education were the primary focus of discussions,
indicating the significance of educational policies and curriculum changes.

e Current Events and News Content: Hashtags like haber, son dakika and giindem show that users
follow current events and news.



58

e Educational Institutions and Exams: Hashtags such as MEB, 6gretmen, 6grenci and okul indicate
discussions related to educational institutions and stakeholders. Hashtags about exams like YKS and
AYT suggest that exams are an important agenda item.

Overall, the diversity and frequency of hashtags suggest that education-related topics are heavily
debated on social media, and these discussions cover a wide range of topics. Curriculum, educational
policies, exams, and teacher-related topics emerge as the main themes capturing attention on social
media.

#curriculum Posts
Table 3 provides a numerical summary of interactions on Twitter from 12.05.2024 to 11.06.2024.
Each metric shows how the analyzed topic or event resonated on media platforms.

Table 3. Numerical Summary of Posts with “curriculum™ Content on Twitter from 12.05.2024 to 11.06.2024
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o Mentions: The topic received a total of 2,564 mentions on Twitter.

» Reach: The content reached 15 million people via social media.

o Engagements: 41,576 interactions and 31,893 likes indicate that users actively engaged with the
content.

o User-Generated Content: There were 2,564 user-generated posts related to the topic. This indicates
that users tend to generate their own content on the topic.

« Sentiment Analysis: There were 543 positive mentions (49%) and 559 negative mentions (51%).
The close ratio of negative to positive mentions suggests a generally neutral perception. However, the
slightly higher percentage of negative mentions (51%) implies that the topic may be perceived more
negatively, with discussions tending toward criticism.

e AVE: 551 thousand dollars’ worth of advertising equivalent is available. This suggests that
mentions and reach are important in terms of advertising value.

o Twitter Mentions: With 2,564 mentions on Twitter, it underscores Twitter's role as a significant
social platform.

Figure 3 presents prominent themes in English, similar to the educational content displayed in
Figure 1.
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Figure 3. Word Cloud of #curriculum Posts on Twitter from 12.05.2024 to 11.06.2024

Most Frequently Used Words:

o Words like "provide,” "program,” "skill," "student,” "education,
"experience,"” "goal," "teacher," and "development” prominent..

e These words reflect the main themes and focal points of the discussion. Terms like "provide,"”
"program,” and "skill" indicate a focus on educational programs and skill development.

learning,” “comprehensive,"
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¢ "Student™ and "education™ highlight students and educational processes as central to education.

¢ "Learning” and “"comprehensive™ suggest that learning processes need to be extensive and well-
rounded.

« "Experience™ and "goal" emphasize that education should be goal-oriented and experience-based.

o "Teacher" and "development" indicate discussions around the role of teachers and the growth of
education.

Other Notable Words:

e Words like government, science, language and community underscore the importance of
government policies, scientific approaches, and language education in curriculum discussions.

e Terms such as college, school, academic and faculty reflect a focus on different education levels
and academic structures.

o Words like growth, market, target and training emphasize the relationship between education and
the job market as well as professional development.

Figure 4 presents a sentiment analysis of frequently shared words related to the "curriculum™ content,
displaying words with positive sentiments in green and those with neutral sentiments in gray. There are
no frequently used words with negative emotions.
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Figure 4. Sentiment Analysis Word Cloud of "curriculum™ Posts on Twitter from 12.05.2024 to 11.06.2024

Table 4 provides the top 20 trending hashtags in English related to "curriculum™ content on Twitter
from 12.05.2024 to 11.06.2024, similar to Table 2. This data highlights the most prominent topics and
hashtags, useful for understanding public interest in specific topics on social media.

Table 4. Trending Hashtags Related to Curriculum Content on Twitter from 12.05.2024 to 11.06.2024

HASHTAG MENTIONS
1 #education 512
2 #eurriculum 296
3 #datascience 218
4 #careergrowth 207
5 #artificialintelligence 203
6 #careerdevelopment 196
7 #shorts 188
8 #machinelearning 182
9 #homeschooling 168
10 #homeschool 165
11 #techcareers 162
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12 #magnetbrains 153
13 #teacher 152
14 #highereducation 149
15 #businessanalytics 148
16 #jobopportunities 144
17 #businessintelligence 144
18 #aiandml 143
19 #financeprofessionals 143
20 #datadriven 143

When trending hashtags are analyzed, the diversity of hashtags reveals that users show a strong
interest in education, technology, career and data science. While education and curriculum are the top
trending topics, technological developments such as data science and artificial intelligence are also
important topics of discussion.

Comparison of #mufredat and #curriculum Posts
Table 5 presents a comparative analysis of Twitter posts related to "curriculum™ and "mufredat"
within the scope of this research from 12.05.2024 to 11.06.2024.

Table 5. Comparative Analysis of Twitter Posts Related to "curriculum" and "miifredat" from 12.05.2024 to
11.06.2024

curriculum mufredat
Total Mentions 33K 2007
Twitter Mentions 2564 456
Positive Mentions %22 (543) %6 (24)
Negative Mentions %22 (559) %65 (295)
Social Media Reach 15M 9.3M
Presence Score 67/100 41/100
AVE (Advertising Value Equivalent) $551K $203K
User-Generated Content 2564 456

In general, posts under the "curriculum™ tag seem to attract more attention compared to curriculum
discussions in Turkey under the "miifredat" tag. This can be interpreted as the fact that “curriculum” is
a more universal topic or a topic that is discussed by a wider user base. Sentiment analysis of posts
shared under #curriculum shows a balanced distribution of positive and negative sentiments. In contrast,
the prevalence of negative sentiment in #mifredat posts suggests that the curriculum topic in Turkey
may face more criticism or has become a more contentious issue. When analyzed on the basis of social
media reach and presence scores, it is seen that “curriculum” posts have higher reach and presence scores
than “miifredat” posts, in other words, content related to “curriculum” reaches a wider audience and
receives more interaction. The advertising value equivalent (AVE) for "curriculum" is higher than that
for "mifredat,” suggesting that "curriculum™ is commercially more valuable and may be more suitable
for sponsored content or advertisements.
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Graph 1: Number of mentions for #curriculum and #mifredat on Twitter between 12.05.2024 and
11.06.2024.

Graph 1 shows the mention count over time for the hashtags #curriculum and #mufredat.

Curriculum:

o Mention counts remained stable at around 100 from May 12 but saw a significant increase starting
June 1. This increase continued until June 5, after which it declined again.

» The highest mention count was reached on June 1, reaching approximately 200 mentions.

Mufredat:

» Mention counts generally stayed low, with a slight increase around June 1.

« The highest mention count was reached on June 5, but this increase was not as pronounced as that
for #curriculum.
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Graph 2: Reach numbers for #curriculum and #mdfredat on Twitter between 12.05.2024 and 11.06.2024.
Graph 2 shows the reach of #curriculum and #mifredat hashtags on social media.

Curriculum:
o Reach experienced several peaks since May 12, reaching a maximum of 15 million people.
» Another peak occurred around May 27, with a reach of approximately 5 million people.

Mufredat:
» Reach generally remained low, with only a few minor increases.
o The highest reach was around May 27, reaching approximately 3 million people.
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Graph 3: Percentages of reach with positive sentiment on Twitter between 12.05.2024-11.06.2024 for
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Graph 4: Number of reaches with positive sentiment for #curriculum and #mdifredat on Twitter between
12.05.2024 and 11.06.2024.

Graph 3 and 4 display the positive sentiment ratios of mentions.

Curriculum:
 The positive sentiment ratio generally remained in the 20%-30% range, though this ratio slightly
decreased on June 1.

Mdufredat:
o The positive sentiment ratio generally remained low, fluctuating between 0%-10%
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Graph 5:Percentage of reach with negative sentiment for #curriculum and #miifredat on Twitter between
12.05.2024 and 11.06.2024.
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Graph 6: Number of reaches with negative sentiment for #curriculum and #mufredat on Twitter between
12.05.2024 and 11.06.2024.
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Curriculum:
e The negative sentiment ratio generally stayed within the 20%-30% range without significant
variation.

Mifredat:
e The negative sentiment ratio remained between 30%-50%, at times reaching as high as 75%.
e This ratio saw a noticeable increase after June 1.

The term "curriculum™ was mentioned more frequently on social media and reached a larger
audience, with relatively higher positive sentiment ratios. In contrast, "mufredat” was mentioned less
frequently, had lower reach, and higher negative sentiment ratios compared to "curriculum.” Both terms
saw a notable increase in mentions around June 1, although this increase was more limited for
"mifredat.” In terms of mention count and reach, "curriculum" was more popular and widely used than
"mifredat.” Overall, the term "curriculum™ appealed to a broader audience and created a more positive
perception.

@® curriculum @ miifredat

Graph 7: Reach and mention rates for "curriculum™ and "miifredat™ on Twitter between 12.05.2024 and
11.06.2024.

Graph 7 displays the reach and mention ratios of the words "curriculum™ (blue) and "miifredat”
(green) over the past 30 days. The large blue segment in the chart illustrates that #curriculum posts have
a substantial presence on social media, reaching a wide audience. The green segment, representing
"mifredat,” indicates a lower reach, suggesting that fewer people see or share this term on social media.
Mention ratios also show that "curriculum™ has a higher mention rate than "mufredat," highlighting that
"curriculum™ is more frequently used and discussed across social and other media platforms, while
"mufredat” appears less frequently in general discussions and posts.

Sentiment Distribution

Sentiment distribution is a method that analyzes and visualizes the types and ratios of emotions
expressed in a particular text or dataset. This method is often used with text mining techniques. Graph
8 presents the sentiment analysis of “curriculum™ and "mufredat” posts on Twitter from 12.05.2024 to
11.06.2024.
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Graph 8: Sentiment breakdown of posts related to "curriculum” and "miifredat” on Twitter between
12.05.2024 and 11.06.2024.

Graph 8 shows a positive sentiment rate of over 25% for the word “curriculum”. This shows that the
word “curriculum” is often used in a positive context on social media and receives positive reactions. It
can be associated with topics such as developments in education, innovative curricula or successful
educational programs. The neutral sentiment rate is around 50%. This indicates that most of the posts
related to the word “curriculum” are neutral or for information sharing purposes. A negative sentiment
rate of less than 25% indicates that the word “curriculum” is less often criticized or used in negative
contexts.

Graph 8 shows a positive sentiment rate of less than 25% for the word “miifredat”. This indicates
that the word “miifredat” receives less positive reactions on social media. The neutral sentiment rate is
around 25-30%. This indicates that a significant portion of the posts about the word “miifredat™ are
neutral. According to the graph, the rate of negative sentiment in the shares of the word “miifredat” is
above 50%. This shows that the word “miifredat” is often criticized or used in negative contexts on
social media, which can be associated with issues such as dissatisfaction with the education system,
criticism of curriculum changes or problematic practices.

Discussion

This study analyzed posts with #mifredat and #curriculum hashtags on Twitter using text mining
and sentiment analysis methods. The aim of the study is to determine the emotional tendencies of social
media users in curriculum discussions and to analyze these discussions from a comparative perspective.
Data was collected via the Brand24 tool from Twitter posts between 12.05.2024 and 11.06.2024, with a
total of 2,013 posts analyzed. Posts were categorized through text mining and classified as positive,
negative, or neutral through sentiment analysis.

The findings indicate that 88% of Twitter posts during the specified period carried a negative
sentiment. In this context, it can be said that curriculum discussions generally have a negative emotional
tendency among social media users. A critical attitude was particularly evident in discussions of
curriculum changes both in Turkey and globally. The high volume of negative sentiment suggests a
general dissatisfaction with curriculum changes. Meanwhile, the 12% of positive opinions indicate that
favorable views are quite limited, reinforcing the notion that curriculum discussions on social media are
largely negative. The visualization of word clouds shows that keywords like "mifredat”, "milli",
"egitim", "degisiklik" and "program" were prominent, indicating that curriculum discussions are focused
on educational policies and innovations, with national education policies especially under criticism.

The dynamic structure of social media enables users to share opinions rapidly and reach a broad
audience. Twitter serves as a strong platform for such discussions, as it allows rapid dissemination of
public reactions to curriculum changes. Curriculum discussions on social media enable fast feedback on
educational policies. The fact that social media posts are effective in the process of forming public
opinion, the social reflections of changes in educational policies can be followed through these
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platforms, and especially critical approaches constitute an important source of information for
educational policy makers.

In this study, curriculum discussions in Turkey were compared with global discussions under the
term "curriculum.” The analysis revealed a balance of positive and negative sentiments in posts tagged
with #curriculum, while posts with the #mufredat tag in Turkey showed a dominance of negative
sentiments. This indicates that while curriculum discussions globally are more balanced, curriculum
discussions in Turkey tend toward a negative emotional orientation. As a result of the analyses, it was
determined that while educational technologies, the role of teachers and the integration of digital
learning tools into the curriculum were more prominent in global discussions, curriculum changes,
national education policies and the ideological dimensions of the curriculum were discussed more in
Turkey.

Recommendations

This study presents a cross-country comparative analysis of curriculum debates on Twitter through
posts with the hashtags #mifredat and #curriculum, revealing the role of social media data in shaping
public opinion on educational policies. Based on the findings, some recommendations for future
research are as follows:

o Future research could include more different platforms of social media (Facebook, Instagram,
YouTube, etc.) to create a comprehensive data set on curricula and educational policies.

¢ This study focused on a specific time frame. Future studies could conduct comparative analyses
with data collected over longer periods to better understand changes in curriculum discussions.

e The study compares curriculum discussions in Turkey with global discussions. Future studies
could examine public reactions to curriculum changes in more detail in countries with different cultural
and socio-political contexts.

This study demonstrates that social media platforms, especially Twitter, are essential tools for public
opinion formation in education policy and curriculum discussions. The findings of the research provide
recommendations for education policy makers in the development and implementation of education
policies:

« Policymakers can receive rapid and comprehensive feedback on education policies by using social
media monitoring tools. Announcements and implementations related to educational reforms should be
monitored and analyzed regularly on social media.

« Negative responses to curriculum changes in Turkey indicate significant public dissatisfaction and
criticism of education policies. Instead of disregarding these critiques, policymakers could consider
public demands and make adjustments in policy processes.

¢ Social media platforms can effectively communicate education policies more transparently to the
public, helping society better understand these policies. Policymakers should explain significant
reforms, like curriculum changes, through social media in a clear and accessible manner, responding to
public inquiries.
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Ozet

Son yillarda sosyal medya platformlari, 6zellikle Twitter, kamuoyu olusturma ve toplumsal tartigmalarin
yayilmasinda kritik bir rol oynamaktadir. Egitim politikalar1 ve miifredat degisiklikleri gibi dnemli konular, bu
platformlar araciligiyla hizla yayilirken, kullanicilarin fikir ve duygusal tepkileri genis kitlelere ulagmakta,
tartigmalara yeni bir boyut kazandirmaktadir. Bu arastirma, Twitter'da #miifredat ve #curriculum etiketleri ile
paylasilan iceriklerin, metin madenciligi ve duygu analizi yontemleriyle analiz edilmesi yoluyla, bu tartigmalarin
duygusal egilimlerini ve iilkeler arasindaki farklar1 ortaya koymayr amaglamaktadir. Veriler, 12.05.2024-
11.06.2024 tarihleri arasinda Twitter'da yapilan paylagimlar arasindan sosyal medya izleme araci Brand24
kullanilarak toplanmustir. Toplanan veriler, metin madenciligi ile incelenerek miifredatla ilgili hangi temalarin 6n
plana ¢iktig1 belirlenmis, ardindan duygu analizi yapilarak paylasimlardaki olumlu, olumsuz ve nétr duygularin
dagilinu gorsellestirilmistir. Aragtirmanin bulgulari, miifredat tartismalarinin genel olarak olumsuz bir bakis
acistyla ele alindigin1 ve ozellikle Tiirkiye'de elestirel tutumlarin baskin oldugunu gostermistir. Sonug olarak,
sosyal medyada yapilan bu tiir tartismalarin egitim politikalarinin degerlendirilmesinde énemli bir bilgi kaynag
oldugu ve politika yapicilar i¢in dikkate almmas1 gereken toplumsal geri bildirimler sundugu ortaya konulmustur.

Anahtar Kelimeler: miifredat, metin madenciligi, duygu analizi, sosyal medya.

GIRIS

Miifredat, 6grencilerin edindikleri bilgi ve becerileri anlamlandirmalarint ve kullanmalarini saglayan
temel bir aractir. Bu dogrultuda, miifredatin etkili bir ara¢ olabilmesi, hedefledigi dgrenci kitlesinin
ihtiyaglarina cevap verebilmesine baghdir. Egitim, iilkelerin gelisiminde ve giiniimiiz kosullarimn
gereksinimlerinin karsilanmasinda vazgecilmez bir unsurdur. Toplumlarin her alanda ilerleyebilmesi ve
nitelikli insan kaynagi yetistirebilmesi igin belirli bir siire¢ izlenir. Fen ve teknoloji alamndaki
gelismelerin hiz kazanmasi, egitim kurumlarinin bu ilerlemelere uygun bir sekilde c¢alismalarim
gerektirmektedir. Bu ¢alisgmalar1 yonlendiren plan, egitim ve dgretim alaninda egitimcilerin uyguladig
miifredat programidir. Miifredat programinin tanimi, igerigi ve gerekliligi, derslerin verimli
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islenmesinde kritik bir rol oynamaktadir. (Tanner ve Tanner, 1975; Tomlison, 2001; Tunger ve
Eryilmaz, 2002)

Gazete, televizyon, radyo gibi geleneksel iletisim araglarina yeni bir alternatif olarak kabul edilen
sosyal medya platformlari, her gegen giin popiilerligini arttirmaktadir. Ozellikle Twitter, Facebook,
Instagram gibi sosyal platformlar, bilginin iiretilmesi, yayilmasi, tartisilmasi ve yeniden giindeme
gelmesi siireglerini biiyiik bir hizla gergeklestirmektedir (Albayrak vd., 2017).

Sosyal medya, mesaj, fotograf, video, yer bildirimi ve anlik durum giincellemeleri gibi paylagimlarin
yapilabildigi, ¢oklu multimedya ortami sunan ve siirekli giincellenebilen bir platform olarak, yeni medya
tiirlerinden biridir ve cesitli firsatlar barindirir (Mayfield, 2010). Sosyal medya platformlarinda
paylasilan icerikler, paydas agisindan neredeyse hi¢bir maliyet olmadan bir tiklama ile gonderilebildigi
ve yorumlanabildigi i¢in farkli cografi konumlar arasinda hizla seyahat edebilme 6zelligine sahiptir.
Ierikler, ortak ilgi alanlan olusturmus ve kolektif bir giiven insa etmis sosyal ag iiyeleri arasinda
paylasilirsa binlerce hatta milyonlarca paydasa ulasabilecektir (Valentini ve Kruckeberg, 2016).

Her gecen yil daha fazla artan sosyal medya kullanim, her kiiltiirden farkli sosyoekonomik diizeyde
insanlarin sosyallesme anlayisina yeni bir boyut kazandirmaktadir (Vural ve Bat, 2010). Aile ve
arkadaglarla bir araya gelerek bir etkinlik i¢cinde bulunma anlamim tagiyan sosyallesme kavraminin
yerini sosyal medya hesabinda sosyal olma almistir. Gezmek, farkli sosyal ortamlarda bulunmak,
yemek, bir seyler igmek, sanatsal ya da sportif faaliyetlerde bulunmak, kitap okumak gibi yalniz
yapilacak faaliyetler dahi sosyal medyalarda paylagilmaktadir (Olcay, 2018). Sosyal medya, sohbetlerin
es zamanli olmaksizin ve cografi kisitlamalarin Gtesinde gerceklesmesini saglamaktadir (Boyd vd.,
2010).

Facebook, Twitter, LinkedIn, YouTube, Tiktok veya Instagram gibi sosyal medya platformlari, akill
telefon kullaniminin artmast ile sosyal medya erigimi arttmistir. Bu sayede haberler daha kisa siirelerde
daha genis kitlelere ulasabilir, karar vericiler kamu faaliyetlerini izleyerek paydaslar ile koordinasyon
saglayabilir hale gelmistir (Y1ldiz ve Yildinim, 2024; Luna ve Pennock, 2018). Diger yandan bir mikro-
blog sitesi olan Twitter internet diinyasinda son zamanlarda popiiler hale gelmistir.

Kullanicilann bilgisayarlarindan ya da cep telefonlarindan kisa mesajlar veya baska bir deyisle
tweetler gondermesine olanak taniyan bu sosyal medya araci, ayn1 zamanda belirli bir kullanict ya da
kullanic1 grubunun tweetlerini takip etme firsati sunmaktadir. Bunun yani sira, belirli bir konuda tweet
arayabilme imkam da saglamaktadir. Begenilen ya da paylasilmak istenen tweetler kullamicinin kendi
sayfasinda yayinlanabilecegi gibi, bilgisayar, cep telefonu ya da tabletlere kayit edilebilmektedir.
Tweetlerin web sitelerine veya fotograflara gomiilii baglantilar icermesi de kullanimlarim arttirmaktadir
(Mayfield, 2010).

Twitter yapisi geregi, sohbeti sinirli alanlar ya da gruplar iginde kisitlamak yerine birgok kisinin aynm
anda belirli bir konu hakkinda konusabilmesine olanak saglamaktadir. Twitter tarafindan saglanan bu
mesaj akisi, aktif bir katilimc1 olma gereksinimi olmadan kullamcilarin bir sohbetle gevrili olduklar
hissine kapilarak, dolayl olarak ¢evresel farkindaliklarini arttirmaktadir (Boydvd., 2010).

Twitter, kullanicilarinin tweetlerini herkesin okuyabilmesini saglama acisindan herkese agik
olmasinin yan1 sira mesajin bir kisiye veya gruba yonelik olmasi veya kisisel igerik sunmasi agisindan
kisiseldir. Buna ek olarak karsiliksiz ve tek yonlil baglantilara izin vererek kullanicilarin kendilerinden
gelen mesajlar goriintiilemeyen kisilerden de gelen mesajlar goriintiilemesine olanak saglar (Gandy ve
Hemphill, 2014). Twitter, bir sosyal ag platformu olarak, kullanicilarin "tweet" ad1 verilen yazili veya
gorsel paylasimlar yapabildigi, takip ettikleri kigilerin tweetlerini ana sayfalarinda gorebildigi, takip
etmedikleri kisilerin tweetlerine ise profillerine girerek ulasabildigi bir sosyal medya ortamidir. Ayrica
kullanicilar, bulunduklar1 bolgeye gére en popiiler konular ana sayfalarinda goriintiileyebilir, tweetleri
begenebilir ve "retweet" adi verilen yontemle yeniden paylasabilirler (Ferik, 2023). Basit bir kopyalama
ve yeniden yayinlama eylemi olarak goriilen retweetleme, konugmalarin duygusal bir ortak konusma
baglamm hissi doguran kamusal bir ses etkilesiminden olustugu bir konusma ekolojisine katkida
bulunmaktadir. Twitter kullanicilarinin bagkalar retweetleme ya da paylagimlarinin baskalan tarafindan
retweetlenmesini isteme nedenin de buna bagli olarak sekillendigi soylenebilir. Retweetleme,
kullanicilarin ilgilerini belirli bir konuya yonlendirerek, dogrudan onlara hitap etmeden etkilesime davet
eder (Boyd vd., 2010).

Twitter’1 diger sosyal medya platformlarindan farkli kilan unsurlardan biri de “glindem” bagka bir
degisle “TT: Top Trend” ozelligidir. Kullanicilar, bu 6zellik ile ana sayfalarinda konumlarina gore
ayarlayabilecekleri bir {ilkeye dayali gliindem listesini olusturabilir. Glindem listesi se¢ilen lilkede atilan
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tweetlerde en ¢ok gegen kelimeleri veya etiketleri anlik olarak siralayarak, kullanicilarina bdlgesel ya
da kiiresel popiiler konular takip etme olanagim sunar. Insanlarin bu sekilde anlik gelismelerden
haberdar olmasi, sosyal medya platformunun haber akisiyla entegre bir islev gordiigi seklinde
yorumlanabilir. Bunlann yani sira tweet atma bdliimiinde yer alan “Neler oluyor?” kismi, kullanicilan
yalmzca belirledikleri konumda giindem olan konulart gérmelerini degil ayn1 zamanda istedikleri bir
konuyu da Twitter'in giindem listesine sokarak bireyler ya da topluluklar olarak genis kitlelere
ulagmasini saglar. Bu baglamda Twitter’in sanal bir kamusal alanda kamuoyu olusturma, haber degeri
yaratma ve ilgili kisi ya da kurumlara ulagabilme potansiyeli barindirdigi sdylenebilir (Ferik, 2023).

Kullanicilarnin sanal ortamda diisiincelerini paylasabildigi, tartismalara katilabildigi, diinya ya da
siyasi goriislerini ifade edebildigi en dnemli sosyal medya platformlarindan biri olan Twitter’da biiytik
bir veri yogunlugu mevcuttur. Son yillarda bu biiyiik veriler sirketler ve kurumlar tarafindan yogun ilgi
gormekte, bu verilerin toplanip analiz edilmesi yoluyla kisiye 6zel reklamlar ve {iriinler sunulmast gibi
pazarlama stratejilerin uygulanmasi pazarlamadan egitime kadar birgok alanda sosyal medya
verilerinden yararlanilmaktadir (Keskinkilig ve Oz, 2023).

We are social sitesinin yayinladigi rapora gore, 2024 yilinin bas itibari ile aktif sosyal medya
kullanicilarimn  sayist diinya capinda 5,04 milyara ulagmistir. Tiirkiye’de ise sosyal medya
kullanicilarimn sayis1 57,50 milyon kisidir ve niifusa gore sosyal medya kullanim oranlari bakimindan
%66,8 ile Tiirkiye 43. sirada yer almaktadir. Ayni raporda bir sosyal medya kullanicist glinde 2 saat 23
dakikasini sosyal medya kullanirken, Tiirkiye’de ise bu siire 2 saat 44 dakika ile diinya ortalamasinin
iizerinde ve diinya da 14. sirada oldugu belirtilmektedir (We are social, 2024). Ayrica 2024 yili bast
itibari ile aylik her bir sosyal medya platformu kullanan 16-64 yas arasi internet kullanici oranlari
verilerine gore Instagram, WhatsApp ve Facebook ilk ii¢ sirada yer alitken, %69,1°lik bir oranda Twitter
4. sirada yer almaktadir (We are social, 2024).

Arastirmanin Amaci ve Onemi

Bu arastirma asagidaki probleme cevap aramaktadir:

Twitter 'da miifredat tartismalar: Tiirkiye ve diinya genelinde nasil sekillenmekte ve bu tartismalarin
duygusal egilimleri iilkeler arasinda nasil farklilik gostermektedir?

Bu baglamda arastirmanin temel amaci, Twitter platformunda Tiirkiye ve diinyada “miifredat”
konusu iizerine yazilan fikir, tartisma ve goriisleri metin madenciligi yontemiyle analiz ederek, iilkeler
arasi kargilastirmali bir analiz yapmaktir. Arastirma, belirli bir zaman dilimi ig¢erisinde toplanan Twitter
verileri {lizerinden, farkli {ilkelerde miifredat ile ilgili nelerin konusuldugunu ve bu konusmalarin
duygusal durumlarim tespit etmeyi hedeflemektedir. Bu baglamda, Twitter’da paylasilan iceriklerden
elde edilen veriler analiz edilerek, miifredat tartismalarindaki olumlu, olumsuz ve nétr duygularn
dagilimi incelenmistir.

Bu arastirma sosyal medya platformlarindan Twitter verilerini kullanarak egitim politikalar iizerine
kamuoyunun nasil sekillendigini ve {ilkeler arasinda bu konuda nasil farkliliklar oldugunu
incelemektedir. Bu yOniiyle arastirma, sosyal medya analizlerinin egitim alaninda ne kadar etkili
kullanilabilecegini gostermektedir.

Farkl1 iilkelerdeki miifredat baslig1 altinda gerceklesen tartigsmalarin karsilastirmali analizi, egitim
politikalarinin evrensel ve yerel farkliliklarini anlamak agisindan biiylik 6nem tagimaktadir. Bu ¢caligma
miifredat degisikliklerinin toplumlar iizerindeki yarattig1 etkilerini evrensel bir perspektifle ele alarak,
iilkeler arasindaki farkli egitim yaklasimlarim karsilagtirmak i¢in firsat sunmaktadir.

Arastirma, duygu analizi yontemiyle, miifredat degisimi konusundaki tartismalarin olumlu veya
olumsuz algilanma bigimlerini belirleyerek, kamuoyunun egitim politikalarina karsi tutumlarim
anlamaya ¢alismaktadir. Bu baglamda egitim politikalarinin tizerine yapilan tartigmalardaki elestirel
veya destekleyici goriislerin izlenmesi, politika yapicilann toplumsal egilimleri daha iyi anlamasina
katki saglayacag diisiiniilmektedir.

Arastirma kapsamindaki 6nemli diger bir husus ise, ¢caligmanin egitim politikalar iizerine toplumsal
gorlislerin sosyal medya {iizerinden nasil sekillendigine dair derinlemesine bir analiz sunmasidir.
Ozellikle miifredat degisikligine yonelik elestirilerin ve desteklerin analiz edilmesi bu alanda ¢alisanlar
icin dnemli geri bildirimler saglayabilir.



70

YONTEM

Bu aragtirmada, Tiirkiye ve diinyada sosyal medya platformlarinda, 6zellikle Twitter’da miifredat
tartismalarim incelemek amaciyla metin madenciligi ve duygu analizi yontemleri kullanilmstir.
Aragtirma kapsaminda, Twitter'da miifredatla ilgili paylagimlar toplanarak iceriksel bir analiz
gergeklestirilmistir. Metin madenciligi yontemi ile bu paylasimlardan elde edilen veriler islenmis,
tartigmalarin igerigi siniflandirilmis ve belirli temalar ortaya ¢ikarilmustir. Ardindan, duygu analizi
yontemi kullamilarak paylagimlarin olumlu, olumsuz ve notr duygusal egilimleri belirlenmistir. Elde
edilen bulgular, miifredat tartigmalarimin farkli iilkelerdeki egilimlerini kargilastirmali bir perspektifte
incelemek amaciyla analiz edilmistir.

Metin madenciligi, metin veri tabanlarinda desenler bulma ve bu metinlerden anlamli bilgiler
cikarma siireci olarak tammlanabilir. Dogal dil metnini tam anlamiyla anlamak karmasik olabilir, bu
nedenle metin madenciligi az miktarda bilgi elde etmeye odaklanarak verilerden giivenilir sonuglar
cikarmaya odaklamir. Metin madenciligi siirecinin temel hedefleri arasinda, otomatik belge
kimelendirme veya kategorilendirme, metinlere anahtar kelimeler atama, zaman serileri icinde metin
belgelerinin konulanim belirleme ve takip etme, sadece anahtar kelimelere degil icerik kategorilerine
dayal1 belge arama ve kullamcilarin metin veri tabanlarimi nasil kullandiklarina dayanarak kullanici
profilleri olusturma ve analiz etme gibi gorevler yer alir (Hansen ve Johnson, 2005).

Metin madenciliginde kullanilan veriler, veri tabanlarinda depolanan kayitlardan farkli olarak,
insanlarin yazigmalari, sosyal medya paylasimlart ve konusmalarinin metinlestirilmesi yoluyla olusan
igeriklerden olugmaktadir. Bu baglamda veri madenciligi, salt insanlar tarafindan dogal bir yolla
serbestce yazilmis metinleri inceleyen ve bu metinlerden daha dnce fark edilmemis 6nemli ¢ikarimlar
yapmaya imkan taniyan yontemler ve araglar biitiiniidiir (Atan, 2020).

Dogal bir dil isleme yontemi olarak duygu analizi, bireylerin fikirlerini igeren yogun ve bilyiik
verilerden anlaml1 sonuglar ¢ikarmay1 hedefler. Duygu analizi bir metin isleme yontemi olarak temelde
incelenen metnin duygusal olarak olumlu, olumsuz ve nétr olarak simiflandirmayr amaclamaktadir
(Seker, 2016). Duygu analizi, insanlarin {iriinler, hizmetler, kuruluslar, kisiler, olaylar ve bunlarin
ozellikleri hakkinda dile getirdikleri goriis, duygu, degerlendirme ve tutumlar inceleyen bir arastirma
alanidir. Bu alan, kapsamli bir problem sahasini ele almaktadir (Liu, 2022).

Duygu analizinin baglangict ve hizli biiylimesinin sosyal medya ile aym1 doneme denk gelmesi
sasirtici olmadig gibi, giinlimiizde sosyal medya arastirmalarinin tam merkezinde duygu analizi yer
almaktadir. Sosyal medyanin hizla biiyiimesiyle birlikte, bireyler ve organizasyonlar bu platformlardaki
igerikleri karar alma siireclerinde kullanmaya baslamustir. Artik tiiketici iirlinleri hakkinda arkadaslara
danismak yerine, internet iizerinde ¢ok sayida kullanici yorumu ve tartismaya erismek miimkiindiir.
Benzer sekilde, organizasyonlar kamuoyu toplamak i¢in anketler yapmak zorunda kalmadan, forum ve
bloglarda bulunan goriisleri degerlendirebilmektedir. Ancak, bu sitelerdeki bilgileri bulmak, ayiklamak
ve Ozetlemek zor bir is oldugu i¢in otomatik duygu analizi sistemlerine ihtiya¢ duyulmaktadir (Liu,
2022).

Bu aragtirmada, sosyal medya platformlarindan Twitter’dan elde edilen biiyiik veriler iizerinde
yapilan metin madenciligi ve duygu analizi ile miifredat tartismalarindaki genel egilimler ortaya
cikarilmaya galisilmistir. Verilerin dogrudan sosyal medya kullanicilarindan elde edilmesi, arastirmanin
toplumsal egilimleri ve kamuoyunu anlamaya yonelik bir nitelik tagimasini saglamaktadir.

Arastirmanin Evreni ve Orneklemi

Bu c¢alismanin uygulamasinda kullanilan verilerin kapsami ve 6rneklemi; Twitter uygulamasinda
12.05.2024-11.06.2024 tarihleri arasinda filtreleme islemi yapilarak profili herkese agik olan
kullanicilarin paylagmis oldugu #miifredat ve #curriculum etiketine sahip tweetlerden olusmaktadir.

Veri Setinin Olusturulmasi

Aragtirmanin verileri, 12.05.2024-11.06.2024 tarihleri arasinda Twitter platformunda #miifredat ve
#curriculum etiketlerine sahip paylagimlar araciligr ile elde edilmistir. Belirlenen tarihler arasinda
Twitter’da profili herkese agik olan kullamcilar tarafindan yapilan paylasimlar belirlenmis, sosyal
medya izleme ve analiz araci olan Brand24 programu belirli anahtar kelimelere dayali tweetleri kazimig
ve veri tabaninda depolanmustir.
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Veri toplama siirecinde, Twitter’dan elde edilen paylagimlar herhangi bir degisiklik yapilmadan
analiz edilmistir. Toplanan veriler, ilgili tarihler arasinda #miifredat ve #curriculum etiketlerine sahip
tweetler arasindan filtreleme yapilarak secilmistir. Daha sonra bu tweetlerin igerikleri, metin
madenciligi ve duygu analizi teknikleriyle islenmek tizere hazir hale getirilmistir.

Veri Analizi

Verilerin analizi iki temel asama ile olusturulmustur. ilk asama olarak metin madenciligi yontemi ile
Twitter’dan elde edilen veri setleri sistematik olarak analiz edilmistir. Bu siiregte, belirlenen anahtar
kelimeler dogrultusunda tweetlerin siniflandirilmasi, siklik analizi, baglam analizi ve iligkili terimlerin
cikarilmasi saglanmistir. Bu analiz, arastirma konusu olan miifredat ile ilgili konusmalarin hangi
temalarda yogunlastigi ortaya konulmustur. Bu konusmalarin igeriksel dagilimi ise kelime bulutu
yontemi ile gorsellestirilerek grafiksel olarak sunulmustur.

Ikinci asama olarak paylasimlarin duygusal igeriklerini belirlemek amaciyla duygu analizi yontemi
kullanilmistir. Bu analiz ile, her tweet olumlu, olumsuz veya nétr bir duygusal kategoriye atanmustir.
Bunun i¢in metin madenciliginde yaygin olarak kullanilan dogal dil isleme algoritmalar uygulanmustir.
Egitim politikalar1 ve miifredat tartismalarindaki toplumsal egilimlerinin olumlu, olumsuz ve nétr olma
durumlar1 duygu analizi yontemi ile belirlenmis, analiz sonuclari, grafik ve ylizde dagilimlan ile
gorsellestirilmistir.

Bu analizi yaparken sosyal medya platformlarinda sik¢a kullanilan terimler asagidaki gibidir. Bu
terimler, sosyal medya kullanimi ve dinamiklerini anlamak i¢in temel bilgi saglamaktadir.

1. Takip¢i (Follower): Bir kullanicinin profilini izleyen ve giincellemelerini takip eden kisiler.

2. Begeni (Like): Bir gonderiyi begendiginizi belirtmek i¢in tiklanan diigme.

3. Paylagim (Share/Retweet): Bir gonderiyi kendi profilinizde veya baska bir platformda
paylasma.

4. Yorum (Comment): Bir génderiye yazili geri bildirim birakma.

5. Hashtag: Belirli bir konu veya temay1 belirtmek i¢in "#" semboliiyle baglayan etiket.

6. Tweet: Twitter'da paylasilan kisa mesajlar.

7. DM (Direct Message): Ozel mesajlasma.

8. Story: Instagram, Facebook gibi platformlarda 24 saat sonra kaybolan kisa siireli
paylasimlar.

9. Feed: Ana sayfada gdoriinen gonderiler.

10. Timeline: Kullanicinin paylagimlarinin kronolojik olarak siralandig sayfa.

11. Engelleme (Block): Bir kullaniciy1 izlemekten veya size mesaj gondermesinden alikoyma.

12. Etiketleme (Tagging): Bir gonderide baska bir kullaniciy1 belirtme.

13. Viral: Cok kisa siirede genis bir kitle tarafindan paylasilan igerik.

14. Influencer: Sosyal medyada genis bir takipgi kitlesine sahip ve etkileyici kisiler.

15. Trend: O an ¢ok popiler olan konu veya icerik.

16. Tiklamalar (Clicks): igerikte bulunan baglantilara yapilan tiklamalar.

17. Reaksiyonlar (Reactions): Begeniler disinda sunulan duygusal tepkiler (6rnegin,
Facebook'taki giilme, kizma, {iziilme gibi reaksiyonlar).

18. Kaydetmeler (Saves): Kullanicilarin igerigi daha sonra tekrar bakmak i¢in kaydetmesi.

Etkilesim sayisi, bir gdnderinin ne kadar ilgi ¢ektigini ve kullanicilar tarafindan ne kadar etkilesim
aldigim gosteren Onemli bir metriktir ve sosyal medya analitifinde ve pazarlama stratejilerinde
performans degerlendirmesi i¢in sik¢a kullanilmaktadir. Bu etkilesimler, gonderinin begenilme sayisi,
baska kullanicilarla paylasilma sayisi, diger kullamcilar tarafindan kaydedilme sayisi, 6zellikle video
gonderileri i¢in izlenme sayisi ya da gonderide yer alan baglantilarin tiklanma sayisi seklinde olabilir.
Kisacasi, etkilesim sayisi, genellikle sosyal medya ve dijital pazarlamada, bir i¢erigin kullanicilarla olan
etkilesimlerinin toplam sayisini ifade etmektedir. Bu etkilesimler, kullanicilarin igerikle aktif olarak
nasil etkilesime gectigini gostermektedir.

e Etkilesim Sayis1 ve Erisim: Etkilesim sayisi, icerigin kullanicilar tarafindan ne kadar etkilesim
aldigimi gosterir ve genellikle icerik kalitesinin ve kullanici ilgisinin bir gdstergesi olarak kullanilir.
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Yiksek etkilesim sayisi, icerigin ilgi cekici oldugunu ve kullamcilanin bu igerikle aktif olarak
ilgilendigini gosterir.

 Duygu Analizi: Etkilesimlerin tiirii ve igerigi, duygu analizlerinde énemli bir rol oynar. Ornegin,
olumlu yorumlar ve begeniler, olumlu bir duygusal tepkiyi isaret ederken, olumsuz yorumlar ve negatif
reaksiyonlar, olumsuz bir duygusal tepkiyi gdsterebilir.

e Etkilesim Oram (Engagement Rate): Etkilesim sayisi, genellikle erisim sayisi ile birlikte
degerlendirilir. Etkilesim orani, toplam etkilesimlerin erisim sayisina boliinmesiyle hesaplanir ve
icerigin ne kadar etkili oldugunu gosterir.

BULGULAR VE YORUMLAR

#mufredat Paylagimlar

Tablo.1.” de, belirli bir donemdeki medya etkilesimlerinin sayisal 6zetini vermektedir. Her bir metrik,
analiz edilen konunun veya olayin Twitter’da nasil yanki buldugunu gostermektedir.

Tablo.1. 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da #miifredat paylagimlarinin sayisal 6zeti

~ 456 456 o 0 L 93M
MENTIONS SOCIAL MEDIA MENTIONS NON-SOCIAL MENTIONS SOCIAL MEDIA REACH
0 ~ 30181 o 456 4 26423
©
NON SOCIAL MEDIA REACH INTERACTIONS USER GENERATED CONTENT LIKES
24 8% 295 92 . $203K 456
!‘ I' , MENTIONS FROM X
POSITIVE MENTIONS NEGATIVE MENTIONS AVE

(TWITTER)

e Bahsedilmeler: Miifredat konusu Twitter’da ilgili tarihler arasinda toplamda 456 kez bahsedilmistir.
e Erisim: Sosyal medya iizerinden 9.3 milyon kisiye ulagilmustir.

e Etkilesimler: 30,181 etkilesim ve 26,423 begeni mevcuttur. Bu durum, kullanicilarin igeriklerle aktif
bir sekilde etkilesime gegtigi seklinde yorumlanabilir.

o Kullanic1 Tarafindan Olusturulan i¢erik: 456 kullanici tarafindan Twitter’da miifredat ile ilgili
olusturulmus igerik olmasi, kullanicilann konuyla ilgili kendi igeriklerini iiretme egiliminde oldugunu
seklinde yorumlanabilir.

e Duygu Analizi: 24 olumlu (%8) ve 295 olumsuz (%92) bahsedilme mevcuttur. Olumsuz
bahsedilmelerin orani ¢ok yiiksek olmasi, genel alginin olumsuz oldugunu gostermektedir.

e AVE: 203 bin dolar degerinde reklam esdegeri mevcudiyeti, bahsedilmelerin ve erisimlerin reklam
degeri agisindan kayda deger oldugunu gostermektedir.

o Twitter Bahsedilmeleri: Twitter'da 456 kez bahsedilmistir. Bu da Twitter'in onemli bir sosyal medya
platformu oldugunu gostermektedir.

Bu verilerin, sosyal medyada belirli bir konu veya olayin nasil yanki buldugunu ve kullanicilarin bu
konuya nasil tepki verdigini anlamak i¢in kullanilmasi medya stratejilerini ve iletisim planlarim
sekillendirmek i¢in kritik oneme sahiptir. Twitter’da miifredat ile ilgili yliksek erisim ve etkilesimlerin
varligl, konunun genis bir kitleye ulastigini ve 6nemli 6lgiide dikkat gektigini gostermektedir. Ancak,
olumsuz duygularin baskin olmasi, bu konunun halk arasinda olumsuz algilandigi ve muhtemelen
elestiri aldig seklinde yorumlanabilir.

Kelime bulutu (word cloud), bir metin i¢cindeki en sik kullanilan kelimeleri gorsel olarak temsil eden
bir grafik tiriidiir. Metindeki kelimeler, ne kadar sik kullamldiklarina gore farkli boyutlarda ve
agirhiklarda gosterilir. Daha sik kullanilan kelimeler daha biiyiik ve belirgin, daha az kullanilan kelimeler
ise daha kiiciik ve daha az belirgin goriiniir. Bu sekilde kelime frekansi belirlenmektedir. Kelime
bulutlari, metin analizi yaparken hangi kelimelerin 6ne ¢iktigin1 gorsel daha hizli anlamak igin
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kullanilmaktadir. Bu grafik tiirlinde, kelimelerin genellikle rastgele veya belirli bir sekil iginde
yerlestirilmesi ve farkli renklerde gdsterilmesi gorselin daha ilgi ¢ekici olmasim saglamaktadir.

Sekil 1°de egitimle ilgili yapilan tartismalarda 6ne ¢ikan ana temalari ve konulart gorsel olarak
Ozetlemektedir. Tartigmalar biiyiik 6l¢iide egitim politikalari, miifredat degisiklikleri ve yenilikler
etrafinda donmektedir. Ayrica, belirli kisiler ve kurumlar da sik¢a bahsedilmekte ve bu da bu kisilerin
ve kurumlarin tartismalardaki roliinii vurgulamaktadir.

i hazilik oKula gincelleme  Gnemli gens  bulundu  odretmeniik bakan kademeli hakknda degisikligi muifredatl o= hayata bakani ile
cekin maarif ilgili altinda yanis oldugunu bir nangi baskani yusuf neden wa gibi olan adi modeli imamen bilyiik
sosyal  yetistrme  degigikliine  gectigimiz yeni yl meb ise asu. mufredat egitimi aciklamalarda gk aymi mifredatin siriiyor  resmi

programi yonelik biz yok tUm &gretim var meslek wtye 2024 wpum Olarak geri her bilim mifredata daha e kadar
comnumeskans €Qitim-dgretim  oldugu  url YUzylll sonra awen kawnu MIlli ama tekin eden tantim gore oye dedil senaiaer IGIN

iliskin turk|ye erdogan eg|t|m cocuklanmizin - zaman COk keyword platformu  tarafindan  yapian

Sekil 1. 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da “miifredat” icerigi ile paylasimlarin kelime bulutu
En Stk Kullamlan Kelimeler:

o yeni", "ylizyll", "milli", "egitim", "tekil", "maarif", "miifredat", "programm", "Tirkiye",
"degisiklik", "¢ekin", "yusuf", "oldugunu", "miifredat1" gibi kelimeler 6ne ¢ikmaktadir.

o Bukelimeler, tartismanin ana temalarnni ve odak noktalarini yansitmaktadir. "Yeni" ve "yiizy1l"
kelimeleri, biiyiik olasilikla egitimin gelecegi ve yeniliklerle ilgili tartismalari isaret etmektedir.

e "Milll" ve "egitim" kelimeleri, tartismanin odak noktasinin milli egitim politikalar1 ve
uygulamalari oldugunu gosterir.

e "Miifredat", "maarif" ve "programi" kelimeleri, egitimin icerik ve yapilandinlmasiyla ilgili
konularin sikga tartigildigini gosterir.

Diger Dikkat Ceken Kelimeler:

e '"Degisiklik", "daha", "tim", "neden", "gibi", "kadar" gibi kelimeler, tartigmalarin igeriginde
degisikliklerin, kapsam genisletmelerinin ve karsilagtirmalarn 6nemli yer tuttugunu gosterir.

e "Cocuklarimizin", "meslek", "6gretmenlik", "6gretim" gibi kelimeler, tartismalann egitimin
farkl yonlerine ve paydaslarina (6grenciler, 6gretmenler) odaklandigim gosterir.

Sekil 2’de miifredat igerigi ile ilgili stk paylasim yapilan kelimelerin duygusal analizi yapilarak,
olumlu duygular igeren kelimeler yesil, olumsuz duygular i¢eren kelimeler kirmizi, herhangi bir duygu
durumu belirtmeyen kelimeler gri renkte gdsterilmistir.
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Sekil 2. 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da #miifredat paylasimlarin duygu analizinin kelime
bulutu ile gosterilmesi
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Tablo 2.’de 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da en ¢cok kullanilan ve trend olan 20
hashtagi ve bunlarin ka¢ kez bahsedildigini gostermektedir. Bu veriler, sosyal medyada hangi konularin
ve hashtaglerin trend oldugunu anlamak i¢in kullanishdir ve belirli konularin halk arasinda ne kadar ilgi
gordiigiinii gdstermektedir. “Yilinda, ise, biz, okula, evet, 6yle gibi kelimeler dogrudan duygu ifade eden
sozciikler olmamasina ragmen olumlu paylasimlarda siklikla gecen kelimelerdir. Bu nedenle bu
kelimelerde pozitif duygu belirtilen kelimeler arasinda kabul edilerek kelime bulutunda yesil renk ile
gosterilmistir.

Tablo 2. 12.05.2024-11.06.2024 tarihleri arasinda miifredat igerigi ile ilgili Twitter’da paylasilan trend hashtagler

HASHTAG BAHSEDILME(MENTIONS)
1 #mlfredat 127
2 #haber 57
3 #Hegitim 52
4 #sondakika 34
5 #kesfet 32
6 #meb 31
7 #ogretmen 30
8 #gindem 29
9 #turkiye 27
10 #yks 26
11 #ogrenci 25
12 #yks2024 24
13 #06gretim 24
14 #atatlrk 23
15  #siyaset 22
16  #okul 20
17 #ayt 20
18  #yusuftekin 20
19 #akp 19
20 #yks2025 19

e Ana Odaklar: Miifredat ve egitimle ilgili konular, tartismalarin ana odagi olmustur. Bu, egitim
politikalar ve miifredat degisiklikleri gibi konularin 6nemli oldugunu gostermektedir.

e Giincel ve Haber icerikleri: "haber", "sondakika", "giindem" gibi hashtagler, kullanicilarin
giincel olaylan ve haberleri takip ettigini gostermektedir.

e Egitim Kurumlari ve Smavlar: MEB, 6gretmen, 6grenci, okul gibi hashtagler, egitim kurumlar
ve paydaslanyla ilgili konularin tartigildigim gosterir. YKS ve AYT gibi siavlarla ilgili

hashtagler, sinavlarin 6nemli bir giindem maddesi oldugunu seklinde yorumlanabilir.

Genel olarak, hashtaglerin gesitliligi ve sikligl, egitimle ilgili konularin sosyal medyada yogun bir
sekilde tartigildigini ve bu tartigmalarin genis bir yelpazeye yayildigini gostermektedir. Miifredat, egitim
politikalari, sinavlar ve 6gretmenlerle ilgili konular, sosyal medyada dikkat ¢eken baslica temalar olarak
one ¢cikmaktadir.

#curriculum Paylasimlar

Tablo 3’te 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da yer alan etkilesimlerinin sayisal
Ozetini vermektedir. Her bir metrik, analiz edilen konunun veya olayin medya platformlarinda nasil
yanki buldugunu gosterir.

Tablo 3. 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da “curriculum” igerigi ile paylagimlarin sayisal 6zeti
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o Bahsedilmeler: Twiter’da toplamda konu ile ilgili 2564 kez bahsedilme gergeklesmistir.

e Erisim: Sosyal medya iizerinden 15 milyon kisiye ulagilmstir.

e Etkilesimler: 41,576 etkilesim ve 31,893 begenin var olmasi, kullanicilarin aktif bir sekilde
igeriklerle etkilesime gectigini gostermektedir.

o Kullanic1 Tarafindan Olusturulan Igerik: 2564 kullanici tarafindan olusturulmus icerik var. Bu,
kullanicilarin konuyla ilgili kendi igeriklerini iiretme egiliminde oldugunu gosterir.

e Duygu Analizi: 543 olumlu (%49) ve 559 olumsuz (%51) bahsedilme mevcuttur. Olumsuz ve
olumlu bahsedilmelerinin oraninin birbirine ¢ok yakin olmasi, genel itibari ile insanlarin igerik
ile ilgili tarafsiz bir diisiinceye sahip oldugu ancak olumsuz bahsedilmelerin oraninin nispeten
daha yiiksek olmast (%51), bu konunun medyada biraz daha olumsuz algilandigini ve
tartigmalarin genellikle elestirel oldugunu seklinde yorumlanabilir.

e AVE: 551 bin dolar degerinde reklam esdegeri mevcuttur. Bu, bahsedilmelerin ve erisimlerin
reklam degeri acisindan 6nemli oldugunu gostermektedir.

o Twitter Bahsedilmeleri: icerigin Twitter'da 2564 kez bahsedilmis olmasi, Twitter'in 5nemli bir
sosyal platform oldugunu gostermektedir.

Sekil.3’te Sekil 1°de sunulan egitimle igerigin sunuldugu gibi, Ingilizcede 6ne ¢ikan temalara yer
verilmistir.

interested  PrOVid@ high cosewial craft continue PrOgram  sKill free suswess video Work educational eite level gow rechnology SCience
develop vitae class gaduate Student platform education e college come imnovation time soca Offer iocaton art set
learning day maewy child group apply goveriment YE@r plan cae wesk meel @cademic environment SChOO!| topic online
candidate |€ArN community focus teach a=w application comprehensive create say ensure iNClUde person sty june vision
market discipline NEW ieadser prepare  €Xperience goal assessment letter d@SiIgN change Need revew audience activity
require history sue Website language target training help pofessonsl faculty == cover teacher development efectively

course growth

Sekil 3. 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da #curriculum paylagimlarinin kelime bulutu
En Stk Kullamlan Kelimeler:

e Provide, program, skill, student, education, learning, comprehensive, experience, goal, teacher,
development, course gibi kelimeler 6ne ¢ikmaktadir.

e Bu kelimeler, tarismanin ana temalarim ve odak noktalarim yansitmaktadir. "Provide",
"program", "skill" kelimeleri, egitimin sagladigi programlar ve beceri gelistirme {izerine
odaklanildiginmi gosterir.

e "Student" ve "education" kelimeleri, egitimin merkezinde yer alan Ogrencileri ve egitim
slireglerini igaret eder.

e '"Learning" ve "comprehensive" kelimeleri, 6grenme siireclerinin kapsamli olmasi gerektigini
belirtir.

e "Experience" ve "goal" kelimeleri, egitimin hedefe yonelik ve deneyim odakli olmasi
gerektigini vurgular.

e "Teacher" ve "development" kelimeleri, 6gretmenlerin rolii ve egitimin gelisimi {izerine
tartismalar1 gosterir.



76

Diger Dikkat Ceken Kelimeler:

o Government, science, language, community gibi kelimeler, egitimde hiikiimet politikalarinin,
bilimsel yaklagimlarin ve dil egitiminin 6nemini belirtir.

e College, school, academic, faculty gibi kelimeler, egitimin farkli seviyeleri ve akademik yapilar
iizerine odaklanildigini gosterir.

o Growth, market, target, training gibi kelimeler, egitimin is piyasast ve profesyonel gelisim ile
olan iligkisini vurgular.

Sekil 4’de “curriculum” igerigi ile ilgili sik paylasim yapilan kelimelerin duygusal analizi yapilarak,
olumlu duygular igeren kelimeler yesil, ndtr duygu iceren kelimeler gri renkte gosterilmistir. Siklikla
kullanilan negatif duygu durumlu kelime bulunmamaktadir.
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Sekil 4. 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da “curriculum” igerigi ile paylagimlarin

Tablo 4°de, Tablo 2’ye benzer bir bicimde Ingilizcede 6ne ¢ikan 20 hashtag verilmektedir.

Tablo 4. 12.05.2024-11.06.2024 tarihleri arasinda curriculum igerigi ile ilgili Twitter’da paylasilan trend
hashtagler

HASHTAG BAHSEDILME(MENTIONS)
1 #education 512
2 #eurriculum 296
3 #datascience 218
4 #careergrowth 207
5 #artificialintelligence 203
6 #careerdevelopment 196
7 #shorts 188
8 #machinelearning 182
9 #homeschooling 168
10  #homeschool 165
11 #techcareers 162
12 #magnetbrains 153
13 #teacher 152
14  #highereducation 149
15  #businessanalytics 148
16  #jobopportunities 144
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17 #businessintelligence 144
18 #aiandml 143
19 #financeprofessionals 143
20 #datadriven 143

Trend hashtagler degerlendirildiginde, hashtaglerin ¢esitliligi, kullanicilarin egitim, teknoloji,
kariyer ve veri bilimi konularina yogun bir ilgi gosterdigini ortaya koymaktadir. Egitim ve miifredat
konulan trend olarak basi ¢ekerken, veri bilimi ve yapay zeka gibi teknolojik gelismeler de 6nemli
tartisma konular arasinda yer almaktadir.

#mufredat ve #curriculum Paylasimlarinin Karsilastirdmast

Tablo 5’te arastirma kapsaminda “curriculum” ve “miifredat” icerigi ile ilgili Twitter’da yapilan
paylasimlarin karsilastirmali analizi sunulmaktadir.

Tablo 5. 12.05.2024-11.06.2024 tarihleri arasinda “curriculum” ve “miifredat” icerigi ile ilgili Twitter’da
yapilan paylagimlarin kargilastirmali analizi

curriculum mufredat
Toplam Bahsedilme 33K 2007
Twitter’da bahsedilme 2564 456
Olumlu bahsedilmeler %22 (543) %6 (24)
Olumsuz bahsedilmeler %22 (559) %65 (295)
Sosyal medya erisimi 15M 9.3M
Varlik skoru 67/100 41/100
AVE(Reklam Degeri Esdegeri) $551K $203K
Kullamer Tarafindan Uretilen icerik: 2564 456

Genel bir degerlendirme yapildiginda, “curriculum” baghg altinda yapilan paylasimlarin,
Tiirkiye’deki miifredat tartismalarindan daha fazla ilgi oldugunu gostermektedir. Bu durum,
“curriculum” bahsetmelerinin daha evrensel ya da daha genis bir kullanici kitlesi tarafindan tartisilan
bir konu oldugunu seklinde yorumlanabilir. #curriculum baslig1 altinda paylasilan goriislerin duygu
analizi yapildiginda, olumlu ve olumsuz duygu iceren goriislerin dengeli bir dagilim gosterdigi
gorilmektedir. #mifredat basligi altinda yapilan olumsuz duygu igeren paylasimlar, miifredat
konusunun daha fazla elestiri aldigim veya tartigmali bir konu haline geldigi seklinde yorumlanabilir.
Sosyal medya erisimi ve varlikk puanlar1 bazinda incelendiginde “curriculum” paylasimlarinin,
“miifredat” paylagimlarinin erisim ve varlik puanmindan daha yiiksek oldugu, baska bir degisle
“curriculum” ile ilgili igeriklerin daha genis bir kitleye ulasarak, daha fazla etkilesim aldigim
gostermektedir. “curriculum”un reklam degeri esdegeri “miifredat”tan daha ylksektir. Bu, curriculum
konusunun ticari olarak daha degerli oldugunu ve belki de sponsorlu igerik veya reklamlar i¢in daha
uygun oldugunu seklinde yorumlanabilir.



78

Bahsedilme Sayilan (Number of Mentions)

200

150

100

50

0

12 May 17 May 22 May 27 May 01 Jun 06 Jun 11 Jun

Grafik 1. 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da #curriculum” ve #miifredat bahsedilme sayilari

Grafik 1°de, #curriculum ve #miifredat etiketlerinin zaman igindeki bahsedilme (mention) sayisi
gosterilmektedir.

Curriculum:

e Bahsedilme sayilan 12 Mayis'tan itibaren istikrarli bir sekilde 100 civarinda kalmis, ancak 1
Haziran'dan itibaren 6nemli bir artis gostermistir. 5 Haziran'a kadar bu artis devam etmis,
sonrasinda tekrar diisiis yasanmustir.

e En yiiksek bahsedilme sayisina 1 Haziran'da ulagmis ve yaklagik 200 seviyelerine ¢ikmistir.

Mifredat:

e Bahsedilme sayilan genellikle diisiik seviyelerde seyretmis ve 1 Haziran civarinda az bir artig
gostermistir.

e En yiiksek bahsedilme sayisina 5 Haziran'da ulasmis, ancak bu artig da curriculum da yasanan
artig kadar belirgin olmamustir.

Erisim Sayilan
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M
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Grafik 2. 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da #curriculum” ve #miifredat erigim sayilari

Grafik 2’de, #curriculum ve #miifredat etiketlerinin sosyal medyada ne kadar kisiye ulastigi
gosterilmektedir.

Curriculum:

e Erisim, 12 Mayis'tan itibaren birka¢ zirve yapmis ve en yiiksek seviyedel5 milyon kisiye
ulagmustir.
e 27 Mayis civarinda tekrar bir zirve goriilmekte, bu donemde yaklagik 5 milyon kisiye ulasmustir.
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Mifredat:

e Erisim genellikle diisiik seviyelerde kalmis ve sadece birkag kiigiik yiikselis gostermistir.
e En yiiksek erisim, 27 Mayis civarinda yaklasik 3 milyon kisiye ulasarak ger¢eklesmistir.

Bahsedilme Oranlan ( Percentage of Mentions)
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Grafik 3. 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da #curriculum” ve #miifredat pozitif duygusallik
iceren erigim yiizdeleri

Bahsedilme Sayilart ( Number of Mentions)
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Grafik 4. 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da #curriculum” ve #miifredat pozitif duygusallik
iceren erigim sayilari

Grafik 3 ve 4’te, bahsedilmelerin olumlu duygusal igerik oranlar1 gosterilmektedir.
Curriculum:

¢  Olumlu duygu oranm genellikle %20-%30 araliginda seyretmis, ancak 1 Haziran'da bu oran bir
miktar azalmistir.

Miifredat:
e Olumlu duygu oran1 genellikle diisiik kalmis ve %0-%10 arasinda degisiklik gostermistir.

Bahsedilme Oranlan ( Peresnfage of Mentions
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Grafik 5. 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da #curriculum” ve #miifredat negatif duygusallik
iceren erigim yiizdeleri
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Grafik 6. 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da #curriculum” ve #miifredat negatif duygusallik
igeren erigim sayilari

Curriculum:

e Olumsuz duygu orami genellikle %20-%30 araliginda seyretmis ve biiyiik bir degisiklik
gostermemistir.

Mifredat:

e Olumsuz duygu orant %30-%>50 araliginda kalmis ve zaman zaman %75 seviyelerine ¢ikmustir.
e 1 Haziran'dan sonra bu oran belirgin bir sekilde artig gostermistir.

“Curriculum” sosyal medyada daha fazla bahsedilmis ve daha genis bir kitleye ulagsmistir. Olumlu
duygu oranlart da nispeten yiiksektir. “Miifredat” ise daha az bahsedilmis ve daha diisiikk erisim
gostermistir. Olumsuz duygu oranlari ise curriculum terimine gore daha yiiksektir. Her iki terimin
bahsedilme sayilarinda 1 Haziran'da belirgin bir sekilde artis gozlemis, ancak bu artis miifredat i¢in daha
sinirlt kalmigtir. Bahsedilme sayisi ve erisim agisindan curriculum terimi, miifredata kiyasla daha
popiiler ve yaygin olarak kullanilmistir. Curriculum terimi genel olarak daha genis bir kitleye hitap etmis
ve daha pozitif bir alg1 yaratmustir.

Bahsedilme

@ curriculum @ miifredat

Grafik 7. 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da “curriculum” ve “miifredat” ilgili erisim ve
bahsedilme orani

Grafik 7°de, "curriculum" (mavi) ve "miifredat" (yesil) kelimelerinin son 30 giindeki erisim ve
bahsedilme oranlart gosterilmektedir. #curriculum paylagim erisim agisindan sosyal medya tizerinde
O6nemli bir agirhga sahiptir. Bu durum grafikte goriilen biiyiik mavi dilim, "curriculum™ kelimesinin
sosyal medya platformlarinda genis bir kitleye ulagtigini agik¢a gdstermektedir. "Miifredat" kelimesinin
erisim oram grafikteki yesil dilim ile temsil edilmekte ve kelimenin sosyal medyada daha az kisi
tarafindan goriildiigiinii veya paylasildigini géstermektedir. Bahsedilme oranlarinda da "curriculum"”
kelimesi, "mifredat™ kelimesine gore daha ylksek bir oran gostermektedir. Bu durum “curriculum®
kelimesinin sosyal medya ve diger medya platformlarinda daha fazla kullamldigim ve tartisildigini ifade



81

ederken, “miifredat” kelimesinin genel tartismalarda ve paylasimlarda daha az yer aldigim
gostermektedir.

Duygu Dagilimm

Duygu dagilimi, belirli bir metin veya veri kiimesi i¢inde ifade edilen duygularin tiirlerini ve
oranlarini analiz eden ve gorsellestiren bir yontemdir. Bu yontem genellikle metin madenciligi teknikleri
ile kullamlir. Grafik 8 de 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da “curriculum” ve
“miifredat” ilgili paylagimlarinin duygu analizi gosterilmektedir.
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Grafik 8. 12.05.2024-11.06.2024 tarihleri arasinda Twitter’da “curriculum” ve “miifredat” ilgili duygu dokiimii

Grafik 8, "curriculum" kelimesi i¢in %25'in {izerinde bir olumlu duygu oran1 gdstermektedir. Bu,
"curriculum™ Kkelimesinin sosyal medyada genellikle olumlu bir baglamda kullanildigin1 ve olumlu
tepkiler aldigim1 gostermektedir. Egitimdeki geligsmeler, yenilik¢i miifredatlar veya bagarili egitim
programlar1 gibi konularla iliskilendirilebilir. No6tr duygu orani, yaklasik %50 civarindadir. Bu,
"curriculum" kelimesiyle ilgili paylasimlarin biiyiik bir kisminin tarafsiz veya bilgi paylasimi amaciyla
yapildigint gosterir. Olumsuz duygu orani, %25'in altinda olmast ise "curriculum" kelimesinin daha az
elestirildigini veya olumsuz baglamlarda daha az kullanildigin1 gosterir.

Grafik 8, "miifredat" kelimesi i¢in %25'in altinda bir olumlu duygu oran1 gdstermektedir. Bu,
"miifredat" kelimesinin sosyal medyada daha az olumlu tepkiler aldigim gostermektedir. Notr duygu
orant ise yaklasik %25-30 civarindadir. Bu, "miifredat" kelimesiyle ilgili paylasgimlarin 6nemli bir
kisminin tarafsiz oldugunu gosterir. Grafige gore “miifredat” kelimesinin paylasimlarinda, olumsuz
duygu orani %50'nin iizerindedir. Bu, "miifredat" kelimesinin sosyal medyada genellikle elestirildigini
veya olumsuz baglamlarda kullamldigini gostermektedir ve bu durum egitim sistemiyle ilgili
memnuniyetsizlikler, miifredat degisikliklerine yonelik elestiriler veya sorunlu uygulamalar gibi
konularla iliskilendirilebilir.

TARTISMA

Bu arastirmada, sosyal medya platformu Twitter Uzerinden #mifredat ve #curriculum etiketleri ile
yapilan paylagimlar incelenmis, paylagimlar metin madenciligi ve duygu analizi yontemleriyle analiz
edilmistir. Arastirmanin amaci, sosyal medya kullanicilarimin miifredat tartigmalarindaki duygusal
egilimleri belirlemek ve bu tartigmalar karsilastirmali bir bakis agisiyla incelemektir. Twitter {izerinden
12.05.2024-11.06.20024 tarihleri arasinda yapilan paylasimlar, Brand24 araci kullanilarak veri kazima
islemi tamamlanmus, toplamda 2013 paylagim analiz edilmistir. Bu paylasimlar metin madenciligi ile
siniflandirilmig ve duygu analizleri yapilarak olumlu, olumsuz ve notr olarak kategorize edilmistir.

Arastirma bulgulari, belirtilen tarihler arasinda Twitter’da yapilan paylasimlarin %88’inin olumsuz
bir duygu tasidigimi ortaya koymaktadir. Bu baglamda miifredat tartismalarinin sosyal medya
kullanicilart arasinda genel olarak olumsuz bir duygusal egilime sahip oldugunu sdylenebilir. Ozellikle
Tiirkiye ve diinya genelinde miifredat degisiklikleri {izerine yapilan tartismalarda elestirel bir tutumun
baskin oldugu gézlemlenmistir. Olumsuz duygularin yogunlugu, miifredat degisikligine kars1 genel bir
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hosnutsuzlugun varligina isaret etmektedir. Diger yandan %12°lik bir oranda olumlu goriislerin olmasi,
olumlu paylasimlarin oldukga sinirli kaldigini gostermektedir. Bu da sosyal medya platformlarindaki
miifredat tartismalarinin genel olarak olumsuz oldugu sonucu ortaya koymaktadir. Kelime bulutu
gorsellestirmelerinde "miifredat”, "milli", "egitim", "degisiklik", "program" gibi anahtar kelimelerin 6ne
¢tkmasi, miifredat tartigmalarimn egitim politikalar ve yenilikler iizerine yogunlagtigini, milli egitim
politikalarinin ise 6zellikle elestiri odaginda oldugu seklinde yorumlanabilir.

Sosyal medyanin dinamik yapisi sayesinde kullanicilar goriislerini hizli bir sekilde paylasabilmekte
ve genis bir kitleye ulasabilmektedir. Twitter’da yapilan paylasimlar kamuoyunun miifredat
degisikligine yonelik tepkilerinin hizla yayilmasim1 saglamasi agisindan bu tiir tartismalar agisindan
Twitter’1n gii¢lii bir platform oldugunu gostermektedir. Sosyal medya platformlarinda yapilan miifredat
tartismalari, egitim politikalarina yonelik hizli geri bildirimler alinabilmesine olanak saglamaktadir.
Sosyal medya paylagimlarinin kamuoyu olusturma siirecinde etkili olmasi, egitim politikalarindaki
degisikliklerin toplumsal yansimalari bu platformlar {izerinden takip edilebilmesi ve 6zellikle elestirel
yaklagimlar egitim politika yapicilan i¢in dnemli bir bilgi kaynagi olusturmaktadir.

Aragtirmada Tiirkiye’deki “miifredat” tartigmalari kiiresel olgekteki “curriculum” tartismalan ile
karsilagtirilmaktadir. Yapilan analizler sonucunda, #curriculum etiketiyle yapilan paylasimlarda olumlu
ve olumsuz duygularin esit oranda yer aldigi, diger yandan Tiirkiye’de #miifredat etiketi ile yapilan
paylagimlarda olumsuz duygularin baskin oldugu sonucuna ulasilmistir. Bu baglamda, Tiirkiye’de
miifredat tartismalar1 daha ¢ok olumsuz duygu yonelimi gosterirken, kiiresel diizeyde yapilan
“curriculum” tartigmalar daha dengeli bir egilimde oldugu soylenebilir. Yapilan analizler sonucunda
kiiresel diizeyde yapilan tartismalarda, egitim teknolojileri, 6gretmenlerin rolii ve dijital 6grenme
araglarimn miifredata entegrasyonu gibi konular daha fazla 6ne cikarken, Tiirkiye’de ise miifredat
degisiklikleri, milli egitim politikalar1 ve miifredatin ideolojik boyutlarimin daha g¢ok tartisildig:
gorilmiistiir.

ONERILER

Bu calisma, Twitter'da #miifredat ve #curriculum etiketleri ile yapilan paylagimlar iizerinden
miifredat tartismalarinin iilkeler arasi karsilagtirmali bir analizini sunarak, sosyal medya verilerinin
egitim politikalar lizerine kamuoyunun sekillendirilmesindeki roliinii gézler 6niine sermektedir. Elde
edilen bulgular 1s181nda, gelecekte yapilacak arastirmalara yonelik bazi 6neriler su sekildedir:

o Gelecekteki aragtirmalar, sosyal medyanin daha farkli platformlarini (Facebook, Instagram,
YouTube vb.) da dahil ederek, miifredat ve egitim politikalar ile ilgili genis kapsaml1 bir veri
seti olusturabilir.

e Bu c¢alismada elde edilen veriler, belirli bir zaman dilimine odaklanmistir. Gelecek galismalar,
miifredat tartismalarindaki degisimleri daha iyi anlayabilmek i¢in daha uzun zaman dilimlerinde
toplanan verilerle karsilagtirmal analizler yapabilir.

e Arastirma, Tirkiye ve kiiresel diizeydeki miifredat tartigmalarim karsilagtirmaktadir.
Gelecekteki caligmalarda, farkl kiiltiirel ve sosyo-politik baglamlara sahip tilkelerde miifredat
degisikliklerine yonelik kamuoyu tepkileri daha detayl olarak incelenebilir.

Bu arastirma, sosyal medya platformlarinin, 6zellikle Twitter’in, egitim politikalar1 ve miifredat
tartismalarinda 6nemli bir kamuoyu olusturma araci oldugunu ortaya koymaktadir. Arastirma bulgulari,
egitim politikalarimin gelistirilmesi ve uygulanmasi asamasinda egitim politikacilar igin Oneriler
sunlardir:

¢ Politika yapicilar, sosyal medya izleme araglarim kullanarak egitim politikalarina dair hizli ve
kapsamli geri bildirimler alabilir. Bu dogrultuda, egitim reformlarina dair duyurular ve
uygulamalarin sosyal medyada nasil yanki buldugu diizenli olarak izlenmeli ve analiz
edilmelidir.

e Tirkiye’de miifredat degisikliklerine yonelik sosyal medya paylagimlarinda olumsuz tepkilerin
baskin oldugu belirlenmistir. Bu olumsuz egilim, toplumun egitim politikalarina dair nemli bir
memnuniyetsizlik ve elestiri getirdigini gostermektedir. Politika yapicilar, bu elestirileri goz
ardi etmek yerine, toplumsal talepleri dikkate alarak politika siireclerinde diizenlemeler
yapabilir.
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¢ Sosyal medya platformlari, egitim politikalarinin daha seffaf bir sekilde kamuoyuna aktarilmasi
ve toplumun bu politikalar1 daha iyi anlamasi igin etkili bir arag olabilir. Politika yapicilar,
miifredat degisiklikleri gibi 6nemli reformlar kamuoyuna agiklarken, bu siirecleri agik ve net
bir dille sosyal medya tizerinden paylasmali ve toplumun sorularina yanit vermelidir.
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Abstract

The aim of this study is to examine the relationship between the psychological inflexibility levels and
hopelessness in parents of children with special needs. This research is designed using the correlational
survey model, one of the quantitative research methods. The study group of the research consists of a
total of 554 parents with special needs, including 313 mothers (56.5%) and 241 fathers (43.5%) who
were reached through convenient sampling in 2024. The Acceptance and Action Questionnaire-11, Beck
Hopelessness Scale, and Personal Information Form were used as data collection tools. Descriptive
statistics, t-test, Pearson correlation coefficient, and simple linear regression analysis were used in the
analysis of the data. According to the t-test conducted as a result of this research, parents’ levels of
hopelessness do not differ significantly based on gender (tss>=-.198, p>.05), the diagnosis of the child
(ts52=.798, p>.05), or the presence of the siblings for the child with special needs (tss;=-.101, p>.05).
according to the Pearson Product-Moment Correlation Coefficient analysis, a moderately significant
positive relationship was found between parents’ psychological inflexibility and hopelessness scores
(r=.406, p<.01). according to the regression analysis, parents’ psychological inflexibility scores
significantly predict hopelessness scores (F1.s5,=109.003, R=.40, R?*= .16, p<.01).
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INTRODUCTION

Every individual has different developmental characteristics. These individual characteristics
leading these differences, can result in various needs in their lives and education. Individuals whose
developmental characteristics differ from those of typically developing individuals are defined as
individuals with special needs (Sar1, 2002). According to the Special Education Services Regulation of
the Ministry of National Education (MEB), an individual with special needs is described as a person
who significantly differs from their peers in terms of educational competencies as well as individual and
developmental characteristics (MEB, 2018). Special education is provided to individuals with special
needs. Special education is defined as the education designed to meet the needs of students with special
needs and is delivered by specially trained personnel (Sar1, 2002; Cavkaytar, 2019).

Individuals with special needs are classified as those with intellectual disabilities, autism,
physical disabilities, hearing impairments, visual impairments, and special talents (MEB, 2018).
According to Heward et al. (2017), individuals with special needs are classified as those with intellectual
disabilities, learning disabilities, autism spectrum disorder, emotional and behavioral disorders,
language and speech disorders, hearing impairments, attention deficit and hyperactivity disorder, visual
impairments physical and health-related disabilities, traumatic brain injury, multiple disabilities, and
giftedness. More common than others some of the more frequently occurring types of special needs
include intellectual disabilities (Ataman, 2005) and autism spectrum disorder (Christensen et al., 2016).

Intellectual disability is defined as a disability characterized by significant limitations in
intellectual functioning adaptive behavior, which encompasses many everyday social and practical
skills. The diagnosis of intellectual disability is made through clinical assessments and intelligence
testing (APA, 2013). Autism spectrum disorder, on the other hand, includes a wide range of symptoms
and can manifest at different levels in each individual (Hodges et al., 2020). Autism spectrum disorder
is described as a neurodevelopmental disorder characterized by deficits in social communication skills,
restricted/intense interests, and repetitive patterns of behavior (APA, 2013).

When parents learn that their children have special needs, they may experience fear, anxiety,
and depression, and face various challenges (Bulus & Ersoy, 2019). During this process, parents may
need energy, support, strength, and resilience (Wahab & Ramli, 2022). Special needs are seen as a
significant social issue by parents, involving the lifelong provision of rehabilitation, care, education, and
treatment needs of the child (Yildirim-Sari, 2007). In the process of adapting to their children’s
environment, parents of children with special needs experience changes in their living conditions.
Therefore, it is observed that they also experience significant psychological stress (Montes and
Halterman, 2007). When parents learn that their children have special needs, they might exhibit various
negative emotions and blame themselves (Bulus & Ersoy, 2019). Parents can experience emotional
distress if they blame themselves before moving on to the acceptance phase (Hayes, 2004). Additionally,
parents might face difficulties in order to adjust to the environment along with their child. It is suggested
that in order for parents to have a successful adaptation process, they need to become aware of their
maladaptive behaviors and work towards transforming these behaviors into functional ones (Blackledge
and Hayes, 2006).

Parents who show psychological inflexibility, struggle with the adaptation process by
responding with maladaptive reactions in contempt of challenging conditions (Pierson & Hayes, 2007).
Psychological inflexibility is described as one of the core concepts of underlying psychopathology in
Acceptance and Commitment Therapy (Hayes, 2004). It is stated that psychological inflexibility arises
when an individual is unable to deviate from verbal rules that guide their behavior in a particular
situation, and when they face difficulties in making their behavior repertoire more flexible (Speidel et
al., 2018). Psychological inflexibility is said to consist of two processes. These processes are described
as the unwillingness to accept and be open to the emotions and thoughts that the moment brings and
difficulty in showing and maintaining value-oriented behavior (Moyer & Sandoz, 2015). It is stated that
high levels of psychological inflexibility in parents of children with special needs can negatively impact
both the parents' and their children's quality of life (Kogak et al., 2022). Psychological inflexibility in
parents of children with special needs is associated with various aspects of mental health, such as
distress, burnout, anxiety, depression, stress, parental functioning as caregivers and chronic sadness.
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Acceptance and Commitment Therapy-based interventions have been shown to reduce the level of
psychological inflexibility in these parents (Gur & Reich, 2023).

When parents learn that their children have special needs, they can adapt healthily to the
situation and cope with the emerging problems, however, some parents might struggle to adapt and may
experience intense feelings of hopelessness (Woolfson, 2004). Parents of children with special needs
may face societal and social barriers (Ellen Selman et al., 2018) or have issues with trusting professionals
working with their children, leading to feelings of hopelessness, stress, and burnout (Ryan & Quinlan,
2018). Hopelessness is defined as having negative expectations about one's goals and future plans
(Melges and Bowlby, 1969). It can lead to reduced life energy, difficulty in decision-making, and
challenges in staying present and accepting the situation (Huen et al., 2015). The literature indicates that
parents of children with special needs have high levels of hopelessness (Emerson, 2003; Demiray, 2019).

These parents may find it difficult to accept their child's condition and the process they will go
through. They may feel uncertain and hopeless about what lies ahead. Parents with high levels of
psychological inflexibility might find it even more challenging to accept the situation, which can lead
to increased hopelessness regarding their children. It is important to examine the reasons behind the high
levels of hopelessness among parents of children with special needs. More research is needed on the
psychological inflexibility of these parents and its impact on factors such as hopelessness, resilience,
and life satisfaction (Gur & Reich, 2023). The literature shows there are limited research made on the
relationship between psychological inflexibility and hopelessness in parents of children with special
needs. Therefore, the aim of this study is to examine the relationship between the levels of psychological
inflexibility and hopelessness in parents of children with special needs.

METHOD
This section includes the research model, study group, data collection tools, and data analysis.

Research Model: In this research, the correlational research model, which is one of the quantitative
research methods, was preferred. The correlational research model aims to determine the type or degree
of relationships between variables (S6nmez and Alacapiar, 2019). Since this study aims to examine the
relationships between the levels of psychological inflexibility and hopelessness in parents of children
with special needs, the correlational research model was used. The dependent variable of the research is
hopelessness, and the independent variable is psychological inflexibility.

Study Group: The study group of this research consists of parents of children with special needs.
The study group was selected using the criterion sampling method. Criterion sampling involves selecting
individuals, events, objects, or situations that meet specific criteria, and those who meet the criteria are
included in the study group (Buyukoztirk et al., 2018). After the criteria for the study group are
determined, the criterion for this research was determined as being a parent of a child with special needs.
The number of participants in the study group was determined using the G*Power 3.1.9.6 program, with
the parameters set at 0=.05, p=.80, and f>=.02 (Faul et al., 2009). The number of participants was
determined to be 415. The analyses were conducted on data from 554 participants who met the criteria
and filled out the scales voluntarily. The study group consists of parents of children with special needs,
aged between 20-50 years (=41.91, sd=8.32). Table 1 provides information from the personal
information form related to the study group.

Table 1: Characteristics from the Personal Information Form

Variable Category f %

Sex Mother 313 %56.5

Father 241 %43.5

Marital Status Married 520 %93.9
Separated 22 %4

Others 12 %2.2

Perceived Income Level Low 137 %24.7

Medium 383 %69.1

High 34 %6.1
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Child’s Diagnosis Intellectual Disability 245 %45.8
Autism 300 %54.2

Siblings Yes 429 %77.4

No 125 %22.6

Presence of the Siblings for the Yes 51 %40.8
Child with Special Needs No 74 %59.2

Data Collection Tools

The Acceptance and Action Questionnaire-11, Beck Hopelessness Scale and Personal Information
Form were used as data collection tools.

Acceptance and Action Questionnaire-11: Developed by Bond et al., (2011) the Turkish adaptation
of the Acceptance and Action Questionnaire-11 was conducted by Yavuz and colleagues (2016). The
scale consists of 7 items and is a 7-point Likert type. The scale measures the level of psychological
inflexibility. Higher scores on the scale indicate higher levels of psychological inflexibility. The
Cronbach’s alpha internal consistency reliability coefficient was calculated as .84. For this study, the
Cronbach’s alpha value was calculated as .91.

Beck Hopelessness Scale: The Turkish adaptation of the Beck Hopelessnhess Scale developed by
Beck et al. (1974) was carried out by Seber et al. (1993). The scale consists of 20 items, with 1 point for
answers corresponding to the key and 0 points for non-corresponding answers. High scores on the scale
indicate higher levels of hopelessness. The Cronbach’s alpha internal consistency reliability coefficient
was calculated as .86. For this study, the Cronbach’s alpha value was calculated as .76.

Personal Information Form: The Personal Information Form was prepared by the researchers to
determine demographic information, such as participants’ gender, marital status, perceived income
level, child’s diagnosis, whether the child has siblings, and whether the siblings have special needs.

Data Analysis: Participants were informed that the study was based on voluntary participation and
would be conducted with consideration for confidentiality principles. The data collection process of the
study was conducted face-to-face. It took approximately 15 minutes for the participants to complete the
scale forms. Descriptive statistics, independent sample t-tests, Pearson product-moment correlation, and
simple linear regression analysis were used to obtain general information about the scales and
participants. To remove extreme values from the data set, the distance value “Mahalanobis Distance”
was calculated. After the calculation, the necessary extreme data were removed from the data set
(Kannan and Manoj, 2015). The necessary analyses were performed with 554 participants in the
remaining data set.

FINDINGS
This section presents the findings obtained in the research.

Table 2: Descriptive Statistics of Variables

Scale N X ss Skewness Kurtosis o
Psychological Inflexibility 554 31.51 43 -.206 =747 91
Hopelessness 554 7.32 2.84 -.830 -.206 .76

Table 2 shows that the scale scores for psychological inflexibility and hopelessness fall within
the £1.0 range, indicating that the data set exhibits a normal distribution characteristic (Hair et al., 2010).
The calculated Cronbach's alpha (a) for the reliability of the scales is above 0.70, which indicates that
the measurement instruments are reliable (Buyikoztirk, 2018).
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Table 3: Results of The T-Test For The Differences In Parents' Hopelessness Scores Based On Gender,
Diagnosis Of The Child With Special Needs, And Whether The Child With Special Needs Has A Sibling

Variable Category N X ss t p
Sex Mother 313 7.30 2.87 -.198 .843
Father 241 7.34 2.79
Child’s Intellectual Disability 254 7.21 2.93 -.798 425
Diagnosis Autism 300 7.41 2.75
Sibling Yes 429 7.31 2.88 -.101 919
No 125 7.34 2.70

Table 3 shows that, according to the results of the t-test conducted to examine the differences in
the hopelessness scores of parents of children with special needs based on gender, the diagnosis of the
child with special needs, and whether the child has a sibling, there are no statistically significant
differences. Specifically, the hopelessness scores do not significantly differ by gender (t(552) = -0.198,
p > 0.05), the diagnosis of the child with special needs (t(552) = -0.798, p > 0.05), or whether the child
has a sibling (t(552) = -0.101, p > 0.05).

Table 4: Pearson Correlation Analysis Results Between Psychological Inflexibility and Hopelessness
Scores

Hopelessness

Psychological Inflexibility 406**

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

Table 4 shows that, according to the results of the Pearson correlation analysis, there is a moderat
positive significant relationship between psychological inflexibility and hopelessness scores of parents
of children with special needs (r=.406, p<.01).

Table 5: Simple Linear Regression Results for Predicting Hopelessness Scores

Predictor Predicted B SE B t p Tolerance VIF
Valuable Valuable
Hopelessness Constant 3.786 .356 10.628  .000
Psychological 112 .011  .406 10.440  .000**  1.000 1.000
Inflexibility

**p<.01, *p<.05 R=.406, R?=. 165, AR? =.163, F1.55:=109.003, p<.001

To perform regression analysis, the tolerance value should be greater than 0.20 (Cleophas &
Zwinderman, 2015) and the VIF value should be less than 5 (Denis, 2019). Table 4 shows that the
tolerance values of the variables are greater than 0.20 and the VIF values are less than 5. Table 5 shows
that the results of the simple linear regression analysis indicate that the psychological inflexibility scores
of parents of children with special needs significantly predict their hopelessness scores (F(1, 552) =
109.003, R = 0.406, R2 = 0.165, p < 0.01). Psychological inflexibility scores explain 16% of the total
variance in hopelessness scores (R? = 0.16).

DISCUSSION

The results of this study indicate that there is no significant difference in the levels of
hopelessness among parents of children with special needs based on gender. A review of the literature
reveals that similar findings have been reported in studies by Atilgan and Iskender (2022), Say (2020),
Toka (2018), and Akandere et al. (2009), which found no gender-based differences in the level of
hopelessness among parents of children with special needs. Mammadova (2022) reported that in Turkey
and Azerbaijan, the level of hopelessness was higher among mothers compared to fathers of children
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with special needs. Similarly, Oziilkii and Baglama (2022) also found that mothers of children with
special needs experienced higher levels of hopelessness compared to fathers. The literature presents both
similar and contrasting findings to this study's results. It is thought that the hopelessness caused by
having a child with special needs does not vary according to the status of being a mother or a father, but
may be related to the process of the parents accepting the child, not to being a mother or a father, or that
reasons such as mothers having more responsibilities in the social context, mothers generally taking care
of their children, and fathers being more concerned with the financial care of their children may be
effective.

The results of this study indicate that there is no significant difference in the levels of
hopelessness among parents of children with special needs based on the child's diagnosis. A review of
the literature shows that similar findings were reported in studies by Aslan (2019), Ozkan (2016),
Konukbay and Arslan (2015), and Akandere et al. (2009), which found no differences in hopelessness
levels based on the child's diagnosis. However, Atilgan and Iskender (2022) reported that the levels of
hopelessness among parents varied according to the child's diagnosis, with parents of children with
physical disabilities experiencing higher levels of hopelessness. Similarly, Say (2020) found that
hopelessness levels among parents varied with the child's diagnosis, with parents of children with autism
spectrum disorder experiencing higher levels of hopelessness. The literature indicates that both similar
and contrasting findings exist regarding this issue. In this study, parents of children with intellectual
disabilities and autism spectrum disorder were included in the sample. The observed differences in the
literature may be attributed to the variability in the diagnoses of the children in the included studies and
the different impacts these diagnoses may have on the parents' levels of hopelessness.

The results of this study indicate that there is no significant difference in the levels of
hopelessness among parents of children with special needs based on whether the child has a sibling. A
review of the literature reveals that similar findings were reported in studies by Konukbay et al. (2015)
and Say (2020), which found no variation in hopelessness levels based on the presence or absence of a
sibling. There is a limited number of studies examining the impact of having a sibling on the
hopelessness levels of parents of children with special needs. The findings of this study are consistent
with existing research that shows no significant change in the levels of hopelessness among parents
based on whether the child with special needs has a sibling or not.

The results of this study reveal a significant positive relationship between psychological
inflexibility and hopelessness levels among parents of children with special needs. Additionally, it was
found that psychological inflexibility scores predict hopelessness scores. In other words, as the
psychological inflexibility scores of parents of children with special needs increase, their hopelessness
scores also rise. A review of the literature shows that there are no studies examining the relationship
between psychological inflexibility and hopelessness levels among parents of children with special
needs. However, Ibaoglu (2023) found a significant positive relationship between psychological
inflexibility and hopelessness levels among university students. Conversely, Saricali et al. (2021) found
a significant negative relationship between psychological inflexibility and hope levels among university
students. Since hope is the opposite of hopelessness, these findings are consistent with the results of this
study.

Tumll (2021) investigated the effects of a training program based on Acceptance and
Commitment Therapy (ACT) on the psychological adjustment of parents of children with autism
spectrum disorder. The study found that increasing parents' psychological flexibility and thus reducing
their psychological inflexibility improved their psychological adjustment. Parents who acquire
psychological flexibility skills become more accepting of different roles in life and may become more
resilient in the face of challenges. It is suggested that psychologically resilient individuals tend to have
lower levels of hopelessness (Say, 2020). Interventions based on Acceptance and Commitment Therapy,
which introduces the concept of psychological inflexibility, are crucial for helping parents accept their
children and engage in their treatment and education (Kirkpatrick et al., 2019). Identifying the variables
that affect and are affected by psychological inflexibility is important for developing Acceptance and
Commitment Therapy-based intervention programs for parents of children with special needs.
Therefore, it is important to identify the variables influenced by and influencing psychological
inflexibility in the development of Acceptance and Commitment Therapy (ACT)-based intervention
programs for parents of children with special needs. There is a limited number of studies in the literature
examining the relationship between psychological inflexibility and levels of hopelessness (ibaoglu,
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2023; Saricali et al., 2021). The extent to which these variables impact families of children with special
needs may vary depending on factors such as the family's educational level, region of residence,
socioeconomic status, or belief systems. It is crucial to conduct studies that explore the degree and
reasons for the impact of psychological inflexibility and hopelessness on parents of individuals with
special needs.

CONCLUSION
The results obtained in this research are listed below.

1. The results of this study indicate that the levels of hopelessness among parents of children with
special needs do not vary according to gender.

2. The findings of this study show that the levels of hopelessness among parents of children with
special needs do not differ based on the child's diagnosis.

3. This study found that the levels of hopelessness among parents of children with special needs
do not vary depending on whether the child has a sibling or not.

4. The study revealed a significant positive relationship between psychological inflexibility and
hopelessness levels among parents of children with special needs.

5. It was found that psychological inflexibility scores significantly predict hopelessness scores
among parents of children with special needs.

SUGGESTIONS
The recommendations based on the results obtained in this study are listed below.

1. There appears to be inconsistency in the literature regarding whether the levels of hopelessness
among parents of children with special needs differ based on whether they are mothers or
fathers. Future studies could address this by conducting qualitative or quantitative research with
separate groups for mothers and fathers of children with special needs to explore differences in
hopelessness levels.

2. There appears to be inconsistency in the literature regarding whether the levels of hopelessness
among parents of children with special needs vary based on the child's diagnosis. Future
research could involve qualitative or quantitative studies with parents of children with different
disabilities, such as intellectual disabilities, autism, or speech and language disorders, to explore
these variations.

3. There appears to be a limited humber of studies examining whether the levels of hopelessness
among parents of children with special needs differ based on whether the child has a sibling.
Future research could investigate the impact of having a sibling and whether the sibling has
special needs on the parents' levels of hopelessness.

4. Experts in the field should be encouraged to incorporate the principles of Acceptance and
Commitment Therapy into their work with parents of children with special needs. It is
recommended that more Acceptance and Commitment Therapy-based interventions be
developed and adapted for parents of children with special needs.
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Ozet

Bu aragtirmanin amaci 6zel gereksinimli olan ¢ocuklarin ebeveynlerinin psikolojik katilik diizeyleri ile
umutsuzluk diizeyleri arasindaki iligkilerin incelenmesidir. Bu arastirmanin ydntemi nicel arastirma
yontemlerinden iliskisel tarama modeli ile desenlenmistir. Arastirmanin ¢alisma grubu 2024 yilinda
Olciit 6rnekleme yontemiyle ulasilan 313 anne (% 56.5) ve 241 baba (% 43.5) olmak iizere toplam 554
0zel gereksinimi olan ¢ocuga sahip ebeveynlerden olugmaktadir. Veri toplama araclar1 olarak Kabul ve
Eylem Formu-II, Beck Umutsuzluk Olgegi ve Kisisel Bilgi Formu kullanilmistir. Verilerin analizinde
betimsel istatistikler, t-testi ve pearson korelasyon katsayisi ve basit dogrusal regresyon analizi
kullanilmigtir. Bu arastirmanin sonucunda yapilan t-testine gore ebeveynlerin umutsuzluk dizeyleri
cinsiyete (tss2=-.198, p>.05), ¢ocugun tanisina (tss>=.798, p>.05) ve 6zel gereksinimli ¢ocugun kardesi
olmasina gore (tss2=-.101, p>.05) gore anlamh diizeyde farklilasmamaktadir. Yapilan Pearson
Momentler Carpimi Korelasyon Katsayist analizi sonucuna gore ebeveynlerin psikolojik katilik ve
umutsuzluk puanlar1 arasinda pozitif yonde orta diizeyde anlaml bir iliski elde edilmistir (r=.4006,
p<.01). Yapilan regresyon analizi sonucuna goére ebeveynlerin psikolojik katilik puanlar1 umutsuzluk
puanlarmi anlamli diizeyde yordamaktadir (F1.s5,=109.003, R=.40, R?= .16, p<.01).
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GIRIS

Bireyler birbirlerinden farkli gelisimsel 6zelliklere sahiptir. Bu farkliliklara yol agan bireysel
ozellikler ise bireylerin yasaminda ve egitiminde farkli ihtiyaglara gerek duyulmasina sebep
olabilmektedir. Tipik gelisim gosteren bireylere gore gelisim Ozellikleri farkli olan bireyler 6zel
gereksinimli birey olarak tammlanmaktadir (Sar1, 2002). Milli Egitim Bakanligi (MEB) Ozel Egitim
Hizmetleri Yonetmeliginde ise, 6zel gereksinimli birey, egitim yeterlilikleri ile bireysel ve gelisim
ozellikleri agisindan akranlarindan anlamlh diizeyde farklilik gosteren birey olarak ifade edilmektedir
(MEB, 2018). Ozel gereksinimli bireylere 6zel egitim saglanmaktadir. Ozel egitim 6zel gereksinimli
olan Ogrencilerin gereksinimlerinin karsilanabilmesi amaciyla tasarlanmis ve 6zel olarak egitilmis
personel tarafindan verilen egitim olarak belirtilmektedir (Sar1, 2002; Cavkaytar, 2019).

Ozel gereksinimli bireyler zihinsel yetersizlige sahip birey, otizmli olan birey, bedensel engelli
birey, isitme engelli birey, gorme engelli birey ve 0zel yetenekli birey olarak siiflandirilmaktadir
glicligii, otizm spektrum bozuklugu, duygu ve davranig bozukluklari, dil ve konusma bozukluklari,
isitme yetersizligi, dikkat eksikligi ve hiperaktivite bozuklugu, gérme yetersizligi, fiziksel ve saglikla
ilgili yetersizlikler, travmatik beyin hasari, c¢oklu yetersizlikler ve {istiin yetenek olarak
smiflandirilmaktadir.  Goriilme sikligi digerlerine gore daha fazla olan 6zel gereksinim turlerinden
bazilar1 zihinsel yetersizlik (Ataman, 2005) ve otizm spektrum bozuklugu (Christensen vd., 2016) olarak
ifade edilmektedir.

Zihinsel yetersizlik, zihinsel islevlerde birgok giinliik sosyal ve pratik beceriyi kapsayan
uyumsal davranmislardaki dnemli sinirliliklarla karakterize edilen bir yetersizlik olarak tanimlanmaktadir.
Zihinsel yetersizlik tamis1 klinik degerlendirmeler ve zekd Olglimii sonucunda konulmaktadir (APA,
2013). Otizm spektrum bozuklugu ise genis bir yelpazede semptomlar: bulunmaktadir ve her bireyde
farkl diizeylerde ortaya ¢ikabilmektedir (Hodges vd., 2020). Otizm spektrum bozuklugu, sosyal iletisim
becerilerindeki eksiklikler, simirli /yogun ilgi ve tekrarlayan davranis Oriintiileriyle karakterize edilen
norogelisimsel bir bozukluktur (APA, 2013).

Ebeveynler ¢ocuklarinin 6zel gereksinimli oldugunu 6grendiklerinde korku, kaygi, depresyon
yasayabilirler ve zorluklar ile kars1 karsiya kalabilirler (Bulus ve Ersoy, 2019). Ebeveynler bu siiregte
enerjiye, destege, giice ve dayamkliliga ihtiyag duyabilmektedirler (Wahab ve Ramli, 2022). Ozel
gereksinimlilik, ebeveynler tarafindan ¢ocugun yasam boyu siiren rehabilitasyon, bakim, egitim ve
tedavi ihtiyaglarmin karsilanmasini iceren 6nemli bir toplumsal konu olarak goériilmektedir (Yildirim-
Sar1, 2007). Ozel gereksinimli gocu@a sahip ebeveynlerin cevreye uyum saglama siirecinde yasam
kosullarinin degismektedir. Dolayisiyla psikolojik zorlanmalar1 da yogun olarak yasadiklar
gortlmektedir (Montes ve Halterman, 2007). Ebeveynler ¢ocuklarmin 6zel gereksinimli oldugunu
ogrendiklerinde farkli olumsuz duygular gosterebilmekte ve kendilerini suglayabilmektedirler (Bulus ve
Ersoy, 2019). Ebeveynler kabullenme siirecine gegemeden kendilerini sugladiklarinda duygusal olarak
ac1 ¢cekebilmektedirler (Hayes, 2004). Ebeveynler ayrica ¢ocuklari ile cevreye uyum saglama siirecinde
zorluklar ile karsilagabilmektedirler. Ebeveynlerin basarili bir uyum siireci yasayabilmeleri i¢in iglevsel
olmayan davramslarmin farkina varmalar1 ve sonrasinda bu davraniglarini islevsel hale doniistiirmeye
calismalar1 gerektigi ifade edilmektedir (Blackledge ve Hayes, 2006).

Psikolojik katilik gdsteren ebeveynler ise zorlu kosullar karsisinda islevsel olmayan tepkiler
vererek uyum sirecin de zorlanmaktadirlar (Pierson ve Hayes, 2007). Psikolojik Katilik Kabul ve
Kararlilik Terapisinin psikopatolojinin temelini olusturan kavramlardan birisidir (Hayes, 2004).
Psikolojik katilik, bireyin belirli bir durumda davramglarmi yonlendiren sdzel kuralin disina ¢cikamamasi
ve davranig repertuarint daha esnek hale getirmede zorluk yaratmasi durumunda ortaya ¢iktig1 ifade
edilmektedir (Spiedel vd., 2018). Psikolojik katiligin iki silire¢ten meydana geldigi belirtilmektedir. Bu
stirecler; anin getirdigi duygu, diisiinceleri kabul etme ile bunlara agik olmada isteksizlik ve deger odakli
davranis sergileme, siirdiirmede zorluktur (Moyer ve Sandoz, 2015). Ozel gereksinime sahip cocuklarin
ebeveynlerinin psikolojik katilik diizeylerinin yiiksek olmasi hem ebeveynlerin hem ¢ocuklarinin yasam
kalitesini olumsuz yénde etkileyebilmektedir (Kogak vd., 2022). Ozel gereksinimli olan ¢ocuklarmn
ebeveynleri icin psikolojik katilik kavraminmn, sikinti, kaygi, depresyon, stres, tiikenmislik, kronik
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tiziintli ve ebeveynlerin bakici olarak islevleri gibi ruh saghiginin ¢esitli yonleriyle iliskili oldugu ifade
edilmektedir. Kabul ve Kararlilik Terapisi temelli miidahalelerin 6zel gereksinimli olan ¢ocuga sahip
ebeveynlerinin psikolojik katiliginin diizeyini azalttig: belirtilmektedir (Gur ve Reich, 2023).

Ebeveynler, ¢ocuklarinin 6zel gereksinimli oldugunu 6grendiklerinde, duruma saglikli bir
sekilde uyum saglayabilmekte ve boylece ortaya g¢ikan sorunlar ile bas edebilmektedirler ancak bazi
ebeveynler uyum saglamakta zorlanmaktadirlar. Uyum saglamakta zorlanan ebeveynler ise umutsuzluk
duygusunu yogun olarak yasayabilmektedirler (Woolfson, 2004). Ellen Selman vd., (2018)’ne gore 6zel
gereksinimli ¢ocuga sahip ebeveynler, toplumsal ve sosyal acidan bakildiginda engeller ile
karsilasabilir. Ayrica ¢ocuklariyla calisgan uzmanlara giivenmek ile ilgili sorun yasayabilirler ve bu
durumlar ebeveynlerde umutsuzluk, stres ve tiikenmiglik duygularma yol agabilir (Ryan ve Quinlan,
2018). Umutsuzluk, bireyin hedeflerine ve gelecekle ilgili planlarina yonelik olumsuz beklentileri
olmasi olarak ifade edilmektedir (Melges ve Bowlby, 1969). Umutsuzluk bireylerde yagsam enerjisinin
diismesi, karar vermede giglikk, anda kalma ve kabullenme de zorluk gibi durumlara neden
olabilmektedir (Huen wvd., 2015). Alanyazimi incelendiginde 06zel gereksinimli ¢ocuga sahip
ebeveynlerin umutsuzluk diizeyinin yiiksek oldugunu goriilmektedir (Emerson, 2003; Demiray, 2019).

Ozel gereksinimli cocuga sahip olan ebeveynler c¢ocuklarimin durumunu ve siirecini
kabullenmekte zorlanabilmektedirler. Onlar1 nasil bir siirecin bekledigini konusunda belirsiz ve timitsiz
olabilmektedirler. Psikolojik katilik diizeyi yiiksek olan ebeveynler ise siireci kabullenmekte daha fazla
zorlanabilmektedirler. Bu durum ise ¢ocuklari ile ilgili ebeveynleri umutsuzluga siiriikkleyebilmektedir.
Ozel gereksinimli gocuklarin ebeveynlerinin umutsuzluk diizeyinin yiiksek olmasinin sebeplerinin
incelenmesi dnemlidir. Ozel gereksinimli cocuklarin ebeveynlerinin psikolojik katilik diizeyleri ile ilgili
daha fazla aragtirma yapilmast ve psikolojik katiligin 6zellikle umutsuzluk, dayaniklik ve yasam
doyumu gibi faktorler lizerindeki etkisinin incelenmesini énemli oldugu ifade edilmektedir (Gur ve
Reich, 2023). Alanyazini incelendiginde ise 6zel gereksinimli ¢gocuga sahip ebeveynlerin psikolojik
katiik ve umutsuzluk diizeyi arasindaki iliskilerin incelendigi sinirli sayida arastirma oldugu
goriilmektedir. Bu sebeple bu arastirmanin amaci, 6zel gereksinimli olan ¢ocuklarm ebeveynlerinin
psikolojik katilik diizeyleri ile umutsuzluk diizeyleri arasindaki iligkilerin incelenmesidir.

YONTEM

Bu boliimde arastirmanin modeli, ¢alisma grubu, veri toplama araglar1 ve verilerin analizine yer
verilmistir.

Arastirmanin Modeli: Bu arastirmada nicel arastirma yontemlerinden biri olan iligkisel arastirma
modeli kullanilmas: tercih edilmistir. Iligkisel tarama modeli, degiskenler arasindaki iliski tiirii ya da
tiirlerin ne derece var oldugunu saptamayi amaglayan model olarak ifade edilmektedir (S6nmez ve
Alacapinar, 2019). Bu arastirmada 6zel gereksinimli olan ¢ocuklarin ebeveynlerinin psikolojik katilik
diizeyleri ile umutsuzluk diizeyleri arasindaki iligkilerin incelenmesi amaclandigi icin iligkisel arastirma
modeli kullanilmigtir. Arastirmanin bagiml degiskeni umutsuzluk bagimsiz degiskeni ise psikolojik
katilik olarak belirlenmistir.

Calisma Grubu: Arastirmanin ¢alisma grubunu 6zel gereksinimli olan ¢ocuklarin ebeveynleri
olusturmaktadir. Arastirmamn ¢alisma grubu, dlciit drnekleme yontemi ile secilmistir. Olgit érnekleme
yonteminde ¢aligma grubu olarak belirli niteliklere sahip kisiler ya da durumlar belirlenmektedir.
Calisma grubu i¢in 6l¢iit belirlendikten sonra belirlenen 6lgiitii karsilayan kigiler ya da durumlar ¢calisma
grubuna dahil edilmektedir (Biiyiikoztiirk vd., 2018). Bu arastirmada oSl¢iit 6zel gereksinimli olan
cocuklarin ebeveyni olmak olarak belirlenmistir. Arastirmanin ¢alisma grubunun sayist G*Power
3.1.9.6 programi kullanilarak belirlenmistir ve analiz yapilirken o=.05, p=.80, f*=.02 olarak kabul
edilmistir (Faul vd., 2009). Calisma grubunun sayis1 415 olarak belirlenmistir. Goniillii katilimcilarin
Olgekleri doldurmasi sonucu Olgiitii saglayan katilimcilarin olusturdugu 554 veri iizerinde analizler
gerceklestirilmistir. Arastirmanin ¢alisma grubu 20-50 yas arasit 6zel gereksinimli olan ¢ocuklarin
ebeveyni bireylerden olusmaktadir ( X =41.91, ss=8.32). Tablo 1’de calisma grubuna iliskin kisisel
bilgi formuna ait bilgilere yer verilmistir.
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Tablo 1: Kisisel bilgi formuna ait 6zellikler

Degisken Kategori f %
Cinsiyet Anne 313 %56.5
Baba 241 %43.5
Medeni Durum Evli 520 %93.9
Anne-Baba Ayr1 22 %4
Diger 12 %2.2
Algilanan Gelir Diizeyi Diisiik 137 %24.7
Orta 383 %69.1
Yiiksek 34 %6.1
Cocugun Tanisi Zihinsel Yetersizlik 245 %45.8
Otizm 300 %54.2
Cocugun Kardes Var 429 %77.4
Yok 125 %22.6
Kardesi Olan Cocuklarin Var 51 %40.8
Kardesinde Ozel Gereksinim Yok 74 %59.2

Veri Toplama Araclari

Veri toplama araglari olarak Kabul ve Eylem Formu-II, Beck Umutsuzluk Olgegi ve Kisisel Bilgi
Formu kullanilmustir.

Kabul ve Eylem Formu-I1: Bond vd., (2011) tarafindan gelistirilen Kabul ve Eylem Formu II’nin
Tiirkceye uyarlama ¢ahismalar1 Yavuz ve arkadaslar1 (2016) tarafindan gerceklestirilmistir. Olgek 7
maddeden olusmaktadir. 7°1i likert tipindedir. Olgek psikolojik katilik diizeyini dlcektedir. Olgekten
alman puanin artmasi ile psikolojik katilik diizeyi artmaktadir. Cronbach alfa i¢ tutarlik giivenirlik
katsayisi .84 olarak hesaplanmustir. Bu ¢alisma i¢in Cronbach alfa degeri .91 olarak hesaplanmustir.

Beck Umutsuzluk Olgegi: Beck vd., (1974) tarafindan gelistirilen Beck Umutsuzluk Olgeginin
Tiirkce uyarlamasi Seber ve digerleri (1993) tarafindan gerceklestirilmistir. Olgek 20 maddeden
olusmaktadir. Cevap anahtarina uyumlu yanitlar icin 1, uyumsuz yanitlar icin 0 puan verildigi ifade
edilmektedir. Olgekten alman puanlarin artmasi umutsuzluk diizeyinin arttigmi ifade etmektedir.
Cronbach alfa i¢ tutarlik giivenirlik katsayis1 .86 olarak hesaplanmistir. Bu ¢alisma igin Cronbach alfa
degeri .76 olarak hesaplanmistir.

Kisisel Bilgi Formu: Katilimcilarin cinsiyeti medeni durum, algilanan gelir diizeyi, ¢ocugun tanist,
cocugun kardes, kardesi olan ¢ocuklarin kardesinde 6zel gereksinim olup olmamast gibi demografik
bilgileri belirlemek amaciyla arastirmacilar tarafindan hazirlanmustir.

Verilerin Analizi: Katilimcilar ¢alismanin gizlilik ilkesinin goz Oniine alinarak ¢alismanin
yiiriitiilecegi ve goniilliik esaslarina dayandigi konusunda bilgilendirilmiglerdir ve Arastirmanin veri
toplama siireci yiiz yiize gerceklestirilmistir. Katilimeilarin 6lgek formunu doldurmalari yaklasik 15
dakika siirmiistiir. Olgekler ve katilimcilarla ilgili genel bilgilere sahip olmak igin betimsel istatistikler,
bagimsiz 6rneklem t-testi, Pearson momentler carpim korelasyonu ve basit dogrusal regresyon analizi
kullanilmistir. Ug degerlerin veri setinden ¢ikarilmasi amaciyla “Mahalanobis Distance” uzaklik degeri
hesaplamistir. Hesaplamanin ardindan gerekli ug veriler veri setinden ¢ikarilmistir (Kannan ve Manoj,
2015). Kalan veri setinde 554 katilimci ile gerekli analizler gergeklestirilmistir.
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BULGULAR

Bu boliimde arastirmada elde edilen bulgulara yer verilmistir.

Tablo 2: Degiskenlere ait betimsel istatistikler

Olgek N X SS Skewness Kurtosis o
(Carpikhk) (Basiklik)

Psikolojik Katihk 554 31.51 43 -.206 - 747 91

Umutsuzluk 554 7.32 2.84 -.830 -.206 .76

Tablo 2 incelendiginde, psikolojik katilik ve umutsuzluk 6lgek puanlari +1.0 araligin da yer
aldig1 icin veri setinin normal dagilm ozelligi gosterdigi goriilmektedir (Hair vd.,2010). Olcek
puanlarmin giivenirlik 6zelligini incelemek icin hesaplanan Cronbach's alfa (o) giivenirlik katsayisi
psikolojik katilik ve umutsuzluk 6lgegi Cronbach's alfa (a).70’in tizerinde oldugu igin 6lgme araglarinin
giivenilir oldugu sonucu elde edilmistir (Biiyiikoztirk, 2018).

Tablo 3: Ebeveynlerin umutsuzluk puanlarimin cinsiyete, 6zel gereksinimli cocugun tanisina, 6zel
gereksinimli cocugun kardesi olup olmamasi durumuna gore farklilagsmasina iligkin t-testi sonuclari

Degisken Kategori N X SS t p
Cinsiyet Anne 313 7.30 2.87 -.198 .843
Baba 241 7.34 2.79
Cocugun Zihinsel Yetersizlik 254 7.21 2.93 -.798 425
Tamsi Otizm 300 7.41 2.75
Kardesi Var 429 7.31 2.88 -.101 .919
Yok 125 7.34 2.70

Tablo 3 incelendiginde, ©Ozel gereksinimli olan ¢ocuklarin ebeveynlerin cinsiyete, Ozel
gereksinimli ¢ocugun tanisina, Ozel gereksinimli ¢ocugun kardesi olup olmasi durumuna gore
farklilasmasina iligskin yapilan t-testi sonucuna gére ebeveynlerin umutsuzluk puanlar cinsiyete (tsso=-
198, p>.05), ozel gereksinimli ¢ocugun tamsina (tss;=-.798, p>.05) ve 0zel gereksinimli ¢cocugun
kardesi olup olmamasina gore (tssp=-.101, p>.05) anlaml diizeyde farklilasmamaktadir.

Tablo 4: Psikolojik katilik ve umutsuzluk puanlar1 arasindaki pearson korelasyon analizi sonuclari

Umutsuzluk
Psikolojik Katihk .406**
*p<.05, **p<.01

Tablo 4 incelendiginde, yapilan pearson korelasyon analizi sonucuna gore 6zel gereksinimli
olan ¢ocuklarin ebeveynlerin psikolojik katilik ve umutsuzluk puanlar: arasinda orta diizeyde pozitif

yonde anlamli bir iliski elde edilmistir (r=.406, p<.01).

Tablo 5: Umutsuzluk puanlarinin yordanmasina iliskin basit dogrusal regresyon sonuclari

Yordanan Yordayan B SE B t P Tolerans VIF
Degisken Degisken
Umutsuzluk Sabit 3.786 .356 10.628  .000
Psikolojik 112 011  .406 10.440  .000**  1.000 1.000
Katihk

**p<.01, *p<.05 R=.406, R*=.165, AR? =.163, F155,=109.003, p<.001

Regresyon analizini gerceklestirebilmek Tolerans degeri .20’den biiyilik olmast (Cleophas ve
Zwinderman, 2015) ve VIF degeri 5’den kiiciik olmas1 gerektigi ifade edilmektedir (Denis, 2019). Tablo
4 incelendiginde degiskenlerin Tolerans degerleri .20°den biiylik ve VIF degerleri 5’den kiigiik oldugu
sonucu elde edildigi goriilmektedir. Tablo 5 incelendiginde yapilan basit dogrusal regresyon analizi
sonucu gore ise 0zel gereksinimli olan ¢cocuklarm ebeveynlerin psikolojik katilik puanlar1 umutsuzluk
puanlarin1 anlaml diizeyde yordamaktadir (F1.s5,=109.003, R=.406, R?=.165, p<.01). Psikolojik katilik
puanlar1 umutsuzluk puanlari iizerindeki toplam varyansin %16’s1m agiklamaktadir (R?=.16).
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TARTISMA

Bu arastirmanin sonucunda o6zel gereksinimli olan ¢ocuklarin ebeveynlerinin umutsuzluk
diizeylerinin cinsiyete gore anlamli bir farklilik gostermedigi sonucu elde edilmistir. Alanyazini
incelendiginde Atilgan ve Iskender (2022), Say (2020), Toka (2018) ve Akandere vd., (2009) tarafindan
0zel gereksinimli cocuklarm ebeveynleri iizerinde yapilan ¢aligmalarda umutsuzluk diizeyinin cinsiyete
gore farklilagsmadigi sonucu elde edilmistir. Mammadova (2022) tarafindan Tiirkiye’de ve Azerbaycan
yasayan 0zel gereksinimli ¢ocuklarin ebeveynleri iizerinde yapilan bir ¢alismada umutsuzluk diizeyinin
annelerde babalara gore daha yiiksek oldugu sonucu elde edilmistir. Oziilkii ve Baglama (2022)
tarafindan Ozel gereksinimli c¢ocuklarin ebeveynleri iizerinde yapilan bir ¢alismada umutsuzluk
diizeyinin annelerde babalara gore daha yiiksek oldugu sonucu elde edilmistir. Alanyazini
incelendiginde arastirmanin bu bulgusu ile benzer ve zit yonde bulgularin oldugu gériilmektedir. Ozel
gereksinimli ¢ocuga sahip olmanin olusturdugu umutsuzluk anne ve baba olma durumuna gore
degisiklik gostermemesinin anne ya da baba olmak ile ilgili degil anne babanin ¢ocugu kabullenme
siireci ile ilgili olabilecegi ya da annelerin toplumsal baglamdaki sorumluluklarimin daha fazla olmasi,
cocuklarin 6zbakimini genellikle annelerin listlenmesi, babalarin ¢ocuklarin daha ¢ok maddi bakimlar
ile ilgilenmesi gibi sebeplerin etkili olabilecegi diisiiniilmektedir.

Bu arastirmanin sonucunda 06zel gereksinimli olan g¢ocuklarin ebeveynlerinin umutsuzluk
diizeylerinin gocugun tanisina gore anlamli bir farklilik géstermedigi sonucu elde edilmistir. Alanyazini
incelendiginde Aslan (2019), Ozkan (2016), Konukbay ve Arslan (2015) ve Akandere vd., (2009)
tarafindan 6zel gereksinimli ¢ocuklarin ebeveynleri lizerinde yapilan ¢aligmalarda gocugun tanisina gore
farkhilagsmadigi sonucu elde edilmistir. Atilgan ve Iskender (2022) tarafindan 6zel gereksinimli
cocuklarin ebeveynleri lizerinde yapilan bir ¢alismada ebeveynlerin umutsuzluk diizeylerinin ¢ocugun
tanisina gore farklilik gosterdigi ve bedensel yetersizlik tanisi olan c¢ocuklarin ebeveynlerinin
umutsuzluk diizeylerinin daha yiiksek oldugu sonucu elde edilmistir. Say (2020) tarafindan 6zel
gereksinimli ¢ocuklarin ebeveynleri ilizerinde yapilan bir ¢alismada umutsuzluk diizeyinin ¢ocugun
tanisina gore farklilik gosterdigi ve otizm spektrum bozukluguna sahip ¢ocuklarin ebeveynlerinin
umutsuzluk diizeylerinin daha yiiksek oldugu sonucu elde edilmistir. Alanyazimi incelendiginde
arastrmanin bu bulgusu ile benzer ve zit yonde bulgularin elde edildigi ¢alismalarn var oldugu
goriilmektedir. Bu arastirmada zihinsel yetersizligi ve otizm spektrum bozuklugu olan ¢ocuklarin
ebeveynleri calisma grubuna dahil edilmistir. Alanyazinda olan bu farkliliin sebebi dahil edilen ¢aligma
gruplarinda olan ebeveynlerin ¢ocuklarmin farkli tanilara sahip olmasi ve her taninin ebeveynler
umutsuzluk diizeyleri {izerinde farkli etkisinin olmasi olabilir.

Bu arastirmanin sonucunda 6zel gereksinimli olan c¢ocuklarin ebeveynlerinin umutsuzluk
diizeylerinin 6zel gereksinimli cocugun kardesi olup olmamasina gore anlaml bir farklilik géstermedigi
sonucu elde edilmistir. Alanyazini incelendiginde Konukbay vd., (2015) ve Say (2020) tarafindan 6zel
gereksinimli ¢ocuklarin ebeveynleri lizerinde yapilan ¢aligmalarda ¢ocugun kardesi olup olmamasina
gore farklilasmadigr sonucu elde edilmistir. Ozel gereksinimli olan cocuklarm ebeveynlerinin
umutsuzluk dizeylerinin 6zel gereksinimli ¢ocugun kardesi olup olmamasina iligkin smirh sayida
calismanin oldugu goriilmektedir. Bu arastirmanin bulgusu ile tutarli yonde bulgularin oldugu
cahigmalar bulunmaktadir. Ozel gereksinimli gocuga sahip ebeveynlerin umutsuzluk diizeylerinin
cocugun kardesinin olup olmamasina gore degisiklik gdstermedigi goriilmektedir.

Bu arastirmanin sonucunda 6zel gereksinimli ¢ocuklarin ebeveynlerini psikolojik katilik ile
umutsuzluk diizeyleri arasinda pozitif yonde anlamli bir iligki elde edilmistir. Ayrica psikolojik katilik
puanlarinin umutsuzluk puanlarini yordadigi goriilmektedir. Bagka bir ifade ile 6zel gereksinimli
cocuklarin ebeveynlerin psikolojik katilik puanlari arttikga umutsuzluk puanlar1 da artmaktadir.
Alanyazini incelendiginde 6zel gereksinimli olan gocuklarin ebeveynlerinin psikolojik katilik diizeyleri
ile umutsuzluk diizeyleri arasindaki iliskilerin incelendigi calismalara rastlanmanustir. ibaoglu (2023)
tarafindan tiniversite 6grencileri tizerinde yapilan bir ¢caligmada 6grencilerin psikolojik katilik diizeyleri
ile umutsuzluk diizeyleri arasinda pozitif yonde anlaml bir iligki elde edilmistir. Saricali vd. (2021)
tarafindan iiniversite 0grencileri iizerinde yapilan ¢alismada Ogrencilerin psikolojik katilik ve umut
diizeyleri arasinda negatif yonde anlamli bir iliski oldugu sonucu elde edilmistir. Umut kavraminin zitt1
umutsuzluk kavrami oldugu i¢in aragtirmanin bulgusu ile tutarh oldugu gériilmektedir.

Tiimlii (2021) tarafindan Kabul ve Kararlilik Terapisi’ne dayali olan egitim programinin otizm
spektrum bozuklugu olan cocuklarin ebeveynlerinin psikolojik uyumlarina etkisinin incelendigi
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caligmada ebeveynlerin psikolojik esneklik diizeylerinin artmasi ve bdylece psikolojik katiliklarinin
azalmasinin psikolojik uyumlarim artirdigi sonucu elde edilmistir. Psikolojik esneklik becerileri
kazanan ebeveynlerin yasamdaki farkli rollerini fark ederek kabullenebilir hale gelmeleri ve zorluklar
karsisinda psikolojik olarak daha dayanikli hale gelebilecekleri ifade edilmektedir. Psikolojik olarak
dayanikli olan bireylerin ise umutsuzluk diizeyleri daha diisiik olabilmektedir (Say, 2020). Psikolojik
katilik kavramin ortaya atan Kabul ve Kararlilik terapisi gibi miidahalelerin ebeveynlerin ¢ocuklarmi
kabul etmesinde ve bdylece ¢ocugun tedavisine ile egitimine dahil olmasinda 6nemli oldugu ifade
edilmektedir (Kirkpatrick vd., 2019). Dolayisiyla 6zel gereksinimli ¢ocugu olan ebeveynler igin
hazirlanmasi gereken Kabul ve Kararlilik Terapisi temelli miidahale programlart i¢in psikolojik katiligin
etkilendigi ve etkiledigi degiskenlerin ortaya ¢ikarilmasi énemlidir. Alanyazinda psikolojik katilik ve
umutsuzluk diizeyleri arasindaki iliskilerin incelendigi sinirl sayida ¢alismalar bulunmaktadir (Ibaoglu,
2023; Sarigali vd., 2021). Bu degiskenlerin 6zel gereksinimi olan gocuklarin aileleri iizerinde, aileleri
etkileme diizeyi, ailelerin egitim diizeyi, yasadiklar1 bdlge, sosyoekonomik diizey ya da inang sistemleri
ile ilgili faktorlere bagl olarak degisiklik gosterebilmektedir. Psikolojik katilik ve umutsuzluk
arasindaki iligkilerin Ozel gereksinimli bireylerin ebeveynlerini etkileme diizeylerinin ve sebeplerinin
ortaya ¢ikarilmasi amaciyla ¢aligmalarin yapilmasi dnemlidir.

SONUGC

Bu arastirma da elde edilen sonuglar asagida maddeler halinde siralanmustir.

1. Bu aragtirmanin sonucunda 6zel gereksinimli cocugun ebeveynlerinin umutsuzluk diizeylerinin
cinsiyete gore degisiklik gdstermedigi sonucu elde edilmistir.

2. Buarastirmanin sonucunda 6zel gereksinimli gocugun ebeveynlerinin umutsuzluk diizeylerinin
¢ocugun tanisina gore degisiklik gostermedigi sonucu elde edilmistir.

3. Bu arastirmanin sonucunda &6zel gereksinimli ¢cocugun ebeveynlerinin umutsuzluk diizeylerinin
¢ocugun kardesi olup olmamasina gore degisiklik gostermedigi sonucu elde edilmistir.

4. Bu arastirmanin sonucunda &6zel gereksinimli ¢ocuklarin ebeveynlerinin psikolojik katilik ile
umutsuzluk diizeyleri arasinda pozitif yonde anlamli bir iligki elde edilmistir.

5. Bu arastirmanin sonucunda Ozel gereksinimli ¢ocuklarin ebeveynlerinin psikolojik katilik
puanlarinin umutsuzluk puanlarim1 anlaml diizeyde yordadigi sonucu elde edilmistir.

ONERILER

Bu arastirmada elde edilen sonuca dayali sunulan 6neriler asagida maddeler halinde siralanmustir.

1. Ozel gereksinimli cocuga sahip ebeveynlerin umutsuzluk diizeylerinin anne ya da baba olma
durumuna gore farklilasip farklilasmadigima iligkin alanyazinda tutarlilik olmadig:
goriilmektedir. Ileriki ¢aligmalarda 6zel gereksinimli cocuga sahip ebeveynlerin umutsuzluk
diizeyleri anne ya da baba ayr1 ayr1 ¢alisma gruplari olacak sekilde nitel ya da nicel ¢aligmalar
yapilabilir.

2. Ozel gereksinimli cocuga sahip ebeveynlerin umutsuzluk diizeylerinin cocugun tamsina gére
gore farklilasip farklilasmadigina iliskin alanyazinda tutarhilik olmadig: goriilmektedir. ileriki
calismalarda zihinsel yetersizlik, otizm, dil konugsma bozukluklar1 gibi farkli yetersizligi olan
cocuklarin ebeveynleri ile nitel ya da nicel ¢alismalar yapilabilir.

3. Ozel gereksinimli cocuga sahip ebeveynlerin umutsuzluk diizeylerinin gocugun kardesi olup
olmamasina gore farklilik gosterip gostermedigine iliski smirli sayida calisma oldugu
goriilmektedir. ileriki calismalarda 6zel gereksinimli cocugun kardesi olup olmamasi ve
kardesinin 6zel gereksinimli olup olmamasinin ebeveynlerinin umutsuzluk diizeyine etkisi
incelenebilir.

4. Alan uzmanlarinin, 6zel gereksinimli ¢ocuklarin ebeveynleriyle yaptiklari caligmalara kabul ve
kararlilik terapisi ilkelerini dahil etmeleri tesvik edilmelidir. Ozel gereksinimli gocuklarin
ebeveynlerine yonelik daha fazla Kabul ve Kararlilik Terapisi temelli miidahalelerin
uyarlanmasi onerilmektedir.
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Abstract

In this study, the learning difficulties experienced by the students in mathematics class in realizing the
relationship between the circumference of the circle and the number Pi and in making circumference
calculations in the circle were tried to be eliminated by the drama method. The study group of the
research consists of 10 students with similar socioeconomic family structure who are studying at the 6th
grade level in a public school in Yenisehir district of Mersin province. The study, which was in
accordance with the action research design, one of the qualitative research designs, was carried out in 2
weeks. In the learning and teaching processes where the research was implemented, two different drama
activities were used with students who had learning problems. As a data collection tool in the research,
the study questions consisting of 10 classical questions hamed 'Length in the Circle with 10 Questions'
were used as pre/post test and the data were examined with the descriptive analysis method. After the
pre-test was applied, 2 different drama activities lasting a total of 8 lesson hours were carried out and
then the post-test was applied. In addition, the researcher's diary, which includes the interviews with
students and researcher notes throughout the process, and a structured student opinion form to determine
the contribution of the drama method to the classroom environment were used as data collection tools.
At the end of the research, it was concluded that the drama method is effective in overcoming the
learning difficulties experienced in the process of teaching mathematics, such as understanding the
elements and properties of the circle such as diameter and radius, realizing that the number Pi is obtained
and not finding its exact result, and realizing the relationship of the formula used in the circumference
calculations of the circle with the number Pi. has been reached. Based on the observation that more
students participated in the drama activities implemented within the scope of this study compared to the
activities implemented with the presentation method and that they were effective in eliminating learning-
association problems, the use of drama activities in mathematics teaching is among the
recommendations of the research.

Keywords: maths; drama method; circumference of the circle
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INTRODUCTION

The most distinctive feature that makes mathematics teaching different from other disciplines at all
levels of education and training without exception, and which often causes learners to state that they
have difficulty, is that mathematics has a more cumulative structure by nature. This situation is clearly
seen both in the intense relationship between prior knowledge and other achievements required by the
targeted achievements in mathematics teaching, and in the fact that students who cannot reach an
achievement goal state that they have not been able to reach their previous acquisition targets as a reason.
I am teaching 6th grade this academic year at the school where | work. I think that 6th grade mathematics
course achievements are very critical in terms of 7th and 8th grade achievements and therefore learning
deficiencies in these achievements should be at a minimum level. With this understanding, | taught my
6th grade students using smart boards and presentation teaching techniques. While teaching, I also used
problem solving techniques and demonstration techniques. However, | noticed that students were
reluctant to solve the examples on the board. After my direct instruction, students were able to define
the circle and give examples of its shape, but problems arose when we moved on to calculating the
length of the circle. | noticed that my students could not understand the number Pi, which is used
especially in calculating the length of a circle. Some of the students asked questions such as "Why is the
number Pi not exactly clear?', 'How was the number Pi found?' or 'Why is there the expression (1=3) at
the end of some questions?’, ‘At the end of each question, there is a different Pi that should be stated
depending on that question. "Is there a number?" they asked. | noticed that since they could not establish
the relationship between the number pi and the circle, they could not use the 2zr formula needed to
calculate the circumference of a circle, and therefore they were reluctant to participate in the sample
problem solutions on the board. My students did not understand where the number Pi was found, why
it was used in the perimeter formula, and why different values were given for the number Pi in the
questions.

I thought that the teaching I did using the presentation method was not successful enough in showing
the relationship between the circle and the number pi on the subject of circles. In addition, because I
wanted my students to be able to easily use the number pi and the circumference formula in calculating
the circumference of the circle, | decided to re-plan my teaching by associating the subject with real-life
problems and making sense of the derivation of concepts and formulas. | started thinking about the
method | would use in my teaching, which | would later replan. As a result of my research, | decided to
teach with the drama method because it is both economical, entertaining and offers students the
opportunity to learn by doing.

In order to increase success in mathematics lessons, the instructor must frequently review his
teaching methods. There are studies (Yavuz et al., 2017; Beyaztas & Senemoglu, 2015) showing the
positive effects of teachers changing teaching methods and technigques according to the characteristics
of their students. Among the applied methods, teaching with the drama method stands out with its
features such as making mathematics teaching more enjoyable and developing positive perspectives in
students towards the lesson (Aktepe & Bulut, 2014). In learning environments diversified with drama
activities, learners can structure and develop their own knowledge (Duatepe and Ubuz, 2004, p.1).

Teaching concepts through gamification in teaching with the drama method not only increases active
student participation by making the lesson fun, but also contributes to the participants' skills such as
communication, self-confidence, working together and empathy, and developing democratic attitudes
and behaviors (Adigiizel, 2015, p.65). Because the participants in drama activities participate in the
process with all their affective, psychomotor and cognitive abilities by speaking, taking a role, trying to
fulfill the given roles completely by emoting, and communicating with each other.

In the play process that it incorporates into the drama method, it forces the student to use their
imagination, to adopt and understand the story of the event in order to improvise, and to act ‘as if' while
fulfilling the role they assume. This enables the student to both develop mentally and have fun during
the game process (Peduk & Erdogan, 2003). Using the drama method in education enables learners to
construct what they have learned by enabling interdisciplinary interaction, makes them more willing to
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learn, and enables them to be more active by encouraging them towards achievement (Ozsoy & Yiiksel,
2007).

Thinking in the context of these studies, | decided to change my teaching methods in order to enable
my students to learn meaningfully and make my lessons more entertaining, to solve the learning
problems | identified by teaching with the drama method, and to apply this action research in order to
experience the effect of the drama method on learning.

Problem Status

Within the scope of the research, an answer was sought to the question 'ls the drama method effective
in solving the problems encountered in mathematics teaching and differentiating teaching methods and
techniques?' During this research process, the following sub-problems were created in order to address
the problem in more detail and produce clearer answers.

Purpose and Importance of the Research

This research is encouraging and important as it shows teachers that action research will be a useful
way to solve problems encountered within or outside the classroom within their own areas of authority.
It is also thought that this research will remind mathematics teachers of the importance of teaching with
the drama method, with its positive effects such as enriching in-class activities, increasing student
participation in activities and facilitating learning. It is also thought that this study, which will include a
new action research on mathematics teaching, will contribute to the literature.

Research Problem

Sub-problems appropriate to the problem situation of this study are listed below.
Sub-problems;

» What are the difficulties encountered in calculating the circumference of the circle?
» What kind of a learning environment has the use of the drama method created?

» How did this learning environment contribute to eliminating the learning difficulties encountered
by students?

Assumptions

During the research process, the students tried to answer the open-ended questions in the pre-
test/post-test questions in a clear and understandable manner. Since the researcher stated that there
would be no evaluation that would affect the students' report card grades as a result of the pre-test/post-
test, the students tried to solve the questions sincerely and all participants in the research It was assumed
that the students had similar socio-economic family structures, therefore they did not receive support
from different sources (such as private lessons, study centers) about the research topic other than drama
studies.

Limitations

This work; Before/after the in-class activities included in the lesson plans with a group of 10 6th
grade students who wanted to participate in the study on a completely voluntary basis at a public school
affiliated with the Ministry of National Education [MEB] in the Yenisehir district of Mersin province
during the 2023-2024 academic year. The data obtained from the results of the 'Length in the Circle with
10 Questions' achievement test applied as pre-test/post-test, the notes made by the researcher in the
researcher's diary, and the structured student opinion form applied to the participants to understand the
quality of the learning environment created by the drama method, as well as the data obtained from the
researcher's ability to carry out action research and It is limited to the findings it reaches as a result of
its evaluation in proportion to its ability to interpret the results correctly.

Definitions

Relational Understanding: In this study, relational understanding was used in the context of the
procedural understanding dimension in the process of obtaining the circumference formula of the circle
and applying this formula in solving problems suitable for real life situations.



107

Drama: Drama is defined as putting a word, emotion, phenomenon, situation or a designed fiction
into action through a playful process using unique techniques and methods. In this study, the word drama
is used to mean the actions performed by presenting scripted roles performed with students, including
the words creative drama or dramatization, which are also among the educational methods and
techniques.

METHOD
Research Method

Action research, one of the qualitative research methods, was adopted in this study, which examined
the effects of mathematics teaching with the drama method on teaching the relationship between the
circumference of the circle and the number Pi, obtaining the circumference formula of the circle, and
the ability to make length calculations in the circle. Action research, which is one of the applied
qualitative research according to different definitions and groupings in the literature, is systematic
investigations based on pre-planned, structured collaboration to improve the quality of life through
critical reflection and questioning (Bogdan and Biklen, 1998; Mills, 2003). Efforts are made to eliminate
the problem situation identified in these studies. As a result of the research, the investigation is continued
by trying different methods, if necessary, until the problem is resolved. According to Mills (2003), in
the dialectical cycle illustrated in Figure 1, action research is carried out by starting with the problem
they focus on, collecting data related to the problem, analyzing and interpreting the data, and developing
and implementing an action plan.

Bir odak alam
tammlamak
Bir eylem plam | Veri toplamak
gelistirmek
Verileri analiz
etmek ve
yorumlamak

Figure 1. Action Research Dialectical Cycle Mills, (2003)

As a matter of fact, the researcher, who is also a teacher, tried to conduct action research to identify
and solve the learning problem he encountered in his classroom and to use the drama method by
changing the teaching method to solve the problem.

Working Group of the Research

The study group of this research consists of 10 students who continue their education at the 6th grade
level in the 2023-2024 academic year at a state secondary school affiliated with the Ministry of
Education in Yenisehir district of Mersin province, where the researcher himself works as a mathematics
teacher. The participants were selected only on a voluntary basis because the researcher saw a lack of
participation in the learning process and declared in one-on-one student-teacher interviews that they did
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not understand the circle topic in the diary the researcher kept during the research process. In the study,
these students were coded as T1, T2, T3, ... T10. The students participating in the research were raised
in relatively similar socio-economic family structures and did not receive education from any other
source outside of school before or during the study. Age and gender characteristics of the students
participating in the study are given in Table 1.

Table 1. Age and gender distribution of students

Students Gender Age
T1 Female 12
T2 Male 12
T3 Female 13
T4 Female 12
TS5 Female 12
T6 Female 12
T7 Male 12
T8 Male 12
T9 Male 13
T10 Male 12

When the table is examined, it is seen that 50% of the participants are female students, 50% are male
students, and these participants studying in the same class are between the ages of 12-13.

Working Process

During the research process, two different drama scenarios named 'Pi Bus' and 'My Racing Car' were
prepared by the researcher, which he planned to use as an activity in his classes and reflected in the
lesson plan. Warm-up exercises were applied and various games were played to help them get used to
the roles and group work that were the subject of the drama. All of the studies were carried out in the
classroom under the control of the researcher, in a way that the whole class could participate, but mostly
students with learning problems could take part. All of the drama activities were included in the lesson
plan of the day they were carried out and recorded in the course notebook in accordance with the plan.
During this process, a total of 8 hours of study was done for 2 weeks.

Action plan
The research process was carried out according to the action plan specified below.

First Week 1st Hour: In the first hour of the first week, the Length in a Circle test with 10 questions
consisting of 10 open-ended questions was applied to the students as a pre-test.

First Week 2nd Hour: In the 2nd hour of the first week, an activity called Who Am | was held with
the improvisation technique so that the students could get used to the drama and role-taking process and
be able to express themselves comfortably.

3rd and 4th Hours of the First Week: A drama activity called Pi Bus was held at the 3rd and 4th hours
of the first week on different days.

Second Week 1st and 2nd Hour: In the first two hours of the second week, a drama event called My
Racing Car was held.

Second Week 3rd Hour: In the 3rd hour of the second week, the Length in a Circle test consisting of
10 open-ended questions was applied to the students as a posttest.

Second Week 4th Hour: In the 4th hour of the second week, drama activities were evaluated with the
help of the student opinion form.
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Below are the visuals of the drama activities implemented during the study process:

Figure 3. My Race Car Drama Activity



110

Data Collection Tools

The measurement and evaluation tools used for data collection in this study were determined as the
test consisting of open-ended questions called Length in the Circle with 10 Questions created by the
researcher, the researcher's diary and the student opinion form.

Circle Length Test with 10 Questions

In the research, the Length in a Circle Test with 10 Questions, consisting of 10 classical questions,
was used as pre-test and post-test. Considering that open-ended questions are more reliable in measuring
and evaluating information due to the effect of eliminating the chance factor compared to multiple-
choice questions, and considering that the Ministry of Education has preferred open-ended questions in
the tools used in measurement-evaluation practices at primary and secondary education levels in recent
years, pre-test/post-test Open-ended questions were preferred while preparing the test. The data
collection tool was obtained through a digital education platform of which the researcher is a member,
and was applied after an evaluation tool belonging to Akar (2024) was checked by the researcher and
his group friends for its suitability for the outcomes and the necessary changes were made. The visual
of the Length in a Circle with 10 Questions test, which was used as the data collection tool of the
research, is presented in the appendices section (ANNEX-1).

Researcher Diary

In a research, important notes, reminders that may affect the success of the researcher's study during
the study process, information notes created by recording the learning difficulties experienced in
students as soon as they are detected, and teacher opinions are called researcher diaries. Research diaries
are among the data collection tools frequently used in action research to accurately identify problems.
In this study, the researcher's diary was used as a data collection tool to record one-on-one student
interviews conducted by the researcher, especially to identify learning difficulties.

Student Opinion Form

Another data collection tool used in this study is the structured student opinion form. While
preparing the student opinion form, the researcher received support from an expert drama instructor and
an opinion form containing original items was prepared for this study. The aim of this prepared form is
to enable students to evaluate the teaching done using the drama method, and to evaluate the
contributions of the drama method to the learning environment and the positive/negative effects of the
process, with the help of students' perspectives.

Data Collection Process

In the study, the data were collected in writing with the help of the data collection tool, which was
applied as a pre-test in the first lesson of the first week and as a post-test in the 3rd lesson of the second
week, as stated in the action plan. Students were given one class hour, approximately 40 minutes, for
both data collection processes. A diary was kept by the researcher throughout all processes of the
research, and the researcher's diary was used to identify and eliminate learning difficulties. In addition,
in order to solve the second and third sub-problems of the research, student opinions were sought about
the process in which drama activities were implemented, using the student opinion form as well as the
researcher's diary.

Analysis of Data

After the data collection process, descriptive analysis method was applied in the analysis of the data
obtained. In examining and interpreting the collected data, comparative frequency tables and graphs of
the correct/incorrect answers given by the students in the pre-test/post-test questions were used, and
visuals of some student answers were used to present the data. In order to analyze the contribution of
drama activities to the learning environment, the frequency table of the answers stated by the students
in the opinion form was used.
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RESULTS

Findings Obtained as a Result of Preliminary Evaluation Within the Scope of the First Sub-
Problem of the Research

In this section, within the scope of the first sub-problem of the research, "What are the learning
difficulties encountered in calculating the circumference of the circle?', 10 questions used as pre-tests,
findings obtained from the Circle Length test data collection tool and sample student answers to some
questions are included.

The results obtained from the data collection tool used as a pre-test for the sub-problems of the
research are presented in Table 2.

Table 2. Correct answer frequencies obtained as a result of the pre-test

Questions Correct answer Frequency (f)
1 T1,T4,T5 3
2 T2,T5,T7, T8 4
3 T2, T6 2
4 - 0
5 T10 1
6 T4 1
7 T1,T3,T5, T8 4
8 T3, T9 2
9 T7 1
10 Tl 1

When Table 2 is examined, it is seen that the frequency of answering the questions correctly in the
pre-test is at most 4 and at least 0. The fact that a maximum of 4 students among the participants could
answer correctly the 1st, 2nd, 8th and 9th questions in the pre-test shows that the students did not
understand how to obtain the circumference formula of the circle and how to use the Pi number value
given at the end of the question. The fact that the correct answer frequency of the 4th question in the
pre-test was 0 shows that the students could not establish the relationship between the path length of
circular objects as they rotate and move forward, with the circumference of those shapes and the number
of turns. Sample response visuals given by the participants to some questions during the pre-test
evaluation process and the reasons for the learning difficulties they encountered in solving these
questions are given below.

Figure 4. Answers of Student Coded T3 to the First and Second Questions of the Pretest
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Student coded T3 could not use the circle circumference formula required to solve questions 1 and 2
in the pre-test.

Figure 5. Student Coded T8's Answer to the First Question of the Pre-Test

Student coded T8 could not determine how to use the number 7 to solve the first question in the pre-
test.

Figure 6. Student Coded T5's Response to the Fifth Pre-Test Question

The student coded S5 could not calculate the circumference of the wheel to solve the 5th question in
the pre-test and could not establish the relationship between the circumference of the wheel and the
number of turns.

Figure 7. Student Coded T9's Responses to Pre-Test Questions Nine and Ten
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The student coded T9 tried to use the formula in the 9th question of the pre-test, but could not
determine the radius and © values correctly. In the 10th question, he tried to apply the n.R formula in
which the diameter value was used, but he overlooked that the shape was a semicircle.

Figure 8. Student Coded T10's Answer to the Fourth Question of the Pre-Test

It is seen that the student coded T10 calculated the circumferences separately for the front and rear
wheels of the tractor in the 4th question of the post-test and found the number of revolutions of each
wheel correctly by dividing the distance traveled by the tractor by these circumferences.

Findings Obtained as a Result of the Final Evaluation Within the Scope of the First Sub-
Problem of the Research

In this section, within the scope of the sub-problems of the research, the findings obtained as a result
of using the Length in a Circle with 10 Questions data collection tool as a post-test and sample student
answers to some questions are included. In addition, the comparison of pre-test/post-test findings is
presented in tables and graphs.

The findings obtained from the data collection tool for the sub-problems of the research are presented
in Table 3.

Table 3. Correct answer frequencies obtained as a result of the post-test

Questions Correct answer Frequency (f)
1 T1,T3, T4, T5 T7,T8,T9, T10 8
2 T1,T2,T3, T4, T5 T6,T7, T8, T9 9
3 T1,T2, T3, T5 T6, T10 6
4 T1,T2, T4, T5 T9 5
5 T1,T2,T3,T5 T7,T9, T10 7
6 T2, T3, T4, T5 T6, T8, T9 7
7 T1,T2,T3,T4,T5,T6,T7, T8, 09, 10
T10

8 T1,T3, T4, T5 T6, T8 6
9 T1,T3,T5, T7, T8 5
10 T1,T2, T4, T6,T7,T8,T9, T10 8

When Table 3 is examined, it is seen that the students’ correct answer frequencies in the post-test are at
least 5 and at most 10. Considering that the maximum value of 4 was reached when the pre-test
frequencies given in Table 2 were examined, it can be said that there was an absolute increase in the
student's correct answer frequencies in the post-test. Below are sample response visuals given by
participants to some of the questions during the post-test evaluation process.



114

Figure 9. Student Coded T3's Responses to Post-Test Questions One and Two

In Figure 9 and Figure 10, it can be seen that students coded T3 and T8 found the correct answer by
applying the environment formula correctly in the 1st and 2nd questions in the post-test.

Figure 10. Student Coded T8's Response to the First Question in the Post-Test

Figure 11. Student Coded T5's Answer to the Fifth Question of the Post-Test

In the 5th question of the post-test, the student coded T5 appears to have correctly calculated the amount
of progress by multiplying the circumference of the bicycle wheel by the number of revolutions.
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Figure 12. Student Coded T9's Responses to Post-Test Questions Nine and Ten

In the 9th question of the post-test, the student coded T9 correctly determined the radius by drawing a
circle model and calculated the perimeter correctly using the formula, 10. In the question, it is seen that
he shows the center and radius and divides the circumference amount he found into two since the shape
is a semicircle.

Figure 13. Student Coded T10's Answer to the Fourth Question of the Post-Test

It is seen that the student coded T10 calculated the circumferences separately for the front and rear
wheels of the tractor in the 4th question of the post-test and found the number of revolutions of each
wheel correctly by dividing the distance traveled by the tractor by these circumferences.

Comparison of Pretest/Posttest Findings

In this part of the study, the pretest/posttest comparative frequency table prepared to show the change
in students' correct answer frequencies according to the pretest and posttest results, the pretest/posttest
change graph visual and some comparative pretest/posttest sample student responses are included.
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Table 4. Comparison of Pre-test and Post-test correct answer frequencies

Questions Pretest correct answer (f) Posttest correct answer (f)
1 3 81
2 4 91
3 2 61
4 0 51
5 1 7
6 1 7
7 4 101
8 2 61
9 1 51
10 1 81

On test/Son test Karsilastirma

10
9
g 8
7 7
6 3
5 5
4 4
3
2 2
1 1 1 1
0

S0RU SORU S0RU SORU SORU SORU SORU SORU SORU S0RU
1 2 3 4 5 B 7 B 9 10

=
=]

Lo oy L S L T = P}

m ON TEST DOGRU CEVAP FREKANSLARI  mSON TEST DOGRU CEVAP FREKANSLAR

Figure 14. Pretest and Posttest Frequency Values Comparison Chart

When Table 4 and Figure 14 are examined, it is seen that there is a significant increase in the post-test
correct answer frequencies applied after mathematics teaching using the drama method, based on each
question item of the measurement tool, compared to the pre-test correct answer frequencies applied after
mathematics teaching using traditional teaching methods. The increase in the correct answer frequencies
in the post-test compared to the pre-test, seen in the tables and graphs, can be understood from the
solution visuals below, which the student with the same code applied for the same question item in both
tests.
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Figure 15. Student Coded T2's Answer to the Sixth Pre-Test Question

Figure 16. Posttest Sixth Question Answer of Student Coded T2

In Figure 15 and Figure 16, it is seen that the student coded T2 could not calculate the circumference of
the circular wheel to solve the 6th question of the pre-test and could not establish a relationship between
the circumference of the wheel and the number of laps/travel distance, while it is seen that he answered
the same question of the post-test correctly after the activities carried out with the drama method.
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Figure 17. Student Coded T4's Answer to the Eighth Pre-Test Question

Figure 18. Student Coded T4's Answer to the Eighth Question of the Post-Test

In Figure 17 and Figure 18, while the student coded T4 could not answer the eighth question of the pre-
test correctly because he could not realize that the length of the wire did not change when a wire was
shaped into a circle and could not establish a relationship between the length of the wire and the
circumference of the circle, he answered the same question correctly in the post-test after the
measurements they made in the drama activities. can be seen. The increase in post-test correct answer
frequencies and sample solutions indicate that teaching with the drama method has a positive effect.

Findings Obtained from the Researcher's Diary within the Scope of the Second Sub-Problem
of the Research

In the diaries kept by the researcher throughout the study period, after the teaching with the traditional
presentation method and after the pre-test evaluation, the learning difficulties experienced by the
students in calculating the circumference of the circle were expressed as 'l don't understand the number
7', 'l don't know how to use the formula when calculating the circumference’, 'l can't calculate the
circumference length in questions about the number of revolutions of rotating objects'. It was observed
that they stated with expressions such as 'l don't understand how to use it'. As a matter of fact, it can be
understood from the fact that the students coded T3, T5, T8 and T10, whose images are shared above,
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were unable to solve the relevant questions of the pre-test, that the participants had learning difficulties
in this regard.

In the researcher's diary, which also included the relevant notes taken by the researcher during the
lessons where the drama activities were applied and during/after the post-test evaluation, the participants
asked questions such as 'was the formula that easy?', 'After the race car activity, | realized that we found
the path of the rotating objects when we multiply the number of laps by their circumference’, ' Feedbacks
such as 'l had a lot of fun and learned in the pi bus activity, sir' are included.

In addition, the students’ statements such as 'sir, it was very nice to do drama’, 'sir, the plays were very
enjoyable', 'sir, please teach every subject like this' are also included in the researcher's diary.

Findings Obtained from the Student Opinion Form within the Scope of the Third Sub-Problem
of the Research

Student opinions were consulted through a structured interview form in order to reveal the
contribution of the learning environment created in the courses where drama teaching was used to
eliminate the difficulties encountered in calculating the circumference of the circle. In the interview
form consisting of 7 evaluation questions, students were asked to choose the evaluation items from the
options of "strongly disagree”, "disagree", "agree", "strongly agree". They were asked to answer by
selecting the option. The findings obtained as a result of using the structured student interview form are
below.

Tablo 1. Drama etkinliklerinin uygulandig: dersler ile ilgili 6grenci goriisleri frekanslari

Materials I strongly disagree(f) I agree(f) | totally agree(f)
disagree(f)

1. I learned while having 0 0 2 8
fun in lessons taught using
the drama method.

2. | understood the subject 0 0 0 10
well in the lessons taught
using the drama method.

3. I'would like to take part 0 1 3 6
in courses taught using the
drama method.

4. Lessons taught using the 0 2 8
drama method were
effective and efficient

5. The drama method 0 1 3 6
made it easier for me to

understand the subject |

was having difficulty with.

6. | find drama boring, 8 1 1
troublesome and

unnecessary

7. 1 felt restricted while 7 1 2 0

applying the drama method

As a result of the interview form asking to evaluate the learning environment created in the classroom
where the drama method is applied, the frequencies of the answer "I definitely agree" in the first 5 items,
which emphasize the characteristics of drama such as making the lesson fun, making the student active,
making the lesson productive with the gamification effect, are quite high compared to the other item
frequencies, while 'l think drama is boring, The frequency of the "strongly disagree" option was high in
the 6th item, "I find it troublesome and unnecessary" and the 7th item, "I felt restricted while applying
the drama method."
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DISCUSSION

According to the findings obtained from the pre-test applied during the research process and the
researcher's diary used throughout the process, | saw that the students did not understand the use of the
number 7 and the circumference formula introduced as 2.7.r in calculating the circumference of the
circle with the traditional teaching before the drama activities. In the drama activity called Pi Bus, which
was implemented during the study process, the students worked with different circle shapes, determined
the number © and made circumference calculations, enabling them to learn the concept of @ and to
understand the relationship of this concept with the circumference formula of the circle. This revealed
that the study contains similar results to the study (Fazli & Fazli, 2023) in terms of showing the effect
of the drama method in teaching mathematical concepts, and the study (Yenilmez & Uysal, 2007) in
terms of showing the effect of the process of obtaining formulas on relational understanding.

According to the post-test data of the research and the findings obtained from the researcher's diary,
| found that after the activity called My Racing Car, in which the drama method was applied, the students
realized the meaning of different values of the number = in environmental calculations, used the 2.7.r
formula correctly in environmental questions, and were able to answer environmental problems
correctly. This situation coincides with studies (Hatipoglu, 2006; Kayhan & Argiin, 2009) showing that
the drama method has positive effects on student success. | think that the effect of the drama method on
student success is that it makes the student active in all learning areas. Because, during the studies, the
students measured together using rope and ruler, and they carried out the calculations themselves, so
they stopped being spectators, which made it easier for them to learn.

The fact that the students were able to solve the environmental problems in the circle, which they
could not solve in the pre-test, in the post-test applied after the drama activities can be considered as the
contribution of the drama method to problem-solving skills. As a matter of fact, similar effects were
observed in some studies where drama was used as a problem-solving strategy (Tanriseven, 2000).
Tanriseven (2000) examined the use of dramatization as a strategy in solving mathematical problems in
his study and found that the application of this strategy enabled students to gain skills such as
understanding what is wanted in the questions more easily, using geometric shapes appropriate to the
story of the problem, that is, being able to draw a picture of the problem. In this study, students who
could not solve the guestions about the distance of moving rotating objects in the pre-test drew a wheel
and a road for the same questions in the post-test, calculated the perimeter, or in the question of obtaining
a circle from a wire, they depicted the initial state of the wire as a straight line and the bent version as a
circle, thus realizing that the circumference did not change. It has been observed that they do.

According to the findings of the study obtained from the structured student interview form and the
researcher's diary, the classroom environment in which the drama method was used was found enjoyable
by almost all of the students, and the students stated that they were more active in this environment,
worked together as a group and understood the subject better. These feedbacks show that the classroom
environment taught with the drama method supports students' participation, develops positive attitudes
towards mathematics, and supports learning by having fun, which is especially important and necessary
for students in primary education. However, in order for the drama method not to be just a game for the
students, it is important that the teacher who will apply the method has received drama training. Because
the drama process, with its playful effect, can sometimes pave the way for students to move away from
the achievement. Studies in the literature that emphasize that the classroom environment where the
drama method is applied have similar characteristics and the points that instructors should be careful
about in these classroom environments (Hatipoglu, 2006; Oztiirk et al., 2015; Soner, 2005) also have
similar results in this study in terms of the positive contribution of the drama method to the learning
environment.

This study contributed to the researcher's individual professional development by proving the
happiness of being able to solve some of the learning problems he encountered, as well as the
functionality of action research and the benefits of frequently reviewing and changing methods and
techniques in teaching processes.
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CONCLUSION AND RECOMMENDATIONS

In this study conducted on the effect of the drama method in eliminating the learning problems
encountered in mathematics teaching, the following results were obtained and a few suggestions were
presented based on these results.

» Using the drama method in in-class activities increased students' participation in the lesson, made
them active in the process and enabled them to learn by doing and experiencing. According to the
interviews reflected in the researcher's diary, the playful processes used in the drama method were
effective in breaking the prejudices of the students that the mathematics course was difficult and boring
because the use of the drama method increased students' interest in the course outcome thanks to its
playful effect and enabled them to act responsibly through role tasks. With all these positive
contributions, it can be said that the drama method is effective in eliminating learning difficulties. In
this context, the use of drama method as an effective teaching method for mathematics teaching
practitioners is one of the recommendations of this study.

» According to the results obtained from the student opinion form, the drama method provided
students with the opportunity to discover and structure their knowledge with the free and democratic
classroom environment it created, and by providing the opportunity for collaborative learning, it enabled
students to acquire skills that support social relations such as cooperation, empathy, and democratic
behavior. In this context, it can be said that the use of drama method creates a learning environment in
the classroom where students feel comfortable, free but responsible. However, applying the drama
method requires professionalism and time. Because drama activities that deviate from their purpose only
mean games for students. In this context, among the recommendations of the research are that policy
makers should disseminate and encourage drama education within the scope of in-service and vocational
training for teachers and provide material support to schools and teachers so that they can be used in
drama activities or other activities. It may also be suggested to simplify the achievements of the
mathematics course in the new curriculum to be prepared so that mathematics teachers can more easily
apply time-consuming but highly effective methods such as the drama method. Because it is not easy
for mathematics teachers to determine a teaching method suitable for learning by doing and
experiencing, in accordance with every achievement of a discipline such as mathematics, which has so
many target achievements.

* The results of this research are limited to the feedback of the 10 students who make up the
researcher's study group. New research can be conducted on whether the drama method is useful or
applicable in larger student groups. According to the notes reflected in the researcher's diary, the
researcher occasionally encountered difficulties in using the drama method in terms of time management
of the course and not distracting the students from the learning outcomes. For this reason, in addition to
its effect in eliminating difficulties, examining the applicability of the drama method and its economy
in terms of time are among the recommendations of the study for researchers.

* Action research is one of the economical and effective methods that should be used to solve the
learning or behavioral problems that teachers encounter in the classroom. Among the recommendations
of the research is that mathematics teachers should try to carry out action research to solve the learning
problems they may encounter frequently due to the nature of the branch. In this context, this research
can be improved in different aspects and made more useful to the literature.
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Ozet

Bu ¢alismada matematik dersinde 6grencilerin ¢emberin ¢evresi ile Pi sayisi arasindaki iliskiyi
fark edebilme ve gemberde gevre hesaplamalar1 yapabilme konusunda yasadiklar1 6grenme
zorluklar1 drama yontemiyle giderilmeye ¢alisilmistir. Arastirmanin ¢aligma grubunu Mersin
ili Yenisehir ilgesinde bir devlet okulunda 6.smif diizeyinde 6grenim gormekte olan benzer
sosyoekonomik ailesine yapisina sahip olan 10 Ogrenci olusturmaktadir. Nitel arastirma
desenlerinden eylem arastirmasi desenine uygun olan ¢aligma 2 haftada gergeklestirilmistir.
Arastrmanin uygulandigi 6grenme Ogretme siireclerinde Ogrenme problemi yasayan
ogrencilerle 2 farkli drama etkinligi kullanilmistir. Arastrmada veri toplama araci olarak 10
Soru ile Cemberde Uzunluk’ isimli 10 adet Klasik sorudan olusan ¢alisma sorular1 6n/son test
olarak kullanilmis ve veriler betimsel analiz yontemi ile incelenmistir. On test uygulandiktan
sonra toplam 8 ders saati stiren 2 frakli drama etkinlikleri ger¢eklestirilmis ve ardindan son test
uygulanmistir. Ayrica veri toplama araci olarak siire¢ boyunca 6grencilerle yapilan goriismeler
ile arastirmact notlarmin yer aldig1 arastirmaci gilinliigli ve drama ydnteminin sinif ortamina
katkisini belirlemek amaciyla yapilandirilmis 6grenci goriis formu kullanilmigtir. Aragtirmanin
sonunda drama yonteminin matematik 6gretimi siirecinde ¢emberin ¢ap, yarigap gibi
elemanlarmmin ve 6zelliklerinin kavranmasi, Pi sayisinin elde edilisi ve tam olarak sonucunun
bulunamayisinin fark edilmesi ve de ¢emberin ¢evre hesaplamalarinda kullanilan formiiliin Pi
sayisi ile iliskisinin fark edilmesi gibi konularda yasanan 6grenme zorluklarmnm agilmasinda
etkili oldugu sonucuna ulagilmistir. Bu c¢alisma kapsaminda uygulanan drama etkinliklerine
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sunus yontemiyle uygulanan etkinliklere nazaran daha c¢ok ogrencini katiliminin
gerceklestiginin gozlenmesi ve 0grenme-iligskilendirme problemlerinin giderilmesinde etkili
oldugunun goriilmesine dayanarak matematik ¢gretiminde drama etkinliklerinin kullanilmas1
arastirmanin onerileri arasindadir.

Anahtar Kelimeler: matematik; drama yontemi; cemberin gevresi

GIRIS

Egitim ve 6gretimin istisnasiz tiim kademelerinde matematik dgretimini diger disiplinlerden farkli
kilan ve gogunlukla 6grenenlerin zorlandigimi belirtmesine neden olan en belirgin 6zelligi matematigin
dogas1 geregi daha ¢ok yigilmali bir yapiya sahip olmasidir. Bu durum gerek matematik 6gretiminde
hedeflenen kazanimlarin gerektirdigi 6n bilgi ve diger kazanimlar arasindaki yogun iliskide gerekse bir
kazanim hedefine ulagsamayan &grencilerin gerekce olarak onceki kazanim hedeflerine ulagamamis
olmalarim bildirmelerinde agik¢a goriilmektedir. Goérev yaptigim okulda bu egitim yilinda 6.siniflara
ders vermekteyim.6.sinif matematik dersi kazanimlarinin 7 ve 8. smif kazanimlar1 agisindan ¢ok kritik
oldugunu ve bu nedenle bu kazamimlarda 6grenme eksikliklerinin en az seviyede olmasi gerektigini
diistinliyorum. Bu anlayisla 6.smif 6grencilerime akilli tahta kullanimi ve sunus yoluyla 6gretim
tekniklerini kullanarak 6gretimi gergeklestirdim. Ogretimi gerceklestirirken problem ¢ézme teknikleri
ve gosterip yaptirma tekniklerinden de yararlandim. Ancak ogrencilerin Ornekleri tahtada ¢6zme
konusunda isteksiz oldugunu fark ettim. Ogrenciler diiz anlatim yoluyla yaptigim &gretimden sonra
¢emberin tanimini yapabiliyorlar, ¢ember sekline ornek verebiliyorlardi ancak ¢emberde uzunluk
hesaplamalarina gectigimizde sorunlar ortaya ¢ikti. Ozellikle ¢emberde uzunluk hesaplamalarinda
kullamilan Pi sayisin1 dgrencilerimin anlamlandiramadigin fark ettim. Ogrencilerin bir kismu ‘Pi sayisi
neden tam olarak belli degil?’, *Pi sayis1 nasil bulunmus’ ya da ‘Neden bazi sorularin sonunda (1=3)
ifadesi yer aliyor?’, "Her sorunun sonunda o soruya gore belirtilmesi gereken farkli bir Pi sayis1 mi1 var?’
seklinde sorular yonelttiler. Pi sayisinin ¢emberle iligkisini kuramadiklarindan g¢emberde cevre
hesaplamalarinda ihtiya¢ duyulan 2zr formiiliinii kullanamadiklarmi ve bu nedenle tahtada 6rnek soru
¢oziimlerine katilmaya ¢ekindiklerini fark ettim. Ogrencilerim Pi sayisinin nereden bulundugunu, cevre
formiilinde neden kullanildigim1 dahasi sorularda neden Pi sayisi i¢in farkli degerler verildigini
anlamamusti.

Sunus yontemi kullanarak yaptigim 6gretimin ¢cemberler konusunda gember ile pi sayis1 arasindaki
iliskiyi gdstermekte yeterince basarili olmadigimi diisiindiim. Ayrica 6grencilerimin ¢emberin Gevre
uzunlugu hesaplamalarinda rahatlikla pi sayisint ve ¢evre formiiliinii kullanabilmesini istedigim i¢in
konuyu gercek hayat problemleri ile iliskilendirerek, kavramlarin ve formiillerin elde ediligini
anlamlandirarak 6gretimimi yeniden planlamaya karar verdim. Daha sonra yeniden planlayacagim
ogretimimde kullanacagim yontemi diisiinmeye basladim. Arastirmalarim sonucunda hem ekonomik
hem eglenceli hem de 6grencilere yaparak yasayarak 6grenmeye firsat sunmasi gibi 6zellikleri nedeniyle
drama yontemi ile 6gretimimi gergeklestirmeye karar verdim.

Matematik dersinde basarinin artmasi i¢in 6greticinin sik sik 6gretim yontemlerini gozden gecirmesi
gerekir. Ogretmenin 6grencisinin 6zelliklerine gore dgretim yontem ve tekniklerini degistirmesinin
olumlu etkilerini gosteren ¢alismalar (Yavuz vd., 2017; Beyaztas ve Senemoglu, 2015) bulunmaktadir.
Drama yontemi ile 6gretim, uygulanan yontemler arasinda matematik 6gretimini daha zevkli hale
getirebilmesi ve Ogrencilerde derse karsi olumlu bakis agilari gelistirebilmesi gibi 0zellikleri ile
karsimiza c¢ikmaktadir (Aktepe ve Bulut, 2014). Drama etkinlikleri ile cesitlendirilmis 6grenme
ortamlarimda 6grenenler kendi bilgilerini yapilandirabilir ve gelistirebilirler (Duatepe ve Ubuz, 2004,
s.1).

Drama yontemi ile 6gretimde kavramlarin oyunlastirilarak 6gretilmesi dersi eglenceli kilarak aktif
ogrenci katilimini arttirdigi gibi katilimcilarin iletisim kurma, 6zgiivenli olma, birlikte calisma ve empati
kurma, demokratik tutum ve davranis gelistirme gibi becerilere sahip olmalarmma da katki sunmaktadir
(Adigiizel, 2015, s.65).Ciinkii drama etkinliklerinde yer alan katilimeilar konusarak, rol alarak, duyguya
biirtinerek verilen rolleri eksiksiz yerine getirmeye calisarak ,birbirleri ile iletisim kurarak duyussal,
psikomotor ve biligsel alan yeteneklerinin tiimiiyle siirece katilirlar.
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Drama yontemi igerisine soktugu oyun siirecinde 6grenciyi hayal giiciinii kullanmaya, dogaclama
yapabilmek i¢in olayin hikayesini benimsemeye ve anlamaya, biiriindiigii roliin gorevini yerine
getirirken ‘-mis gibi’ davranmaya zorlar. Bu da 6grencinin i¢inde bulundugu oyun siireci igerisinde hem
zihinsel gelisimini hem de eglenmesini saglar (Peduk ve Erdogan,2003). Egitimde drama ydnteminin
kullamilmas1 6grenenlerde disiplinler arasi etkilesimin gerg¢eklesmesini saglayarak ogrendiklerini
kendilerinin yapilandirmasina olanak saglar, onlar1 6grenmeye daha istekli kilar, kazanima kars1 onlar1
cesaretlendirerek daha aktif olmalarini saglar (Ozsoy ve Yiiksel,2007).

Bu galigmalar baglaminda diisiinerek ben de 6grencilerimin anlamli 6grenmelerini saglamak ve
dersimi daha eglenceli hale getirmek amaciyla 6gretim yontemlerimi degistirmeye, drama yontemi ile
Ogretimimi gergeklestirerek tespit ettigim 6grenme problemlerini ¢dzmek ayrica drama yonteminin
ogrenme tizerindeki etkisini deneyimlemek amaciyla da bu eylem arastirmasini uygulamaya karar
verdim.

Problem Durumu

Arastirma kapsaminda ‘Matematik Ggretiminde bir 6grenme-0gretme yaklasimi olarak drama
yonteminin kullanilmasi: ¢emberin ¢evresini hesaplama problemlerinde etkili midir’ sorusuna yanit
aranmistir. Bu arastirma siirecinde problemi daha detayli sekilde ele almak ve daha agik cevaplar
iiretebilmek amaciyla asagida verilen alt problemler olusturulmustur.

Arastirmanin Amaci ve Onemi

Bu arastirma 6gretmenlere ders i¢inde ya da disinda karsilasilan problemlerin kendi yetki alanlari
icerisinde ¢6ziilmesinde eylem arastirmasimin kullanigh bir yol olacagini géstermesi bakimindan tegvik
edici ve Onemlidir. Ayrica bu aragtirmamin matematik Ogreticilerine ders i¢i etkinliklerini
zenginlestirmesi, etkinliklere 6grenci katilimini artirmasi ve 6grenmeyi kolaylastirmast gibi olumlu
etkileri ile drama yoOntemiyle Ggretimin Onemini hatirlatacagi diisliniilmektedir. Ayrica matematik
Ogretimi konusunda yapilmis eylem arastirmalarina bir yenisini dahil edecek olan bu ¢alismanin alan
yazina da katki saglayacagi diistiniilmektedir.

Arastirma Problemi

Bu ¢aligmanin problem durumuna uygun alt problemleri asagida listelenmistir.

Alt problemler;
e Cemberin gevresinin hesaplanmasinda karsilasilan giicliikler nelerdir?
e Drama yonteminin kullanilmasi nasil bir 6grenme ortami olusturmustur?

e Bu 0grenme ortamm dgrencilerin karsilasilan 6grenme giicliiklerinin giderilmesine nasil
bir katki saglamistir?

Sayiltilar

Arastirma siirecinde Ogrencilerin 6n test/son test sorularinda yer alan agik uglu sorulara agik ve
anlasilir sekilde cevap vermeye caligtigi, 0grencilere On test/son test sonucunda karne notlarini
etkileyecek bir degerlendirme yapilmayacaginin arastirmaci tarafindan belirtilmesi nedeniyle
Ogrencilerin samimi bir sekilde sorular1 ¢ézmeye calistiklar1 ve arastirmaya katilan tiim 6grencilerin
benzer sosyo-ekonomik aile yapisina sahip olduklar1 bu nedenle arastirma konusu hakkinda drama
calismalar1 disinda farkli kaynaklardan(6zel ders, etiit merkezi gibi) destek almadiklar1 varsayilmistir.

Simirhhklar

Bu calisma; 2023-2024 Egitim-6gretim doneminde Mersin ili Yenisehir ilgesinde bulunan Milli
Egitim Bakanligi’na [MEB] bagl bir devlet okulunda tamamen goniilliiliik esasina gore ¢alismaya dahil
olmak isteyen 10 kisilik 6.smmif 6grenci grubu ile yapilan ders planlarina islenmis ders i¢i etkinliklerin
oncesinde/sonrasinda On test/son test olarak uygulanan 10 Soru ile Cemberde Uzunluk’ basar1 testi
sonuglarindan, arastirmact giinliigiine arastirmaci tarafindan diisiilen notlar ve katilimcilara drama
yonteminin olusturdugu 6grenme ortaminin niteligini anlamaya yonelik uygulanan yapilandirilmis
Ogrenci goriis formundan elde edilen veriler ile bu verilerin arastirmacinin eylem arastirmasi
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gergeklestirme ve sonuglart dogru yorumlayabilme giicii ile orantili olarak degerlendirmesi sonucu
ulastig1 bulgular ile sinirhdir.

Tammlar

Iliskisel Anlama: Bu calismada iliskisel anlama cemberin ¢evre formiiliiniin elde edilis siirecindeki
ve bu formilin ger¢ek yasam durumlarina uygun problemlerin ¢oziimiinde uygulanabilmesinde
islemsel anlama boyutu baglaminda kullanilmstir.

Drama: Drama bir sdzciigiin, duygunun, olgunun, durumun ya da tasarlanmis bir kurgunun kendine
0zgu teknik ve yontemlerle oyunsu bir siire¢ ile eyleme gegirilmesi olarak tanimlanir. Bu ¢alismada
drama kelimesi egitim yontem ve teknikleri arasimna da girmis yaratici drama ya da dramatizasyon
kelimelerini kapsayacak sekilde 6grencilerle gergeklestirilen senaryoya bagli rollerin sunulmasiyla
gerceklestirilen eylemler anlaminda kullanilmustir.

YONTEM
Arastirmanin Yontemi

Drama yontemiyle yapilan matematik gretiminin ¢emberin gevresi ile Pi sayis1 arasindaki iligkinin
ve c¢emberin ¢evre formiiliiniin elde edilisinin, ¢emberde uzunluk hesaplamalari yapabilmenin
Ogretilmesine etkisinin incelendigi bu ¢alismada nitel arastirma yontemlerinden eylem arastirmasi
benimsenmistir. Literatiirdeki farkli tamimlamalara ve gruplandirmalara gore uygulamali nitel
arastirmalardan biri olan eylem arastirmalari elestirel durum yansitma ve sorgulama yontemiyle hayat
kalitesini artirmak i¢in 6nceden planlanmis, kurgulanmug is birligine dayali sistematik incelemelerdir
(Bogdan ve Biklen,1998; Mills,2003). Bu arastirmalarda belirlenmis problem durumunun ortadan
kalkmasi i¢in emek harcanir. Arastirma sonucunda problem ¢éziime kavusuncaya dek gerekirse farkli
yontemler denenerek inceleme devam ettirilir. Sekil 1°de gorseli verilen diyalektik dongiide Mills’e
(2003) gore eylem arastirmalar1 odak noktalarina aldiklari problem ile baslayip problem ile ilgili
verilerin toplanmasi, verilerin analiz edilerek yorumlanmasi ve bir eylem plan1 gelistirilerek
uygulanmasi adimlariyla gergeklestirilir.

Bir odak alam
tamimlamak
Bir eylem plam | Veri toplamak
gelistirmek
Verileri analiz
etmek ve
yorumlamak

Sekil 1. Eylem Aragtirmasi Diyalektik Dongiisii Mills, (2003)
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Nitekim kendisi de 6gretmen olan arastirmaci sinifinda karsilastigi 6grenme problemini tespit
ederek ¢ozmek igin eylem arastirmasi gergeklestirmeye ve sorunun ¢oziimii igin de 6gretim yontemini
degistirerek drama yontemini kullanmaya ¢aligmistir.

Arastirmamn Cahsma Grubu

Bu aragtirmanin ¢aligma grubunu arastirmacinin kendisinin de matematik 6gretmeni olarak gorev
aldig1 Mersin ili Yenisehir ilgesinde MEB’e bagl bir devlet ortaokulunda 2023-2024 Egitim-6gretim
yillarinda 6.smif diizeyinde S6grenimlerine devam eden 10 6grenci olusturmaktadir. Katilimeilar
arastirmaci tarafindan 6grenme siirecine katilimlarinda eksiklik goriilmesi ve arastirmacinin aragtirma
stirecinde tuttugu giinlitkte gember konusunu anlamadiklarini birebir 6grenci-6gretmen goriismelerinde
beyan etmeleri nedeniyle ancak goniilliiliik esasina gore secilmistir. Calismada bu égrenciler O1, 02,
03, ...010 seklinde kodlanmuistir. Arastirmaya katilan 6grenciler nispeten benzer sosyo-ekonomik aile
yapisinda yetismis, ¢aligma Oncesi ya da galigma sirasinda okul disinda farkli bir kaynaktan 6genim
gorme durumlar1 olmayan &grencileridir. Caligmaya katilan 6grencilerin yas ve cinsiyet ozellikleri
Tablo 1’°de verilmistir.

Tablo 2 Ogrencilerin yas ve cinsiyet dagilimi

Ogrenciler Cinsiyet Yas
01 Kiz 12
02 Erkek 12
03 Kiz 13
04 Kiz 12
05 Kiz 12
06 Kiz 12
o7 Erkek 12
08 Erkek 12
09 Erkek 13
010 Erkek 12

Tablo incelendiginde katilimcilarm %50 ‘sinin kiz 6grenci, %50’sinin erkek 6grenci oldugu ve ayni
sinifta okuyan bu katilimcilarin 12-13 yas araliklarinda oldugu goriilmektedir.

Cahsma Siireci

Arastirma siirecinde arastirmaci tarafindan derslerinde etkinlik olarak kullanmay1 planladigi ve ders
planina da yansittigi ‘Pi Otobiisii’ ve ‘Yaris Arabam’ adli 2 farkli drama senaryosu hazirlanmis,
dramanin konusu olan rollere ve grup calismasina aligmalar: icin 1sinma hareketleri uygulanmis ve
cesitli oyunlar oynanmistir. Caligmalarin tamamu tiim sinifin katilabilecegi ancak daha ¢ok 6grenme
problemi yasayan Ogrencilerin gorev alabilecegi sekilde sinif igerisinde arastirmaci kontroliinde
gerceklestirilmistir. Drama etkinliklerinin tamami gercgeklestirildigi giiniin ders planina islenmis ve ders
defterine plana uygun sekilde kaydedilmistir. Bu siiregte 2 hafta boyunca toplamda 8 saat calisilmstir.

Eylem Plam
Arastirma siireci asagida belirtilen eylem planina gore isletilmistir.

Birinci Hafta 1.Saat: Birinci haftanin ilk saatinde 6grencilere 10 adet agik uglu sorudan olusan 10
Soruyla Cemberde Uzunluk testi 6n test olarak uygulanmustir.

Birinci Hafta 2.Saat: Birinci haftamin 2.saatinde dgrencilerin drama ve rol alma siirecine aligmalari
ve kendilerini rahat bir gekilde ifade edebilmeleri i¢in dogaglama teknigi ile Ben Kimim adli etkinlik
gerceklestirilmistir.
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Birinci hafta 3.ve 4.Saat: Birinci haftanin farkli giin 3.ve 4. saatlerinde Pi Otobiisii adli drama
etkinligi gerceklestirilmistir.

Ikinci Hafta 1.ve 2.Saat: Ikinci haftanin ilk iki saatinde Yaris Arabam adli drama etkinligi
gergeklestirilmistir.

Ikinci Hafta 3.Saat: Ikinci haftanin 3. saatinde dgrencilere 10 adet acik uglu sorudan olusan 10
Soruyla Cemberde Uzunluk testi son test olarak uygulanmustir.

Ikinci Hafta 4.Saat: Ikinci hafta 4.saatinde 6grenci goriis formu yardimiyla drama etkinliklerinin
degerlendirilmesi yapilmustir.

Caligsma siirecinde uygulanan drama etkinliklerine ait gorseller asagidadir:

Sekil 2. Pi Otobisu Drama Etkinligi
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Sekil 3. Yaris Arabam Drama Etkinligi

Veri Toplama Araclar

Bu ¢alismada kullanilan veri toplama amaciyla kullanilan 6lgme degerlendirme araglar1 arastirmaci
tarafindan olusturulan 10 Soruyla Cemberde Uzunluk adli agik uclu sorulardan olusan test, aragtirmaci
giinliigii ve 6grenci goriis formu olarak belirlenmistir.

10 Soruyla GCemberde Uzunluk Testi

Aragtirmada 10 adet klasik sorudan olusan 10 Soruyla Cemberde Uzunluk testi 6n test ve son test
olarak kullanilmistir. Ac¢ik uglu sorularin c¢oktan se¢meli sorulara gore sans faktoriinii ortadan
kaldirmaktaki etkisiyle bilgilerin 6l¢iilmesi ve degerlendirilmesindeki giivenilirliginin daha fazla oldugu
diistincesiyle ve MEB’in son yilarda ilk ve ortadgretim diizeylerinde yaptig1 6l¢me-degerlendirme
uygulamalarinda kullandig1 araglarda agik uglu sorular tercih etmesi géz Oniinde bulundurularak 6n
test/son test hazirlanirken agik uclu sorular tercih edilmistir. Veri toplama araci arastirmacinin iiye
oldugu bir dijital egitim platformu {izerinden temin edilmis ve Akar’a (2024) ait bir degerlendirme
araciin arastirmaci ile ziimre arkadaslar1 tarafindan kazanimlara uygunlugu agisindan kontrol
edilmesinden, gerekli degisiklikler yapilmasindan sonra uygulanmistir. Arastirmanin veri toplama araci
olarak kullanilan 10 Soruyla Cemberde Uzunluk testinin gorseli ekler boliimiinde (EK-1) sunulmustur.

Arastirmact Giinliigii

Bir arastirmada arastirmacimin ¢alisma siirecinde ¢alismasinin basarisini etkileyebilecek onemli
notlar, hatirlatmalar, 6grencilerde yasanan 6grenme giicliiklerinin tespit edildigi an kaydedilmesi
seklinde olusturulan bilgi notlar1 ve 6gretmen goriisleri arastirmaci giinliikleri olarak adlandirilir.
Arastirma giinliikleri eylem aragtirmalarinin sorunlarin dogru tespitinde siklikla basvurulan veri toplama
araglarindandir. Bu arastirmada da arastirmaci tarafindan ozellikle 6grenme giigliiklerinin tespitinde
yapilan birebir 6grenci goriismelerinin kayit altina alinmasinda veri toplama araci olarak arastirmact
giinliigl kullanilmistir.
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Ogrenci Goriis Formu

Bu caligmada bagvurulan bir diger veri toplama araci yapilandirilmis 6grenci goriis formudur.
Ogrenci goriis formu hazirlanirken arastirmaci bir uzman drama egitmeninden destek almis ve bu
caligma ic¢in 6zgiin maddeler i¢eren goriis formu hazirlanmistir. Hazirlanan bu formda 6grencilerin
drama yontemi kullanilarak yapilan 6gretimi degerlendirmelerini saglamak, drama yonteminin 6grenme
ortamina katkilarmi, siirece dahil olumlu/olumsuz etkilerini 6grencilerin bakis agilar1 yardimiyla
degerlendirebilmek amaglanmugtir.

Veri Toplama Stireci

Caligmada veriler eylem planinda belirtildigi tizere birinci haftanin ilk ders saatinde On test olarak
uygulanan ve ikinci haftanin 3. ders saatinde son test olarak uygulanan veri toplama araci yardimu ile
yazili olarak toplanmusgtir. Her iki veri toplama islemi igin d6grencilere birer ders saati yani yaklasik 40
dakika siire tanmmustir. Aragtirmanin tiim siireglerinde arastirmaci tarafindan giinliik tutulmus 6grenme
glicliiklerinin tespitinde ve giderilme safhalarinda arastirmaci glinliigiinden yararlanilmistir. Ayrica
aragtirmanin ikinci ve {iglincii alt problemlerinin ¢6ziimil igin arastirmaci giinliigiiniin yani sira 6grenci
goriis formu kullanilarak drama etkinliklerinin uygulandigi siire¢ hakkinda o6grenci goriislerine
basvurulmustur.

Verilerin Analizi

Veri toplama siirecinin ardindan elde edilen verilerin analizi siirecinde betimsel analiz yontemi
uygulanmugtir. Toplanan verilerin incelenmesi ve yorumlanmasinda 6n test/son test sorularinda
Ogrenciler tarafindan verilen dogru/yanlis cevaplarin karsilastirmali frekans tablolarindan ve
grafiklerden yararlanmilmis, verilerin sunumu igin ise bazi 6grenci cevaplarina ait gérseller kullanilmisgtir.
Drama etkinliklerinin 6grenme ortamina katkisini analiz etmek amaciyla 6grencilerin goriis formunda
belirttigi yanitlarin frekans tablosu kullanilmustir.

BULGULAR

Arastirmanin Birinci Alt Problemi Kapsaminda On Degerlendirme Sonucu Elde Edilen
Bulgular

Bu boliimde arastirmanin birinci alt problemi ‘Cemberin ¢evresinin hesaplanmasinda karsilasilan
ogrenme giicliikleri nelerdir?’ sorusu kapsaminda on test olarak kullanilan 10 Soruyla Cemberde
Uzunluk testi veri toplama aracindan elde edilen bulgulara ve bazi sorularin 6rnek 6grenci yanitlarina
yer verilmistir.

Arastirmanin alt problemlerine yonelik 6n test olarak kullanilan veri toplama aracindan elde edilen
sonuclar Tablo 2’de sunulmustur.

Tablo 3. On test sonucunda elde edilen dogru cevap frekanslari

Sorular Dogru Cevap Frekans (f)
01, 04, 05
02, 05, 07, 08
02, 06

010

04

01, 03, 05, 08
03, 09

o7

01
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Tablo 2 incelendiginde 6n testte sorulara dogru cevap verme frekansinin en ¢ok 4 en az 0 oldugu
goriilmektedir. On testte yer alan 1,2,8 ve 9.sorulara katilimcilar arasindan en ¢ok 4 6grencinin dogru
cevap verebilmis olmasi 6grencilerin gemberin ¢gevre formiiliiniin elde edilisgini, sorunun sonunda verilen
Pi sayis1 degerini nasil kullanacaklarini kavrayamadiklarim gostermektedir. On testte yer alan 4.sorunun
ise dogru cevaplanma frekansinin 0 olmasi Ogrencilerin ¢ember seklindeki nesnelerin donerek
ilerlemeleri sonucunda aldiklar1 yol uzunlugunun o sekillerin gevresi ve tur sayilariyla olan iliskisini
kuramadiklarmi gostermektedir. Katilimceilarin 6n test degerlendirme siirecinde bazi sorulara verdikleri
ornek yanit gorselleri ve bu sorularin ¢ozlimiinde karsilagtiklar1 6grenme giigliikklerinin nedeni asagida
belirtilmistir.

Sekil 4. O3 Kodlu Ogrencinin On test Birinci Ve Ikinci Sorularma Yanitlari

03 kodlu dgrenci n testte 1 ve 2. sorularm ¢dziimii icin gerekli olan ¢emberin gevresi formiliini
kullanamamustir.
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Sekil 5. 08 Kodlu Ogrencinin On Test Birinci Sorusuna Yaniti

08 kodlu 6grenci on testte 1. sorunun ¢dziimii igin 7 sayisini nasil kullanacagmi belirleyememistir.

Sekil 6. 05 Kodlu Ogrencinin On Test Besinci Sorusuna Yanit1

05 kodlu 6grenci n testte 5. sorunun ¢dziimii igin tekerlegin gevresini hesaplayamanus ve tekerlegin
cevresinin tur sayistyla iliskisini kuramamistir.
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Sekil 7. 09 Kodlu Ogrencinin On Test Dokuz Ve Onuncu Sorularina Yanitlari

09 kodlu dgrencinin 6n test 9. sorusunda formiilii kullanmaya galismus ancak yaricap ve © degerlerini
dogru belirleyememis, 10. soruda ise ¢ap degerinin kullanildigi n.R formiiliinii uygulamaya calismis
ancak seklin yarim ¢ember oldugunu gézden kagirmistir.

Sekil 8. 010 Kodlu Ogrencinin On Test Dérdiincii Sorusuna Yaniti

010 kodlu dgrenci on test 4. soru i¢in ayn1 mesafe icerisinde iki farkli tekerin déniis sayilarinin gevre
uzunluklariyla iliskisini kuramamistir. Soruda verilen mesafe miktarii sadece ¢ap degerine bolmeye
caligmasi1 yine sorunun ¢gemberin gevresi ile iligkili oldugunu ve ¢evre hesaplamalarinda sorun oldugunu
gostermistir.
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Arastirmanin Birinci Alt Problemi Kapsaminda Son Degerlendirme Sonucu Elde Edilen

Bulgular

Bu kisimda arastirmanin alt problemleri kapsaminda 10 Soruyla Cemberde Uzunluk veri toplama
aracinin son test olarak kullanilmasi sonucunda elde edilen bulgulara ve bazi sorularm 6rnek 6grenci
yanitlarina yer verilmistir. Ayrica on test/son test bulgularinin karsilagtirilmasi tablo ve grafiklerle

sunulmustur.

Arastirmanin alt problemlerine yonelik veri toplama aracindan

sunulmustur.

Tablo 4. Son test sonucunda elde dilen dogru cevap frekanslar

elde edilen bulgular Tablo 3’de

Sorular Dogru Cevap Frekans (f)
1 01, 03, 04, 05, 07, 08, 09, 010 8
2 01, 02, 03, O4, 05, O6, 07, 08, 9
09
3 01, 02, 03, 05, 06, 010 6
4 01, 02, 64, 05, 09 5
5 01, 02, 03, 05, 07, 09, 010 7
6 02, 03, 04, 05, 06, 08, 09 7
7 01, 02, 03, 04, 05, 06, O7, 08, 10
09, 010
8 01, 03, 04, 05, 06, 08 6
9 01, 03, 05, 07, 08 5
10 01, 02, 04, 06, 07, 08, 09, 010 8

Tablo 3 incelendiginde &grencilerin son testte dogru cevap frekanslarinin en az 5 ve en ¢ok 10 oldugu
goriilmektedir. Tablo 2’de verilen on test frekanslar1 incelendiginde maximum 4 degerine ulasildig1 goz
Oniine alindiginda son testte 6grenci dogru cevap frekanslarinda mutlak bir artis oldugu sdylenebilir.
Katilimcilarin son test degerlendirme siirecinde sorulardan bazilari i¢in verdigi 6rnek yamit gorselleri

asagidadir.

Sekil 9. O3 Kodlu Ogrencinin Son Test Bir ve Ikinci Sorulara Yanitlari
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Sekil 9 ve Sekil 10°da O3 ile O8 kodlu &grencilerin son testte 1.ve 2. sorularda ¢evre formiiliinii dogru
sekilde uygulayarak dogru yanit buldugu goriiliiyor.

Sekil 10. O8 Kodlu Ogrencinin Son Testte Birinci Soruya Yanit:

Sekil 11. O5 Kodlu Ogrencinin Son Test Besinci Soruya Yanit1

05 kodlu &grencinin son test 5. sorusunda bisikletin tekerinin ¢evresi ile tur sayismi ¢arparak ilerleme
miktarmi dogru hesapladig: goriiliiyor.
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Sekil 12. 09 Kodlu Ogrencinin Son Test Dokuz Ve Onuncu Sorulara Yanitlart

09 kodlu &grencinin son test 9. sorusunda cember modeli gizerek yaricap: dogru belirledigi ve formiil
kullanarak cevreyi dogru hesapladigi,10. soruda ise merkez ve yaricapt gostererek buldugu cevre
miktarmi gekil yarim ¢ember oldugu i¢in ikiye boldiigli goriilmektedir.

Sekil 13. 010 Kodlu Ogrencinin Son Test Dérdiincii Soruya Yaniti

010 kodlu &grencinin son test 4. sorusuna traktdriin &n ve arka tekerleri icin ayr1 ayr1 cevre hesaplamasi
yaptig1 ve traktoriin aldig1 yol miktarmin bu ¢evrelere boliimiiyle her tekerin tur sayilarini dogru buldugu
gorulmektedir.
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On test/Son test Bulgularimin Karsilastirilmast

Caligmanin bu boliimiinde 6n test ve son test sonuglarina gore 6grencilerin dogru cevap frekanslarinin
degisimini gostermek amaciyla hazirlanan 0n test/son test karsilastirmali frekans tablosuna, 6n test/son
test degisim grafigi gorseline ve karsilastirmali bazi 6n test/son test drnek Ggrenci yanitlarina yer
verilmistir.

Tablo 5. On test ve Son test dogru cevap frekanslarinin karsilastirilmasi

Sorular On test dogru cevap (f) Son test dogru cevap (f)
1 3 81
2 4 91
3 2 61
4 0 51
5 1 7
6 1 7
7 4 101
8 2 61
9 1 51
10 1 81

On test/Son test Karsilastirma

10
9
g 8
7 7
6 3
5 5
4 4
3
2 2
1 1 1 1
0

S0RU SORU S0RU SORU SORU SORU SORU SORU SORU S0RU
1 2 3 4 5 B 7 B 9 10

=
=]

Lo oy L S L T = P}

m ON TEST DOGRU CEVAP FREKANSLARI  mSON TEST DOGRU CEVAP FREKANSLAR

Sekil 14. On Test Ve Son Test Frekans Degerleri Karsilastirma Grafigi

Tablo 4 ve Sekil 14 incelendiginde drama yontemi kullanilarak gerceklestirilen matematik 6gretimi
sonrasinda uygulanan son test dogru cevap frekanslarinda geleneksel 6gretim yontemleri kullamlarak
yapilan matematik 6gretimi sonrasinda uygulanan 6n test dogru cevap frekanslarina goére 6lgme aracinin
her soru maddesi bazinda belirgin artis oldugu gbze ¢arpmaktadir. Tablo ve grafiklerde goriilen son
testte bulunan dogru cevap frekanslarinin 6n teste gore artis1 asagida aym kodlu dgrencinin ayni soru
maddesi i¢in her iki testte de uyguladig1 ¢6ziim gorsellerinden de anlagilabilmektedir.
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Sekil 15. 02 Kodlu Ogrencinin On Test Altinct Soru Yanitt

Sekil 16. 02 Kodlu Ogrencinin Son Test Altinct Soru Yanit:

Sekil 15 ve Sekil 16’da O2 kodlu dgrencinin 6n testin 6.sorusunun ¢dziimii i¢in cember seklindeki
tekerlegin ¢evresini hesaplayamadigi ve tekerlegin gevresi ile tur sayi/ilerleme mesafesi arasinda iligki
kuramadig1 goriiliirken drama yontemi ile yapilan etkinlikler sonrasinda son testin ayni sorusuna dogru
cevap verdigi goriilmektedir.
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Sekil 17. 04 Kodlu Ogrencinin On Test Sekizinci Soru Yanit:

Sekil 18. 04 Kodlu Ogrencinin Son Test Sekizinci Soruya Yaniti

Sekil 17 ve Sekil 18’de O4 kodlu 6grencinin &n testin sekizinci sorusuna bir miktar tele cember sekli
verildiginde telin uzunlugunun degismedigini fark edememesi ve telin uzunlugu ile cemberin ¢evresi
arasinda iliski kuramamasi nedeniyle dogru yanit verememisken drama etkinliklerinde yaptiklari
Ol¢timler sonrasmda ayni soruya son testte dogru yanit verdigi goériilmektedir. Son test dogru cevap
frekanslarmdaki artis ve ornek ¢oziimler drama yontemiyle yapilan dgretimin olumlu yonde etki ettigini
gOsterir niteliktedir.

Aragtirmamin fikinci Alt Problemi Kapsaminda Arastirmaci Giinliigiinden Elde Edilen
Bulgular

Arastirmacinin ¢alisma siireci boyunca tuttugu giinliikklerde geleneksel sunus yontemi ile yapilan
Ogretim sonrasinda ve On test degerlendirme sonrasinda ¢emberin ¢evresi hesaplamalar1 konusunda
ogrencilerin yasadiklar1 6grenme giigliiklerini ‘z sayisin anlamadim’, ‘cevre hesaplarken formiilii nasil
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kullanacagimi bilmiyorum’,” donerek ilerleyen cisimlerin tur sayilari sorularinda ¢evre uzunlugunu
nasiul kullanacagim anlamadim’ gibi ifadelerle belirttikleri goriilmiistiir. Nitekim katilimcilarda bu
konuda 6grenme giicliigii yasandig1 yukarida gérselleri paylasilan O3, O5, 08 ve 010 kodlu 6grencilerin
oOn testin ilgili sorularinda ¢6ziim yapamamalarindan da anlasilmaktadir.

Drama etkinliklerinin uygulandig1 dersler sirasinda ve son test degerlendirmesi sirasinda/sonrasinda
arastirmaci tarafindan tutulan ilgili notlarin da yer aldigi arastirmaci giinliigiinde katilimcilarin ‘formiil
bu kadar kolay miydi?’, ’yaris arabasi etkinliginden sonra donen cisimlerin tur sayilariyla ¢evresini
carptigimizda aldigi yolu buldugumuzu anladim’, ’pi otobiisii etkinliginde ¢ok eglendim ve ogrendim
hocam’ seklinde doniitler yer almaktadir.

Ayrica 6grencilerin ‘hocam drama yapmak ¢ok giizelmis’, "hocam oyunlar ¢ok keyifliydi’, "hocam ne
olur her konuyu boyle 6gretin’ seklindeki ifadeleri de arastirmaci giinliigiinde yer bulmaktadir.

Arastirmamn Uciincii Alt Problemi Kapsaminda Ogrenci Goriis Formundan Elde Edilen
Bulgular

Cemberin ¢evresinin hesaplanmasinda karsilagilan giicliiklerin giderilmesi i¢in drama yoOntemiyle
ogretimin kullanildig1r derslerde olusan Ogrenme ortamimin katkisini ortaya koymak amaciyla
yapilandirilmig  goriisme formu araciligiyla 6grenci goriislerine basvurulmustur.7 degerlendirme
sorusundan olusan goriisme formunda Ogrencilerden degerlendirme maddelerine kesinlikle
katilmiyorum, katilmryorum, katiliyorum, kesinlikle katiliyorum segeneklerinden kendileri i¢in uygun
olan segenegi isaretleyerek cevap vermeleri istenmistir. Yapilandirilmig 6grenci goériisme formunu
kullanilmasi sonucu elde edilen bulgular asagidadir.

Tablo 6. Drama etkinliklerinin uygulandig: dersler ile ilgili 6grenci goriisleri frekanslar

Maddeler Kesinlikle Katilmiyorum(f) Katiliyorum(f) Kesinlikle
katilmiyorum(f) katiliyorum(f)

1.Drama yontemiyle 0 0 2 8

islenen derslerde

eglenirken 6grendim

2.Drama yontemiyle 0 0 0 10

islenen derslerde konuyu

iyl anladim

3.Drama ybntemiyle 0 1 3 6

islenen derslerde gorev

almak isterim

4.Drama ybntemiyle 0 2 8

islenen dersler etkin ve

verimliydi

5.Drama yontemi 0 1 3 6

zorlandigim konuyu

anlamamu kolaylastirdi

6.Dramay1 sikici, zahmetli 8 1 1

ve gereksiz buluyorum

7.Drama yontemini 7 1 2 0

uygularken kendimi

kisitlanmais hissettim

Drama yonteminin uygulandigi sinifta olusan O6grenme ortaminin degerlendirilmesinin istendigi
goriisme formu sonucunda dramanin dersi eglenceli kilma, dgrenciyi aktif kilma, siireci oyunlastirma
etkisiyle dersi verimli kilma gibi 6zelliklerine vurgu yapan ilk 5 maddede kesinlikle katiltyorum
cevabinin frekanslar1 diger madde frekanslarina gore oldukga yiiksek iken, ‘dramayi sikici, zahmetli ve
gereksiz buluyorum’ seklindeki 6. maddede ve ‘drama yontemini uygularken kendimi kisitlanmis
hissettim’ seklindeki 7. maddede kesinlikle katilmiyorum segeneginin frekansi yiiksek ¢ikmustir.



143

TARTISMA

Arastirma siirecinde uygulanan 6n test ve siire¢ boyunca kullanilan arastirmaci giinliigiinden elde
edilen bulgulara gore drama etkinlikleri oncesi yapilan geleneksel 6gretim ile 6grencilerin ¢cemberin
cevre hesaplamalarinda 7 sayisinin ve 2.7.r olarak tamitilan ¢evre formiiliiniin kullanimini anlamadigin1
gordiim. Calisma siirecinde uygulanan Pi Otobiisii adli drama etkinliginde 6grencilerin farkli ¢cember
sekilleri ile ¢aligmasi, & sayisini tespit ederek ¢evre hesaplamalar1 yapmasi n kavrammi 6grenmelerini
ve bu kavramin ¢emberin ¢evre formiilii ile iliskisini kavramalarini saglamistir. Bu durum ¢alismanin
drama yonteminin matematiksel kavramlarin 6gretimindeki etkisini gostermesi bakimindan (Fazli ve
Fazli, 2023) calismasi ile formiillerin elde edilis siirecinin iligskisel anlamadaki etkisini gdstermesi
bakimindan da (Yenilmez ve Uysal, 2007) calismasi ile benzer sonuglar igerdigini ortaya ¢ikarmigtir.

Arastirmanin son test verileri ve arastirmaci ginliigiinden elde edilen bulgulara gére ise drama
yonteminin uygulandigi Yarig Arabam adl etkinlik sonrasi ogrencilerin ¢evre hesaplamalarinda =
sayisinin farkli degerlerinin anlamimi fark ettigi, ¢evre sorularinda 2.m.r formiiliinii dogru sekilde
kullandig1 ve gevre problemlerine dogru yanit verebildiklerini tespit ettim. Bu durum drama yonteminin
Ogrenci basarisina olumlu etkileri oldugu sonuglarini ortaya koyan ¢aligmalar (Hatipoglu, 2006; Kayhan
ve Argiin, 2009) ile ortiigmektedir. Drama ydnteminin O0grenci basarisina etkisinin 0grenciyi tim
O0grenme alanlar1 ile aktif kilmasinda oldugunu diistinliyorum. Ciinkii 6grenciler ¢alismalar esnasinda
birlikte ip ve cetvel kullanarak 6l¢iim yaptilar, hesaplamalar1 kendileri gergeklestirdiler dolayisiyla
izleyici konumundan ¢iktilar bu da 6grenmelerini kolaylastirdr.

Ogrencilerin 6n testte ¢ézemedigi gemberde gevre problemlerini drama etkinlikleri sonrasi uygulanan
son testte ¢ozebilmeleri drama yonteminin problem ¢6zme becerisine katkisi olarak diisiiniilebilir.
Nitekim dramanin problem ¢6zme stratejisi olarak kullanildig1 baz1 ¢alismalarda (Tanriseven, 2000) da
benzer etkiler goriilmiistiir. Tanriseven (2000) calismasinda matematik problemlerinin ¢oziimiinde
dramatizasyonun bir strateji olarak kullanimini incelemis ve bu stratejinin uygulanmasinin 6grencilerde
sorularda istenileni daha kolay anlama, sorunun hikayesine uygun geometrik sekil kullanma yani
sorunun resmini ¢izebilme gibi beceriler kazandirdigini bulmustur. Bu ¢alismada da 6n testte donen
cisimlerin ilerleme mesafesi ile ilgili sorularda ¢oziim yapamayan 6grencilerin son testte aym sorular
icin tekerlek ve yol ¢izdigi, ¢cevre hesapladigi ya da bir telden ¢ember elde edilmesi sorusunda telin ilk
halini diiz ¢izgi ile biikiilmiis halini ¢ember seklinde resmettikleri boylece ¢evrenin degismedigini fark
ettikleri goriilmiistiir.

Arastirmanin yapilandirilmis 6grenci goériisme formundan ve arastirmaci giinliiiinden elde edilen
bulgularma gore drama yonteminin kullanildigi sinif ortami 6grencilerin tamamina yakini tarafindan
eglenceli bulunmus, 6grenciler bu ortamda daha aktif olduklarini, beraber grup olarak calistiklarini ve
konuyu daha iyi anladiklarimi belirtmistir. Bu doniitler drama yontemiyle 6gretim yapilan sinif ortaminin
ogrencilerin katilimini destekleyici, matematige karsi olumlu tutum gelistirici, 6zellikle ilkogretim
kademesindeki Ogrenciler icin onemli ve gerekli olan eglenerek 6grenmeyi destekleyici oldugunu
gostermektedir. Ancak drama yonteminin Ogrenciler i¢in sadece bir oyun anlami tagimamasi i¢in
yontemi uygulayacak olan 6gretmenin drama egitimi almis olmasi 6nem arz etmektedir. Ciinkii drama
siireci oyunsu etkisiyle zaman zaman 6grencilerin kazanimdan uzaklasmasina da zemin hazirlayabilir.
Alan yazinda drama yonteminin uygulandigi sinif ortaminin benzer sekilde 6zellikleri oldugunu ve bu
smif ortamlarinda ogreticilerin dikkatli olmasi1 gereken noktalar1 vurgulayan calismalarin (Hatipoglu,
2006; Oztiirk vd., 2015; Soner, 2005) da bu arastirmada drama yonteminin 6grenme ortamina olumlu
katkis1 bakimindan benzer sonuglari vardir.

Bu calisma arastirmaciya karsilastigi bazi1 6grenme problemlerini ¢zebilmenin getirdigi mutlulugun
yaninda eylem aragtirmasinin islevselligini, 6gretim siireclerinde yontem ve tekniklerini sik sik gézden
gecirip degistirmenin faydalarini da kanitlayarak bireysel mesleki gelisimine katki sunmustur.

SONUC VE ONERILER

Drama yonteminin matematik 6gretiminde karsilagilan 6grenme problemlerini gidermekteki etkisine
yonelik yapilan bu ¢aligmada asagidaki sonuglar elde edilmis ve bu sonuglara bagh olarak birkag éneri
sunulmustur.
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Drama yonteminin ders igi etkinliklerde kullanilmasi 6grencilerin derse katilimini arttirdi, onlart
stireg icerisinde aktif kilarak yaparak yasayarak 6grenmelerini sagladi. Arastirmaci giinliigline yansiyan
goriismelere gore drama yonteminde kullanilan oyunsu siirecler dgrencilerin sahip oldugu matematik
dersinin zor ve sikici oldugu gibi 6n yargilar1 kirmakta etkili oldu. Ciinkii drama ydnteminin
kullanilmasi oyunsu etkisi sayesinde dersin kazanimina karsi 6grencilerin ilgisini arttird1 ve rol gérevleri
araciligiyla da sorumluluk bilinciyle davranmalarini sagladi. Tiim bu olumlu katkilari ile drama
yonteminin 6grenme giicliiklerinin gidermekte etkili oldugu sdylenebilir. Bu baglamda matematik
Ogretimi uygulayicilarina etkili bir 6gretim yontemi olarak drama yonteminin kullanimi bu ¢aligmanin
onerilerindendir.

Ogrenci goriis formundan elde edilen sonuglara gore drama yontemi yarattig1 6zgiir ve demokratik
smif ortamn ile 6grencilere bilgilerini kesfedip yapilandirma imkan1 saglamus, is birlik¢i 6grenme firsati
sunarak Ogrencilerin yardimlagma, empati kurma, demokratik davranig gosterme gibi sosyal iligkileri
destekleyen beceriler edinmelerini saglamistir. Bu baglamda drama yontemi kullanilmasinin sinifta
Ogrencilerin rahat, 6zgiir ancak sorumlu hissettikleri bir 6grenme ortami olusturdugu sdylenebilir.
Ancak drama yonteminin uygulanmasi profesyonellik ve zaman gerektirmektedir. Ciinkii amacindan
uzaklagan drama etkinlikleri 6grenciler i¢in sadece oyun anlami tagimaktadir. Bu baglamda politika
yapicilarin - 0gretmenler i¢in hizmet i¢i ve mesleki egitimler kapsaminda drama egitimini
yaygilastirmast ve tesvik etmesi, okullara ve Ogretmenlere drama etkinliklerinde ya da baska
etkinliklerde kullanilabilmesi amaciyla materyal destegi saglamasi arastirmamin Onerileri arasindadir.
Matematik Ogretmenlerinin drama ydntemi gibi zaman alabilen ancak etkililigi ¢ok yiiksek olan
yontemleri daha rahat uygulayabilmesi i¢in hazirlanacak yeni Ogretim programlarmnda matematik
dersinin kazanimlarinin sadelestirilmesi de Onerilebilir. Ciinkii bu kadar ¢ok hedef kazanimi olan
matematik gibi bir disiplinin her kazanimina uygun yaparak yasayarak 6grenmeye elverisli bir 6gretim
yontemi belirlemek matematik 6gretmenleri agisindan da kolay degildir.

Bu aragtirma sonuglari arastirmacinin ¢aligma grubunu olusturan 10 Ogrencinin doniitleriyle
smirlidir. Daha kalabalik 6grenci gruplarinda drama yonteminin kullanisli olup olmadigi konusunda ya
da uygulanabilirligi konusunda yeni arastirmalar gergeklestirilebilir. Arastirmaci giinliiiine yansiyan
notlara gore arastirmaci drama yontemi kullanmamn dersin zaman yonetimi konusunda ve dgrencilerin
kazanimdan uzaklasmamasi konusunda zaman zaman giigliiklerle karsilasti. Bu nedenle gii¢liikleri
gidermekteki etkisinin yaninda drama yoOnteminin uygulanabilirliginin, zaman agisindan
ekonomikliginin de incelenmesi aragtirmacilar i¢in calismanin dnerilerindendir.

Eylem arastirmalar1 Ogretmenlerin smif icerisinde karsilastiklari 6grenme ya da davranis
problemlerinin ¢oziilmesinde bagvurulmasi gereken ekonomik ve etkin yontemlerden biridir. Matematik
Ogreticilerinin bransin dogasi geregi sik karsilagabilecekleri 6grenme problemlerinin ¢oziimleri i¢in
eylem arastirmalar1 gerceklestirmeyi denemeleri aragtirmanin onerileri arasindadir. Bu baglamda bu
arastirma da farkli yonleriyle gelistirilerek alan yazina daha faydali hale getirilebilir.
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On Test/Son Test Olarak Kullamlan Veri Toplama Araci Gorseli

m SORUYLA CEMBERDE UZUNLUHK

1.

Capi 200 cm olan gemberin ¢evresi ka¢c cm’dir?
(r = 3,14 alinacak.)

Yaricap uzuniugu 7 cm olan gemberin gevresi kag

santimetredir.
22

(r= 7 aliniz.)

3 . Bir kenar1 10 cm olan ABCD karesinden [CB]
¢apli yarim daire kesilip atiliyor. Geri kalan seklin
gevre uzunlugunu bulunuz. (r=3)

C B

4 .

90 cm

120 cm

Yukaridaki sekilde bir traktorn teker gap uzunluklar
verilmigtir.

Buna goére 2160 metrelik bir yolda 6n teker arka
tekerden kac tur fazla déner?

G

Capi 60 cm olan bir bisikletin tekeri 2 tam tur atmigtir.

Buna gore bu bisiklet ka¢ cm yol alir?
(r=3alnz)

Q « Muhammet tekerlek yarigapi 40 cm olan bisikleti

ile 1200 cm yol aldiginda tekerlek kag tur donmus
olur?

-} « Yarigap uzunlugu 25 cm olan bir tekerlek 3 tur
doénduginde kag cm yol alir?

8 . 72 cm uzunlugundaki tel bukllerek bir gember

olusturuluyor. Bu gemberin yarigap uzuniugunu
bulunuz.

3 Yarnicapi 1,42 cm olan ¢emberin cevresi kagc cm’-

die? (x =3 alinacak.)

7 YA ..

Yukarida birim kareler izerine cizilmis olan yarim
¢emberin uzunlugu ka¢ santimetredir?

(r = 3 alinacak.)

Sekil 19. Veri Toplama Araci Gorseli
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Abstract

The main purpose of the study is to investigate whether the planning, organizing and evaluating
dimensions of metacognitive skills predict the total dimension of critical reading self-efficacy perception
of undergraduate university students. The model of the study is a relational survey, and the population
consists of a total of 1590 students who are studying in the first and last years of undergraduate programs
at Tekirdag Namik Kemal University in the 2016-2017 academic year. The sample group consisted of
a total of 403 students, 220 girls and 183 boys, who were randomly selected from the same population.
The data were collected using the "Personal Information Form", "Critical Reading Self-Efficacy
Perception Scale", and "Metacognition Scale". After it was determined that the data of the study were
normally distributed and the variances were homogeneous, percentages, arithmetic means, independent
groups t-test, one-way variance, and multiple regression analysis were used to analyze the data.In the
results of the research, no significant difference was found in the sub-dimensions of metacognition
perception scale of university students in terms of gender and participation in social activities variables.
Similarly, no significant difference was found in the evaluation, research/examination and visual sub-
dimensions of the critical reading self-efficacy perception scale of university students according to the
variable of participation in social activities. A significant difference was found in the evaluation and
visual sub-dimensions according to the gender variable.According to the t-test results for the
significance level of the regression coefficients, the planning subscale of metacognition skills
significantly predicts the total scores of the critical reading self-efficacy perception scale, while the
evaluation and organisation subscales do not significantly predict the total scores of critical reading.

Keywords: Metacognition, Critical Reading, Critical Reading Self-Efficacy Perception.
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INTRODUCTION

Learning is a lifelong process. In this process, the fact that learners have the skills of learning to learn
and learning to think, and that they are good critical readers and develop a positive attitude towards
critical reading, will have a positive impact on the lifelong learning process. In this context, the ability
to read emerges as one of the basic skills for the learner to recognize and discover his/her own self-
awareness and to make sense of implicit learning. Although the ultimate purpose of reading is defined
as understanding (Wright & Cervetti, 2017), reading from different perspectives goes beyond this
meaning and includes the reader's processes of questioning, evaluating, reacting and making meaning
in the interaction between the reader and the text; in other words, the reader creates his/her own meaning
(Baki, 2022). Critical reading is a higher-level reading activity that goes beyond comprehension and
inference. This type of reading requires students to have skills such as analyzing, questioning,
evaluating, and searching for accurate and reliable information, as well as understanding the texts at a
basic level. In this process, according to Kurnaz (2022), self-efficacy plays an important role in learners'
acquisition and development of critical reading skills. Learners with positive self-efficacy towards
critical reading will be more effective readers in knowing and controlling metacognition about
themselves. Muche, Simegn & Shiferie (2024) emphasize the importance of metacognition strategies,
and the skills used in these strategies in critical reading and positive self-efficacy perceptions towards
this reading.

In this context, the planning, organizing, and evaluating skills of metacognition are reflected in
critical reading and positive perceptions of self-efficacy in this reading. Although metacognition is
treated with different definitions by different researchers, the common point in most of them is that
metacognition is the process of interaction between one's knowledge and control about oneself and one's
knowledge and control about the learning process. According to O'Neil & Abedi (1996), metacognition
is the ability to evaluate one's own thinking processes, to control these processes, and to make changes
when necessary. Flavell (1979) argues that metacognition plays an important role in "reading
comprehension, writing, language acquisition, attention, memory, problem solving™ (Flavell, 1979, p.
906). In this case, metacognition may be reflected in the process of critical reading and reading
comprehension. Similarly, Dennis & Somerville (2023) evaluated metacognition experiences in the
process of thinking about thinking in higher education and the effect of these experiences on critical
reading as positive. Ansas, Azizah, Oktavianto & Nasihin (2023) emphasize that a good critical reader
effectively uses metacognition skills in the reading process. In such a process, learners with
metacognition skills can also be open to critical reading. In fact, Khonamri & Karimabadi (2015)
emphasize that higher levels of reading and critical reading involve higher order thinking skills and
metacognition skills.

Learners with metacognition skills show interest in the learning process, which increases their
motivation to learn. They focus their attention on the subject to be learned and develop an attitude toward
the subject. Metacognition allows the learner to assess his/her level of knowledge about him/herself and
the subject to be learned and to control his/her own thought processes. The learner assesses what he
knows and what he needs to learn and sees where he is in the process. Then he/she makes a plan of what
to do, checks the plan, corrects it if necessary, and tries again. At the end of the learning process, he/she
becomes aware of how much he/she has learned, how he/she has learned and what thinking strategies
he/she has used, develops this awareness and makes it a life practice (Yildiz. 2022).

Based on Erdem'’s (2005) opinion that students' success depends mostly on their awareness of their
individual learning styles, two important concepts in acquiring these skills are "critical reading self-
efficacy perception” and "metacognition” skills. In such a process, a critical reader can question the
meaning behind what he reads and think about the purpose of the text. They are aware of the propaganda
techniques, contradictions, allusions, and metaphors hidden in the text. They analyze the information
they receive through their own mental filter, make judgments, and draw original conclusions. In this
process, one's knowledge and control of oneself and one's knowledge and control of the learning process
are very important in using the necessary high-level thinking processes and skills. In fact, a person with
metacognition skills is aware of what he/she knows, what he/she does not know, and what he/she needs
to know. Plans the learning process. He implements the plan, evaluates it, organizes it according to
current needs, and implements it again. In this regard, it is seen that metacognition skills and critical
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reading self-efficacy perception are intertwined and complementary concepts. In fact, Kanmaz (2012)
states that the relationship between metacognition and reading success includes the processes of being
aware of one's own strengths and weaknesses, knowing the requirements of different reading tasks, and
being able to self-control reading activities using this information.

Innovative learners who have high critical reading self-efficacy and metacognition, who plan, control
and evaluate their own learning process, who can produce different solutions to problems, who question,
who are open to change, are the needs of the information age. Since the accumulation of the reader's
experience increases in proportion to his contribution to the text and changes the individual's view of
the future and changes his view of the past (Gokturk, 2007), universities have a great responsibility in
educating these individuals. It is important to take measures to meet these needs while educating future
doctors, engineers, teachers, and scientists. It is clear that learners with metacognition skills and high
critical reading self-efficacy perception will make a difference in their professional lives, shape, develop
and advance the society. In addition, although there are studies on the relationship between
metacognition and critical reading in the literature (Ansas, Azizah, Oktavianto & Nasihin, 2023;
Pujiastuti, Susilo, & Lukiati, 2023; Bagri & Dickinson, 2023; Bouknify, 2023; Pantiwati, Kusniarti,
Permana, Nurrohman, & Sari, 2024; Teng & Yue, 2023; Kim & Anderson, 2023; Shamida, Sidhu,
Kamil, & Du, 2023; Soto, Gutierrez de Blume, Rebolledo, Rodriguez, Palma & Gutiérrez, 2023), and
the study investigating the relationship between metacognition and critical reading self-efficacy at the
level of university students was conducted in the domestic literature (Bozgun & Can, 2023; (Bozgun &
Can, 2023; Kokgi, 2023) and few studies were found in the foreign literature (Ahmadian & Pasand,
2017; Safian & Jiar, 2022; Shehzad, Lashari, Lashari & Hasan, 2020; Samarng, 2023; Talwar, Magliano,
Higgs, Santuzzi, Tonks, O'Reilly & Sabatini, 2023). This has led to the emergence of the relationship
between the two variables as a topic that needs to be studied in order to fill the gap in the literature.

Based on these reasons, it can be said that the research is important in terms of revealing the
relationship between university students' metacognition skills and perceptions of critical reading self-
efficacy, shedding light on similar research to be conducted in the future, and contributing to the field
with the results to be obtained. In this direction, the main purpose of the study is to examine the
predictive relationships between university students' metacognition skills and their perceptions of
critical reading self-efficacy. For this purpose, in the study;

1. Do metacognition skills and perceptions of critical reading self-efficacy differ significantly according
to gender and participation in social activities?

2. Is there a significant relationship between the total and subscale scores of the critical reading self-
efficacy perceptions and metacognition scales?

3. Do the planning, organizing, and evaluating dimensions of metacognition significantly predict the
total dimension of critical reading self-efficacy perceptions?

METHOD
Research Model

This research is a study in relational survey model. Survey studies are studies conducted on larger
masses than other studies, aiming to describe the opinions and characteristics of the masses, and aiming
to reflect the described characteristics of the masses rather than improving them (Buyikoztiirk, Kilig
Cakmak, Akgun, Karadeniz, & Demirel, 2013).

The population of the study consists of a total of 1590 students continuing their education in the
freshman and senior grades of undergraduate programs at Tekirdag Namik Kemal University. The
sample group consists of a total of 403 students, 220 female and 183 male, who were randomly selected
from among the freshman and senior year students studying in twelve different departments of Namik
Kemal University. The research was limited to students studying in the freshman and senior years of
undergraduate programs of Tekirdag Namik Kemal University in the 2016-2017 academic year.
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Data Collection Tools Used
The following instruments were employed for the purpose of data collection:

The study employed the Personal Information Form, the Critical Reading Self-Efficacy Perception
Scale and the Metacognition Scale as data collection tools.

The Personal Information Form

The Personal Information Form requested information from the students on a range of topics,
including their gender, the faculties and departments they had studied, the type of high school they had
graduated from, the educational levels of their parents, the structure of their families, their current
reading habits, their participation in social activities, and their involvement in scientific activities.

The Critical Reading Self-Efficacy Perception Scale

The Critical Reading Self-Efficacy Perception Scale was developed by Karabay (2013) for the
purpose of measuring the critical reading self-efficacy perceptions of those engaged in pre-service
teacher training. The scale is a five-point Likert-type measurement tool comprising 41 items and three
sub-dimensions. The sub-dimensions are designated as "Evaluation,” "Research/Review," and "Visual."
The scale employs a 5-point Likert-type response format, with the following scoring options: 1 = Never,
2 = Rarely, 3 = Occasionally, 4 = Usually, and 5 = Always. The maximum achievable score is 205,
while the minimum is 41. Furthermore, the scale does not employ a reverse or negative scoring system
for its questions. The Cronbach's alpha internal consistency coefficient for the final version of the 41-
item scale is 0.91. The Cronbach alpha internal consistency coefficient for the final version of the 41-
item scale is 91. The reliability coefficients for the subscales were found to be .91 for evaluation, .78 for
research/examination, and .69 for visual. The x2/sd ratio of the scale, as determined by the CFA analysis
conducted by Karabay (2013), was 2.92. In the present study, the Cronbach alpha internal consistency
coefficient of the critical reading self-efficacy perception scale was .92. The reliability coefficients for
the subscales were found to be .91, .77 and .73, respectively, for evaluation, research/review and visual.

Metacognitive Skills Scale

The Metaognitive Skills Scale was developed by Demir (2013) for the purpose of measuring the
metaognitive skill levels of pre-service teachers. The scale was administered to a sample of 250 students
enrolled in various academic programs at the Faculty of Education at Kafkas University, including
Social Studies Teaching, Psychological Counselling and Guidance, and Classroom Teaching.
Exploratory and confirmatory factor analyses were conducted on the data to assess construct validity,
and internal consistency (Cronbach Alpha) coefficients of the items were evaluated within the context
of reliability studies. The results of the analyses led to the formation of a 14-item scale comprising three
sub-dimensions: 'Evaluation’, 'Organising' and 'Planning’. The Cronbach alpha internal consistency
coefficients for the dimensions, which collectively explained 53.074% of the total variance, were .89 in
total, .87 for the first factor, .65 for the second factor and .70 for the third factor. In the present study,
the Cronbach alpha internal consistency coefficient of the metacognition scale was found to be .89 in
total. The reliability coefficients for the subscales were .77 for the evaluation subscale, .65 for the
organisation subscale and .73 for the planning subscale.

Data Analysis

In the analysis of the data, missing or incorrect coding was first examined. Then, outlier analysis was
performed to examine the assumptions of the regression analysis and large values such as Mahalonobis
distance value were not included in the analysis. In the last stage, multicollinearity, variance inflation
(VIF) and tolerance values between variables were examined, and no tolerance approaching zero, VIF
greater than 5, two variances greater than 0.50, and condition index greater than 30 were found. As a
result, ten observations were deleted from the data set due to the missing value and outlier analyses and
the analyses were conducted with 403 participants. In the study, multiple linear regression analysis was
applied to predict the dependent variables. While the dependent variable of the study was the scores
obtained from the critical reading self-efficacy perception scale, the independent variables were the
scores obtained from the metacognition skills scale (CAS) subscales.
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Multiple linear regression analysis was performed to determine the extent to which the values of the
critical reading self-efficacy perception scale were predicted by the scores obtained from the total and
planning, organization, and evaluation subscales of the metacognition skills scale. In this analysis, the
order of entry of independent variables into the equation is determined according to statistical criteria.
Each independent variable is determined according to what is added in terms of its entry order in the
equation (Tabachnick & Fidell, 2001). A significance level of .05 was taken as a criterion in interpreting
whether the findings were significant or not.

In the study, whether the data were suitable for parametric tests was checked with the "Kolmogorow
Smirnov" test. Since it was seen that the data met the suitability of parametric tests in the dimensions of
gender, department, grade, faculty, participation in social activities, it was determined that the data were
normally distributed and the variances were homogeneous (p>0.05). Whether there is a difference
between the answers of the students in terms of their gender, department, grade, faculty, and level of
participation in social activities was tested with t-test for independent groups and one-way analysis of
variance. In the study, number, percentage, arithmetic mean, independent groups t-test, one-way
variance analysis and regression analysis techniques were used as statistical techniques.

FINDINGS

The findings of this study were handled in accordance with the purpose and sub-purposes of the
research.

Table 1. T- Test Results for the Evaluation of Metacognition Skills Scale (MSS) and Critical Reading Self-
Efficacy Perception Scale (CRSPS) with Gender Variables

Subscales Gender N X S Sd T p
Female 220 154 21.5 401 3.01 .00*
Tol CRSP e 183 14735 2273
Female 220 1061 1513 401 370 .00
Evaluation Male 183 1003 16.25
CRSPS Female 220 2821 6.28 a1  -70 48
Research/Study ;.16 183 28.66 6.37
Female 220 1967 425 401 327 .00
Visual Male 183 18.38 351
Female 220 5228 105 401 .80 @2
Total MSS Male 183 5144 10.27
Female 220 2699 612 401 64 52
Evaluation Male 183 26.61 5.42
MSS Female 220  11.08 231 s01 143 15
Organization .1 183 10.73 25
Planning Female 220  14.2 3.16 a1 .38 10
Male 183 1408 321

*p<.05

When Table 1 is examined, there is no significant difference in the research/examination [(t(401)= -
.70; p>.05)] sub-dimension of the critical reading self-efficacy perceptions of the research sample group
according to the gender variable, while there is a significant difference in the evaluation [t (401) =.3.70;
p<.05] and visual [t(401) =.3.27; p<.05] sub-dimensions and total score [t(top) =.3.01; p<.05]. When
the rank averages between the groups are examined, a significant difference is observed in favor of
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female students in total [X (Female= 154, Male= 147.35)], evaluation sub-dimension [X (Female=
106.1, Male= 100.3)] and visual sub-dimension [X (Female= 19.67, Male= 18.38)].

When the significant differentiation between students’ metacognition skill levels and gender variable
is examined, there is no significant differentiation in terms of evaluation [t (401) =.64 p>.05],
organization [t(401) =.1.43 p>.05] and planning [t(401) =.38 p>.05] sub-dimensions and total score
[t(top) =.80 p>.05]. When the rank averages of the metacognition skills scale are examined, it is seen
that female students have higher scores than male students in total [X (Female= 52.28 Male= 51.44)],
evaluation sub-dimension, [X (Female= 26.99 Male=26.61)], organization sub-dimension [X (Female=
11.08 Male= 10.73)] and planning sub-dimension [X (Female=12.20 Male= 14.08)].

Table 2. T- Test Results Regarding the Variables of Participation in Social Activities and Metacognition Skills
Scale (MSS) and

Participation Social -

Subscales Activities N X S Sd T P
399
Total CRSPS Yes 133 155.34 19.54 288 00
No 268 148.97 23.26 307.67
399
Evaluation Yes 133 10581 1367 2.16 .03*
CRSPS No 268 102.42 16.76 238.49
Research/Study Yes 133 29.69 5.95 2.84 .00*
No 268 27.80 6.42 281.95
Yes 133 1983 462 5%
Visual 2.60 .01*
No 268 18.74 3.58 212.89
399
Total MSS Yes 133 53.09 10.76 159 11
No 268 51.32 10.22 251.71
399
Evaluation ves 133 2745 5.74 148 .13
MSS No 268 26.53 5.84 ég;.SS
Organization ves 133 1115 2.55 1.33 .18
No 268 10.80 2.33 243.62
Yes 133 1448 335 99
Planning 1.50 .13
No 268 13.98 3.09 245.51
*p<.05

As seen in Table 2, a significant difference was found in students’ critical reading self-efficacy
perceptions in the sub-dimensions of evaluation [t(399)=2.16; p<.05], research/examination
[t(399)=2.84; p<.05] and visual [t(399)=.2.60; p<.05] and total score [t(top)=2.88; p<.05] according to
the variable of participation in social activities. When the rank averages were analyzed, a significant
difference was found in the total score [X (Yes= 155.34, No= 148.97)], in the evaluation sub-dimension
[X (Yes= 105.81, No= 102.42)], in the research/examination sub-dimension [X (Yes= 29.69, No=
27.80)] and in the visual sub-dimension [X (Yes= 19.83, No= 18.74)], the difference was in favor of the
students who answered "yes" according to the level of participation in social activities [X (Yes= 155.34,
No= 148.97)].

With the metacognition skills scale, there is no significant difference in terms of evaluation [t (399)
=1.48 p>.05], organization [t(399) =1.33 p>.05] and planning [t(399) =1.50 p>.05] sub -dimensions of
the scale and total score [t(top) =1.59 p>.05] according to the variable of students’ participation in social
activities. When the rank averages are examined, it is seen that the students who participated in the
activities have higher scores in total score [X (Yes= 53.09, No= 51.32)], evaluation sub-dimension [X
(Yes= 27.45, No= 26.53)], organization sub-dimension [X (Yes= 11.15, No= 10.80)] and planning sub-
dimension [X (Yes= 14.48, No= 13.98)] than the students who did not participate in the activities.
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Table 3. Arithmetic Mean, Standard Deviation and Correlation Values of Students’ Critical Reading Self-
Efficacy Perception Scale Total and Subscales and Metacognition Skills Subscale Scores and Predictor Variables

Veriable 1 2 3 4 5 6 7 8
1 - 95%* 0% .65** A2%* .36** .36** A2%*
2 - S1*+* B55** A2%* 37F* 37 A2%*
3 - 28** 23%* 18** 18** .28**
4 - .30%* 2T** 2T** 2T**
5 - .95%* .86** 87**
6 - JT4F* A2%*
7 - J70**
8 -
X 150.98 103.47 28.41 19.09 51.90 26.82 10.92 14.15
Ss 22.28 15.90 6.32 3.98 10.40 5.81 2.40 3.18

** p<.001 (1= CRSPS Total, 2= CRSPS/Evaluation, 3= CRSPS/Research-Review, 4= CRSPS/Visual, 5=MSS
Total, 6=MSS/Evaluation, 7=MSS/Organization, 8=MSS/Planning)

Table 3 shows that the arithmetic means of the dependent variables (1,2,3,4) range between 19.09 and
150.98, and the standard deviations between 3.98 and 22.28. Considering that the dependent variables
were measured using a five-point scale, it is noteworthy that the arithmetic averages are high. The
arithmetic means of the independent (predictor) variables (5, 6, 7, 8) ranged between 51.90 and 10.92,
with standard deviations between 10.40 and 2.40. The averages of the independent variables measured
using a five-point scale were similarly high.

It is seen that most of the predictor variables in Table 4 have a moderately significant relationship with
the dependent variables. It is seen that most of the predictor variables are not related to each other at a
level that can cause multicollinearity problems, but they are in a moderately significant relationship.
When the table is examined, it is seen that there is a significant positive relationship between the
independent variable metacognition skills and the independent variable critical reading and self-efficacy
perception (r=,428).

Table 4. Multiple Regression Analysis Results Regarding Critical Reading Self-Efficacy Perception Scale
Total Score and Predictor (Evaluation, Organization, Planning) Variables

Variable B St Error B p T P Binary Partial
R R

Fixed 103.256  5.126 - 20.144 .000 - -

Evaluation (MSS) 314 283 .082 1111 267 .369 .056

Organization .846 .668 .091 1.266 .206 .367 .063

(MSS)

Planning (MSS) 2.124 490 .304 4.331 .000 428 212

R=0.440; R? =0.194; Adjusted RZ =0.548; F (5.a00) = 31,946; p=.000

As seen in Table 4, all predictor variables together significantly explained 19 percent of the variance
in the total score of the CRSPS (R=.440, R* = .194, F (s. 309) =31,946, p<.001). According to the
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standardized regression coefficients (B), the relative importance of the predictor variables on critical
reading self-efficacy perceptions are planning (.304), organization (.091) and evaluation (.082).

The t- test results for the significance of the regression coefficients showed that the planning subscale
of metacognition skills significantly predicted the total scores of the critical reading self-efficacy
perception scale, while the evaluation and organization subscales did not significantly predict the total
score of critical reading.

DISCUSSION AND CONCLUSION

Based on the results obtained from the findings, a differentiation was observed between students’
critical reading self-efficacy perception skills and gender wvariable in the evaluation,
research/examination and visual sub-dimensions and total score on behalf of women. According to this
result, critical reading self-efficacy perceptions of female students have a higher value than male
students. In the literature, Asilioglu & Yaman, 2017; Gomleksiz & Elaldi, 2011; Ozden, 2018 found a
significant relationship between critical reading self-efficacy perceptions and gender factor. These
results are similar to the findings of this study. There are also studies in the literature (Lamb, 1975;
Aybek & Aslan, 2015; Unal & Sever, 2013; Kilavuz, 2020) that are not similar to the study in terms of
gender variable. In the related studies, no significant differentiation was found between gender and
critical reading self-efficacy perceptions.

Based on the results of the study, when examining the reasons for the significant difference in favor
of women in the analysis of critical reading self-efficacy perceptions with respect to gender, it is
observed that women are much more successful than men, especially in reading and understanding texts,
and that women make a notable difference in language courses (Kavakli, 2012). Additionally, it can be
said that this difference is due to women having higher reading habits compared to men and being better
at analyzing what they read (Coles & Hall, 2002).

When the differentiation between students’ metacognition levels and gender variable is examined, it
is seen that there is no significant differentiation. Similarly, similar studies (Gelen, 2022; Vural &
Gindiz, 2019; Sarwar, Yousuf, Hussain & Noreen, 2009; Akkaya, 2015) found no significant
differentiation between metacognition skills and gender. However, in Demir and Kaya’s (2015) study,
students’ metacognition perceptions differed significantly in terms of gender in the dimensions of
evaluation and organization. Similarly, in the studies of Saban (2008), Al-Dawaideh and Al-Saadi
(2013), Asikcan and Saban (2018) and Ozbay (2022), a significant differentiation was found in terms of
gender. However, in the current study, no difference was observed in metacognition skills in terms of
gender. The fact that university students have common and similar conditions and can benefit from the
same opportunities in the same campus may be the reason why there is no significant difference between
the metacognition skills of male and female students. Schwarz (2013) also stated that social life will
increase the metacognition skill levels of the individual. In this case, it can be said that the ability to
interact more with the social environment in universities, which is a dynamic social living space, will
play a role in the development of metacognition skills.

The results demonstrated that students' critical reading self-efficacy perceptions exhibited a notable
discrepancy in sub-dimensions and total scores contingent on the variable of participation in social
activities. This discrepancy was observed to favour the students who responded affirmatively. From this
perspective, it can be posited that social activities, or activities in general, exert a beneficial influence
on students' critical reading self-efficacy perceptions. The specific types of social activities attended also
play a pivotal role in the development of students' critical reading skills. In a similar study conducted by
Alan and Amag (2021), it was concluded that the critical reading self-efficacy perceptions of pre-service
teachers who participated in activities such as seminars and conferences were significantly higher than
those who did not participate. Ozbay (2006) posits that students' interaction with each other is enhanced
through social activities, affording them opportunities to realise themselves in the environments they
inhabit. From this perspective, students' participation in student clubs, community service organisations
and coordinating people, preparing work plans in these areas, carrying out projects and making various
presentations during their university education can positively affect students' critical self-efficacy
perceptions.
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It was observed that perceptions of metacognition skills did not differ significantly in the sub-
dimensions and total score according to the variable of participation in social activities. The studies in
the literature do not support the findings of this study. In fact, the common point in the studies of
Kiligaslan Tuncer, Kincal and Sahin (2015), Swinkels and Giuliano (1995), Kiligaslan Tuncer, Kincal
and Sahin (2015) and Swinkels and Giuliano (1995) is that social activities directly affect the
metacognitive skills of individuals.

According to the t-test results for the significance level of the regression coefficients, the planning
subscale of metacognition skills significantly predicts the total scores of the critical reading self-efficacy
perception scale, while the evaluation and organisation subscales do not significantly predict the total
scores of critical reading.

The results of the studies (Cherik & Aliocuhouche, 2023; Dinger & Cilek, 2022; Zhang, 2001;
Singhal, 2001; Chamot, 2009; Gelen, 2003) that the planning subscale of the metacognition scale
significantly predicted the evaluation subscale of the critical reading self-efficacy perception scale
support the findings of this study. Chamot (2009) also states that students who are aware of the same
cognitive strategies are able to monitor and organise their learning processes, find solutions to fulfil
reading tasks and evaluate themselves after the task is completed. According to Gelen (2003), the reader
should plan his/her thinking strategy and reveal what he/she will do in advance. When he/she uses this
strategy, he/she should check how much he/she realises his/her goals, compare his/her initial knowledge
with his/her final knowledge at the end of reading, and revise his/her plan if necessary. Reading is
defined as an interactive cognitive process in which readers interact with the text. In the reading process,
readers continuously form hypotheses, test predictions, and use a cognitive pathway to construct word
and grammatical meanings (Zhang, 2001). Such strategies are thought to reveal the way readers manage
their interactions with written text, make reading more effective and improve comprehension (Singhal,
2001). It is important what students expect from the text, how they shape the reading process and how
they evaluate the text while performing a reading activity. It can be said that in order to evaluate the text
correctly, a correct planning is needed first and for this reason, the planning dimension of metacognition
skills predicts the total dimension of students' critical reading self-efficacy perceptions.

The results indicate that the evaluation and organization subscales of metacognition do not
significantly predict the total scores of critical reading self-efficacy perceptions. This finding is not
aligned with the existing literature. Gupta and Bamel (2023) posit that an individual's metacognition of
reading strategies enables them to comprehend, plan, organise and monitor the academic material they
read. Those who are successful readers are typically recognised as being adept at employing effective
reading strategies. Karatay (2009) posits that the ability to comprehend a text fully is indicated by the
capacity to interpret and evaluate it. It is therefore crucial for individuals to be conscious of the manner
in which they deploy their metacognition abilities in the planning, organisation and evaluation of their
reading processes. In their study, Pressley, Michael, and Afflerbach (1995) posited that proficient
readers engage in continuous, deliberate thinking, develop effective reading strategies, and possess the
capacity to evaluate their comprehension at specific points during the reading process. Karatay (2010)
posited in his study that readers who are cognitively proficient in reading comprehension are able to
utilise these competencies in a conscious manner when engaging with the text during the reading
process. A reader who has developed metacognition in reading comprehension engages in advance
planning for the reading activity, monitors their reading process continuously, evaluates their
comprehension of the text as they read, and assesses whether they have achieved their pre-established
reading goals upon completion of the text. Cogmen and Saracaloglu (2010) posited that the evaluation
strategy is associated with the determination of whether the pre-reading plan is implemented or not, the
identification of issues in the reading process, and the modification of strategies when necessary. In their
study, Roussey and Piolat (2008) posited that critical reading is a process that necessitates cognitive
exertion, rather than mere reading comprehension. This assertion is corroborated by numerous other
researchers, including Montillado (2023), Yeler (2023), Dotson (2022), Beceren (2022), Roomy (2022),
Sutherland (2021), and Hidey (2023).

The study was confined to students enrolled in the first and last years of the Faculty of Medicine,
Faculty of Economics and Administrative Sciences, Faculty of Arts and Sciences, Faculty of Fine Arts
and Faculty of Engineering at Namik Kemal University in Tekirdag during the spring semester of 2016-
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2017. The students' responses to the metacognition and critical reading self-efficacy scales pertaining to
higher-order skills were also examined. In this context, the fact that the data were collected in 2016-
2017 was identified as a limitation of the research.

In light of the findings of the study, the following recommendations can be put forth:

e It would be beneficial to conduct experimental research with the aim of developing
metacognition skills and increasing the perception of critical reading self-efficacy among
university students.

¢ In higher education curriculums, it is possible to implement measures to develop metacognition
and critical reading skills, as well as to enhance critical reading self-efficacy perceptions.

e In higher education institutions, it would be beneficial to implement additional activities, such
as courses, training sessions, seminars, and so forth, with the aim of enhancing learners'
metacognition skills and critical reading self-efficacy perceptions.

e Arrangements can be made for critical reading and metacognition skills in education and
training curriculums for different faculties, colleges, etc. units of universities.

e Itis recommended that future research adopt a different model, utilise disparate data collection
instruments and methodologies, and employ a more diverse sample, including input from
multiple stakeholders. Furthermore, it would be beneficial to conduct the research in a variety
of universities across different regions.
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Ozet

Caligmanin temel amaci lisans egitimi alan tiniversite 6grencilerinin bilissel farkindaligin planlama,
organizasyon ve degerlendirme boyutlarmin elestirel okuma 6z yeterlik algisinin toplam boyutunu
yordama durumunun incelenmesidir. Aragtirmanin modeli iligkisel tarama olup evren 2016-2017 egitim
ogretim yilinda Tekirdag Namik Kemal Universitesinin lisans programlarmin 1. ve son simiflarinda
dgrenim goren toplam 1590 6grenciden olusturmaktadir. Orneklem grubuysa ayni evren igerisinden
seckisiz yontemle belirlenen 220 kiz 183 erkek olmak tizere toplam 403 6grenciden olusturmaktadir.
Veriler “‘Kisisel Bilgi Formu’’, “Elestirel Okuma Oz Yeterlik Alg:1 Olcegi” ve “Bilissel Farkindalik
Olgegi” kullanilarak toplanmustir. Calismanin verilerinin normal dagilim gdsterdigi, varyanslarin
homojen oldugu belirlendikten sonra verilerin analizinde; yiizde, aritmetik ortalama, bagimsiz gruplar
t- testi, tek yonlii varyans ve ¢oklu regresyon analizinden yararlanilmistir. Arastirma sonuclarmda
iniversite Ogrencilerin biligsel farkindalik algilar1 6lgeginin alt boyutlarinda cinsiyet ve sosyal
etkinliklere katilim degiskenleri agisindan anlamli bir farklihiga rastlanmamistir. Benzer sekilde
tiniversite 6grencilerin elestirel okuma 6z yeterlik algi 6lgeginin degerlendirme, arastirma/ inceleme ve
gorsel alt boyutlarinda da sosyal etkinliklere katilm degiskenine gore anlamli bir farkliliga
rastlanilmamistir. Cinsiyet degiskenine gére degerlendirme ve gorsel alt boyutlarinda anlaml farklilik
bulunmustur. Regresyon katsayilarinin anlamliligina iliskin yapilan t testi sonuglarinda, biligsel
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farkindaligin planlama alt 6lgeginin elestirel okuma 6z yeterlik algi 6lgegi toplam puanlarii anlaml
olarak yordarken degerlendirme ve organizasyon alt dlgeklerinin elestirel okuma toplam puanlarini
anlaml olarak yordamadig goriilmistiir.

Anahtar Kelimeler: Bilissel Farkindalik, Elestirel Okuma, Elestirel Okuma Oz Yeterlik Algisi.

GIRIS

Ogrenme yasam boyu devam eden bir siirectir. Bu siirecte dgrenenlerin 6grenmeyi 6grenme ve
diistinmeyi 6grenme becerilerine sahip olmasi ve iyi bir elestirel okuyucu olup, elestirel okumaya karsi
olumlu bir tutum gelistirmesi yasam boyu 6grenme siirecini olumlu yonde etkileyecektir. Bu baglamda
ogrenenin kendi 6z farkindaligini taniyip, kesfedip ortitk 6grenmelerini anlamlandirabilmesinde temel
yetilerden biri olarak okuma becerisi karsimiza g¢ikmaktadir. Okumanin nihai amaci anlamak olarak
tanimlansa da (Wright ve Cervetti, 2017), farkli bakis agilartyla okuma, bu anlamin 6tesine gegerek okur
ile metin arasindaki etkilesimde okurun sorgulama, degerlendirme, tepki verme ve anlam kurma
stireglerini igerir; yani okur, kendi anlamini yaratir (Baki, 2022). Elestirel okuma becerisi, anlamanin ve
¢ikarim yapmanin otesinde, daha st diizey bir okuma etkinligidir. Bu tiir bir okuma igin 6grencilerin
metinleri temel diizeyde anlamalarinin yan sira analiz yapma, sorgulama, degerlendirme ve dogru ile
giivenilir bilgileri arastirma gibi becerilere sahip olmalar1 gerekir. Oyle ki bu siiregte Kurnaz (2022)’a
gore 6grenenlerinin elestirel okuma becerilerini edinmeleri ve gelistirmelerinde 6z yeterlik 6nemli bir
rol oynamaktadir. Elestirel okumaya kars1 6z yeterliligi olumlu olan 6grenenlerse biligsel farkindaligin
kisinin kendisi hakkindaki bilgisi ve kontroliinde daha etkili birer okuyucu olabileceklerdir. Muche,
Simegn & Shiferie (2024)’de elestirel okuma ve bu okumaya karsi olusturulmus olumlu 6z yeterlilik
algilarda biligsel farkindalik stratejilerinin ve bu stratejilerde kullanilan becerilerin  6nemine
deginmektedir.

Bu baglamda bilissel farkindaligin planlama, organizasyon ve degerlendirme becerileri elestirel
okumaya ve bu okumada yer alan olumlu 6z yeterlilik algilarma yansimaktadir. Biligsel farkindalik
farkli arastirmacilar tarafindan farkli tammmlamalarla ele alinsa da ¢ogundaki ortak nokta bilissel
farkindaliginin kisinin kendisi hakkindaki bilgisi ve kontroliiyle kisinin 6grenme siireci hakkindaki
bilgisi ve kontrolii arasindaki etkilesim siirecidir. O'Neil & Abedi (1996)’a goreyse biligsel farkindalik,
bireyin kendi diisiinme siireclerini degerlendirmesi, bu siirecleri kontrol etmesi ve gerektiginde
degisiklikler yapabilmesi yetisidir. Flavell (1979)’da bilissel farkindaligin “okudugunu anlama, yazma,
dil edinimi, dikkat, hafiza, problem ¢6zme” {izerinde 6nemli bir rol oynadigini ileri siirer. (Flavell,1979,
s. 906). Bu durumda bilissel farkindaligin elestirel okuma ve okudugunu anlama siirecine yansimasi
olarak karsimiza ¢ikabilir. Benzer sekilde Dennis & Somerville (2023)’da ytliksekdgretimde diisiinmeyi
diistinme siirecinde bilissel farkindalik deneyimlerinin ve bu deneyimlerin elestirel okumaya etkisinin
olumlu olarak degerlendirmislerdir. Ansas, Azizah, Oktavianto & Nasihin (2023)’da iyi bir elestirel
okuyucunun bilissel farkindalik becerilerini etkili bir sekilde okuma siirecinde kullandigini
vurgulamaktadir. Boyle bir siiregte bilissel farkindalik becerilerine sahip 6grenenler elestirel okumaya
da acik olabilirler. Nitekim Khonamri & Karimabadi (2015)’de okumanin ve elestirel okumanin iist
seviyelerinin {ist diizey diisiinme becerilerini ve bilissel farkindalik becerilerini igerdigini
vurgulamaktadirlar.

Biligsel farkindalik becerilerine sahip 6grenenler, 6§renme siirecine ilgi gosterir ve bu da 6grenme
motivasyonlarmi artirir. Dikkatlerini 6grenecekleri konuya odaklar ve bu konuya yonelik bir tutum
gelistirirler. Biligsel farkindahik, kisinin hem kendisi hem de 6grenmek istedigi konuyla ilgili bilgi
diizeyini degerlendirmesine ve kendi diisiinme siireglerini kontrol etmesine olanak tanir. Ogrenen ne
bildigini ve ne 6grenmesi gerektigini degerlendirir, bu siirecte nerede oldugunu goriir. Ardindan, ne
yapacagina dair bir plan olusturur, bu plan1 gézden gegirir, gerekirse diizeltir ve yeniden dener. Ogrenme
siirecinin sonunda ise ne kadar Ogrendiginin, nasil 6grendiginin ve hangi diisiinme stratejilerini
kullandiginin bilincine varir, bu farkindaligi gelistirir ve bunu bir yasam pratigi haline getirir (Y1ildiz.
2022).

Ogrencilerin basarilarinin ¢ogunlukla kendi bireysel 6grenme bigimlerinin farkina varmalarma bagh
oldugunu séyleyen Erdem (2005)’in de gériisiinden yola ¢ikarak bu becerileri edinmede iki 6nemli
kavram ’elestirel okuma 6z yeterlik algisi’”’ ve ‘biligsel farkindalik’ becerileri olarak karsimza
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cikmaktadir. Boyle bir siiregte elestirel bir okuyucu, okuduklarinin ardindaki anlanmu sorgulayip metnin
amaci hakkinda fikir yiiriitebilir. Metnin ardina gizlenmis propaganda tekniklerinin, celiskilerin,
imalarin, mecazlarin farkindadir. Elde ettigi bilgileri kendi akil siizgecinden gegirerek analiz eder,
degerlendirmeler yapar ve 6zgiin sonuglara ulasir. Bu siirecte gerekli iist diizey diisiinme siire¢ ve
becerilerini kullanmada kisinin kendisi hakkinda bilgisi ve kontroliiyle 6grenme siireci hakkindaki
bilgisi ve kontrolii olduk¢a 6nem arz etmektedir. Nitekim biligsel farkindalik becerilerine sahip bir birey
de bildiginin, bilmediginin ve bilmesi gerekenlerin farkindadir. Ogrenme siirecini planlar. Plani uygular,
degerlendirir, mevcut ihtiyaclar dogrultusunda diizenler ve tekrar uygular. Bu dogrultuda bilissel
farkindalik becerileri ile elestirel okuma 6z yeterlik algisi birbiriyle i¢ ige ge¢cmis, birbirini tamamlayan
kavramlar olarak yer aldig goriilmektedir. Oyle ki Kanmaz (2012) bilissel farkindalik ile okudugunu
anlama basaris1 arasindaki iligkinin; kiginin kendi gii¢lii ve zayif yonlerinin farkinda olma, farkli okuma
gorevlerinin gerektirdiklerini bilme ve bu bilgileri kullanarak okuma etkinliklerini kendi kendine kontrol
edebilme siireglerini icerdigini ifade etmektedir.

Elestirel okuma 6z yeterligi yiiksek ve bilissel farkindalik becerilerine sahip, kendi 6grenme siirecini
planlayan, denetleyen ve degerlendiren, problemlere farkli ¢oziimler iiretebilen, sorgulayan, degisime
acik, yenilik¢i 6grenenler bilgi caginin ihtiyacidir. Ciinkii okuyucunun yasanti birikimi, metne katkisi
oraninda artar ve bireyin gelecege bakisini degistirir, gecmise bakisin1 degistirir (Goktiirk, 2007) Bu
bireylerin yetismesinde Universitelere diisen sorumluluk biiyiiktiir. Gelecegin doktoru, miihendisi,
Ogretmeni, bilim insanm yetistirilirken bu ihtiyaclar1 karsilamaya yonelik onlemler alinmasi 6nem
tagimaktadir. Bilissel farkindalik becerilerine sahip olan elestirel okuma 6z yeterlik algis1 yiiksek
Ogrenenlerin is yasamlarmmda fark vyaratacaklari, toplumu sekillendirecekleri, gelistirecekleri,
ilerletecekleri agiktir. Ayrica alan yazin incelendiginde bilissel farkindalik ve elestirel okuma arasindaki
iligskiyi ele alan ¢aligmalar bulunsa da (Ansas, Azizah, Oktavianto & Nasihin, 2023; Pujiastuti, Susilo,
& Lukiati, 2023; Bagri & Dickinson, 2023; Bouknify, 2023; Pantiwati, Kusniarti, Permana, Nurrohman,
& Sari, 2024; Teng & Yue, 2023; Kim & Anderson, 2023; Shamida, Sidhu, Kamil & Du, 2023; Soto,
Gutierrez de Blume, Rebolledo, Rodriguez, Palma & Gutiérrez, 2023 ), bilissel farkindaligin elestirel
okuma 6z yeterlilik arasindaki iliskiyi Universite 6grencileri diizeyinde arastiran calismaya alan yazinda
yurt ici (Bozgun & Can, 2023; Kokeiii, 2023) ve dis1 literatiirde (Ahmadian & Pasand, 2017; Safian &
Jiar, 2022; Shehzad, Lashari, Lashari & Hasan, 2020; Samarng, 2023; Talwar, Magliano, Higgs,
Santuzzi, Tonks, O’Reilly & Sabatini, 2023 ) az sayida ¢alismaya rastlanilmistir. Bu ise iki degisken
arasindaki iliskinin incelenmesi literatiirdeki boslugu gidermek adma calisilmasi gereken bir konu
olarak belirmesine neden olmustur.

Bu gerekeelerden yola cikarak, arastirmanin Universite 6grencilerinin biligsel farkindalik becerileri
ve elestirel okuma 6z yeterlik algilar1 arasindaki iliskiyi ortaya koymasi, bundan sonra yapilacak benzer
arastirmalara 151k tutabilmesi, elde edilecek sonuclarla alana katki yapabilmesi agisindan 6nemli oldugu
sdylenebilir. Bu dogrultuda arastirmanin temel amaci Universite 6grencilerinin bilissel farkindalik
beceri diizeyleri ile elestirel okuma 6z yeterlik algilar1 arasindaki yordamsal iliskilerin incelenmesidir.
Bu amagla ¢alismada;

1. Cinsiyet ve sosyal etkinliklere katilma durumu degiskenlerine gore bilissel farkindalik becerileri
ve elestirel okuma 6z yeterlik algilar1 anlamli bir sekilde farklilagsmakta midir?

2. Elestirel okuma 6z yeterlik algi ve biligsel farkindalik 6lgekleri toplam ve alt 6lgek puanlari
arasinda anlamli bir iligski var midir?

3. Biligsel farkindaligin planlama, organizasyon ve degerlendirme boyutlar1 elestirel okuma 6z
yeterlik algisinin toplam boyutunu anlamh olarak yordamakta midir?

YONTEM
Arastirma Modeli

Bu arastirma; iliskisel tarama modelinde bir ¢alismadir. Tarama arastirmalari; diger arastirmalara
gore daha genis kitleler lizerinde yapilan, kitlelerin goriiglerini, 6zelliklerini betimlemeyi amaglayan,
kitlelerin betimlenen ozelliklerini iyilestirmeyi degil aynen yansitmayr amaglayan arastirmalardir
(Blyukoztirk ve Ark., 2013).
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Aragtirmanin evrenini Tekirdag Namik Kemal Universitesinde lisans programlarmin 1. ve son
smiflarinda egitimlerine devam eden toplam 1590 &grenci olusturmaktadir. Orneklem grubunu ise
Tekirdag Namik Kemal Universitesinin on iki farkli béliimiinde okuyan 1. ve son simf dgrencileri
icerisinden segkisiz (random) yontemle belirlenen 220 kiz 183 erkek olmak iizere toplam 403 6grenci
olusturmaktadir. Arastirma 2016-2017 egitim dgretim yilinda Tekirdag Namik Kemal Universitesinin
lisans programlarmin 1. ve son siniflarinda 6grenim goren 6grenciler ile sinirlandirilmistir.

Veri Toplama Araclar

Arastirmada veri toplama araclar1 olarak, Kisisel Bilgi Formu, Elestirel Okuma Oz Yeterlik Alg
Olgegi ve Bilissel Farkindalik Olgegi’nden yararlamlmstir. Kisisel Bilgi Formu

Kisisel bilgi formunda o6grencilere; cinsiyet, 6grenim gordiikleri fakiilte ve boliimleri, mezun
olduklari lise tiirii, anne ve baba egitim diizeyleri, ailelerin genel yapisi, giincel dergi ve gazete okuma
aligkanliklari, sosyal etkinliklerde rol alip almadiklar1 ve bilimsel faaliyetlere katilma durumlari gibi
sorular1 cevaplamalar1 istenmistir.

Elestirel Okuma Oz-yeterlik Alg1 OlgegiElestirel Okuma Oz yeterlik Alg1 Olgegi Karabay (2013)
tarafindan 6gretmen adaylarmin elestirel okuma 6z yeterlik algilarimi 6lgmek amaciyla gelistirilmistir.
Olgek 5°1i likert tipinde olup 41 madde ve 3 alt boyuttan olusan bir dlgme aracidir. Bu alt boyutlar
“Degerlendirme”, “Arastirma/ Inceleme” ve “Gérsel” olarak adlandirilmaktadir. Olgekte puanlama ise
1: Higbir zaman, 2: Nadiren, 3: Arasira, 4: Genellikle ve 5: Her zaman seklinde siralanmustir ve dlgekten
almabilecek en yiiksek puan 205 iken en diisiik puan ise 41°dir. Ayrica Slgekte ters ya da olumsuz soru
puanlamas1 bulunmamaktadir. Olgegin 41 maddelik son hali icin Cronbach Alfa i¢ tutarhilik katsayisi.
91°dir. Alt 6lgeklere iliskin giivenirlik katsayilari ise degerlendirme .91, arastirma/ inceleme .78 ve
gorsel .69 olarak bulunmustur. Karabay (2013) tarafindan yapilan DFA analizi sonucunda 6lgegin x%/
sd oran1 2.92°dir. Bu ¢alisma i¢in elestirel okuma 6z yeterlik algi1 6lgeginin Cronbach Alfa i¢ tutarlilik
katsayis1 .92'dir. Alt 6lgeklere iliskin giivenirlik katsayilari ise degerlendirme .91, arastirma/ inceleme
.77 ve gorsel .73 olarak bulunmustur.

Bilissel Farkindalik Olgegi

Bilissel Farkindalik Olgegi, Demir (2013) tarafindan 6gretmen adaylarinin bilissel farkindalik beceri
diizeylerinin olgiilmesi amaciyla gelistirilmistir. Bu o6lgek Kafkas Universitesi Egitim Fakiiltesinde
farkhi boliimlerde (Sosyal Bilgiler Ogretmenligi, Psikolojik Danismanlhik ve Rehberlik ve Sinif
Ogretmenligi) 6grenim goren 250 dgrenci iizerinde yapilmustir. Veriler iizerinde yap1 gecerligi igin
acimlayic1 ve dogrulayici faktdr analizi yapilmis, giivenirlik ¢alismalar1 kapsaminda maddelerin i¢
tutarlik (Cronbach Alpha) katsayilar1 incelenmistir. Analizler sonucunda “Degerlendirme”,
“Orgiitleme” ve “Planlama” alt boyutlarindan olusan 14 maddelik bir dlgek olusturulmustur. Toplam
varyansin %53.074tinii agiklayan boyutlara iliskin Cronbach Alpha i¢ tutarlilik katsayilarinin toplamda
.89, birinci faktorde .87, ikinci faktérde .65 ve tiglincii faktorde .70 oldugu goriilmiistiir. Bu ¢alisma icin
ise bilissel farkindalik 6l¢eginin Cronbach Alfa i¢ tutarlilik katsayisi toplamda .89; alt dlgeklere iliskin
giivenirlik katsayilar1 degerlendirme alt boyutunda .77, organizasyon alt boyutunda .65 ve planlama alt
boyutunda ise .73 olarak bulunmustur.

Veri Analizi

Verilerin analizinde once eksik ya da yanlis kodlamalar incelenmistir. Sonrasinda regresyon
analizinin sayiltilarim incelemek i¢in aykirt degerler veri setinden g¢ikarilmistir. Son asamada ise
degiskenler arasinda ¢oklu baglant1 (multicollinearity), varyans sigsmesi (VIF) ve tolerans degerleri
incelenmis, sifira yaklasan tolerans, 5’ten biiyiik VIF, 0.50’den biiyiik iki varyansin eslik ettigi ve 30’dan
biiyiik kosul endeksine rastlanmamustir. Sonug olarak, yapilan eksik deger ve aykir1 deger analizleri
sonucunda on gozlem veri setinden silinerek analizler 403 katilimciyla gergeklestirilmistir. Arastirmada,
bagimli degiskenlerin yordanmasi amaciyla ¢oklu dogrusal regresyon analizi uygulanmistir.
Arastirmanin bagimli degiskeni elestirel okuma 6z yeterlik algi 6l¢geginden alinan puanlar iken, bagimsiz
degiskenler ise biligsel farkindalik 6lcegi (BFO) alt dlgeklerinden alian puanlardir.

Elestirel okuma 6z yeterlik alg1 6l¢egi degerlerinin biligsel farkindalik 6l¢eginin toplam ve planlama,
organizasyon, degerlendirme alt olgeklerinden alinan puanlar tarafindan ne oranda yordandigim
belirlemek amaciyla ¢coklu dogrusal regresyon analizi yapilmistir. Bu analizde bagimsiz degiskenlerin
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esitlige girig sirasi istatistiksel Ol¢iitlere gore belirlenir. Her bir bagimsiz degisken esitlikteki kendi girig
sirast bakimindan ne eklendigine gore belirlenir (Tabachnick ve Fidell, 2001). Bulgularin anlamli olup
olmadigimin yorumlanmasinda .05 anlamlilik diizeyi 6l¢iit alinmugtir.

Arastirmada verilerin parametrik testlere uygun olup olmadigr “Kolmogorow Smirnov” testi ile
kontrol edilmistir. Verilerin parametrik testlerin uygunlugunu cinsiyet, boliim, simif, fakiilte, sosyal
etkinliklere katilm boyutlarinda sagladigi goriildiiglinden, verilerin normal dagilim gosterdigi ve
varyanslarin homojen oldugu belirlenmistir (p>0.05). Ogrencilerin cevaplari ile cinsiyet, béliim, sinif,
fakiilte, sosyal etkinliklere katiim diizeyine gore farklilik olup olmadigi bagimsiz gruplar i¢in t testi ve
tek yonlii varyans analizi ile test edilmistir. Calismada, istatistiksel teknikler olarak; sayi, yilizde,
aritmetik ortalama, bagimsiz gruplar t- testi, tek yonli varyans analizi ve regresyon analizi
tekniklerinden yararlanilmistir.

BULGULAR

Bu arastirmada ortaya ¢itkan bulgular, arastirmanin amaci ve alt amaglarma uygun sekilde ele
almmugtir.

Tablo 1. Cinsiyet Degiskeni ile Bilissel Farkindalik Olgegi (BFO) ve Elestirel Okuma Oz Yeterlik Algi Olgeginin
(EOOYAO) Degerlendirilmesine iligkin t Testi Sonuglar1

Alt Olgekler Cinsiyet N X S Sd T P
- Kadm 220 154 215 401 301 .00

Toplam EOOYAQ Erkek 183 14735  22.73
Kadn 220 1061 1513 401 370  .00*

~ Degerlendirme Erkek 183 1003 1625
EOOYAO | Kadn 220 2821 628 401 -70 48

Arastirma/Inceleme Erkek 183 2866 637
Kadm 220 1967 425 401 327 .00

Gorsel Erkek 183 1838 351
] Kadm 220 5228 105 401 80 42

Toplam BFO Erkek 183 5144  10.27
Kadm 220 2699 612 401 64 52

) Degerlendirme Erkek 183 2661 542
BFO Kadin 220 11.08 231 401 143 .15

Organizasyon Erkek 183 1073 25
olanlarma Kadin 220 14.2 316 401 38 0

Erkek 183 1408 321

*p<.05

Tablo 1 incelendiginde arastirma ornekleminin grubunun elestirel okuma 6z yeterlik algilarinin
cinsiyet degiskenine gore arastirma/ inceleme [(twoy=-.70; p>.05)] alt boyutunda anlamli bir farklilik
bulunmazken degerlendirme [tu01=.3.70; p<.05] ve gorsel [tuoy=.3.27; p<.05] alt boyutlarinda ve
toplam puanda [tuop=.3.01; p<.05] anlamli bir farklilasma bulunmaktadir. Gruplar arasindaki sira
ortalamalarma bakildiginda ise toplamda [X (Kadin= 154, Erkek= 147.35)], degerlendirme alt
boyutunda [X (Kadin= 106.1, Erkek= 100.3)] ve gorsel alt boyutunda [X (Kadin= 19.67, Erkek= 18.38)]
kadinlar lehine anlamli bir farklilik gériilmektedir.

Ogrencilerin biligsel farkindahk diizeyleri ile cinsiyet degiskeni arasmdaki anlamli farklilagma
incelendiginde ise degerlendirme [tuoy=.64 p>.05], organizasyon [tuon=.1.43 p>.05] ve planlama



167

[ton=.38 p>.05] alt boyutlar1 ile toplam puan [tp=.80 p>.05] agisindan anlaml olarak farklilagma
goriilmemektedir. Bilissel farkindalik 6lgeginin sira ortalamalarina bakildiginda ise toplamda [X
(Kadin= 52.28 Erkek= 51.44)], degerlendirme alt boyutunda, [X (Kadmn= 26.99 Erkek= 26.61)],
organizasyon alt boyutunda [X (Kadin= 11.08 Erkek= 10.73)] ve planlama alt boyutunda [X (Kadin=
12.20 Erkek= 14.08)] kadin 6grencilerin erkek o6grencilere gore daha yiiksek puana sahip oldugu
gorilmektedir.

Tablo 2. Sosyal Etkinliklere Katilim Degiskeni ile Bilissel Farkindalik Olcegi (BFO) ve Elestirel Okuma Oz
Yeterlik Algi Olcegi (EOOYAO) Degerlendirilmesine iliskin t Testi Sonuglari

Sosyal  Etkinlikler

Alt Olgekler Katihm NG X S sd T P
conm  Evet 133 15534 1954 399 .
Toplam EOOYAO 268 14897 2326 307.67 288 00
o Evet 133 10581 13.67 399 .
w nn Deforlendirme Hayir 268 10242 1676 31549 20 03
EOOYAO
Arastrma/incelome | EVet 133 2969 595 399 Lo o
a3 CEIeME Hayir 268 27.80 642 28195 “°F
) Evet 133 1083 462 399 .
Gorsel Hayir 268 1874 358 21289 200 01
; Evet 133 5309 10.76 399
Toplam BFO Hayir 268 5132 1022 25171 99 i
o Evet 133 2745 574 399
- Degerlendirme Hayr 268 2653 584 26738 48 13
Oraanizasvon Evet 133 1115 255 399 .. o
ganizasy Hayir 268 1080 233 24362 0
Evet 133 1448 335 399
Planlama Hayir 268 13.98 300 24551 0 13
*p<.05

Tablo 2°de goriildiigh iizere 6grencilerin elestirel okuma 6z yeterlik algilarinin sosyal etkinliklere
katilim degiskenine gore Ol¢egin alt boyutlarindan degerlendirme [t(399)=2.16; p<.05] arastirma/
inceleme [t(399)=2.84; p<.05] ve gorsel [t(399)=.2.60; p<.05] alt boyutlarinda ve toplam puanda
[t(top)= 2.88; p<.05] anlamli farklilasma bulunmustur. Sira ortalamalarina bakildiginda ise toplam
puanda [X(Evet= 155.34, Hayir= 148.97)], degerlendirme alt boyutunda [X (Evet= 105.81, Hayir=
102.42)], arastirma/ inceleme alt boyutunda [X (Evet= 29.69, Hayir= 27.80)] ve gorsel alt boyutunda
[X (Evet= 19.83, Hayir= 18.74)] farkin sosyal faaliyetlere katilim diizeyine gore “evet” cevabi veren
ogrenciler lehine oldugu goriilmektedir [X (Evet= 155.34, Hayir= 148.97)].

Bilissel farkindalik 6lcegi ile dgrencilerin sosyal etkinliklere katilim degiskenine gore olgegin alt
boyutlarindan degerlendirme [te9=1.48 p>.05], organizasyon [tsee=1.33 p>.05] ve planlama
[tzeg=1.50 p>.05] alt boyutlari ile toplam puan [twp=1.59 p>.05] agisindan anlaml farklilagsma yer
almamaktadir. Sira ortalamalarma bakildiginda ise toplam puanda [X (Evet= 53.09, Hayr= 51.32)],
degerlendirme alt boyutunda [X (Evet= 27.45, Hayir= 26.53)], organizasyon alt boyutunda [X (Evet=
11.15, Hayir= 10.80)] ve planlama alt boyutunda [X (Evet= 14.48, Hayir= 13.98)] etkinliklere katilan
ogrencilerin katilmayan 6grencilere gore daha yiiksek puanlara sahip olduklari goriilmektedir.
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Tablo 3. Elestirel Okuma Oz Yeterlik Alg1 Olcegi Toplam ve Alt Olgekleri ile Bilissel Farkindalik Alt Olgek
Puanlar1 ve Yordayici Degiskenlere iliskin Aritmetik Ortalama, Standart Sapma ve Korelasyon Degerleri

Degisken 1 2 3 4 5 6 7 8

1 - .95** J70** .65** 42 .36** .36** 42>
2 - S51** 55** 42 37 37 42>
3 - 28** 23** 18** 18** .28**
4 - .30** 27 27 27
5 - .95** .86** 87**
6 - 4 J2**
7 - J70**
8 -

X 150.98  103.47 2841 19.09 51.90 26.82 10.92 14.15
Ss 22.28 15.90 6.32 3.98 10.40 5.81 2.40 3.18

(1=EOOYAO Toplam, 2= EOOYAO/Degerlendirme, 3=EOOYAO/Arastirma-Inceleme, 4= EOOYAO/Gérsel,
5=BFO Toplam, 6=BFO/Degerlendirme, 7=BF0/Organizasyon, 8= BFO/Planlama)

** <001
Tablo 3’te bagimli degiskenlerin (1,2,3,4) aritmetik ortalamalarmin 19.09 ve 150.98, standart

sapmalarmin ise 3.98 ile 22.28 arasinda degistigi goriilmektedir. Bagimli degiskenlerin besli dereceleme
Olgegi kullanilarak Ol¢iildiigii géz Oniine alindiginda, aritmetik ortalamalarin yiiksek oldugu dikkati
cekmektedir. Bagimsiz (yordayici) degiskenlerin (5, 6, 7, 8) ise aritmetik ortalamalar1 51.90 ile 10.92,
standart sapmalar1 10.40 ile 2.40 arasinda degismektedir. Besli dereceleme 6l¢egi kullanilarak 6lgiilen

bagimsiz degiskenlerin ortalamalarinin da benzer sekilde yiiksek oldugu goriilmektedir.

Tablo 3’teki yordayici degiskenlerin ¢ogunun bagimli degiskenlerle orta diizeyde anlamli iligki
icinde olduklar1 goriilmektedir. Yordayict degiskenlerin ¢ogu kendi aralarinda ¢oklu baglanti sorunu
olusturabilecek yiikseklikte iliskili olmadiklari, ancak orta diizeyde anlamli iligski i¢inde olduklar
goriilmektedir. Tablo incelendiginde bagimsiz degisken olan biligsel farkindalik ile bagimsiz degisken

olan elestirel okuma ve 6z yeterlik algis1 arasinda pozitif yonde anlamli bir iliski oldugu goriilmektedir
(r=,428).

Tablo 4. Elestirel Okuma Oz Yeterlik Algi Olcegi Toplam Puani ve Yordayici (Degerlendirme, Organizasyon,
Planlama) Degiskenlere Iliskin Coklu Regresyon Analizi Sonuglar1

Degisken B StHataB  f T P ikili Kismi
R R

Sabit 103.256 5.126 - 20.144 .000 - -

Degerlendirme 314 .283 .082 1.111 .267 .369 .056

(BF)

Organizasyon .846 .668 .091 1.266 .206 .367 .063

(BF)

Planlama (BF) 2.124 490 .304 4.331 .000 428 212

R=0.440; R?=0.194; Diizeltilmis R?=0.548; F (3399) = 31,946; p=.000

Tablo 4’te goriildiigii gibi, tiim yordayic1 degiskenler hep birlikte EOOYAO toplam puamndaki
varyansin yiizde 19’unu anlamli olarak aciklamaktadir (R=.440, R?>= .194, F(3399)=31,946, p<.001).
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Standardize edilmis regresyon katsayilarina () gére, yordayici degiskenlerin elestirel okuma 6z yeterlik
algilar1 tizerindeki goreli 6nem sirasi; planlama (.304), organizasyon (.091) ve degerlendirme (.082)’dir.

Regresyon katsayilarmin anlamliligma iliskin yapilan t testi sonuglarinda, biligsel farkindaligin
planlama alt 6l¢ceginin elestirel okuma 6z yeterlik algi 6lgegi toplam puanlarini anlamli olarak yordarken
degerlendirme ve organizasyon alt Ol¢eklerinin elestirel okuma toplam puanlarini anlamli olarak
yordamadigi goériilmektedir.

TARTISMA VE SONUC

Bulgulardan elde edilen sonuglardan yola ¢ikarak 6grencilerin elestirel okuma 6z yeterlik algilariyla
cinsiyet degiskeni arasinda alt boyutlarda ve toplam puanda kadinlar adina farklilagma goriilmiistiir. Bu
sonuca gore kadin iiniversite 6grencilerin elestirel okuma 6z yeterlik algilar1 erkek dgrencilere nazaran
daha yiiksek bir degere sahiptir. Literatiirde de Asilioglu ve Yaman (2017; 2011) ve Ozden, (2018) nin
aragtirmalarinda elestirel okuma 6z yeterlik algilar1 ile cinsiyet faktorii arasinda anlaml bir iliski
bulunmustur. Bu sonuglar ¢alisma arastirma bulgulariyla benzerlik gostermektedir. Literatiirde cinsiyet
degiskeni agisindan arastirmayla benzerlik gostermeyen ¢alismalar da (Lamb, 1975; Aybek ve Aslan,
2015; Unal ve Sever, 2013; Kilavuz, 2020) bulunmaktadr. ilgili ¢alismalarda cinsiyetle arastirmalarinda
elestirel okuma 0z yeterlik algilar1 arasinda anlamli bir farklilasma bulunamamistir. Calisma
sonuglarindan da yola ¢ikarak cinsiyet agisindan elestirel okuma 6z yeterlik algilar1 iizerine yapilan
analiz sonuglarinda kadinlar Iehine anlamli farklilik ¢ikmasinin nedenlerine bakildiginda kadinlarin,
Ozellikle okuma ve metinleri anlamada erkeklerden ¢ok daha basarili olduklar1 ve dil derslerinde
kadinlarin agik ara fark yarattiklar1 (Kavakli, 2012) gériilmektedir. Ayrica kadinlarin erkeklere nazaran
okuma aligkanliklariin daha yiiksek olup okuduklarimin iyi analiz etmelerinin (Coles ve Hall, 2002) bu
farkliliga neden oldugu sdylenebilir.

Universite 6grencilerin  bilissel farkindalik beceri algilariyla cinsiyet degiskeni arasindaki
farklilasma incelendiginde anlamli bir farklilasma olmadigi goriilmektedir. Benzer sekilde yapilan
arastrmalarda (Gelen, 2022; Vural ve Giindiiz, 2019; Sarwar, Yousuf, Hussain ve Noreen, 2009;
Akkaya, 2015) bilissel farkindalik becerileriyle cinsiyet arasinda anlamli bir farklilasma
bulunamamustir. Ancak Demir ve Kaya (2015)’nin ¢aligmalarinda 6grencilerin bilissel farkindalik beceri
algilar1 cinsiyet agisindan; degerlendirme ve organizasyon boyutlarinda anlamli bir bigimde farklilasma
gostermektedir. Benzer sekilde Al-Dawaideh ve Al-Saadi (2013), Asikcan ve Saban (2018), Ozbay
(2022)’1n ¢alismalarinda da anlamli bir farklilasma cinsiyet agisindan yer almaktadir. Ancak mevcut
calismada da cinsiyet acgisindan biligsel farkindalik beceri algilar1 acisindan cinsiyete gore bir farklilik
goriilmemistir. Universite dgrencilerinin ortak ve benzer sartlara sahip olmalari, ayn1 yerleske iginde
ayn1t imkanlardan faydalanabilmeleri kiz ve erkek oOgrencilerin bilissel farkindalik beceri algilar
arasinda anlamli farklilasma olmamasinin nedenlerinden biri olabilir. Schwarz (2013) da sosyal hayatin,
kisinin biligsel farkindalik beceri diizeylerini yiikseltecegini sdylemistir. Bu durumda dinamik bir sosyal
yasam alan1 olan {iniversitelerde sosyal ¢evresiyle daha cok etkilesime girebilme becerisinin bilissel
farkindalik becerilerinin gelismesinde rol oynayacagi sdylenebilir.

Ogrencilerin elestirel okuma 6z yeterlik algilarinin sosyal etkinliklere katilim degiskenine gore alt
boyutlarda ve toplam puanda, anlaml bir farkliliga neden oldugu ve bu farkin “evet” cevabi veren
ogrenciler lehine farklilastigi goriilmiistiir. Buradan hareketle sosyal faaliyet ya da etkinliklerin
Ogrencinin elestirel okuma 6z yeterlik algilarina pozitif bir katki yaptigi, katilim saglanan sosyal etkinlik
tiirlerinin 6grencinin elestirel okuma becerisini gelistirmede 6nemli bir role sahip oldugu sdylenebilir.
Alan ve Amag (2021)’1n yaptiklari benzer bir arastirmada, seminer ve konferans gibi etkinliklere katilan
Ogretmen adaylarmin elestirel okuma 6z yeterlik algilarinin katilmayanlara gére anlamli diizeyde yiiksek
oldugu sonucuna ulagilmistir. Ozbay (2006)’da sosyal etkinlikler aracihgiyla dgrencilerin birbirleriyle
etkilesimi arttigin1 ve ogrencilerin bulunduklar1 ortamlarda kendilerini geceklestirmek icin firsatlar
buldugunu vurgulamaktadir. Buradan hareketle 6grencilerin {iniversite 6grenimleri siiresince 6grenci
kuliiplerinde, toplum hizmeti veren kuruluslarda gérev almalar1 ve insanlar1 koordine etmeleri, bu
alanlarda caligma planlar1 hazirlamalari, projeler yiirlitmeleri ve ¢esitli sunumlar yapmalar1 6grencilerin
elestirel okuma 6z yeterlik algilarim olumlu yonde etkileyebilir.
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Bilissel farkindalik beceri algilarinin sosyal etkinliklere katilim degiskenine gore alt boyutlarda ve
toplam puanda anlamli olarak farklilagmadigi goriilmiigtiir. Alan yazinindaki ¢aligmalar bu aragtirmanin
bulgular1 destekler nitelikte degildir. Oyle ki Kiligaslan Tuncer, Kincal ve Sahin (2015), Swinkels ve
Giuliano (1995), Kiligaslan Tuncer, Kincal ve Sahin (2015) ve Swinkels ve Giuliano (1995)’nun
caligmalarmin ortak noktasi sosyal etkinliklerin bireyin biligsel farkindaligimi dogrudan etkiledigi
yoniindedir. Ogrencinin okul ve sosyal yasantisinda basarili bir birey olmasinin énemli bir kosulu sosyal
gevre ile olan uyumudur. Birlikte hareket edebilmek, karar verebilmek, hangi ortamda nasil davranmasi
gerektigini bilmek ve bir gruba iiye olmak gibi konularda bireyin gelisim saglamasinda sosyal
etkinliklerin payr biiylktir. Biligsel farkindalik beceri algi diizeylerinin sosyal etkinliklere katilim
degiskenine gore anlamli olarak farklilagsmamasinin nedenleri; 6grencilerin sosyal etkinliklere ¢ok fazla
katilmamasi, katilmig olsalar dahi bu faaliyetlerde etkin rol almamalar1 veya rol almaktan kaginmalari,
katildiklar1 sosyal etkinliklerin amaglarimin farkinda olmamalar1 ya da bu amaglar1 sorgulamamalari
olabilir.

Regresyon katsayilar1 anlamlilik diizeyine yonelik t testi sonuglarina gore, biligsel farkindaligin
planlama alt 6l¢geginin elestirel okuma 6z yeterlik algi 6l¢egi toplam puanlarii anlamli olarak yordarken
degerlendirme ve organizasyon alt olg¢eklerinin elestirel okuma toplam puanlarini anlamli olarak
yordamamaktadir. Biligsel farkindalik Glgeginin planlama alt boyutu elestirel okuma 6z yeterlik algi
0lgeginin degerlendirme boyutunu anlamli olarak yordamasina iliskin yapilan ¢alisma sonuglari (Cherik
ve Aliocuhouche, 2023; Dinger ve Cilek, 2022; Zhang, 2001; Singhal, 2001; Chamot, 2009; Gelen,
2003) bu arastirmanin bulgularimi destekler niteliktedir. Chamot (2009) da aym bilissel stratejilerden
haberdar olan Ogrencilerin 6grenme siireglerini izleyebildiklerini, diizenleyebildiklerini, okuma
goérevlerini yerine getirmek i¢in ¢6ziimler bulabildiklerini ve gérev tamamlandiktan sonra kendilerini
degerlendirebildiklerini belirtmektedir. Gelen (2003)’e gore okur diisiinme stratejisi planlayip,
yapacaklarmi dnceden ortaya koymalidir. Bu stratejiyi kullandiginda; hedeflerini ne kadar gergeklestirip
gerceklestirilemedigini denetlemeli, okuma sonunda en son sahip oldugu bilgi ile ilk bilgisini
karsilastirip, gerekiyorsa plaminda yeniden bir revize yapmalidir. Okuma, okuyucularm metinle
etkilesime girdigi etkilesimli bir bilissel siire¢ olarak tanimlanir. Okuma siirecinde, okuyucular siirekli
olarak hipotezler olusturur, tahminleri test eder ve kelime ve dil bilgisi anlamlarmi olusturmak igin
biligsel bir yol izler, kullanir (Zhang, 2001). Bu tiir stratejilerin, okuyucularin yazili metinle
etkilesimlerini yonetme seklini ortaya koydugu, okumay1 daha etkili hale getirdigi ve anlama becerisini
gelistirdigi diistiniilmektedir (Singhal, 2001). Ogrencilerin bir okuma etkinligi gerceklestirirken
metinden ne beklendigi, okuma siirecini nasil sekillendirdigi, metni nasil degerlendirdigi 6nemlidir.
Metnin dogru olarak degerlendirilebilmesi i¢in 6ncelikle dogru bir planlamaya ihtiya¢ oldugu ve bu
nedenle bilissel farkindaligin planlama boyutunun 6grencilerin elestirel okuma 6z yeterlik algilarinin
toplam boyutunu yordadig1 sdylenebilir.

Bilissel farkindaligin degerlendirme ve organizasyon alt dlgeklerinin elestirel okuma 6z yeterlik
algilarinin toplam puanlarini anlamli olarak yordamadig: goriilmektedir. Bu sonug literatiir bilgileriyle
ortismemektedir. Gupta ve Bamel (2023)’e gore okuma stratejilerinin bilissel farkindaligi; bir
okuyucunun okudugu akademik materyali anlamasina, planlamasina, diizenlemesine ve izlemesine
yardimer olacaktir. Basarili okuyucular iyi strateji kullanicilar1 olarak kabul edilmektedir. Karatay
(2009)’a gore okunan eserin tim yanlartyla kavrandiginin isaretgisi, eseri yorumlayip
degerlendirebilmektir. Bu nedenle bireyin okuma siireclerini planlama, diizenleme ve degerlendirmede
biligsel farkindalik becerilerini nasil kullandiginin farkinda olmasi ¢ok 6nemlidir. Pressley, Michael ve
Afflerbach (1995) ¢alismalarinda iyi okurlarin siirekli planli olarak diistindiiklerini okuma stratejileri
gelistirdiklerini ve okurken belli peryotlarda degerlendirme yapma becerisine sahip olduklarinm
belirtmiglerdir. Karatay (2010) ¢alismasinda biligsel olarak okudugunu kavrama konusunda yeterli
okurlarin, okuma siirecinde bu yeterliklerini okunan metne kars1 bilingli bir sekilde kullanabildigini
sOylemistir. Okudugunu anlama konusunda bilissel farkindalik kazanmis okur, okuma etkinligini
onceden planlar, okuma aninda nasil okudugunu, okudugu metinden ne anlam ¢ikardigin siirekli takip
ederek okuma sonrasinda 6nceden koydugu hedeflerine ulasip ulasmadigini da degerlendirir. C6gmen
ve Saracaloglu (2010) calismalarinda degerlendirme stratejisinin okuma 6ncesi yapilan plamn uygulanip
uygulanamadigina karar verme, okuma siirecindeki sorunlarin neler oldugunu belirleme ve gerektiginde
strateji degistirme ile alakali oldugunu belirtmislerdir. Roussey ve Piolat (2008)’da yaptiklar1 ¢aligmada
elestirel okumanin, okudugunu anlamaktan ziyade biligsel c¢aba gerektiren bir siire¢ oldugunu
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belirtmiglerdir. Benzer sekilde (Montillado, 2023; Yeler, 2023; Dotson, 2022; Beceren, 2022; Roomy,
2022; Sutherland,2021; Hideyati, 2020; Sahin, 2022; Shamida, 2023; Khoiriyah,2023; Parrott, 2023; Li,
2022; Beceren, 2022; Dogan, 2022; Kaplan, 2021; Ozden, 2009) alan yazinda elestirel okuma ile bilissel
farkindaligin planlama, degerlendirme ve organizasyon becerileri arasindaki olumlu iligkiyi belirten
caligmalar bulunmaktadir. Bu arastirma sonucunda biligsel farkindaligin degerlendirme ve organizasyon
alt boyutlarinin elestirel okuma 6z yeterlik algilarimin toplam puanlarii anlaml olarak yordamadigi
goriilmiistiir. Bu sonucun ders Ogretim programlarinda elestirel okuma ve biligsel farkindalik
becerilerini gelistirici okul i¢i ve dis1 etkinliklere yeterince yer verilmemesi gibi durumlardan
kaynaklandigi sdylenebilir.

Arastirma 2016— 2017 bahar yariyilinda, Tekirdag’da bulunan Namik Kemal Universitesi; Tip,
Iktisadi ve Idari Bilimler, Fen- Edebiyat, Glizel Sanatlar ve Miihendislik Fakultelerinin ilk ve son
smiflarinda okuyan 6grencilerle ve st diizey becerilerden biligsel farkindalik ve elestirel okuma 6z
yeterlik 6lgeklerine verdikleri yanitlarla sinirlandirilmistir. Bu baglamda arastirmanin verilerinin 2016-
2017 yilinda toplanmis olmasi arastirmanin bir smirliligi olarak belirmistir.

Arastirmanin elde edilen sonuglar1 baglaminda ¢alismada su 6neriler sdylenebilir;

o Universite dgrencilerine yonelik bilissel farkindalik becerilerini gelistirmeye ve elestirel okuma
0z yeterlik algisini yiikseltmeye yonelik deneysel arastirmalar yapilabilir.

e Yiiksekogretim programlarinda bilissel farkindalik ve elestirel okuma becerilerini
kazandirmaya ve elestirel okuma 6z yeterlik algilarini yiikseltmeye yonelik diizenlemelere
gidilebilir.

e Universitelerde 6grenenlerin bilissel farkindalik becerilerini ve elestirel okuma 6z yeterlik
algilari1  gelistirmeye yonelik kurs, egitim, seminer vb. etkinlikler ve program dis1
diizenlemelere gidilebilir.

e Universitelerin farkli fakiilte, yiiksekokul... v.b birimlerine yonelik, egitim ve o&gretim
programlarinda elestirel okuma ve bilissel farkindalik becerilerine yonelik diizenlemelere
gidilebilir.

e leride yapilmasi diisiiniilen benzer arastirmalari igin ise, farkli bir model kullanilarak yapilmasi,
bulgularmn ¢esitlendirilebilmesi i¢in farkli veri toplama araglar1 ve yontemlerin kullanilmasi,
arastrmada kullamilan Orneklemin genisletilmesi ve farkli paydaslardan veri toplanmasi,
arastirmanin farkli bolgelerdeki farkli Universitelerde gergeklestirilmesi onerilebilir.

KAYNAKCA

Ahmadian, M., & Pasand, P. G. (2017). EFL learners’ use of online metacognitive reading strategies
and its relation to their self-efficacy in reading. The reading matrix: an international online
journal, 17(2), 117-132.

Akkaya, D. (2015). llkokul ve ortaokul ogretmenlerinin yapilandirmact ogrenme kuramina iliskin
biligsel farkindalik diizeylerinin belirlenmesi (Kayseri Ili Ornegi) (Yayimlanmus yiiksek lisans
tezi). Erciyes Universitesi, Kayseri.

Alan, Y., & Amag, Z. (2021). Critical reading self-efficacy and information pollution on the internet:
Preservice teachers’ perceptions. Shanlax International Journal of Education, 9(4), 178-189.

Al-Dawaideh, A. M., & Al-Saadi, I. A. (2013). Assessing metacognition of reading strategy use for
students from the faculty of education at the university of King Abdulaziz. Mevlana International
Journal of Education, 3(4), 223-235.

Ansas, V. N., Azizah, A., Oktavianto, D. B., & Nasihin, S. B. (2023). Students' metacognitive skills and
critical reading skills of Korean texts: how do they correlate?. International Journal of
Education, 16(1), 31-42.

Asikcan, M., & Saban, A. (2018). Prospective teachers' metacognition levels of reading strategies.
Cypriot Journal of Educational Sciences, 13(1), 23-30.



172

Asilioglu, B., & Yaman, F. (2017). Ogretmen adaylarinin elestirel okumaya yonelik 6zyeterlik algilari.
Electronic Journal of Education Sciences, 6(12), 171-179.

Aybek, B., & Aslan, S. (2015). Ogretmen adaylarmin elestirel okuma 6z yeterlik algilarmin cesitli
degiskenler agisindan incelenmesi. Uluslararas: Tiirk¢ce Edebiyat Kiiltiir Egitim Dergisi, 4, 1672-
1683.

Bagri, G., & Dickinson, L. (2023). The role of metacognitive reading strategies and trait anxiety in
critical thinking for a verbal reasoning task. Reading Psychology, 44(1), 75-94.

Baker, L., & Brown, A. L. (1984). Meta-cognitive skills and reading. In P. D. Pearson (Ed.), Handbook
of Reading Research (Vol. 1, pp. 353-394). New York, NY: Longman.

Baki, Y. (2022). Okuma ¢emberi yonteminin elestirel okuma 6zyeterlilik algist ve elestirel
diisiinme tutumuna etkisi. Uluslararas: Tiirk¢e Edebiyat Kiiltiir Egitim Dergisi, 11(1),
277-301

Bouknify, M. (2023). Importance of metacognitive strategies in enhancing reading comprehension
skills. Journal of Education in Black Sea Region, 8(2), 41-51.

Bozgun, K., & Can, F. (2023). The associations between metacognitive reading strategies and critical
reading self-efficacy: mediation of reading motivation. International Journal on Social and
Education Sciences, 5(1), 51-65.

Biiyiikoztirk, S., Kilig Cakmak, E., Akgiin, O. E., Karadeniz, S., & Demirel, F. (2013). Bilimsel
aragtirma yontemleri. Ankara: Pegem Yayincilik.

Can, F. (2021). Examining the relationship between Turkish teacher candidates’ metacognitive learning
strategies and critical listening attitudes. Shanlax International Journal of Education, 9(1), 145-
153.

Chamot, A. U. (2009). The CALLA handbook: Implementing the cognitive academic language learning
approach (2nd ed.). White Plains, NY: Longman.

Chamot, A. U., & Kupper, L. (1989). Learning strategies in foreign language instruction. Foreign
Language Annals, 22(1), 13-24.

Coles, M., & Hall, C. (2002). Children's reading choices. Routledge.

Cekici, B. (2006). ilkogretim &grencilerinin gorsel okuma diizeyleri ile okudugunu anlama, elestirel
okuma ve Ti@‘rkc;e dersi akademik basarilar1 arasindaki iligki. (Yayimlanmamis yiiksek lisans tezi).
Osmangazi Universitesi, Eskisehir.

Cogmen, S., & Saracaloglu, A. S. (2010). Ust bilissel okuma stratejileri dlgegi’nin Tiirkgeye uyarlama
cahismalar1. Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 28(28), 91-99.

Demir, O., & Doganay, A. (2010). Bilissel kogluk yontemiyle 6gretilen bilissel farkindalik stratejilerinin
altme1 sinif sosyal bilgiler dersinde bilissel farkindalik becerilerine ve kalicihiga etkisi. [lkogretim
Online, 9(1), 106-127.

Demir, O., & Kaya, H. I. (2015). Ogretmen adaylarmm bilissel farkindalik beceri diizeylerinin elestirel
distinme durumlart ile iliskilerinin incelenmesi. Pegem Egitim ve Ogretim Dergisi, 5(1), 35-68.

Demir, T. (2009). ilkdgretim 2. kademe 6gretmen adaylarinin okuma aliskanliklari {izerine bir arastirma
(Gazi Universitesi 6rnegi). Turkish Studies, 4(3), 717-745.

Dennis, J. L., & Somerville, M. P. (2023). Supporting thinking about thinking: examining the
metacognition theory-practice gap in higher education. Higher Education, 86(1), 99-117.

Din, M. (2020). Evaluating university students’ critical thinking ability as reflected in their critical
reading skill: A study at bachelor level in Pakistan. Thinking Skills and Creativity, 35, 100627.

Dinger, B., & Cilek, G. (2022). The analysis of the relation between metametacognition of reading
strategies and critical thinking attitude of pre-service classroom teachers. International Journal
of Progressive Education, 18(2), 49-70.



173

Dogan, V., Giines, G., & Demir, M. K. (2022). Tiirkiye’de elestirel okuma konusunda yapilan lisansiistii
tezlerin incelenmesi. Ana Dili Egitim Dergisi, 10(1), 126-235.

Erdem, A. R. (2005). Etkili ve Verimli (Nitelikli) Egitim. Ankara: An1 Yayincilik.

Flavell, J. H. (1979). Metacognition and cognitive monitoring: A new area of cognitive developmental
inquiry. American Psychologist, 34(10), 906-911. https://doi.org/10.1037/0003-066X.34.10.906

Gelen, 1. P. (2004). Bilissel farkindalik stratejilerinin Tiirkce dersine iliskin tutum, okudugunu anlama
ve kaliciliga etkisi. 111, Ulusal Egitim Bilimleri Kurultayi, 6-9 Temmuz 2004 Inénii Universitesi,
Egitim Fakiiltesi, Malatya.

Goktiirk, A. (2007). Okuma Ugras: (4. baski). Istanbul: Yap: Kredi Yayinlari.

Gupta, P., & Bamel, U. (2023). Need for metacognition and critical thinking in the e-learning ecosystem:
The new normal in post-Covid era. Global Business and Organizational Excellence.

Hidayati, M., Inderawati, R., & Loeneto, B. (2020). The correlations among critical thinking skills,
critical reading skills, and reading comprehension. English Review: Journal of English Education,
9(1), 69-80.

Kanmaz, A. (2012). Okudugunu anlama stratejisi kullaniminin, okudugunu anlama becerisi, biligsel
farkindalik, okumaya yénelik tutum ve kalicihiga etkisi. (Yayimlanmamis yiiksek lisans tezi).
Adnan Menderes Universitesi, Aydin.

Kaplan, K. (2021). Tirkge 6gretmeni adaylarinin medya okuryazarhg: yeterlikleri ile elestirel okuma
ozyeterlik algilar1 arasindaki iliski. Uluslararasi Egitim Programlart ve Ogretim Dergisi, 13(3),
2513-2534.

Karabay, A. (2013). Elestirel okuma 6z yeterlik alg1 6l¢eginin gelistirilmesi. Electronic Turkish Studies,
8(13), 1107-1122.

Karatay, H. (2009). Okuma stratejileri bilissel farkindalik dl¢egi. Abant Izzet Baysal Universitesi Sosyal
Bilimler Enstitlist Dergisi, 2(19), 58-80.

Karatay, H. (2010). Ilkogretim 6grencilerinin okudugunu kavrama ile ilgili bilissel farkindaliklar1.
Tiirkliik Bilimi Arastirmalari, 27(27), 457-475.

Kavakli, A. E. (2012). Yz yilin pedagojik yanhsi karma egitim sorgulaniyor. Egitime Bakis. Egitim
Ogretim ve Bilim Aragtirma Dergisi, 22, 39.4.

Kazakov, J. (2022). Uluslararas1 {iniversite ogrencilerinin Tiirk diline iliskin kaygilar1 ve bilissel
farkindaliklar1 arasindaki iligkinin incelenmesi. (Yayimlanmamus yiiksek lisans tezi). Ondokuz
Mayis Universitesi, Samsun.

Kendall, H. D., & Incera, S. (2022). Critical reading: What do students actually do? Journal of College
Reading and Learning, 52(2), 113-129.

Khoiriyah, E. L., Fithrotunnisa, E. D., & Imtihanudin, D. (2023). The effect of collaborative strategic
reading (CSR) and critical reading on students’ reading comprehension. ELT-Lectura, 10(2), 143-
154,

Khonamri, F., & Karimabadi, M. (2015). Collaborative strategic reading and critical reading ability of
intermediate Iranian learners. Theory and Practice in Language Studies, 5(7), 1375-1382.
https://doi.org/10.1750/tpls.0507.09

Kilavuz, §. (2020). Tiirkge dgretmenlerinin ve 6gretmen adaylarmin elestirel okuma diizeylerinin gesitli
degiskenlere gore degerlendirilmesi. (Yayrmlanmanus yiiksek lisans tezi). Mersin Universitesi,
Mersin.

Kizilaslan Tuncer, B., Kincal, R., & Sahin, C. (2015). Ogretmen adaylarmin ilk okuma yazma gretimi
dersindeki akademik basarilari, bilig {istii farkindalik diizeyleri, diistinme stilleri ve tutumlari
arasindaki iliskiler. The Journal of Academic Social Science Studies, (31), 249-263.



174

Kim, J. Y., & Anderson, T. N. (2023). The efficacy of metacognitive reading strategies in the college
classroom: student perception towards the learning Experience. International Journal on Studies
in Education (1JonSE), 5(1).

Kokeui, Y. (2023). Critical reading self-efficacy and metacognitive reading strategies: a relational
study. Indexing/Abstracting, 19(1), 47-61.

Kuhn, D. (2000). Metacognitive development. Current Directions in Psychological Science, 9(5), 178-
181.

Kurnaz, H., & Celikkanat Nas, S. (2022). Ortaokul 6grencilerine yonelik elestirel okuma 6z yeterlik
Olgegi: gegerlik ve giivenirlik ¢aligmasi. Uluslararas1 Tiirkge Edebiyat Kiiltiir Egitim (TEKE)
Dergisi, 11(2), 793-812.

Lamb, M. E. (1975). Fathers: Forgotten contributors to child development. Human Development, 18(4),
245-266.

Li, C. S., & Wan, R. (2022). Critical reading in higher education: A systematic review. Thinking Skills
and Creativity, 44, 101028.

MEB. (2006). likogretim Tiirkce Dersi (6, 7, 8. Sumiflar) Ogretim Programi. Ankara: MEB Yayini.

Montillado, C. J. M., & Lovitos, A. H. D. (2023). Metametacognition and attitude towards
communicative approach of junior high school students. American Journal of Multidisciplinary
Research and Innovation, 2(1), 22-35.

Muche, T., Simegn, B., & Shiferie, K. (2024). Self-efficacy and metacognitive strategy use in reading
comprehension: EFL learners’ perspectives. The Asia-Pacific Education Researcher, 33(1),
219-227.

Muhammad, A. (2022). Investigating the effects of critical reading skills on students’ reading
comprehension. Al Roomy Arab World English Journal (AWEJ), 13(1), 366-381.

Ozbay, H. (2022). Universite dgrencilerinde psikolojik saglamlik ile bilissel farkindalik arasmndaki
iligkide stresle bag etmenin aract rolii. (Yayimlanmamus yiiksek lisans tezi). Cankiri Karatekin
Universitesi, Cankir1.

Ozbay, M. (2006). Okuma egitiminde ¢evre faktorii. Eurasian Journal of Educational Research, (24),
161-170.

Ozdemir Beceren, B., Ar1 Arat, C., & Adak Ozdemir, A. (2022). Okul dncesi Ogretmen adaylarinin
gorsel okuryazarliklari ile elestirel okuma 6z yeterlik algilar1 arasindaki iliskinin incelenmesi.
Kocaeli Universitesi Egitim Dergisi, 5(2), 411-435.

Ozden, M. (2018). Lisans ve 6n lisans 6grencilerinin elestirel okuma algilar1. Canakkale On Sekiz Mart
Universitesi Tiirkce Egitimi Sosyal Bilimler Dergisi, 5(29), 303-313.

Pantiwati, Y., Kusniarti, T., Permana, F. H., Nurrohman, E., & Sari, T. N. I. (2024). The effects of the
blended project-based literacy that integrates school literacy movement strengthening character
education learning model on metacognitive skills, critical thinking, and opinion
expression. European Journal of Educational Research, 12(issue-1-january-2023), 145-158.

Parrott, J., & Napier, T. (2023). Critical reading and student self-selected texts: Results of a
collaborative, explicit curricular approach. 53(4), 316-334.

Pressley, M., & Afflerbach, P. (1995). Verbal protocols of reading: The nature of constructively
responsive reading. Hillsdale, NJ: Erlbaum.

Pujiastuti, 1. P., Susilo, H., & Lukiati, B. (2023). The Integration of Group Investigation and Reading,
Questioning, Answering (GIRQA): An Instructional Model to Enhance Metacognition and
Critical Thinking of Students in Science Classroom. Pegem Journal of Education and
Instruction, 13(4), 214-223.



175

Safian, N. M., & Jiar, Y. K. (2022). relationship between esl learners’ reading self-efficacy, reading
strategies and critical reading among pre-university students in a malaysia public university. Sains
Humanika, 14(3-2), 117-124.

Samarng, C. (2023). Effects of using the KWL Chart on fostering EFL university students’ critical
reading. Parichart Journal, 36(1), 181-196.

Sarigoban, A., & Behjoo, B. M. (2017). Metametacognition of Turkish EFL learners on reading
strategies. Atatlirk Universitesi Sosyal Bilimler Enstittst Dergisi, 21(1), 159-172.

Sarwar, M., Yousuf, M. I., Hussain, S., & Noreen, S. (2009). Relationship between achievement goals,
meta-cognition, and academic success in Pakistan. Journal of College Teaching & Learning
(TLC), 6(5), 51-56.

Shamida, A., Sidhu, G. K., Kamil, S., & Du, R. (2023). EFL students’ perspectives and challenges in
critical reading skills for postgraduate study. Environment-Behaviour Proceedings Journal,
8(25), 21-26.

Shehzad, M. W., Lashari, T. A., Lashari, S. A., & Hasan, M. K. (2020). The interplay of self-efficacy
sources and reading self-efficacy beliefs in metacognitive reading strategies. International
Journal of Instruction, 13(4), 523-544.

Singhal, A. (2001). Modern information retrieval: A brief overview. IEEE Data Engineering Bulletin,
24(4), 35-43.

Soto, C., Gutierrez de Blume, A. P., Rebolledo, V., Rodriguez, F., Palma, D., & Gutiérrez, F. (2023).
Metacognitive monitoring skills of reading comprehension and writing between proficient and
poor readers. Metacognition and Learning, 18(1), 113-134.

Swinkels, A., & Giuliano, T. A. (1995). The measurement and conceptualization of mood awareness:
Monitoring and labeling one's mood states. Personality and Social Psychology Bulletin, 21(9),
934-949.

Sahin, A., & Ergil, S. (2022). Smif 6gretmenlerinin 6grencilerine okuma aliskanligimi kazandirma
stratejileri: Bir olgu bilim ¢alismasi. Erciyes Journal of Education, 6(1), 19-43.

Tabachnick, B. G., & Fidell, L. S. (2001). Principal components and factor analysis. In Using
multivariate statistics (4th ed., pp. 582-633).

Talwar, A., Magliano, J. P., Higgs, K., Santuzzi, A., Tonks, S., O’Reilly, T., & Sabatini, J. (2023). Early
academic success in college: Examining the contributions of reading literacy skills, metacognitive
reading strategies, and reading motivation. Journal of College Reading and Learning, 53(1), 58-
87.

Teng, M. F., & Yue, M. (2023). Metacognitive writing strategies, critical thinking skills, and academic
writing performance: A structural equation modeling approach. Metacognition and
Learning, 18(1), 237-260.

Unal, F. T., & Sever, A. (2013). Tiirkge 6gretmeni adaylarmin elestirel okumaya yonelik 6z yeterlik
algilar1. Dil ve Edebiyat Egitimi Dergisi, 2(6), 33-42.

Wright, T. S., & Cervetti, G. N. (2017). A systematic review of the research on vocabulary instruction
that impacts text comprehension. Reading Research Quarterly, 52(2), 203- 226.

Yildiz, S. (2022). Ogretmen adaylarinin program gelistirmeye iliskin bilissel farkindalik algilari ile egitim
programi okuryazarliklari arasindaki iliski. Social Sciences Studies Journal (SSSJournal), 5(44),
5177-5191.

Zhang, L. F. (2010). Do thinking styles contribute to metacognition beyond self-rated abilities?
Educational Psychology, 30(4), 481-494.



176

Iinternational
Iinnovative

Education
Researcher

THE EFFECT OF TEACHING ENGLISH VOCABULARY WITH THE TABOO
GAME ON STUDENTS’ VOCABULARY LEARNING ACHIEVEMENT"

Riimeysa Tuna Giindogdu', Assoc. Prof. Dr. Sefik Kartal?

IMinistry of National Education, Turkiye; tunarumeys@gmail.com;
https://orcid.org/0000-0002-6225-7325

2Tokat Gaziosmanpasa University, Tirkiye; sefik.kartal@gop.edu.tr;
https://orcid.org/0000-0002-1448-0987

For citation: Tuna Giindogdu, R. & Kartal, S. (2024). The effect of teaching English
vocabulary with the taboo game on students’ vocabulary learning achievement. International
Innovative Education Researcher, 4(2), 176-205.

Abstract

The aim of this research isto determine the effect of teaching English vocabulary with a word
game “Taboo game” on students’ vocabulary learning achievement. The research was carried out with
a total of 92 seventh grade students. In the research, pretest-posttest quasi-experimental model with
control group was applied. The "Vocabulary Achievement Test" developed by the researchers was
applied to the experimental and control groups as a pre-test and post-test. At the end of the trial
application of the achievement test, item difficulty and discrimination indices, variance, standard
deviation, mean and KR-20 calculations were made. It was observed that the scores obtained from the
application of the vocabulary achievement test as a post-test in Experimental 1, Experimental 2 and
Control 2 groups increased statistically significantly compared to the pre-test, and although there was
an increase in Control 1 group, this increase was not statistically significant. When the mean scores of
the pretest-posttest score differences that Experimental 1 and Control 1 groups got from the vocabulary
achievement test, it was observed that the achievement of Experimental 1 group increased more than
the achievement of Control 1 group. When the mean scores of the pretest-posttest score differences of
Experimental 2 and Control 2 groups got from the vocabulary achievement test were examined, it was
seen that the achievements of the students in Experimental 2 group, were significantly higher than the
achievements of the students in Control 2 group. As a result, it is possible to say that the use of the
Taboo game in English vocabulary teaching is an effective method to increase students' vocabulary
achievement.

Keywords: English vocabulary teaching, Taboo game, learning, academic achievement

“ This article was prepared based on the master’s thesis titled "The Effect of Taboo Game on Seventh Grade
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INTRODUCTION

Words come together to form a language. Vocabulary is important for good language skills. There is
a strong relationship between the ambitions of having a rich vocabulary and language skills to use in
practice (Milton, 2013). There is also a strong relationship between vocabulary and reading
comprehension (Sedita, 2005). The existence of a rich vocabulary supports the development of not only
the level of reading comprehension, but also other core skills. In many studies, it has been concluded
that the reading (Chou, 2011; Moghadam et al.,2012; Putri, 2013; Sedita, 2005; Shanahan, 2005; Sen &
Kuleli, 2015; Waring & Nation, 2004), listening (Kacani & Cyfeku, 2015; Nation, 2001; Staehr, 2009),
writing (Dehkordi & Salehi 2016; Maskor & Baharudin, 2016; Milton, 2013) and speaking (Kacani &
Cyfeku, 2015; Koizumi & Inna’mi, 2013; Seffar, 2015) skills of students who have a rich vocabulary
have improved.

Vocabulary knowledge and vocabulary construction are among the most difficult obstacles for
second language learners to overcome (Huckin & Bloch, 1993). Therefore, current researches has
focused on second language learners’ vocabulary learning (Feng, 2023; He & Lou, 2023). Vocabulary
learning requires an effective teaching process. Three approaches are used in teaching vocabulary. These
approaches; direct instruction, random or non-direct instruction and independent strategy development
approaches (Naeimi & Foo, 2015).

One of the methods used in teaching vocabulary is games. Game is an essential part of most children's
lives from early childhood and is of paramount importance in a child's development. Game is a way that
can make the language learning and teaching process effective and powerful because it includes fun and
action in its nature (Karagiorgas & Niemann, 2017). Rooyackers (2002; as cited in Kulikova, 2015)
stated that language and game are two elements that enrich and complement each other and that language
games emerge with the fusion and combination of the two.

There are many reasons for using games in the foreign language teaching process. Cave (2006)
evaluated the reasons for using games in language teaching in terms of both learners and teachers.
Games are a method that motivates learners, develops social interaction skills, and transforms language
into action. For teachers, games are a fun way to support student activity and practice language. In terms
of both students and teachers, games contribute to the formation of a calm and happy atmosphere by
creating a learning environment where more effective learning can take place. Similar results were
obtained in the study conducted by Ojeda (2004) in which the role of word games in learning a second
foreign language was examined. In this study, teachers and students stated that word play creates an
open, flexible, calm, and effective learning environment, has a positive effect on student relations,
student-teacher relations, and thus provides motivation for language learning. In many other studies, it
has been determined that game-based vocabulary teaching has a positive effect on learning and students'
language learning attitudes (Akkuzu, 2015; Gao & Pan, 2023; Gruss, 2016; Kalaycioglu, 2011; Ojeda,
2004; Silsupdr, 2017).

Games are one of the most natural tools that enable the student to participate actively in learning and
ensure that the words are learned in a shorter time and kept in the memory for a longer time. One of
these games is Taboo game. Taboo game is a multiplayer word guessing game in which one player
explains the meaning of the word from a card and the other players guess the word (Toma et al.,
2017). Taboo game is played with cards that have been prepared in advance and contain the main word
and three forbidden words. The aim of this game is to try to tell as many words as possible in one minute
without using the forbidden words. (Batur & Erkek, 2017). After the time starts, one person from each
group tries to explain the target word to their group without using forbidden words. Each group gets
points for the number of correct words at the end of the game.

Nowadays, games, which are one of the contemporary teaching methods instead of traditional
teaching, make teaching more active, effective and entertaining, especially for the students, which has
made games preferred in the teaching process (Korkmaz, 2018). For this reason, in language teaching
and especially in the vocabulary learning process, learning can be made more permanent and more
attractive for the learner through games such as Taboo games, instead of traditional teaching. Especially
with the technological developments and digital environments taking their place in education, traditional
teaching has been replaced by contemporary teaching methods and techniques (Yavuzkan, 2019). Thus,
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it has become important to reveal the effects of teaching vocabulary through games such as the Taboo
game and teaching vocabulary in the traditional way in the language teaching process. Research shows
that the Taboo game has a positive effect on students' speaking skills (Sallo, 2020; Susilo, 2014) and the
word learning process (Siregar & Fithriani, 2023; Akkuzu & Uyulgan, 2016).

There are studies done abroad where the Taboo game is wused in language
learning (Hawkins, 2016; Toma et al., 2017). There are many studies in Turkey where the game is used
in teaching, but no study has been found that examines the effect of Taboo game on teaching English
vocabulary. This situation requires questioning what kind of effects teaching English vocabulary with
the Taboo game has on students' vocabulary achievement levels. In this regard, it is thought that this
study will fill the gap in the literature. This study aims to determine the effect of the Taboo game used
in English vocabulary teaching on students' vocabulary learning achievements. It is thought that this
study will contribute to the field and other studies to be conducted in the future by revealing the
relationship between the word learning process and game-based learning.

The aim of this research is to determine the effect of using the Taboo game in English vocabulary
teaching on students' vocabulary achievement in English lesson. In line with this general purpose,
answers were sought to the following questions:

1. Is there a significant difference between the pretest-posttest achievement scores of Experimental
1 group?

2. Is there a significant difference between the pretest-posttest achievement scores of Control 1
group?

3. Is there a significant difference between the pretest-posttest achievement scores of Experimental
2 group?

4. Is there a significant difference between the pretest-posttest achievement scores of Control 2
group?

5. Is there a significant difference between the mean scores of the pretest-posttest achievement score
differences of Experimental 1 and Control 1 groups?

6. Is there a significant difference between the mean scores of the pretest-posttest achievement score
differences of Experimental 2 and Control 2 groups?

METHOD
Research Model

This research was conducted using a pretest-posttest matched control group design, which is one of
the quasi-experimental models. There are two experimental and two control groups in the study. At the
beginning of the research, "Vocabulary Achievement Test" was applied to all groups as a pre-test. At
the end of the research, the same test was applied as a post-test.

Study Group

The research was conducted with seventh grade students. In this study, there are four groups, two
experimental and two control groups. In the school where the study was conducted, female students and
male students are taught in different classes and the number of female students and male students are
not equal. Initially, it was planned to ensure that the experimental and control groups were similar in
terms of achievement averages. Since there were not four classes equal to each other in terms of
achievement in the school, two equal low-achieving male classes were designated as Experimental 1
and Control 1 groups. There were not two high-achieving male or female classes in the school, so one
high-achieving female and one male class were designated as Experimental 2 and Control 2 groups. To
determine that the groups are equal, the vocabulary achievement test was applied to the experimental
and control groups as a pre-test. As the result of the analysis, it was concluded that the experimental and
control groups were equivalent to each other. In Experimental 1 group, there were 21 male
students, while in Control 1 group there were 26 male students. There were 27 female students
in Experimental 2 group and 18 male students in Control 2 group. The study lasted for seven weeks,
four class hours per week.
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Results Regarding Equivalence of Experimental and Control Groups

To test the equivalence of the experimental and control groups, the achievement pre-test results of
the groups were compared. Since the sample sizes were smaller than 50 in all groups, Shapiro-Wilk test
was applied to the scores obtained from the achievement test before the experimental procedure and it
was investigated whether the data had a normal distribution.

Table 1. Shapiro-Wilk test results regarding achievement test pre-test scores

Group Shapiro-Wilk df p
Experimental 1 0.814 21 0.001
Achievement Test Experimental 2 0.982 27 0.905
Control 1 0.946 26 0.187
Control 2 0.932 18 0.209

As seen in Table 1 it was determined that the scores of Experimental 2, Control 1 and Control 2
groups had normal distribution, while the scores of Experimental 1 group did not have normal
distribution. Mann Whitney U test was applied to determine whether there was a statistically significant
difference between the English lesson vocabulary achievement pre-test averages of Experimental 1 and
Control 1 groups.

Table 2. Mann Whitney U test results regarding the pre-test scores of Experimental 1 and Control 1 groups

Group n mean rank sum of U p
ranks
Achievement Experimental 1 21 20.69 434.50 203.500 0.133
Test Control 1 26 26.67 693.50
Total 47

According to the results of Mann Whitney U test seen in Table 2. it was determined that there was
no statistically significant difference between the pre-test averages of the two groups (U= 203,500 and
p>0.05). According to this result, Experimental 1 and Control 1 groups were accepted as equivalent.

Shapiro Wilk Test results of Experimental 2 and Control 2 groups had normal distribution. Therefore,
Independent Samples t-Test was used to compare the normally distributed groups to determine whether
there was a significant difference between the pre-test averages of Experimental 2 and Control 2 groups.

Table 3. Independent samples t-test results regarding the pre-test scores of Experimental 2 and Control 2 groups

Group n X SD df t p
Achievement Experimental 2 27 35.91 11.42 43 -1.856 0.070
Test Control 2 18 42.25 10.92

According to Table 3, it was observed that there was no statistically significant difference between
Experimental 2 and Control 2 groups in terms of pre-test score averages. (t=1.856 and p>0.05)
According to these results, it can be said that these two groups are equal.

Experimental Process Steps
The experimental steps of the research are as follows:

1. Experimental and control groups were formed.

2. “Vocabulary Achievement Test” was applied as a pre-test to all experimental and control
groups.

3. One week before starting the vocabulary teaching process with the Taboo game, the students in
the experimental groups were explained what the Taboo game is and how to play it.

4. While teaching vocabulary in the lessons in the experimental groups was done with the Taboo
game in the last 15-20 minutes of each lesson, the activities required by the textbook were
performed in the control groups.

5. The English lessons of Experimental and Control groups were conducted by the researcher.
Taboo game activity lasted a total of 28 lesson hours, 4 class hours a week for 7 weeks.
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6. At the end of the study, "Vocabulary Achievement Test" was applied again to four groups as a
post-test.

Preparing Taboo Cards

The experimental procedure part of the study includes the 3rd and 4th units of the English course at
the seventh grade level. The vocabulary lists in the textbook of the 3rd and 4th units were prepared by
the researchers. 49 words were listed in the 3rd unit and 99 words were listed in the 4th unit. For each
of the 148 words listed, opinions were received from two English teachers to determine the three
forbidden words that will not be used during the Taboo game. Then, necessary arrangements were made,
and three forbidden words were determined for each word. Finally the Taboo cards were prepared by
the researchers.

How the Taboo Game was Implemented?

There are different versions of the Taboo game. Two versions of the Taboo game were used in this
study. In the beginning, “the Round Table Taboo game” was played for the students to get used to the
game, to feel comfortable, to be motivated and to have group harmony. When the students explained the
words more easily and quickly and learned better,” the Intergroup Competition Taboo game” was
played. Thus, it was aimed to increase the motivation of the students with the competitive environment.
The class was divided into four groups and students in each group were determined. In this study, the
rules of the Taboo game are as follows:

1. One student for each group is determined as the group coordinator.

2. Students sit around a table.

3. Then the teacher explains the rules of the Taboo game to the class.

4. The teacher places bags of the same Taboo words on each group's table. Game starts with a
random selection of a paper from the Taboo bag. As a rule, if the students think that they cannot
explain the word, they can draw another card or say 'pass'. Each student has one minute to describe
the word. For this reason, there is an hourglass on each table. The expressed and inexplicable
words are grouped.

5. If a student uses one of the forbidden words, another student has a turn.

6. Each group starts the game at the same time. The time given for the game is adjusted according
to the lesson plan. This time is an average of 15 minutes. During this time, the teacher visits each
group and helps students with expression difficulties. When the time runs out, the game ends for
each group. The groups count the cards in the bag which have the words they expressed correctly.
The group with the highest number of cards in this bag wins the game.

Data Collection Tools

"Vocabulary Achievement Test" was applied as a pre-test and post-test to measure the achievement
of the students in the experimental and control groups in learning vocabulary. Information on the validity
and reliability studies related to the development process of data collection tool is given below.

Development of the Achievement Test

Before the achievement test was prepared, a Table of Specifications was prepared to see whether the
learning outcomes and questions related to the units to be taught during the experimental application
fully cover the units. Thus, it was aimed to ensure content validity. The Specification Table was arranged
according to Bloom's Taxonomy. Since 2 different units (Biographies, Wild Animals) will be taught
during the experimental application 30 questions were prepared for each unit. The questions obtained
from the main sources and supplementary materials of the course book were placed in the test within
the framework of the learning outcomes. In this context, 60 questions were prepared, and the prepared
questions were examined by three secondary school English teachers, four research assistants, and two
faculty members in the field of curriculum and instruction in terms of content and form. After receiving
expert opinions, 10 questions in the test were removed. Some questions have been corrected according
to expert opinions. Within the scope of these views, a reading text and three questions about the text
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were added to the test. Spelling errors were corrected. Experts stated that the final version of the 50-
guestion test was appropriate in terms of content and format, that the questions were clear and
understandable, and that the questions were appropriate with the learning outcomes. The final version
of the test was applied to 181 eighth grade students. Preliminary application was carried out by the
researchers themselves.

TAP 6 was used to conduct the analyses. The reliability coefficient calculated as a result of the pre-
application of the achievement test was found to be KR20 (Alpha): 0.882. With the item analysis, the
mean item difficulty index of the test was calculated as 0.497, the item discrimination index was
calculated as 0.366. Some statistical data on item analysis of the achievement test results are shown in
Table 4.

Table 4. Statistics on the 50-question initial version of the achievement test

Number of questions 60

Number of people applied 181

Full points 60

Mean 24,862 = 49.7%
Standard deviation 7.485

Median 25.00=50.0%
Minimum score 11,000 = 22.0%
Maximum score 43,000 = 86.0%
Variance 56,031
Skewness 0.203

Kurtosis -0.726

KR20 0.822

Mean Item Difficulty 0.497

Mean Item Discrimination 0.366

After the analysis, questions that were found to be problematic in terms of item discrimination index
and item difficulty index were removed from the test. Following are the statistical data of the item
analysis made after removing the 13 problematic questions.

Table 5. Statistics on the 33-question final version of the achievement test

Number of questions 33

Number of people applied 181

Full points 33

Mean 18.006=54.6%
Standard deviation 6,583

Median 18,000=54.5%
Minimum score 5,000=15.2%
Maximum score 32,000=97%
Variance 43,331
Skewness 0.079

Kurtosis -0843

KR20 0.849

Mean Item Difficulty 0.546

Mean Item Discrimination 0.482

The reliability coefficient of the final version of the achievement test was found to be KR20 (Alpha)
=0.849. KR 20 shows how consistent the test items are with the measurement as a whole, that is, it is a
measure of the consistency of the scores of the items with the total test scores (Buyukoéztirk et al., 2016).
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The closer this value is to 1, the higher the test reliability and internal consistency. The fact that KR 20
(Alpha) reliability coefficient is 0.849 indicates that the test has internal consistency and is reliable. In
other words, it can be assumed that realistic results can be obtained from the measurements made with
this test. The highest score that can be obtained from this test is 33, and the lowest score is 0. Looking
at the statistics above, it can be seen that the highest score from the test is 32, and the lowest score is 5.

The skewness and kurtosis coefficients are among the data showing whether the scores have a normal
distribution in the analysis. The fact that the skewness and kurtosis values are between +1.0 indicates
that the distribution does not deviate much from the normal (Demir et al., 2016). According to the TAP
analysis results, the skewness coefficient of the 33-question test was determined as 0.079 and the
kurtosis coefficient as -0.843. These values show that the test scores do not deviate much from the
normal distribution.

As the result of the analysis, the item difficulty index was calculated as 0.546. It is a statistic used as
a criterion for item selection for the final version of the test, showing the rate of correct answers to the
items in tests that measure knowledge and skills, such as item difficulty aptitude tests and achievement
tests. Item difficulties are expected to be around 0.50 (Buyukoztirk et al., 2016). According to this
result, it can be said that the questions of the test are of medium difficulty. Item discrimination, on the
other hand, indicates to what extent the items distinguish individuals in relation to the measured
feature. It is the power to distinguish between individuals who have a high level of the feature that the
test is trying to measure and individuals who have a low level (Buyukoztirk et al, 2016). An item
discrimination index of 0.30 and higher indicates that the items distinguish individuals, and between
0.20 and 0.30, the items need to be corrected and improved. A value of 0.20 and below indicates that
the item should be removed from the scale (Blyukozturk et al, 2016).

In this study, the mean item discrimination value was found to be 0.482. Thus, it can be said that the
items in the test distinguish individuals quite well. With all these results, it is seen that the 33-item final
version of the achievement test is at an acceptable level in terms of item discrimination and item
difficulty.

Data Analysis

In the analyses made for the pilot application of the achievement test, the item difficulty and
discrimination indices, variance, standard deviation, skewness, kurtosis, mean and KR20 values of the
test items were obtained by using the TAP 6 program.

The Shapiro Wilk test was used to determine whether the data of the Vocabulary Achievement Test
had normal distribution. The Independent Samples t-Test, Mann Whitney U Test and Paired Samples t-
Test were used for comparative analyses.

Table 6. Shapiro Wilk test results regarding the achievement test pretest-posttest score differences

Shapiro Wilk
Group Statistics df p
Achievement test Experimental 1 0.935 21 0.176
Experimental 2 0.959 27 0.346
Control 1 0.938 26 0.121
Control 2 0.933 18 0.215

According to the results given in Table 6, difference scores of all experimental and control groups
have normal distribution. For this reason, Paired Samples t-Test was used in repeated measurements of
the same groups. When comparing two different groups such as Experimental 1 and Control 1,
Independent Samples t-Test was used. In the interpretation of the tests performed, if there is a
statistically significant difference in the analysis of the test results, the effect size value was also
considered. The effect size is generally defined as the size of the difference between the null hypotheses
and the alternative hypotheses. This is an indication of the practical significance of the research
results. While statistical significance is affected by the number of samples, the effect size helps to make
a more accurate decision about the results obtained by eliminating the results arising from this sample
number (Ozsoy & Ozsoy, 2013). In this study, the Cohen’s d formula was used to calculate the effect
size.
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Cohen’s d formula for Paired Samples t-Test is as follows (Ozsoy & Ozsoy, 2013):

_t
=

Cohen’s d formula for Independent Samples t-Test is as follows:

d=t Ni+N,
NN,

In the study, it was determined that Cohen's small effect value was 0.20, medium effect value was
0.50 and large effect value was 0.80.

FINDINGS

In this section, the data obtained as a result of the analyses carried out in the research were presented
in tables and comments based on the data were made.

Findings Regarding the First Research Question

Paired Samples t-test results regarding the pretest-posttest scores of Experimental 1 group are given
in Table 7.

Table 7. Paired samples t-test results regarding the pretest-posttest scores of Experimental 1 group

n X SD df t p
Pre-test 21 23.80 13.18 20 -8.041 0.000*
Post-test 21 52.95 17.63

As seen in Table 7, there was a significant increase in English vocabulary achievement post-test
scores of the students in Experimental 1 group (t=-8.041 and p<0.05). While the pre-test achievement
mean score of the students in the Experimental 1 group was 23.80; post-test achievement mean score
increased to 52.95. This difference between the mean scores is also statistically significant. The
calculated Cohen’s d value shows that it is approximately 1.75 standard deviations.

Findings Regarding the Second Research Question

Paired Samples t-test results regarding the pretest-posttest scores of Experimental 2 group are given
in Table 8.

Table 8. Paired samples t-test results regarding the pretest-posttest scores of Experimental 2 group

n X SD df t p
Pre-test 27 35.91 11.42 26 -15.123 0.000*
Post-test 27 80.46 18.20

As seen in Table 8, there was a significant increase in English vocabulary achievement the post-test
scores of the students in Experimental 2 group. (t=-15.123 and p<0.05). While the pre-test achievement
mean score of the students in Experimental 2 group was 35.91; post-test achievement mean score
increased to 80.46. This result shows that there is a significant difference. Cohen’s d value was
calculated to determine the effect size. The calculated Cohen’s d value shows that it is about 2.90
standard deviations.

Findings Regarding the Third Research Question

Paired Samples t-test results regarding the pretest-posttest scores of Control 1 group are given in
Table 9.

Table 9. Paired samples t-test results regarding the pretest-posttest scores of Control 1 group

n X SD df t p
Pre-test 26 26.10 7.01 25 -1.438 0.163*
Post-test 26 30.41 13.53
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As seen in Table 9, there was an increase in the English vocabulary achievement post-test scores of
the students in Control 1 group. However, this increase is not statistically significant (t= -1.438 and
p>0.05). While the pre-test achievement mean score of the students in Control 1 group was 26.10; post-
test achievement mean score increased to 30.41.

Findings Regarding the Fourth Research Question

Paired Samples t-test results regarding the pretest-posttest scores of Control 2 group are given in
Table 10.

Table 10. Paired samples t-test results regarding the pretest-posttest scores of Control 2 group

n X SD df t p
Pre-test 18 42.25 10.92 17 -6.406 0.000*
Post-test 18 65.81 20.01

As seen in Table 10, there was a significant increase in the English vocabulary achievement post-test
scores of the students in Control 2 group (t= -6.406 and p<0.05). While the pre-test achievement mean
score of the students in Control 2 group was 42.25; post-test achievement mean score increased to 65.81.
Cohen’s d value was calculated to determine the effect size. The calculated Cohen’s d value shows that
it is about 1.51 standard deviations.

Findings Regarding the Fifth Research Question

Independent Samples t-test results regarding pretest-posttest score differences of Experimental 1 and
Control 1 groups are given in Table 11.

Table 11. Independent samples t-test results regarding pretest-posttest score differences of Experimental 1 and
Control 1 groups

n X SD df t p
Experimental 1 21 29.14 16.60 45 5.327 0.000*
Control 1 26 431 15.28

It is seen in Table 11 that the achievements of the students in Experimental 1 group, to whom
vocabulary was taught with the Taboo game, increased more than the achievements of the students in
Control 1 group, to whom lessons were taught with the traditional teaching method. While the mean
value of the pretest-posttest score differences in Experimental 1 group is (X = 29.14), the mean value of
the pretest-posttest score differences in Control 1 group is (X =4.31). This difference is statistically
significant (t=5.327, p<0.5). Cohen's d value calculated for Independent Samples t-Test was 1.56.

Findings Regarding the Sixth Research Question

Independent Samples t-test results regarding pretest-posttest score differences of Experimental 2 and
Control 2 groups are given in Table 12.

Table 12. Independent samples t-test results regarding pretest-posttest score differences of Experimental 2 and
Control 2 groups

n X SD df t p
Experimental 2 27 44.55 15.30 43 4,470 0.000*
Control 2 18 26.56 15.60

It is seen in Table 12 that the achievements of the students in Experimental 2 group, to whom
vocabulary was taught with the Taboo game increased more than the students in Control 2 group, to
whom lessons were taught with the traditional teaching method. While the mean value of the pretest-
posttest score differences of Experimental 2 group is (X =44.55), the mean value of the pretest-posttest
score differences of Control 2 group is (X =23.56). This difference is statistically significant. The
Cohen’s d value calculated for the Independent Samples t-test was found to be 1.36.
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DISCUSSION

There was a significant increase in achievement test scores of Experimental 1 group students after
the experimental procedure. According to this result, it can be concluded that teaching vocabulary with
the Taboo game is effective in students' vocabulary achievement. In addition, this result shows that
students learn more permanently and effectively through games in which they can actively participate
in activities and where active learning is supported by having fun. Similarly, there are studies in which
teaching with games increased achievement in the experimental group (Batur & Erkek, 2017; Capps,
2008; Hidayat, 2016; Giiney & Aytan, 2014; Geng et al., 2012; Hawkins, 2016; Toma et al., 2017).
Batur and Erkek (2017) concluded that in the experimental group, the Taboo game positively affected
the vocabulary acquisition of all students, regardless of achievement level and gender. Hidayat (2016),
on the other hand, obtained the result that the average achievement scores of the students
in the experimental group increased as a result of teaching vocabulary through games. These results are
in line with the results of this study.

There was no statistically significant increase in the pretest-posttest achievement scores of Control 1
group. This shows that traditional teaching was not effective in teaching vocabulary in this study. The
fact that the students are in a passive recipient position and games facilitate learning as a source of
competition, curiosity and motivation can be seen as the reason for this situation. Batur and Erkek (2017)
also concluded that there was no difference in the achievements of the students in the control group and
that traditional teaching was not effective in students' vocabulary achievements. This result coincides
with the achievement scores of the students in Control 1 group in this study.

According to the pretest-posttest achievement scores of the students in Experimental 2 group, there
was a significant increase in the achievement post-test scores of Experimental 2 group after the
experimental procedure. According to this finding, it can be said that teaching vocabulary with the
Taboo game had a large effect on students' vocabulary achievement. There are studies that overlap with
the findings of this study. In the research conducted by Lumbangaol (2021) with IT engineering
university students, it was concluded that there was an increase in vocabulary test achievement scores
between the pre-test and post-test results in favour of the experimental group. Studies showing that
teaching with games increase course achievement also support the results of this study (Hanbaba, 2011;
Girer&Arslan, 2017; Kaya & Elgiin, 2015; Usta et al., 2018).

According to the pre-test-post-test achievement scores, there was a significant increase in the
achievement of Control 2 group, in which the traditional teaching method was used. The effect size was
determined as “large” according to the Cohen’s d value. According to these results, it is seen that
traditional teaching was effective in Control 2 group but it did not have a significant effect in Control 1
group. Similar to these results, in the studies of Durukan (2011) and Kartal and Ozbek (2017), it was
concluded that the traditional method applied in the control group increased the achievement in English
lessons.

The achievements of the students in Experimental 1 group, that were taught vocabulary with the
Taboo game, was higher than Control 1 group, which was taught vocabulary with the traditional teaching
method, and it was statistically significant. According to the Cohen’s d value the teaching with the
Taboo game had a “large” effect size. Similarly, Batur and Erkek (2017) concluded that the Taboo game
created a significant difference in favour of the experimental group. In addition, there are studies that
found significant differences in favour of the experimental group in research on different methods of
language teaching (Eristi & Polat, 2017; Hidayat, 2016; Kaya & Elgtn, 2015; Masri & Najar, 2014)

The achievements of the students in Experimental 2 group, that were taught vocabulary with the
Taboo game, increased significantly compared to the students in Control 2 group. Similarly, it has been
concluded in other studies that teaching with the Taboo game provides more achievement than the
traditional method (Eristi & Polat, 2017; Giirer & Arslan, 2017; Kaya &Elgiin, 2015; Masri & Najar,
2014). Gurer and Arslan (2017) obtained findings that teaching with educational games increases course
achievementt. Masri and Najar (2014), on the other hand, in their study investigating the effect of
teaching vocabulary with games, concluded that the experimental group significantly improved their
vocabulary with games and achieved a significant increase compared to the control group. These
findings are consistent with the results of this study.
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CONCLUSION AND RECOMMENDATIONS

When the English vocabulary achievement test pretest-posttest achievement scores of Experimental
1 group were compared, it was seen that there was a significant increase. The effect size value of the
applied method was determined as “large”. According to this result, it was seen that teaching vocabulary
with the Taboo game was quite effective on the students' vocabulary achievement levels. When the
English vocabulary achievement test pretest-posttest achievement scores of the Control 1 group were
compared, no significant difference was observed. Therefore, it was observed that the traditional
teaching applied did not have an effect on the vocabulary achievement of Control 1 group.

It was observed that there was a statistically significant difference between the English vocabulary
achievement test pretest-posttest achievement scores of Experimental 2 group. The effect size value of
the vocabulary teaching with the Taboo game was determined as “large”. According to this finding, it
was concluded that teaching vocabulary with the Taboo game is effective in students' vocabulary
achievement. It was found out that there was a significant increase between the English vocabulary
achievement test pretest-posttest achievement scores of Control 2 group and the effect size value was
"large"”. According to this result, it was observed that in Control 2 group, vocabulary teaching with
traditional teaching method increased achievement and was effective.

When the mean scores of the pretest-posttest score differences that Experimental 1 and Control 1
groups got from the vocabulary achievement test, it was observed that the achievement of Experimental
1 group, that was taught vocabulary with the Taboo game, increased more than the achievement of the
Control 1 group that was taught with the traditional teaching method. The effect size value was
determined as “large”. According to these results, it can be said that teaching vocabulary with the Taboo
game is a method that contributes to the achievement of students. When the mean scores of the pretest-
posttest score differences of Experimental 2 and Control 2 groups got from the vocabulary achievement
test were examined, it was seen that the achievements of the students in Experimental 2 group, that were
taught vocabulary with the Taboo game, was significantly higher than the achievements of the students
in Control 2 group, that were taught with the traditional teaching method. Therefore, it can be said that
the experimental procedure applied is quite effective.

These results suggest that the Taboo game is an effective teaching and learning tool for both students
and teachers in the process of teaching vocabulary in English classes. These results are based on existing
evidence on the use of games in the classroom and make learning more engaging and fun. Moreover,
since vocabulary learning is abstract for students, the Taboo game is a way to make this process more
interesting and permanent. Based on the research results, the following recommendations have been
developed for practitioners and researchers:

e The Taboo game should also be applied in other courses.

e Seminars on educational games, including the Taboo game, should be given in the English
teaching programs of education faculties and within the scope of in-service training given
to teachers, and teachers should be encouraged to apply such techniques in which the
students can be active.

o Different versions of the Taboo game should be applied in lessons.

e The effect and applicability of teaching vocabulary with the Taboo game should be
investigated in other education levels such as primary school, high school and university.

¢ In this study, the effect of the Taboo game on vocabulary teaching in English lessons was
investigated. The effect of the Taboo game in different lessons and different subjects
should be investigated.

e This study was applied to two experimental and two control groups for 7 weeks and
significant differences in terms of achievement were observed between the compared
groups. Researchers may be advised to investigate the effects of longer-term applications.

Limitations of the study

This research is limited to the vocabulary related to the subjects (Biographies and Wild Animals
units) taught during 7 weeks which the application was carried out. Although there is no question about
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the comparison of low and high-achieving students among the research questions, two high-achieving
and two low-achieving groups were compared with each other since there were not four groups equal to
each other in terms of achievement in the school where the study was conducted. In this school, male
and female students are taught in different classes and the number of male students and female students
are not equal. Since there were not two high-achieving male or female classes, one high-achieving
female and one male class and two low-achieving male classes were compared with each other. The
results of the research are limited to the scores obtained from the vocabulary achievement test
administered to the students in the experimental and control groups. The research is limited to teaching
vocabulary with the traditional method (not going beyond the activities in the textbook) and with the
Taboo game.
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Ozet

Bu arastirmanin amaci bir kelime oyunu olan ‘Tabu oyunu’ ile Ingilizce kelime 6gretiminin 6grencilerin
kelime bilgisi basarilarina etkisini belirlemektir. Arastirma yedinci sinif 6grencilerinden olusan toplam
92 ogrenci ile gergeklestirilmistir. Arastirmada kontrol gruplu On test-son test yar1 deneysel model
uygulanmigtir. Arastirmacilar tarafindan gelistirilen “Kelime Bilgisi Bagar1 Testi” deney ve kontrol
gruplarina 6n test ve son test olarak uygulanmistir. Bagar1 testinin deneme uygulamasi sonunda yapilan
analizlerde madde giigliik ve ayirt edicilik indeksleri, varyans, standart sapma, ortalama ve KR-20
hesaplamalar1 yapilmistir. Deney 1, Deney 2 ve Kontrol 2 gruplarinda kelime basari testinin son test
olarak uygulanmasindan alinan puanlarmn 6n teste gore istatistiksel olarak anlamli sekilde arttigi, Kontrol
1 grubunda ise bir artis olmakla birlikte bu artigm istatistiksel olarak anlamli olmadig1 goriilmiistiir.
Deney 1 ile Kontrol 1 gruplarinin kelime basari testinden aldiklari 6n test- son test puan farklarina ait
ortalama puanlar incelendiginde; Deney 1 grubunun basarisinin, Kontrol 1 grubunun basarisina gore
daha fazla arttig1 goézlenmistir. Deney 2 ile Kontrol 2 gruplarinin kelime basari testinden aldiklar1 6n
test- son test puan farklarma ait ortalama puanlar incelendiginde, Deney 2 grubunda yer alan
Ogrencilerin basarilarmmn Kontrol 2 grubunda bulunan 6grencilerin basarilarma gore anlaml bir sekilde
artig1 goriilmiistiir. Sonug olarak, ingilizce kelime ogretiminde Tabu oyununun kullanilmasinin
ogrencilerin kelime basarilarmi artirmada etkili bir yontem oldugu sdylenebilir.

Anahtar Kelimeler: ingilizce kelime &gretimi, Tabu oyunu, 6grenme, akademik basari.

“ Bu makale, birinci yazarm ikinci yazar danismanhginda 2019 yilinda tamamladig1 "Tabu Oyununun Yedinci
Sinif Ogrencilerinin ingilizce Kelime Ogrenme Diizeylerine Etkisi " baglikli yiiksek lisans tezinden yararlanilarak
hazirlanmustir.
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Kelimeler bir araya gelerek dili meydana getirmektedir. Iyi dil becerileri igin kelime dagarcig
onemlidir. Temel dil becerilerinin pratik olarak kullanimi ile zengin kelime dagarcigina sahip olma
arasinda siki bir iliski bulunmaktadir (Milton, 2013). Ayrica kelime bilgisi ile okudugunu anlama
arasinda giiclii bir iligki vardir (Sedita, 2005). Zengin bir kelime dagarciginin varligi sadece okudugunu
anlama diizeyinin degil diger temel becerilerin de gelisimini desteklemektedir. Birgok ¢alismada zengin
bir kelime dagarcigina sahip 6grencilerin okuma (Chou, 2011; Moghadam, vd.,2012; Putri, 2013;
Sedita, 2005; Shanahan, 2005; Sen & Kuleli, 2015; Waring & Nation, 2004), dinleme (Kacani &
Cyfeku, 2015; Nation, 2001; Steehr, 2009), yazma (Dehkordi & Salehi 2016; Maskor & Baharudin,
2016; Milton, 2013) ve konusma (Kacani & Cyfeku, 2015; Koizumi & Inna’mi, 2013; Seffar, 2015)
becerilerinin gelistigi sonucuna varilmigtir.

Kelime bilgisi ve kelime dagarciginin yapilandirilmasi ikinci dil 6grenenler i¢in asilmasi en zor
engellerdendir (Huckin & Bloch, 1993). Bu nedenle giincel arastirmalar ikinci dil 6grenenlerin kelime
Ogrenimi lizerine odaklanmistir (Feng, 2023; He & Lou, 2023). Kelime 6grenimi etkili bir 6gretim
stirecini gerektirmektedir. Kelime 6gretiminde ii¢ yaklagim kullanilmaktadir. Bu yaklagimlar; dogrudan
Ogretim, rastgele ya da dogrudan olmayan Ogretim ve bagimsiz strateji gelistirme yaklasimlaridir
(Naeimi & Foo, 2015).

Kelimelerin 6gretilmesinde kullanilan diger bir yontem de oyundur. Oyun erken g¢ocukluktan
itibaren, ¢ogu ¢ocugun hayatinin 6nemli bir parcasidir ve ¢ocugun gelisiminde ¢ok biiyiik bir 5neme
sahiptir. Oyun dogasi itibariyle eglence ve hareket icerdigi i¢in dil 6grenim ve dgretim siirecini etkili ve
glcli hale getirebilecek bir yoldur (Karagiorgas & Niemann, 2017). Rooyackers (2002; akt. Kulikova,
2015) dil ve oyunun birbirini zenginlestiren ve birbirini tamamlayici iki 6g8e oldugunu ve ikisinin
kaynasmasi ve birlesmesiyle dil oyunlarinin ortaya ¢iktigini belirtmektedir.

Yabanci dil 6gretim siirecinde oyunlarin bir yontem olarak kullanilmasimin bir ¢ok nedeni
bulunmaktadir. Cave (2006) dil 6gretiminde oyunlardan faydalanmanin sebeplerini hem 6grenenler hem
de 6gretmen acisindan ele almaktadir. Oyunlar 6grenenler i¢in motive edici, sosyal etkilesim becerilerini
gelistiren ve dili harekete doniistiiren bir yontemdir. Ogretmenler agisindan ise oyunlar eglenceli,
ogrenci aktifligini destekleyen ve dilin pratigini saglayan bir yoldur. Hem 6grenci hem o6gretmen
acisindan ise oyunlar daha etkili 6grenmenin gerceklesebilecegi bir 6grenme ortami olusturarak, sakin
ve mutlu bir atmosfer olusumuna katki saglamaktadir. Ojeda (2004) tarafindan ikinci yabanci dil
ediniminde kelime oyunlarinin roliiniin incelendigi arastirmada kelime oyununun agik, esnek, sakin ve
etkili bir 6grenme ortamu olusturdugunu, bu ortamin 6grenci iliskilerinde, 6grenci-ogretmen iligkilerinde
pozitif bir etki yarattig1 ve boylece dil 6grenme motivasyonunu saglayarak aile ya da birlik hissi yarattig:
sonucuna ulasmistir. Bagka bircok arastirmada oyun temelli kelime 6gretiminin &grenmeye ve
ogrencilerin dil 6grenme tutumlarina olumlu etki ettigi sonucuna varilmistir (Akkuzu, 2015; Gao & Pan,
2023;Gruss, 2016; Kalaycioglu, 2011; Silsiipiir, 2017).

Oyunlar Ogrencinin 6grenmeye aktif olarak katilmasini saglayan ve Ogrenilecek kelime ve
kazanimlarm daha kisa siirede 6grenilerek daha uzun siirede hafizada tutulmasini saglayan en dogal
araclardan biridir. Bu oyunlardan biri de Tabu oyunudur. Tabu oyunu, bir oyuncunun bir Kkarttan
kelimenin anlamim anlattigi, digerlerinin ise kelimeyi tahmin ettigi ¢ok oyunculu kelime tahmin
oyunudur (Toma vd., 2017). Tabu oyunu daha 6nceden hazirlanmis ve igerisinde ana kelime ve
kullanilmas1 yasak ii¢ kelime olan kartlarla oynanir. Bu oyunda amag¢ bir dakika icerisinde yasak
kelimeleri kullanmadan olabildigince ¢ok sayida kelimeyi anlatmaya ¢aligmaktir (Batur & Erkek, 2017).
Stire baglatildiktan sonra her gruptan bir kisi hedef kelimeyi yasak kelimeleri kullanmadan kendi
grubuna anlatmaya c¢alisir. Her grup, oyunun sonunda anlatilan s6zciik sayisi kadar puan elde eder.

Giiniimiizde geleneksel 6gretim yerine ¢agdas Ogretim yontemlerinden biri olan oyunlarin 6gretimi
ozellikle 6grenci acisindan daha aktif, etkili ve eglenceli hale getirmesi oyunlarin &gretim siirecinde
tercih edilmesini saglamistir (Korkmaz, 2018). Bu nedenle dil 6gretiminde ve dzellikle kelime 6grenme
stirecinde geleneksel 6gretim yerine Tabu oyunu gibi oyunlarla 6grenmenin daha kalici ve dgrenen
agisindan daha cazip hale gelmesi saglanabilir. Ozellikle yasanan teknolojik gelismeler ve dijital
ortamlarin egitimde yerini almasi ile birlikte geleneksel 6gretim yerini ¢agdas 6gretim yontem ve
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tekniklerine birakmistir (Yavuzkan, 2019). Boylece dil 6gretim siirecinde Tabu oyunu gibi oyunlarla
kelime 6gretiminin ve geleneksel yolla kelime 6gretiminin ne gibi etkileri oldugunun ortaya ¢ikarilmasi
onem kazanmistir. Yapilan arastirmalar Tabu oyununun 6grencilerin konugsma becerilerinde (Sallo,
2020; Susilo, 2014) kelime 6grenme siirecinde (Siregar & Fithriani, 2023; Akkuzu & Uyulgan, 2016)
olumlu etkisi oldugunu géstermektedir.

Tabu oyunu baglaminda egitim alaninda yapilan c¢alismalara yurtdisindan bir ¢ok &rnek
bulunmaktadir (Hawkins, 2016; Toma vd., 2017). Tirkiye’de oyunlarla &gretim konusunda bir¢cok
¢aligma vardir ancak Tabu oyununun Ingilizce dersi baglaminda kelime dgretiminde etkisini inceleyen
bir ¢alismaya rastlanilmamistir. Bu durum Tabu oyunu ile ingilizce kelime dgretiminin 6grencilerin
kelime basar1 diizeylerinde ne gibi etkileri oldugunun sorgulanmasimi gerektirmektedir. Bu dogrultuda
bu ¢alismanin literatiirdeki boslugu dolduracag: diisiiniilmektedir. Bu ¢alisma ile Ingilizce kelime
ogretiminde kullanilan Tabu oyununun Ogrencilerin kelime 6grenme basarilara etkisini belirlemek
amaclanmaktadir. Bu ¢alismanin kelime 6grenme siireci ve oyun temelli 6grenme arasindaki iligkiyi
ortaya c¢ikarmasi yoniinden alana ve ilerde yapilacak diger c¢aligmalara katki saglayacagi
diisiiniilmektedir.

Bu arastirmanin amaci, Ingilizce kelime dgretiminde, Tabu oyununun kullanilmasinin égrencilerin
Ingilizce dersinde kelime basarilarina etkisini belirlemektir. Bu genel amag¢ dogrultusunda asagidaki
sorulara yanit aranmugtir:

1. Deney 1 grubunun 0n test-son test basari1 puanlari arasinda anlamli bir fark var nudir?
2. Kontrol 1 grubunun 6n test-son test basari puanlari arasinda anlamli bir fark var midir?
3. Deney 2 grubunun 0n test-son test basar1 puanlari arasinda anlamli bir fark var midir?
4. Kontrol 2 grubunun 6n test-son test basar1 puanlari arasinda anlamli bir fark var nudir?
5

Deney 1 ile Kontrol 1 gruplarinin 6n test- son test basar1 puan farklarmna ait ortalama puanlar
arasinda anlamli bir fark var nudir?

6. Deney 2 ile Kontrol 2 gruplarinin 6n test- son test basari1 puan farklarina ait ortalama puanlar
arasinda anlamli bir fark var nudir?

YONTEM
Arastirmanmin Modeli

Bu arastirma, yar1 deneysel modellerden 6n test-son test eslestirilmis kontrol gruplu desen
kullanilarak yapilmistir. Arastirmada iki deney ve iki kontrol grubu bulunmaktadir. Arastirmanin
basinda her iki gruba 6n test olarak “Kelime Basar1 Testi” uygulanmistir. Arastirma sonunda ayni test
son test olarak da uygulanmustir.

Cahsma Grubu

Arastirma yedinci sinif 6grencileri ile gerceklestirilmistir. Bu calismada iki deney ve iki kontrol
grubu olmak iizere dort grup bulunmaktadir. Arastirmanin yiiriitiildiigii okulda simflar kiz ve erkek
smiflar1 olarak ayrilmistir ve kiz ve erkek 6grenci sayilari esit degildir. Baslangigta deney ve kontrol
gruplarinin basar1 ortalamalarmin benzer olmasi planlanmistir. Okulda basar1 bakimindan birbirine denk
dort smnif olmadigindan iki esit diisiik basarili erkek sinifi Deney 1 ve Kontrol 1 grubu olarak
belirlenmistir. Okulda iki yiiksek basarili erkek ya da kiz sinifi olmadigi i¢in yiiksek basarili bir kiz ve
bir erkek sinifi, Deney 2 ve Kontrol 2 gruplari olarak belirlenmistir. Gruplarin esit oldugunu belirlemek
icin deney ve kontrol gruplarina 6n test olarak kelime basari testi uygulanmistir. Yapilan analizler
sonucunda deney ve kontrol gruplarinin birbirine denk oldugu sonucuna varilmistir. Deney 1 grubunda
21, Kontrol 1 grubunda ise 26 erkek 6grenci bulunmaktadir. Deney 2 grubunda 27 kiz 6grenci, Kontrol
2 grubunda 18 erkek 6grenci bulunmaktadir. Caligma, haftada dort ders saati ile yedi hafta boyunca
devam etmistir.



194

Deney ve Kontrol Gruplarimin Denkligine Iliskin Bulgular

Deney ve kontrol gruplarmin denkligini test etmek igin gruplarin basari testi on test sonuglari
Karsilastirilmistir. Oncelikle grup biiyiikliikleri tiim gruplarda 50°den kii¢iik oldugu igin gruplarin
denkligine iliskin olarak deneysel islem &ncesinde basar1 testinden alinan puanlara Shapiro-Wilk testi
uygulanarak verilerin normal dagilim gosterip gostermedigi arastirilmgtir.

Tablo 1. Bagart testi 6n test puanlarina iliskin Shapiro-Wilk testi sonuglari

Grup Shapiro-Wilk sd p
Deney 1 0.814 21 0.001
Bagsar1 Testi Deney 2 0.982 27 0.905
Kontrol 1 0.946 26 0.187
Kontrol 2 0.932 18 0.209

Tablo 1°de goriildiigii iizere, Deney 2, Kontrol 1 ve Kontrol 2 gruplarimin puanlariin normal dagilim
gosterdigi, Deney 1 grubunun puanlariin ise normal dagilim gostermedigi belirlenmistir. Deney 1 ve
Kontrol 1 gruplarinin ingilizce dersi kelime basari testi on test ortalamalar1 arasinda istatistiksel olarak
anlaml bir farklilik olup olmadigin belirlemek i¢cin Mann Whitney U testi uygulanmistir.

Tablo 2. Deney 1 ve Kontrol 1 gruplarinin 6n test puanlarna iligkin Mann Whitney U testi sonuglar1

Grup n sira ort sira top. U p
Basari Deneyl 21 20.69 434.50 203.500 0.133
Testi Kontrol 1 26 26.67 693.50
Toplam 47

Tablo 2’de goriilen Mann Whitney U testi sonucuna gore (U= 203,500 ve p>0,05) gruplar arasinda
anlaml bir farklilik olmadig1 goriilmiistiir. Bu sonuca gore Deney 1 ve Kontrol 1 gruplari esdeger kabul
edilmistir.

Deney 2 ve Kontrol 2 gruplarina ait Shapiro Wilk Testi sonuglar1 normal dagilim gdéstermektedir. Bu
nedenle, Deney 2 ve Kontrol 2 gruplarinin 6n test ortalamalar arasinda anlamli bir fark olup olmadigini
belirlemek i¢in normal dagilan gruplarin karsilastirilmasinda Bagimsiz Gruplar t-Testi kullanilmistir.

Tablo 3. Deney 2 ve Kontrol 2 gruplarinin 6n test puanlarina iligkin bagimsiz gruplar t-testi sonuglari

Grup n X ss sd t p
Basari Deney 2 27 35.91 11.42 43 -1.856 0.070
Testi Kontrol 2 18 42.25 10.92

Tablo 3’e gore, kelime basari testi 6n test puan ortalamalar1 agisindan Deney 2 ve Kontrol 2 gruplari
arasinda istatistiksel olarak anlamli bir fark olmadig1 goriilmiistiir. (t=1,856 ve p>0,05) Bu sonuglara
gore bu iki grubu birbirine denk kabul etmekte bir sakinca olmadig1 sdylenebilir.

Deneysel islem Basamaklar
Arastirmanin deneysel basamaklar1 agagidaki gibidir:

1 Deney ve kontrol gruplari olusturulmustur.
2 Kelime Basar1 Testi her iki deney ve kontrol gruplarina 6n test olarak uygulanmigtir.

3. Tabu ile oyun etkinligi yapilmadan bir hafta dnce deney gruplarindaki dgrencilere Tabu
oyununun nasil bir oyun oldugu, nasil oynanacagi agiklanmistir.

4. Deney gruplarinda dersler Tabu oyunu etkinligi yapilarak islenirken, kontrol gruplarinda ise ders
kitabinin gerektirdigi etkinliklerin disina ¢ikilmamistir. Tabu oyunu deney gruplarinda her dersin
son 15-20 dakikasinda uygulanmistir.
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5. Deney ve Kontrol grubunun Ingilizce dersleri arastirmaci tarafindan yiiriitiilmiistiir. Uygulama 7
hafta boyunca haftada 4 ders saati olmak tizere toplam 28 ders saati siirmiistiir.

6. Daha 6nce dort grupta On test olarak uygulanmis olan “Kelime Basar1 Testi” uygulamanin
sonunda dort gruba son test olarak uygulanmistir.

Tabu Kartlarimin Olusturulmasi

Calismanin deneysel islem kismi Ingilizce dersi yedinci sinif diizeyinde 3. ve 4. iiniteleri
icermektedir. Oncelikle arastirmacilar tarafindan 3. ve 4. iinitelerin ders kitabinda gegen kelime listeleri
cikarilmistir. Uciincii iinitede 49 kelime, dérdiincii iinitede ise 99 kelime ya da kelime grubu
listelenmistir. Listelenen toplam 148 kelimenin her biri i¢in anlatilirken kullanilmayacak ii¢ yasak
kelimenin belirlenmesi amaciyla iki Ingilizce Ogretmeninden goriisler alinmustir. Bu goriisler
dogrultusunda gerekli diizenlemeler yapilarak her bir kelime igin ti¢ yasak kelime belirlenmistir. Daha
sonra bu verilere gore aragtirmacilar tarafindan Tabu kartlar1 olusturulmustur.

Tabu Oyununun Uygulanma Sekli

Tabu oyununun degisik versiyonlar1 bulunmaktadir. Bu ¢alismada Tabu oyununun iki versiyonu
kullanilmistir. Uygulamanin basinda Ogrencilerin rahat olmasi ve giidiilenmesi, 6grencilerin oyuna
alisabilmesi, grup arkadaslari ile uyumunun olugsmasi amaciyla yuvarlak masa Tabu oyunu oynanmuistir.
Ogrenciler kelimeleri daha rahat ve hizli anlatabilir duruma geldiklerinde ve kelimeleri daha iyi
ogrendiklerinde gruplar arasi yarigmali Tabu oyunu oynanmistir. Boylece 6grencilerin rekabet ortami
ile motivasyonlarin artirilmasi saglanmigtir. Siif dort gruba ayrilmis ve her grubun &grencileri
belirlenmistir. Bu ¢alismada Tabu oyununun kurallar1 agagidaki sekildedir:

1. Her bir grup i¢in birer dgrenci grup koordinatorii olarak belirlenir.
2. Ogrenciler bir masanin etrafinda oturur.

3. Dabha sonra dgretmen sinifa Tabu oyununun kurallarini anlatir.

4

Ogretmen her grubun masasma aym kelimelerden olusan Tabu posetlerini koyar. Posetten
rastgele bir kagit se¢imi ile her grup oyuna baslar. Kural olarak Ogrenci kelimeyi
anlatamayacagini diisiiniiyorsa baska bir kagit cekebilir ya da pas diyebilir. Her 6grencinin
kelimeyi anlatmak icin bir dakika siiresi vardir. Bunun i¢in her masada bir kum saati
bulundurulur. Anlatilan ve anlatilamayan kelimeler gruplandirilir.

Eger 6grenci yasak kelimelerden birini kullanirsa baska bir 6grenciye sira geger.

Her grup ayni anda oyuna baslar. Oyun i¢in verilen siire ders planina gore ayarlanir. Bu siire
ortalama 15 dakikadir. Siire boyunca 6gretmen her grubu ziyaret eder ve ifade zorlugu ¢eken
ogrencilere yardime1 olur. Siire doldugunda ayni anda oyun bitirilir. Gruplar bildikleri kagit
sayisini sayarlar. En ¢ok kelime anlatan grup oyunu kazanir.

Veri Toplama Araclari

Deney ve kontrol grubunda yer alan 6grencilerin kelime 6grenme basarilarim 6lgmek icin On test ve
son test olarak “Kelime Basar1 Testi” uygulanmistir. Veri toplama aracinin gelistirme siirecine iliskin
gecerlik ve giivenirlik calismalarina yonelik bilgiler asagida yer almaktadir.

Basar1 Testinin Gelistirilmesi

Basar1 testi hazirlanmadan 6nce, deneysel uygulama siiresince igslenecek tinitelerle ilgili kazanimlarin
ve sorularin tiniteleri tam olarak kapsadigini gorebilmek igin belirtke tablosu olusturulmustur. Boylece
kapsam gecerliligi saglanmaya calisilmistir. Belirtke tablosu Bloom taksonomisine gore diizenlenmistir.
Deneysel uygulama siiresince 2 farkli konu igleneceginden (Biographies, Wild Animals) her {niteyle
ilgili 30’ar soru hazirlanmistir. Alanla ilgili temel kaynaklar ve ders kitabinin yardime1 materyallerinden
elde edilen sorular kazanimlar ¢ergevesinde teste yerlestirilmistir. Bu kapsamda 60 soru hazirlanmis ve
hazirlanan sorular {i¢ ortaokul Ingilizce 6gretmeni, dort arastirma gorevlisi ve egitim programlari ve
Ogretim alaninda iki 6gretim tiyesi tarafindan icerik ve bigim ydniinden incelenmistir. Alinan goriisler
cergevesinde testte bulunan 10 soru ¢ikartilmigtir. Bazi sorular ise alinan goriislere gore diizeltilmistir.
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Bu goriisler kapsaminda teste bir okuma metni ve metinle ilgili {i¢ soru eklenmistir. Yazim ve imla
hatalar diizeltilmigtir. 50 soruluk testin son halinin i¢erik ve bigim olarak uygun oldugu, sorularm agik
ve anlasilir oldugu, sorularin kazanimlarla uygun oldugu uzmanlar tarafindan belirtilmistir. Testin son
hali sekizinci smmflardan 181 &grenciye uygulanmistir. On uygulama arastirmacilar tarafindan

gerceklestirilmistir.

Analizleri yapmak i¢cin TAP 6 programi kullanilmistir. Bagar1 testinin 6n uygulamasi sonucu
hesaplanan giivenirlik katsayist KR20 (Alpha): 0.882 olarak bulunmustur. Yapilan madde analizi ile
testin ortalama madde gii¢liikk endeksi 0.497 madde ayirt edicilik endeksi 0.366 olarak hesaplanmustir.
Basar1 testi sonuglarinin madde analizine dair bazi istatistiki veriler Tablo 4’te gosterilmistir.

Tablo 4. Basari testinin 50 soruluk ilk hali ile ilgili istatistikler

Soru Sayis1

Uygulanan kisi sayisi
Tam puan

Ortalama

Standart Sapma

Medyan (ortanca)
Minimum puan
Maximum puan

Varyans

Carpiklik

Basiklik

KR20

Ortalama Madde Giigliigii
Ortalama Madde ay1rt ediciligi

60

181

60

24.862 = %49.7
7.485

25.00= %50.0
11.000 = %22.0
43.000 = %86.0
56.031

0.203

-0.726

0.822

0.497

0.366

Yapilan analizden sonra madde ayirt edicilik indeksi ve madde gii¢liik indeksi bakimindan problemli
oldugu goriilen sorular testten cikarilmistir. Basari testinden sorunlu olan 13 soru ¢ikarildiktan sonra
yapilan madde analizine dair bazi istatistiki veriler asagida Tablo 5’te verilmistir.

Tablo 5. Basar1 testinin 33 soruluk son hali ile ilgili istatistikler

Soru Sayisi

Uygulanan kisi sayisi
Tam puan

Ortalama

Standart Sapma

Medyan (ortanca)
Minimum puan
Maximum puan

Varyans

Carpiklik

Basiklik

KR20

Ortalama Madde Giigliigii
Ortalama Madde ayirt ediciligi

33

181

33
18.006=%54.6
6.583
18.000=%54.5
5.000=%15.2
32.000=%97
43.331

0.079

-0843

0.849

0.546

0.482

Deney ve kontrol gruplarina 6n test ve son test olarak uygulanmak {izere son halini alan testin
giivenirlik kat sayis1t KR20 (Alpha) = 0.849 olarak bulunmustur. KR 20 test maddelerinin 6lgmenin
bittnuyle ne kadar tutarli oldugunu gosterir, yani maddelere ait puanlarin toplam test puanlariyla
tutarliginin bir Olgiistidiir (Biiyiikoztiirk vd., 2016). Bu deger 1°e yaklastikgca test giivenilir ve i¢
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tutarhliga sahiptir denebilir. KR 20 (Alpha) giivenirlik kat sayisinin 0.849 olmasi i¢ tutarliligin ve testin
giivenilirliginin saglanabildigini gdstermektedir. Yani bu testle yapilan Olgmelerde gergege yakin
sonuclar elde edilebilecegi varsayimi da yapilabilir. Bu testten alinabilecek en yiiksek puan 33, en diisiik
puan ise 0’dir. Yukaridaki istatistiklere bakildiginda testten alman en yiiksek puan 32, en diisiik puan
ise 5’tir.

Carpiklik ve basiklik kat sayilar1 da analizlerde puanlarm normal dagilim gosterip gostermedigini
gosteren verilerdendir. Carpiklik ve basiklik degerlerinin £1.0 arasinda olmasi dagilimin normalden ¢ok
sapmadigini gostermektedir (Demir, vd., 2016). TAP analiz sonuglarina gore 33 soruluk testin ¢arpiklik
katsayis1 0.079 ve basiklik katsayisi ise -0.843 olarak belirlenmistir. Bu degerler test puanlarmin normal
dagilimdan ¢ok sapmadigini géstermektedir.

Yapilan analiz sonucunda madde giiglilk indeksi 0.546 olarak hesaplanmigtir. Madde giicligi
yetenek testleri, basari testleri gibi bilgi ve beceri dlgen testlerde yer alan maddelerin dogru cevaplanma
oranini gosteren, testin son hali i¢in madde se¢iminde bir 6l¢iit olarak kullanilan istatistiktir. Madde
glicliiklerinin 0.50 civarinda olmasi beklenir (Biyiikoztiirk vd., 2016). Bu sonuca gore testin sorularinin
orta giigliikte oldugu s6ylenebilir. Madde ayirt ediciligi ise maddelerin Olgllen 6zellikle ilgili olarak
bireyleri ne derece ayirt ettigini gostermektedir. Testin lgmeye ¢alistigi 6zellige yiiksek diizeyde sahip
olan bireylerle, diisiik diizeyde sahip olan bireyleri ayirt etme giiciidiir (Biylikoztiirk vd., 2016). Madde
ayirt edicilik indeksinin 0.30 ve daha yiiksek olmasi maddelerin bireyleri ayirt ettigini, 0.20 ile 0.30
arasinda ise maddelerin diizeltilerek gelistirilmesi gerektigini gostermektedir. 0.20 ve daha asagida bir
deger ise maddenin dlgekten atilmasi gerektigini gosterir (Blyukoztirk vd., 2016).

Bu galismada ortalama madde ayirt edicilik degeri 0.482 olarak bulunmustur. Bdylece testteki
maddelerin bireyleri oldukga iyi ayirt ettigi soylenebilir. T{im bu sonuglar ile basari testinin 33 maddelik
son halinin madde ayirt ediciligi ve madde giigliigli bakimindan kabul edilebilir diizeyde oldugu
gorulmektedir.

Verilerin Cozimlenmesi

Basar1 testinin pilot uygulamasi sonucunda yapilan analizlerde TAP 6 programu kullanilarak test
maddelerinin madde giigliikk ve ayirt edicilik indeksleri, varyans, standart sapma, ¢arpiklik, basiklik,
ortalama ve KR20 degerleri elde edilmistir.

Kelime Basar1 Testi verilerinin normal dagilim gosterip gostermedigini belirlemek i¢in Shapiro Wilk
testi kullamlmustir. Karsilastirmali analizlerde ise Bagimsiz Gruplar t-Testi, Mann Whitney U Testi ve
Bagimli Gruplar t-Testi kullanilmistir.

Tablo 6. Basar1 testi On test-son test puan farklarina iliskin Shapiro Wilk testi sonuclari

ShapiroWilk
Grup Istatistik sd p
Basar1 Testi Deney 1 0.935 21 0.176
Deney 2 0.959 27 0.346
Kontrol 1 0.938 26 0.121
Kontrol 2 0.933 18 0.215

Tablo 6’da verilen sonuglara gore; tiim deney ve kontrol gruplarinin puan farklari normal dagilim
gostermektedir. Bu nedenle ayni gruplarin tekrarl 6lgiimlerinde Bagimli Gruplar t-Testi uygulanmustir.
Deney 1 ve Kontrol 1 gibi iki farkli grubu karsilastirirken ise Bagimsiz Gruplar t- Testi kullanilmistir.
Yapilan testlerin yorumlanmasinda, test sonuglariin analizi sonucunda istatistiksel olarak anlamli
farlilik olmas1 durumunda etki biiyiikligi degerine de bakilmustir. Etki biiylikliigli genel olarak, yokluk
hipotezleri ile alternatif hipotezler arasindaki farkin biyiikligii olarak tammlanmaktadir. Bu da
arastirma sonuglarmin pratikteki anlamhiliginin bir gostergesi niteligindedir. Istatistiksel anlamlilik,
orneklem sayisindan etkilenirken, etki biiyiikliigii degeri, bu 6rneklem sayisindan kaynaklanan sonuglari
ortadan kaldirarak elde edilen sonugclar hakkinda daha dogru bir karar verilmesine yardimci olur (Ozsoy
& Ozsoy, 2013). Bu arastirmada etki biiyiikliigii hesaplanmasinda Cohen d formiilii kullanilmustir.
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Bagiml1 Gruplar t-Testi Cohen d formiilii su sekildedir (Ozsoy ve Ozsoy, 2013):

t
d=v~N

Bagimsiz Gruplar t- Testi i¢in Cohen d formiilii ise su sekildedir.

N1+N2
d=t\ NNz
Arastirmada Cohen'in kiigiik etki degerinin 0,20, orta etki degerinin 0,50 ve biiyiik etki degerinin
0,80 oldugu belirlenmistir.
BULGULAR

Bu boliimde arastirmada yapilan analizler sonucu elde edilen veriler tablolar halinde sunulmus ve
verilere dayali yorumlar yapilmistir.

Birinci Arastirma Sorusuna iliskin Bulgular

Deney 1 grubunun 6n test-son test puanlarma iliskin Bagimli Gruplar t-testi sonuglar1 Tablo 7°de
verilmistir.

Tablo 7. Deney 1 grubunun 6n test-son test puanlarma iliskin bagimli gruplar t-testi sonuglari

n X SS sd t p
On test 21 23.80 13.18 20 -8.041 0.000*
Son test 21 52.95 17.63

Tablo 7°de gorildiigli tizere Deney 1 grubunda yer alan Ogrencilerin deneysel islem sonrasinda
Ingilizce kelime basari testi puanlarinda belirgin bir artis olmustur (t=-8.041 ve p<0,05). Deney 1
grubundaki 6grencilerin uygulama 6ncesi basari puan ortalamalar1 23.80 iken; uygulama sonrasi basari
puan ortalamalar1 52.95’e yiikselmistir. Bu fark anlamli bir farkliligm oldugunu gostermektedir.
Hesaplanan Cohen d degeri yaklasik 1.75 standart sapma kadar oldugunu gostermektedir.

Ikinci Arastirma Sorusuna Iliskin Bulgular

Deney 2 grubunun 6n test-son test puanlarma iliskin Bagimli Gruplar t-testi sonuglar1 Tablo 8’de
verilmistir.

Tablo 8. Deney 2 grubunun 6n test-son test puanlarma iliskin bagimli gruplar t-testi sonuglari

n X SS sd t p
On test 27 35.91 11.42 26 -15.123 0.000*
Son test 27 80.46 18.20

Tablo 8’de goriildiigii lizere Deney 2 grubunda yer alan 6grencilerin deneysel islem sonrasinda
Ingilizce kelime basari testi puanlarinda anlamli bir artis olmustur (t= -15.123 ve p<0.05). Deney 2
grubundaki 6grencilerin uygulama 6ncesi basar1 puan ortalamalar1 35.91 iken; uygulama sonrasi basar1
puan ortalamalar1 80.46’ya yiikselmistir. Bu sonu¢ anlamli bir farkin oldugunu gostermektedir. Etki
biiyiikliigiinii belirlemek icin Cohen d degeri hesaplanmistir. Hesaplanan Cohen d degeri yaklasik 2.90
standart sapma kadar oldugunu gostermektedir.

Uciincii Arastirma Sorusuna iliskin Bulgular

Kontrol 1 grubunun 6n test-son test puanlarina iligkin Bagimli Gruplar t-testi sonuglar1 Tablo 9°da
verilmistir.

Tablo 9. Kontrol 1 grubunun 6n test-son test puanlarina iliskin bagimli gruplar t-testi sonuglari

n X Ss sd t p
On test 26 26.10 7.01 25 -1.438 0.163*
Son test 26 30.41 13.53

Tablo 9°da gériildiigii iizere Kontrol 1 grubunda yer alan 6grencilerin Ingilizce Kelime Basar1 Testi
puanlarinda bir artis olmustur. Ancak bu artig istatistiksel olarak anlamli degildir (t= -1.438 ve p<0.05).
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Kontrol 1 grubundaki 6grencilerin uygulama oncesi basar1 puan ortalamalar1 26.10 iken; uygulama
sonrasi basari puan ortalamalar1 30.41°e yiikselmistir.

Dérdiincii Arastirma Sorusuna Iliskin Bulgular

Kontrol 2 grubunun 6n test-son test puanlarina iligkin Bagimli Gruplar t-testi sonuglar1 Tablo 10’da
verilmistir.

Tablo 10. Kontrol 2 grubunun &n test-son test puanlarina iligkin bagiml gruplar t-testi sonuglar

n X Ss sd t p
On test 18 42.25 10.92 17 -6.406 0.000*
Son test 18 65.81 20.01

Tablo 10°da goriildiigii gibi Kontrol 2 grubunda yer alan 6grencilerin ingilizce kelime basari testi
son test puanlarinda belirgin bir artig olmustur (t=-6.406 ve p<0.05). Kontrol 2 grubundaki 6grencilerin
uygulama dncesi basari puan ortalamalar1 42.25 iken; uygulama sonrasi basari puan ortalamalari 65.81°¢
yitkselmistir. Etki biiylikliigiinii belirlemek i¢in Cohen d degeri hesaplanmistir. Hesaplanan d degeri
yaklasik 1.51 standart sapma kadar oldugunu gostermektedir.

Besinci Arastirma Sorusuna iliskin Bulgular

Deney 1 ve Kontrol 1 gruplarmin 6n test-son test puan farklarina iliskin Bagimsiz Gruplar t-testi
sonuglar1 Tablo 11°de verilmistir.

Tablo 11. Deney 1 ve Kontrol 1 gruplarinin 6n test-son test puan farklarma iliskin bagimsiz gruplar t-testi sonugclari

n X SS sd t p
Deney 1 21 29.14 16.60 45 5.327 0.000*
Kontrol 1 26 431 15.28

Tabu oyunu ile kelime 6gretimi yapilan Deney 1 grubunda yer alan 6grencilerin basarilarinin,
geleneksel dgretim yontemiyle ders islenen Kontrol 1 grubunda bulunan 6grencilerin basarilarma gore
daha fazla arttig1 Tablo 11°de gorulmektedir. Deney 1 grubu 6n test-son test puan farklarina ait ortalama
deger (X = 29.14) iken, Kontrol 1grubu 6n test-son test puan farklarina ait ortalama deger (X
=4.31)’dir. Bu farklilik istatistiksel olarak anlamlidir (t=5.327,p<0.5). Bagimsiz Gruplar t-Testi icin
hesaplanan Cohen d degeri 1,56 olarak belirlenmistir.

Altinc1 Arastirma Sorusuna Iliskin Bulgular

Deney 2 ve Kontrol 2 gruplarmin 6n test-son test puan farklarina iliskin Bagimsiz Gruplar t-testi
sonuclar1 Tablo 12°de verilmistir.

Tablo 12. Deney 2 ve Kontrol 2 gruplarinin 6n test-son test puan farklarma iligkin bagimsiz gruplar t- testi sonuglar1

n X SS sd t p
Deney 2 27 44.55 15.30 43 4.470 0.000*
Kontrol 2 18 26.56 15.60

Tabu oyunu ile kelime 6gretimi yapilan Deney 2 grubunda yer alan dgrencilerin basarilarinin,
geleneksel 6gretim yontemiyle ders islenen Kontrol 2 grubunda bulunan 6grencilerin basarilarina gore
daha fazla arttif1 Tablo 12’de goriilmektedir. Deney 2 grubunun On test-son test puan farklarma ait
ortalama deger (X =44.55) iken, Kontrol 2 grubunun on test-son test puan farklarma ait ortalama deger
(X =23.56) dir. Bu farklilik istatistiksel olarak anlamlidir. Bagimsiz Gruplar t-testi igin hesaplanan
Cohen d degeri 1,36 olarak bulunmustur.

TARTISMA

Deney 1 grubu Ogrencilerinin deneysel islem sonrasinda bagari testi puanlarinda anlamli bir artig
olmustur. Bu sonuca gore, Tabu oyunu ile kelime 6gretiminin dgrencilerin kelime basarilarinda etkili
oldugu sonucuna varilabilir. Ayrica bu sonug 6grencilerin etkinliklere aktif katilabildikleri ve eglenerek
aktif 6grenmenin desteklendigi oyunlar yolu ile daha kalict ve etkili 6grendiklerini gostermektedir.
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Benzer sekilde oyunlarla 6gretimin deney grubunda basariy1 artirdigi caligmalar bulunmaktadir (Batur
& Erkek, 2017; Capps, 2008; Hidayat, 2016; Giiney & Aytan, 2014; Gen¢ vd., 2012; Hawkins, 2016;
Toma vd., 2017). Batur & Erkek (2017) deney grubunda Tabu oyununun, bagar1 seviyesi ve cinsiyet
farki olmaksizin tiim 6grencilerin kelime kazanimlarini olumlu yonde etkiledigi sonucuna ulagmistir.
Hidayat (2016) ise deney grubundaki dgrencilerin oyunlarla kelime 6gretimi sayesinde ortalama basar1
puanlarinin arttigi sonucunu elde etmistir. Bu sonuglar bu calismanin sonuglari ile paralellik
gostermektedir.

Kontrol 1 grubunun 6n test- son test basar1 puanlar1 arasinda istatistiksel olarak anlamli bir artis
olmamigtir. Bu durum geleneksel 6gretimin bu g¢aligmada kelime Ogretiminde etkili olmadigini
gostermektedir. Geleneksel 6gretimde 6grencilerin pasif alict konumunda olmasi ve rekabet, merak ve
motivasyon kaynagi olarak oyunlarin 6grenmeyi kolaylastirmasi bu durumun nedeni olarak goriilebilir.
Batur & Erkek (2017) de ¢alismalarmda kontrol grubunda yer alan 6grencilerin basarilarinda bir farklilik
olmadig1 ve geleneksel 6gretimin 6grencilerin kelime basarilarinda etkili olmadigi sonucuna ulagmisgtir.
Bu sonug, bu ¢alismada Kontrol 1 grubunda bulunan 6grencilerin basari puanlarimin sonucu ile birebir
ortiismektedir.

Deney 2 grubundaki 6grencilerin 6n test-son test bagar1 puanlarina gére deneysel islem sonrasinda
Deney 2 grubunun basari testi son test puanlarinda anlaml bir artis olmustur. Bu bulguya gére Tabu
oyunu ile kelime 6gretiminin 6grencilerin kelime basarilarinda oldukga biiyiik bir etkiye sahip oldugu
sOylenebilir. Bu c¢alismanin bulgulariyla ortiisen g¢alismalar bulunmaktadir. Lumbangaol (2021)
tarafindan Bilisim miithendisligi tiniversite 6grencileri ile yapilan arastirmada, deney grubu lehine 6ntest
ve son test sonuglari arasinda kelime testi basar1 puanlarinda artis oldugu sonucuna ulagilmistir. Oyunla
ogretimin ders basarisim artirdigina dair ¢alismalar da bu ¢alismanin sonuglarini desteklemektedir
(Hanbaba, 2011; Girer & Arslan, 2017; Kaya & Elgiin, 2015; Usta, vd., 2018).

On test-son test basar1 puanlarina gore, geleneksel dgretimle kelime dgretiminin yapildig: Kontrol 2
gurubunun basarisinda anlamli bir artis olmustur. Hesaplanan Cohen d degerine gore etki biiyiikligi
“biiyiik” olarak tespit edilmistir. Bu sonuglara gére geleneksel 6gretimin Kontrol 2 grubunda etkili
oldugu Kontrol 1 grubunda anlamli bir etkiye sahip olmadigi goriilmektedir. Bu sonuglara benzer olarak
Durukan (2011) ve Kartal & Ozbek (2017)’in ¢ahsmalarinda da benzer sekilde kontrol grubunda
uygulanan geleneksel yontemin Ingilizce ders basarisini artirdigi sonucu elde edilmistir.

Tabu oyunu ile kelime 6gretimi yapilan Deney 1 grubunun basarisi geleneksel 6gretim yontemiyle
kelime Ogretimi yapilan Kontrol 1 grubuna gore daha fazladir ve istatistiksel olarak anlamlidir. Etki
biiyilikliigli degeri olan Cohen d degerine gére Tabu oyunu ile yapilan 6gretim “biiyiik™ etki giiciine
sahiptir. Batur & Erkek (2017) benzer olarak Tabu oyununun deney grubu lehine anlaml farklilik
yarattig1 sonucuna ulasmistir. Ayrica dil 6gretimi konusunda farkli yontemlerle ilgili arastirmalarda
deney grubu lehine anlamli farklilik bulan ¢alismalar da bulunmaktadir (Eristi & Polat, 2017; Hidayat,
2016; Kaya & Elgun, 2015; Masri & Najar, 2014).

Yapilan analizler sonucunda Tabu oyunu ile kelime Ogretimi yapilan Deney 2 grubundaki
Ogrencilerin basarilari, Kontrol 2 grubundaki 6grencilerin basarilara gore anlamh sekilde artmstir.
Benzer sekilde Tabu oyunu ile yapilan 6gretimin geleneksel yonteme gore daha ¢ok basar1 sagladig:
sonucuna bagka calismalarda da ulasilmistir (Eristi & Polat, 2017; Giirer & Arslan, 2017; Kaya & Elgiin,
2015; Masri & Najar, 2014). Glrer & Arslan (2017) egitsel oyunla 6gretimin ders basarisini artirdigina
yonelik bulgular elde etmistir. Masri & Najar (2014) ise oyunlarla kelime 6gretiminin etkisini arastirdigi
calismasinda deney grubunun oyunlarla kelime hazinelerini anlamli bir sekilde gelistirdigi ve kontrol
grubuna gore anlamh bir artig sagladig1 sonucuna ulagmistir. Bu bulgular bu arastirmanin sonuglari ile
ortiismektedir.

SONUC VE ONERILER

Deney 1 grubunun Ingilizce kelime basari testi &n test- son test basar1 puanlar1 karsilastirildiginda
anlamli bir artis oldugu goriilmiistiir. Uygulanan yontemin etki giicli degeri “biiyiik” olarak saptanmustir.
Bu sonuca gore Tabu oyunu ile kelime 6gretiminin 6grencilerin kelime basar1 diizeylerinde oldukca
etkili oldugu goriilmiistiir. Kontrol 1 grubunun Ingilizce kelime basari testi 6n test- son test basari



201

puanlan karsilastirildiginda anlamli bir farklilik gézlenmemistir. Dolayisiyla uygulanan geleneksel
ogretimin Kontrol 1 grubunun kelime basarisina etkisi olmadigi gozlenmistir.

Deney 2 grubunun Ingilizce kelime basar: testi 6n test- son test basar1 puanlar1 arasinda istatistiksel
olarak anlaml bir farklilik oldugu goriilmistiir. Tabu oyunu ile kelime 6gretiminin etki giicli degeri
“biiyiik” olarak belirlenmistir. Bu bulguya gore Tabu oyunu ile kelime 6gretiminin 6grencilerin kelime
basarilarmnda etkili oldugu sonucuna varilmistir. Kontrol 2 grubunun Ingilizce kelime bagart testi 6n test-
son test basar1 puanlari arasinda anlamli bir artig oldugu ve etki biiyiikliigii degerinin “biiyiik” oldugu
sonucuna ulasilmigtir. Bu sonuca goére Kontrol 2 grubunda geleneksel 6gretimle kelime 6gretiminin
basariy1 artirdig1 ve etkili oldugu gézlenmistir.

Deney 1 ile Kontrol 1 gruplarinin kelime basari testinden aldiklar1 6n test- son test puan farklarina
ait ortalama puanlar incelendiginde; Tabu oyunu ile kelime Ogretimi yapilan Deney 1 grubunun
basarismin, geleneksel 6gretim yontemiyle ders islenen Kontrol 1 grubunun basarisina gore daha fazla
arttigr gozlenmistir. Etki blylkligi degeri ise “biiyiikk” olarak belirlenmistir. Bu sonuglara gére Tabu
oyunu ile kelime 6gretiminin 6grencilerin basarilaria katki saglayan bir yontem oldugu sdylenebilir.
Deney 2 ile Kontrol 2 gruplarinin kelime basari testinden aldiklar1 6n test- son test puan farklarna ait
ortalama puanlar incelendiginde, Tabu oyunu ile kelime 6gretimi yapilan Deney 2 grubunda yer alan
Ogrencilerin bagarilarmin geleneksel 6gretim yontemiyle ders islenen Kontrol 2 grubunda bulunan
Ogrencilerin basarilarina gore anlaml bir sekilde arttig1 goriilmiistiir. Dolayisiyla uygulanan deneysel
islemin oldukea etkili oldugu sdylenebilir.

Bu sonuglar Tabu oyununun Ingilizce derslerinde kelime &gretimi siirecinde hem dgrenciler hem de
ogretmenler igin etkili bir 6gretme ve 6grenme aract oldugunu gostermektedir. Elde edilen sonugclar,
oyunlarin sinif ortaminda kullanilmasina iliskin mevcut kanitlara dayanmaktadir ve 6grenmeyi daha
cekici ve eglenceli hale getirmektedir. Ustelik dgrenciler i¢in kelime dgrenimi soyut oldugundan Tabu
oyunu bu siireci daha ilgi ¢ekici ve kalici kilmamin bir yoludur. Arastirma sonuglarina dayanarak
uygulayicilar ve arastirmacilar i¢in asagidaki 6neriler gelistirilmistir:

e Tabu oyunu diger derslerde de uygulanabilir.

e Egitim fakiiltelerinin Ingilizce 6gretmenligi programlarinda ve dgretmenlere verilen hizmet ici
egitimler kapsaminda Tabu oyununu da i¢eren egitsel oyunlar konulu seminerler verilebilir ve
ogretmenler 6grencinin aktif olabilecegi bu gibi teknikleri uygulamaya 6zendirilebilir.

e Tabu oyununun fakh versiyonlar1 derslerde uygulanabilir.

e Ilkokul, lise ve iiniversite gibi diger 6gretim kademelerinde Tabu oyunu ile kelime dgretiminin
etkisi ve uygulanabilirligi arastirilabilir.

e Bu calismada Tabu oyununun ingilizce dersi kelime dgretiminde etkisi arastirilmistir. Tabu
oyununun farkli dersler ve farkli konulardaki etkisi arastirilabilir.

e Bu caligma iki deney ve iki kontrol grubunda 7 hafta siire ile uygulanmis ve karsilastirilan
gruplar arasinda basar1 yoniinden oldukga anlamli farklar gortilmiistiir. Aragtirmacilara daha
uzun siireli uygulamalarin etkisinin aragtirilmasi onerilebilir.

Arastirmamin Stmirhhiklar:

Bu Arastirma uygulamanin gerceklestirildigi 7 hafta boyunca islenen konularla (Biographies ve Wild
Animals {initeleri) ilgili kelime bilgisi ile sinirlidir. Aragtirma sorular1 arasinda diisiik ve yliksek basarili
ogrencilerin karsilagtirilmasi ile ilgili bir soru olmamakla birlikte ¢aligmanin yapildigi okulda basari
bakimindan birbirine denk 4 grup bulunamadigi icin iki yiiksek basarili ve iki diisiik basarili grup
birbirleri ile karsilastirilmistir. Bu okulda kiz ve erkek 6grenciler farkli siniflarda egitim gérmektedirler
ve erkek 6grenci sayilari ile kiz 6grenci sayilar birbirine denk degildir. iki yiiksek basarili erkek smifi
olmadig1 i¢in yiiksek basarili bir kiz ve bir erkek sinifi ve iki diisiik basarili erkek sinifi birbiriyle
karsilastirilmistir. Aragtirmanin sonuglart deney ve kontrol gruplarindaki 6grencilere uygulanan kelime
basar testinden aldiklar1 puanlar ile siirhidir. Aragtirma geleneksel yontem (ders kitabinda bulunan
etkinliklerin disina ¢ikmama) ve Tabu oyunu ile kelime 6gretimi ile sinirlidir.
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