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Abstract

In this study, it was aimed to develop a measurement tool that aims to measure adult individuals' beliefs
about the world. For this purpose, adjectives characterizing the world were examined and an item pool
consisting of 92 items was created. Exploratory factor analysis conducted with the data collected from
523 participants through these items yielded 24 items and a 4-dimensional structure. In order to provide
evidence for the validity of this construct, data were collected again from a total of 724 participants. The
findings of the confirmatory factor analysis conducted with the data obtained from 724 participants
showed that the factor loadings of the indicators were above .63 and the calculated goodness of fit values
ranged from acceptable to excellent. The internal consistency coefficients for the subscales of the
measurement tool ranged between .87 and .90. The findings obtained from study evidence that the
measurements are reliable and valid. The findings are discussed in the light of theoretical views and
empirical findings in the literature.

Keywords: cognitive beliefs; world beliefs; scale development; psychometry

*This article is derived from the phd thesis titled "The mediator role of social interest between university
students' world beliefs and dark triad personality traits" conducted by Gliney Dengiz under the supervision of Prof.
Dr. Binnaz Kiran (PHD Thesis, Mersin University, Mersin / Turkey / 2022).
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INTRODUCTION

Individuals have belief patterns that affect their emotions and behaviors. Beliefs are psychological
state in which individuals accept certain claims or assumptions with their feelings (Schwitzgebel, 2006).
These beliefs generally reflect the perceived relationships associated with an object or concept (Bem,
1970; Katz, 1960; Leung et al. 2002) and develop because of lifelong experiences (Beck, 2014).
Developed beliefs can affect individuals' perspective on events, emotions, and behaviors. Moreover,
beliefs can be categorized at personal and environmental levels. According to Chen et al. (2016),
environmental beliefs, or beliefs about the world, which attract less attention than beliefs about the self,
are a way of defining the world, both the universe and life in it, what it is and what it should be.

Clifton et al. (2019) defines beliefs about the world as cognitions about what the world is like, while
Koltko-Rivera (2004) defines beliefs about the world as a set of beliefs and assumptions that define
reality. When these definitions are taken into consideration, beliefs about the world can be defined as
cognitions that do not need to be proved, which determine what can or cannot be known in the world,
how it can be known or done, what goals in life can or should be sought or realized, and what is good
or bad. However, Koltko-Rivera (2004) states that there is no consensus on the theoretical formulation
of the concept of world beliefs, which has a long history and a wide field.

There are some theories that directly or indirectly mention beliefs about the world. These approaches
include Pepper's world hypotheses (Hayes, Hayes, & Reese, 1988; Koltko-Rivera, 2004), the social
axioms approach proposed by Leung et al. (2002), and Kluckhohn and Strodtbeck's value orientations
approach (Koltko-Rivera, 2004). Rather than directly describing our beliefs about the world, these
theories serve as a way of thinking. Some have directly attempted to define what beliefs about the world
are. Among these, the just world belief approach put forward by Lerner (1977) refers to the belief in a
just world where people get what they deserve or deserve what they get. Koltko-Rivera (2004) identifies
two forms of belief in world: one that is general and one that is individual. The general one refers to the
fairness of the world we live in, and the individual one refers to the fairness of one's experiences.
Individuals with just world beliefs believe that not only being a criminal, but also being poor, being sick,
and even being a victim of crime are their own problems and crimes (Clifton et al., 2019; Dalbert &
Donat, 2015).

Since the theoretical views and research on world beliefs are independent and different from each
other, Clifton et al.'s (2019) Primal World Beliefs Model is another prominent theory. This approach
aims to reveal all existing world beliefs based on 6 criteria. To achieve this goal, Clifton et al. (2019)
first analyzed 14 sacred texts, 100 novels, 100 films, 100 speeches, and 71 artifacts and analyzed all the
sayings about the world, the universe, everything, nothing, and life. They then compiled 80677 tweets
beginning with “earth”, “universe” and “everything” between 2010 and 2013. They then analyzed the
840 most frequently used adjectives from Contemporary American English, a 450-million-word
database containing 190,000 texts selected from five genres between 1990 and 2012.

Then, they compiled the data they obtained in the light of six criteria covering simple, adjectival,
goal-oriented, maximally general, automatic, and active features. As a result, the 99-item Primal World
Beliefs Inventory (P1-99) consists of a hierarchical structure with 26 factors, including a core factor
(good world belief), three secondary factors (safe, enticing, and alive), and 22 tertiary factors. The core
factor of the Primal World Beliefs is called the Good World Belief and is an umbrella under which 22
tertiary level and 3 secondary level beliefs are gathered. In a way, the three secondary level world beliefs
(safe, enticing and alive) can be characterized as the three main reasons for seeing the world as a good
place. This umbrella belief simply answers the question "Is the world a good place?". Although all other
factors are part of the good core belief, the factor closest to the good world belief is the "pleasureable™
world belief. In this scale development study, Clifton et al.'s Primal World Beliefs Model, which is
based on the fact that the theoretical views and research on world beliefs are independent and discrete
from each other, was taken as a basis..

Research has shown that beliefs about the world predict personality (Kaufman, Yaden, &
Tsukayama), life satisfaction (Lipkusa, Dalbert, & Siegler, 1996), and many protective and preventive
variables for mental health (Clifton et al., 2019). In recent studies, beliefs about the world have been
shown to predict moral personality traits (Zhang, Chen, & Xia, 2021), sustainable consumer behavior



(Kerry, Hampke, & Clifton, in press), character strengths (Stahlmann & Ruch, 2023), political attitude
(Clifton & Kerry, 2023), gratitude, perceived control, optimism and well-being (Goodwin & Williams,
2023), and self-esteem (Tatsi & Panagiotopoulou, 2021). Considering the role of beliefs about the world
on these variables, it can be said that beliefs about the world are a dynamic and important variable in an
individual's social and individual life. Therefore, it seems important to examine issues such as what
people's beliefs about the world are, how they develop, which factors they affect, and which factors they
are affected by. Realizing these investigations is only possible with the existence of a reliable and valid
scale that measures beliefs about the world.

Although there are several theoretical and empirical formulations in the international literature, no
theoretical structure or scale related to beliefs about the world was found in the geography where the
research was conducted. Chen et al. (2016) state that how our perceptions of the world are evaluated
depends on how researchers conceptualize perceptions of the world and that members of different
cultures may have different perceptions and beliefs about the world. In this sense, it is important to
develop a scale to reveal the general structure of beliefs about what the world is like in the national
literature, to determine which beliefs are present or absent and how these beliefs function. It is thought
that the development of a scale with high validity and reliability at the end of this study will contribute
to multicultural/intercultural studies on world beliefs in the future. In this direction, the main purpose of
the study is to develop the beliefs about the world scale to explore the implicit structure of beliefs about
what kind of a place the world is.

METHOD
Participants

In this scale development study, data were collected in three stages. In the first stage of the study,
530, in the second phase 641, and in the third phase 881 participants were recruited face-to-face in 2021.
The data were collected using convenience sampling method (Erkus, 2013), which is one of the
purposeful sampling methods. The research was approved by Mersin University Social and Human
Sciences Ethics Committee (No: 04 — Date: 05.04.2021). According to Tavsacil; it is recommended that
the sample size for exploratory factor analysis (EFA) should be between 5 to 10 times the number of
items being analyzed. Kaiser-Meyer-Olkin's (KMO) was utilized to evaluate the suitability of the data.
Accordingly, the KMO value of .964 for the Beliefs about the World Scale indicates that the
observations are perfectly suitable for EFA (Kalayci, 2014).

523 observations were collected to conduct EFA which is more than 10 times the number of items
of the scales. In the first stage of the scale development study, a total of 530 participants between the
ages of 18-25, 370 female (70.7%) and 153 male (29.3%), were reached to perform the EFA. However,
since 7 of the participants left some scale items blank, the analyses were conducted on the data collected
from 523 participants.

In the second stage of the study, data were collected from a different sample for confirmatory factor
analysis (CFA). For CFA, data were collected from 649 participants aged between 18 and 41. Since 8
of the participants did not mark some items in the scale, CFA was conducted with the data collected
from 641 participants (336 women and 305 men) with a sample size of (x=23.76, SD=5.29). This
number is considered sufficient for 24 items for sample size (Tavsancil, 2002). While determining the
sample, it was taken as a basic criterion that the participants should be adults, literate and voluntary
individuals without any mental disabilities.

Scale Development Process

Before starting the scale development study, ethics committee permission was obtained from the
university where the researchers are located. National and international literature was scanned to
determine whether there were similar scales, and some scales were found (Clifton et al. 2019; Dalbert
& Donat, 2015; Koltko-Rivera, 2004). Among these scales, the scale developed by Clifton et al. (2019),
which was found to be suitable for the purpose of the study, was first applied, but the expected result
could not be obtained as a result of CFA. Considering that different structures may emerge in different
cultures (Chen et al., 2016), a new scale was developed. The following sequence was followed in
developing the Beliefs about the World Scale:



1. A pool of 452 adjectives that are thought to contribute to the characterization of the world was
created by taking advantage of the adjectives in the language used in the geography where the
scale will be developed.

2. Three criteria were identified to be used culturally to identify and measure people's beliefs about
the world. These are; whether the adjectives are goal-oriented or not, whether they can have both
positive and negative meanings, and finally whether they are specific to other creatures or people.

3. Then, 452 adjectives were eliminated in terms of these 3 criteria. Respectively, 95 items that
were found to be non-targeted (e.g. "eternal™) were eliminated. Then, 33 items that can have both
positive and negative meanings (e.g. "crazy") were eliminated. Finally, 43 adjectives that were
specific to other living beings or people (e.g. "bright future™) were eliminated.

4. After these eliminations, 219 synonymous adjectives were identified. In the elimination of
synonymous adjectives, the 75 adjectives with the highest number of results found in the Turkish
results in the Google search engine were selected to prefer those commonly used in daily
language.

5. In order to obtain expert opinions and to calculate content validity ratios, the 137 adjectives
identified after the pre-selection process were evaluated by a total of 9 experts, six of whom were
experts in Psychological Counseling and Guidance, one in Psychology, and two in Measurement
and Evaluation. These experts were asked to evaluate the 137 items as "Necessary", "Useful but
Insufficient” and "Unnecessary"..

6. Lawshe's (1975) method was used to examine the evaluations made by the experts and content
validity ratios were calculated. From the content validity ratios obtained, 45 items below 0.75
(0=0.05) were removed (Yurdugiil, 2005) and a candidate form consisting of 92 items was
formed.

7. The adjectives in the candidate form were applied to 523 participants between the ages of 18 and
25. The participants were presented with the format "The world we live in is ...... (adjective)"
format. The participants were asked to rate how much they agreed with these statements in the
range of (1) "strongly disagree" to (5) "strongly agree".

Data Analysis

The latent structure formed by the items in the candidate form was explored through Exploratory
Factor Analysis (EFA). In this direction, the assumptions of sample size, outliers, normality, whether
there is a multicollinearity problem, autocorrelation criterion of errors, sample suitability and whether
the correlations between variables are suitable for factor analysis were examined (Alpar, 2014; Kalayci,
2014; Tabachnick & Fidell, 2015). It was taken as a criterion that the common variance of the items was
above .50 (Yaslioglu, 2017) and the factor loadings were above .63 (Tabachnick & Fidell, 2015).

Factor loadings and goodness of fit values were calculated with the help of CFA to provide evidence
for the validity of the obtained construct in a different sample. Then, average variance extracted (AVE),
maximum shared variance (MSV), average squared shared variance (ASV) and composite reliability
(CR) values were calculated to provide evidence for convergent and divergent validity. Cronbach Alpha
internal consistency coefficients were calculated for the reliability of both EFA and CFA measurements.

RESULTS

The assumptions examined to asses the suitability of the data collected with the candidate form for
factor analysis and the findings after EFA conducted through these data are as follows.

Testing the Assumptions

Z values were examined for univariate outliers and Mahalanobis distance for multivariate outliers,
and 61 observations were excluded because they were outliers (Tabachnick & Fidell, 2015). Tolerance
values were found to be between .212 and .565 and variance increase factor values were found to be
between 1.771 and 4.721. Durbin Watson statistic (D-W= 1.965) was calculated, and it was seen that
the errors were independent of each other. The KMO value was .964 and the observations were perfectly
suitable for EFA (Kalayci, 2014). Finally, according to Bartlett's Test of Sphericity [x2 (4186) =
34700.074, p<0.001], correlations between items are suitable for factor analysis.



Determining the Number of Factors and Rotation Method

In determining the number of factors, there are 11 components with eigenvalues greater than 1
according to the Kaiser criterion and 3 components with an explained variance of at least 5% according
to the % of variance method. When the results obtained from other factor identification methods are
summarized, the scree plot suggests 3 factors, Horn's Parallel Analysis suggests 4 factors, and Velicer's
MAP Test suggests 6 factors. As stated by Erkus (2013), it is necessary to try more than one method
instead of sticking to a single method in determining the number of factors.

Since there was a correlation of more than .32 between the dimensions, it was decided to use oblique
rotation methods (Tabachnick & Fidell, 2015). In the 4-dimensional structure, it was concluded that the
results obtained from both promax and direct oblimin rotation methods were 100% compatible with
each other and that there were a sufficient level and number of loading items under each dimension.

Findings Related to Exploratory Factor Analysis

In the study, the common variance of the items being above .50 (Yaslioglu, 2017) and factor loadings
being above .63 (Tabachnick & Fidell, 2015) were taken as criteria. In the factor analysis conducted in
the first stage with 462 data and 92 variables and limited to 4 factors, 27 items were excluded from the
analysis because their common variance was below .50 and 41 items were excluded because their factor
loadings were below .63. In the last stage, 4 factors and 24 items and oblique rotation techniques were
performed with promax and direct oblimin. It was seen that the variance explained by 24 items, 462
observations and 4-factor structure was 67.84%. The findings related to this structure are presented in
Table 1.

Table 1. Factor loadings, eigenvalues, central tendency measures and item total correlations after
rotation

Factor 1 Factor 2 Factor 3 Factor 4 Item
Item Num. (") x sd Total
D.O.* Prx** D.O* Prx** D.O.* Prx** D.O* Prx** Corr.
i59 0.77 0.78 0.70 255 1.12 0.73
192 0.80 0.82 0.68 2.87 1.02 0.75
i81 0.87 0.89 0.73 291 1.02 0.77
i72 0.77 0.79 0.71 3.01 1.02 0.77
184 0.83 0.85 0.73 3.05 1.03 0.77
i38 0.78 0.80 0.64 273 1.03 0.71
i89 0.82 0.83 0.71 225 1.05 0.77
i83 0.80 0.81 0.70 2.27 1.05 0.75
i69 0.69 0.70 0.72 253 1.08 0.77
i86 0.84 0.86 0.70 2.35 1.04 0.74
i68 0.81 0.82 0.64 1.97 0.87 0.70
i66 0.78 0.79 0.67 2.11 1.01 0.71
i49 0.80 0.81 0.71 3.53 0.96 0.76
i53 0.77 077 0.73 3.58 0.95 0.77
i28 0.85 0.86 0.68 3.69 0.96 0.73
i23 0.78 0.79 0.68 3.73 0.94 0.73
i26 0.81 0.82 0.67 4.19 0.87 0.70
i36 0.75 0.76 0.58 3.83 0.91 0.66
i63 069 070 0.68 350 1.19 0.72
i9 0.83 085 0.68 329 1.13 0.72
i1l 0.83 085 0.68 3.47 1.08 0.72
i52 075 076 0.62 3.14 112 0.69
i43 075 076 0.60 3.31 1.17 0.67
i17 0.74 0.75 065 336 119 0.71
Eigenvalues 5.995 5.902 5.965 6.085
o 0.91 0.905 0.898 0.889

* Direct Oblimin
**Promax



When Table 1 examined, it is seen that each item gives a factor loading above .69 to the dimension
to which it belongs, its common variance is above .50 and the item total correlations are above .30. In
addition, in both direct oblimin and promax rotation, it is seen that the distribution of the items to the
factors is the same and the factor loadings of the items are very close to each other. The Cronbach Alpha
values obtained from the 24-dimensional and 4-component scale were calculated as .92 for the whole
scale, .91 for the first sub-dimension, .90 for the second sub-dimension, .89 for the third sub-dimension
and .89 for the fourth sub-dimension.

Findings Related to Confirmatory Factor Analysis

The validity of the construct and the measurements made in a different sample was examined with
the help of CFA. In examining the CFA assumptions for the Beliefs about the World Scale, univariate
and multivariate outliers were eliminated by means of z value and Mahalonobis distance, and the data
were analyzed with 641 participants. This number is considered sufficient for 24 items for the sample
size. The Durbin-Watson test statistic calculated for the autocorrelation of the errors was found to be
1.966 and it can be said that the errors are independent of each other. The tolerance values calculated
for the multicollinearity problem were between .387 and .575, and the variance increase values were
between 1.739 and 2.741, and it was seen that there was no multicollinearity problem. The path diagram
conducted with 641 observations collected through 4 factors and 24 items are presented in Figure 1, and
the prediction values of the factors and items under the factors are presented in Table 2.
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Figure 1. The path diagram for the four dimensional model



Table 2. Z, & R2 values of the four dimensional model

Dimensions and Items z R?
Peaceful 35.95%** 0.57

=2 Altruistic 30.33*** 0.53
§ Fraternal 43.36*** 0.68
% Friendly 38.42%** 0.65
Humane 45.66*** 0.68

Merciful 31.12%** 0.56

o Greedy 32.28%** 0.59
g’ Wearing 23.37%** 0.44
3 Agressive 39.80%* 0.68
%’a Quarrelsome 35.68*** 0.63
a Manipulative 33.26%** 0.40
Discriminatory 27.38*** 0.49

= Attractive 33.33*** 0.64
S Exciting 31.36*** 0.61
27 Fascinating 26.52%** 0.59
= Colorful 28.19%** 0.54
u Worthwhile To Explore 20.80*** 0.42
Full Of Novelty 19.24*** 0.40

Unnecessary 25.85*** 0.52

= Ugly 24.79*** 0.51
§ Ominous 35.09%** 0.59
E’ Mediocre 27.00%** 0.49
Place Like A Prison 24, 14%** 0.46

Disgrace 29.30*** 0.59

*** n< 001

As seen in Figure 1 and Table 2, the standardized loadings of the items in the 4 dimensions vary
between .63 and .82 and all z values are significant (p<.001). It is observed that the determination
coefficients of the items are between .40 and .68. In addition to the chi-squared fit test, statistics on GFI
(Goodness-of-fit index), CFI (Comparative fit index), RMSEA (Root mean squared error of
approximation), TLI (Tucker-Lewis index) and AGFI (Adjusted Goodness-of-fit index) goodness-of-fit
scores are presented in Table 3..

Table 3. Statistics on the scores criteria for Goodness of Fit and the scores obtained

Statistics Perfect Fit Acceptable Fit Value
x2/sd <3 <5 2.561
RMSEA <.05 <.08 .049
GFI >.95 >.85 .92
AGFI >.95 >.90 .90
TLI >.95 >.90 .94
CFI >.95 >.90 .95

(Cokluk, Sekercioglu & Biiyiikoztiirk, 2018; Meydan & Sesen, 2015).



In Table 3., it is seen that CFI, NFI, y2/sd, RMSEA, GFI, and AGFT values correspond to acceptable
to excellent fit (Cokluk, Sekercioglu, & Biiylikoztiirk, 2018; Meydan & Sesen, 2015). In line with the
CFA statistics, the fact that the standardized load values are greater than .50, z values are significant,
R2 values are greater than .30, and the scores obtained for goodness of fit are at an acceptable level
indicates that the construct validity of the "Beliefs about the World Scale" consisting of 24 items and 4
dimensions is present.

In addition, convergent and divergent validities were calculated to provide evidence for validity;
AVE value was calculated as .55, MSV value as .35, ASV value as .15 and CR value as .96. Accordingly,
it was seen that convergent (AVE>.50, CR>AVE) and divergent (MSV<AVE, ASV<AVE) validity
conditions were met. The Cronbach Alpha values obtained from the 24-dimensional and 4-component
scale were calculated as .89 for the whole scale, .90 for the first sub-dimension, .89 for the dangerous
world belief sub-dimension, .87 for the attractive world belief sub-dimension and .87 for the boring
world belief sub-dimension. In addition, the composite reliability value obtained from the measurement
with the scale was calculated as .96.

Secondary Level CFA

In order to gather more evidence regarding the construct validity of the instrument, a secondary level
CFA was conducted with the data collected from 881 participants. The goodness of fit values obtained
from the secondary level CFA (32/sd= 3.353, RMSEA = .052, GF1=.93, AGFI1=.91, TLI1=.90, CFI=.91)
indicate that the model is acceptable. The path diagram of the secondary level CFA is presented in
Figure 2.
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DISCUSSION

This study was conducted to develop a scale to examine beliefs about what kind of a place the world
is. For this reason, an EFA was conducted on the 92-item pre-test form and a structure consisting of 24
items and 4 factors was obtained. It is seen that the eigenvalue of each factor of the construct is above
1, the variance explained is above 5% for each factor and the total variance explained (67%) is sufficient.

The factor structure determined using EFA was tested using CFA and the model was generally
confirmed. At the same time, it is seen that the measurements obtained for bothhave high reliability in
terms of internal consistency. In addition, the values obtained from CFA show that the predictive values
of the statements in the measurement structure are good and that the structure in question shows good
fit in different samples. The findings obtained regarding the validity of the scale, including the
calculations made regarding convergent and divergent validity, constitute evidence that the scale in
question makes valid measurements.

The sub-dimensions of this scale are similar to the dimensions in Clifton et al.'s (2019) study. The
structure obtained by Clifton et al. (2019) regarding beliefs about the world also includes two beliefs:
attractive/boring and safe/dangerous. When the items attributed to the four dimensions in the scale are
examined, it is thought that the items in each dimension are semantically compatible and consistent with
each other. In addition, when these four dimensions are considered in terms of semantic integrity, it can
be said that they reflect the basic beliefs put forward in different theoretical views.

Considering the theoretical views in the literature and the semantic integrity of the current factor
together, the first dimension was named **Safe World Belief*. Clifton et al.'s (2019) safe world belief,
which is basically under the "good" world belief, means that the world is a cooperative, peaceful,
comfortable, stable and less threatening place. Similarly, altruism and trustworthiness assumptions in
Wrightsman's (1964) human-nature philosophy views are assumptions that include trustworthiness,
morality, altruism and sincerity. Considering the holistic meaning of the first dimension called Safe
World Belief, it can be said that it corresponds to Clifton et al.'s (2019) safe world belief and
Wrightsman's (1964) assumptions of trustworthiness and altruism. The second dimension of the scale
was named "'Dangerous World Belief' considering the meaning of the related items. The items in the
second dimension of the scale semantically express how damaging the world is as the opposite of the
first dimension. In this direction, it can be said that it is theoretically consistent with the assumptions
expressed by Clifton et al. (2019) as opposite to the safe world and beliefs and Wrightsman (1964) as
selfish and unreliable.

The third dimension of the scale was named ""Enticing World Belief"". It can be said that the items
belonging to this sub-dimension express that the world is an attractive place worth living in with a
semantic integrity consistent with each other. It can be said that the items in the third dimension
semantically correspond to Clifton et al.'s (2019) attractive world belief. According to Clifton et al.
(2019), the belief that the world is an attractive place is to see how interesting, beautiful, worth exploring,
and engaging the world is. The fourth dimension, which consists of items that have a semantically
opposite integrity with the third dimension, is named "'Dull World Belief'". Similarly, Clifton et al.
(2019) state that individuals who see the world as boring see the world as unnecessary, not worth
exploring, ugly, and that the opposite of the attractive world belief is the boring world belief.

This construct consists of 4 sub-dimensions: safe, dangerous, enticing and dull. This construct is
similar to the dimensions in Clifton et al.'s (2019) study on beliefs about the world. In other words, the
construct obtained by Clifton et al. (2019) on beliefs about the world also includes two beliefs:
enticing/dull and safe/dangerous. On the other hand, the fifth belief, "alive", which was found in Clifton
et al.'s (2019) study but which they stated to have the least importance in the structure, was not seen in
this structure. In this direction, it can be said that the fact that the "alive"” world belief was not included
in the construct in this study may be due to the fact that it is not as important as the other beliefs, but it
should also be taken into consideration that it may be due to cultural differences.

CONCLUSION

Beliefs about the World Scale is a scale in which the variance explained by the 4-dimensional and
24-item structure is quite high and the measurement has high reliability in terms of internal consistency.
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In addition, as a result of the CFA of this scale, both the predictive values and the goodness of fit values
of the 4-dimensional and 24-item Beliefs about the World Scale give valid results in terms of the
structure of the measurements made in a different sample.

Scoring of the Scale

The items of the scale were prepared in 5-point Likert type as "Strongly agree (5)," Agree (4),
Undecided (3), Disagree (2)," and "Strongly disagree (1)". There are no reverse items in the sub-
dimensions. The highest score that can be obtained for each sub-dimension is 30 and the lowest score is
6, and a higher score indicates that the belief about the world expressed in that dimension is higher.
When calculating the overall total score of the scale, the items of the "dangerous” and "dull” world belief
sub-dimensions are coded in reverse. The highest score that can be obtained from the overall total of the
scale is 120 and the lowest score is 24. The higher the scores obtained from the overall scale, the higher
the belief about how good the world is in general. As a result, it is thought that the "Beliefs about the
World Scale" is a valid and reliable scale that can be applied to individuals between the ages of 18-40.

SUGGESTIONS

Researchers who are interested in this issue are recommended to investigate how this scale works in
different cultures or whether there are other beliefs about the world in the culture in which this scale
was developed. In addition, it is suggested that they design studies that address different variables
together, such as how beliefs about the world develop, which factors affect them, which variables they
are related to, how they are related to other personal and interpersonal beliefs, and what kind of pros or
cons they may have in terms of mental health.

It is also suggested that comparisons and measurement invariance should be tested between
individuals at different levels in terms of demographic variables such as age, education, economic level,
etc. In addition, recommended that researchers examine the measurement invariance of the Beliefs
about the World Scale, especially for measurements made after the pandemic.

Limitations

The data of this study were collected during the period of the Covid 19 (WHO, 2020) pandemic,
which affected the whole world, and from the perspective of trauma, these and similar situations that
affect people can affect our beliefs about the world (Biiylikdag & Bal, 2019). Therefore, the fact that the
Beliefs about the World Scale was developed during the pandemic period is an important limitation of
this study.
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Beliefs About the World Scale
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1 | Peaceful place. B[] B2 | [l 13 | Colorful place. B11 3112 ] [1]
2 | Altruistic place. [B] | 41 | 31| [2] | [1] 14 | Humane place. 51 | [41 | [3] | [2] | [1]
3 | Attractive place. 51 | 41 | [3]1 | [2] | [1] 15 | Agressive place. B1 | 41 | [3]1 | [2] | 1]
4 | Unneccessary place. [B] | 41 | 31| [2] | [1] 16 | Quarrelsome place. 51 | [41 | [3] | [2] | [1]
5 | Ugly place. 51 | 41 | [3]1 | [2] | [1] 17 | Worthwhile to explore. B1 | 41 | [3]1 | [2] | 1]
6 | Exciting place. G111 M| 38|12 | [ 18 | Compassionately place. B11 43112 | [2]
7 | Fascinating place. G111 M| 38|12 | [ 19 | Mediocre place. B11 43112 | [2]
8 | Greedy place. G111 M| 3|12 | [ 20 | Self-serving place. B11 413112 | [1]
9 | Wearing place. G111 M| 3|12 | [ 21 | Discriminatory place. B11 413112 | [1]
10 | Fraternal place. G111 M| 38|12 | [ 22 | Place like a prison. B11 43112 | [2]
11 | Friendly place. G111 M| 38|12 | [ 23 | Deplorable place. B11 413112 | [1]
12 | Ominous place. G111 M| 3112 | [ 24 | Brimming with novelty. B11 431|121 | [2]

Items 1, 2, 10, 11, and 14 belong to the Belief in a Safe World dimension; items 8, 9, 15, 16, 20, and 21 to the Belief in a

Dangerous World dimension; items 3, 6, 7, 13, 17, and 24 to the Belief in an Enticing World dimension; and items 4, 5, 12, 19, 22,

and 23 to the Belief in a Dull World dimension.
The original language of the measurement tool is Turkish. There is no English version available. The English equivalents of the

items are written only to be understandable by the reader. It is not suitable to be used as a measurement tool.
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Ozet

Bu caligmada yetigkin bireylerin diinyaya iliskin inanglarim1 6lgmeyi amaglayan bir Slgme araci
gelistirilmesi amaglanmistir. Bu amagla diinyay1 niteleyen sifatlar incelenmis ve 92 maddeden olusan
bir madde havuzu olusturulmustur. Bu maddeler araciligiyla 523 katilimcidan toplanan verilerle yapilan
acimlayici faktor analizi sonucunda 24 madde ve 4 boyutlu bir yap1 ortaya ¢ikmustir. S6z konusu bu
yapmin gecerligine kanit olusturmak icin toplam 724 katilimcidan yeniden veri toplanmustir. 724
katiimcidan elde edilen veriler araciligi ile gerceklestirilen dogrulayic1 faktoér analizi bulgulari,
gostergelerin faktor yiiklerinin .63'in tizerinde oldugunu ve hesaplanan uyum iyiligi degerlerinin kabul
edilebilir ile mitkemmel arasinda degistigini gostermistir. Olgme aracnin alt Slgekleri igin i¢ tutarlilik
katsayilar1 .87 ile .90 arasinda degismektedir. Calismadan elde edilen bulgular, 6lgme aracindan elde
edilen Olciimlerin giivenirligine ve gecerligine kanit olusturmaktadir. Elde edilen bu bulgular
alanyazinda yer alan teorik ve ampirik ¢alismalarin 1s181nda tartigilmstir.

Anahtar Kelimeler: bilissel inanglar; diinyaya dair inanglar; dlgek gelistirme; psikometri

*Bu makale, Prof. Dr. Binnaz Kiran damgmanhginda Giiney Dengiz tarafindan yiiriitilen “Universite
Ogrencilerinin diinya inanglari ile karanlik tiglii kisilik dzellikleri arasinda sosyal ilginin araci rolii” baslikli doktora
tezinden tiiretilmistir (Doktora Tezi, Mersin Universitesi, Mersin / Tiirkiye / 2022).
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GIRIS

Bireyler, duygu ve davranislarim etkileyen inang¢ kaliplarma sahiptirler. Inanclar, bireylerin belirli
iddialar1 veya varsayimlar: hisleriyle kabul ettigi psikolojik bir durumdur (Schwitzgebel, 2006). Bu
inanclar, genellikle bir nesne veya kavram ile iligkili algilanan iligkileri yansitir (Katz, 1960; Bem, 1970;
Leung ve digerleri, 2002) ve yasam boyu deneyimlerin bir sonucu olarak gelisir (Beck, 2014).
Gelistirilen inanglar bireylerin olaylara bakis agisini, duygu ve davramslart etkileyebilir. Ayrica,
inanglar kisisel ve ¢evresel diizeylerde gruplandirilabilir. Chen ve digerlerine (2016) gore kisilerin 6z
benligine iligkin inan¢larina gore daha az ilgi ¢eken ¢evresel inanglar yani diinyaya dair inanglar, hem
evreni hem de i¢indeki yasami, ne oldugu ve ne olmasi gerektigi ile ilgili olup, diinyay1 tamimlamanin
bir yoludur.

Clifton ve digerleri, (2019) diinyaya iliskin inanglar1 Diinyanin nasil bir yer olduguna iliskin bilisler
olarak tanimlarken, Koltko-Rivera (2004), diinyaya iligskin inanglari, ger¢ekligi tanimlayan inang ve
varsayimlar kiimesi olarak ifade etmektedir. Bu tammlar géz 6ziine alindiginda, Diinyaya iliskin
inanglar, diinyada neyin bilinip bilinemeyecegi, nasil bilinebilecegi veya yapilabilecegi, hayatta hangi
hedeflerin aranabilecegi ya da gergeklestirilmesi gerektigi, neyin iyi veya kotii oldugunu belirleyen
kanitlanmasi gerekli olmayan bilisler olarak tanimlanabilir. Ancak Koltko-Rivera (2004), uzun gegmise
ve genis bir alana sahip diinya inang kavraminin teorik olarak formiilasyonu lizerinde ortak bir kani
bulunmadigimi ifade etmektedir.

Alanyazinda diinyaya iliskin inang¢lardan dogrudan ya da dolayli olarak bahseden bazi kuramlar
vardir. Bu yaklagsimlardan Pepper’in Diinya Varsayimlari Goriisii (Hayes, Hayes ve Reese, 1988;
Koltko-Rivera, 2004), Leung ve digerleri (2002) tarafindan ortaya konulan sosyal aksiyomlar yaklagimi
ve Kluckhohn ve Strodtbeck’in deger yonelimleri yaklagimu (Koltko-Rivera, 2004) bulunmaktadir. Bu
kuramlar diinyaya iliskin inanglarimizi dogrudan tanimlamak yerine, bir ¢esit diislinme bigimi niteligi
tasimaktadir. Bazilar1 ise dogrudan Diinya’ya dair inanglarin ne oldugunu tanmimlama girisiminde
bulunmustur. Bunlardan Lerner (1977) tarafindan ortaya koyulan adil diinya inanci yaklasimi,
insanlarin hak ettiklerini aldiklar1 ya da aldiklarmi hak ettikleri adil bir diinyaya olan inan¢larini ifade
etmektedir. Koltko-Rivera, (2004) gore adil diinya inanc1, genel ve bireysel olmak tizere iki tiire sahiptir.
Genel olani i¢inde yasadigimiz diinyanin, bireysel olani ise kisinin sahip oldugu yasantilarin adil olup
olmamasini ifade etmektedir. Adil diinya inanci olan bireyler, su¢lu olmak bir yana, aym zamanda
yoksullugun, hasta olmanin ve hatta su¢ magduru olmanin bile bireylerin kendi problemleri ve sucu
olduguna inanmaktadirlar (Clifton ve digerleri, 2019; Dalbert ve Donat, 2015).

Diinya inanclar1 ile ilgili kuramsal goriislerin ve arastirmalarin birbirinden bagimsiz ve farkl
olmasindan yola ¢ikan Clifton ve Digerlerinin (2019) Temel Diinya Inanglar1 Modeli (Primal World
Beliefs) goze carpan diger bir kuramdir. Bu yaklasimda 6 odlgiite dayali olarak var olan tiim Diinya
inanclarini ortaya ¢ikarmak hedeflenmistir. Bu hedefe ulasmak i¢in 6ncelikle Clifton ve digerleri (2019)
14 kutsal metin, 100 roman, 100 film, 100 konusma ve 71 eser arasindan diinya, evren, her sey, hicbir
sey ve yasam ile ilgili olan tiim sdzlerin incelemesini yapmislardir. Sonrasinda 2010-2013 yillar1
arasinda Diinya, Evren ve Her sey ile baslayan 80677 tweet derlemislerdir. Ardindan 1990-2012 yillar
arasinda bes tiirden secilmis 190.000 metin igeren 450 milyon kelimelik bir veri tabani olan Cagdas
Amerikan Ingilizcesi adl1 kitapligin en sik kullanilan 840 sifatin analiz etmislerdir.

Sonrasinda elde ettikleri verileri basit, sifat, hedefe yonelik, azami genel, otomatik ve aktif 6zellikleri
kapsayan alt1 dlgiit 1s18inda derlemislerdir. Sonug olarak 99 maddeden olusan Temel Diinya Inanglar:
Envanteri (P1-99), bir temel faktor (iyi diinya inanci) ti¢ ikincil faktor (giivenli, bastan ¢ikarici ve canli)
ve 22 Ugtincul dizey faktor olmak tzere 26 faktorlu hiyerarsik bir yap1 dan olugsmaktadir. Temel Diinya
Inanglarr’in temel faktorii Iyi diinya inanci olarak adlandirilmakta ve 22 iigiinciil diizey ve 3 ikincil
diizey inanc1 altinda toplayan bir semsiyesidir. Bir bakima {i¢ ikincil diizey diinya inanc1 (giivenli, cazip
ve canl) diinyay1 iyi bir yer olarak goérmenin ii¢ temel sebebi olarak nitelendirilebilmektedir. Bu semsiye
inang¢ basit olarak “Diinya iyi bir yer midir?” sorusuna karsilik gelmektedir. Diger tiim faktorler iyi
temel inancinin bir pargasi olmasina karsin iyi diinya inancina en yakin olan faktdr “keyifli” diinya
inancidir. Bu 0Olgek gelistirme calismasinda da diinya inanglar ile ilgili kuramsal goriislerin ve
aragtirmalarin birbirinden bagimsiz ve ayrik olmasindan yola ¢ikan Clifton ve Digerlerinin Temel
Diinya inanglar1 Modeli (Primal World Beliefs) temel alinnustir.
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Arastirmalar gostermektedir ki diinyaya dair inanglar, kisiligi (Kaufman, Yaden ve Tsukayama),
yasam doyumunu (Lipkusa, Dalbert ve Siegler, 1996), ve ruh saglig1 agisindan koruyucu ve Onleyici
bircok degiskeni (Clifton ve digerleri, 2019) yordama roliine sahiptir. Yakin zamanda yapilan
caligmalarda da diinyaya dair inanglarm ahlaki kisilik o6zellikleri (Zhang, Chen ve Xia, 2021),
stirdiiriilebilir tiikketici davraniglar1 (Kerry, Himpke ve Clifton, basimda), karakter giigleri (Stahlmann
ve Ruch, 2023), politik tutum (Clifton ve Kerry, 2023), minnettarlik, algilanan kontrol, iyimserlik ve iyi
olus (Goodwin ve Williams, 2023) ve benlik sayis1 (Tatsi ve Panagiotopoulou, 2021) gibi degiskenlerin
manidar bir yordayicisi oldugu goriilmektedir. Diinyaya dair inanglarin s6z konusu bu degiskenler
tizerindeki rolii goz 6niinde bulunduruldugunda sosyal ve bireysel olarak bireyin yagaminda dinamik ve
onemli bir degisken oldugu sdylenebilir. Dolayisi ile insanlarin diinyaya dair inanglarinm ne oldugu,
nasil gelistigi, hangi faktorleri etkiledigi ve hangi faktorlerden etkilendigi gibi konularin incelenmesi
onemli goriinmektedir. Bu incelemeleri gergeklestirmek ancak diinyaya dair inanglari 6lgen giivenilir ve
gegerli bir 6lgme aracinin varligi ile miimkiindiir.

Uluslararasi alan yazinda bulunan birtakim teorik ve ampirik formiilasyonlar bulunmasina kargin
arastirmanin yiiritiildigi cografyada (Tirkiye) diinyaya dair inanglara iliskin herhangi bir kuramsal
yap1 ya da bir 6lgme araci bulunamamustir. Chen ve digerleri (2016) diinyaya dair algilarimizin nasil
degerlendirildigi, arastirmacilarin diinyaya dair algilar1 nasil kavramsallastirdiklaria bagh olup farkli
kiiltiirlerin Giyelerinde diinyaya dair farkli algi ve inanglar mevcut olabilecegini belirtmektedirler. Bu
anlamda ulusal alan yazinda diinyanin nasil bir yer olduguna iliskin inanglar genel bir yapisini ortaya
koyabilmek, hangi inanglarin varligin1 ya da yoklugunu ve bu inanglarm nasil iglevlerinin oldugunu
belirlemek amaciyla bir 6lgme aracinin gelistirilmesi énemlidir. Bu ¢alismanm sonunda gegerligi ve
glivenirligi yliksek bir 6lgme araci gelistirilmesinin, ileriki yillarda diinya inang¢lar1 konusunda ¢ok
kiiltiirliliik/ kiiltiirler aras1 galigmalara katki saglayacagi diistiniilmektedir. Bu dogrultuda diinyanin nasil
bir yer olduguna iliskin inanglarin ortiilk yapisii kesfetmek igin Diinyaya dair inanglar Glgegini
gelistirmek arastirmanin temel amacidir.

YONTEM

Bu odlgek gelistirme ¢alismasinda veriler ii¢c asamada toplanmistir. Calismanin birinci asamasinda
530, ikinci asamasinda 641, iiglincii agsamasinda ise 881 katilimcidan 2021 yili igerisinde ve yiiz ylize
olarak veri toplanmustir. Veriler amagl 6rnekleme yontemlerinden biri olan kolayda érnekleme yontemi
(Erkus, 2013) kullanilarak toplanmistir. Arastirmaya 05.04.2021 tarihli ve 04 sayili karar numarast ile
Mersin Universitesi Sosyal ve Beser? Bilimler Etik Kurulu’ndan onay alinmustir. Tavsacil’a (2002) gore
acimlayic1 faktdr analiz i¢in madde sayisinin 5 ile 10 kati arast orneklem biiyiikliigii yeterli
sayllmaktadir. Orneklem uygunlugunun degerlendirilmesinde Kaiser-Meyer-Olkin’in  (KMO)
“Ornekleme Uygunlugunun Olgiimii Testi”nden faydalamlmistir. Bu dogrultuda Diinya’ya Dair
Inanglar Olgegi’'ne iliskin KMO degerinin .964 olmasi gozlemlerin agimlayici faktér analizine
miilkemmel diizeyde uygun oldugunu ifade etmektedir (Kalayci, 2014).

Arastirmada agimlayici faktor analizi kapsaminda diinyaya dair inanglar i¢in 523 katilimcidan
toplanan gozlem sayis1, Slgeklerin madde sayilarinin 10 katindan fazladir. Olgek gelistirme calismasinin
birinci asamasinda A¢imlayici faktdr analizini (AFA) gerceklestirmek i¢in 370 kadin (%70,7) 153 erkek
(9%29,3) olmak Uzere 18-25 yas arasinda yer alan toplam 530 katilimciya ulagilmistir. Ancak
katilimcilardan 7 kisinin baz1 6lgek maddelerini bos birakmasi nedeniyle analizler 523 kisiden toplanan
veriler iizerinde yapilmistir.

Calismanin ikinci agamasinda farkli bir 6rneklemden dogrulayici faktoér analizi (DFA) icin veriler
toplanmistir. Dogrulayici faktér analizi (DFA) i¢in yaslar1 18 ile 41 aralifinda 649 katilimcidan veri
toplanmistir. Katilimcilardan 8 kisinin Olgekteki bazi maddeleri isaretlememesi nedeniyle DFA
(x=23.76, SS=5.29) olan 336 kadn, 305 erkek toplam 641 kisiden toplanan verilerle yapilmustir.
Orneklem biiyiikliigii i¢in bu say1 24 madde igin yeterli gériilmektedir (Tavsancil, 2002). Orneklem
belirlenirken katilimcilarin engeli olmayan, yetiskin, okuma yazma bilen ve goniillii bireylerden
olusmasi temel kriter olarak alinmistir.

Olcek Gelistirme Siireci

Olgek gelistirme caligmasina baslanmadan dnce arastirmacilarm bulundugu iiniversiteden etik kurul
izni alinmigtir. Ulusal ve uluslararasi literatiir, benzer dlgek olup olmadigini belirlemek i¢in taranmig
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ve bazi dlgeklere rastlanilmistir (Koltko-Rivera, 2004; Dalbert ve Donat, 2015; Clifton ve digerleri,
2019). Bu olgekler arasindan ¢aligmanin amacina uygun bulunan Clifton ve digerleri (2019) gelistirmis
oldugu 6l¢cek oncelikle uygulanmis ancak Dogrulayici Faktor Analizi sonucunda beklenen sonug elde
edilememistir. Farkli kiiltiirler icerisinde farkli yapilarin ortaya ¢ikabilecegi (Chen ve digerleri, 2016)
g6z oniinde bulundurularak yeni bir 6l¢ek gelistirilmistir.

Diinyaya Dair inanclar Olgegi gelistirilirken asagidaki siralar izlenmistir.

1. Olgme aracinm gelistirilecegi cografyada kullamilan dilde yer alan sifatlardan faydalanilarak
Diinyay1 nitelemeye katkis1 olabilecegi diisiiniilen 452 sifat havuzu olusturulmustur.

2. Insanlarin diinyaya dair inanglarini tespit etmek ve 6lgmek igin kiiltiirel olarak kullamlacak 3
kriter belirlenmistir. Bunlar sirasiyla; belirlenen sifatlarin hedefe yonelik olup olmamasi, hem
olumlu hem olumsuz anlama gelebilenler ve son olarak bagka canli ya da insana 6zgii olup
olmadigidir.

3. Daha sonra bu 3 kriter agisindan 452 sifattan elemeler yapilmigtir. Bunlar sirasiyla; hedefe
yonelik olmadig tespit edilen (6rn: “ebedi”) 95 madde elenmistir. Ardindan hem olumlu hem
olumsuz anlama gelebilen (Orn: “cilginca”) 33 madde elenmistir. Son olarak baska canli ya da
insana 6zgii olan (Orn: “gelecegi parlak™) 43 sifat elenmistir.

4. Bu elemelerden sonra es anlam ifade eden 219 sifat belirlenmistir. Es anlamli sifatlarmn da
elenmesinde giinliik dilde yaygin kullamlanlari tercih etmek i¢in Google arama motorunda
Tiirkge sonuglar igerisinde bulunan sonug sayisi en yiiksek olan 75 sifat segilmistir.

5. Uzman goriisii alinmas1 ve kapsam gegerlik oranlarinin hesaplanmasi i¢in 6n eleme siireci
sonrasinda belirlenen 137 sifat, altis1 Psikolojik Damigma ve Rehberlik, biri Psikoloji ve ikisi
Olgme ve Degerlendirme alaninda uzman toplam 9 uzman tarafindan degerlendirilmistir. Séz
konusu uzmanlardan mevcut 137 maddeyi “Gerekli”, “Yararli Fakat Yetersiz” ve “Gereksiz”
olmak {izere degerlendirmeleri istenmistir.

6. Uzmanlar tarafindan yapilan degerlendirmelerin incelenmesinde Lawshe (1975)’nin
yonteminden faydalanilmis ve kapsam gegerlik oranlarit hesaplanmustir. Elde edilen kapsam
gegerlik oranlarindan 0.75 (0=0.05) degerinin altinda kalan 45 madde ¢ikarilmis (Yurdugiil,
2005) olup 92 maddeden olusan aday form olusturulmustur.

7. Aday formdaki sifatlar 18- 25 yas arasinda 523 katilimciya uygulanmistir. Katilimeilara “I¢inde
yasadigimiz diinya ...... (sifat)-dir-dir.” formatinda sunulmustur. Katilimcilardan bu ifadelere
ne kadar katildiklarmi (1)“kesinlikle katilmiyorum” ile (5)“tamamen katiliyorum” araliginda
degerlendirmeleri istenmistir.

Verilerin Analizi

Aday form icerisindeki maddelerin olusturdugu ortiikk yapi A¢imlaynct Faktor Analizi (AFA)
araciligy ile kesfedilmistir. Bu dogrultuda orneklem biiyiikligi, aykir1 degerler, normallik, ¢oklu
baglant1 problemi olup olmadigi, hatalarin otokorelasyonu kriteri, 6rneklem uygunlugu ve degiskenler
aras1 korelasyonlarin faktér analizine uygun olup olmadigi sayiltilar1 incelenmistir (Alpar, 2014;
Kalayci, 2014; Tabachnick ve Fidell, 2015). Giiglii bir yap1 elde etmek amaciyla maddelerin ortak
varyanslarmin .50’nin iizerinde olmasi (Yaslioglu, 2017) ve faktor yiiklerinin .63’{in {izerinde
(Tabachnick ve Fidell, 2015) olmasi dlgiit olarak alinmustir.

Elde edilen yapinin farkli bir érneklemde gecerligine iligkin kanit olusturmak amaciyla DFA
yardimiyla faktor yiikleri ve uyum iyiligi degerleri hesaplanmigtir. Ardindan yakinsak ve iraksak
gecerlige iliskin kanit olusturmak amaciyla average variance extracted (AVE), maximum shared
variance (MSV) average squared shared variance (ASV) ve composite reliability (CR) degerleri
hesaplanmistir. Hem ac¢imlayict hem de DFA i¢in yapilan 6l¢limlerin giivenirligine dair Cronbach Alpha
i¢ tutarhilik katsayilart hesaplanmistir.

BULGULAR

Aday form ile toplanan verilerin faktdr analizine uygunlugunu incelemek amaciyla incelenen
sayiltilara ve bu veriler aracilifi ile gergeklestirilen AFA sonras1 bulgular asagidadir.
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Sayiltilarin Test Edilmesi

Tek degiskenli aykir1 degerlerin ayiklanmasinda Z degerleri, ¢ok degiskenli aykir1 degerler iginse
Mahalanobis uzaklig1 incelenmis olup, aykir1 deger olduklar icin 61 gozlem dahil edilmemistir
(Tabachnick ve Fidell, 2015). Tolerans degerlerinin .212 ile .565 arasinda, varyans artig faktori
degerlerinin ise 1.771 ile 4.721 arasinda oldugu bulunmustur. Durbin Watson istatistigi (D-W= 1.965)
hesaplanmis olup hatalarin birbirinden bagimsiz oldugu goriilmiistiir. KMO degeri .964 olup gozlemler
AFA icin mikemmel diizeyde uygundur (Kalayci, 2014). Son olarak Bartlett’in Kiiresellik Testi’ne gore
[%2 (4186) = 34700.074, p<0.001] maddeler arasi korelasyonlar faktor analizine uygundur.

Faktor Sayisinin ve Dondiirme Yonteminin Kararlastirilmasi

Faktor sayisinin belirlenmesinde Kaiser kriterine gore 6zdegeri 1°den biiyiik 11, varyansin %’si
metoduna gore agiklanan varyansi en az %5 olan 3 bilesen bulunmaktadir. Diger faktor belirleme
yontemlerinden elde edilen sonuglar 6zetlendiginde yamag egim grafigi 3, Horn’un Paralel Analizi 4,
Velicer’in MAP Testi ise 6 boyut onermektedir. Erkus’un da (2013) belirtmis oldugu gibi faktor
sayisinin belirlenmesinde tek bir yonteme bagli kalmak yerine birden ¢ok ydntemi denemek
gerekmektedir.

Boyutlar arasinda .32’den fazla korelasyon bulunmasindan dolay1 egik dondiirme yontemlerinin
kullanilmasina karar verilmistir (Tabachnick ve Fidell, 2015). 4 boyutlu olarak a¢imlanan yapida hem
promax hem de direct oblimin déndiirme y6ntemlerinden elde edilen sonuglarimn birbiri ile %100 uyumlu
oldugu ve her bir boyut altinda yeterli diizeyde ve sayida yiik veren madde oldugu sonucuna ulagsmistir.

Acimlayic1 Faktor Analizine iliskin Bulgular

Caligmada maddelerin ortak varyanslarmin .50’nin {izerinde olmasi (Yaslioglu, 2017) ve faktor
yiiklerinin .63 iin iizerinde (Tabachnick ve Fidell, 2015) olmas1 l¢iit olarak almmustir. Tk asamada 462
veri ve 92 degisken ile 4 boyutla sinirlandirilarak yapilan faktor analizinde 27 madde, ortak varyansinin
.50 altinda olmas1 nedeniyle; 41 madde ise faktor yiikii .63 degerinin altinda kaldigindan analizden
¢ikarilmistir. Son asamada 4 boyut ve 24 madde ve egik dondiirme tekniklerinden promax ve direct
oblimin ile ger¢eklestirilmistir. 24 madde, 462 gbozlem sayis1 ve 4 faktorlii yapinin agikladigi varyansin
%67.84 oldugu goriilmiistiir. S6z konusu yapiya iliskin bulgular Tablo 1.’de sunulmustur.

Tablo 1. Dondiirme sonrasi faktor yiikleri, 6zdegerler merkezi egilim oOlgiileri ve madde toplam
korelasyonlari

Madde No Faktor 1 Faktor 2 Faktor 3 Faktor 4 M SS Madde
D.0.* Prx** D.O.* Prx** D.O.* Prx** D.O.* Prx** TOP-

m59 0.77 0.78 0.70 255 1.12 0.73
m92 0.80 0.82 0.68 2.87 1.02 0.75
m81 0.87 0.89 0.73 291 1.02 0.77
m72 0.77 0.79 0.71 3.01 1.02 0.77
m84 0.83 0.85 0.73 3.05 1.03 0.77
m38 0.78 0.80 0.64 273 1.03 0.71
m89 0.82 0.83 0.71 225 1.05 0.77
m83 0.80 0.81 0.70 2.27 1.05 0.75
m69 069 0.70 0.72 253 1.08 0.77
m86 0.84 0.86 0.70 235 1.04 0.74
m68 081 0.82 0.64 1.97 0.87 0.70
m66 0.78 0.79 0.67 211 1.01 071
m49 0.80 0.81 0.71 3.53 0.96 0.76
m53 077 0.77 0.73 3.58 0.95 0.77
m28 0.85 0.86 0.68 3.69 0.96 0.73
m23 0.78 0.79 0.68 3.73 0.94 0.73
m26 081 0.82 0.67 4.19 0.87 0.70

m36 0.75 0.76 0.58 3.83 091 0.66
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Tablo 1. (Devam) Dondiirme sonrasi faktor yiikleri, 6zdegerler merkezi egilim dlgiileri ve madde toplam
korelasyonlari

Madde No Faktor 1 Faktor 2 Faktor 3 Faktor 4 ) SS Madde
D.O.* Prx** D.O.* Prx** D.O.* Prx** D.O.* Prx** _TOP-
m63 069 070 068 350 1.19 0.72
m9 083 085 068 329 1.13 0.72
mil 0.83 085 0.68 347 1.08 0.72
m52 075 076 0.62 314 112 0.69
m43 075 076 0.60 331 117 0.67
m17 074 075 065 336 119 0.71
Ozdeger 5.995 5.902 5.965 6.085
o 0.91 0.905 0.898 0.889

* Direct Oblimin, **Promax

Tablo 1. incelendiginde her bir maddenin ait oldugu boyuta .69’un iizerinde faktor yiikii verdigi,
ortak varyansinin .50’nin iizerinde oldugu ve madde toplam korelasyonlarinin da .30’un {izerinde oldugu
goriilmektedir. Ayrica hem direct oblimin hem de promax déndiirme ile yapilan dondiirme isleminde
maddelerin faktorlere dagiliminin ayni oldugu ve maddelere ait faktor yiiklerinin birbirlerine oldukca
yakin oldugu goriilmektedir. 24 boyutlu ve 4 bilesenli dlgme araci araciligi ile yapilan dlgiimden elde
edilen Cronbach Alpha degerleri dlgegin tamamu igin .92, birinci alt boyut i¢in .91, ikinci alt boyut i¢in
.90, Uguincl alt boyut icin .89 ve dérdiinct alt boyut i¢in .89 olarak hesaplanmustir.

Dogrulayic1 Faktor Analizine Iliskin Bulgular

Olusturulan yapi ile farkli bir 6rneklemde yapilan Olglimlerin gecerliginin incelenmesi DFA
yardimiyla gerceklestirilmistir. Diinya’ya Dair Inanglar Olgegi icin DFA sayiltilarmin incelenmesinde
tek degiskenli ve ¢ok degiskenli aykirt degerler, z degeri ve mahalonobis uzakligi araciligi ile elenerck
verilerin analizine 641 katilimci ile gerceklestirilmistir. Orneklem biiyiikliigii i¢in bu say1 24 madde igin
yeterli gorilmektedir. Hatalarin otokorelasyonu i¢in hesaplanan Durbin-Watson test istatistigi 1.966
olarak bulunmus olup hatalarm birbirinden bagimsiz oldugu sdylenebilmektedir. Coklu baglanti
problemi i¢in hesaplanan tolerans degerlerinin .387 ile .575 arasinda olugu; varyans artis degerlerinin
ise 1.739 ile 2.741 arasinda olugu goriilmiis olup ¢oklu baglant1 probleminin olmadig1 goériilmiistiir. 4
boyut ve 24 madde aracilig1 ile toplanan 641 gozlem ile yapilan DFA Sekil 1.’de, faktorler ve faktoérlerin
altinda yer alan maddelere ait kestirim degerleri ise Tablo 2’de sunulmustur.
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Sekil 1. Dort boyutlu modele ait DFA
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Boyutlar ve Maddeler z R?

B Bariscil 35.95*** 0.57

= 8 Fedakar 30.33%** 0.53
:g +5 Kardesce 43.36*** 0.68
0] g, Dost Canlist 38.42%** 0.65
2 Insancil 45.66*** 0.68
Merhametli 31.12%*** 0.56

B Acgozli 32.28%* 0.59

E) % Yipratici 23.37%** 0.44
=.5 Saldirgan 39.80*** 0.68
2 g, Kavgaci 35.68*** 0.63
8 Cikarci 33.26*** 0.40
Ayrimcl 27.38*** 0.49

g Cekici 33.33*** 0.64
5 Heyecan Verici 31.36%** 0.61
83 Cezbedici 26.52%% 0.59
N g Renkli 28.19%** 0.54
© Kesfetmeye Deger 20.80%** 0.42
Yeniliklerle Dolu 19.24*** 0.40
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Tablo 2. (Devam) Dért boyutlu modele ait z, ve R? degerleri

Boyutlar ve Maddeler z R?

s Gereksiz 25.85*** 0.52
5 Cirkin 24, 79%** 0.51
2 2 Usursuz 35,09%** 0.59
Z .= Vasat 27.00%** 0.49
A Hapishane Gibi 24, 14%** 0.46

Rezalet 29.30*** 0.59
*** n<.001

Sekil 1. ve Tablo 2.’de goriilmekte oldugu gibi 4 boyut icerisinde yer alan maddelerin standardize
edilmis ylik degerleri .63 ile .82 arasinda degigsmekte olup z degerlerinin hepsi anlamlidir (p<.001).
Maddelerin determinasyon katsayilarinin .40 ile .68 arasinda oldugu gézlenmektedir. Yapiya iliskin
ol¢iit alinan ve elde edilen ki kare uyum testinin yani sira GFI (Goodnes-of-fit index), CFl (Comparative
fit index), RMSEA (Root mean squared error of approximation), TLI (Tucker-Lewis index) ve AGFI
(Adjusted Goodnes-of-fit index) uyum iyiligi skorlarina dair istatistikler Tablo 3.’te sunulmustur.

Tablo 3. Uyum iyiligi olarak 6l¢iit alinan ve elde edilen skorlara iligkin istatistikler

Istatistik Miikemmel Uyum Kabul Edilebilir Uyum Deger
x2/sd <3 <5 2.561
RMSEA <.05 <.08 .049
GFI >.95 >.85 .92
AGFI >.95 >.90 .90
TLI >.95 >.90 .94
CFl >.95 >.90 .95

(Cokluk, Sekercioglu ve Biiyiikoztiirk, 2018; Meydan ve Sesen, 2015).

Tablo 3.’te 4 faktorlii yapiya iliskin elde edilen uyum iyi skorlarmmdan CFI, NFI, y2/sd, RMSEA,
GFI ve AGFI degerlerinin kabul edilebilir ile miikemmel diizeyde uyuma karsilik geldikleri
gorulmektedir (Meydan ve Sesen, 2015; Cokluk, Sekercioglu ve Biiylikoztiirk, 2018). DFA istatistikleri
dogrultusunda standardize edilmis yiik degerlerinin .50’den biiyiik, z degerlerinin manidar, R?
degerlerinin .30°dan biiyiik olmasi ve uyum iyiligine iliskin elde edilen skorlarin kabul edilebilir
diizeyde olmasi, 24 madde ve 4 boyuttan olusan “Diinya’ya Dair Inanglar Olgegi’nin” yap1 gecerliginin
bulunduguna isaret etmektedir.

Ayrica gecerligine kanit olmasit amaciyla yakinsak ve wraksak gecerlikler hesaplanmis olup; AVE
degerinin .55, MSV degerinin .35, ASV degerinin .15 ve CR degerinin .96 oldugu hesaplanmistir. Bu
dogrultuda 6l¢me aracina iliskin yakinsak (AVE>.50, CR>AVE) ve raksak (MSV<AVE, ASV<AVE)
gecerlik kosularinin saglandigi goriilmiistiir.

24 boyutlu ve 4 bilesenli 6lgcme araci aracilifi ile yapilan 6l¢iimden elde edilen Cronbach Alpha
degerleri 6l¢egin tamamu i¢in .89, birinci alt boyutu icin .90, tehlikeli diinya inanc1 alt boyutu i¢in .89,
cazip diinya inanci alt boyutu i¢in .87 ve sikici diinya inanci alt boyutu i¢in .87 olarak hesaplanmustir.
Ayrica dlgme araci ile yapilan dl¢iimden elde edilen bilesik giivenirlik degeri .96 olarak hesaplanmustir.

ikincil Diizey DFA

Olgme aracimin yap1 gegerligine iliskin daha fazla kanit toplamak amaciyla 881 katilimcidan
toplanan veriler aracihigi ile ikincil diizey dfa gergeklestirilmistir. Ikincil diizey dogrulayici faktor
analizinden elde edilen uyum iyiligi degerleri (}2/sd= 3.353, RMSEA = .052, GFI=.93, AGFI=.91,
TLI=.90, CFI=.91) modelin kabul edilebilir oldugunu gostermektedir. ikincil diizey dogrulayici faktor
analizine iligkin yol diyagram Sekil 2.’de sunulmustur.
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Sekil 2. Ikincil diizey DFA diyagranu
TARTISMA

Bu ¢alisma, diinyanin nasil bir yer olduguna iliskin inanglar1 incelemeye yonelik gecerli ve giivenilir
bir psikolojik dlgme aracinin gelistirilmesi amaciyla yapilmistir. Bu nedenle Diinya’ya Dair inanglar
Olgegi’ne dair madde eleme siireci sonrasinda olusturulan 92 maddelik 6n deneme formu iizerinde
acimlayici faktor analizi yapilarak, 24 madde ve 4 faktorden olusan bir yapi elde edilmistir. Olusturulan
yapimin her bir faktoriiniin 6zdegeri 1'in tizerinde, aciklanan varyans ise her biri i¢in %35'in iizerinde
oldugu ve agiklanan toplam varyansin (%67) yeterli oldugu goriilmektedir.

Acimlayict faktdr analizi kullanilarak belirlenen faktor yapisi, dogrulayici faktor analizi kullanilarak
test edilmis ve model genel olarak dogrulanmistir. Ayni zamanda her ikisi i¢in elde edilen dl¢limlerin i¢
tutarlilik anlaminda yiiksek giivenirlige sahip oldugu goriilmektedir. Ayrica dogrulayici faktor
analizinden elde edilen degerler, 6lgme yapisinda yer alan ifadelerin kestirim degerlerinin iyi oldugunu
ve s0z konusu yapmin farkli 6rneklemlerde iyi uyum sergiledigini gdstermektedir. Yakinsak ve raksak
gecerlige iligkin yapilan hesaplamalar da dahil olmak iizere 6l¢me aracinin gegerligine dair elde edilen
bulgular, s6z konusu 6lgme aracinin gegerli 6lgiimler yaptigina iligkin kanit olugturmaktadir.

Gelistirilmis olan bu dlgegin alt boyutlarimin Clifton ve digerlerinin (2019) yaptig1 caligmada yer
alan boyutlarla benzerlik gostermektedir. Clifton ve digerlerinin (2019) diinyaya dair inanglarla ilgili
elde etmis oldugu yap: da cazip/sikic1 ve giivenli/tehlikeli olan iki inanc1 barmdirmaktadir. Olgme
aracinda yer alan dort boyuta yiliklenen maddeler incelendiginde her bir boyutun igerisinde yer alan
maddelerin birbiriyle anlamsal olarak uyumlu ve tutarli olduklar diistiniilmektedir. Ayrica bu dort boyut
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anlamsal biitiinliik acisindan ele alindiginda farkli kuramsal goriislerde ortaya konan temel inanglar
yansittig1 da soylenebilir.

Alanyazinda yer alan kuramsal goriisler ve mevcut faktoriin anlamsal biitiinliigli bir arada
degerlendirilerek birinci boyuta “Giivenli Diinya Inanc1” ismi verilmistir. Clifton ve digerlerinin
(2019) temel olarak “iyi” diinya inancinin altinda yer alan giivenli diinya inanci, diinyayi is birligine
yatkin, baris¢il, rahat, istikrarl ve daha az tehditkar bir yer oldugu anlamina gelmektedir. Benzer sekilde
Wrightsman’m (1964) insan-doga felsefesi goriislerinde yer alan varsayimlardan fedakarlik ve
glivenirlik varsayimlari, giivenilirligi, ahlakli olmayi, 6zgeciligi ve ictenligi igeren varsayimlardir.
Giivenli Diinya Inanci olarak adlandirilan birinci boyutun biitiinsel olarak yarattig1 anlam géz dniinde
bulunduruldugunda Clifton ve digerlerinin (2019) giivenli diinya inancina ve Wrightsman’in (1964)
giivenirlik ve fedakarlik varsayimlarina karsilik geldigi sdylenebilmektedir. Olgegin ikinci boyutuna,
ilgili maddelerin icerdigi anlam géz oniine alindiginda “Tehlikeli Diinya Inanc1”  ismi verilmistir.
Olgme aracinda yer alan ikinci boyutun igerisindeki maddeler anlamsal olarak birinci boyutun zitti
olarak, diinyanin ne kadar zarar verici bir yer oldugunu ifade etmektedir. Bu dogrultuda da kuramsal
olarak yine Clifton ve digerlerinin (2019) giivenli diinya ve inancina zit ve Wrightsman’in (1964) bencil
ve giivenilmez olarak ifade ettigi varsayimlar ile tutarli oldugu sdylenebilmektedir.

Olgme aracmin iigiincii boyutuna “Cazip Diinya Inanc1” ismi verilmistir. Bu alt boyuta ait
maddelerin birbiri ile tutarl bir anlamsal biitiinliikte diinyanin cazip ve yagamaya deger ¢ekicilikte bir
yer oldugunu ifade ettigi soylenebilmektedir. Ugiincii boyutta yer alan maddelerin anlamsal olarak
Clifton ve digerlerinin (2019) cazip diinya inancina karsilik geldigi sdylenebilir. Clifton ve digerlerine
gore (2019) diinyanin cazip bir yer oldugu inanis1 diinyanin ne kadar ilging, giizel, kesfetmeye deger,
ilgi cekici bir yer olarak gérmektir. Uclincii boyut ile anlamsal olarak tam zit bir biitiinliige sahip
maddelerden olusan dordiincii boyuta “Sikic1 Diinya Inanc1” ismi verilmistir. Benzer sekilde Clifton
ve digerleri (2019) diinyay1 sikict bir olarak goren bireylerin diinyay1 gereksiz, kesfetmeye degmez,
cirkin bir yer olarak gordiigiinii ve cazip diinya inancinin zittinin sikici diinya inanci oldugunu ifade
etmektedirler.

Elde edilen bu yapi1 giivenli, tehlikeli, cazip ve sikici olmak iizere 4 alt boyuttan olusmaktadir. Bu
yapinin diinyaya dair inanglar konusunda Clifton ve digerlerinin (2019) yaptigi ¢alismada yer alan
boyutlarla benzerlik géstermektedir. Yani Clifton ve digerlerinin (2019) diinyaya dair inanglarla ilgili
elde etmis oldugu yap1 da cazip/sikici ve giivenli/tehlikeli olan iki inanc1 barindirmaktadir. Buna karsin
Clifton ve digerlerinin (2019) calismasinda bulunan ancak yapi icerisinde en az éneme sahip oldugunu
belirttikleri besinci inang olan “canli” inanci bu yapida goriilmemistir. Bu dogrultuda bu ¢alismada
“canl’” diinya inancinin yapi icerisinde yer almamis olmasinin, diger inanclar kadar 6neme sahip
olmadigindan kaynaklanabilecegi olasiligi bulunmakla birlikte kiiltiirel farkliliklardan da
kaynaklanabileceginin géz bulundurulmasi gerektigi sdylenebilir.

SONUC

Diinya’ya Dair Inanglar Olgegi, 4 boyutlu ve 24 maddeli yapinin agikladig1 varyansin oldukea yiiksek
oldugu ve yapilan dl¢limiin i¢ tutarlilik anlaminda yiiksek giivenirlige sahip oldugu bir 6lgme aracidir.
Ayrica bu 6lgme aracina iligkin dogrulayici faktor analizi sonucu, 4 boyutlu ve 24 maddeli Diinya’ya
Dair Inanglar Olgegi’nin hem kestirim degerleri hem de uyum iyiligi degerleri dogrultusunda farkli bir
orneklemde yapilan 6l¢limlerin yap1 olarak gecerli sonuglar verdigini gostermektedir.

Olgegin Puanlanmasi

Olgegin maddeleri "Tamamen katiliyorum (5)," Katiliyorum (4), "Kararsizim (3), "katilmiyorum
(2)," ve "Kesinlikle katilmryorum (1)" seklinde 5'li Likert tipinde hazirlanmistir. Alt boyutlar icerisinde
ters madde bulunmamaktadir. Her bir alt boyut i¢in alinabilecek en yiiksek puan 30, en diisiik puan ise
6 olup puanlarin yiikselmesi o boyutta ifade edilen diinyaya dair inancin fazla olduguna isaret
etmektedir. Olgegin genel toplam puam hesaplanirken ise “tehlikeli” ve “sikici” diinya inanci alt
boyutlarmin maddeleri tersine kodlanmaktadir. Olgegin genel toplamindan alinabilecek en yiiksek puan
120, en diisiik puan ise 24'tiir. Olgegin genelinden alman puanlarin yiikselmesi, diinyanin genel olarak
ne kadar iyi bir yer olduguna iligkin inancin daha yiiksek olmas1 anlamina gelmektedir. Sonug olarak
“Diinyaya Dair Inanglar Olgegi’nin 18-40 yas aras1 bireylere uygulanabilecek gegerli ve giivenilir bir
Olgek oldugu diistiniilmektedir.
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ONERILER

Bu konuyla ilgilenen arastirmacilara sdz konusu 6lgme aracinin farkl kiiltiirlerde nasil oldugunun
ya da bu 6lgme aracinin gelistirildigi kiiltiir i¢erisinde diinyaya dair baska inanglarin da olup olmadiginin
arastirilmasi Onerilmektedir. Ayrica diinyaya dair inanglarin nasil gelistigi, hangi faktorlerden
etkilendigi, hangi degiskenlerle iligkisi oldugu, diger kisisel ve kisilerarasi inanglarla nasil bir baglantisi
oldugu, ruh saglig1 agisindan ne gibi artilar1 ya da eksileri olabilecegi gibi farkli degiskenleri bir arada
ele alan arastirmalar tasarlamalar1 6nerilmektedir.

Ayrica yas, egitim, ekonomik diizey vb. demografik degiskenler agisindan farkl: diizeylerde bulunan
bireyler arasinda karsilastirmalarm ve 6lgme degismezliginin test edilmesi onerilmektedir. Konu ile
ilgili arastirmacilara Diinyaya Dair Inanglar Olgeginin pandemi sonrasi psikometrik dzelliklerinin ve
mimkiinse pandemi doneminde ve sonrasinda yapilan dl¢iimler arasindaki 6lgme degismezliklerinin
incelenmesi Onerilmektedir.

Smirhhk

Bu aragtirmanin verileri, tiim diinyayi etkisi altina alan Covid 19 (WHO, 2020) pandemisinin
yasandigi donem igerisinde toplanmis olup travma perspektifinden bakildiginda insanlar1 etkisi altina
alan bu ve benzeri durumlar diinyaya dair inanglarimizi etkileyebilmektedir (Biiyiikdag ve Bal, 2019).
Dolayist ile Diinyaya Dair inanglar Olgeginin pandemi doneminde gelistirilmis olmas1 bu arastirmanin
onemli bir sinirliligidir.
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Abstract

The aim of this study is to examine the relationship between marital anxiety, body image, sexual self-
schema, and parental attachment styles. The study group consists of 1,048 unmarried individuals aged
between 18 and 40, including 625 women and 423 men. The data collection tools used in the study
include the "Marital Anxiety Scale," the "Body Image Scale," the "Sexual Self-Schema Scale," and the
"Experiences in Close Relationships Inventory 11." For data analysis, Multiple Regression Analysis, one-
way ANOVA, and T-test were applied. The collected data were analyzed using the SPSS 22.0 statistical
software package. The findings of the study indicate significant relationships between marital anxiety,
body image, sexual self-schema, and parental attachment styles. Additionally, significant results at
different levels were observed among the sub-dimensions of these variables. According to the regression
analysis results, the independent variables—body image, sexual self-schema, and parental attachment
styles—significantly predict marital anxiety. Among these predictors, parental attachment styles
contribute the most, followed by sexual self-schema and body image in order of importance. The sub-
dimensions also demonstrated significant predictive power. Furthermore, marital anxiety total scores
significantly differed based on gender, age, relationship type, and divorce variables.

Keywords: marital anxiety, body image, sexual self-schema, parental attachment styles.

* This research was derived from the master's thesis prepared by the first author under the supervision of the
second author.
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INTRODUCTION

In the modern era, the rapidly changing and evolving world has introduced new societal norms that
have significantly influenced various aspects of life, including marriage. Particularly, shifts in the social
roles of men and women, the rising divorce rates, and changes in partner selection have brought concerns
regarding marriage to the forefront. This situation has led individuals of marriageable age to develop
negative thoughts about marriage, experience stress and internal conflicts related to marriage, and worry
about undesirable outcomes that may arise from marriage. In this context, marital anxiety can be defined
as a state of heightened arousal accompanied by distress, worry, and feelings of being overwhelmed
when individuals are confronted with the idea of marriage or when marriage-related topics arise. This
anxiety often leads individuals to experience apprehension and avoidance toward thoughts about
marriage (Celik & Erkilet, 2019).

It has been suggested that individuals of marriageable age experience increased marital anxiety due
to the conflict between adhering to the marriage choices deemed appropriate by their families, which
reflect traditional values, and considering the recommendations of their peers and the modern era they
live in (Tutarel-Kislak, 1999). Various factors contribute to pre-marital anxiety, including taking on a
new responsibility, concerns about the restrictive nature of marriage, maintaining commitment,
achieving sexual compatibility, the desire to be understood, and fears of being pressured or controlled.

Individuals aged 19-29 are considered to be in early adulthood, a period in which they form romantic
relationships, select partners, learn to live with their chosen spouse, seek suitable employment, strive
for career development, integrate into social groups, and raise children (Havighurst, 1972).
Developmentally, environmental and psychological factors have a broad influence on individuals'
decision-making processes, whether in daily life or significant life choices. One such factor is an
individual’s perception of their own body. Body image is defined as a concept encompassing one's
feelings, attitudes, and thoughts about their own body (Kdse et al., 2016). Emerging prominently during
adolescence, body image significantly affects interpersonal interactions and romantic relationships in
later stages of life (Erdogan & Tiitlinci, 2015). The influence of fashion, advertising, and mass media,
which pervade modern society, has reinforced the notion that happiness and success are linked to ideal
body proportions. Awareness of one's body perception plays a crucial role in an individual's
psychological presence in close relationships. Since body image is one of the criteria individuals use to
position themselves in relationships, understanding this perception may help explain pre-marital anxiety.

Another key variable in romantic relationships is sexuality, which represents a distinct dimension of
intimate connections. Sexuality is not merely a biological function for reproduction; rather, it is a bodily,
psychological, and social experience that facilitates emotional interaction, provides pleasure, and allows
individuals to experience positive feelings (Ozkan, 2001). The World Health Organization (WHO)
defines sexuality as a holistic concept encompassing physical, mental, emotional, and social aspects of
sexual life, contributing to the enrichment and strengthening of personality, communication, and love
in a positive manner (Duman, 2019).

Sexuality, fundamentally an emotion-driven act, involves not only the sexual organs but also the
entire body and mind. As the biological and sociocultural components of sexuality are increasingly
recognized and accepted, cognitive factors—another significant dimension—have recently gained
attention (Ackerman, 1995). Markus (1977) introduced the concept of self-schemas, defining them as
"cognitive generalizations within the self that organize and process self-related information based on
experiences." Recognizing the multidimensional nature of self-schemas, Andersen and Cyranowski
(1994) proposed the concept of sexual self-schema, based on the assumption that self-schemas include
sexual components. They define sexual self-schemas as "an individual’s cognitive generalizations about
their own sexuality." These schemas are "formed through past experiences, manifested in present
experiences, influence the processing of social information related to sexuality, and guide sexual
behavior." In romantic relationships, factors such as self-concept, body image, attitudes, perceptions of
oneself and one’s partner, and relationship roles play a crucial role in shaping sexual experiences and
assessing potential dysfunctions (Go¢men, 2018). For individuals entering marriage, sexual life is often
considered a key criterion for ensuring marital continuity, happiness, and problem-free relationships.



28

Couples united under marriage bring with them habits, emotions, thoughts, and behavioral patterns
inherited from their families of origin. The structure of the new family they establish is shaped by these
influences, particularly by the nature of their relationships with their parents and the bonds formed in
childhood, which are often transferred to and shape their own relationships. Research has shown that
attachment styles and the quality of attachments formed in childhood significantly impact the quality of
adult relationships later in life (Banse, 2004). Under normal circumstances, children develop mental
representations of themselves and others based on their interactions with their primary caregivers,
typically their mothers. Additionally, by observing their parents—their first exposure to a romantic
relationship—they internalize various behavioral patterns as models. These early-life experiences and
cognitive schemas influence later expectations regarding relationships or marriage, including aspects
such as sexuality, childcare, and household responsibilities.

The rising divorce rates contribute to pre-marital anxiety, as marriage holds a significant place in
individuals' lives and has a lasting impact on their future. Understanding couples' concerns about
marriage has therefore become increasingly important. Additionally, examining the meanings attributed
to marriage may help explain recent fluctuations in marriage and divorce rates (Curran, Utley, &
Muraco, 2010). However, a review of national literature identified only one study (Sezer, 2019) that
examined the relationship between marital anxiety, irrational beliefs in romantic relationships, and
hopelessness. This highlights the need for further research to provide more insights for theorists and
practitioners in the field. Investigating the marital anxiety levels of individuals with and without
romantic relationships, as well as analyzing related variables such as body image, sexual self-schema,
and parental attachment styles, may offer valuable insights for future studies and help develop
preventive interventions. Moreover, the findings are expected to contribute to applied work conducted
by couple and family counselors.

Research Aim

The aim of this study is to examine the relationship between marital anxiety, body image, sexual
self-schema, and parental attachment styles in individuals with and without romantic relationships. In
line with this general objective, the study seeks to answer the following questions:

1.  What is the relationship between marital anxiety, body image, sexual self-schema, and parental
attachment styles in individuals with and without romantic relationships?

2. Towhat extent do body image, sexual self-schema, and parental attachment styles contribute to
predicting marital anxiety in individuals with and without romantic relationships?

3. Does marital anxiety differ based on gender, age, relationship status, perceived parental
attitudes, and divorce history in individuals with and without romantic relationships?

METHOD
Research Design

This study was designed within the framework of a relational survey model to examine the
relationship between marital anxiety, body image, sexual self-schema, and parental attachment styles.
The relational survey model is a research design that aims to determine the existence or degree of co-
variation between two or more variables. A convenience sampling method was used to determine the
study group. This method involves selecting participants in an accessible and cost-effective manner
(Bayram, 2015).

Study Group

The study group consists of unmarried individuals. Data collection was conducted online through
voluntary participation, with a total of 1,048 individuals, including 625 women (59.6%) and 423 men
(40.3%). Participants were between the ages of 18 and 40, with 484 individuals (46.1%) currently in a
romantic relationship, engagement, or courtship, while 564 individuals (53.8%) reported not being in
any relationship.
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Measurement Tools
Marital Anxiety Scale (MAS)

The Marital Anxiety Scale (MAS) was developed by Celik and Erkilet (2019) to measure marital
anxiety in both men and women. It is a 13-item, 4-point Likert-type scale, where higher scores indicate
greater marital anxiety. The original version of the scale demonstrated a Cronbach’s alpha internal
consistency coefficient of .93. Additionally, test-retest reliability analysis revealed a stability coefficient
of .79. Factor loadings of the scale items ranged between .72 and .79, and all items loaded onto a single
factor, explaining 55.58% of the total variance (Celik & Erkilet, 2019). In this study, the internal
consistency coefficient of the MAS was found to be .95.

Body Image Scale (BIS)

The Body Image Scale (BIS) was originally developed by Secord and Jourard (1953) and later
adapted into Turkish by Hovardaoglu (1993). It was designed to measure an individual’s satisfaction
with their body image and consists of 40 items. The scale employs a 5-point Likert-type rating system,
where higher scores indicate lower satisfaction with one's body parts or functions, while lower scores
reflect greater satisfaction. The internal consistency coefficient of the BIS was reported as .95 in both
its adaptation and in the present study.

Sexual Self-Schema Scale (SSSS)

The Sexual Self-Schema Scale (SSSS) was developed by Hill (2007) and adapted into Turkish by
Kogak and Fistloglu (2011). The scale consists of 36 items rated on a 7-point Likert scale, assessing
how individuals define themselves sexually in comparison to others of the same gender and age. The
scale includes three sub-dimensions: Loving/Tender, Passionate/Erotic, and Direct/Assertive. The
Cronbach’s alpha coefficients were reported as .82 for the overall scale and .89, .85, and .77 for the
respective subscales. In this study, the internal consistency coefficient of the SSSS was found to be .85.

Experiences in Close Relationships Inventory-11 (ECR-II)

The Experiences in Close Relationships Inventory-11 (ECR-11) was developed by Fraley, Waller, and
Brennan (2000) to assess adult attachment dimensions and was adapted into Turkish by Selguk,
Giinaydin, Stimer, and Uysal (2005). The scale consists of 36 items, rated on a 7-point Likert scale, with
18 items measuring avoidance and 18 items measuring anxiety. Both subscales exhibit high internal
consistency, with Cronbach’s alpha coefficients of .90 for avoidance and .86 for anxiety. The internal
consistency coefficient of the ECR-II in the present study will be reported in the following section.

Data Analysis

The data collected from participants were entered into a computer by the researcher and analyzed
using SPSS 20.0 statistical software. To examine whether the predictor variables (body image, sexual
self-schema, and parental attachment) significantly predicted the dependent variable (marital anxiety),
multiple regression analysis was conducted. In line with the study's third research question, one-way
ANOVA and T-test were applied to analyze whether marital anxiety levels significantly differed based
on gender, age, relationship status, perceived parental attitudes, and divorce history.

FINDINGS

Relationship Between Marital Anxiety, Body Image, Sexual Self-Schema, and Parental
Attachment Styles.

To examine the relationship between marital anxiety, body image, sexual self-schema, and parental
attachment styles in individuals with and without a romantic relationship, the Pearson Product-Moment
Correlation Coefficient was calculated based on the collected data. The results are presented in Table 1.
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Table 1. Correlation Analysis Results, Mean (M), and Standard Deviation (SD) Values for Marital
Anxiety Scores, Body Image Scores, Sexual Self-Schema Subscale Scores, and Parental Attachment
Subscale Scores in Individuals With and Without a Romantic Relationship (N=1048).

Individuals in a Romantic

Relationship ! 2 3 4 5 6 /
1. Marital Anxiety 1

2. Body Image -.168** 1

3. Loving/Tender -.270%* .288** 1

4. Passionate/Erotic -.024 A4T** 278** 1

5. Direct/Assertive -.056 .325** A63**  470** 1

6. ECR-Avoidance .348** -.060 -.240%*  -132%* .259** 1

7. ECR-Anxiety .265** -.240** .001 -.005 -262**  282** 1
Mean 11.33 152.77 53.74 48.89 40.95 54.81 65.20
SD 9.62 23.45 8.05 9.37 8.32 15.11 19.83
Individuals Without a

Romantic Relationship ! 2 3 4 5 6 !
1. Marital Anxiety 1

2. Body Image -.266** 1

3. Loving/Tender -.192** .349** 1

4. Passionate/Erotic -.053 B517** .387** 1

5. Direct/Assertive -.043 .383** .306**  .485** 1

6. ECR-Avoidance 242%* -241*%* - 346%* - 365** -.353** 1

7. ECR-Anxiety .311** -.320** .045 -.072 -293**  195%* 1
Mean 15.26 147.07 52.95 4531 39.49 62.48 72.64
SD 10.31 26.04 9.30 10.65 8.53 16.10 20.62

When examining the table, the highest correlations with marital anxiety among individuals in a
romantic relationship were found with avoidant attachment (r = .348), loving/tender self-schema (r = -
.270), and anxious attachment (r = .265). On the other hand, among individuals without a romantic
relationship, the strongest correlations with marital anxiety were observed with anxious attachment (r =
.311), body image (r = -.266), and avoidant attachment (r = .242).

Findings on the Contribution of Body Image, Sexual Self-Schema, and Parental Attachment
Styles in Predicting Marital Anxiety

The contribution of body image, sexual self-schema, and parental attachment styles to predicting
marital anxiety was examined using multiple regression analysis. The results for individuals with and
without a romantic relationship are presented in Table 2.

Table 2. Multiple Regression Analysis Results for the Contribution of Body Image, Sexual Self-Schema, and
Parental Attachment Styles in Predicting Marital Anxiety Among Individuals With and Without a Romantic
Relationship
Individuals in a Romantic Relationship

Predictor Variables B SEB B t p

Constant 12.45 4.06 - 3.06 .002
Body Image -.022 .018 -.054 -1.22 222
Loving/Tender -.231 .053 -.193 -4.35 .000
ECR-Avoidance .164 .028 .258 5.83 .000
ECR-Anxiety .087 .021 .180 4.06 .000

Model Statistics: R = .448, R2 = .201, Adjusted R2 =.194, p< .05
Individuals Without a Romantic Relationship

Predictor Variables B SEB B t p

Constant 14.66 4.17 - 3.51 .000
Body Image -.044 .018 -112 -2.52 .012
Loving/Tender -.135 .049 -.122 -2.74 .006

ECR-Avoidance .079 .027 123 2.90 .004
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Individuals in a Romantic Relationship

Predictor Variables B SEB B t p
ECR-Anxiety 129 .021 .257 6.08 .000
Model Statistics: R = .404, R? = .163, Adjusted R? = .157, p< .05

Examining the results of the multiple regression analysis, it is evident that loving/tender self-schema,
anxious attachment, and avoidant attachment significantly predict marital anxiety in individuals with a
romantic relationship (p < .05). The independent variables collectively explain approximately 20% of
the variance in marital anxiety scores (R2 = .20). According to the t-test results for the significance of
regression coefficients, avoidant attachment made the strongest contribution to predicting marital
anxiety (t = 5.83, p < .01), followed by loving/tender self-schema (t = -4.35, p < .01) and anxious
attachment (t = 4.06, p <.01).

Examining the multiple regression analysis results for individuals without a romantic relationship, it
was found that body image, loving/tender self-schema, anxious attachment, and avoidant attachment
significantly predicted marital anxiety (p <.05). These variables together explained 16% of the variance
in marital anxiety (R2 = .16). According to the t-test results for the significance of regression coefficients,
anxious attachment made the strongest contribution to predicting marital anxiety (t = 6.08, p < .01),
followed by avoidant attachment (t = 2.90, p < .01), loving/tender self-schema (t = -2.74, p <.01), and
body image (t = -2.52, p <.01).

Findings on Whether Marital Anxiety Differs Based on Demographic Variables

In this section, one of the sub-problems of the study—whether marital anxiety varies according to
demographic variables—was examined. To analyze these differences, Independent Samples T-Test and
One-Way Analysis of Variance (ANOVA) were conducted.

Findings on Marital Anxiety Scores Based on Gender

To examine whether marital anxiety scores differ by gender, independent t-tests were conducted
separately for individuals with and without a romantic relationship. The results are presented in Table
3.1

Table 3.1. Mean (M), Standard Deviation (SD), t, and p Values of Marital Anxiety Scores by Gender

Dependent Variable Groups Gender N M SD t p
. . . Female 284 10.66 9.26
erital Aniety With a Relationship Male 200 1227 10,08 1.78 .075
. . . Female 341 16.00 9.92
Without a Relationship Male 23 1413 1079 2.07 .039

These results indicate that marital anxiety scores did not significantly differ between men and women
among individuals with a romantic relationship (t = 1.78, p =.075). However, among individuals without
a romantic relationship, women reported significantly higher marital anxiety scores than men (t = 2.07,
p =.039).

Examining Table 4.3.1, it was found that marital anxiety scores did not significantly differ based on
gender among individuals with a romantic relationship (t(1048) = 1.78, p > .05). However, among
individuals without a romantic relationship, a significant difference was observed between groups
(t(1048) = 2.07, p < .05). This difference was in favor of female participants, indicating that women
without a romantic relationship reported higher marital anxiety scores than men.

Findings on Marital Anxiety Scores Based on Age

To examine whether marital anxiety scores differ by age, participants were divided into two groups:
those with a romantic relationship and those without. The differences were analyzed using One-Way
Analysis of Variance (ANOVA), and the results are presented in Table 3.2.
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Table 3.2. ANOVA Results for Marital Anxiety Scores Based on Age

Dependent Significant
Variable Groups N M SD F P Difference
With a Relationship
Marital 1.18-22 109 8.99 7.98 1-4,
Marita 2.23-27 271 11.39 9.93  10.034 .000 2-4,
Anxiety
3.28-32 96 12.54 9.00 3-4
4. 32+ 8 26.75 11.04
Without a Relationship
. 1.18-22 129 16.40 10.98
Marital
. 2.23-27 275 14.47 9.54 1.348 .258 -
Anxiety
3. 28-32 128 16.00 11.29
4. 32+ 32 14.46 9.55
Note: p <.05

Examining Table 3.2, the results of the one-way variance analysis conducted to determine whether
marital anxiety significantly differs by age revealed a significant difference among individuals with a
romantic relationship (t(484) = 10.034, p < .05). According to the Scheffé test results conducted to
determine the source of this observed difference among groups, significant differences were found
between 18-22 and 32+ (1-4), 23-27 and 32+ (2-4), and 28-32 and 32+ (3-4). This significant difference
was in favor of individuals aged 32 and older (4). In other words, among individuals with a romantic
relationship, marital anxiety was higher in those aged 32 and above compared to other age groups.
According to the table, marital anxiety among individuals without a romantic relationship did not differ
significantly by age (t(564) = 1.348, p > .05).

Findings on Marital Anxiety Scores Based on Relationship Status

To examine whether marital anxiety scores differed based on relationship status among unmarried
individuals, an Independent Samples T-Test was conducted. The results are presented in Table 3.3.

Table 3.3. N, Mean (M), Standard Deviation (SD), t, and p Values of Marital Anxiety Scores Based on
Relationship Status

Dependent Variable Relationship Status N M SD t p
In a Relationship 484  11.33 9.62
Not in a Relationship 564  15.26 10.31

Marital Anxiety -6.37 .000*

p <.05

Examining Table 3.3, it is observed that marital anxiety scores significantly differed based on
relationship status (t(1048) = -6.37, p < .05). This difference was in favor of individuals without a
romantic relationship. In other words, participants without a romantic relationship exhibited higher
levels of marital anxiety.

Findings on Marital Anxiety Scores Based on Divorce Among Parents, First-Degree Relatives,
and Friends

To determine whether marital anxiety differs based on witnessing divorce among parents, first-
degree relatives, or friends, an Independent Samples T-Test was conducted. The results are presented
in Table 3.4.

Table 3.4. N, Mean (M), Standard Deviation (SD), t, and p Values of Marital Anxiety Based on Divorce
Among Parents, First-Degree Relatives, and Friends

Marital Anxiety Based on Divorce Among Parents or First-Degree Relatives

Dependent Divorce Among Parents
Variable Groups or Close Relatives M SD t P

. . . . Yes 122 12.15 11.01 275
Marital Anxiety In a Relationship No 362 1105 9.10 1.09 271

Marital Anxiety Not in a Relationship Yes 135 17.08 10.39 2.36 .018*
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Marital Anxiety Based on Divorce Among Parents or First-Degree Relatives

Dependent Divorce Among Parents
Variable or Close Relatives

No 429 14.69 10.23 .020*
Marital Anxiety Based on Divorce Among Friends
Divorce Among

Groups M SD t p

Dependent Variable Groups Eriends N M SD t p
. . . . Yes 175 1297 9.91 .005*
Marital Anxiety In a Relationship No 309 1040 934 2.85 005+
. . . . . Yes 181 1593 10.29 .286
Marital Anxiety Not in a Relationship No 383 1494 1031 1.07 286

p<.05

Examining Table 3.4, it was observed that among individuals without a romantic relationship, the
difference in marital anxiety scores based on whether their parents or first-degree relatives were divorced
was statistically significant (t(564) = 2.36, p < .005). This difference was in favor of individuals who
had experienced divorce within their close family members. In other words, among individuals without
a romantic relationship, marital anxiety was higher in those whose parents or first-degree relatives were
divorced compared to those with no history of divorce in their family. Among individuals with a
romantic relationship, no statistically significant difference was found in marital anxiety scores based
on the divorce status of parents or first-degree relatives (t(484) = 1.09, p > .005).

When examining whether marital anxiety scores significantly differed based on divorce among
friends, the t-test results indicated that for individuals with a romantic relationship, the difference in
marital anxiety scores based on whether their friends were divorced was statistically significant (t(484)
= 2.85, p <.005). This significant difference was in favor of individuals whose friends had experienced
divorce. In other words, among individuals with a romantic relationship, marital anxiety scores were
higher in those whose friends had experienced divorce compared to those whose friends had not
divorced. Among individuals without a romantic relationship, no significant difference was found in
marital anxiety scores based on the divorce status of friends (t(564) = 1.07, p > .005). In other words,
whether or not their friends had experienced divorce did not significantly affect the marital anxiety
scores of individuals without a romantic relationship. In conclusion, marital anxiety was higher among
individuals without a romantic relationship if their parents or first-degree relatives were divorced, while
it was higher among individuals with a romantic relationship if their friends were divorced.

DISCUSSION

Discussion and Interpretation of Findings Regarding the Relationship Between Dependent and
Independent Variables and the Contribution of Independent Variables in Predicting the Dependent
Variable

According to the findings of the study, the strongest predictor of marital anxiety is parental
attachment styles. Regardless of whether individuals are in a romantic relationship, attachment styles
appear to have the greatest influence on their anxiety when making a marriage decision. Among
individuals with a romantic relationship, the avoidant attachment subdimension showed a stronger
relationship with marital anxiety, whereas among those without a romantic relationship, the anxious
attachment subdimension was more significantly associated with marital anxiety. It can be stated that as
individuals' avoidant and anxious attachment levels increase, their marital anxiety also rises. A review
of previous studies in the literature revealed no research specifically examining the relationship between
marital anxiety and parental attachment. While there are studies investigating attachment styles and their
impact on close relationships, these studies describe individuals with negative representations of others
as having avoidant attachment, characterizing them as individuals who are jealous of their partners and
hesitant to form relationships. Meanwhile, individuals with negative self-representations are classified
as having anxious attachment (Brennan, Clark, & Shaver, 1998; Hazan & Shaver, 1987). Individuals
with an anxious attachment style tend to experience intense anxiety about their partners' commitment,
fearing disappointment and rejection in their close relationships (Marques, 2010). In contrast,
individuals with secure attachment styles maintain positive perceptions of both themselves and their
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partners. People who grow up in an environment where they feel loved and valued tend to believe that
their romantic partners are also worthy of love, and they do not hesitate to form close relationships or
express their emotions. It can be concluded that individuals with anxious and avoidant attachment styles
are more likely to experience relationship difficulties, struggle with unrealistic expectations in romantic
relationships, and ultimately develop marital anxiety. Yildiz (2005) suggests that parents who establish
inconsistent, unresponsive, or rejecting relationships with their children increase the likelihood that their
children will develop psychopathological issues, depression, or anxiety in their future close relationships
due to unmet emotional and affectional needs during childhood. In this context, it can be stated that
individuals with high marital anxiety are more likely to have anxious or avoidant attachment styles.

Biiyiiksahin (2001) emphasizes the importance of the attachment concept in understanding the
reasons for initiating, maintaining, and ending relationships, and research findings suggest that
individuals' behaviors, thoughts, and emotions in romantic relationships are directly or indirectly
influenced by their attachment styles. According to Stackert and Bursik (2003), unmarried individuals
with insecure attachment styles exhibit higher levels of relationship-related anxiety. Feeney and Noller
(1990) found that university students who experienced romantic breakups tended to have avoidant
attachment to their mothers and struggled with trusting their partners. Additionally, individuals with
preoccupied, fearful, and dismissive attachment styles were reported to have higher anxiety levels,
whereas securely attached individuals exhibited lower anxiety levels. At this point, the finding that
marital anxiety is related to individuals' attachment styles aligns with and supports the existing research
in the literature.

The significant negative relationship between marital anxiety and body image suggests that higher
body satisfaction may lead to a decrease in marital anxiety levels. This relationship was found to be
stronger among individuals without a romantic relationship compared to those who are in a romantic
relationship. Based on this, it can be suggested that low body satisfaction may contribute to difficulties
in establishing pre-marital close relationships with the opposite sex. Among individuals with a romantic
relationship, body image was found to be less strongly associated with marital anxiety. A review of the
literature revealed no previous studies examining the relationship between marital anxiety and body
image. However, previous research indicates that perceptions of social relationships are closely linked
to body image, significantly influencing interpersonal interactions and the ability to establish
relationships with other men and women in later stages of life (Erdogan & Tiitiincii, 2015). This
influence is not limited to social relationships but is also evident in romantic relationships, where a
negative body image often becomes a barrier to relationship formation. Babayan, Saeed, and Aminpour
(2018) state that individuals’ satisfaction with their bodies shapes their emotions, attitudes, and thoughts
in romantic relationships, significantly affecting sexual satisfaction with their partners and marital
adjustment. Similarly, individuals with a negative perception of their bodies tend to feel uncomfortable
in close relationships and avoid emotional or sexual interactions with their partners (Ackard, Kearney-
Cooke, & Peterson, 2000).

According to the analysis results, another variable that significantly predicts marital anxiety and
shows a meaningful relationship is sexual self-schema. A negative significant relationship was found
between loving/tender self-schema and marital anxiety. It can be said that individuals who reflect
positive self-schema characteristics tend to evaluate their sexual self positively, which in turn reduces
anxiety about marriage. Andersen and Cyranowski (1994) state that individuals with a positive sexual
self-schema are open to sexual experiences, and they are described as emotionally, romantically, and
passionately engaged in their relationships. On the other hand, individuals with negative self-schema
characteristics are described as having difficulty becoming aroused during sexual experiences and
experiencing negative emotions such as anxiety and avoidance during sexual interactions. These
negative emotions reflect their concerns about being unloved or abandoned. The results of the current
study, which show that individuals who identify their sexual self-schema as loving/tender have lower
marital anxiety, support the findings of Andersen and Cyranowski's research.
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Discussion and Interpretation of Demographic Variables
Marital Anxiety and Gender

According to the findings of the study, marital anxiety did not differ between women and men with
a romantic relationship, whereas women without a romantic relationship exhibited higher levels of
marital anxiety compared to men. These findings align with Sezer's (2019) study, which found that
women and individuals without a romantic relationship had higher levels of marital anxiety. A review
of the literature reveals other studies that show similar findings. According to Giinay and Bener (2013),
individuals' attitudes toward marriage and family life differ by gender. This difference is attributed to
women's tendency to take on more responsibilities in marriage and family life compared to men, along
with the belief that marriage and family life should come before everything else. These expectations,
along with the additional responsibilities and the perceived limitation of personal space, contribute to
increased anxiety about marriage. As women assess marriage and family life through these specific
lenses, it amplifies both the meaning attached to marriage and the associated anxieties.

Marital Anxiety and Age

In the study, it was found that individuals aged 32 and older exhibited higher marital anxiety
compared to younger age groups. However, age did not have a significant effect on marital anxiety
among individuals without a romantic relationship. A review of the literature revealed similar studies,
which support these findings. Eryilmaz and Ercan (2013) emphasized that individuals without a
romantic relationship may experience higher levels of loneliness, anxiety, depression, and sexual
dissatisfaction, and that romantic relationships are considered one of the most important psychosocial
development tasks for individuals aged 19-26 in the close relationship stage. It is suggested that during
the period leading up to age 32, individuals who are primarily focused on education and career tend to
prioritize finding a suitable partner less, while after 32, the anxiety about building a strong career
foundation shifts to concerns about finding a suitable spouse and marriage. Atak and Cok (2010) note
that significant transitions to adulthood, such as marriage, having children, completing education,
achieving economic independence, and living in a home of one's own, typically occur toward the end of
one's twenties. Specifically, developmental tasks related to romantic relationships and finding a partner
are often postponed until after achieving economic independence and completing education.

Marital Anxiety and Relationship Status

The individuals in the study group described their relationship status as either dating, engaged, or not
in a relationship. Dating and engaged status were categorized as having a romantic relationship.
According to the results of the study, individuals without a romantic relationship exhibited higher levels
of marital anxiety. Based on this result, it can be concluded that romantic relationships hold a significant
place in individuals' lives. Sezer (2019) provides data showing that marital anxiety levels significantly
differ based on relationship status, noting that individuals without a romantic relationship have higher
levels of marital anxiety. In close relationships, individuals need to express their feelings to the other
person, receive reciprocation, achieve compatibility, enjoy time together, and experience love and being
loved, as well as sexual experiences, which drives the need to form a romantic relationship. In the
process of a romantic relationship, individuals gain some insights into starting and maintaining a
relationship, selecting a suitable partner, and integrating them into their life. Pines (2010) states that
being in a romantic relationship increases self-confidence, strengthens self-perception, and emotionally
matures the individual, helping them to develop a more positive personality.

Marital Anxiety and Divorce

The relationship between marital anxiety levels and whether participants' parents or first-degree
relatives or friends have experienced divorce was examined. The analysis revealed that among
individuals without a romantic relationship, those with divorce in their family or first-degree relatives
had higher levels of marital anxiety compared to those without divorce in their family. Among
individuals with a romantic relationship, the results showed that if their friends were divorced, their
marital anxiety levels were higher than those whose friends had not experienced divorce. It can be said
that divorce in the family or among relatives not only increases marital anxiety in individuals without a
romantic relationship but also leads to some difficulties in these individuals' ability to establish and
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maintain romantic relationships. Yilmaz (2020) mentions that adolescents from broken families are
influenced by their experiences with their families, which affects their future expectations and attitudes
toward marriage. It is especially emphasized that divorce in the family of origin has an impact on marital
attitudes. Individuals who have witnessed the divorce process tend to experience higher rates of serious
mental health issues, suicide, social exclusion, feelings of failure, incompetence, and blame, which are
much more prevalent among divorced individuals compared to those who are married (Travato, 1986).
It can be suggested that the thought of "I might encounter this situation too" plays a significant role in
the development of marital anxiety in individuals who have witnessed the divorce process.

Suggestions
Suggestions for Researchers

The sample of this study consisted of individuals aged 18 to 40. Considering the intensity of anxiety
in older age groups, the causes of marital anxiety can be examined in conjunction with other variables
in older age groups. Based on the results related to relationship status, further research could include the
duration of participants' relationships and the number of relationships that began and ended. A similar
study could be conducted with divorced individuals to examine the impact of body image, sexual self-
schema, and parental attachment styles on marital anxiety across different groups. Additionally, based
on the study findings, longitudinal research could be conducted to explore the state of marital anxiety
across generations.

Suggestions for Practitioners

It has been found that parental attachment styles predict individuals' marital anxiety. Practitioners
can intervene based on the client's attachment styles. Based on the high levels of marital anxiety
observed in individuals without a romantic relationship in the study, pre-marital romantic relationship
development programs can be implemented and widely applied in family counseling centers, public
education centers, youth centers, adolescent clinics, or university medico-social centers to help eliminate
barriers to forming and maintaining romantic relationships before marriage. The study found that
individuals' body satisfaction predicts their marital anxiety levels. Psychological counselors and family
therapists should incorporate activities aimed at positively influencing individuals' perceptions of their
bodies either before or during romantic relationships. Additionally, it was found that individuals' current
sexual self-schemas predict marital anxiety. Marriage and family counselors, as well as psychological
counselors, can include practices to raise awareness about the importance of sexual self-schemas for
both women and men in sexual and romantic relationships.

REFERENCES

Ackerman, M. D. (1995). Introduction to the special section on contemporary issues in human sexuality:
research and practice. Journal of Consulting and Clinical Psychology, 63(6), 859-861.

Ackard, D. M.,& Kearney-Cooke, A., Peterson, C. B. (2000). Effect of body image and self-image on
women’s sexual behaviors. International Journal of Eating Disorders, 28(4), 422-429.

Andersen, B.L.,& Cyranowski, J.M. (1994). Women's sexual selfschema. Journal of Personality and
Social Psychology, 67(6), 1079-1100.

Arnett, J. J. (2000). Emerging adulthood: a theory of development from the late teens through the
twenties. Am Psychol, 55, 469— 480

Atak H.,& Cok, F. (2010). Insan yasaminda yeni bir dénem: beliren yetiskinlik. Cocuk ve Genglik Ruh
Saglig1 Dergisi, 17(1), 39-50.

Babayan, S., Saeed, B. B., & Aminpour, M. (2018). A study of body image, sexual satisfaction, and
marital adjustment in middle-aged married women. Journal of Adult Development, 25(4), 279-
285.

Banse, R. (2004). Attachment style and marital satisfaction: Evidence for dyadic configuration effects.
Journal of Social and Personal Relationships, 21, 273-282.



37

Brennan, K. A, Clark, C. L.. & Shaver, P. R. (1998). Self report of measurement of adult attachment:
An integrative overview. In J. A. Simpson & W. S. Rholes (Eds.). Attachment theory and close
relationships (pp. 46-76). New York: Guilford.

Biiyiiksahin, A. (2001). Yakin iliski kuran ve kurmayan tiniversite ogrencilerinin gesitli sosyal psikolojik
etkenler yoniinden karsilastirdmasi. Ankara: A. U. Sosyal Bilimler Enstitiisii Yayinlanmamis
Yiksek Lisans Tezi.

Curran, M. A, Utley, E. A., & Muraco, J. A. (2010). An exploratory study of the meaning of marriage
for African Americans. Marriage & Family Review, 46(5), 346-365.

Celik, E., & Erkilet, G. (2019). Evlilik kaygis1 6lgeginin gelistirilmesi: Gegerlik ve glivenirlik ¢aligmasi.
Ege Bilimsel Arastirmalar Dergisi, 2(1), 47-57.

Dénmezer, 1. (1999). Ailede iletisim ve etkilesim (2.Baski). Istanbul: Sistem Yayincilik
Duman, N. B. (2019). Cinsel Saglik. Nobel Tip Kitapevi.

Erdogan, O., & Tiitlinci, 1. (2015). Universite dgrencilerinin beden algis1, yeme tutumu ve yakin iliski
kurma diizeyleri arasindaki iliski. Uluslararasi Hakemli Akademik Spor Saglik ve Tip Bilimleri
Dergisi, 17, 89-115.

Ercan, L., & Eryillmaz, A. (2013). Beliren Yetiskinlikte Romantik Yakinligi Kim Baglatabilir? Kisilik
Ozellikleri ve Kimlik Statiller. Balikesir Universitesi Sosyal Bilimler Enstitiisii Dergisi,
16(29), 63-80.

Feeney, J. A., & Noller, P. (1990). Attachment style as a predictor of adult romantic
relationships. Journal  of  Personality and Social Psychology, 58(2), 281-
291. https://doi.org/10.1037/0022-3514.58.2.281

Fraley. R. C., Waller, N. G., & Brennan, K. A. (2000). An item response theory analysis of self-report
measures of adult attachment. Jourmal of Personality and Social Psychology. 78, 350-365.

Gogmen, B. S. (2018). Benlik farklilasmast ile cinsel benlik semalari ve cinsel doyum arasindaki
iliskinin incelenmesi, YUksek Lisans Tezi, Uskidar Universitesi Sosyal Bilimler Enstitlsu,
Istanbul.

Gunay, G., & Bener O. (2013). Genglerin evlilik ve aile yasamina iliskin tutumlar1. Karabiik Universitesi
Sosyal Bilimler Enstitiisii Dergisi, 3(1), 1-16.

Havighurst, R., J. (1972). Development task and education, 3rd Ed. New York:McKay.

Hazan, C., & Shaver, P. R. (1987). Romantic love conceptualized as an attachment process. Journal of
Personality and Social Psychology, 52(3), 511-524.

Hill, D. B. (2007). Differences and similarities in men’s and women’s sexual selfschemas. Journal of
Sex Research, 44(2), 135-144.

Hovardaoglu, S. (1993). Viicut Algis1 Olgegi. Psikiyatri, Psikoloji, Psikofarmokoloji Dergisi (3P)
Testler Ozel Eki 1.2.

Kogak, G., & Fisiloglu, H. (2011). Cinsel Benlik Semas1 Olgegi'nin iiniversite érnekleminde gegerlik ve
glivenilirlik ¢alismas1. Klinik psikiyatri, 13, 159-169.

Kose, E., Baykose, N., Turan E. B., & Lapa, T. Y. (2016). Diizenli egzersiz yapan bireylerde olumsuz
degerlendirilme korkusunun viicut algilarini belirlemedeki rolii. Mediterranean Journal of
Humanites, 6(2), 351-360.

Markus, H. (1977). Self-schemata and processing information about the self. Journal of Personality and
Social Psychology, 42, 63-78.

Marques, S. R. F. (2010). Relationship threat and self-regulation: The moderating effect of attachment
anxiety. Unpublished Doctoral Dissertation. Queen’s University, Kingston, Ontario, Canada.


https://psycnet.apa.org/doi/10.1037/0022-3514.58.2.281

38

Ozkan, M. B. (2001). Fiziksel hastaliklarda cinsel sorunlar sik goriilen iki cinsel islev bozuklugu:
vajinismus ve erken bosalmada degerlendirme. D. Sahin ve A. Kayir (Ed.). Tanmi ve tedaviler
icinde (s. 13-14). Istanbul: Roche.

Pines, A. M. (2010). Asik olmak: Sevgililerimizi neye gore seceriz? (M. Yurdakuler Uluengin, Cev.).
Istanbul: Iletisim Yayinlari.

Selcuk, E., Giinaydin, G., Siimer, N., & Uysal, A. (2005). Yetiskin baglanma boyutlar1 i¢in yeni bir
Ol¢tim: Yakin iligkilerde yasantilar envanteri-II’nin Tirk 6rnekleminde psikometrik agidan
degerlendirilmesi. Tiirk Psikoloji Yazilart, 8(16), 1-11.

Sezer, S. (2019). Evli olmayan bireylerde evlilik kaygist ile romantik iliskilerde akilc olmayan inanglar
ve umutsuzluk arasindaki il}'§kinin incelenmesi, Yiiksek Lisans Tezi, Istanbul Arel Universitesi
Sosyal Bilimler Enstitiisi, Istanbul.

Stackert R.A., & Bursik K. (2003). Why am | unsatisfied? Adult attachment style, gendered irrational
relationship beliefs and young adult romantic relationship satisfaction. Personality and
Individual Diffirences, 34,1419-1429.

Tutarel-Kiglak, S. (1999). Evlilik uyum 6l¢eginin giivenirlik ve gecerlik ¢aligmasi. Psikiyatri Psikoloji
Psikofarmakoloji Dergisi, 7(1), 50-57.

Yildiz, S. (2005). Depresyon ve anksiyete tanisi almis ¢cocuklar ile kontrol grubunun anne babalarinin
baglanma stillerine gore evlilik uyumlarmmin belirlenmesi, Yiiksek Lisans Tezi, Uludag
Universitesi Saglik Bilimleri Enstitiisii, Bursa.

Yilmaz, C. (2020). Parcalanmis aile ortamindaki kiz ergenlerin gelecekle ilgili beklentilerinin ve
evlilige yonelik tutumlarimin degerlendirilmesi, Yiksek Lisans Tezi, Karatay Universitesi,
Konya.



39

Iinternational
Iinnovative

Education
Researcher

EVLILIK KAYGISININ YORDAYICISI OLARAK BEDEN ALGISI, CINSEL
BENLIK SEMASI VE ANA-BABAYA BAGLANMA STIiLLERi*

Kiibra Kestirl, Prof. Dr. Billent Giindiiz2

IMilli Egitim Bakanlhigi, Tirkiye; pdkbrkstr@gmail.com;
https://orcid.org/0000-0002-2357-9110

2Mersin Universitesi, Turkiye; bgunduz27 @gmail.com;
https://orcid.org/0000-0002-8451-816X

Kaynak gostermek icin: Kestir, K., & Gundtiz, B. (2025). Evlilik kaygisimin yordayicis olarak
beden algisi, cinsel benlik semasi1 ve ana-babaya baglanma stilleri. Uluslararasi Inovatif Egitim
Arastirmacist, 5(1), 26-51.

Ozet

Bu caligmanin amaci, evlilik kaygisinin beden algisi, cinsel benlik semasi ve ana-babaya baglanma
stilleri ile iligkisini incelemektir. Caligma grubunu 18-40 yag araliginda bulunan 625’1 kadin ve 423’1
erkek olmak iizere evli olmayan 1048 birey olusturmaktadir. Caligmada veri toplama araci olarak
“Evlilik Kaygist Olgegi”, “Viicut Algis1 Olgegi”, “Cinsel Benlik Semasi1 Olgegi” ve “Yakin Iliskilerde
Yasant1 Envanteri II” kullanilmigtir. Verilerin analizinde Coklu Regresyon Analizi, tek yonli ANOVA
ve t-Testi uygulanmustir. Calisma sonucunda elde edilen bulgulara gore evlilik kaygisi, beden algisi ve
cinsel benlik semas1 arasinda negatif; ana-babaya baglanma stilleri arasinda pozitif anlaml iligkiler
goriilmektedir. Aym zamanda degiskenlerin alt boyutlar1 arasinda da farkli diizeylerde anlamli sonuglar
ortaya ¢cikmustir. Elde edilen regresyon sonuglarina gére bagimsiz degiskenler olan beden algisi, cinsel
benlik semasi ve ana-babaya baglanma stilleri evlilik kaygisim1 anlamli bir sekilde yordamaktadir.
Yordamadaki en 6nemli katkiy1 ana-babaya baglanma stillerinin yaptig1 ve 6nem sirasinin cinsel benlik
semas1 ve beden algis1 seklinde devam ettigi goriilmiistiir. Alt boyutlarda da yordamimn anlaml bir
sekilde ortaya ¢iktig1 goriilmektedir. Ayrica arastirmada evlilik kaygis1 toplam puanlarinin cinsiyet, yas,
iligki tiirii ve boganma degiskenlerine gore istatistiksel acidan anlamli olarak farklilastigi gozlenmistir.

Anahtar Kelimeler: evlilik kaygisi, beden algisi, cinsel benlik semasi, ana-babaya baglanma stilleri

"Bu arastirma birinci yazarin ikinci yazar danismanliginda hazirlamis oldugu yiiksek lisans tezinden
tiiretilmistir.
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GIRIS

Modern ¢ag icinde hizla degisen ve gelisen diinyanin yeni kurallar1 birgok alanda oldugu gibi
evlilikler iizerinde de etkili olmustur. Ozellikle kadin ve erkegin toplumsal yasam rollerindeki
degisiklikler, bosanma oranlarindaki artig, es se¢imi ve evlilige iliskin kaygiy1 6n plana ¢ikarmig ve bu
durum evlilik ¢agindaki bireylerin evlilikle ilgili zihinlerinde olumsuz diisiincelerin var olmasina,
evlilige yonelik stres ve igsel catigsmalar yasamalarina ve evlilik sonucunda istenmeyen durumlarin
ortaya cikacagl kaygisini yagamalarina sebep olmustur. Bu baglamda evlilik kaygisi, bireylerin evlilik
fikriyle kars1 karsiya kaldiklarmmda veya evlilikle ilgili konular a¢ildiginda endise duymalarma ve
evlilikle ilgili diisiincelerden kaginmalarina sebep tedirginlik, endige, bunalmiglik gibi olumsuz diisiince
ve duygularin eslik ettigi yogun uyarilmislik hali olarak tammlanabilir (Celik ve Erkilet, 2019).

Evlilik cagindaki bireylerin, geleneklerin izlerini tagiyan ailelerinin onlar igin uygun gordiigi
secimleri mi yoksa icinde yasadiklar1 modern ¢agin ve arkadaslarinin 6nerilerini mi 6lgiit alacaklari
konusunda arada kalmalar1 ve bu sikisikligin onlarin evlilik kaygilarini arttirdigi belirtilmektedir
(Tutarel-Kislak, 1999). Evlilik 6ncesi bireylerde olusan kaygiyi, yeni bir sorumluluk alma (Carter &
McGoldrick, 2005), evliligin bireyi sinirlandiracagini diisiinme (Arnett, 2000), birbirlerine baghligin
devamlilig1 konusunda duyulan endise (Lavner et al., 2012), cinsel olarak uyumu yakalama (Yiicel &
Gassanov, 2010), anlasilmay1 isteme (Laurenceau et al., 1998) ve baski altina alinacagindan korkma
(Birnie et al., 2009) gibi bir¢ok degisken etkilemektedir.

19-29 yas araliginda bulunan bireylerin geng yetiskinlik dénemi igerisinde bulundugu ve bu déonemde
bireyler romantik iliskiler kurdugu, es se¢cimi yaptigi ve sectigi es ile birlikte yasamayi 6grendigi,
kendine uygun olan isi aradigi, kariyer gelisimi i¢in ¢abaladigi, kendini bir sosyal gruba kattig1 ve cocuk
yetistirdigi belirtilmektedir (Havighurst, 1972). Gelisimsel olarak cevresel ve psikolojik etkenler
bireylerin hayatlarinin her alaminda giindelik veya onemli kararlar verme noktasinda genis bir etki
alanina sahiptir. Bu etkenlerden biri bireyin viicuduna ait algisidir. Viicut algisi, bireylerin kendi
bedenlerine ait duygu, tutum ve diisiincelerini barindiran bir kavram olarak tanimlanmaktadir (Kose ve
ark., 2016). Ergenlik doneminde yogun bir sekilde 6n plana ¢ikan viicut algis1 ve beden imayji, bireylerin
sonraki donemlerde kisiler arasi etkilesimini ve romantik temaslarmi biiyiik oranda etkilemektedir
(Erdogan ve Titiincii, 2015). Cagimizin biiyiik bir alanin1 etkisi altina alan moda, reklam ve kitle iletisim
araclari bu durumu destekleyerek toplumda yer alan bireyleri mutluluga ve basariya ideal 6l¢iilere sahip
olarak ulasilacag: fikrini pekistirmistir. Bireyin kendisini tanimasi viicuduna ait algisinin farkinda
olmasi yakin iligkilerdeki psikolojik varligini biiyiik oranda etkilemektedir. Bireylerin iligkiler i¢indeki
yerini belirlerken kullandigi 6lgiitlerden biri olan viicut algisinin tespit edilmesinin, evlilik 6ncesi
kisilerin kaygilarini anlamada yardimci olacag: diisiiniilmektedir. Literatiirde bu konuda yapilan bir
arastirmaya (Swami, vd., 2021) rastlanmustir.

Romantik iligkilerin 6zel bir boyutu olan diger bir degisken ise cinselliktir. Cinsellik; kisilerin
bedensel, psikolojik ve toplumsal deneyimlerinin 6nemli bir yam1 olarak sadece iiremek ic¢in
gerceklestirilen bir olay degil, duygusal etkilesime yarayan, keyif veren ve kisilerin hos duygular
yasamasina firsat tantyan bir yasant1 olarak da tammlanmaktadir (Ozkan, 2001). Diinya Saglik Orgiitii
(DSO), cinselligi "cinsel yasamin bedensel, ruhsal, zihinsel ve sosyal acidan bir biitiin olarak ele
alimmas1 yoluyla kisilik, iletisim ve sevginin olumlu yonde zenginlesmesi ve giiclenmesi” olarak
tanimlanmaktadir (Duman, 2019). Sonug olarak, cinselligin bireylerin yasamlarindan énemli bir yerinin
oldugu sdylenebilir. Temelde duyguya dayali bir eylem olan cinsellik sadece cinsel organlar1 degil, tim
bedeni ve aklida icermektedir. Cinselligin biyolojik ve sosyokiiltiirel bilesenlerinin yavas yavas fark
edildigi ve benimsendigi goz oniine alindiginda diger bir 6nemli boyutu olan bilis gibi etkenlere de son
zamanlarda deginilmeye baslanmistir (Ackerman, 1995). Markus (1977), tarafindan 6ne siiriilen benlik
semalar1 “benlikteki bilgiyi diizenleyen ve isleyen, deneyimler sayesinde benlik igerisindeki bilissel
genellemeleri” acgiklayan bir kavram olarak ifade etmistir. Benlik semalarinin ¢ok yonlii dogasinin
taninmasiyla birlikte Andersen ve Cyranowski (1994), tarafindan benlik semalarmin cinsel
bilesenlerinin olacagi varsayimi temelinde cinsel benlik semasi kavrami 6ne siiriilmiistiir. Andersen ve
Cyranowski (1994), cinsel benlik semalarin1 bir bireyin kendisinin cinselligi hakkindaki biligsel
genellemeleri olarak tamimlamaktadirlar. Bu semalar gecmis deneyimler aracilifiyla olugmakta,
bugiinkii deneyimde ortaya konmakta, cinsellik ile ilgili sosyal bilginin islenmesinde etkili olmakta ve
cinsel davranis1 yonlendirmektedir. Ciftlerin benlik kavrami, benlik ve beden algisi, sergiledikleri
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tutumlar, kendisini ve karsisindakini nasil algiladigy, iligkideki roller cinselligin yasanmasinda ve olusan
bozukluklarin degerlendirilmesinde biiyliik 6nem tagimaktadir (Gogmen, 2018). Evlilik yasantist
icerisine girecek olan kigiler evliliklerinin siirekliligi, mutlulugu ve problemsiz olarak devam etmesinde
cinsel yasami bir Ol¢iit olarak gordiikleri soylenebilir.

Evlilik ¢atis1 altinda bir araya gelen giftlerin koken ailelerinden getirdikleri aligkanliklari, duygu,
diisiince ve davranis bi¢imleri de bulunmaktadir. Ciftlerin kuracaklari yeni ailenin yapist bu duruma
gore sekillenmekte 6zellikle ciftlerin ebeveynleri ile kurmus olduklar iligki bigimleri, aralarinda olugan
baglar kendi iliskilerine de aktarilarak yon vermektedir. Banse (2004), kisilerin ¢ocukluk dénemindeki
baglanma stillerinin ve kalitesinin sonraki yillarda kuracag yetigkin iligkilerinin kalitesi iizerinde etkili
oldugunu ortaya koymustur. Cocuklar —normal kosullarda- ilk bakicilar1 olan anneleriyle kurduklar
etkilesimlerle kendisi ve digerleriyle ilgili zihinsel temsiller olustururlar. Ayrica ilk tamik olduklari
romantik temas olan anne-baba iliskilerini gozlemleyerek ¢esitli kaliplar1 ve davraniglart model olarak
icsellestirebilirler. Yasamlarmin ilk yillarindaki bu deneyimler ve olusturduklari biligsel semalar sonraki
yillarda ortaya ¢ikacak olan iliski ya da evlilige yonelik cinsellik, ¢ocuk bakimi ve ev igleri gibi
durumlara iligkin beklentilerini de etkileyebilecegi goriilmektedir.

Bosanma oranlarindaki artis kisilerde evlilik oncesi kaygiya neden olurken evliligin bireylerin
yasaminda 6nemli yere sahip olmasi, evliligin bireyin hayatimn geri kalanini tamamim etkisi altinda
birakmasi nedeniyle giftlerin evlilige iligkin kaygilarmi anlamak biiyiitk 6nem kazanmistir. Bununla
birlikte son zamanlarda meydana gelen evlilik ve bosanma oranlarindaki farkliliklar1 agiklayabilmek
icin evlilige yiiklenen anlamlar1 incelemenin yardimci olacagi belirtilmektedir (Curran, Utley ve
Muraco, 2010). Ancak yapilan ulusal alan yazin taramasi sonucunda evlilik kaygisi ile romantik
iligskilerde akilct olmayan inanglar ve umutsuzluk degiskenleri arasindaki iliskiyi inceleyen (Sezer,
2019) tek bir caligma bulunmaktadir. Bu alanda ¢alisan kuramci ve uygulayicilara daha fazla bilgi
sunmak i¢in yapilacak ¢aligmalara daha fazla ihtiya¢ duyulmaktadir. Romantik iliskisi olan ve olmayan
bireylerin evlilige yonelik kaygi diizeylerinin tespit edilmesi ve bu kayginin anlamlandirilmasi
noktasinda ilgili degiskenlerin (viicut algisi, cinsel benlik semasi, ana-babaya baglanma stilleri) ele
almmasimin daha sonrasinda yapilacak olan ¢aligmalara 1s1k tutacagi ve olasi problemleri dnlemeye
yonelik ¢alismalarini planlanabilecegi diisiiniilmektedir. Ayrica elde edilen sonuglarin, ¢ift ve aile
danismanlarinin uygulamaya doniik ¢alismalarina katki sunacagi diisiiniilmektedir.,

Arastirmanin Amaci

Bu calismanin amaci romantik iligkisi olan ve olmayan bireylerin evlilik kaygisinin beden algisi,
cinsel benlik semas1 ve ana- babaya baglanma stilleri arasindaki iliskiyi incelemektir. Bu genel amag
dogrultusunda asagidaki sorulara cevap aranmustir:

1. Romantik iliskisi olan ve olmayan bireylerde evlilik kaygisi, beden algisi, cinsel benlik semasi1
Ve ana-babaya baglanma stilleri arasinda bir iligki vardir?

2. Romantik iliskisi olan ve olmayan bireylerin beden algisi, cinsel benlik semasi ve ana-babaya
baglanma stillerinin evlilik kaygisin1 yordamadaki katkis1 nedir?

3. Romantik iligkisi olan ve olmayan bireylerin evlilik kaygis1 cinsiyet, yas, iliski durumu,
algilanan anne baba tutumu, bosanma degiskenlerine gore farklilasmakta midir?

YONTEM
Arastirmanin Modeli

Arastirma evlilik kaygisinin beden algisi, cinsel benlik semasi ve ana-babaya baglanma stilleri ile
iliskisinin incelenmesi amaciyla iliskisel tarama modeli cercevesinde planlanmustir. Iliskisel tarama
modeli, iki ve daha ¢ok sayidaki degisken arasinda birlikte degisim varligini veya derecesini belirlemeyi
amaglayan arastirma modelidir. Arastirmanin ¢aligma grubu belirlenirken uygun 6rnekleme yontemi
kullamlmigtir. Uygun 6rnekleme yontemi, 6rneklem olarak segilen kisilerin kolay ve ucuz bir yol ile
secildigi tekniktir (Bayram, 2015).
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Calisma Grubu

Bu arastirmanin calisgma grubu evli olmayan bireylerden olusturmaktadir. Arastirma, Olgek
formlarmin g¢evrimi¢i ortamda goniillii; 625’1 (%59,6) kadin, 423’1 (%40,3) erkek toplamda 1048
bireyin katilimu ile yiiriitilmiistiir. 18-40 yas araliginda olusan katilimcilar 484°niin (%46,1) su anda
bir iligkisinin oldugu, 564 niin (%53,8) su anda iliskisinin olmadigi gérilmiistiir.

Kullamilan Ol¢me Araglan
Evlilik Kaygis1 Ol¢egi (EKO)

Olgek, kadin ve erkeklerde olusan evlilik kaygisim 6lgmek amaciyla Celik ve Erkilet (2019),
tarafindan gelistirilmis, 13 maddeden olusan 4’lii Likert tipinde bir aractir. Olcekten alinan puanlar
yiikseldikge evlilik kaygisi yiikselmektedir. Evlilik Kaygisi1 Olgeginin orijinal formunda Cronbach Alfa
i¢ tutarlilik katsayisi. 93 bulunmustur. Ayrica korelasyon analizi ile elde edilen test tekrar test sonucu
dlgegin tutarlilik/kararlilik katsayisinin .79 oldugu goriilmiistiir. Olcek maddelerinin faktér yiiklerinin
72-79 arasinda siralandigi ve bu maddelerin toplam varyansin %55,58 ini agiklayan tek bir faktor altinda
toplandig1 belirtilmistir (Celik-Erkilet, 2019). Bu ¢alisma kapsaminda EKO’niin i¢ tutarlik katsayis1 .95
olarak belirlenmistir.

Viicut Algis1 Olgegi (VAO)

Secord ve Jourard (1953), tarafindan gelistirilen 6lgek Hovardaoglu (1993), tarafindan Tiirkgeye
gevrilmigtir. Bireyin beden goriintiisiine ait memnuniyetini 6lgmek amaciyla gelistirilen 6lgek 40
maddeden olusmaktadir. 5 dereceli Likert tipi puanlama gerektiren VAQO’de, alinan toplam puanin
artmasi kiginin viicut béliimlerinden ya da islevlerinden duydugu memnuniyetin azalmasini, puanin
azalmas! ise memnuniyetin artmasini belirlemektedir. I¢ tutarlik katsayisi dlgegin uyarlanma ve bu
calisma kapsamindaki analizlerde .95 olarak belirlenmistir.

Cinsel Benlik Semasi Ol¢egi (CBSO)

Hill (2007), tarafindan gelistirilen Ol¢egin Tiirk¢eye uyarlamasi Kogak ve Fisiloglu (2011),
tarafindan yapilmustir. Olgek 7°1i Likert tipi dereceleme seklinde olan dlgek 36 maddeden olusmaktadir.
Olgekte yer alan 36 sifat kisilerin aymi cinsiyette ve yastaki diger insanlar1 diisiinerek kendisini cinsel
yonden nasil tamimladigini dlgmektedir. Olgegin Sevgi Dolu/ Sefkatli, Sehvetli/ Tahrik Edici ve
Dolaysiz/ A¢ik Sozlii olmak iizere 3 alt boyutu bulunmaktadir. Cronbach alfa katsayilar1 tiim dlgek igin
.82 ve alt dlgekler igin sirastyla .89, .85, ve.77 olarak hesaplanmistir. Bu calisma kapsaminda CBSO niin
i¢ tutarlik katsayis1 .85 olarak belirlenmistir.

Yakin iliskilerde Yasantilar Envanteri IT (YIYE)

Fraley, Waller ve Brennan’in (2000), yetiskin baglanma boyutlarinin 6l¢iimii i¢in gelistirdigi dlgek
Selguk, Giinaydm, Siimer ve Uysal (2005), tarafindan Tiirkce’ye kazandirilmistir. Yedili Likert tipi
derecelendirmeyle puanlanan l¢egin 18 maddesi kaginma alt boyutuyla, 18 maddesi kaygi alt boyutuyla
iligkili toplam 36 madde yer almaktadir. Kaginma ve kaygi boyutlar1 yiliksek diizeyde i¢ tutarlilia sahip
olup, Cronbach alfa katsayilar1 bu boyutlar icin sirastyla .90 ve .86 olarak verilmistir. Olgegin sdz
konusu bu ¢alisma kapsaminda Cronbach alfa katsayilar1 kaygi boyutu .82, kaginma boyutu .81 olarak
bulunmustur.

Katilimcilardan elde edilen veriler bilgisayar ortamina arastirmaci tarafindan aktarilarak SPSS 20.0
paket programiyla analiz yapilmistir. Degiskenler arasindaki iligkiler Pearson Momentler Carpimi
Korelasyon Katsayisi ile incelenmistir. Yordayici degiskenlerin (viicut algisi, cinsel benlik semasi, ana-
babaya baglanma) yordanan degiskeni (evlilik kaygisi) ne diizeyde yordadigi incelenmis ve bunun igin
coklu regresyon analizi kullanilmistir. Arastirmanin iigiincii alt problemine uygun olarak evlilik kaygisi
diizeylerinin cinsiyet, yas, iliski durumu, algilanan anne baba tutumu, bosanma degiskenlerine gore
farklilagip farklilasmadigini analiz etmek igin tek yonlit ANOVA ve t-Testi uygulanmustir.
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BULGULAR

Evlilik kaygisi, beden algisi, cinsel benlik semas1 ve ana-babaya baglanma stilleri arasindaki
iliskiye yonelik bulgular

Arastirmadan elde edilen veriler dogrultusunda herhangi bir romantik iligkisi olan ve olmayanlarin;
evlilik kaygisi, beden algisi, cinsel benlik semasi ve ana-babaya baglanma degiskenleri arasindaki
iligkiyi agiklamak amaciyla Pearson Momentler Carpimi Korelasyon Katsayisi kullanilmig ve sonuglar
Tablo 1’de verilmistir.

Tablo 1. Arastirma Grubundaki iliskisi Olan ve Iliskisi Olmayan Bireylerin Evlilik Kaygis1 Puanlari, Viicut
Algisi Puanlari, Cinsel Benlik Semasi Alt Olgekleri Puanlar1 ve Ana Babaya Baglanma Alt Olgekleri Puanlari
Arasmdaki iliskiye Yénelik Korelasyon Analizi Sonuglari ve Ortalama (Ort.), Standart Sapma (Ss.) Degerleri
(N=1048)

Iliski Var Degiskenler 1 2 3 4 5 6 7
1. Evlilik Kaygisi 1

2. Viicut Algist -.168** 1

3. Sevgi Dolu/ Sefkatli -.270%* .288** 1

4. Sehvetli/Tahrik Edici -.024 A4TF* 278%* 1

5. Dolaysiz/Agik Sozlii -.056 .325** .163** A70** 1

6. YIYE-Kaginma .348** -.060 -.240** -.132** .259** 1

7. YIYE-Kaygi .265** -.240** .001 -.005 -.252** .282** 1
Ort. 11.33 152.77 53.74 48.89 40.95 54.81 65.20
Ss. 9.62 23.45 8.05 9.37 8.32 15.11 19.83
Iliski Yok Degiskenler 1 2 3 4 5 6 7
1. Evlilik Kaygist 1

2. Viicut Algisi -.266** 1

3.Sevgi Dolu/Sefkatli -.192** .349** 1

4. Sehvetli/Tahrik Edici -.053 S17** 387 1

5. Dolaysiz/A¢ik S6zlu -.043 .383** .306** .485** 1

6. YIYE-Kaginma 242%* - 241%* -.346** -.365** -.353** 1
7.YIYE-Kayg1 311** -.320** .045 -.072 -.293** .195%* 1
Ort. 15.26 147.07 52.95 45.31 39.49 62.48 72.64
Ss. 10.31 26.04 9.30 10.65 8.53 16.10 20.62

p<.01™ p<.05"

Tablo 1. incelendiginde romantik iliskisi olan bireylerin evlilik kaygisi ile en yiiksek iliskiler
kaginmali baglanma (r=.348) arasinda pozitif, sevgi dolu/ sefkatli benlik semas1 (r=-.270) arasinda
negatif ve kaygili baglanma (r=.265) arasinda pozitif iliskiler bulunmustur. Diger taraftan, romantik
iligkisi olmayan bireylerde ise evlilik kaygisi ile en yiiksek iliskiler kaygili baglanma (r=.311) arasinda
pozitif, viicut algis1 (r=-.266) arasinda negatif ve kaginmali baglanma (r=.242) arasinda pozitif iligkiler
gOrlilmiistiir.

Beden algisi, cinsel benlik semasi ve ana-babaya baglanma stillerinin evlilik kaygisim
yordamadaki katkilarina iliskin bulgular

Aragtirmaya katilan bireylerin beden algisi, cinsel benlik semasi ve ana-babaya baglanma stilleri
puanlarinin evlilik kaygisi puanlarin1 yordamadaki katkilar1 ¢oklu regresyon analizi ile incelenmistir.
Analiz sonuglari iligkisi olan bireyler ve iliskisi olmayan bireyler i¢in Tablo 2’de verilmistir.

Tablo 2. Arastirma Grubundaki iliskisi Olan ve iliskisi Olmayan Bireylerin Beden Algisi Cinsel Benlik Semasi
ve Ana Babaya Baglanma Stilleri Alt Olcek Puanlarmin Evlilik Kaygis1 Puanlarin1 Yordama Diizeylerine iliskin
Coklu Regresyon Analizi Sonuglar1

Iliski Var B SHB B t p

Sabit 12.45 4.06 3.06 .002
Viicut Algist -.022 .018 -.054 -1.22 222
Sevgi Dolu/Sefkatli -.231 .053 -.193 -4.35 .000
YIYE-Kaginma .164 .028 .258 5.83 .000
YIYE-Kaygi .087 .021 .180 4.06 .000

R=.448, R?= 201, Adj. R? =.194, p<.05
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Iliski Yok B SHB B t p

Sabit 14.66 4.17 3.51 .000
Viicut Algisi -.044 .018 -112 -2.52 .012
Sevgi Dolu/Sefkatli -.135 .049 -.122 -2.74 .006
YIYE-Kaginma .079 .027 123 2.90 .004
YIYE-Kaygi 129 021 257 6.08 .000

R=.404, R?= .163, Adj. R? = .157, p<.05

Coklu regresyon analizi sonuglar1 incelendiginde romantik iliskisi olan bireylerde sevgi dolu/sefkatli
benlik semasi, kaygili ve kaginmali baglanma degiskenlerinin evlilik kaygisi toplam puanim anlamh
sekilde yordadig1 anlasilmaktadir (p<.05). Bagimsiz degiskenler birlikte evlilik kaygisi puanlarina
iliskin varyansin yaklasik %20’sini (R*=20) agiklamaktadir. Regresyon katsayisinin anlamliligina
iligkin t testi sonuglarina bakildiginda romantik iliskisi olan kisilerde evlilik kaygisinin yordanmasina
iligkin en biiyiik katkiy1 kacinmali baglanma yapmistir (t=5.83, p<.01); bunu sirasiyla sevgi dolu/sefkatli
benlik semasi (t=-4.35, p<.01) ve kaygili baglanmanin (t=4.06, p<.01) takip ettigi goriilmektedir.

Coklu regresyon analizi sonuglari romantik iligkisi olmayanlar i¢in incelendiginde viicut algisi, sevgi
dolu/sefkatli benlik semasi, kaygili ve kaginmali baglanma degiskenlerinin evlilik kaygisini anlamli
sekilde yordadigi bulunmustur (p<.05). Viicut algisi, sevgi dolu/sefkatli benlik semasi, kaygili ve
kaginmali baglanma degiskenleri birlikte evlilik kaygisinin %16’sm1 (R*=16) agiklamaktadur.
Regresyon Kkatsayisinin anlamliligina iliskin t-Testi sonuglarina bakildiginda romantik iligkisi
olmayanlarda evlilik kaygisinin yordanmasina iligkin en biiyiik katkiy1 kaygili baglanma yapmigtir
(t=6.08, p<.01); bunu sirasiyla kaginmali baglanma (t=2.90, p<.01), sevgi dolu/sefkatli benlik semas1
(t=-2.74, p<.01) ve viicut algisinin (t=-2.52, p<.01) takip ettigi gériilmektedir.

Evlilik kaygisimin cinsiyet, yas, iliski durumu, algilanan anne baba tutumu, anne baba ya da 1.
Derece akrabalarda bosanma durumu ve arkadaslarda bosanma durumu demografik
degiskenlerine gore farkhlasip farklilasmadigina iliskin bulgular

Bu boliimde arastirmanin alt problemlerinden olan evlilik kaygisinin demografik degiskenlere gore
degisip degismedigi incelenmistir. Sonuglar1 elde etmek i¢in Bagimsiz Gruplar i¢in T-Testi ve Tek
Yonlu Varyans Analizi (ANOVA) yapilmustir.

Evlilik Kaygis1 Puanlarimin Cinsiyete Gore Incelenmesine iliskin Bulgular

Romantik iligkisi olan ve olmayan bireylerin evlilik kaygis1 6lgeginden alinan toplam puanlarinin
iligkisi olan ve iliskisi olmayanlar i¢in ayr1 gruplara ayrilarak cinsiyete gore farklilasip farklilasmadigi
“Bagimsiz Gruplar Igin T-Testi” ile analiz edilmis ve sonuglar Tablo 3.1.” de verilmistir.

Tablo 3 Evlilik kaygis1 puanlarinin cinsiyete gore Ortalama (X), Standart sapma (SS), “t” ve “P” degerleri

Bagimli Degisken Gruplar Cinsiyet N X SS t P
. L Kadin 284 10.66 9.26
Evlilik Kaygis1  Iligki Var Erkek 200 1297 10.08 1.78 .075
- _— Kadm 341 16.00 9.92
Evlilik Kaygist  Iligki Yok Erkek 293 14.13 10.79 2.07 .039

Tablo 3. incelendiginde arastirmaya katilan bireylerden romantik iliskisi olanlarin evlilik kaygist
Olgegi puanlarinin cinsiyet gore farklilasmadigr (taosey=1.78; p>.05) goriilmiistiir. Tabloya romantik
iligkisi olmayan bireyler acisindan bakildiginda ise gruplar arasinda farklilagmanin anlamli oldugu
anlasilmaktadir (t(1048y=2.07; p<.05). S6z konusu farklilik romantik iliskisi olmayan kadin katilimcilarin
lehine gergeklesmistir.

3.2. Evlilik Kaygis1 Puanlarimin Yas Degiskenine Gore incelenmesine Iliskin Bulgular

Katilimeilarin evlilik kaygist puanlar1 romantik iligkisi olan ve olmayanlar seklinde iki gruba
ayrilarak yas degiskenine gore fakli olup olmadigr “Tek Yonlii Varyans Analizi (ANOVA)” ile
incelenmis ve sonuglar Tablo 4’te verilmistir.
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Tablo.4. Evlilik kaygis1 puanlariin yas degiskenine gére ANOVA sonuglari

Bagimli Degisken  Gruplar N X Ss F P Fark
1.18-22 109 8.99 7.98 1-4
Evlilik Iligki 2. 23-27 271 11.39 9.93 2-4
Kaygisi Var 3.28-32 96 12.54 9.00 10.034 .000* 3-4
4. 32+ 8 26.75 11.04
1.18-22 129 16.40 10.98
Evlilik Ilisk 2. 23-27 275 14.47 9.54
Kaygisi Yok 3.28-32 128 16.00 11.29 1.348 .258 -
4. 32+ 32 14.46 9.55

*=p<.05 1=18-22, 2=23-27, 3=28-32, 4=32 {izeri

Tablo 4 incelendiginde evlilik kaygisinin yas degiskenine gore anlamli bir farklilik gosterip
gostermedigini belirlemek amaciyla gergeklestirilen tek yonli varyans analizi sonuglarinda romantik
iliskisi olan bireyler arasinda anlaml farklilik bulunmustur (Fuss=10.034; p<0.5). Gruplar arasindaki
gozlenen bu farkin kaynagimi belirlemek i¢in uygulanan Scheffe testi sonuglarma gore; 18-22 ve 32+
(1-4), 23-27 ve 32+ (2-4), 28-32 ve 32+ (3-4) arasinda anlamli farklilik bulunmaktadir. Bu anlamli
farklilik 32 yas ilizeri (4) lehinedir. Diger bir degisle, romantik iligkisi olanlarin evlilik kaygisi 32 yas
lizerindeki bireylerde diger yas gruplarina oranla daha fazla goériilmektedir. Tabloya gore, romantik
iligkisi olmayan bireylerin evlilik kaygilar1 yas degiskenine gore farklilasmamaktadir (Fses=1.348;
p>.05).

Evlilik Kaygis1 Puanlarimin iliski Durumu Degiskenine Gore incelenmesine iliskin Bulgular

Evli olmayan bireylerin evlilik kaygisi puanlarmin iliski durumuna goére degisip degismedigini
incelemek icin “Bagimsiz Gruplar I¢in T-Testi” ile analiz yapilmistir. Sonuglar Tablo 5° te verilmistir.
Tablo 5 Evlilik kaygisi puanlarinin iligki durumu degiskenine gére N, Ortalama (X), Standart sapma (Ss) ,
“t” ve “P” degerleri

Bagimh Degisken {liski Durumu N X SS t P
Evlilik Kaygisi Diski var 484 11.33 9.62 -6.37 .000*
Iliski yok 564 15.26 10.31 .000*
*=p<.05

Tablo 5 incelendiginde evlilik kaygist puanlarmin iliski durumuna gore farklilastigi goriilmistiir
(t(1048)=-6.37; p<.05). Soz konusu farklilik romantik iligkisi olmayanlarin lehinedir. Diger bir deyisle
arastirmaya katilan romantik iliskisi olmayan bireylerin evlilik kaygisi diizeyleri yiiksektir.

Evlilik kaygis1 puanlarimin anne baba ya da 1. derece akrabalarda ve arkadaslarda bosanma
durumu degiskenlerine gore incelenmesine iliskin bulgular

Arastirmaya katilan bireylerden elde edilen verilere gore evlilik kaygisinin anne baba ya da 1. derece
akrabalarda sahit olunan boganma durumu ve arkadaslarda sahit olunan bosanma durumu degiskenlerine
gore farklhlasip farklilasmadigini belirlemek amaciyla “Bagimsiz Gruplar Igin t-Testi” analizi
yapilmistir. Sonuglar Tablo 6” da verilmistir.

Tablo 6. Evlilik kaygisinin anne baba ya da 1. derece akrabalarda ve arkadaslarda bosanma degiskenlerine
ait istatistiksel degerler

Gruplar Anne baba ya da yakin akrabalarda bosanma N X SS t P
Iligkisi Var Evet 122 12,15 11.01 109 .275
Hayir 362 11.05 9.10 321
Mligkisi Yok Evet 135 17.08 10.39 2.36 .018*
Hayir 429 14.69 10.23 .020*
Evlilik Arkadaslarda bosanma N X Ss t P
Kaygist  [ligkisi Var Evet 175 1297 9.91 .005*
Hayir 309 1040 9.34 2.85 .005*
Mligkisi Yok Evet 181 1593 10.29 .286
Hayir 383 14.94 10.31 1.07 .286

*=p<.005
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Tablo 6 incelendiginde arastirmaya katilan romantik iligkisi olmayan bireylerin anne baba veya 1.
derece akrabalarinda bosanma olup olamama degiskenine gore evlilik kaygis1 puanlarmin arasinda
olusan farkin anlaml (tse4=2.36; p<.005) oldugu izlenmistir. Farklilik romantik iligkisi olmayan
kisilerin bosanma durumunun olmasi lehine ger¢eklesmistir. Diger bir degisle, romantik iligkisi olmayan
bireylerde evlilik kaygisinin anne baba ya da 1. derece akrabalarinda boganma olma durumu, bosanma
olmayanlara oranla daha yiiksektir. Romantik iligkisi olan bireylerin anne baba ya da 1. Derece
akrabalarda bosanma durumu degiskenine gore evlilik kaygisi puanlarinda herhangi istatiksel
farklilasma (t(gs)=1.09; p>.005) olmadig1 goriilmiistiir.

Evlilik kaygisi puanlarinin arkadaglarda bogsanma durumu degiskenine gére anlamli farklilagsma olup
olmadig1 incelendiginde, t testi sonu¢larinda romantik iliskisi olan bireylerin arkadaslarinda bogsanma
olma ya da olmama degiskenine gore evlilik kaygis1 puanlarindaki farklilasmanin anlamlt (t4ss=2.85;
p<.005) oldugu goriilmiigtiir. Bu anlamli farklilagma iligkisi olan bireylerin arkadaglarinda boganma
durumu olanlarin lehinedir. Bagka bir degisle, romantik iligkisi olan bireylerin arkadaslarinda boganma
var ise evlilik kaygisi puanlari, arkadaglarinda boganma olmayanlarin durumuna goére daha yiiksektir.
Evlilik kaygis1 puanlarda romantik iligkisi olmayan bireylerde arkadaslarinda bosanma durumu
degiskenine gore anlamli bir farklilagma (tses=1.07;p>.005) goriilmemistir. Baska bir degisle romantik
iligkisi olmayanlarin arkadaslarinda bogsanma olup olmamasi evlilik kaygisi puanlarini anlaml derecede
farklilastirmamaktadir. Sonug olarak anne baba ya da 1. derece akrabalarinda bosanma olanlarin
romantik iligkisi olmayanlarda, arkadaslarinda bosanma olanlarin romantik iligkisi olanlarda evlilik
kaygist yiiksektir.

TARTISMA
Bagimh ve Bagimsiz Degiskenler Arasindaki Analizlere Ait Tartisma ve Yorum

Arastirma sonuglarma gore evlilik kaygisi ile en giiclii yordayici iligkisi olan bagimsiz degiskenin
ana-babaya baglanma stilleri oldugu goriilmektedir. Bireylerin romantik iliskisi olsun ya da olmasin
evlilik karar1 sirasidaki kaygi en ¢ok baglanma stillerinden etkilendigi sonucuna ulasilabilir. Romantik
iligkisi olan bireylerde kaginmali baglanma alt boyutu ve romantik iliskisi olmayan bireylerde kaygili
baglanma alt boyutu evlilik kaygisi ile daha yiiksek diizeyde anlamli iligkili bulunmustur. Bireylerin
kaginmali ve kaygili baglanma diizeyi arttikca evlilik kaygisi diizeyi de artmaktadir denilebilir.
Literatiirde daha dnce yapilmis olan calismalar incelendiginde evlilik kaygisi ile ana-babaya baglanma
arasindaki iliskiyi aragtiran herhangi bir calismaya rastlanmamistir. Baglanma stilleri ile yakin
iligkilerdeki durumlarini arastiran ¢alismalar bulunmakla beraber bu calismalarda bireylerin baskalari
ile ilgili olumsuz temsillerinin olmasi kacinan baglanma olarak ifade edilmekte ve kaginan baglanma
stiline sahip bireyler partnerlerini kiskanan ve iliski kurmaktan ¢ekinen kisiler olarak belirtilmektedir.
Bireylerin kendileri ile ilgili olumsuz temsillerinin olmasi ise kaygili baglanma olarak tanimlanmaktadir
(Brennan, Clarck ve Shaver, 1998; Hazan ve Shaver, 1987). Kaygili baglanma stiline sahip bireyler
yakinlik kurduklar1 kisilerin kendilerine olan bagliliklarini giivenli bulmadiklari, hayal kirikligina
ugrayacaklar1 konusunda yogun kaygi yasadiklari belirtilmektedir (Marques, 2010). Bu durumda
giivenli baglanma stiline sahip bireylerin kendilerine ve karsilarindaki kisiye karsi olumlu algiya sahip
oldugu sdylenebilir. Sevilip deger bulduklar1 bir ortamda biiyiiyen kisiler yetiskinlikte yakin iligki
kuracagi kisinin de sevilmeye deger oldugu inancina sahip ve yakinlik kurmaktan, kendini agmaktan
cekinmeyen bireylerdir. Kaygili ve kaginan baglanma stiline sahip bireylerin romantik iliskilerinde
karsilastiklar1 sorunlarla bag edememe ve iliskiye yonelik gercekei olmayan beklentilerinin olmasi
kayginin ortaya ¢ikmasinda etkili oldugu sonucuna ulasilabilir. Yildiz (2005), ¢cocuklariyla kurduklar
iligkide tutarsiz, duyarsiz ve reddedici olan anne babalarin, ¢ocugun sevgi ve ilgi ihtiyacin1 zamaninda
karsilanmamasini ¢ocugun ileride kuracagi yakin iliskilerde psikopatoloji gelistirmeye daha acik,
depresyon ve anksiyete goriilmesinin daha olasi oldugunu belirtmektedir. Bu baglamda evlilik kaygis1
diizeyi yiiksek olan bireylerin daha ¢ok kaygili ve kaginmali baglanma stiline sahip bireyler oldugu
soylenebilir.

Biiyiiksahin (2001), iliskileri baglatma, siirdiirme ve sonlandirma sebeplerinin anlagilmasinda
baglanma kavramimin onemine deginmekte, yapilan aragtirmalarda bireylerin romantik iligkilerdeki
davranis, diislince ve duygularini baglanma bi¢imlerinin dogrudan veya dolayli olarak yonlendirdigine
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dair bulgulara rastlanmaktadir. Stackert ve Bursik’e (2003) gore, glivensiz baglanma stiline sahip evli
olmayan bireylerin iliskiye yonelik kaygilar1 daha yiiksektir. Feeney ve Noller (1990), romantik
ayriliklar yasayan iiniversite dgrencilerinin annelerine kagman tiirde baglandiklarimi ve partnerlerine
giiven duyma konusunda problem yasadiklarini belirtmistir. Ayn1 zamanda saplantili, korkulu ve
kayitsiz baglanma stillerine sahip bireylerin kaygi diizeylerinin yiiksek oldugu, giivenli baglanan
bireylerin ise kaygi diizeyinin daha diisiik oldugu belirtilmektedir. Bu noktada evlilik kaygisinin bireyin
sahip oldugu baglanma stiliyle iligkili olmasi1 sonucu literatiirdeki arastirmalar1 desteklemektedir.

Evlilik kaygist ile beden algisi arasinda ortaya ¢ikan negatif yonde anlamli iliski bireylerin
viicutlarina ait memnuniyetlerinin artmasinin evlilige iliskin duyulan kaygi diizeyinde diisiise sebep
olabilecegini gostermektedir. ki degisken arasindaki bu iliski romantik iliskisi olmayan bireylerde
romantik 1iligkisi olan bireylere oranla daha fazla oldugu goriilmektedir. Buradan da hareketle
viicudumuza ait memnuniyetin diisiik olmasimin karsi cinsle evlilik dncesi yakin iligki kuramama
sirecinde de etkili oldugu soylenebilir. Romantik iligkisi olan bireylerin beden algilar1 evlilik
kaygilariyla daha diisiik diizeyde iligkili bulunmustur. Alan yazin incelendiginde evlilik kaygisi ile
beden algis1 arasinda yapilan bir arastirma bulunmadigi goriilmektedir. Yapilan aragtirmalarda sosyal
iliski algilarmin beden imaji1 ile yakindan iliskili oldugu sonraki donemlerde kisiler arasi etkilesime ve
diger kadin ve erkeklerle iligki kurmasini biiyiik oranda etkiledigi belirtilmektedir (Erdogan ve Tiitiincii,
2015). Bu durum sadece sosyal iliski diizeyinde degil kisilerin romantik iliski diizeyinde de kendini
gostermektedir. Olumsuz beden algist kisilerin ¢ogu zaman iliski kurmasina engel olusturmaktadir.
Babayan, Saeed ve Aminpour (2018), kisilerin bedenlerine ait memnuniyetlerinin romantik iliskilerdeki
duygu tutum ve diislincelerini belirledigini, partneriyle yasadigi cinsel iliskide daha fazla doyum
sagladigi ve ayn1 zamanda evlilik uyumlarii anlamli diizeyde etkiledigini belirtmektedir. Viicutlarina
ait olumsuz algis1 olan bireyler yakin iliskilerinde kendilerini rahat hissetmedikleri igin partnerleriyle
duygusal veya cinsel paylasimlarda bulunmaktan uzak durduklar1 belirtilmektedir (Ackard, Kearney-
Cooke ve Peterson, 2000).

Analiz sonuglarina gore evlilik kaygismi yordayan ve anlaml iliski goriilen diger degisken cinsel
benlik semasidir. Cinsel benlik semasi alt boyutlarindan sevgi dolu / sefkatli benlik semasi ile evlilik
kaygis1 arasinda negatif yonde anlamli iliski bulundugu gériilmiistiir. Pozitif benlik semasi 6zelliklerini
yansitan bireylerin cinsel benliklerini olumlu olarak degerlendirdigi, bu durumun evlilige dair kaygiy1
azalttig1 sOylenebilir. Andersen ve Cyranowski (1994), cinsel benlik semalarmi olumlu degerlendiren
bireylerin cinsel deneyimlere acik, yasadigi iliskilerde duygulu, romantik ve tutkulu oldugunu
belirtmektedir. Negatif sematik Ozelliklere sahip bireyler ise; cinsel iliski ve yasantilar sirasinda
uyarilmakta zorlanan cinsel deneyim sirasinda kaygi ve kacinma gibi olumsuz duygulara kapilan
bireyler olarak tammlanmaktadir. Sahip olunan olumsuz duygular sevilmeme ya da terk edilme
konusundaki endiselerini yansitmaktadir. Arastirma sonuclarinda cinsel benlik semasini sevgi
dolu/sefkatli olarak belirten bireylerin evlilik kaygisinin diisiik olmasi1 sonucu Andersen ve Cyranowski
(1994)’nin yapmus oldugu arastirma sonuglarini desteklemektedir.

Demografik Degiskenlere iliskin Tartisma ve Yorum

Arastirma sonuglarma gore; romantik iligkisi olan kadin ve erkeklerde evlilik kaygisi
farklilasmazken; romantik iliskisi olmayan kadinlarin erkeklere oranla evlilik kaygis1 diizeylerinin daha
fazla oldugu goriilmektedir. Arastirmanin cinsiyet degiskenine iliskin sonuglar1 Sezer’in (2019)
calismasiyla paralellik gostermektedir. Sezer (2019), caligmasinda kadinlarin ve romantik iliskisi
olmayan bireylerin evlilik kaygis1 diizeylerinin daha yiiksek oldugu sonucuna ulagmustir. Literatiir
incelendiginde arastirma bulgulariyla benzerlik gdsteren bir arastirmaya rastlanmistir. Giinay ve Bener’e
(2013), gore; bireylerin evlilik ve aile yasamina iliskin tutumlari cinsiyete gore farklilik gostermektedir.
Bu farklilik kadinlarin evlilik ve aile yagsaminda erkeklere oranla daha fazla sorumluluk almasi ve 6zel
alanlarimin simirlanmasi, evlilik ve aile hayatinin her seyden onde gelmesi gerektigi yoniindeki
diistincelerinden kaynaklandigi belirtilmektedir. Kadinlarin evliligi ve aile yasantisini belirli kaliplarla
degerlendirmesi yiliklenen anlami ve beklentileri artirmakla beraber kayginin olusmasi durumunu da
kac¢inilmaz kilmaktadir.

Arastirmada, 32 yas iizerindeki bireylerde daha kiigiik yas gruplarina oranla evlilik kaygisinin daha
fazla oldugu sonucu elde edilmistir. Romantik iligkisi olmayan bireylerde yas degiskeninin evlilik
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kaygisi iizerinde etkisi goriillmemektedir. Alan yazinda ilgili degiskenlere benzer ¢aligmalar incelenmis
ve ¢alisma sonuglarmi destekleyici bulgulara rastlanmistir. Eryillmaz ve Ercan (2013), romantik iligkisi
olmayan bireylerin yliksek diizeyde yalmzlik, kaygi, depresyon ve cinsel doyumsuzluk
yasayabileceklerini buna paralel olarak romantik iligkinin, yakin iligki doneminde bulunan 19-26 yaslar1
arasindaki bireylerin en 6nemli psiko-sosyal gelisim 6devleri arasinda yer aldigi vurgulanmaktadir.
Lisans egitimiyle beraber 32 yasa kadar olan siirede tamamen egitim/kariyer odakli olan bireylerin
kendine uygun partneri bulma durumunu ikinci planda tutmalari, 32 yas ve sonrasinda is hayatini saglam
temeller lizerine kurma ve ilerletme kaygisinin yerini uygun esi bulma ve evlenme kaygisinin aldig
diistiniilmektedir. Atak ve Cok (2010), evlenme, ¢ocuk sahibi olma, egitimi tamamlama, ekonomik
0zgurliik kazanma ve kendine ait bir evde yasama gibi yetigkinlige ge¢is asamalarmin yirmili yaglarmn
sonuna dogru ilerledigini belirtmektedir. Ozellikle romantik iliski yasama, partner bulma gibi gelisim
odevlerinin ekonomik Ozgiirligii kazanma ve egitimini tamamlama Odevlerinden sonraya
birakilmaktadir.

Arastirma grubunu olusturan bireyler, iligki durumlarimi flort, nisanli olma, iliskim yok
durumlarindan biri ile agiklamislardir. Flort ve nisanli olma durumu romantik iligkisi var olarak
degerlendirilmistir. Arastirma sonuglarma gore, romantik iligkisi olmayan bireylerin evlilik kaygisi
diizeylerinin daha yiiksek oldugu sonucu ortaya ¢ikmistir. Bu sonuca dayanarak romantik iligkinin
bireylerin yasantisinda oldukg¢a 6nemli bir yere sahip oldugu sdylenebilir. Sezer (2019), evli olmayan
bireylerin evlilik kaygisi diizeyinin romantik iliski durumuna goére 6nemli diizeyde farklilastigina dair
veriler sunmakta ve romantik iligkisi olmayan bireylerin evlilik kaygis1 diizeylerinin daha yiiksek
oldugunu belirtmektedir. Bireylerin kurduklar1 yakin iligskilerde duygularini karsi tarafa iletme ve
karsilik alma, uyumu yakalama, keyifli vakit gecirme, sevimek ve sevilmek istemenin yani sira cinsel
olarak deneyimler yasamak amaciyla romantik iligki kurma ihtiyaci hissetmektedir. Romantik iligki
siirecinde birey kendini iliskiyi baslatma, siirdiirme anlamda tanimakta kendine uygun esi segme ve
hayatinda yer verme yolunda bazi éngoriiler kazanmaktadir. Pines (2010), romantik bir iliskinin i¢inde
olmanin 6z giiveni arttirip, benlik algisini giiglendirdigi ve bireyi duygusal olarak olgunlastirarak bireyin
daha olumlu bir kisilik gelistirmesine yardimci oldugunu belirtmektedir.

Katilimcilarin anne baba ya da birinci derece akrabalarinda bosanma ve arkadaslarinda bosanma olup
olmama durumunun evlilik kaygi diizeyleri ile iliskisine bakilmis, yapilan analizler sonucunda romantik
iligkisi olmayan bireylerde evlilik kaygisinin anne baba ya da 1. derece akrabalarmda bosanma olma
durumu, bosanma olmayanlara oranla daha yiiksek oldugu ortaya ¢ikmistir. Romantik iliskisi olan
bireylerde sonuglar arkadaslarinda bosanma var ise evlilik kaygisi diizeyleri, arkadaslarinda bosanma
olmayanlarin durumuna gore daha yiiksek bulunmustur. Romantik iliskisi olmayan bireylerin ailesinde
ve akrabalarinda bosanma olmasinin evlilik kaygisi diizeyini arttirdig1 gibi bu bireylerin romantik iligki
yasama, devam ettirme konusunda da bazi sikintilar yasadigi sOylenebilir. Y1lmaz(2020), parcalanmig
aile ortamindaki ergenlerin aileleriyle olan yasam deneyimlerinin gelecege yonelik beklentilerini ve
evlilige yonelik tutumlarmi etkiledigini belirtmektedir. Ozellikle kok ailede meydana gelen
bosanmalarin evlilik tutumlar1 iizerinde yansimalarmin oldugu vurgulanmaktadir. Bosanma siireci
geciren bireylerin ciddi ruhsal sorunlar, intihar, toplum disina itilme, basarisiz ve beceriksiz
hissettirilme, suglanma gibi olaylar, bosanmis bireylerde, evli olanlara kiyasla ¢ok daha yiiksek oranda
karsilagilmaktadir (Travato 1986). Bosanma siireci sonrasindaki siireglere sahit olmus bireylerde evlilik
kaygisinin olusmasinda bu durumla bende karsilasabilirim diislincesinin etkiledigi sdylenebilir.

Arastirmacilara Oneriler

Bu arastirmanin 6rneklemini 18 ve 40 yas araligindaki bireylerden olusmustur. Ust yas gruplarinda
kayginin yogunlugu diisiiniildiigiinde evlilik kaygisi sebepleri {ist yas gruplarinda farkli degiskenlerle
birlikte incelenebilir. Evlilik kaygisinin iliski durumu degiskeni sonuglarindan yola c¢ikarak,
katilimcilarm iligki siireleri, baslayip sonlanan iligkilerinin sayilarimin dahil edildigi bir arastirma
yapilabilir. Benzer bir calisma bosanmis bireyler iizerinde yapilarak evlilik kaygisinin viicut algisi,
cinsel benlik semasi, ana babaya baglanma stillerinin farkli gruplar iizerindeki etkisi de incelenebilir.
Ayrica, arastirma sonuglarmdan yola ¢ikarak evlilik kaygisinin kusaklar arasindaki durumunu ele alan
boylamsal arastirmalar yapilabilir.
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Uygulayicilara Oneriler

Bireylerin evlilik kaygilarin1 ana-babaya baglanma stillerinin yordadigi goriilmiistiir. Uygulayicilar
daniganlarin baglanma stilleri ¢ergevesinde miidahale yapabilir. Arastirmada iliskisi olmayan bireylerin
evlilik kaygis1 diizeylerinin yiiksek olmasindan hareketle aile danigmanligi merkezlerinde, halk egitim
merkezlerinde, genglik merkezlerinde, ergenlerle ilgili kliniklerde veya tniversitelerin mediko-sosyal
merkezlerinde bireylerin evlilik 6ncesi romantik iligki kurma, siirdiirme noktasinda olusan engellerin
ortadan kaldirmak adina evlilik 6ncesi romantik iligki gelistirme programlar1 yayginlastirilarak
uygulanabilir. Bireylerin bedenlerine ait memnuniyetlerinin evlilik kaygis1 diizeylerini yordadigi
goriilmiistiir. Psikolojik danigmanlar ve aile danigsmanlari romantik iligki 6ncesinde ya da romantik iligki
sirasinda bireylerin bedenlerine ait algilarin1 olumlu yonde etkileyecek ¢alismalara yer verilmelidir.
Bireylerin mevcut cinsel benlik semalarinin evlilik kaygisinit yordadigi goriilmiistiir. Evlilik ve aile
danigmanlarinin, psikolojik danigmanlarin cinsel ve romantik iligkilerde kadin ve erkeklerin cinsel
benlik semalarmin énemi ile ilgili farkindalik kazanmalarina yonelik uygulamalara yer verebilir.

Simirhhiklar

Bu galisma evli olmayan bireylerle sinirhidir. Arastirmadan elde edilen sonuglar, Evlilik Kaygisi
Olgegi, Viicut Algis1 Olgegi, Cinsel Benlik Semasi Olgegi, Yakin Iliskilerde Yasantilar Envanteri 11 ile
Olgiilen ve elde edilen verilerle sinirlidir. Aragtirmanin ¢alisma grubu genel olarak Adana, Osmaniye,
Mersin, Gaziantep, Kilis illerinin bulundugu bélgede yasayan katilimcilarla simirlidir.
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participant group from which the quantitative data of the research was collected consisted of 764
students studying in high schools located in the city center of Edirne in the 2023-2024 academic year.
The sample from which the qualitative data of the research was collected consisted of 24 students
studying in 4 different state high schools located in the city center of Edirne in the same academic year.
In line with the general purpose of this research, the findings obtained from the quantitative data revealed
that while high school students felt more competent in critical areas such as digital security, skills, and
ethics, they experienced indecisiveness in areas such as digital communication, digital participation, and
digital rights and responsibilities. When the research findings were evaluated overall, it was seen that
high school students' perceptions of competence regarding digital citizenship differed according to
gender, grade level, parents' educational status, and the amount of time they spent on the internet. In
addition, the qualitative data obtained from the interviews conducted within the scope of the research
revealed that the high school students participating in the research did not have sufficient awareness
about digital citizenship and had limited knowledge, particularly about digital ethics and digital security.

Keyword: digital citizenship; digital citizenship dimensions; high school students

INTRODUCTION

The rapid development of digital technology and its becoming an integral part of our daily lives have
changed the conceptual structure of citizenship, leading to the emergence of the concept of digital
citizenship, and there has been an intense increase in interest in this relatively new concept in the
literature (GOrmez, 2016; Karaduman, 2011; Kirik et al., 2019). Technological developments require
individuals to be aware of their duties and responsibilities in the digital world, to fulfill them effectively,
and to exercise their rights in this rapidly developing digital environment. This is related to individuals
gaining certain digital competencies and behavioral norms, and it can be achieved through systemtic
and planned training on digital citizenship (Kirik et al., 2019; Somyirek, 2019). Especially with the
COVID-19 pandemic process experienced all over the world, it is seen that problems have occurred in
various dimensions of digital citizenship. For example, according to data from the Ministry of National
Education in Turkey, it is understood that only approximately 7 million students actively used the
Education Information Network, known as EBA, during the distance education process in the pandemic.
Various reportd (Cosma et al., 2024; Vogels, 2021) on the subject state that there has been a significant
increase in cases related to cyberbullying, ethics, and security. In this context, teaching children and
adults about technology within the framework of rights, duties and responsibilities has become a
mandatory part of today's citizenship education.

In contemporary definitions where the internet is considered a human right requirement, it is seen
that this right has been recognized by the United Nations in the Universal Declaration of Human Rights
as a “Third Generation Human Right.” In these days, as artificial intelligence and implanted chips have
come to the fore, current issues such as the protection of personal data and privacy, which are more
commonly associated with traditional citizenship, have become topics of discussion Ali et al., 2022;
Baskaya & Karacan, 2022; Turgut Bilgin, 2024). Today, apart from citizenship as a political concept,
various forms of citizenship have emerged such as Active Citizenship, Constitutional Citizenship,
European Citizenship, Republican Citizenship, Multicultural Citizenship, Democratic Citizenship,
Digital Citizenship, Communal Citizenship, Critical Citizenship, Corporate Citizenship, Global
Citizenship, Liberal Citizenship, Deliberative Citizenship, Passive Citizenship, Civil Citizenship
(Bogazliyan, 2020; Sari, 2019), which differ in terms of their meaning, purpose and content. This study
focused on the concept of “digital citizenship” and examined high school students’ perceptions of this
concept.

Ribble (2015) defines digital citizenship as “the norms of appropriate, responsible behavior with
regard to technology use” (p. 15). Although there are various dimensions of digital citizenship in the
literature (e.g., Choi, 2016; Ribble, 2017; Ribble et al., 2004), in this study, it was examined within the
framework of eight theoretical constructs, namely, “Digital Communication,” “Digital Rights and
Responsibility,” “Critical Thinking,” “Digital Participation,” “Digital Security,” “Digital Skills,”
“Ethics,” and “Digital Commerce” based on the scale used (Kus et al., 2017).
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Digital communication is the electronic exchange of information. Mobile phones, text messaging,
video conferencing, and e-mail have changed the communication channels of technology users. These
forms of communication create a new social structure that governs with whom, how, and when people
interact (Ribble, 2015). In the digitalizing world, communication technologies offer people the
opportunity to share information without limitations of time and space. At the same time, the target
audience, previously a passive receipent of messages, has become active by gaining opportunities for
interaction through digitalization. Thus, users can produce and share their own content through digital
tools in the communication process (Yuksel et al., 2021). Another dimension of digital citizenship is
“Digital Rights and Responsibilities”. Digital rights and responsibilities include the obligation of
individuals to protect their own rights in online environments and to respect the fundamental rights and
freedoms of other individuals. Using e-Government and similar digital public services effectively and
consciously is considered an indicator of digital citizenship awareness. However, individuals’ lack of
knowledge about their rights in the digital environment and their unethical behavior tendencies resulting
from inconsistencies reveal the need to develop a digital responsibility culture. While fulfilling their
rights and responsibilities, individuals should also have critical thinking skills. Critical thinking skills
are directly related to the individual’s ability to question, analyze and evaluate information and content
they encounter in digital environments. In this context, individuals’ perception of the internet as a
reliable source on political, economic and social issues; and their trust in shared content, campaigns and
comments without critically filtering them pose various risks in terms of intellectual awareness.
Considering the power of information obtained in the digital environment to shape daily life decisions
and attitudes, it is essential for individuals to develop habits of verification, evidence-based evaluation
and comparing information sources. This skill will also facilitate individuals’ digital participation.
Digital participation refers to individuals’ active participation in social, economic and cultural processes
through online platforms. Individuals’ support for social campaigns in digital environments, sharing
their thoughts on events they consider important and communicating with official institutions online are
digital reflections of democratic participation in the context of digital citizenship. However, in order for
this participation to be effective, conscious and based on social responsibility, it must be supported by
critical thinking skills. Because individuals expressing their opinions based on fact-checked information,
not just emotional reactions, will contribute to both the transformation of digital environments into
healthy public spaces and the increase in qualified citizen contribution in decision-making processes.
While carrying out all these actions, they should not ignore security in digital environments. Ribble
(2011) defines digital security as “The electronic precautions to guarantee safety” (p. 40). Digital
security involves taking electronic measures to protect oneself and guarantee security. For this purpose,
within the scope of digital citizenship, individuals need to have knowledge of various security measures
such as password security, system security, internet access security, protection against malware, and
backing up the system or files (Seving and Avci, 2024). In order for such actions to occur, digital skills
also need to be developed. Digital skills include individuals’ ability to use digital tools and online
resources effectively, purposefully and securely. The ability of an individual to manage social media
settings and access the applications and information they need through digital environments are among
the basic digital literacy indicators. These skills are not limited to technical competence alone, but also
enable individuals to maintain their presence in the digital environment safely and consciously. Effective
citizenship in the digital age requires individuals to be equipped with such digital skills and to be able
to use technology for their purposes. As a result, individuals’ real lives turn into digital social spaces.
One of the social institutions of real life is the economy. Another branch of the economy is trade; this
field emerges as digital trade. Ribble (2011) defines digital commerce as “The electronic buying and
selling of goods” (p. 20). Digital commerce offers advantages such as the opportunity to shop at more
affordable prices, compare prices, save time, product opportunities, quickly access detailed product
information, alternative product evaluation, elimination of the cost of going to a physical store and
transportation, more conscious purchases by examining user comments, providing a comfortable
shopping opportunity away from the pressure of the salesperson, and increasing product and supplier
diversity. Along with these advantages, many problems accompany this process. The Ministry of
Commerce took an initiative in 2019 to eliminate the problems that arise in digital commerce and
implemented the trustmark system in order to control the reliability of e-commerce sites and increase
service quality and security standards (Giiven Damgasi, 2019). However, it can be understood from the
existence of many related news that despite all the precautions taken, the problems encountered within
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the scope of digital commerce cannot be prevented. Although these problems are tried to be solved with
legal rules, the concept of ethics, which allows people to evaluate their behaviors as in real life, comes
across here as well. This time, it is digital ethics. The concept of digital ethics covers the principles and
rules on how individuals and organizations should behave on digital platforms (Usttn, 2023). Ribble
(2015) defined this dimension, addressed as digital etiquette, as “The electronic standards of conduct or
procedure” (p. 39). This concept, defined as appropriate attitudes and behaviors in online environments,
is also referred to as netiquette (net+etiquette) in the international literature. In other words, it is also
known as informatics ethics, which examines human behaviors in the field of informatics and sets forth
rules. As in real life, introducing ethical rules in the field of informatics has made computer
environments more reliable. For this reason, it is also used as informatics ethics in the literature.
Informatics ethics regulates not only the behaviors of users but also those of employees in the
informatics sector. As in other professional fields, informatics employees must act in accordance with
certain behavioral patterns in their relationships with each other.

In the near future, today’s high school students will become both information technology
professionals and active participants in the digital world. Based on this general framework, this research
aimed to examine the knowledge and skill levels of high school students regarding digital citizenship.
In line with this general purpose, the research sought answers to the following questions:

1. What are the competence levels of high school students in digital citizenship behaviors?

2. Do the competence levels of high school students in digital citizenship behaviors differ according
to their gender, grade level, parental education level, and internet usage time?

3. What are the views of high school students regarding digital citizenship and its sub-dimensions?

METHOD
Research Model

This research, which aims to evaluate high school students' digital citizenship competence levels and
their views on digital citizenship, was designed using two complementary research models. In
accordance with the first two sub-purpose questions of the research, the descriptive survey model was
used in the first part, since the existence or degree of co-variation between the participants' digital
citizenship competence levels and various variables was examined (Karasar, 2014). In accordance with
the third sub-purpose question of the research, the phenomenological model (Yildirim and Simsek,
2013) was employed in the second part, since it was aimed to explore the participants' experiences and
perceptions of the concept of digital citizenship in depth. Through this methodological integrity, both
quantitative trends regarding the phenomenon of digital citizenship and individual experiences and
meanings could be evaluated together.

Participants

Demographic information about the participants from whom quantitative data were collected is
presented in Table 1, and information about the participants from whom qualitative data were collected
is presented in Table 2.

Table 1. Demographic information about the participants from whom quantitative data were collected

Student f %
Female 310 40.6
Gender Male 447 58.5
No answer 7 0.9
9th grade 243 31.8
10th grade 182 23.8
Grade Level 11th grade 201 26.3
12th grade 135 14.7
No answer 3 0.4
Iliterate 17 2.2
Elementary school 159 20.8
Mother Education Level Middle school 124 16.2
High school 267 34.9

University 147 19.2
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Master’s degree 41 54
No answer 9 1.2
Iliterate 9 1.2
Elementary school 97 12.7
Middle school 128 16.8
Father Education Level High school 263 34.4
University 189 24.7
Master’s degree 66 8.6
No answer 12 1.6
Almost never 5 0.7
Half an hour per day 7 0.9
Time Spent on the Internet ~ One hour per day 25 3.3
Two hours per day 145 19.0
Three or more hours per day 572 74.9

The quantitative data of the study were obtained from 764 student participants. Of the students, 310
(40.6%) were female and 447 (58.5%) were male. Seven participants did not specify their gender. The
mean age of the participants was 16.33 (SD = 1.57). When looking at the age distribution, 243 (31.8%)
of the participants were 15, 182 (23.8%) were 16, 201 (26.3) were 17, 112 (14.7%) were 18, and 23
(3%) were 19 years old. Three participants did not specify their age. While seventeen (2.2%) of the
students’ mothers were illiterate, 159 (20.8%) had an elementary school degree, 124 (16.2%) had a
middle school degree, 267 (34.9%) had a high school degree, 147 (19.2%) had a university degree, and
41 (5.4%) had a master’s degree. Nine (1.2%) did not answer this question. While nine (1.2%) of the
students’ fathers were illiterate, 97 (12.7%) had an elementary school degree, 128 (16.8%) had a middle
school degree, 263 (34.4%) had a high school degree, 189 (124.7%) had a university degree, and 66
(8.6%) had a master’s degree. Nine (1.6%) of the participants did not answer this question. While 727
(95.2%) of the students reported having internet access at home, 29 (3.8%) did not. Eight (1%) students
did not answer this question. While 5 (0.7%) of the students reported having almost no internet usage
time per day, 7 (0.9%) stated that they used the internet for half an hour per day, 25 (3.3%) for one hour
per day, 145 (19%) for two hours per day, and 572 (74.9%) for three hours or more per day. Information
on the participants from whom the qualitative data were collected is given in Table 2.

Table 2. Demographic information about the participants from whom qualitative data were collected

Participant Code Gender Age Grade Level School Type

S1 Male 16 10 Imam Hatip High School
S2 Female 14 9 Imam Hatip High School
S3 Female 14 9 Imam Hatip High School
S4 Female 15 9 Imam Hatip High School
S5 Female 15 9 Imam Hatip High School
S6 Female 14 9 Imam Hatip High School
S7 Female 16 11 Vocational High School
S8 Female 16 11 Vocational High School
S9 Female 16 11 Vocational High School
S10 Male 15 10 Vocational High School
S11 Male 15 10 Vocational High School
S12 Male 15 9 Vocational High School
S13 Male 16 10 Science High School

S14 Female 16 10 Science High School

S15 Female 15 10 Science High School

S16 Female 14 9 Science High School

S17 Female 14 9 Science High School

S18 Male 14 9 Science High School

S19 Female 16 11 Anatolian High School
S20 Male 16 11 Anatolian High School
S21 Female 16 10 Anatolian High School
S22 Male 16 10 Anatolian High School
S23 Female 15 9 Anatolian High School

S24 Male 15 9 Anatolian High School
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In order to obtain qualitative data, interviews were conducted with students studying in four different
school types. Qualitative data were collected from a total of 24 students. Of these, 17 (71%) were female
and 7 (29%) were male. Six (25%) of the students were 14 years old, 8 (33%) were 15 years old, and 10
(42%) were 16 years old. When their grades were examined, 11 (46%) of the students were in the 9th
grade, 8 (33%) were in the 10th grade, and 5 (21%) were in the 11th grade. Six (25%) of the students
were studying in a Science High School, six (25%) were in an Anatolian High School, six (25%) were
in a Vocational High School, and six (25%) were in an Imam Hatip High School.

Data Collection and Data Collection Tools

The data were collected after obtaining approval from the ethics committee (2021.04.01) and the
necessary permissions for the research. The study's quantitative data were collected using the "Digital
Citizenship Scale for Youth" scale developed by Kus et al. (2017). The scale has 49 items and an 8-
factor structure. The scale has a 49-item and 8-factor structure. The factors of the scale consist of
Communication (6 items), Rights and Responsibilities (9 items), Critical Thinking (7 items),
Participation (5 items), Security (6 items), Digital Skills (5 items), Ethics (4 items) and Commerce (7
items). The reliability coefficients of the factors of the scale are 0.814, 0.808, 0.787, 0.733, 0.811, 0.743,
0.792 and 0.829, respectively.

In order to collect the qualitative data of the research, focus group interviews were conducted with
24 students studying in four different types of high schools located in the center of Edirne Province. The
focus group interviews planned within the scope of the research were conducted in four sessions. All
sessions were conducted with six participants each. The focus group interviews lasted between 80-120
minutes. The interviews were recorded with a voice recorder with the knowledge of the participants. In
order to eliminate the possibility of any disruption in the recordings and to take into account the non-
verbal aspects of the interviews, notes were taken by two assistant rapporteurs during the interviews.
During the interviews, situations that could guide the participants and negatively affect the data
collection process of the research were avoided. A semi-structured interview form developed by the
researchers was used to determine the thoughts of the high school students participating in the research
on digital citizenship. While preparing the form, the relevant literature was first reviewed and draft
interview questions were created in order to ensure content validity. Opinions were received on the
interview gquestions from a total of 4 academicians who are experts in the fields of Educational
Administration and Educational Technology, and the interview form was finalized after the necessary
adjustments were made in line with their feedback.

Analaysis of Data

In the analysis of quantitative data, the scales were examined in terms of their dimensions and total
scores. For this, means and standard deviations were calculated. In the calculation of dimension means,
“range/number of groups” (Tekin, 1996) was used, and interpretations were made according to Table 3.

Table 3. Interpretation values of scale scores

Range Range expressions
1 <Mean<1.8 Strongly disagree (1)
1.81 < Mean <2.6 Disagree (2)

2.61 < Mean<3.4 Undecided (3)

3.41 <Mean<4.2 Agree (4)

421 <Mean<5 Strongly Agree (5)

For inferential statistics, data were first evaluated in terms of normality distribution and data with
kurtosis and skewness values between -1 and +1 were accepted as normally distributed (Bulyiikoztiirk,
2014; Cokluk et al., 2012). In comparing data in terms of independent variables, independent groups t-
test or one-way ANOVA test was used according to the number of categories in the independent
variable. In cases where the ANOVA test was significant, comparisons between groups were made using
the LSD test if the variances were homogeneous, and Tamhane's T2 if the variances were not
homogeneous. Mann-Whitney and Kruskal-Wallis tests were used in the analysis of data that did not
show normal distribution. In cases where the Kruskal-Wallis test was significant, pairwise comparisons



58

for the source of the difference were made using the Mann—Whitney test by applying Bonferroni
correction (dividing the .05 significance level by the number of comparisons) (Field, 2009).
Additionally, effect sizes were calculated using eta squared (%) in comparisons between scores
(Blyukoztirk, 2014; Field, 2009; Lenhard & Lenhard, 2022).

The qualitative data obtained from the interviews were analyzed with the descriptive analysis
technique since the conceptual structure of the research and the themes that would form the basis of its
analysis were determined in advance (Yildim & Simgsek, 2013). In this context, the data were
transferred to the computer in written form and the raw data were organized. After the codes and themes
were determined according to the purpose of the research, these codes and themes were interpreted by
the researchers. As the last step of the analysis phase, the obtained data were discussed in a consensus
meeting held with the participation of two experts in the fields of Educational Administration and
Educational Technology, and inter-coder reliability analysis was performed. In this process, the
Reliability=[number of agreements/(total number of agreements + disagreements)] X 100 formula
(Miles & Huberman, 1994, p. 64) was used and the inter-coder reliability percentage was calculated as
91%. In order to ensure the transferability of the results obtained in the research, the data were described
in detail and supported with direct quotations. In direct quotations, the real names of the participants
were kept confidential, the opinions directly quoted from the participants were given in italics and the
participant’s code (e.g., S1, S2) was presented in parentheses. The researchers’ interpretations of the
findings were supported by references to the relevant literature.

FINDINGS

In order to determine the levels of high school students’ digital citizenship perceptions, the mean and
standard deviation values for each dimension were first calculated. Then, these totals were divided by
the number of items, and the results are presented in Table 4.

Table 4. Digital citizenship levels of students

Dimensions n M sd
Digital Communication 764 3.39 75
Digital Rights and Responsibilities 764 3.26 .61
Critical Thinking 764 3.36 .46
Digital Participation 764 3.29 .83
Digital Security 764 3.54 .67
Digital Skills 764 4.18 75
Ethics 764 3.50 .78
Digital Commerce 764 3.93 .65
Digital Citizenship Total Score 764 3.54 .38

An examination of the table shows that digital communication, digital rights and responsibility,
critical thinking, and digital participation were found to be at the “undecided” level, while digital
security, digital skills, ethics, digital commerce, and the digital citizenship total score were found to be
at the “agree” level.

Since all dimensions and total scores, except for the digital skills and digital commerce dimensions,
showed a normal distribution based on the gender of the participants, independent samples t-tests were
conducted, and the results are presented in Table 5 for the other two dimensions, Mann-Whitney tests
were performed, and the results are provided in Table 6.

Table 5. Results of the t-test for students’ digital citizenship levels by gender

Dimensions Gender n M sd t(df) p n’
. L Female 310 3.60 .70

Digital Communication Male 447 394 75 6.572 (755) <.001 .054

Digital Rights and Female 310 3.49 57 8.898 (755) <001 098

Responsibilities Male 447 3.11 .60
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Critical Thinking ';::I“:'e 2}13 g:g; :jg 5.88(733.241)  <.001 043
Digital Participation ';::I“:'e 2}13 g:gg ;3 3574 (719.167)  <.001 016
Digital Security ';::;:'e 24113 g:z; 22 5.812 (755) <.001 042
Ethics ';::;:'e 1113 ggg ;2 5.482 (755) <.001 038
SDég:zal Citizenship Total I;/(Ie;rlleale 24113 gz; gg 1.932 (755) <001 136

As shown in Table 5, significant differences in all dimensions and in the total digital citizenship
scores were found in favor of female students. Namely, in the digital communication dimension, t(755)
= 6.572, p <.001, »? = .054, indicating a medium effect size; in the digital rights and responsibility
dimension, t(755) = 8.898, p < .001, #2 = .098, indicating an intermediateeffect size; in the critical
thinking dimension, t(733.241) = 5.88, p < .001, #2 = .043, indicating a small effect size; in the digital
participation dimension, t(719.167) = 3.574, p < .001, 2 = .016, indicating a small effect size; in the
digital security dimension, t(755) = 5.812, p <.001, #2=.042, indicating a small effect size; in the ethics
dimension, t(755) = 5.482, p < .001, 2 = .038, indicating a small effect size; and for the digital
citizenship total score, t(755) = 1.932, p <.001, #2 = .136, indicating a medium effect size.

Table 6. Results of the Mann—Whitney test for students’ digital citizenship levels by gender

Dimensions Gender n Mean Rank  Sum of Ranks U p n°
Female 310 395.40 122572.50
Digital Skills 64202.5 .084
Male 447 367.63 164330.50
igi Female 310 443.20 137390.50
Digital 1643305 000  1.363
Commerce Male 447 334.48 149512.50

As seen in Table 6, according to the Mann—-Whitney test results, while no significant difference was
found in students’ digital citizenship levels by gender in the digital skills dimension, U = 64202.5, p >
.05, a significant difference was found in favor of female students in the digital commerce dimension,
U =164330.5, p <.001, 2 =0.136, at the large effect size level.

Students’ Digital Citizenship Levels by Grade Level

According to the students’ grade levels, the Digital Communication, Digital Rights and
Responsibility, Critical Thinking, Ethics, Digital Participation, Digital Security dimensions, and the
Digital Citizenship Total Scores showed a normal distribution, while normal distribution was not
observed for the Digital Skills and Digital Commerce dimensions. The results of the analyses performed
accordingly are presented in Table 7 and Table 8.

Table 7. Results of the ANOVA test for students’ digital citizenship levels by grade level

Dimensions Grade n M sd F (3, 665) p n° Post-hoc
1.9 201 3.41 g7
Digital 2.10 144 3.47 .63
Communication  3.11 174 3.30 a7 148 219
4,12 150 3.38 .78
- . 1.9 201 3.38 .62 1>2
Digital Rights ~, 4 144 3.20 57 452
and 1.31 .000 .044
Responsibilities 3.1 174 3.10 62 4>3
4,12 150 3.42 .65
1.9 201 3.38 45
Critical 2.10 144 3.38 45
Thinking 3.11 174 3.36 45 16 921
4,12 150 3.40 45
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1.9 201 3.35 .80
Digital 2.10 144 3.25 72
Participation 3.11 174 3.28 .85 81 490
4.12 150 3.38 .94
1.9 201 3.62 .70 153
Digital Security g 1(1) 1;13 221 gs 3.40 .017 .015 2>3
4.12 150 3.56 .68
1.9 201 3.56 .85 153
. 2.10 144 3.59 a7
Ethics 311 174 3.36 75 2.85 .037 .013 2>3
4.12 150 3.48 .76
1.9 201 3.60 .35
Digital 1>3
Citizenship 2.10 144 3.52 39 7.56 .000 .033 4>2
Total Score 3.11 174 3.45 38 4>3
4.12 150 3.63 .39

As seen in Table 7, significant differences were found at a small effect size level in the digital rights
and responsibilities dimension, F (3, 665) = 10.31, p <.001, #°= .044, in the digital security dimension,
F (3, 665) = 3.40, p < .05, #°= .015, in the ethics dimension, F (3, 665) = 2.85, p < .05, #°= .013, and in
the total digital citizenship scores, F (3, 665) = 7.56, p <.001, #°=.033, according to the students’ grade
levels.

According to the results of the LSD post-hoc test for the digital rights and responsibilities dimension,
Levene Statistic (3, 665) = .244, p > .05, significant differences were found between 9th and 10th grades
in favor of 9th graders (p < .05); between 12th grades and 10th grades (p <.05) and between 11th grades
(p <.05) in favor of 12th graders. According to the results of the LSD post-hoc test for the digital security
dimension, Levene Statistic (3, 665) =.337, p > .05, significant differences were found between 9th and
11th grades in favor of 9th graders (p < .05); and between 10th and 11th grades in favor of 10th graders
(p <.05). According to the results of the LSD post hoc test for the ethics dimension, Levene Statistic (3,
665) = 1.633, p > .05, significant differences were found between 9th and 11th grades in favor of 9th
graders (p < .05); and between 10th and 11th grades in favor of 10th graders (p < .05). According to the
results of the LSD post hoc test for the total digital citizenship score, Levene Statistic (3, 665) = .698 p
> .05, significant differences were found between 9th and 11th grades in favor of 9th graders (p < .05);
and between 12th grades and 10th grades (p < .05) and 11th grades (p < .05) in favor of 12th graders.
There were no significant differences by grade level in the digital communication dimension, F (3, 665)
= 1.48, p > .05; the critical thinking dimension, F (3, 665) = .16, p > .05; and the digital participation
dimension, F (3, 665) = .81, p > .05.

Table 8. Results of the Kruskal Wallis-H Test for students’ digital citizenship levels by grade level
Dimensions Grade n Mean Rank H(3) p Source of Difference

1.9 201 340.60 j ] L
210 144 292,87 4> 9 (U=12111, p=.000, 7?=.028)

Digital Skills 29.20 <.001 4>10(U=7428, p=.000, >=.073)

3.11 174 305.96 4>11 (U=9311, p=.000, n?=.058)
412 150 40163

1.9 201 335.38
- 2.10 144 309.64 4> 2 (U=8581, p=.000, #°=.032)
Digital Commerce 311 174 316.80 12.22 .007 4 > 3 (U=10606, p=.000, 2=.026)

4.12 150 379.95

As seen in Table 8, significant differences were found in the digital skills, H (3) = 29.20, p < .001,
and in the digital commerce dimensions, H (3) = 12.22, p < .05. According to the results of the Mann-
Whitney test conducted to determine the source of the difference, there were significant differences in
the digital skills dimension between the 12th and 9th grades at a small effect size level, U = 12111, p <
.0125, 2 = .028; between the 12th and 10th grades at a medium effect size level, U = 7428, p < .0125,
n2 = .073; and between the 12th and 11th grades at a small effect size level, U = 9311, p <.0125, 2 =
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.058, in favor of the 12th grades. In the digital commerce dimension, there were significant differences
between the 12th and 10th grades at a small effect size level, U=8581, p < .0125, #2=.032, and between
the 12th and 11th grades at a small effect size level, U=10606, p < .0125, #2=.026, in favor of the 12th
grades.

Students’ Digital Citizenship Levels by Mothers’ Education Levels

Since the digital rights and responsibilities, digital participation, digital security, and ethical
dimensions, as well as digital citizenship total scores of the participants according to their mothers’
education levels showed a normal distribution, comparisons were made using the ANOVA test, and the
results are given in Table 9. On the other hand, the digital communication, critical thinking, digital skills,
and digital commerce dimensions did not show a normal distribution; therefore, comparisons were
conducted usind the Kruskal-Wallis test and the results are given in Table 10.

Table 9. Results of the ANOVA test for students’ digital citizenship levels by mothers’ education levels

Dimensions Mother’s Education Level n Mean sd F (5, 749) p

1. llliterate 17 3.29 51

- . 2. Elementary school 159 3.23 .62

Digital Rights 5" v ool 124 326 .59
and . .670 .650

Responsibilities 4, ngh school 267 3.31 .61

5. University 147 3.20 .64

6. Master’s degree 41 3.27 .65

1. llliterate 17 3.60 54

2. Elementary school 159 3.26 .82

Digital 3. Middle school 124 3.29 .84
Participation 4. High school 267 3.32 a7 1.092 360

5. University 147 3.22 .92

6. Master’s degree 41 3.44 .80

1. lliterate 17 3.30 .78

2. Elementary school 159 3.48 .66

I . 3. Middle school 124 3.59 .61
Digital Security 4. High school 267 357 67 1.33 .250

5. University 147 3.60 .68

6. Master’s degree 41 3.44 74

1. lliterate 17 3.51 .58

2. Elementary school 159 3.49 .69

. 3. Middle school 124 3.43 .80
Ethics 4. High school 267 358 17 1.14 340

5. University 147 3.47 .85

6. Master’s degree 41 3.35 .83

1. lliterate 17 3.57 .34

- 2. Elementary school 159 3.50 .39

Digital 3. Middle school 124 351 .39
Citizenship . 1.09 370

Total Score 4. ng_h school 267 3.57 .36

5. University 147 3.55 .38

6. Master’s degree 41 3.54 37

As seen in Table 9, there were no significant differences in the students’ digital rights and
responsibilities, F (5, 749) = .670, p > .05, digital participation, F (5, 749) = 1.092, p > .05, digital
security, F (5, 749) = 1.33, p > .05, ethics, F (5, 749) = 1.14, p > .05, and digital citizenship total scores,
F (5, 749) = 1.09, p > .05, according to their mothers' education levels.

Table 10. Results of the Kruskal Wallis test for students’ digital citizenship levels by mothers’ education levels
Mean

Dimensions Mother’s Education Level n Rank HGB) p Post-hoc
Digital 1. Illiterate 17 346.41
Communi 2. Elementary school 159 358.14 2.884 .718

cation 3. Middle school 124 375.99
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4. High school 267  386.24
5. University 147 392.97
6. Master’s degree 41 366.87
1. lliterate 17 410.71
2. Elementary school 159  365.65
Critical 3. Middle school 124 370.49
Thinking 4. High school 267  373.68 2:649 754
5. University 147 399.43
6. Master’s degree 41 386.35
1. lliterate 17 365.03
2. Elementary school 159  356.24 4> 3 (U=13541.5, p=.000,
Digital 3. Middle school 124 319.54 19310 002 n?=.021)
Skills 4. High school 267  389.00 ' ' 5> 3 (U=6826, p=.000, n?=.047)
5. University 147  413.68 6 > 3 (U=1694, p=.000. n?=.062)
6. Master’s degree 41 445.01
1. lliterate 17 436.59
2. Elementary school 159  362.95
Digital 3. Middle school 124 358.01
Commerce 4. High school 267  397.69 5569 350
5. University 147  367.77
6. Master’s degree 41 381.01

As seen in Table 10, a significant difference was found in the digital skills dimension scores of the
students according to their mothers’ education level. When the source of the difference was examined,
it was determined that there were significant differences between those whose mothers had a high
school education and those whose mothers had a middle school education, at a small effect size in
favor of the high school graduates, U = 13541.5. p < .008, #* = .021; between students whose mothers
were university graduates and those whose mothers were middle school graduates, at a small effect
size in favor of the university graduates, U = 6826, p < .008, 5 = .047; and between students whose
mothers had a master’s degree and between students whose mothers were middle school graduates, at
a medium effect size in favor of the master’s degree holders (U = 1694, p < .008. #°= .062). On the
other hand, no significant differences were found in the dimensions of digital communication, H (5) =
2.884, p > .05, critical thinking, H (5) = 2.649, p > .05, and digital commerce, H (5) = 5.569, p > .05.

Students’ Digital Citizenship Levels by Fathers’ Education Levels

Since the scores of the digital rights and responsibilities dimension of the students according to the
education levels of their fathers showed a normal distribution, comparisons in this dimension were
performed using the ANOVA test, and the results are given in Table 11. However, the other dimensions
did not show a normal distribution; thus, comparisons in these dimensions were conducted using the
Kruskal-Wallis test and the results are given in Table 12.

Table 11. Results of the ANOVA test for students’ digital citizenship levels by fathers” education levels
Digital Rights and

Responsibilities N M SD F (5, 746) b
1. Hliterate 9 3.72 48

2. Elementary school 97 3.25 .58

3. Middle school 128 3.22 .60

4. High school 263 3.25 .65 1.283 269
5. University 189 3.30 .59

6. Master’s degree 66 3.25 .63

As seen in Table 11, there was no significant difference in the students’ digital rights and
responsibilities dimension scores according to their fathers’ education level, F (5, 746) = 1.280, p > .05.
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Table 12. Results of the Kruskal Wallis test for students’ digital citizenship levels by fathers’ education levels

Father’s Education

Mean

Dimensions Level Rank H (5) p Post hoc
1. llliterate 9 393.50
2. Elementary school 97 355.49
Digital 3. Middle school 128 379.57 1205 034 5> 4 (U=20282, p=.001,
Communication 4. High school 263 350.32 ' ' 7%=.025)
5. University 189 418.65
6. Master’s degree 66 382.73
1. llliterate 9 22211
2. Elementary school 97 373.50
- L 3. Middle school 128 373.55 5 > 4 (U=19940, p=.000,
Critical Thinking 4. High school 263 347 88 175 .004 ;72:.02(8) P
5. University 189 420.05
6. Master’s degree 66 397.00
1. llliterate 9 451.72
2. Elementary school 97 386.75
Digital 3. Middle school 128 345.79 4.42 491
Participation 4. High school 263 386.04 ' '
5. University 189 376.80
6. Master’s degree 66 371.86
1. llliterate 9 300.83
2. Elementary school 97 34473 5> 2 (U=7244, p=.004,
iy 3. Middle school 128 384.63 7°=0.029)
Digital Security . 20.55 .00
4, ngh school 263 343.49 5> 4 (U=19379.50,
5. University 189 424,71 p=.000, 772=.035)
6. Master’s degree 66 411.21
1. lliterate 9 249.28
2. Elementary school 97 336.58 No significant difference
Digital Skills 3 M.'ddle school 128 357.36 12.02  .035 was found using the
4. High school 263 377.47 Bonferroni correction.
5. University 189 401.60
6. Master’s degree 66 413.93
1. llliterate 9 343.00
2. Elementary school 97 375.94
. 3. Middle school 128 372.89
Ethics 4. High school 263 359.17 5.05 409
5. University 189 404.13
6. Master’s degree 66 378.83
1. lliterate 9 442.67
2. Elementary school 97 335.35
- 3. Middle school 128 354.82
Digital Commerce 4. High school 263 38177 10.78  .056
5. University 189 409.33
6. Master’s degree 66 355.01
1. llliterate 9 382.50 5> 2 (U=7034, p=.001,
2. Elementary school 97 342.40 1#?=.036)
Digital Citizenship 3. Middle school 128 350.23 1671 005 5> 3 (U=9679, p=.003,
Total Score 4. High school 263 361.37 ' ' 1?=.029)
5. University 189  428.92 5>4(U=20278.5,
6. Master’s degree 66 386.90 p=.001, #=.025)

As seen in Table 12, significant differences were found in the dimensions of digital communication,
H (5) = 12.05, p < .05; critical thinking, H (5) = 17.5, p < .05; digital security, H (5) = 20.55, p < .05;
and digital skills, H (5) = 12.02, p < .05 and digital citizenship total scores, H (5) = 16.71 p < .05,
according to the students’ fathers’ education level; however, no significant differences were found in
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the dimensions of digital participation, H (5) = 4.42, p > .05, ethics, H (5) = 5.05, p > .05, and digital
commerce, H (5) = 10.78, p > .05.

According to the results of the Mann-Whitney test conducted to determine the source of the
difference, a significant difference was found in the digital communication dimension between
students whose fathers had a university education and those whose fathers had a high school education,
with a small effect size in favor of university graduates, U = 20282, p <.001, #* = .025. In the critical
thinking dimension, a significant difference was also found between students whose fathers had a
university education and those whose fathers had a high school education, with a small effect size in
favor of university graduates, U = 19940, p < .001, * = .028. In the digital security dimension,
significant differences were found between students whose fathers had a university education and those
whose fathers had a elementary school education, with a small effect size in favor of university
graduates, U = 7244, p <.001, #* =.029, and between students whose fathers had a university education
and those whose fathers had a high school education, with a small effect size in favor of university
graduates, U = 19379.50, p < .001, »* = .035. Although a significant difference was found in the
Kruskal Wallis analysis in the digital skills dimension, no significant differences were found in the
pairwise comparisons performed using the Mann Whitney test with the Bonferroni correction. In terms
of total digital citizenship scores, significant differences were found at a small effect size between the
scores of students whose fathers had a university education and those whose fathers had an elementary
school education, U = 7034, p < .001, #* = .036; between the scores of students whose fathers had a
university education and those whose fathers had a middle school education, U = 9679, p =.003, 7% =
.029; and between the scores of students whose fathers had a university education and those whose
fathers had a high school education, U = 20278.5, p < .001, #* = .025, all in favor of university
graduates.

Students’ Digital Citizenship Levels by Daily Internet Usage Time

Since the scores that students received from the digital citizenship scale according to their average
daily internet connection time did not show a normal distribution according to the dimensions and total
score, comparisons were conducted using the Kruskal Wallis test, and the results are presented in Table
13.

Table 13. Results of the Kruskal Wallis test for students’ digital citizenship levels by daily internet usage time

Dimensions Daily Internet Usage Time n MeanRank H (4) p Post-hoc
1. Almost never 5 242.20 Two hours per day >

Digital . Half an hour per day 7 401.00 Three or more hours
Communication . One hour per day 25 333.20 19.307 .001 per day

. Two hours per day 145 444,53 (U=32422.50, p=.00,

. Three or more hours per day 572  363.34 n°=.023)

. Almost never 5 344.00
Digital Rights . Half an hour per day 7 388.00 i\rl]vrcé:glrjrr;gg ﬁgﬁr:
and . One hour per day 25 393.70 12.044 .017

per day (U=33789,

Responsibilities 4. Two hours per day 145  432.39 0=.000, 72=.017)

. Three or more hours per day 572 363.04

. Almost never 5 209.10 o

. Half an hour per day 7 197.50 m%::%ggéc\?vgts found
Critical Thinking 3. One hour per day 25 278.30  13.893 .008

. Two hours per day 145 376.84 using the Bonferroni

correction
. Three or more hours per day 572 385.68
. Almost never 5 309.60
Digital . Half an hour per day 7 296.14
Participation . One hour per day 25 368.28 1.967 .742
. Two hours per day 145 368.76
. Three or more hours per day 572 381.71
. Almost never 5 162.90 Two hours per day >

N RO WOWNRERPOBSWOONDREROBDSWOONDNERIODWDN

14.800 .005

Digital Security 5"\ e hour per day 7 377.43 Three or more hours
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3. One hour per day 25 354.24 per day (U=37869.5,
4. Two hours per day 145 429.55 p=.000, #%=.004)
5. Three or more hours per day 572 367.20
1. Almost never 5 203.40 L
2. Half an hour per day 7 257.43 N.O significant
Digital Skills 3. One hour per day 25 29578  11.973 o018 difference was found
4. Two hours per day 145  356.93 using the Bonferroni
' ' correction.
5. Three or more hours per day 572 389.28
1. Almost never 5 211.70
2. Half an hour per day 7 437.21
Ethics 3. One hour per day 25 383.68 5.936 .204
4. Two hours per day 145 402.97
5. Three or more hours per day 572 371.49
1. Almost never 5 182.90 No significant
- 2. Half an hour per day 7 423.43 .
g'g'ta' 3. One hour per day 25 28698  9.544 0ag difference was found
ommerce using the Bonferroni
4. Two hours per day 145 368.92 correction.
5. Three or more hours per day 572 384.77
1. Almost never 5 138.80
Digital 2. Half an hour per day 7 299.57 Z\I/vrrc:oz(t)ls]r:vgrer day >
Citizenship Total 3. One hour per day 25 311.74 13.545 .009 (U=108.50, p=.000
Score 4. Two hours per day 145 414.63 =0 47') IR
5. Three or more hours per day 572 374.00

As seen in Table 13, while no significant differences were found in the scores of students for digital
participation, H (4) = 19.307, p > .05, and ethics, H (4) = 5.936, p > .05, according to their average
daily internet connection time; significant differences were found in the dimensions of digital
communication, H (4) = 19.307, p < .001; digital rights and responsibilities, H (4) = 12.044, p < .05;
critical thinking, H (4) = 13.893, p < .05; digital security, H (4) = 14.800, p < .05; digital skills, H (4)
=11.973 p < .05; and digital commerce, H (4) = 9.544, p < .05, and digital citizenship total scores, H
(4) = 13.545, p <.05. When the sources of the difference were examined, a significant difference was
found in the digital communication dimension between students who connected to the internet for 2
hours a day and those who connected for 3 hours or more per day, with a small effect size, U =
32422.50, p < .01, n*=.023, in favor of those who connected for 2 hours per day. In the digital rights
and responsibilities dimension, significant differences were found between students who connected to
the internet for 2 hours per day and those who connected for 3 hours or more per day, with a small
effect size in favor of those who connected for 2 hours per day, U = 33789, p < .01, #° = .017. A
significant difference was found in the digital security dimension between students who connected to
the internet for 2 hours per day and those who connected to the internet for 3 hours or more per day,
with no effect size, in favor of 2 hours per day, U = 37869.5, p < .01, #°=.004. In terms of total digital
citizenship scores, a significant difference was found between students who connected to the internet
for 2 hours per day and those who almost never connected, in favor of those who connected for 2 hours
per day, U = 108.50, p < .01, ? = .047, at a small effect size level. No significant differences were
found in the dimensions of critical thinking, digital skills and digital commerce according to the
Bonferroni correction.

Students’ Views on Digital Citizenship and Its Sub-Dimensions

Most of the students stated that they had not heard of the concept of digital citizenship before, while
only three students stated that they had heard of this concept but did not have much information about
its exact content. While most of the students emphasized that this concept is a competence related to
technology, social media and the use of the internet in general, some students commented that a person
should have competences related to the use of digital environments. For example, S2 said, “I have not
heard of this concept before, but | think digital citizenship is something that will contribute to the
beneficial development of technology. It is something like that. I think those who use technology are
digital citizens,” while S8 said, “I have not heard of this concept before. I mean conversations and
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friendships established over the internet, for example. But other than that, chatting and gaining
information,” and S12 said, “I have not heard of the concept of digital citizenship. But I can say that we
can do everything over the internet.” As can be seen in the explanations, it was determined that the
students did not have much information about the concept and generally considered this concept within
the scope of internet use and certain actions they can do in the internet environment.

Regarding digital access, which is one of the sub-dimensions of the concept of digital citizenship,
students stated that they generally did not have many problems accessing digital tools, resources and
environments, but that the computers they used could be better. They also emphasized that the physical
facilities in their schools were not very problematic in general, only sometimes they might experience
minor problems using smart boards, and that teachers also helped with accessing physical facilities in
schools. In this regard, S20 expressed himself with the view that “I do not have any problems in terms
of easy access to technological resources at school. When we really need any technological resources,
our teachers and the administration are very helpful in meeting this need.” On the other hand, the
majority of students stated that they generally had problems with internet connection speed both at
school and at home. In this regard, S9 touched upon the problems with connection speed with the
statement “I mean, I actually do not have much of a problem, but we do not have internet on our normal
computers, we have it on the board, but the computers are broken, it could be better because sometimes
it freezes, sometimes there are problems with access.” Regarding the issue of the school providing a
computer classroom or a computer in a common area for students who do not have technological
equipment or for those who can use it when needed, S19 stated, “I think they should provide us with a
computer in the library, because none of our friends have one. At school, how can | say it, we have
friends who do not have a computer at home, we will make presentations etc. but they have a lot of
trouble. Therefore, | think the school should provide us with a computer that we can use at least during
breaks to do our homework.”

Students were asked about their competence in understanding and analyzing the accuracy of any
information within the scope of digital literacy, and their opinions were obtained regarding confirming
this information from several sources and/or accepting its accuracy. While the majority of students stated
that they researched the accuracy of information in the digital environment from various sources, some
students stated that they did not feel the need to confirm it because they generally used reliable sources.
On the other hand, some students commented that if it was important information, they researched and
checked it from other sources, but if it was unimportant information, they accepted it directly. S8
expressed this sub-dimension with the words, “I mean, I look at many sites. Maybe I know, but I still
look to be sure, but | still look at many sites. In other words, it could be a lie or false information to be
sure. No, I usually do research for many assignments.”

As a requirement of digital citizenship, students stated that they used various platforms such as
Twitter, Snapchat, YouTube, Facebook, Discord, TikTok, Telegram, Viber and Stream, with WhatsApp
and Instagram being the most common. Students stated that they used Instagram, Snapchat and TikTok
mostly for communication and entertainment purposes with their friends, and they commented that they
used WhatsApp for meetings with school groups and teachers, and Twitter for following the agenda. In
this context, S7 made comments such as “Instagram, Snapchat, WhatsApp. Instagram is for seeing what
is shared, following, talking. WhatsApp is for communicating with my school friends. | message and
talk on Snapchat. In these types of communication platforms, videos, for example, attract my attention,
videos for entertainment purposes”’; while S13 made the following explanations; “What do I use? I use
Instagram, Snapchat, WhatsApp, TikTok. My purpose for using Instagram is to have fun, to relax, to do
things, TikTok is the same. WhatsApp is already a necessity, because we have class groups there”.

In the digital commerce sub-dimension, it was observed that all students shopped in the virtual
environment. Students stated that they mostly looked at comments while shopping and bought products
from more well-known sites. On the other hand, they stated that they use their family's or their own
credit card in the shopping transactions they made, but they usually entered the information of the real
card into the system instead of creating a virtual card. This sub-dimension was exemplified by S10 with
the statement “I don’t do physical shopping much, I do it very rarely, but what I do constantly digitally
is digital shopping. Comments and reviews are definitely effective in product selection and information
about the product is very important to me. | usually make the payment with my own card. | enter the
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card information. There is not much for me to ensure the security of my card. In other words, there is
not much I can do. There are a few reliable sites that I know”.

It was observed that many students did not have much knowledge in the digital law sub-dimension.
This situation was expressed by S13 with the view that “I don’t know that well, because I haven’t
received any special training on this. In other words, I know as much as everyone else knows. I don’t
know exactly what kind of sanctions there are for any mistake or any mistake made.” On the other hand,
only a few students stated that they had basic knowledge and that they acquired this knowledge from
the informatics course in general. On this subject, S19 shared the view that “Even though I don’t have
much knowledge, I have an idea. Maybe distributing someone’s picture without permission, doing things
that include insults or swearing, or editing the president, all of these are considered crimes. We need to
be careful about them. We took this as a lesson at school. They taught about cyber crimes, whether in
middle school or at the beginning of the 9th grade.” In short, students were willing to learn about digital
law and participate in any training that would be provided.

Regarding the digital ethics sub-dimension, students generally emphasized actions such as hate
speech, inappropriate comments, racist statements and unauthorized sharing on social media. In this
regard, S2 said “Sexual abuse, harassment behaviors. For example, bad comments made under videos.
In other words, making fun of a person’s physical appearance, these are also very unpleasant things”, S4
said “Everything that makes a person uncomfortable”, S11 said “Insult, racism, etc. things. Teacher,
while protection against swearing, insults and racism is provided on certain sites depending on the site,
it is not provided on others. | have encountered things like sharing photos, | have encountered things
like racism and insults”, S18 said “Hate speech, bullying, harassment” and S23 said “In general, if we
do not speak respectfully, that is, if we swear and use similar things or share photos without permission,
it can be considered an ethical violation” and presented their views on ethical violations. On the other
hand, many students stated that they and/or a relative of theirs had been subjected to such behaviors.
Regarding this sub-dimension, S2 said gave the following example: “There was an incident in our class.
Again, one of our friends took a photo of another friend, even a video, but then captured a frame. It was
inappropriate, | mean, it was a frame that could be misunderstood. He/she cut it, took it like that. Then
he/she was even disciplined, I don’t know, but he/she was suspended like that”, and S7 said gave the
following example: “A girl started writing swear words on a fake account. She started swearing and
stuff on social media and Instagram because she was jealous. The incident finally went to court.”

On digital security, participants emphasized that they mostly used methods such as passwords,
antivirus software, firewalls, providing double verification for social media accounts, and being careful
about sharing. In this context, S1 said, “No matter what precautions you take right now, there will be a
security breach, but | have a secure password for myself. There is an antivirus program, a safewall
setting, everything. | make social media settings, but somehow they break the password. | do double
verification. | do not read the vendor agreements, there is an ad blocker. | would like to be informed
about this issue” and S24 said, “First of all, I use antivirus programs. My social media accounts are
completely private, that is how | feel safe personally. | share very little, very rarely. A strong password,
my passwords are not that strong. | use the same ones everywhere, but even if they are broken, nothing
will happen.” In line with these views, it is seen that students were particularly unaware of creating
strong passwords and were open to possible risks. The majority of students stated that providing training
on how to use technology correctly and raising family awareness would be beneficial. On this subject,
S18 expressed the view that “Education can be provided, raising family awareness is important, but this
is a very long topic. In fact, with this, the next generation family will most likely be a conscious family.”

Digital health, which includes physical and psychological well-being in the digital world, can perhaps
be expressed as the most overlooked but perhaps the most important subject of digital citizenship. In
this context, high school students, who are at the top of the list in terms of the duration of technology
use in society regarding digital health, generally stated that they experienced physical health problems
such as eye and headache, waist and back pain, and posture problems. Some students also stated that
they might experience various psychological problems due to excessive use of the internet. In this
context, adressing to physical health problems, S16 stated, “My eyes can hurt when I use it too much, I
usually have more headaches. For example, my mother can experience things like hernias because she
works on the computer, or I hear things like that a lot about the people where she works” and S19 stated,
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“When I use the internet more on the computer, I play games with my friends. So, for example, I get
back pain or marks on my fingers because I look at my phone too much.” Moreover, psychologically, it
was found that many of the students experienced problems such as insomnia, anxiety, stress, and even
addiction. For example, regarding this, S10 said, “I can say that | experienced it psychologically. |
couldn’t focus on anything. Playing on the computer was always on my mind. As a solution, I would
find something else to do, something other than the computer. It would be better to go out and hang out
with my friends, which I do, it feels very good for example” and S21 said, “I also feel a bit dependent
psychologically. I mean, I feel the need to constantly check if I have received a message. Even not being
able to touch the phone for 40 minutes during lessons is actually a problem. Because you are constantly
trying to get information from someone. You are constantly curious about other people’s lives.”
Participants emphasized various suggestions such as one-on-one communication, raising family
awareness, providing psychological support to the person, and directing people to another activity for
the solution of physical and psychological health problems that can be experienced due to the intensive
use of digital technologies.

DISCUSSION AND CONCLUSION

The scale scores of high school students regarding digital citizenship are at the level of undecided
and agree. This result shows how the concept is concretized in terms of behavior and competence
perceptions. When the concept of digital citizenship is evaluated, it refers to safe, ethical and responsible
behaviors in the digital world (Ribble, 2015). In this context, when the findings of the research are
evaluated, it can be interpreted that high school students feel more competent in critical areas such as
digital security, skills and ethics, while they are indecisive in areas such as digital communication, digital
participation, and rights and responsibilities. Accordingly, competence areas related to digital issues
should be supported not only with technical dimensions but also with social and ethical dimensions.
Based on this, it can be stated that a comprehensive education program is needed to support and develop
high school students' digital citizenship behaviors. The determination of high school students' levels
regarding digital rights and responsibilities as undecided indicates that they do not have the desired level
of understanding regarding rights and obligations in the digital world. Indecisiveness can also negatively
affect high school students' effective use of digital environments at an individual or social level. Digital
citizenship is not information consumption by nature, but includes active participation and creativity
(Choi, 2016). Considering the difference between the research result and the nature of digital citizenship,
it can be stated that activities aimed at raising awareness, especially about digital rights and
responsibilities, will be important.

On the other hand, when the findings of the study are compared with pioneering studies in the
literature such as Ribble (2011) and Choi (2016), it can be noted that they are partially parallel. Studies
have shown that digital security and skills are well understood, but more abstract issues such as digital
participation and rights are not sufficiently understood. In this study, the areas that emerged at the
undecided level are issues that need to be highlighted in creating digital citizenship awareness. However,
some findings of the study also draw attention from a positive perspective. For example, high school
students’ positive views on the ethics of digital citizenship may indicate an increasing awareness of this
area. This may be based on activities or programs aimed at displaying ethical behavior in the digital
world. However, the level of indecisiveness regarding digital rights and responsibilities suggests that
digital citizenship education is still inadequate in these specific areas.

The research findings were also evaluated within the framework of studies conducted in Turkiye.
The results of the studies by Kaya and Imer (2020) and Kiymet and Cakir (2023) partially overlap with
the research findings. Kaya and Imer (2020) reported in their studies that the citizenship levels of high
school students were generally high. Similarly, in this study, it was determined that participants’ scores
were at the agree level in the dimensions of digital security, digital skills, digital ethics, and digital
commerce. Kiymet and Cakir (2023) also found that high school students had higher scores in the
dimensions of digital skills and digital commerce. On the other hand, since students are not at a high
level in abstract dimensions such as digital communication, digital rights and responsibilites, and critical
thinking, but at a level of indecision, it can be concluded that activities that are related to digital



69

citizenship are not sufficient in these areas. Strengthening these areas in particular will support the
development of digital citizenship perception.

If all these results are summarized, the dimensions of digital citizenhip are not developed
homogeneously in students and each dimension may differ. For example, digital security perceptions
are at the level of agree. This may be based on experiences. Every individual gains experience by dealing
with security issues such as password protection and phishing awareness while using the internet in daily
life, and this contributes to the formation of greater digital security perceptions. Another striking
situation is that the levels of the digital skills and ethics dimensions are positive. It can be said that this
reflects self-confidence in individual uses. However, the fact that the level of digital rights and
responsibilities is "indecisive" indicates that students have difficulty developing a deeper understanding
of abstract concepts. This finding show that digital citizenship training should be based on more concrete
practices.

The study also examined whether high school students' perceptions of competence towards digital
citizenship behaviors differed according to gender. The research findings showed that female students
had a higher perception of digital citizenship in the “digital rights and responsibilities” and “digital
commerce” dimensions at the “large effect size” level compared to male students. The occurrence of
these differences indicates that these areas may be related to gender norms and cultural contexts.
Considering that digital citizenship is also a critical competence that enables individuals to exist
ethically, safely and effectively in the digital world (Ribble, 2011), it can be stated that gender
differences should also be taken into account when preparing educational programs for digital
citizenship. The importance of examining the results in the context of gender comes to the forefront. For
example, the high awareness of female students in the dimensions of digital commerce and rights and
responsibilities shows that they focus more on social and economic aspects regarding the digital world.
This significant difference between them and males reveals that educational programs should be
designed in a way that ensures equality between genders.

These findings are partially consistent with the existing literature. For example, Prasetiyo et al.
(2022) found significant differences in digital citizenship levels among Indonesian students based on
gender, revealing that female students are generally more digitally competent in terms of security and
ethical behavior. Similarly, Daher et al. (2022) found that gender does not generally affect all dimensions
of digital citizenship in their study with teachers. However, they statede that teachers believed that
female students had higher awareness of privacy and netiquette. The results of this study, which revealed
that females performed best in dimensions such as “digital rights and responsibilities” and “ethics” are
consistent with Choi’s (2016) claim that females are generally more sensitive to ethical digital behavior
and protection of rights. However, in the ‘digital commerce’ dimension, there is a contradiction with
previous research. For example, Akduman and Karahan (2022) did not find a significant difference in
digital commerce according to gender; therefore, the differences in this study may be contextual or
cultural. However, Kiymet and Cakir (2023), as in this study, found a significant difference in favour of
girls in digital commerce, while digital competencies, which are related to technical issues that can
support digital commerce, did not find a significant difference. The basis of such consistency is probably
access to digital tools and similar forms of exposure in educational and social contexts. This shows that
there are similar processes in the acquisition of technology-related skills among today’s youth. The
significantly higher competence of high school female students in the dimension of “digital commerce”
is seen as an important and interesting difference. This finding contradicts the findings of Al-Abdullatif
and Gameil (2020), who reported that there were no gender-based differences in digital commerce, but
is consistent with studies showing that females were more involved in ethical issues during online
transactions (Prasetiyo et al., 2022). On the other hand, Alakus and Goksu (2025) stated in their study
that female students' digital citizenship perceptions differed from males in terms of the overall total
score. Cevik Kansu and Oksiiz (2019) expressed similar results in their study with Pre-Service
Classroom Teachers. In addition, Cevik Kansu and Oksiiz (2019) stated that females' perceptions of
“digital ethics and law” and “digital health” dimensions were high.

In light of these parallel and opposite findings in the literature, the differentiation in high school
students' digital citizenship perceptions according to gender can be evaluated at a group level rather than
at an individual level, and the elimination of gender differences can be defined as an educational need.
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As a prominent result of this study, the high awareness of female students in the areas of “digital
commerce” and “digital rights and responsibilities” may be a reflection of social norms and roles. In this
context, digital citizenship education programs should be created on the basis of gender. Another striking
finding of the study is the low awareness of males in the areas of "digital security" and "ethics". In other
words, male students are not very prepared for potential risks in these areas. Again, this situation shows
that educational programs should be created in a way that eliminates gender differences.

The present study also aimed to determine how digital citizenship perceptions change according to
the grade level of high school students. The results obtained shed light on how this perception changes
according to the grade level and therefore on the preparation of educational programs. The research
findings reveal that there are differences according to grade levels in basic areas such as “digital rights
and responsibilities”, “digital security” and “ethics”. These results show that high school students’
digital citizenship perceptions are shaped by changing needs and experiences as age and grade level
progress. The significant increase in the dimensions of digital citizenship perception, especially in later
grades, also shows that educational programs to be developed in this area should be designed gradually
according to the development and experiences of the students. The significant difference in some
dimensions, especially in 12th grade students, may indicate that they have more experiences in the
digital world. In this context, class-based experiential accumulations should be taken into account in the
educational programs to be created.

When evaluated in general, the findings of the study showed that high school students' perceptions
of digital citizenship differed according to the grade level. The findings are partially consistent with the
study of Kiymet and Cakir (2023). They found differences in the digital rights and responsibilities
dimension according to the grade level but did not observe significant differences in the dimensions of
digital communication, digital security and ethics. In this study, a difference was found in favor of the
9th graders in the digital rights and responsibilities dimension, but no significant difference was found
in digital communication. Based on this similarity, it can be stated that some dimensions of the concept
of digital citizenship are perceived more abstractly and similarly between grade levels. On the other
hand, Kaya and Imer (2020) found no significant differences according to the grade level, which is also
inconsistent with the findings of this study. The basis for this different result may lie in differences in
timing, data collection tools and processes, and sample characteristics.

Another notable finding of the study is that the averages of 12th graders, especially in more practical
dimensions such as digital skills and digital commerce, are significantly different. This may be due to
their greater number of experiences in the digital world. Another noteworthy finding in the study is the
differences observed between grade levels in topics such as digital rights and responsibilities. These
results show that the process of developing individuals’ awareness of rights and responsibilities in high
school students should be supported with more systematic education.

In short, differences in class levels may also be related to their interactive experiences in the digital
world, parallel to their class levels. The fact that 12th grade students have higher levels in the areas of
“digital skills” and “digital commerce” may be due to their more frequent use of these environments.
This shows that their perception of digital citizenship develops depending on their experiences. On the
other hand, the fact that 9th graders have higher averages in some dimensions may indicate that they are
more enthusiastic about the digital world. This highlights the importance of early education on digital
citizenship.

This study also examined the digital citizenship perceptions of high school students according to the
educational status of their parents. The analyses found a significant difference in the “digital skills”
dimension according to the mothers’ educational level. This result shows that the educational level of
parents may have an effect on the development of digital skills. It was found that the digital skills
perception of children of mothers with a master’s degree is higher. This finding may be due to being
raised with more resources and support. On the other hand, no significant differences were found in
other dimensions of digital citizenship. This emphasizes the importance of providing equal education in
the school environment independent of the family in digital citizenship education. In this context,
although the level of education of the mother is not a direct determinant of the perception of digital
citizenship, it can be considered as an important supporter. Although there are no similar studies in the
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literature, Ata and Yildirim (2019) conducted a similar study with teacher candidates, but did not find a
significant difference according to the level of education of the mother. Similar to the mother’s
education, no studies have been found in the literature regarding the level of education of the father for
students at this level.

In this study, it was found that there were significant differences in the dimensions of “digital
communication”, “critical thinking” and “digital security” and in the “digital citizenship total scores”
depending on the father’s level of education. It was determined that the children of university graduate
fathers had higher perceptions, especially in the dimensions of “digital communication”, “critical
thinking” and “digital security” and in the “digital citizenship total scores”. This shows that the
educational level of fathers has an influence on high school students’ digital citizenship perceptions. On
the other hand, the absence of significant differences in other dimensions in the analyses performed by
the level of education of both mothers and fathers indicates that a generalization cannot be made
regarding the level of education. The closest related study was conducted by Ata and Yildirim (2019)
with teacher candidates, and they found that teacher candidates whose fathers had a higher level of
education demonstrated more positive and higher perceptions of digital citizenship than those whose

fathers had a lower level of education.

In the present study, it was determined that high school students' perceptions of digital citizenship
changed according to the time they spent on the internet. It was found that students who connected to
the internet for 2 hours per day had higher perceptions of competence, especially in dimensions such as
“digital communication”, “digital rights and responsibilities”, and “digital security”. This reveals that
digital citizenship perception and therefore behaviors are more related to qualitative rather than
quantitative internet use. On the other hand, these findings also indicate that spending too little or too
much time on the internet can negatively affect digital citizenship perceptions. Choi (2016) argue that
regular and balanced internet use improves digital citizenship skills. The significant differences in the
dimensions of “digital communication” and “digital security”, as well as the lack of significant
differences in some dimensions (e.g., digital commerce and digital skills), may be related not only to
the time spent but also to the content of individuals’ online experiences. Therefore, time alone does not
have a determining effect (Ribble, 2011).

In this study, high school students’ perceptions of digital citizenship were also examined with
qualitative data. As a result of the interviews, it can be stated that high school students do not have
sufficient awareness about digital citizenship. It was also seen that the dimension averages were not high
in quantitative data. This deficiency necessitates the development of basic skills such as digital literacy
and digital ethics in high school students. Furthermore, individuals’ knowledge of their rights and
responsibilities in digital environments will form the basis of awareness not only at the individual level
but also at the social level. In particular, deficiencies in digital ethics and digital security may lead to
problems such as cyberbullying and information security. This shows that the issue is not as simple as
just using technology; technology use should also include components such as ethics, law and
responsibility.

SUGGESTIONS

These results provide a basis for research on digital citizenship education in the context of different
variables. In particular, it can be examined how students’ digital citizenship behaviors differ in different
socio-economic and cultural contexts. Such studies can contribute to the development of more effective
and targeted strategies to develop digital citizenship competencies. The findings also offer new
opportunities for the design and implementation of educational technologies. Students’ indecisiveness
about digital rights, responsibilities and participation requires the use of more interactive and student-
centered methods in these areas. This is an aspect that should be taken into account especially in the
design of online learning platforms. Additionally, longitudinal studies can be conducted to
comparatively examine how digital citizenship behaviors develop among students in different age
groups. In particular, the long-term effects of digital citizenship education and its role on students’ future
digital behaviors can be investigated.
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According to the findings obtained from the research, it is considered important to assess the results
in digital citizenship studies based on cultural context and social norms. The fact that female students
show higher awareness in digital rights and trade may indicate that they are more socially sensitive
individuals. A similar study can be conducted among high school students in different countries to
examine whether the effect of gender on digital citizenship is universal or local. In addition, longitudinal
studies can be conducted to examine gender differences in digital citizenship perceptions in different
age groups. Furthermore, studies can be conducted to experimentally examine the effect of gender
differences on the design of digital citizenship education programs. For example, the effect of programs
specifically designed to balance the perceptions of female and male students in different dimensions can
be investigated. In addition, qualitative studies can be conducted to examine the effect of gender roles
on digital citizenship. In particular, cultural and family-related factors that affect students’ behavior in
the digital world can be investigated.

Longitudinal studies can be conducted to examine the long-term effects of changes in digital
citizenship perceptions according to grade levels. Longitudinal studies in this context can be important
in understanding how students’ digital citizenship competencies develop over time. In addition,
experimental studies can be conducted on how digital citizenship education programs can be adapted
according to grade levels. For example, it can be investigated how basic digital citizenship education
for 9th graders can be supported by more advanced education for 12th graders.

Within the framework of the research results, it can be investigated how the increase in parents’
digital skills is reflected in their children’s perceptions. In particular, according to the research results,
further studies are needed to examine the effects of fathers’ education level on digital citizenship in
more detail. Finally, more research is needed to better understand the relationship between high school
students’ perception of digital citizenship and the time spent on the internet. In addition, how internet
access affects the perception of digital citizenship of children from low socio-economic families can be
examined.
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Aragtirmanin nicel verilerinin toplandigi katilimer grubunu, 2023-2024 egitim-6gretim yilinda Edirne 11
merkezinde yer alan liselerde 6grenim goren toplam 764 6grenci olusturmustur. Arastirmanin nitel
verilerinin toplandig1 6rneklemi ise yine ayni 6gretim yilinda ve Edirne ili merkezinde yer alan 4 farkli
devlet lisesinde Ogrenim goren toplam 24 kisi olusturmustur. Bu arastirmanin genel amaci
dogrultusunda nicel verilerden elde edilen bulgular, lise 6grencilerinin dijital giivenlik, beceriler ve etik
gibi kritik alanlarda kendilerini daha yeterli hissederken, dijital iletisim, dijital katilim, hak ve
sorumluluklar gibi alanlarda kararsizlik yasadiklarim ortaya koymustur. Arastirma bulgular1 genel
olarak degerlendirildiginde lise 6grencilerinin dijital vatandaslikla ile ilgili yeterlik algilarinin cinsiyete,
smif diizeyine, ebeveynlerin egitim durumlarina ve internette gecirdikleri zamana gore farklilik
gostermektedir. Ayrica aragtirma kapsaminda gergeklestirilen goriismelerde elde edilen nitel veriler,
arastrmaya katilan lise Ogrencilerinin dijital vatandaslik konusunda yeterli farkindaliga sahip
olmadiklarini, 6grencilerin 6zellikle dijital etik ve dijital giivenlik konularinda ¢ok fazla bilgi sahibi
olmadiklarini ortaya koymustur.

Anahtar Kelimeler: dijital vatandaslk; dijital vatandaslik boyutlari; lise 6grencileri

GIRIS

Dijital teknolojinin hizla gelismesi ve giinlilk hayatimizin ayrilmaz bir pargast haline gelmesi,
vatandasligin kavramsal yapisini1 degistirerek dijital vatandaslik kavraminin ¢ikmasina neden olmus ve
alan yazinda bu gérece yeni kavrama yogun bir ilgi artis1 olmustur (Gérmez, 2016; Karaduman, 2011;
Kirik vd., 2019). Teknolojik gelismeler bireylerin dijital diinyadaki goérev ve sorumluluklarmin da
farkinda olarak bunlari etkili bigimde yerine getirmelerini ve hizla geligsen bu dijital ortamdaki haklarini
da kullanmalarini gerektirmektedir. Bu ise bireylerin birtakim dijital yeterlilikleri ve davranis normlarmi
kazanmalar1 ile ilgili olup dijital vatandashga iliskin sistemli ve planli bir egitim yoluyla
gerceklestirilebilir (Kirik vd., 2019; Somyiirek, 2019). Ozellikle tiim diinyada yasanan COVID 19
pandemi siireci ile dijital vatandashigin gesitli boyutlarinda sorunlar meydana geldigi goriilmektedir.
Ornegin, Tiirkiye’de Milli Egitim Bakanlig1 verilerine gére pandemi siirecinde uzaktan egitim siirecinde
yalnizca yaklasik 7 milyon 6grencinin Egitim Bilisim Agi'm1 (EBA) aktif kullandigi anlasilmaktadir.
Konu ile ilgili ¢esitli raporlarda (Cosma vd., 2024; Vogels, 2021) siberzorbalik, etik ve giivenlik ile ilgili
vakalarda anlamli diizeyde artis gosterdigi ifade edilmektedir. Bu baglamda, ¢ocuk ve yetiskinlere
teknolojinin hak, gorev ve sorumluluklar cercevesinde Ogretilmesi giiniimiiz vatandaslik egitiminin
zorunlu bir parc¢asi haline gelmistir.

Internet, bir insan hakki gereksinimi olarak Birlesmis Milletler tarafindan Insan Haklar1 Evrensel
Beyannamesi’nde “Uciincii Kusak Insan Hakkr” olarak kabul edilmektedir. Yapay zeka ve implant
ciplerin giindeme geldigi son aylarda 6zellikle kisisel verilerin korunmasi1 ve mahremiyet gibi daha
ziyade geleneksel vatandaglikla amilan giincel sorunlar tartismaya agilmistir (Ali vd., 2022; Baskaya ve
Karacan, 2022; Turgut Bilgin, 2024). Giiniimiizde siyasal bir kavram olarak vatandaslik disinda anlam,
amag ve igerik bakimindan farklilasan Aktif Vatandaslik, Anayasal Vatandaslik, Avrupa Vatandasligi,
Cumbhuriyet¢i Vatandaslik, Cokkiiltiirlii Vatandaslik, Demokratik Vatandaslik, Dijital Vatandaslik,
Komiinal Vatandaslik, Kritik Vatandaslik, Kurumsal Vatandaslik, Kiiresel Vatandaslik, Liberal
Vatandaslik, Miizakereci Vatandaslik, Pasif Vatandaglik, Sivil Vatandaslik (Bogazliyan, 2020; Sari,
2019) gibi cesitli vatandashik tiirleri ortaya ¢ikmustir. Bu calismada “dijital vatandaslik” kavrami
iizerinde durulmus olup, lise 6grencilerinin bu kavrama yonelik algilar1 incelenmistir.

Dijital vatandashgi, Ribble (2015) “siirekli gelisen, uygun, sorumlu ve gii¢lendirilmis teknoloji
kullanimmna iligkin normlar" (s.15) olarak tanimlamaktadir. Dijital vatandasligin alanyazinda (Choi,
2016; Ribble, 2017; Ribble vd., 2004) farkli boyutlandirmalar1 bulunmakla birlikte, dijital vatandashik
bu galismada kullanilan dlcek (Kus vd., 2017) temelinde “Dijital Iletisim”, Dijital Hak ve Sorumluluk”,
“Elestirel Diistinme”, Dijital Katilim”, “Dijital Giivenlik”, “Dijital Beceriler”, “Etik” ve “Dijital Ticaret”
boyutlarinda olmak tizere sekiz teorik yapi ¢er¢evesinde incelenmistir.

Dijital iletisim, elektronik bilgi aligverisidir. Cep telefonlari, kisa mesajlasma, video konferans ve e-
posta teknoloji kullanicilarinin iletigim kanalini degistirmistir. Bu iletisim bi¢imleri insanlarin kiminle,
nasil ve ne zaman etkilesim kuracagini yoneten yeni bir sosyal yap1 olugturmaktadir (Ribble, 2015).
Dijitallesen diinyada iletisim teknolojileri zaman ve mekan simrlamasi olmaksizin kisilere bilgi
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paylagimi imkani sunmaktadir. Ayn1 zamanda 6nceki donemde pasif bir mesaj alicist olan hedef kitle
dijitallesmeyle birlikte etkilesim olanagi kazanarak aktif hale gelmistir. Boylece iletisim siirecinde
kullanicilar dijital araglar sayesinde kendi igerigini iretebilmekte ve paylasabilmektedir (Yuksel, 2021).
Dijital vatandasligin bir bagka boyutu ise “Dijital Hak ve Sorumluluk™tur. Djjital hak ve sorumluluklar,
bireylerin ¢evrimigi ortamlarda hem kendi haklarmi koruma hem de diger bireylerin temel hak ve
ozgirliiklerine saygi gosterme yiikiimliligini kapsar. e-Devlet ve benzeri dijital kamu hizmetlerini
etkin ve bilingli sekilde kullanmak, dijital vatandaslik bilincinin bir gostergesi olarak
degerlendirilmektedir. Ancak bireylerin dijital ortamdaki haklarma iligkin bilgi eksiklikleri ile
tutarsizliklardan kaynaklanan etik dis1 davranms egilimleri, dijital sorumluluk kiiltiiriiniin gelistirilmesi
gerekliligini ortaya koymaktadir. Bireyler hak ve sorumluluklarmi yerine getirirken, bu yolda elestirel
diistinmeye de sahip olmalidirlar. Elestirel diisiinme becerisi, bireyin dijital ortamlarda karsilastigi bilgi
ve icerikleri sorgulama, analiz etme ve degerlendirme yetisiyle dogrudan iligkilidir. Bu baglamda,
bireylerin interneti politik, ekonomik ve sosyal konularda gtvenilir bir kaynak olarak goérmeleri;
paylasilan igeriklere, kampanyalara ve yorumlara elestirel bir siizgecten gegirmeden glvenmeleri,
diistinsel farkindalik agisindan gesitli riskler barindirmaktadir. Dijital ortamda edinilen bilgilerin giinliik
yagam kararlarim ve tutumlarini sekillendirme giicii géz oOniinde bulunduruldugunda, bireylerin
dogrulama, kanit temelli degerlendirme ve bilgi kaynaklarim kargilastirma aligkanliklarini gelistirmeleri
elzemdir. Bu beceri de bireylerin dijital katilimini kolaylastiracaktir.

Dijital katilim, bireylerin sosyal, ekonomik ve kiiltiirel siireglere ¢cevrimigi platformlar araciligiyla
aktif bicimde yer almasimi ifade eder. Bireylerin dijital ortamlarda sosyal kampanyalara destek
vermeleri, 6nemli gordiikleri olaylara dair diistincelerini paylasmalar1 ve resmi kurumlarla ¢evrimici
yollarla iletisime gegmeleri, dijital vatandaslik baglaminda demokratik katilimin dijital yansimalaridir.
Ancak bu katilimin etkili, bilingli ve toplumsal sorumluluk temelli olabilmesi icin elestirel diistinme
becerileriyle desteklenmesi gerekmektedir. Zira bireylerin yalnizca duygusal tepkilerle degil, dogruluk
kontroliinden ge¢mis bilgiye dayali olarak goriis bildirmeleri, hem dijital ortamlarin saglikli kamusal
alanlara doniismesine hem de karar alma siireglerinde nitelikli yurttas katkisinin artmasma katki
saglayacaktir. Tiim bu eylemleri ger¢eklestirirken de dijital ortamlardaki giivenligi goz ardi etmemeleri
gerekmektedir. Ribble (2011), dijital giivenligi, “dijital ortamda gilivenligi saglamak i¢in alinmasi
gereken onlemler” (s. 40) olarak ifade etmistir. Dijital giivenlik kendini koruma ve giivenligi garanti
edebilmek amaciyla elektronik Onlemler almayi kapsamaktadir. Bu amagla dijital vatandaghk
kapsaminda bireylerin parola giivenligi, sistem giivenligi, internet erisim giivenligi, zararl yazilimlarda
korunma, sistemin veya dosyalarin yedegini alma gibi ¢esitli giivenlik 6nlemi konusunda bilgi sahibi
olmasi gerekmektedir (Seving ve Avci, 2024). Bu tiir eylemlerin olugabilmesi i¢in ayn1 zamanda dijital
becerilerinde gelismesi gerektirmektedir. Dijital beceriler, bireylerin dijital araglar1 ve g¢evrimici
kaynaklar1 etkili, amaca yonelik ve giivenli bicimde kullanma yeterliliklerini kapsar. Bireyin sosyal
medya ayarlarini yonetebilmesi, ihtiya¢ duydugu uygulamalara ve bilgilere dijital ortamlar araciligryla
erigebilmesi, temel dijital okuryazarlik gostergeleri arasinda yer almaktadir. Bu beceriler yalnizca teknik
yeterlilikle sinirli kalmamakta, ayn1 zamanda bireyin dijital ortamdaki varligini giivenli ve bilingli bir
sekilde siirdiirebilmesini de miimkiin kilmaktadir.

Dijital ¢agda etkin yurttaglik, bireylerin bu tiir dijital becerilerle donanmis olmasini ve teknolojiyi
ama¢ dogrultusunda kullanabilmesini gerektirmektedir. Bunlarin sonunda da bireylerin gercek
yasamlar1 dijital sosyal alana doniigsmektedir. Ger¢ek yagamin sosyal kurumlarindan biri de ekonomidir.
Ekonominin bir kolu da ticaret olup; bu alanda dijital ticaret olarak ¢ikmaktadir. Dijital ticareti Ribble
(2011), “mallarin elektronik alim ve satim1” (s. 20) olarak tanimlanmaktadir. Dijital ticaret, daha uygun
fiyatlarla ekonomik aligveris imkani, fiyatlar1 karsilastirma, zamandan tasarruf, {irin olanagi, hizlica
detayli {iriin bilgilerine ulagma, alternatif iiriin degerlendirmesi, fiziksel bir magazaya gitme ve ulagim
harcamalarmin ortadan kalkmasi, kullanic1 yorumlarini inceleyerek daha bilingli satin alimlar, satig
gorevlisinin baskisindan uzak ve rahat bir aligveris imkani sunmasi ve artan iiriin ve tedarik¢i gesitliligi
saglama gibi avantajlar sunmaktadir. Bu avantajlarinin yaninda kimi sorunlar da beraberinde
gelebilmektedir. Ticaret Bakanligy, dijital ticarette ortaya ¢ikan sorunlar1 gidermek i¢in 2019 yilinda bir
girisimde bulunarak, e-ticaret sitelerinin giivenilirligini denetlemek ve hizmet kalitesi ile glivenlik
standartlarin1 artirmak amaciyla giiven damgas1 sistemini uygulamaya koymustur (Giiven Damgas,
2019). Ancak alinan her tiirlii 6nlemlere ragmen dijital ticaret kapsaminda karsilagilan sorunlarin 6niine
gecilemedigi ilgili pek cok haberin varligindan anlasilabilmektedir. Her ne kadar hukuk kurallari ile bu
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sorunlar ¢oziilmeye ¢alisilsa da gergek hayatta oldugu gibi insanlarin davraniglarini degerlendirmesini
saglayana etik kavrami burada da karsimiza ¢ikmaktadir. Dijital etik kavrami bireylerin ve orgiitlerin
dijital platformlarda nasil davranmalar1 gerektigine dair ilke ve kurallar1 kapsamaktadir (Ustiin, 2023).
Ribble (2015) dijital gorgli kurallar (etiket) olarak ele aldig1 bu boyutu “elektronik davranig veya
prosediir standartlar1” (s.39) olarak tamimlamistir. Cevrimi¢i ortamlarda uygun tavir ve davramglar
olarak tanimlanan bu kavram uluslararasi alanyazinda ‘“netiquette” (net+etiquette) olarak da
gecmektedir. Baska bir ifade ile biligim alaninda insan davramiglarini inceleyen ve kurallar ortaya koyan
bilisim etigi olarak da bilinmektedir. Gergek hayatta oldugu gibi bilisim alanina da etik kurallar
getirilmesi bilgisayar ortamlarmin daha giivenilir hale gelmesini saglamistir. Bu sebeple alanyazinda
bilisim etigi olarak da kullanilmaktadir. Bilisim etigi sadece kullanicilar igin degil bilisim sektoriinde
caligan davraniglarmi da diizenlemektedir. Diger meslek alanlarinda oldugu gibi bilisim ¢alisanlarinin
birbirleri ile olan iligkilerinde belirli davranig kaliplarina uygun davranmalar1 gereklidir.

Yakin gelecekte, bugiiniin lise 6grencileri hem bilisim profesyonelleri hem de dijital diinyanin aktif
katilimeilar1 olacaktir. Bu genel gergeveden hareketle bu aragtirmada lise Ogrencilerinin dijital
vatandagliga iliskin bilgi ve beceri diizeylerinin incelenmesi amaglanmigtir. Arastirmada bu genel amag
dogrultusunda asagidaki sorulara yamt aranmistir:

1. Lise 6grencilerinin dijital vatandaslik davranislarina yonelik yeterlik diizeyleri nasildir?

2. Lise 6grencilerinin dijital vatandaslik davranislarina yonelik yeterlik diizeyleri, cinsiyetlerine,
simif diizeylerine, anne baba egitim diizeylerine ve internet kullanim siirelerine gore farklilik
gostermekte midir?

3. Lise 6grencilerinin dijital vatandaslik ve alt boyutlarina iligkin goriisleri nasildir?

YONTEM
Arastirmanin Modeli

Lise 6grencilerinin dijital vatandaslik yeterlik diizeylerini ve dijital vatandasliga yonelik goriislerini
degerlendirmeyi amaglayan bu arastirma, birbirini tamamlayan iki arastirma modeli ile desenlenmistir.
Arastirmanin ilk iki alt amag¢ sorusuna uygun olarak ilk boliimde katilimeilarin dijital vatandaglik
yeterlik duzeyleri ile ¢esitli degiskenler arasindaki birlikte degisim varligi ya da derecesi belirlenmeye
calisildigr (Karasar, 2014) i¢in betimsel tarama modeli kullanilmigtir. Arastirmanin {igiincii alt amag
sorusuna uygun olarak ikinci boliimde ise katilimecilarn dijital vatandaslhik kavramia yonelik
deneyimlerini ve algilarin1 derinlemesine ortaya koymak amaglandigi i¢in olgubilim modeli (Yildirim
ve Simsek, 2013) kullanilmistir. Bu yontemsel biitiinliik sayesinde, dijital vatandaslik olgusuna iliskin
nicel egilimler ile bireysel deneyim ve anlamlandirmalar bir arada degerlendirilebilmistir.

Katihhmeilar

Arastirmanin nicel verilerinin toplandig1 katilimcilarma iliskin demografik bilgiler Tablo 1°de, nitel
verilerinin toplandig1 katilimcilara iliskin bilgilere Tablo 2°de verilmistir.

Tablo 1. Nicel verilerin toplandig: katilimcilara iliskin kisisel bilgiler

Ogrenci f %
Kadm 310 40.6
Cinsiyet Erkek 447 58.5
Cevapsiz 7 0.9
9. sinif 243 31.8
10. smif 182 23.8
Sinif Diizeyi 11. smif 201 26.3
12. smif 135 14.7
Cevapsiz 3 0.4
Okur Yazar Degil 17 2.2
) SR

Lise 267 34.9
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Universite 147 19.2
Yiksek Lisans 41 5.4
Cevapsiz 9 1.2
Okur Yazar Degil 9 1.2
Tlkokul 97 12.7
Ortaokul 128 16.8
Baba Egitim Diizeyi Lise 263 34.4
Universite 189 24.7
Yuksek Lisans 66 8.6
Cevapsiz 12 1.6
Hemen hemen hig 5 0.7
Giinde yarim saat 7 0.9
Internette Gegirilen Siire Giinde bir saat 25 3.3
Gunde 2 saat 145 19.0
Ginde 3 saat veya Uzeri 572 74.9

Arastirmanin nicel verileri, 764 dgrenci katilimcidan elde edilmistir. Ogrencilerin, 310°u (%40.6)
kadin ve 447’si (%58.5)’1 erkektir. Yedi katilimer ise cinsiyetini belirtmemistir. Katilimeilarin yas
ortalamasi 16.33 (SS = 1.57) olarak bulunmustur. Yas dagilimlarina bakildiginda, katilimeilarin 243’1
(%31.8) 15, 182’si (%23.8) 16, 201’1 (%26.3) 17, 112’si (%14.7) 18 ve 23’ii (%3) 19 yasindadir. Ug
kisi ise yas belirtmemistir. Ogrencilerin 17’sinin (%2.2) annesinin egitim diizeyi “okuryazar degil”
seviyesine iken, 159’u (%20.8) ilkokul, 124’1 (%16.2) ortaokul, 267’si (%34.9) lise, 147’si (%19.2)
iniversite ve 41°1 (%5.4) yiiksek lisans mezunudur. Dokuz (%1.2) kisi ise bu soruyu cevaplamamuistir.
Ogrencilerin 9’unun (%1.2) babasi1 “okur-yazar degil” iken, 97’si (%12.7) ilkokul, 128’i (%16.8)
ortaokul, 263’1 (%34.4) lise, 189’u (%24.7) tiniversite ve 66’s1 (%8.6) yiiksek lisans mezunudur. Dokuz
(%1.6) kisi ise bu soruyu cevaplamanustir. Ogrencilerin 727’si (%95.2) evde internete sahipken, 29’u
(%3.8) evde internete sahip degildir. Bu soruyu 8 (%1) égrenci cevaplamamustir. Ogrencilerin 5’1 (%
0.7) hemen hemen hig, 7’si (%0.9) giinde yarim saat, 25’1 (%3.3) giinde bir saat, 145’1 (%19) glnde iki
saat, 572’si (%74.9) gunde (¢ saat veya tizeri internet kullandiklarmni belirtmislerdir. Arastirmanin nitel
verilerinin toplandigi katilimcilara iliskin bilgiler ise Tablo 2°de verilmistir.

Tablo 2. Nitel verilerin toplandig: katilimcilara iliskin demografik 6zelikler

Katihmer Kodu Cinsiyet Yas Simf Okul Turd
o1 Erkek 16 10 Imam Hatip Lisesi
02 Kadin 14 9 Imam Hatip Lisesi
03 Kadin 14 9 Imam Hatip Lisesi
04 Kadin 15 9 Imam Hatip Lisesi
05 Kadin 15 9 Imam Hatip Lisesi
06 Kadin 14 9 Imam Hatip Lisesi
o7 Kadin 16 11 Meslek Lisesi
08 Kadin 16 11 Meslek Lisesi
09 Kadin 16 11 Meslek Lisesi
010 Erkek 15 10 Meslek Lisesi
o1 Erkek 15 10 Meslek Lisesi
012 Erkek 15 9 Meslek Lisesi
013 Erkek 16 10 Fen Lisesi
014 Kadm 16 10 Fen Lisesi
015 Kadm 15 10 Fen Lisesi
016 Kadin 14 9 Fen Lisesi
017 Kadin 14 9 Fen Lisesi
018 Erkek 14 9 Fen Lisesi
019 Kadin 16 11 Anadolu Lisesi
020 Erkek 16 11 Anadolu Lisesi
621 Kadin 16 10 Anadolu Lisesi
0622 Erkek 16 10 Anadolu Lisesi

023 Kadin 15 9 Anadolu Lisesi
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024 Erkek 15 9 Anadolu Lisesi

Nitel verilerin elde edilmesi amaciyla dort farkli okul tiiriinde 6grenim géren Ogrenciler ile
goriismeler gerceklestirilmistir. Katilimcilarm 17°si (%71) kadin ve 7°si (%29) erkek olmak iizere nitel
veriler toplam 24 6grenciden toplanmustir. Ogrencilerin 6’s1 (%25) 14, 8’1 (%33) 15 ve 10°u (%42) 16
yagindadir. Smif seviyelerine bakildiginda, 6grencilerin 11°1 (%46) 9. smuf, 8’1 (%33) 10. smif ve 5’1
(%21) 11. simfta 6grenim gérmektedir. Ogrencilerin 6’s1 (%25) Fen Lisesi, 6’s1 (%25) Anadolu Lisesi,
6°s1 (%25) Meslek Lisesi ve 6°s1 (%25) Imam Hatip Lisesi’nde 6grenim gérmektedir.

Verilerin Toplanmasi ve Veri Toplama Araclar

Arastirma ile ilgili etik kurul onay1 (2021.04.01) ve gerekli izinler alindiktan sonra veriler
toplanmustir. Aragtirmanin nicel verileri Kus ve arkadaslar1 (2017) tarafindan gelistirilen “Genglere
Yénelik Dijital Vatandaslik Olgegi” kullanilarak toplanmustir. Olgek 49 madde ve 8 faktorlii bir yapiya
sahiptir. Olgegin faktorleri iletisim (6 madde), Haklar ve Sorumluluklar (9 madde), Elestirel Diisiinme
(7 madde), Katilim (5 madde), Giivenlik (6 madde), Dijital Beceriler (5 madde), Etik (4 madde) ve
Ticaret (7 madde) faktdrlerinden olusmaktadir. Olgegin faktorlerinin giivenirlik katsayilar: sirastyla
0.814, 0.808, 0.787, 0.733, 0.811, 0.743, 0.792 ve 0.829'dur.

Aragtirmanin nitel verilerinin toplanmasi i¢in ise Edirne Ili merkezinde yer alan dért farkl lise
tiriinde 6grenim goren 24 Ogrenci ile odak grup goriigmeleri yapilmistir. Aragtirma kapsaminda
planlanan odak grup goriismeleri dort oturumda gergeklestirilmistir. Tiim oturumlar alt1 katilimer ile
gerceklestirilmistir. Odak grup goriismeleri 80-120 dakika arasinda silirmiistiir. Gorlismeler
katilimeilarin bilgisi dahilinde ses kayit cihazi ile kayit altina alinmgtir. Kayitlarda herhangi bir aksama
olasiligim ortadan kaldirabilmek ve goriismelerin sdzel olmayan yonlerini de dikkate alabilmek i¢in
goriismelerde iki yardimci raportdr tarafindan notlar alinmustir. Goriisme sirasmda katilimeilar
yoOnlendirici, arastirmanin veri toplama siirecini olumsuz etkileyebilecek durumlardan kagimilmustir.
Arastirmaya katilan lise 6grencilerinin dijital vatandasliga iliskin diisiincelerinin belirlenmesi amaciyla
arastrmacilar tarafindan gelistirilen yar1 yapilandirilmis goriisme formu kullanilmistir. Form
hazirlanirken kapsam gegerliginin saglanabilmesi i¢in 6ncelikle ilgili alanyazin incelenmis ve taslak
goriisme sorular1 olusturulmustur. Egitim Yonetimi ve Egitim Teknolojisi alanlarinda uzman toplam 4
akademisyenden goriisme sorulart hakkinda goriis alinmis ve goriisme formuna geri bildirimler
dogrultusunda gerekli diizenlemeler yapildiktan sonra son sekli verilmistir.

Verilerin Analizi

Nicel verilerin analizinde, dlgekler boyut ve toplam puan acisindan incelenmistir. Bunun icin
ortalama ve standart sapma hesaplanmistir. Boyut ortalamalariin hesaplanmasinda “dizi
genisligi/yapilacak grup sayis1” (Tekin, 1996) yararlanilmis ve Tablo 3’e gére yorum yapilmistir.

Tablo 3. Olgek puanlarinin yorumlanma degerleri

Puan arahg Aralik ifadesi

1 <Mean < 1.8 Kesinlikle katilmiyorum (1)
1.81 < Mean <2.6 Katilmiyorum (2)

2.61 < Mean <3.4 Kararsizim (3)

341 <Mean<4.2 Katiliyorum (4)

4.21 <Mean <5 Kesinlikle Katiliyorum (5)

Cikarimsal istatistikler icin veriler oncelikle normallik dagilimi bakimindan degerlendirilmis
basiklik ve garpiklik degerleri -1 ve +1 araliginda olan veriler normal dagilim olarak kabul edilmistir
(Blyukoztirk, 2014; Cokluk vd., 2012). Verilerin bagimsiz degiskenler bakimindan karsilastirilmasinda
bagimsiz degiskendeki kategori sayisina gore bagimsiz gruplar t-testi veya tek yonli ANOVA testi
kullamlmigtir. ANOVA testinin anlamli ¢iktig1 durumlarda gruplar arasi karsilastirmalar varyanslar
homojen ise LSD testi, varyanslar homojen degil ise Tamhane'nin T2 kullanilarak yapilmistir. Normal
dagilim gostermeyen verilerin analizinde ise Mann—Whitney ve Kruskal-Wallis testleri kullanilmistir.
Kruskal-Wallis testinin anlamli ¢iktig1 durumlarda farkin kaynagi igin ikili karsilagtirmalar Mann—
Whitney testi ile Bonferroni diizeltmesi (Bonferroni correction) (.05 anlamlilik diizeyinin karsilagtirma
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sayisina boliinmesi) uygulanarak yapilmistir (Field, 2009). Ayrica, puanlar arasi karsilastirmalarda eta
kare (eta squared, n%) kullanilarak etki biiyiikliikleri hesaplanmistir (Biiyiikoztiirk, 2014; Field, 2009;
Lenhard & Lenhard, 2022).

Goriismelerden elde edilen nitel veriler, arastirmanin kavramsal yapisi ve analizine temel olusturacak
temalar 6nceden belirlendigi i¢in betimsel analiz teknigi ile ¢oziimlenmistir (Yildirim ve Simsek, 2013).
Bu kapsamda veriler bilgisayar ortamina yazili olarak aktarilmis ve ham veriler diizenlenmistir.
Arastirmanin amacina gore kod ve temalar belirlendikten sonra bu kod ve temalar arastirmacilar
tarafindan yorumlanmstir. Analiz asamasinin son adimi olarak elde edilen veriler, Egitim Y&netimi ve
Egitim Teknolojisi alanlarinda iki uzmanin katilhimiyla gerceklestirilen uzlasi toplantisinda goriisiilerek
kodlayicilar arasi giivenirlik analizi gergeklestirilmistir. Bu islemde Giivenirlik=[Goriis Birligi / (Goriis
Birligi + Goriis Ayrilig)] X 100 formiiliinden (Miles ve Huberman, 1994, s. 64) yararlanilmis ve
kodlayicilar arasi giivenirlik yiizdesi %91 olarak hesaplanmistir. Arastirmada elde edilen sonuglarin
aktarilabilirliginin saglanabilmesi i¢in veriler ayrintili bir bigimde betimlenmis ve dogrudan alintilar ile
desteklenmistir. Yapilan dogrudan alintilarda katilimcilarin  gergek isimleri gizli tutulmus,
katilimcilardan dogrudan alint1 yapilan gériisler, italik bigimde verilerek katihmcinin kodu (01, O2 gibi)
parantez igerisinde sunulmustur. Arastrma bulgularma iligkin arastirmacilarin  yorumlart ilgili
alanyazina atiflarla desteklenmistir.

BULGULAR

Lise oOgrencilerinin dijital vatandaglik algilarinin diizeylerini belirlemek i¢in dnce boyutlarin
ortalama ve standart sapma degerleri hesaplanmistir. Daha sonra elde edilen toplam puanlar madde
sayisina boliinmiis ve elde edilen sonuglar Tablo 4°te sunulmustur.

Tablo 4. Ogrencilerin dijital vatandaslik diizeyleri

Boyutlar n M sd

Dijital Tletisim 764 3.39 75
Dijital Hak ve Sorumluluk 764 3.26 .61
Elestirel Diisiinme 764 3.36 46
Dijital Katilim 764 3.29 .83
Dijital Guvenlik 764 3.54 .67
Dijital Beceriler 764 4.18 75
Etik 764 3.50 .78
Dijital Ticaret 764 3.93 .65
Dijital Vatandaslik Toplam Puan 764 3.54 .38

Tablo incelendiginde dijital iletisim, dijital hak ve sorumluluk, elestirel diisiinme, dijital katilim
“kararsizim” diizeyinde bulunmusken dijital giivenlik, dijital beceriler, etik, dijital ticaret ve dijital
vatandaslik toplam puani “katiliyorum” diizeyinde olarak belirlenmistir.

Katilimcilarin cinsiyetlerine gore dijital beceriler ve dijital ticaret boyutlar1 hari¢ diger tiim boyutlar
ve toplam puanlarda normal dagilim gosterdigi icin t testi yapilmis ve sonuglar1 Tablo 5’te sunulmustur.
Diger iki boyut icin Mann—Whitney testi yapilmis ve sonuglar Tablo 6’da verilmistir.

Tablo 5. Ogrencilerin cinsiyetlerine gore dijital vatandaslik diizeylerine iligkin t-testi sonuglar

Boyutlar Cinsiyet n M sd t (df) p n’
A
- R
P b W20 0 apmm 0 o

Kadn 310 3.42 75 3.574(719.167) <.001 .016
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Tablo 5’te goriildiigi gibi tiim boyutlarda ve toplam dijital vatandaglik puanlarinda Kadin 6grenciler
lehine anlamli farkliliklar bulunmustur. “Dijital Tletisim” boyutunda, t (755) = 6.572, p <.001, n>= .054,
“orta etki” diizeyinde; “Dijital Hak ve Sorumluluk” boyutunda, t (755) = 8.898, p <.001, n*=.098, “orta
etki” diizeyinde; “Elestirel Diisiinme” boyutunda, t (733.241) = 5.88, p < .001, n?= .043, “kiiciik etki”
diizeyinde; “Dijital Katilim” boyutunda, t (719.167) = 3.574, p <.001, n?=.016, “kiiciik etki” diizeyinde;
“Dijital Giivenlik” boyutunda, t (755) 5.812, p < .001, n* = .042 “kiigiik etki” diizeyinde; “Etik”
boyutunda, t (755) = 5.482, p < .001, n?=.038, “kiigiik etki” diizeyinde; Dijital Vatandaslik Toplam
Puanlarda, t (755) = 10.932, p <.001, n?=.136, “orta etki” diizeyinde anlaml farkliliklar vardir.

Tablo 6. Ogrencilerin cinsiyetlerine gore dijital vatandashk diizeylerine iliskin Mann—Whitney testi sonuglar

2

Boyutlar Cinsiyet  n M S»rlggiz::: U o n
Dijital Kadm 310 39540 122572.50

Beceriler Erkek 447 367.63 16433050  Oeoee 0%

Dijital Kadin 310 44320 137390.50

Ticaret Erkek 447 33448 14951250 o0 000 1363

Tablo 6’da goriildiigii gibi Mann—Whitney testi sonuglarina gore 6grencilerin cinsiyetlerine gore
dijital vatandaslik diizeylerinde “Dijital Beceriler” boyutunda U = 64202.5, p > .05 anlamli bir farklilik
bulunmazken; “Dijital Ticaret” boyutunda U = 164330.5, p <.001, 0 = 1.363 “large effect” diizeyinde
kadinlar lehine anlamli fark bulunmustur.

Ogrencilerin Simf Diizeylerine Gore Dijital Vatandashk Diizeyleri

Ogrencilerin simf diizeyine gore dijital iletisim, dijital hak ve sorumluluk, elestirel diisiinme, etik,
dijital katilim, dijital giivenlik ve dijital vatandaslik toplam puanlar1 normal dagilim gosterirken, dijital
beceriler, dijital ticaret boyutlarinda smif diizeyine goére normal dagilim belirlenememistir. Bu
dogrultuda yapilan analiz sonuglar1 Tablo 7 ve Tablo 8’de sunulmustur.

Tablo 7. Smif diizeyine gore dijital vatandaslik ANOVA sonuglar1

2 Anlamh
Boyutlar Sumf n M sd F (3, 665) p n Fark
1.9 201 3.41 g7
Dijital 2.10 144 3.47 .63
Tletisim 3.11 174 3.30 g7 1.48 219
4,12 150 3.38 .78
1.9 201 3.38 .62 1>2
Dijital Hak ve 2.10 144 3.20 .57 4>2
Sorumluluk 311 174 310 .62 131 000044 4s
4,12 150 3.42 .65
1.9 201 3.38 45
Elestirel 2.10 144 3.38 .45
Diigtinme 3.11 174 3.36 .45 16 921
4.12 150 3.40 .45
1.9 201 3.35 .80 .81 .490
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— 2.10 144 325 .72
th'lﬁm 3.11 174 328 85
412 150 338 .94
19 201 362 .70 o3
Dijital 2.10 144 361 .66
Giivenlik 3.11 174 341 67 3.40 O 015 2>3
412 150 356 .68
19 201 356 .85 3
. 2.10 144 359 .77
Etik S0 174 ass 78 2.85 037 013 2>3
412 150 348 .76
19 201 360 .35 3
Dijital Vatandaslik 2.10 144 3.52 .39
Toplam Puan 3.11 174 345 .38 7.6 000033 j Z g
412 150 363 .39

Tablo 7°de goriildiigii gibi ANOVA sonuglarma gore 6grencilerin simif diizeylerine gére “Dijital
Haklar ve Sorumluluklar” boyutunda, F (3, 665) = 10.31, p <.001, n*= .044, dijital givenlik boyutunda,
F (3, 665) = 3.40, p < .05, *= .015, etik boyutunda, F (3, 665) = 2.85, p < .05, n*= .013, ve “Dijital
Vatandaslik” toplam puanlarinda, F (3, 665) = 7.56, p < .001, n?= .033, kiiciik etki diizeyinde anlamli
farkliliklar bulunmustur.

Dijital haklar ve sorumluluklar boyutu i¢in yapilan LSD post hoc testi sonuglarina gore, Levene
Statistic (3, 665) =.244, p > .05, 9. smiflar ile 10. siniflar arasinda 9. siniflar lehine (p <.05); 12. siiflar
ile 10. smiflar (p < .05) ve 11. smflar (p < .05) arasinda 12. simiflar lehine anlamli farkliliklar
bulunmustur. Dijital giivenlik boyutu i¢in yapilan LSD post hoc testi sonuglarina gére, Levene Statistic
(3, 665)=.337, p > .05, 9. smuflar ile 11. simflar arasinda 9. Smuflar lehine (p < .05); 10. simflar ile 11.
smiflar arasinda 10. siniflar lehine (p < .05) anlamli farkliliklar bulunmustur. Etik boyutu i¢in yapilan
LSD post hoc testi sonuglarma goére, Levene Statistic (3, 665) = 1.633, p > .05, 9. simiflar ile 11. siniflar
arasinda 9. smiflar Iehine (p < .05); 10. smuflar ile 11. smuflar arasinda 10. siniflar lehine (p < .05)
anlaml farkliliklar bulunmustur. Dijital vatandaslik toplam puam igin yapilan LSD post hoc testi
sonuclarina gore, Levene Statistic (3, 665) = .698 p > .05, 9. smiflar ile 11. smiflar arasinda 9. siniflar
lehine (p <.05); 12. siniflar ile 10. smiflar (p <.05) ve 11. siiflar (p < .05) arasinda 12. simiflar lehine
anlamli farkliliklar bulunmustur. Dijital iletisim, F (3, 665) = 1.48, p > .05, elestirel diisiinme, F (3, 665)
=.16, p > .05, ve dijital katilim, F (3, 665) =.81, p > .05, boyutlarinda sinif diizeyine gore anlaml
farkliliklar yoktur.

Tablo 8. Smif diizeyine gore dijital vatandaslik Kruskal Wallis-H testi sonuglar1

Sira p
Boyutlar Smif n Ortalamasi H (3) Anlamh Fark
1.9 201 340.60
Dijital 2,10 144  292.87 4>9 (U=12111, p=.000, 77=.028)
Beceriler 3' 1 174 305.96 29.20 <.001 4> 10 (U=7428, p=.000, #°=.073)
' : > = = , 2:_
117 150 401 63 4 >11 (U=9311, p=.000, #°=.058)
1.9 201 335.38
Dijital 2.10 144 309.64 12.22 007 4> 2 (U=8581, p=.000, #°=.032)
Ticaret 3.11 174 316.80 ' ' 4> 3 (U=10606, p=.000, #?=.026)
4,12 150 379.95

Tablo 8’de goriildigii gibi dijital beceriler, H (3) = 29.20, p < .001 ve dijital ticaret boyutlarinda H
(3) =12.22, p < .05 anlaml farkliliklar bulunmustur. Farkin kaynagini belirlemek i¢in yapilan Mann-
Whitney testi sonuglarina gore dijital beceriler boyutunda 12. smiflar ile 9. smiflar arasinda kiigiik etki
diizeyinde, U=12111, p < .0125, #*=.028; 12. smflar ile 10. simflar arasinda orta etki diizeyinde,
U=7428, p < .0125, ;72:.073; ve 12. smiflar ile 11. siniflar arasinda kiigiik etki diizeyinde, U=9311, p <
.0125, #?=.058, 12. simflar lehine anlamli farkliliklar vardir. Dijital ticaret boyutunda ise 12. smiflar ile
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10. smuflar arasinda kiiciik etki diizeyinde, U=8581, p < .0125, #°=.032 ve 12. siniflar ile 11. smiflar
arasinda kiiciik etki diizeyinde, U=10606, p <.0125, #?=.026, 12. simflar lehine anlamh farklilik vardr.

Ogrencilerin Annelerinin Egitim Diizeylerine Gore Dijital Vatandashk Diizeyleri

Katilimcilarin annelerinin egitim diizeylerine gore dijital hak ve sorumluluk, dijital katilim, dijital
guvenlik, etik boyutlar1 ve dijital vatandaslik toplam puanlart normal dagilim gosterdigi igin
karsilastirmalar ANOVA testi ile gergeklestirilmis ve sonuglar1 Tablo 9°da verilmistir. Diger taraftan,
dijital iletisim, elestirel diisiinme, dijital beceriler, ve dijital ticaret boyutlar1 normal dagilim
gostermedikleri icin karsilastirmalar Kruskal-Wallis testi ile yapilmis ve sonuglar1 da Tablo 10°da
verilmistir.

Tablo 9. Ogrencilerin annelerinin egitim diizeylerine gore gore dijital vatandaslik diizeylerine iliskin ANOVA testi
sonuglari

Boyutlar Anne Egitim Diizeyi n M sd F (5, 749) p
1. Okur Yazar Degil 17 3.29 51
2. ilkokul 159 3.23 .62
Dijital Hak ve 3. Ortaokul 124 3.26 .59 670 650
Sorumluluk 4, Lise 267 3.31 .61 ' '
5. Universite 147 3.20 .64
6. Yiksek Lisans 41 3.27 .65
1. Okur Yazar Degil 17 3.60 .54
2. ilkokul 159 3.26 .82
Dijital 3. Ortaokul 124 3.29 .84
Katilim 4. Lise 267 3.32 g7 1.092 -360
5. Universite 147 3.22 .92
6. Yiksek Lisans 41 3.44 .80
1. Okur Yazar Degil 17 3.30 .78
2. ilkokul 159 3.48 .66
Dijital 3. Ortaokul 124 3.59 .61
Giivenlik 4, Lise 267 3.57 .67 1.33 250
5. Universite 147 3.60 .68
6. Yiksek Lisans 41 3.44 74
1. Okur Yazar Degil 17 3.51 .58
2. Tlkokul 159 3.49 .69
. 3. Ortaokul 124 3.43 .80
Etik 4. Lise 267 3.58 77 b 340
5. Universite 147 3.47 .85
6. Yiksek Lisans 41 3.35 .83
1. Okur Yazar Degil 17 3.57 .34
Dijital 2. Tlkokul 159 3.50 .39
3. Ortaokul 124 3.51 .39
T 4.Lise 267 3.57 36 L0 370
5. Universite 147 3.55 .38
6. Yiksek Lisans 41 3.54 .37

Tablo 9’da goriildiigii gibi 6grencilerin dijital hak ve sorumluluk, F (5, 749) =.670, p > .05; dijital
katilim, F (5, 749) = 1.092, p > .05, dijital guivenlik, F (5, 749) = 1.33, p > .05, etik, F (5, 749) = 1.14,
p > .05 ve dijital vatandaslik toplam puanlarinda, F (5, 749) = 1.09, p > .05, annelerinin egitim
diizeylerine gore anlamli farkliliklar yoktur.

Tablo 10. Ogrencilerin annelerinin egitim diizeylerine gore gore dijital vatandashk diizeylerine iliskin Kruskal
Wallis testi sonuglar1

Sira ©)

Boyutlar Anne Egitim " Ortalamas: P Anlamh Fark
Diiital 1. Okur Yazar Degil 17 346.41

PNl 2. Tlkokul 159 358.14 2.884 718

Iletigim

3. Ortaokul 124 375.99
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4. Lise 267 386.24
5. Universite 147 392.97
6. Yiksek Lisans 41 366.87
1. Okur Yazar Degil 17 410.71
2. Tlkokul 159 365.65
Elestirel 3. Ortaokul 124 370.49
Diisiinme 4. Lise 267 373.68 2.649 754
5. Universite 147 399.43
6. Ylksek Lisans 41 386.35
1. Okur Yazar Degil 17 365.03
2. Tlkokul 159 356.24 ,
Dijital 3. Ortaokul 124  319.54 4> 3 (U=13541.5, p=000, n°=.021)
Beceriler 4. Lise 267 389.00 19.310 .002 5 >3 (U=6826, p=.000, n*=.047)
=156 6 > 3 (U=1694, p=.000, n?=.062)
5. Universite 147 413.68
6. Yilksek Lisans 41 445,01
1. Okur Yazar Degil 17 436.59
2. Tlkokul 159 362.95
Dijital 3. Ortaokul 124 358.01
Ticaret 4, Lise 267 397.69 5.569 350
5. Universite 147 367.77
6. Yiksek Lisans 41 381.01

Tablo 10’da goriildiigii gibi 6grencilerin anne egitim diizeylerine gore dijital beceriler boyutu
puanlarinda anlamli fark bulunmustur. Farkin kaynagi incelendiginde anne egitim diizeyi lise olanlar ile
ortaokul olanlar arasinda lise olanlar lehine kiiciik etki diizeyinde, U = 13541.5. p < .008, 7%= .021;
iiniversite ve ortaokul mezunu olanlar arasinda {iniversite mezunu olanlar lehine kiigiik etki diizeyinde,
U = 6826, p <.008, n>=.047; yiiksek lisans ve ortaokul mezunu olanlar arasinda yiiksek lisans mezunu
olanlar lehine orta etki diizeyinde (U = 1694, p < .008. n’= .062) anlamh farkliliklar oldugu
belirlenmistir. Diger taraftan dijital iletisim, H (5) = 2.884, p > .05, elestirel diisiinme, H (5) = 2.649, p
> .05 ve dijital ticaret boyutlarinda, H (5) = 5.569, p > .05, anlaml1 farkliliklar bulunamamustir.

Ogrencilerin Babalarimn Egitim Diizeylerine Gore Dijital Vatandashk Diizeyleri

Ogrencilerin babalarinin egitim diizeylerine gore dijital haklar ve sorumluluklar boyutu puanlari
normal dagilim gosterdigi icin bu boyuttaki karsilastirmalar ANOVA testi ile yapilmis ve sonuclari
Tablo 11’de verilmistir. Bununla birlikte, diger boyutlar normal dagilim goéstermedikleri i¢cin bu
boyutlardaki karsilagtirmalar Kruskal-Wallis testi ile gerceklestirilmis ve sonuglar1 da Tablo 12’de
verilmistir.

Tablo 11. Ogrencilerin babalarmin egitim diizeylerine gore gore dijital vatandaslk diizeylerine iliskin ANOVA
testi sonuglari

Dijital Haklar ve Sorumluluklar n M sd F (5, 746) p

1. Okur Yazar Degil 9 3.72 .48

2. Tlkokul 97 3.25 .58

3. Ortaokul 128 3.22 .60

4. Lise 263 3.25 .65 1.283 269
5. Universite 189 3.30 .59

6. Yiksek Lisans 66 3.25 .63

Tablo 11°de goriildiigii gibi 6grencilerin dijital haklar ve sorumluluklar boyutu puanlarinda baba
egitim diizeylerine gore anlamli farklilik bulunmamaktadir, F (5, 746) = 1.280, p > .05.
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Tablo 12. Ogrencilerin babalarmin egitim diizeylerine gore gore dijital vatandaslik diizeylerine iliskin Kruskal
Wallis testi sonuglart

Boyutlar Baba Egitim n Or tgi;?llaSI H (5) p Anlamh Fark
1. Okur Yazar Degil 9 393.50
2. Tlkokul 97 355.49
Dijital 3. Ortaokul 128 379.57 _ _ 2
iletisim 4. Lise 263 35032 205 034 5>4(Us20282, p=00L, 77=029)
5. Universite 189 418.65
6. Yiksek Lisans 66 382.73
1. Okur Yazar Degil 9 222.11
2. Tlkokul 97 373.50
Elestirel 3. Ortaokul 128 373.55 _ B o
Diisiinme 4 Lise 263 347.88 17.5 .004 5 >4 (U=19940, p=.000, #°=.028)
5. Universite 189 420.05
6. Yiksek Lisans 66 397.00
1. Okur Yazar Degil 9 451.72
2. Tlkokul 97 386.75
Dijital 3. Ortaokul 128 345.79
Katilim 4. Lise 263 386.04 4.42 491
5. Universite 189 376.80
Yiiksek Lisans 66 371.86
1. Okur Yazar Degil 9 300.83
2. Tlkokul 97 344.73 "
Dijital 3. Ortaokul 128 384.63 20,55 00 5> 2 (U=7244, p=.004, 7%=0.029)
Giivenlik 4. |r|5f3 - 263 343.49 ' ' 5 > 4 (U=19379.50, p=.000, 7’]2:.035)
5. Universite 189 42471
6. Yiksek Lisans 66 411.21
1. Okur Yazar Degil 9 249.28
2. flkokul 97 336.58
Dijital 3. Ortaokul 128 357.36 1202 035 Bonferroni diizeltmesine gre anlaml
Beceriler 4, Lise 263 377.47 ' ' fark gikmanustir.
5. Universite 189 401.60
6. Yiiksek Lisans 66 413.93
1. Okur Yazar Degil 9 343.00
2. Tlkokul 97 375.94
. 3. Ortaokul 128 372.89
Etik 4. Lise 263 35917 >0 409
5. Universite 189 404.13
6. Yiiksek Lisans 66 378.83
1. Okur Yazar Degil 9 442.67
2. flkokul 97 335.35
Dijital 3. Ortaokul 128 354.82
Ticaret 4., Lise 263 381.77 10.78 .06
5. Universite 189 409.33
6. Yiksek Lisans 66 355.01
1. Okur Yazar Degil 9 382.50
Dijita 2. flkokul 97 34240 5> 2 (U=7084, p=.001, 17=.036)
Vatandaslik 3. O'rtaokul 128 350.23 1671 005 5>3 (U:9679: p:.003: 1%=.029)
Toplam Puan1 + 5% 263 361.37 5 > 4 (U=20278.5, p=.001. 42=.025)
5. Universite 189 428.92
6. Yiiksek Lisans 66 386.90

Tablo 12°de goriildiigii gibi 6grencilerin baba egitim diizeyine gore dijital iletisim, H (5) = 12.05, p
< .05; elestirel diisiinme, H (5) = 17.5, p < .05; dijital giivenlik, H (5) = 20.55, p < .05; dijital beceriler,
H (5) = 12.02, p < .05, boyutlarinda ve dijital vatandaglik toplam puanlarinda, H (5) = 16.71 p < .05,
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anlamli farkliliklar bulunurken; dijital katilim, H (5) = 4.42, p > .05, etik, H (5) = 5.05, p > .05 ve dijital
ticaret, H (5) = 10.78, p > .05, boyutlarinda anlamli farkliliklar bulunmamustir.

Farkin kaynagimi belirlemek i¢in yapilan Mann-Whitney testi sonuglarina gore dijital iletisim
boyutunda baba egitim diizeyi iiniversite olanlar ile lise olanlar arasinda iiniversite mezunlari lehine
kiiciik etki diizeyinde, U = 20282, p < .001, n?= .025, anlamli fark bulunmustur. Elestirel diisiinme
boyutunda baba egitim diizeyi iiniversite olanlar ile lise olanlar arasinda iiniversite mezunlari lehine
kiiclik etki diizeyinde, U = 19940, p < .001, n*= .028, anlamli fark bulunmustur. Dijital giivenlik
boyutunda ise baba egitim diizeyi tiniversite olanlar ile ilkokul olanlar arasinda iiniversite mezunlar
lehine kiiclik etki diizeyinde, U = 7244, p < .001, n°= .029 ve baba egitim diizeyi iiniversite olanlar ile
lise olanlar arasinda iiniversite mezunlari lehine kiigiik etki diizeyinde, U = 19379.50, p < .001, n?=
.035, anlamli farkliliklar bulunmustur. Dijital beceriler boyutunda Kruskal Wallis analizinde anlaml
farklilik bulunmus olsa da Bonferroni diizeltmesine gére Mann Whitney testi ile yapilan ikili
kargilagtirmada anlamli fark ¢ikmamistir. Dijital vatandaslik toplam puanlarda ise babasi tiniversite
mezunu olan 6grencileri ile ilkokul mezunu olan dgrencilerin puanlar1 arasinda kiigiik etki diizeyinde,
U = 7034, p < .001, n? = .036, babasi iiniversite mezunu olan dgrencileri ile ortaokul mezunu olan
ogrencilerin puanlari arasinda kiigiik etki diizeyinde, U = 9679, p=.003, n?=.029 ve baba egitim diizeyi
{iniversite olanlar ile lise olanlar arasinda, U = 20278.5, p <.001, n?= .025, {iniversite mezunlar1 lehine
kucuk etki diizeyinde anlamli farkliliklar bulunmustur.

Ogrencilerin Giinliik Ortalama Internete Baglanma Siirelerine Gére Dijital Vatandashk
Duzeyleri

Ogrencilerin giinliik ortalama internete baglanma siirelerine gore dijital vatandaslik Slceginden
aldiklar1 puanlar boyutlara ve toplam puana gére normal dagilim gostermedikleri i¢in karsilagtirmalar
Kruskal Wallis testi ile yapilmis ve sonuglar1 Tablo 13’te sunulmustur.

Tablo 13. Ogrencilerin giinliik ortalama internete baglanma siirelerine gore dijital vatandaslik diizeylerine iliskin
Kruskal Wallis sonuglari

Boyutlar Sire n Ortg;;?nas] H (4) p Anlamh Fark
1. Hemen hemen hig 5 242.20
' 2. Giinde yarim saat 7 401.00 Giinde 2 saat > Giinde 3 saat
Dijital Tletisim 3. Giinde bir saat 25 333.20 19.307 .001  veya Uzeri (U=32422.50,
4. Giinde 2 saat 145 44453 p=.000, 7/*=.023)
5. Gunde 3 saat veya Uzeri 572 363.34
1. Hemen hemen hig 5 344.00
Diijital Hak ve 2. Glj%nde yarim saat 7 388.00 GUnqe 2 saat > Giinde 3 saat
Sorumluluk 3. Gunde bir saat 25 393.70 12.044 .017 veya lzeri (§J=33789, p=.000,
4. Giinde 2 saat 145 432.39 n°=.017)
5. Gunde 3 saat veya Uzeri 572 363.04
1. Hemen hemen hig 5 209.10
Elestirel 2. G?:mde yarm saat ! 197.50 Bonferroni diizeltmesine gdre
Diisiinme 3. Giinde bir saat 25 278.30 13.893 .008 anlaml fark gikmastr.
4. Ginde 2 saat 145 376.84
5. Gunde 3 saat veya Uzeri 572 385.68
1. Hemen hemen hig 5 309.60
Dijital 2. Gf:mde yarim saat 7 296.14
Katilm 3. Giinde bir saat 25 368.28 1.967 742
4. Ginde 2 saat 145 368.76
5. Giinde 3 saat veya Uzeri 572 381.71
1. Hemen hemen hig 5 162.90
Dijital 2. Gf:mde yarim saat 7 377.43 Giinde 2 saat > Giinde 3 saat
Giivenlik 3. Gunde bir saat 25 354.24 14.800 .005 veya lzeri (L£:37869.5,
4. Giinde 2 saat 145 429.55 p=.000, #°=.004)
5. Giinde 3 saat veya Uzeri 572 367.20
1. Hemen hemen hig 5 203.40 11.973 .018
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2. Giinde yarim saat 7 257.43
Dijital 3. Giinde bir saat 25 295.78 Bonferroni diizeltmesine gére
Beceriler 4. Ginde 2 saat 145 356.93 anlamli fark ¢gikmanustir.
5. Gunde 3 saat veya Uzeri 572 389.28
1. Hemen hemen hig 5 211.70
2. Giinde yarim saat 7 437.21
Etik 3. Giinde bir saat 25 383.68 5936 .204
4. Gunde 2 saat 145 402.97
5. Gunde 3 saat veya Uzeri 572 371.49
1. Hemen hemen hig 5 182.90
Dijital 2. GFmde yarim saat ! 423.43 Bonferroni diizeltmesine gore
Ticaret 3. Gynde bir saat 25 286.98 9.544  .049 anlaml fark cikmamstir.
4. Gunde 2 saat 145 368.92
5. Gunde 3 saat veya Uzeri 572 384.77
1. Hemen hemen hig 5 138.80
D|J|ta| 2. Giinde yarimm saat 7 299.57 Glinde 2 saat > Hemen hemen
Vatandashk 3. Gunde bir saat 25 311.74 13.545 .009 hig
Toplam Puant 4, Giinde 2 saat 145  414.63 (U=108.50, p=.000, #°=.047)
5. Gunde 3 saat veya Uzeri 572 374.00

Tablo 13’te goriildiigi gibi 6grencilerin “Dijital Katihim”, H (4) = 19.307, p > .05 ve “Etik”, H (4) =
5.936, p > .05, puanlarinda giinlik ortalama internete baglanma siirelerine goére anlaml farkliliklar
bulunmazken; “Dijital Iletisim”, H (4) = 19.307, p < .001; “Dijital Haklar ve Sorumluluklar”, H (4) =
12.044, p < .05; “Elestirel Diistinme”, H (4) = 13.893, p < .05; “Dijital Guvenlik”, H (4) = 14.800, p <
.05; “Dijital Beceriler”, H (4) =11.973 p < .05; ve “Dijital Ticaret”, H (4) = 9.544, p <.05, boyutlarinda
ve “Dijital Vatandashik” toplam puanlarda, H (4) = 13.545, p < .05, anlaml farkliliklar bulunmustur.
Farkin kaynaklar1 incelendiginde dijital iletisim boyutunda, giinde 2 saat ile giinde 3 saat veya iizeri
internete baglananlar arasinda giinde 2 saat baglananlar lehine kiigiik etki diizeyinde U = 32422.50, p <
.01, #*>=.023, anlamli fark bulunmustur. Dijital haklar ve sorumluluklar boyutunda ise giinde 2 saat ile
giinde 3 saat veya ilizeri internete baglananlar arasinda giinde 2 saat baglananlar lehine kiigiik etki
duzeyinde, U = 33789, p < .01, #°= .017, anlaml1 farkhiliklar bulunmustur. Dijital giivenlik boyunda
giinde 2 saat ile giinde 3 saat veya iizeri internete baglananlar arasinda giinde 2 saat lehine etki yok
diizeyinde, U = 37869.5, p < .01, #?=.004, anlamli fark bulunmustur. Dijital vatandaslik toplam
puanlarda ise internete giinde 2 saat baglananlar ile hemen hemen hi¢ baglanmayanlar arasinda giinde 2
saat baglananlar lehine kiiciik etki diizeyinde, U = 108.50, p < .01, #?=.047, anlamli fark bulunmustur.
Elestirel diisiinme, dijital beceriler ve dijital ticaret boyutlarinda Bonferroni diizeltmesine gére anlamli
farkliliklar ¢itkmamustir.

Ogrencilerin Dijital Vatandashk ve Alt Boyutlarina Yoénelik Goriisleri

Ogrenciler cogunlukla dijital vatandaslik kavramini daha énce duymadiklarini ifade ederken sadece
ii¢ 6grenci bu kavrami duyduklarin1 ama tam olarak iceriginin ne olduguna iliskin ¢ok fazla bilgi sahibi
olmadiklarini ifade etmistir. Ogrencilerin birgogu bu kavramin daha ¢ok teknoloji, sosyal medya ve
genel olarak internet kullanimina ydnelik bir yeterlilik olduguna vurgu yaparken bazi 6grenciler ise
kisinin dijital ortamlarin kullanimina iligskin sahip olmasi1 gereken yeterlikler olmas1 gerektigine iliskin
yorumda bulunmustur. Ornegin, O2 “Bu kavrami daha énce duymadim ama bence dijital vatandashk
teknolojinin faydali bir sekilde gelismesine katki saglayacak bir sey. Oyle bir sey yani. Teknoloji
kullananlar da bence dijital vatandas” ifadesini kullanirken, O8 “Daha dnce bu kavrami duymadim.
Yani internet iizerinden kurulan konusma, arkadaslik gibi mesela. Ama onun disinda sohbet, bilgi
edinme”, O12 “Dijital vatandaslik kavramini duymadim. Ama internet iizerinden her seyi yapabilmemiz
diyebilirim” agiklamasinda bulunmustur. A¢iklamalarda da goriildiigii gibi 6grencilerin kavrama iliskin
cok fazla bilgi sahibi olmadiklar1 ve bu kavrami genellikle internet kullanimi ve internet ortaminda
yapabildikleri bazi1 eylemler kapsaminda ele aldiklar1 belirlenmistir.

Dijital vatandaglik kavraminin alt boyutlarindan biri olan dijital eriseme iligkin 6grenciler genel
olarak dijital arag, kaynak ve ortamlara erisimde ¢ok fazla sorun yasamadiklarini, fakat kullandiklar
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bilgisayarlarin daha iyi olmasi gerektigini ifade etmiglerdir. Ayrica okullarinda genel anlamda fiziksel
olanaklarin ¢ok fazla sikintili olmadigr sadece bazi zamanlarda akilli tahta kullaniminda ufak sorunlar
yasayabildiklerini, bunun yam sira okullarda fiziksel olanaklara erisimde 0gretmenlerin de yardimeci
olduguna vurgu yapmuslardir. Bu konuda O20 “Okulda teknolojik kaynaklara kolay erisim konusunda
bir stkinti  yasamiyorum. Gergekten herhangi bir teknolojik kaynak ihtiyacimiz  oldugunda
ogretmenlerimiz ve idare bunu karsilamak konusunda fazlasiyla yardimcr oluyor” goriisiiyle kendini
ifade etmistir. Ote yandan 6grencilerin cogunlugu genel olarak internet baglanti hizinda hem okul hem
de ev ortaminda sorun yasadiklarmi agiklamislardir. Bu konuda O9 “Yani aslinda ben de pek sorun
yasamiyorum ama bizim de normal bilgisayarlarimizda internet yok tahtada var fakat bilgisayarlar
bozuk daha iyi olabilir ¢iinkii bazen donmalar oluyor, erisimler konusunda bazen sikinti yagsanabiliyor”
aciklamasi ile baglanti hizindaki sorunlara deginmistir. Okulun teknolojik arag¢ gerece sahip olmayan
ogrenciler ya da ihtiyag¢ halinde kullanabilmeleri i¢in tahsis edecegi bir bilgisayar smifi ya da ortak bir
kullanim alaninda bilgisayarin var olmas1 hususuna yonelik ise 019 “Bize bence kiitiiphanede bilgisayar
imkani sunmalart lazim, ¢iinkii bir arkadasimizin yok. Okulda nasil desem evinde bilgisayar olmayan
arkadagslarimiz var sunu falan yapacagiz ama ¢ok stkinti ¢ekiyorlar. O yiizden okulun bence bize bir
tane ddevlerimizi yapmamiz igin mesela teneffiislerde en azindan kullanabilecegimiz bir bilgisayar
imkani saglamasi gerekiyor” goriisii bildirilmistir.

Ogrencilere dijital okuryazarhik kapsaminda herhangi bir bilginin dogrulugunu anlamaya ve analiz
etmeye iliskin yeterlilikleri sorulmus ve ogrencilerin bu bilgiyi birkag yerden teyit etme ve/veya
dogrulugunu kabullenme ile ilgili goriisleri alinmustir. Ogrencilerin cogunlugu dijital ortamda yer alan
bilgilerin dogrulugu konusunda cesitli kaynaklardan da arastrma yaptiklarmi ifade ederken, bazi
ogrenciler ise genellikle giivenilir kaynaklar1 kullandiklar igin teyit etme ihtiyact duymadiklarini ifade
etmislerdir. Ote yandan baz1 dgrenciler ise dnemli bir bilgi ise diger kaynaklardan da arastirip kontrol
ettiklerini ama 6nemsiz bir bilgi ise dogrudan kabul ettiklerine iliskin yorumlarda bulunmuslardir. Bu
alt boyutu O8 “Yani ben pek ¢ok siteden bakiyorum yani. Belki biliyorum yine de emin olmak igin
bakiyorum ama yine de pek ¢ok siteye bakiyorum. Yani emin olmak icin yalan da olabilir, yanlig bir
bilgi de olabilir. Yok yani genellikle de pek ¢ok ddev icin arastirma yapiyorum” sozleri ile ifade etmistir.

Dijital vatandasligin bir gereksinimi olarak dijital iletisim ile ilgili 6grenciler en ¢ok whatsapp ve
instagram olmakla birlikte, twitter, snapchat, youtube, facebook, discord, tiktok, telegram, viber ve
stream gibi gesitli platformlar kullandiklarini belirtmistir. Ogrenciler bu platformlardan instagram,
snapchat ve tiktok uygulamalarint c¢ogunlukla arkadaslari ile haberlesme ve eglence amacl
kullandiklarini belirtirken, okul gruplar1 ve 6gretmenleri ile gériisme i¢in ise whatsapp uygulamasini ve
glindemi takip etmek i¢in ise twitter uygulamasini kullandiklarina iliskin yorumlarda bulunmuslardir.
Bu kapsamda O7 “Instagram, snapchat, whatsapp. Instagram paylasilanlart gérmek, takiplesmek,
konusmak icin. Okul arkadaslarimla iletisimde ise whatsapp. Snapchat te mesajlasiyorum konusuyorum.
Bu tiir iletisim platformlarinda videolar onlar mesela dikkatimi cekiyor eglence amacl videolar”
seklinde yorumlarda bulunurken; O13 “Ne kullaniyorum? Instagram kullaniyorum, snapchat
kullantyorum, whatsapp kullaniyorum, tiktok kullaniyorum. Kullanma amacim instegrama falan yani
agtkeast sosyal medya yani hani eglenmek, kafa dagitmak, sey yapmak icin tiktok da aymi sekilde
whatsapp zaten artik bir ihtiya¢ yani. Ciinkii bizim sumif gruplarimiz var orada” agiklamalarini
yapmustir.

Dijital ticaret alt boyutunda tiim dgrencilerin sanal ortamda aligveris yaptig1 goriilmiistiir. Ogrenciler
aligveris yaparken cogunlukla yorumlara baktiklarmi ve bununla birlikte daha ¢ok bilinen sitelerden
iiriin aldiklarim1 ifade etmistir. Ote yandan gergeklestirdikleri ahisveris islemlerinde ailelerine veya
kendilerine ait kredi kartim1 kullandiklarini fakat genellikle sanal kart olugturmak yerine gercek kartin
bilgilerini sisteme girdiklerini ifade etmislerdir. Bu alt boyutu O10 “Ben fiziksel aligveris ¢ok yapmam,
cok nadiren yaparim ama dijital olarak siirekli yaptigim sey dijital aligveris. Uriin seciminde yorumlar,
yorumlar kesinlikle etkin ve iiriin ile ilgili bilgiler benim icin ¢ok énemli. Odeme kendi kartimdan
yaparim genellikle. Kart bilgisi girerim. Kartimin giivenligini saglamanin benim agimdan pek bir seyi
yok. Yani benim yapabilecegim ¢ok bir sey yok. Bildigim birka¢ giivenilir site var” gorisiiyle
orneklendirmistir.

Dijital hukuk alt boyutunda bir¢ok &grencinin ¢ok fazla bilgi sahibi olmadig: gortilmiistiir. Bu
durumu O13 “Hani agtk¢a o kadar da iyi bilmiyorum, ¢iinkii hani bunun tizerinde ozel bir egitim
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almadim. Yani herkes ne kadar biliyorsa bende o kadar biliyorum. Her hangi bir yanlis ya da yapilan
herhangi bir yanlisa yonelik ne tiir yaptirimlar tam olarak bilmiyorum agik¢asr” gorisiiyle belirtmistir.
Ote yandan ise sadece birkag 6grenci temel seviyede bilgileri oldugunu ve bu bilgileri genel kapsamda
bilisim dersinden edindiklerini ifade etmistir. Bu konuda O19 “Benim ¢ok bilgim olmasa da fikrim var.
Belki birisinin izinsiz bir resmini yaymak, hakaret ya da kiifiir iceren seyler yapmak ya da iste
cumhurbaskanina edit falan yapiyorlar ya onlarin hepsi sug sayilyor. Onlara dikkat etmemiz lazim. Biz
bunu okulda ders olarak gordiik. Zaten bilisim suglarini gerek ortaokulda olsun, gerek 9. Sinmifin baginda
olsun bunlari ogrettiler” goriglinii paylagsmustir. Kisacasi 6grenciler dijital hukuk konusunda bilgi almak
ve gerceklestirilecek herhangi bir egitime katilmaya isteklidir.

Dijital etik alt boyutuna iliskin 6grenciler genel anlamda sosyal medya {izerinden gerceklestirilen
hareket, nefret sOylemleri, uygunsuz yorumlar, irk¢i sdylemler ve izinsiz paylasimlara vurgu
yapmuslardir. Bu konuda O2 “Cinsellik olarak istismar, taciz davranislar. Yani mesela videolarin
altinda yapilan kétii yorumlar. Yani bir insamin fiziksel goriiniisiiyle dalga gegme falan bunlar da hi¢
hos olmayan seyler”, O4 “Bir insam rahatsiz eden her sey”, O11 “Hakaret, wrk¢ilik vb. seyler. Hocam
siteye bagl olarak belli bash sitelerde kiifiir, hakaret, wrk¢ilik korumast yapilirken bazilarinda
yapilmyor. Fotograf paylasimi tarzi seylerle ben karsilastim, 1rkcilik, hakaret tarzi seylerle
karsilastim”, O18 “Nefiet séylemleri, zorbaliklar, tacizler” ve Q23 “Genel olarak saygi ¢ercevesinde
konusmazsak, yani kiifiir ve benzeri seylerde bulunursak ya da izinsiz fotograf paylasirsak etik ihlal
kapsaminda degerlendirilebilir” agiklamalari ile etik ihlale iliskin goriislerini sunmuslardir. Diger
taraftan bir¢ok 6grenci kendisinin ve/veya bir yakininin bu tiir davraniglara maruz kaldigina iliskin
aciklamalarda bulunmustur. Bu alt boyuta iliskin O2 “Bir tane yasanan bizim sinifta bir olay var. Yine
bir tane arkadagsimiz, bir tane arkadasimizi fotograf ¢ekiyor, hatta video ¢ekiyor ama sonra bir kare
yakalryor. Uygunsuz yani uygunsuz dedigim yanls anlagsilacak bir kare. Orayt yani kesiyor, oyle aliyor.
Sonra hatta disiplinle verildi, bilmiyorum ama uzaklastirma aldr 6yle” ve O7 “Bir tane kiz sahte
hesaptan kiifiir falan yazmaya basladi. Yani kiskandigindan sosyal medyadan instagramdan kifurler
falan sey yapmaya bagladi. En son mahkemede gitti yani olay” 6rneklerini vermistir.

Katilimeilar dijital giivenlik konusunda ¢ogunlukla sifre, antiviriis yazilimi, giivenlik duvari, sosyal
medya hesaplar1 igin ikili dogrulama saglama ve paylasim konusunda dikkat et gibi yontemleri
kullandiklarini1 vurgulamustir. Bu kapsamda O1 “Su anda nasil bir tedbir alsan da giivenlik agigi ¢ikiyor
yani ama kendime gore giivenli bir sifrem var. Antiviriis programi olsun, giivenli duvart ayart olsun
hepsi var. Sosyal medya ayarlarini yapryorum ama iste bir sekilde kiryorlar sifreyi. Ikili dogrulama
yaparim. Satict sozlesmelerini ben okumam, reklam onleyici var. Bu konuda bilgilenmek isterim” ve
024 “[lk basta sey antiviriis programlar kullaniyorum. Sosyal medya hesaplarim gizli komple o sekilde
yani kendimi giivende hissediyorum sahsen. Paylasim ¢ok az, ¢cok nadir yaparim. Giiclii sifre, benim
sifrelerim o kadar giiglii degildir. Ben de her yerde aynisini kullanirim, ama kirilsa da pek bir sey olmaz”
aciklamalarmi yapmustir. Bu goriisler dogrultusunda ogrencilerin 6zellikle giiclii sifre olusturma
konusunda bilingsiz olduklar1 ve olasi risklere agik olduklar1 goriilmektedir. Ogrencilerin ¢ogunlugu
teknolojiyi dogru kullanmaya yonelik bir egitim verilmesinin ve aile bilinglendirmesinin faydali olacagi
yoniinde goriis bildirmislerdir. Bu konuda O18 “Bir egitim verilebilir, aile bilin¢lendirilmesi 6nemlidir,
ama bu ¢ok uzun bir konu. Zaten bununla buyik ihtimalle bundan sonraki nesil ailesi bilincli bir aile
olacak buyuk ihtimalle” goriistinii dile getirmistir.

Dijital diinya igerisinde fiziksel ve psikolojik iyi olus konularini iceren dijital saglik belki de dijital
vatandaglik konusunun en dikkate alinmayan ama belki de en dnemli konusu olarak ifade edilebilir. Bu
konu kapsaminda bir¢ok kullanici da ¢esitli agilardan teknolojinin olumsuz etkileri ile karsilasabilmekte
ve bir¢cok agidan magduriyet yasayabilmektedir. Bu kapsamda da dijital saglik konusuna iliskin
toplumda teknoloji kullanim siiresine gore listenin baginda bulunan lise 6grencileri genellikle géz ve
bas agrisi, bel ve sirt agrisi, durus bozuklugu gibi fiziksel saglik sorunlar1 yasandigini belirtmistir. Bazi
Ogrenciler ise interneti ¢ok fazla kullanmaya bagli olarak ¢esitli psikolojik sorunlar da yasayabildiklerine
iliskin agiklamalarda bulunmuslardir. Bu dogrultuda O16 “Gézlerim aciyabiliyor cok kullandigim
zaman, daha fazla basim agriyor genelde. Mesela annem bilgisayar basinda ¢alistigi icin hani boyu
fitig1 tarzi seyler yasayabiliyor ya da onun ¢alistigi yerdekiler hakkinda ¢ok duyuyorum béyle seyler”
ve 019 “Ben interneti daha ¢ok bilgisayardan kullandigim zaman arkadaslarimla oyun oynuyorum. O
yiizden mesela sirt agrisi ya da ¢ok telefona baktigim icin parmagimda izler olusuyor” agiklamalar ile
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ogrenciler fiziksel saglik sorunlarma deginmistir. Ayrica, psikolojik olarak ise Ogrencilerin yine
bir¢ogunun uykusuzluk, kaygi, stres ve hatta bagimlilik tarzi sorunlar yasadiklar1 goriilmektedir.
Ornegin bunula ilgili olarak, O10 “Ya psikolojik olarak yasadim diyebilirim. Hi¢ bir sey
odaklanamiyordum. Siirekli aklimda bilgisayarla oynamak geliyordu. Coziim olarak ilgilenecek baska
bir sey, bilgisayardan baska bir sey. Disart ¢ikip gezmek arkadagslarimla takilmak daha iyi olurdu ki
onu da yapiyorum, ¢ok iyi geliyor mesela” ve 021 “Psikolojik olarak da kendimi bir tik bagiml
hissediyorum. Yani siirekli bir mesaj geldi mi diye kontrol etme geregi duyuyorum. Derslerde 40 dakika
boyunca telefona dokunamamak bile aslinda bir dert gibi bir sey. Ciinkii siirekli birilerinden bir bilgi
almaya calistyorsun. Siirekli bir baskalarimin hayatim merak ediyorsun.” Goriislerini paylagmustir.
Dijital teknolojilerin yogun kullanim1 sebebiyle yasanabilen fiziksel ve psikolojik saglik sorunlarimin
¢oziimiine yonelik katilimcilar birebir iletisim, aile bilinglendirilmesi, kisiye psikolojik destek
sunulmasi, kisileri bagka bir etkinlige yoneltme gibi ¢esitli 6nerilere vurgu yapmislardir.

TARTISMA VE SONUC

Lise dgrencilerinin dijital vatandasliga iliskin 6lgek puanlar1 kararsizim ve katilyyorum dizeyindedir.
Bu sonug, kavramin davranis ve yeterlik algilari agisindan nasil somutlagtigini gostermektedir. Dijital
vatandaglik kavrami degerlendirildiginde dijital diinyadaki glivenli, etik ve sorumlu davranislar1 ifade
etmektedir (Ribble, 2015). Bu baglamda arastirmanin bulgular1 degerlendirildiginde lise 6grencilerinin
dijital giivenlik, beceriler ve etik gibi kritik alanlarda kendilerini daha yeterli hissederken dijital iletigim,
dijital katilim, hak ve sorumluluklar gibi alanlarda kararsizlik yasadiklar1 seklinde yorumlanabilir. Buna
gore dijital konularla ilgili yeterlik alanlar1 sadece teknik boyutla degil, ayn1 zamanda sosyal ve etik
boyutlarla da desteklenmesi gerekmektedir. Buradan hareketle lise 6grencilerinin dijital vatandaglik
davramslarimi desteklemek ve gelistirmek i¢in kapsamli bir egitim programina ihtiya¢ oldugu ifade
edilebilir. Lise 6grencilerinin dijital hak ve sorumluluklar konusundaki diizeylerinin kararsiz olarak
belirlenmesi, onlarin dijital diinyadaki haklar ve yukiimliilikler konusunda istenilen diizeyde bir
anlayisa sahip olmadigini isaret etmektedir. Kararsizlik ayn1 zamanda lise 6grencilerinin bireysel veya
toplumsal diizeyde dijital ortamlar1 etkin kullanmalarini olumsuz etkileyebilir. Dijital vatandaslik dogasi
geregi bilgi tiikketimi olmayip, aktif katilim ve yaraticiligi igermektedir (Choi, 2016). Arastirma sonucu
ile dijital vatandashgin dogasi arasindaki fark dikkate alindiginda, Ozellikle dijital haklar ve
sorumluluklar ile ilgili farkindaligin arttirilmasina yonelik etkinliklerin 6nemli olacag ifade edilebilir.

Diger taraftan arastirmanin bulgulari1 Ribble (2011) ve Choi (2016) gibi alanyazindaki oncii
calismalar ile karsilastirildiginda kismen paralellik gosterdigi ifade edilebilir. Arastirmalar, dijital
giivenlik ve becerilerin iyi anlasildigini ancak dijital katilim ve haklar gibi daha soyut olan konularin
yeterince anlasilamadigini gostermistir. Bu ¢alismada da “kararsizim” diizeyinde ¢ikan alanlar dijital
vatandaslik farkindaliginin olusturulmasinda 6n plana ¢ikmasi gereken konular olarak karsimiza
¢ikmaktadir. Bununla birlikte aragtirmanin bazi bulgulari da olumlu agidan dikkat ¢ekmektedir.
Ornegin, lise 6grencilerinin dijital vatandasligin etik alanindaki olumlu gériisleri bu alana yonelik artan
bir farkindalik oldugunu gosterebilir. Bunun temelinde dijital diinyada etik davraniglar sergilemeye
yonelik etkinlikler ya da programlarin etkisi olabilir. Ancak dijital hak ve sorumluluklar konusundaki
kararsizlik seviyesi, dijital vatandaslik egitiminin bu 06zel alanlarda hala yetersiz oldugunu
gostermektedir.

Arastirma bulgular Tiirkiye’de yapilan ¢aligmalar cercevesinde de degerlendirilmistir. Kaya ve Imer
(2020) ile Kiymet ve Cakir (2023) tarafindan gergeklestirilen aragtirma sonuglar1 bu arastirma sonuglari
ile kismen benzerlik gostermektedir. Kaya ve imer (2020) calismalarinda lise dgrencilerinin vatandaslik
diizeylerinin genel olarak yliksek oldugunu ifade etmislerdir. Bu ¢alismada da dijital giivenlik, dijital
beceriler, dijital etik ve dijital ticaret boyutlarinda katiliyorum diizeyinde oldugu belirlenmistir. Yine
arastrma bulgular1 ile benzerlik gosteren bir baska c¢alisma da Kiymet ve Cakir (2023)’dir.
Arastirmacilar lise 6grencilerinin dijital beceriler ve dijital ticaret boyutlarinin puanlarmin daha yiiksek
oldugunu belirlemislerdir. Ote yandan, dijital iletisim, dijital haklar ve elestirel diisiinme gibi soyut
yapili boyutlarda dgrencilerin yiiksek diizeyde olmayip kararsizlik diizeyinde olmasi, dijital vatandaslik
ile ilgili olabilecek faaliyetlerin bu alanlarda yeterli olmadig ifade edilebilir.
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TUm bu sonuglar 6zetlenecek olursa dijital vatandaslik boyutlar1 6grencilerde homojen bir sekilde
gelismemis olup, her boyut farklilik gosterebilmektedir. Ornegin dijital giivenlik algilari katiliyorum
dizeyindedir. Bunu temelinde deneyimler yatabilir. Her birey giinliik hayatta interneti kullanirken sifre
koruma, kimlik avi farkindalig1 gibi gilivenlik sorunlartyla ugrasarak deneyim kazanmakta ve bu da
dijital giivenlik algilarmin daha fala olugmasina katki saglamaktadir. Bir diger dikkat ¢ekici durumda
dijital beceriler ve etik boyutlarinin diizeylerinin olumlu olmasidir. Bunun da bireysel kullanimlardaki
Ozgiiveni yansittigi ifade edilebilir. Ancak dijital haklar ve sorumluluklardaki diizeyin “kararsizlik’ta
olmasi, 6grencilerin soyut kavramlarda daha derin bir anlayis gelistirmekte zorlandig isaret etmektedir.
Bu bulgular yapilacak dijital vatandaglik egitimlerinin daha somut uygulamalar ilizerinden gitmesi
gerektigini gostermektedir.

Arastirmada lise 6grencilerinin dijital vatandaslik davranislaria yonelik yeterlik algilar cinsiyete
gore farklilagip farklilasmadigi da ele alinmigtir. Arastirma bulgulari kadin 6grencilerinin dijital
vatandaslhigin “dijital haklar ve sorumluluklar” ve “dijital ticaret” boyutlarinda “biiyiik etki” diizeyinde
erkek o6grencilere gore yiiksek algiya sahip oldugunu goéstermistir. Bu farkliliklarin olugmasi bu alanlar
ile temelinde toplumsal cinsiyet normlar1 ve kiiltiirel baglamlar arasinda iligkili olabilecegini isaret
etmektedir. Dijital vatandagligin ayn1 zamanda bireylerin dijital diinyada etik, gtivenli ve etkili bir
sekilde var olmalarim saglayan kritik bir yetkinlik (Ribble, 2011) oldugu diisiiniildiigiinde dijital
vatandasliga yonelik egitim programlarinin hazirlanirken cinsiyet farkliliklarinin da dikkate alinmasi
gerektigi ifade edilebilir. Sonuglarin toplumsal cinsiyet baglaminda incelenmesi 6n plana ¢ikmaktadir.
Ornegin kadin 6grencilerinin dijital ticaret, haklar ve sorumluluklar alaminda yiiksek farkindalig: dijital
diinyaya yonelik olarak onlarin daha ¢ok sosyal ve ekonomik boyutlara odaklandigin gostermektedir.
Erkekler ile aralarindaki bu anlamli fark yapilacak egitim programlarinda cinsiyeteler arasindaki esitligi
saglayacak sekilde tasarlanmasi gerektigini ortaya koymaktadir.

Bu bulgular mevcut alanyazinla kismen tutarhidir. Ornegin, Prasetiyo ve arkadaslari (2022)
Endonezyali 6grenciler arasmda cinsiyete bagli olarak dijital vatandashik diizeylerinde O6nemli
farkliliklar bulmus, kadin 6grencilerin genellikle giivenlik ve etik davranis konularinda dijital olarak
daha yetkin olduklarmi ortaya koymustur. Benzer sekilde, Daher ve digerleri (2022) 6gretmenlerle
yaptig1 ¢alismada cinsiyetin dijital vatandasligin tiim boyutlarin1 genel olarak etkilemedigini ifade
etmistir. Bununla birlikte 6gretmenlerin, kadin 6grencilerin gizlilik ve dijital etik konusunda daha
yiiksek farkindaliga sahip olduklarina yonelik inang oldugunu belirtmektedir. Kadinlarin “dijital haklar
ve sorumluluklar” ve “etik” gibi boyutlarda en iyi performansi gosterdigini ortaya koyan bu ¢alismanin
sonuclari, Choi'nin (2016) kadinlarin genellikle etik dijital davranis ve haklarin korunmasi konusunda
daha hassas oldugu iddiasiyla uyumludur. Bununla birlikte, “dijital ticaret” boyutunda, Onceki
arastirmalarla celisen bir durum mevcuttur. Ornegin, Akduman ve Karahan (2022) dijital ticarette
cinsiyete gore anlamli bir farklilik bulamamustir; dolayisiyla bu ¢alismadaki farkliliklar baglamsal ya da
kiiltiirel kaynakl olabilir. Ancak Kiymet ve Cakir (2023), bu calismada da oldugu gibi, dijital ticarette
kadinlar lehine anlamli fark bulurken; dijital ticarete destek olabilecek teknik konularla iligkili olan
dijital yeterlilikler anlamli fark bulmamustir. Bu tiir uyusumlarin temelinde muhtemelen egitim ve sosyal
baglamlarda dijital araglara erigim ve benzer bicimlerde maruz kalma durumlar1 yatmaktadir. Bu durum
giiniimiiz gengleri arasinda teknoloji ile ilgili becerilerin edinilmesinde benzer siireglerin oldugunu
gostermektedir. “dijital ticaret” alaninda lise kadin 6grencilerinin 6nemli 6lciide daha yiiksek yeterlilik
goOstermesi 6nemli ve ilging bir fark olarak goriilmektedir. Bu durum, dijital ticarette cinsiyete dayali
farkliliklar olmadigini bildiren Al-Abdullatif ve Gameil'in (2020) bulgulariyla celismekte, ancak
kadinlarin ¢evrimigi islemler sirasinda etik hususlara daha fazla katildigimi gosteren calismalarla
uyumludur (Prasetiyo vd., 2022). Ote yandan Alakus ve Goksu (2025) yaptiklar1 ¢alismada genel toplam
puanda kadin 6grencilerin dijital vatandaslik algilarimin erkeklerden farklilagtigini belirmislerdir. Cevik
Kansu ve Oksiiz (2019) Pre-Service Classroom Teachers ile yaptiklar1 calismada benzer sonuglar1 ifade
etmisledir. Ayrica, Cevik Kansu ve Oksiiz (2019) kadinlarin “dijital etik ve hukuk” ile “dijital saglk”
boyutlarinda algilarmin yiiksek oldugunu ifade etmislerdir.

Alanyazindaki paralel ve zit bulunan bu bulgular 15181nda, lise 6grencilerinin dijital vatandaglhik
algilarindaki cinsiyete gore farklilasmay1 bireysel diizeyde degil; kitlesel diizeyde degerlendirilip
cinsiyet farklilarm giderilmesi bir egitim ihtiyact olarak tanimlanabilir. bu ¢alisma da 6ne ¢ikan bir
sonug olarak kadin dgrencilerin “djjital ticaret” ve “dijital haklar ve sorumluluklar” alanlarindaki yiiksek
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farkindaliklar1 toplumsal normlar ve rollerin bir yansimas1 olabilir. Bu kapsamda dijital vatandaslik
egitim programlariin cinsiyet temelinde olusturulmasi gerekmektedir. Arastirmanin bir diger dikkat
ceken bulgusu “dijital giivenlik” ve “etik” konusunda erkeklerin diisiik farkindaliklaridir. Yani bu
konularda erkek Ogrenciler potansiyel risklere karsi ¢ok fazla hazirlikli degillerdir. Yine bu durum
cinsiyetler aras1 farklilig1 ortadan kaldiracak sekilde egitim programlarim olusturulmasinm gerektigini
gostertmektedir.

Aragtirmada dijital vatandaglik algilarmin lise 6grencilerinin sinif diizeyine nasil degistigidir. Elde
edilen sonuglar bu alginin sinif diizeyine gore nasil degistigi ve dolayisiyla da egitim programlarinin
hazirlanmasi konusunda 1gik tutmaktadir. Arastirma bulgular1 “dijital hak ve sorumluluk”, “dijital
giivenlik” ve “etik” gibi temel alalarda smif diizeylerine farkliklarin oldugu ortaya ¢gikarmaktadir. Bu
sonuclar, lise 6grencilerinin dijital vatandaslik algillarmin yas ve smif diizeyi ilerledik¢e degisen
ihtiyaglar ve deneyimlerle sekillendigin gostermektedir. Ozellikle daha ileriki smiflarda dijital
vatandaglik algisinin boyutlarinda anlamli artis da bu alana iligkin gelistirilecek egitim programlarinin
Ogrencilerin gelisim ve deneyimlerine gore kademeli bir sekilde tasarlanmasi gerektigini
gostermektedir. Ozellikle 12. smif 6grencilerinin bazi boyutlarda anlamli farklik gdstermesi dijital
diinyadaki deneyimlerinin daha ¢ok olduguna isaret edebilir. Bu baglamda olusturulacak egitim
programlarinda sinif temelli deneyimsel birikimlerin dikkate alinmas1 gerekmektedir.

Genel olarak degerlendirildiginde aragtirmanin bulgulari, lise 6grencilerinin dijital vatandaslikla ile
ilgili algilar1 sinif diizeyine gore farklilik gostermektedir. Bulgular Kiymet ve Cakir (2023)’{in ¢alismas1
ile kismen uyumludur. Arastirmacilar dijital hak ve sorumluluk boyutunda smif diizeyine gore
farkliliklar bulmus ancak dijital iletisim, dijital glivenlik ve etik boyutlarinda anlamli bir farklilik tespit
etmemislerdir. Bu arastirmada da dijital hak ve sorumluluk boyutunda 9. siniflar lehine farklilik
bulunmus, ancak dijital iletisimde anlamli bir fark tespit edilmemistir. Bu benzerlikten hareket ederek
dijital vatandaslik kavraminin bazi boyutlarinin daha soyut ve sinif diizeyleri arasinda benzer bir sekilde
algilandig ifade edilebilir. Ote yandan Kaya ve Imer (2020), bu ¢alismanin bulgulariyla da drtiismeyen,
smif diizeyine gore farkliliklarin olmadigini ifade etmislerdir. Bu farkli sonucun temelinde zaman farkli,
veri toplama araclari ve siiregleri ile 6rneklem 6zellikleri yatabilir.

Calismanin dikkat geken bir bulgusu da 6zellikle 12. smiflarin dijital beceriler ve dijital ticaret gibi
daha uygulamaya dayali boyutlarda ortalamalarinin anlamli derecede farkli olmasidir. Bunun temelinde
dijital diinyadaki deneyimlerinin sayisinin daha fazla olmasi olabilir. Yine ¢calismada dikkat ¢ceken bulgu
ise dijital hak ve sorumluluklar gibi konularda smif diizeyleri arasinda gozlemlenen farklardir. Bu
sonuclar lise donemindeki 6grencilerin bireylerin hak ve sorumluluk bilincini gelistirme siireclerinin
daha sistematik bir egitimle desteklenmesi gerektigini gostermektedir.

Kisaca smif diizeyindeki farklilarin sinif diizeyine paralel sekilde dijital diinyadaki etkilesimsel
deneyimlerine de bagl olabilir. Ogrenegin 12. Simf dgrencilerinin “dijital beceri” ve “dijital ticaret”
alanlarinda daha yiikse diizey de olmalar1 onlarin bu ortamlar1 daha sik kullanmalarindan
kaynaklanabilir. Bu da dijital vatandaglik algilarinin yasanan deneyimlere bagl olarak gelistigini
gostermektedir. Ote yanda da 9. siiflarin bazi boyutlarda daha yiiksek ortalamaya sahip olmalar1 dijital
dlinya konusunda daha istekli olduklarini gésterebilir. Bu da dijital vatandaslik konusunda daha erken
egitimin dnemini 6n plana ¢ikarmaktadir.

Bu calismada ayni zamanda ebeveynlerin egitim durumlarma gore lise Ogrencilerinin dijital
vatandaglik algilar1 da incelenmistir. Analizler annelerin egitim diizeylerine gore “dijital beceriler
boyutunda anlamli fark bulunmustur. Bu sonu¢ ebeveynlerin egitim diizeylerinin dijital becerilerin
gelismesinde etkisi olabilecegini gdstermektedir. Ozellikle yiiksek lisansa sahip annelerin gocuklarmin
dijital beceri algis1 daha yiiksek oldugu belirlenmistir. Bu durumun altinda daha fazla ve kaynakla
destekle yetisme yatabilmektedir. Ote yandan da dijital vatandasligin1 diger boyutlarinda anlamli fark
cikmamistir. Bu dijital vatandaglik egitiminde okul ortaminin aileden bagimsiz bir sekilde esit sekilde
verilmesinin 6nemini vurgulamaktadir. Bu cercevede anne egitim diizeyi dijital vatandaslik algisinin
direk belirleyicisi olmamakla birlikte 6nemli bir destekleyicisi olarak degerlendirilebilir. Alanyazinda
buna benzer ¢alismalar olmamakla birlikte Ata ve Yildirim (2019) 6gretmen adaylari ile benzer bir
caligma yapmis, ancak anne egitim diizeyine gore anlamli bir farklilik bulamamiglardir. Anne egitimine
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benzer sekilde bu diizeydeki 6grenciler igin babanin egitim diizeyi ile ilgili caligmalara alanyazinda
rastlanmamugtir.

9 e

Bu arastirmada “dijital iletisim”, “elestirel diisinme” ve “dijital giivenlik” boyutlarmda ve "djijital
vatandaglik toplam puanlarda” babanin egitim diizeyine bagli anlamli farkliliklar oldugu belirlenmistir.
Ozellikle “dijital iletisim”, “elestirel diisiinme” ve “dijital giivenlik” boyutlarinda ve "dijital vatandaslik
toplam puanlarda" iiniversite mezunu babalarin g¢ocuklarinin daha yiiksek algilara sahip oldugu
belirlenmistir. Bu lise 6grencilerinin dijital vatandashk algilarinda babalarin egitim diizeyinin etkili
oldugunu gostermektedir. Ote yandan hem anne hem babalarin egitim diizeyi ile ilgili yapilan
analizlerde diger boyutlarda anlamli farkliliklarin olmamasi egitim diizeyi ile ilgili bir genellemeye
gidilemeyeceginin gostergesidir. En yakin ¢aligma yine Ata ve Yildirim (2019) tarafindan 6gretmen
adaylan ile yapilmis olup s6z konusu aragtirmada babalar1 daha yiiksek egitim diizeyine sahip olan
Ogretmen adaylarinin, babalar1 daha diisiik egitim diizeyine sahip olan 6gretmen adaylarma gore dijital
vatandagliga iligskin daha olumlu ve daha yiiksek algilara sahip oldugu belirlenmistir.

Cahsmada lise Ogrencilerinin internette gegirdikleri zamana gore dijital vatandagslik algilarinin
degistigi belirlenmistir. Ozellikle “dijital iletisim”, “dijital haklar ve sorumluluklar” ve “dijital giivenlik”
gibi boyutlarda, giinde 2 saat internete baglanan 6grencilerin daha yiiksek yeterlik algilarina sahip
oldugu bulunmustur. Bu da, dijital vatandaslik algis1 ve dolayisiyla da davraniglarin niceliksel degil,
niteliksel internet kullanimi ile daha fazla baglantili oldugunu ortaya koymaktadir. Ote yandan bu
bulgular ¢ok az veya asir1 siire internette kalmanin dijital vatandaslik algilarini olumsuz
etkileyebilecegini de isaret etmektedir. Choi (2016), diizenli ve dengeli internet kullaniminin dijital
vatandaslik becerilerini gelistirdigini ifade etmektedir. “Dijital iletisim” ve “dijital giivenlik”
boyutlarindaki anlamli farklarla birlikte, baz1 boyutlarda (6rnegin, dijital ticaret ve dijital beceriler)
anlamli fark bulunmamasi gegirilen siireyle degil, ayn1 zamanda bireylerin ¢evrimi¢i deneyimlerinin
icerigiyle de iliskili olabilecegini gostermektedir. Dolayisiyla siire tek basina belirleyici bir etkiye sahip
olmamaktadir (Ribble, 2011).

Bu arastirmada lise Ogrencilerinin dijital vatandaslik algilar1 ayn1 zamanda nitel verilerle de
incelemistir. Yapilan goriismeler sonucunda lise 6grencilerinin dijital vatandaglik konusunda yeterli
farkindaliga sahip olmadig: ifade edilebilir. Nicel verilerde boyut ortalamalarinin yiiksek olmadigi da
goriilmektedir. Bu eksiklik, dijital okuryazarlik ve dijital etik gibi temel becerilerin lise 6grencilerinde
gelistirilmesini zorunlu kilmaktadir. Yine dijital ortamlarda bireylerin haklar1 ve sorumluluklarini
bilmeleri, sadece bireysel diizeyde degil, toplumsal diizeyde de bir farkindaligin temelini olusturacaktir.
Ozellikle, dijital etik ve dijital giivenlik konularindaki eksiklikler, siber zorbalik ve bilgi giivenligi gibi
sorunlarin dogmasina sebep olabilecektir. Bu da konunun sadece teknoloji kullanimi kadar basit
olmadigini; teknoloji kullaniminin etik, hukuk ve sorumluluk gibi bilesenleri de kapsamas1 gerektigini
gostermektedir.

ONERILER

Bu sonuglar, dijital vatandaslik egitimlerine yonelik yapilacak arastirmalar i¢in farkli degiskenler
baglaminda bir temel sunmaktadir. Ozellikle, farkli sosyo-ekonomik ve Kkiiltiirel baglamlarda
ogrencilerin dijital vatandashik davranislarinin nasil farklilik gosterdigi incelenebilir. Bu tiir
arastirmalar, dijital vatandaglik yeterliklerini gelistirmek i¢in daha etkili ve hedeflenmis stratejiler
gelistirilmesine katkida bulunabilir. Sonuglar egitim teknolojilerinin tasarimi ve uygulanmasinda da
yeni firsatlar sunmaktadir. Ogrencilerin dijital haklar, sorumluluklar ve katilim konularindaki
kararsizliklari, bu alanlarda daha etkilesimli ve 6grenci merkezli yontemlerin kullanilmasini gerektirir.
Bu, ozellikle ¢evrimici 6grenme platformlarinin tasariminda dikkate alinmasi gereken bir konudur.
Ayrica, farkl yas gruplarindaki 6grenciler arasinda dijital vatandaglik davraniglarinin nasil gelistigini
karsilastirmali olarak inceleyen boylamsal arastirmalar yapilabilir. Ozellikle, dijital vatandashik
egitiminin uzun vadeli etkileri ve Ogrencilerin gelecekteki dijital davranislari tizerindeki rolii
arastirilabilir.

Arastirmadan elde edilen bulgulara gore dijital vatandaghk arastirmalarmda sonuglar kiiltiirel
baglam ve toplumsal normlar iizerinden analiz etmek 6nemli goriilmektedir. Kadin dgrencilerin dijital
haklar ve ticarette daha yiiksek farkindalik gostermesi, onlarin sosyal olarak daha duyarli bireyler
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olduklarimi gosterebilir. Farkl iilkelerdeki lise 0grencileri arasinda benzer bir arastirma yapilarak,
cinsiyetin dijital vatandaglik tizerindeki etkisi evrensel mi yoksa yerel mi oldugu incelenebilir. Ayrica,
farkli yas gruplarinda dijital vatandaslik algilarindaki cinsiyet farkliliklarimi incelemek i¢in boylamsal
aragtirmalar da yapilabilir. Yine, cinsiyet farklarinin dijital vatandaslhk egitim programlarinin tasarimi
Uzerindeki etkisini deneysel olarak inceleyen calismalar yapilabilir. Ornegin, kadm ve erkek
ogrencilerin farkli boyutlardaki algilarimi dengelemek igin 6zel olarak tasarlanmis programlarin etkisi
arastirilabilir. Bunun yami sira, toplumsal cinsiyet rollerinin dijital vatandaslik tizerindeki etkisini
inceleyen nitel gahigmalar yapilabilir. Ozellikle, dgrencilerin dijital diinyadaki davranislarin etkileyen
kiiltiirel ve aile ile ilgili faktorler aragtirilabilir.

Smuf diizeylerine gore dijital vatandaslik algilarindaki degisimlerin uzun vadeli etkilerini inceleyen
boylamsal arastirmalar yapilabilir. Bu kapsamdaki boylamsal arastirmalar &grencilerin dijital
vatandaglik yeterliliklerinin zaman i¢inde nasil gelistigini anlamak agisindan onemli olabilir. Ayrica,
dijital vatandaglik egitim programlarinin sinif diizeylerine gore nasil uyarlanabilecegine iligkin deneysel
arastirmalar yapilabilir. Ornegin, 9. siiflara yonelik temel dijital vatandaslik egitimlerinin, 12. simiflara
yonelik daha gelismis egitimlerle nasil desteklenebilecegi arastirilabilir.

Arastirma sonuglari ¢ergevesinde ebeveynlerin dijital becerilerindeki artisin ¢ocuklarinin algilarina
nasil yansidigi arastirilabilir. Ozellikle arastirma sonuglarina gére babalarin egitim diizeyinin dijital
vatandaslik iizerindeki etkilerini daha ayrintili bir sekilde incelemek i¢in daha fazla arastirmalara ihtiyag
vardir. Son olarak, lise 6grencilerinin dijital vatandaslik algis1 ile internette gecirilen siire arasindaki
iliskinin daha iyi anlagilmasi i¢in daha fazla arastirmaya ihtiya¢ bulunmaktadir. Ayrica, sosyo-ekonomik
acidan diisiik ailelerin ¢ocuklarinin internet erisiminin dijital vatandashk algisin1 nasil etkiledigi
incelenebilir.
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Abstract

The leadership style and power dynamics exercised by school administrators play a significant role in shaping
teachers' motivation, performance, and job satisfaction. This study aims to examine the relationship between the
power sources used by school administrators and the quiet quitting behaviours exhibited by teachers. Since the
study investigates the relationship between variables, the relational survey model was adopted. The data were
obtained from a total of 379 teachers working in public primary and secondary schools in the central districts of
Mersin, Turkey. The Power Types Scale and the Quiet Quitting Scale were used as data collection tools. The
collected data were analysed using correlation analysis to determine the relationships between the variables and
multiple regression analysis to assess the predictive power of power sources on quiet quitting behaviours.
According to the analysis results, a significant negative relationship was found between personality/reward power
and teachers' quiet quitting behaviours, while a significant positive relationship was observed between
legitimate/coercive power and quiet quitting. Additionally, the study revealed that the types of power used by
school administrators have a predictive effect on teachers' quiet quitting behaviours. The results were discussed in
light of the literature and suggestions were made in this context.

Keywords: power types, quiet quitting, school administrators, teachers

INTRODUCTION

In educational institutions, the leadership style and power dynamics exercised by school
administrators play a crucial role in shaping teachers' work engagement, motivation, and overall job
satisfaction. The way power is wielded—whether through coercion, reward, legitimate authority, expert
influence, or referent power—can significantly impact teachers’ professional commitment and their
willingness to go beyond basic job responsibilities. In recent years, the phenomenon of quiet quitting,
where employees disengage emotionally and limit their efforts to the minimum job requirements, has
gained attention as a response to workplace dissatisfaction and burnout (Gilig et al., 2025).
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This study explores the association between different types of power exercised by school
administrators and quiet quitting behaviours among teachers. Specifically, it examines how personality
(expert and referent), reward, legitimate and coercive power influence teachers' attitudes toward their
work, potentially fostering or mitigating quiet quitting tendencies. Understanding this relationship is
essential for developing effective leadership strategies that foster teacher engagement, well-being, and
long-term commitment to the profession.

The Relationship Between Power Types of School Administrators and Quiet Quitting
Behaviours of Teachers

The leadership styles and power dynamics of school administrators significantly influence teacher
motivation, engagement, and job performance (Blase & Blase, 2002). When administrators exercise
power in ways that teachers perceive as supportive and empowering, it fosters engagement and
professional commitment. Conversely, when power is perceived as coercive or unfair, it may contribute
to quiet quitting, where teachers are likely to be exposed to mobbing behaviours (Peker et al., 2018) and
thus disengage emotionally and perform only the bare minimum required by their roles (Karakose et al.,
2022). This phenomenon can negatively affect educational quality and student outcomes. Therefore, it
is important to explain the types of power used by school administrators in more detail.

Types of Power and Their Influence on Quiet Quitting

French and Raven’s (1959) power taxonomy categorizes power into five types: expert, referent,
reward, legitimate and coercive power. These different forms of power impact teachers' behaviors and
attitudes toward their work in various ways.

1. Expert Power

Expert power is based on an administrator’s knowledge, skills, and expertise (Bolman & Deal, 2017).
School leaders who demonstrate strong pedagogical knowledge and problem-solving abilities are more
likely to gain teachers’ respect and trust. When teachers perceive their leaders as knowledgeable and
competent, they are more likely to stay engaged and committed to their roles (Leithwood et al., 2020).
Conversely, if administrators lack expertise or fail to provide meaningful instructional leadership,
teachers may become disengaged and limit their professional efforts (Blase & Blase, 2002). In addition,
it is evidently difficult to convince teachers of the need for change in schools where effective educational
leadership is not observed (Inandi et al., 2016).

2. Referent Power

Referent power stems from personal relationships, charisma, and the ability to inspire others (French
& Raven, 1959). Administrators who are approachable, supportive, and empathetic foster strong
relationships with teachers, which can enhance job satisfaction and commitment (Podsakoff et al., 1996).
Teachers who feel valued and respected are more likely to remain engaged and go beyond the minimum
requirements of their job (Fullan, 2014). However, a lack of referent power—when administrators are
distant, unsupportive, or unapproachable—can lead to emotional disengagement and quiet quitting
behaviors (Pietsch & Tulowitzki, 2017).

3. Reward Power

Reward power is the ability to offer incentives such as salary increases, promotions, recognition, or
professional development opportunities (Hoy & Miskel, 2013). When used fairly, it can enhance teacher
motivation and engagement. However, if teachers perceive that rewards are distributed inconsistently or
based on favoritism, they may disengage and reduce extra effort (Karakose et al., 2022). Thus, reward
power can either mitigate or reinforce quiet quitting, depending on its implementation.

4. Legitimate Power

Legitimate power comes from an administrator’s formal position and authority (French & Raven,
1959). While teachers typically acknowledge the legitimacy of school leaders, its effectiveness in
preventing quiet quitting depends on how it is exercised. Administrators who use their authority to foster
collaboration, support teacher autonomy, and create a positive work environment can enhance
engagement (Fullan, 2014). However, when legitimate power is exercised rigidly or bureaucratically,
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teachers may feel dissatisfaction (Tatar et al., 2024), micromanaged (Peker et al., 2018) and ultimately
disengage from their work (Tschannen-Moran, 2009).

5. Coercive Power

Coercive power is based on fear, punishment, or negative consequences (Hersey et al., 2001). When
school administrators use coercion—such as threats of job loss, negative performance evaluations, or
punitive measures—teachers may feel demotivated and undervalued (Tschannen-Moran, 2009). This
can lead to emotional withdrawal and quiet quitting as teachers seek to protect their mental well-being
by minimizing their discretionary efforts. Research suggests that coercive power leads to lower job
satisfaction and higher turnover intentions among educators (Pietsch & Tulowitzki, 2017).

In conclusion, the way school administrators exercise power directly influences teachers’ work
engagement and the likelihood of quiet quitting. Coercive and bureaucratic legitimate power can
increase disengagement, while expert and referent power can foster commitment and reduce quiet
quitting. Reward power has a complex effect, depending on its fairness and implementation.
Understanding these power dynamics is essential for fostering a supportive school culture that
encourages teacher engagement, job satisfaction, and long-term professional commitment.

The rationale for investigating the relationship between school administrators' power types and
teachers' "quiet quitting" behaviours is grounded in understanding how leadership styles influence
teacher engagement and performance. While democratic, who involve subordinates in decision-making,
often foster higher job satisfaction and productivity. In contrast, authoritative leadership can lead to
disengagement among staff (Inandi et al., 2013). Leadership styles that empower teachers and
acknowledge their contributions can enhance motivation and job satisfaction, reducing the likelihood of
"quiet quitting." Furthermore, excessive administrative tasks and lack of support from leadership
contribute to teacher burnout (Aksanaklu & Inandi, 2018). Exploring these factors provides insights into
how different power dynamics within school administration affect teacher engagement, potentially
leading to "quiet quitting™ behaviours.

In the light of the literature review above, this study mainly aims to explore the association between
school administrators’ power types and teachers’ quiet quitting behaviours as well as to unveil the
predictive power of the former variable on the latter. In this context, the research questions are formed
as follows:

1. Do the school administrators’ power types significantly correlate with teachers’ quiet quitting
behaviours?

2. Do the school administrators’ power types significantly predict teachers’ quiet quitting
behaviours?

METHOD
Research Model

This study adopted general survey model of quantitative research design. According to Creswell and
Creswell (2018), the general survey model is a research approach that aims to describe a situation as it
exists in a population or sample at a given time, typically using data collection techniques such as
questionnaires, interviews, or observations. This study is to explore school administrators’ power
sources and teachers’ quiet quitting behaviours. It is also a relational study since it aims to reveal the
link between power sources and quiet quitting. Blyiikoztiirk et al. (2016) define the relational survey
model as a research method used to determine the degree and direction of relationships between two or
more variables in a given population.

Study Group

The population consists of 13381 teachers in all public schools in central districts (Akdeniz, Toroslar,
Yenisehir and Mezitli) of Mersin. There are 379 teachers (195 female and 184 male) in the sample
formed by unproportional sampling. According to a well-established sampling formula by Cochran
(1977) for such larger populations, the recommended sample size is 372 for a 95% confidence level,
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meaning that a sample of 379 exceeds this recommendation and is statistically valid. Detailed
information about the sample is given in Table 1:

Table 1. Distribution of teachers by gender and seniority

N %
Female 195 51,4
Gender Male 184 48,6
Total 379 100
0-5 year 21 55
6-10 year 34 9
Seniority 11-15 year 49 13
16-20 year 78 21
21 year or over 197 51,5
Total 379 100

As seen in Table 1, the study group consists of 195 female teachers (51,4%) and 184 male teachers
(48,6%). In terms of seniority, 5,5% of the study group gather in 0-5 years of seniority while 9% in 6-
10 years, 13% in 11-15 years, 21% in 16-20 years and 51,5% in 21 years and over.

Instruments

The data collection tool consists of three sections. The first section includes personal information
(gender and seniority), the second section includes the Power Type Scale (Kosar, 2008), and the third
section includes the Quiet Quitting Scale (Yiicedaglar et al., 2024).

Power Type Scale: It cosists of 33 items and four factors: personality power (15 items), reward power
(7 items), legitimate power (7 items) and coercive power (4 items). For the reliability of the scale, Kosar
(2008) calculated Cronbach alpha coefficient for the factors .98, .92, .86 and .81 respetively. Total
variance explained by the scale is 71.46%. The Cronbach alpha coefficients for this study were found
as .98 for personality power, .93 for reward power, .82 for legitimate power and .79 for coercive power
while it is .90 for the overall scale.

Quiet Quitting Scale: It cosists of 17 items and three factors: work-related performance (7 items),
indifference towards school (6 items) and work-related depersonalization (4 items). For the reliability
of the scale, Yiicedaglar et al. (2024) calculated Cronbach alpha coefficient for the factors .85, .83 and
.74 respetively. Total variance explained by the scale is 58.64%. The Cronbach alpha coefficients for
this study were found as .77 for work-related performance, .78 for indifference towards school, and .56
for work-related depersonalization while it is .86 for the overall scale.

Data Analysis

The obtained data was first tested for normal distribution. Fort his, seventeen observations exhibiting
extreme values were excluded from the analysis, ensuring a more accurate representation of the
underlying population. The kurtosis and skewness coefficients of the remaining data were within the
range of +3 and -3, further suggesting a normal distribution. Additionally, examination of the Q-Q plot
reveals that the majority of data points closely align with the reference line, confirming that the data
distribution is consistent with normality. Thus, it can be concluded that the data is normally distributed,
making it appropriate for subsequent parametric analyses.

Later on, correlation analysis was conducted to reveal the association between power types of school
administrators and quiet quitting behaviours of teachers. Lastly, multiple regression analysis was
employed to reveal the predictive power of school administrators’ power types on teachers’ quiet
quitting behaviours. In this study, .05 and .01 significance level were taken into consideration.

RESULTS

The results about the correlation between school administrators’ power types and teachers’ quiet
quitting behaviours are given in Table 2.
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Table 2. Correlation analysis about the relationship between power types and quiet quitting

1 2 3 4 5 6 7 M Sd
Personality 1 373 P
power
Reward power  ,829** 1 403 83
Legitimate - -
power 3o7xx  g3grx L 251 76
Coercive power é23** éoo** 548** 1 1,66 76
Work-related - -
performance 304xx  pagex 1442047 138 48
Indifference - - -, . N
towards school a69%*  aggex 233 331 549 1 151 56
Work-related - - N N -
depersonalization ~ ,194**  201** 135% 105 o717 510 1 163 63
**
p<0,01
* p<0,05

Correlation analysis results show that personality and reward power of school administrators have a
significant and negative relationship with all sub-factors of teachers’ quiet quitting (p<.01) while
legitimate and coercive power types are significantly and positively associated with sub-factors of
quitting (except for the relationship between coercive power and work-related depersonalization). In
other words, when school administrators prefer to exert personality or reward power, the teachers tend
more to avoid quitting behaviours. However, as the school administrators use legitimate or coercive
power, teachers’ quiet quitting behaviours also increase.

The results about the predictive power of school administrators’ power types on teachers’ quiet
quitting behaviours are given in Table 3.

Table 3. Multiple regression analysis for prediction of power types on quiet quitting

Quiet Quitting Work-related performance Indlffsegﬁggle towards demﬁ%ﬂ;g;‘?}gg
Variable B SE [ T B SE [ T B SE B T
Constant 1773 214 8,298 2,680 226 11,833 2,228 286 7,794

Personality power  -163 047 -333 -3469 -115 050 -201 -2310 -072 063 -112  -1,139
Reward power 033 055 057 ,604 -210 ,058 -309 -3635 -103 ,073 135  -1,405
Legitimate power 034 039 053 867 057 041 077 1,370 093 052 111 1,769
Coercive power ,001 048 001 ,015 -016  ,051 -022  -326 -088 064 107  -1,383
R=,309 R2=,096 R=,506 R2=,256 R=,229 R2=,053
F4=9,018 F4=29,315 F4)=4,735
p<.01 p<.01 p<.01

Work-related performance: Teachers” work-related performance, one of the sub-factors of quiet
quitting, shows a significant relationship with school administrators’ power types (R=,309; R?=,096;
p<.01). All of the sub-factors of power types explain 9,6% of variance in work-related performance.
Regarding the standardized regression coefficient (), relative significance of predictor variables for
work-related performance is sequenced as personality power, reward power, legitimate power and
coercive power.

Indifference towards school: Teachers’ indifference towards school, another sub-factor of quiet
quitting, shows a remarkable and significant relationship with school administrators’ power types
(R=,506; R®=,256; p<.01). All of the sub-factors of power types explain 25,6% of variance in
indifference towards school. Regarding the standardized regression coefficient (), relative significance
of predictor variables for indifference towards school is sequenced as reward power, personality power,
legitimate power and coercive power.
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Work-related depersonalization: Teachers’ work-related depersonalization, the last sub-factor of
quiet quitting, denotes a significant relationship with school administrators’ power types (R=,229;
R?=,053; p<.01). All of the sub-factors of power types explain 5,3% of variance in work-related
depersonalization. Regarding the standardized regression coefficient (), relative significance of
predictor variables for work-related depersonalization is sequenced as reward power, personality power,
legitimate power and coercive power.

DISCUSSION and CONCLUSION

This study examines the relationship between the power sources used by school principals and the
quiet quitting behaviours of teachers. The findings indicate that the way school principals exercise power
is significantly associated with teachers' motivation, job satisfaction, and organizational commitment
(Podsakoff et al., 2006; Yukl, 2013).

The results of the study reveal that personality power and reward power is negatively and remarkably
correlated with quiet quitting behaviours of teachers, especially with their indifference towards school.
As school administrators exercise personality or reward power more, the attitudes of teaches towards
school are considerably influenced in a positive way. These power types are also found to be more
predictive on teachers’ indifference towards school than other sub-factors of quiet quitting. Therefore,
personality traits of school administrators play a crucial role in how they exercise power and influence
their staff. Administrators with traits such as emotional intelligence, openness, and conscientiousness
tend to build positive relationships with teachers, fostering a more supportive and engaging work
environment (Goleman, 1998; Judge et al., 2002). These traits enable leaders to use their power
constructively, minimizing stress and dissatisfaction among teachers and reducing the likelihood of quiet
quitting.

In addition, reward power, which involves the ability to provide benefits such as recognition,
promotions, and incentives, also significantly impacts teacher engagement and motivation. When school
administrators effectively use reward power, teachers feel valued and acknowledged for their
contributions, increasing their commitment to the organization and decreasing disengagement
behaviours (Podsakoff et al., 2006). Also being fair in rewarding teachers will contribute to teachers’
commitment to their school (Demir & Inandi, 2022). However, if rewards are perceived as unfairly
distributed or used manipulatively, they may lead to resentment, disengagement, and ultimately
contribute to quiet quitting behaviours (Deci & Ryan, 2000). Thus, a balance between personality-driven
leadership and fair reward distribution is essential for mitigating quiet quitting. Administrators who
align their reward system with intrinsic and extrinsic motivational factors can create a workplace that
fosters teacher commitment and reduces the likelihood of quiet quitting behaviours (Bass & Riggio,
2006).

On the other hand, legitimate and coercive power of school administrators are positively linked with
quiet quitting behaviours. Especially when coercive power is exercised over teachers, their inclination
toward quiet quitting increases. The excessive use of coercive power negatively affects job satisfaction,
increasing teachers' disengagement and quiet quitting behaviours (Kim & Beehr, 2020). Particularly in
schools where autocratic leadership associated with coercive power is prevalent, teachers feel lower job
satisfaction, organizational justice and trust (Tatar et al., 2024). Also, teachers tend to develop
organizational cynicism behaviours when principals employ coercive power under autocratic leadership
(Inandi1 & Gilig, 2021). These findings align with previous research, highlighting the importance of
teachers' perceptions of psychological safety in the workplace (Edmondson, 1999). Teachers’ quiet
quitting behaviours are closely linked to the psychological environment in their workplace, leadership
style, and interactions with administrators. The power exercised by school administrators extends
beyond influencing teachers' work performance; it significantly shapes the overall school environment
and culture. The way administrators use their authority affects the relationships among staff, students,
and the broader school community, ultimately shaping the school’s climate (Hoy & Miskel, 2013). A
supportive and empowering leadership style fosters collaboration, trust, and a sense of belonging, which
enhances overall school life (Leithwood & Jantzi, 2005). The results suggest that school principals who
demonstrate charismatic leadership and supportive communication can prevent teachers from
disengaging from their roles (Northouse, 2018).
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When power is used effectively, it contributes to a positive school atmosphere where teachers feel
respected, valued, and engaged in decision-making processes. This, in turn, leads to increased job
satisfaction, lower stress levels, and a more harmonious working environment. Conversely, if
administrators employ coercive or authoritarian power, it can create a toxic atmosphere characterized
by fear, disengagement, and resistance (Bass & Avolio, 1994). In such environments, even if teachers
fulfil their responsibilities, the overall morale and sense of community may deteriorate, affecting
students' learning experiences and the reputation of the institution.

Rather than directly impacting job performance alone, the power dynamics within schools influence
the collective identity and emotional well-being of educators, students, and parents. An administrator’s
ability to cultivate a positive school culture is therefore crucial in preventing quiet quitting, as a
supportive and engaging school life encourages teachers to remain committed beyond their formal job
descriptions (Fullan, 2014).

In conclusion, this study unveils the negative correlation between personality/reward power and quiet
quitting as well as the positive correlation between legitimate/coercive power and quiet quitting. It also
reveals the predictive value of the power types used by school administrators, especially personality and
reward power, on teachers' quiet quitting behaviours, particularly on their indifference towards school.
The effective leadership practices of school principals and the fair distribution of power contribute to
increasing teachers’ engagement and reducing their tendency toward quiet quitting.

SUGGESTIONS

Based on these results, it can be suggested for researchers that factors strengthening or weakening
the relationship between power types and quiet quitting can be investigated. Also mediating role of such
variables as intrinsic motivation or job satisfaction could be explored in this relationship. From an
educational policy perspective, promoting leadership and management training programs for school
administrators is crucial. School leaders must adopt a more conscious approach to power usage and
create a supportive work environment for teachers. This approach can help establish a healthier and
more productive working environment in educational institutions.
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Ozet

Okul yoneticilerinin uyguladigi liderlik tarz1 ve gili¢ dinamikleri, 6gretmenlerin motivasyonunu, performansini ve
is doyumunu sekillendirmede 6nemli bir rol oynamaktadir. Bu ¢aligma ile okul yoneticilerinin kullandiklar1 gii¢
kaynaklar1 ile Ogretmenlerin sergiledikleri sessiz istifa davraniglar1 arasindaki iliskinin ortaya konulmasi
amagclanmaktadir. Caligmada degiskenler arasindaki iliski incelendigi i¢in iliskisel tarama modeli tercih edilmistir.
Calismanin verileri Mersin ili merkez ilgelerindeki kamu ilkokul ve ortaokullarinda gérev yapan toplam 379
ogretmenden elde edilmistir. Verilerin toplanmasinda Gii¢ Kaynaklar1 Olgegi ve Ogretmenlerde Sessiz Istifa
Olgegi’nden yararlanilmistir. Elde edilen veriler, arastirmaya konu olan degiskenler arasmdaki iliskiyi tespit etmek
icin korelasyon analizine ve gii¢ kaynaklarinin sessiz istifa davranislarin1 yordama giiciinii hesaplamak i¢in ¢oklu
regresyon analizine tabi tutulmustur. Analiz sonuglarina gore okul yoneticilerinin kullandiklar1 gii¢ tiirlerinden
kisilik ve 6diil giicii ile 6gretmenlerin sessiz istifa davraniglar: arasinda negatif yonde anlamli bir iligki bulunurken
yasal ve zorlayici gii¢ ile sessiz istifa arasinda pozitif yonde anlamli bir iliski yer almaktadir. Ayrica okul
yoneticilerinin kullandiklart gii¢ tiirlerinin 6gretmenlerin sessiz istifa davraniglar iizerinde yordayici bir giicii
bulunmaktadir. Bu bulgular, alanyazina dayanarak tartigilmis ve bu baglamda 6nerilerde bulunulmustur.

Anahtar Kelimeler: gii¢ kaynaklari, sessiz istifa, okul yoneticileri, §gretmenler

GIRIS

Egitim kurumlarinda, okul ydneticilerinin benimsedigi liderlik tarzi ve giic dinamikleri,
Ogretmenlerin islerine olan bagliliklarmi, motivasyonlarmi ve genel i doyumlarim 6nemli dlglide
etkilemektedir. Giiciin kullanimi—zorlayici, ddiillendirici, mesru otorite, uzmanlik etkisi veya referans
glcl yoluyla olsun—ogretmenlerin ise baghligim ve temel is sorumluluklarinin Gtesine gegme
istekliligini biiyiik 6l¢iide sekillendirebilir. Son yillarda, ¢alisanlarin duygusal olarak islerinden koparak


mailto:fgilic@yahoo.com

107

yalnizca minimum is gerekliliklerini yerine getirdigi sessiz istifa olgusu, is tatminsizligi ve tiikenmislige
bir tepki olarak dikkat ¢ekmektedir (Gilig et al., 2025).

Bu ¢alisma, okul yoneticileri tarafindan kullanilan farkl giic tiirleri ile 6gretmenlerin sessiz istifa
davranislar1 arasindaki iliskiyi incelemektedir. Ozellikle kisilik, &diil, yasal ve zorlayici giiciin
ogretmenlerin islerine yonelik tutumlarinmi nasil etkiledigi ve sessiz istifa egilimlerini artirip
azaltabilecegi arastirilmaktadir. Bu iliskinin anlasilmasi, 6gretmen bagliligini, iyi olus diizeyini ve
meslege uzun vadeli bagliligini tegvik eden etkili liderlik stratejilerinin gelistirilmesi agisindan kritik
Oneme sahiptir.

Okul Yoneticilerinin Giic Tiirleri ile Ogretmenlerin Sessiz istifa Davramslar Arasindaki Iliski

Okul yoneticilerinin liderlik tarzlar1 ve gili¢ dinamikleri, 6gretmen motivasyonu, baglhligt ve is
performansi ilizerinde dnemli bir etkiye sahiptir (Blase & Blase, 2002). Yoneticiler, dgretmenler
tarafindan destekleyici ve giiclendirici olarak algillanan bir gilic kullamim sergilediklerinde,
Ogretmenlerin islerine olan bagliliklari ve mesleki adanmigliklar1 artabilmektedir. Ancak, gii¢
kullaniminin zorlayici ya da adaletsiz oldugu durumlarda, 6gretmenlerin mobbing davraniglarina maruz
kalma olasiligr artar (Peker et al., 2018) ve dolayisiyla duygusal olarak islerinden kopabilir ve yalnizca
asgari diizeyde ¢aba gostermeye baslayabilirler (Karakose vd., 2022). Bu durum egitim kalitesini ve
Ogrenci basarisint olumsuz yonde etkileyebilir. Bu nedenle okul yoneticilerinin kullandiklar1 gii¢
tiirlerinin daha ayrintili bir sekilde agiklanmasi1 énemlidir.

Giic Tiirleri ve Sessiz Istifa Uzerindeki Etkileri

French ve Raven’in (1959) gii¢ taksonomisi, giicii bes kategoriye ayirmaktadir: uzmanlik, referans,
odiillendirme, mesru ve zorlayici giic. Bu farkli gii¢ tiirleri, 6gretmenlerin islerine karsi sergiledikleri
tutum ve davranislar1 farkli sekillerde etkileyebilir.

1. Uzmanlik Giicii

Uzmanlik giicii, bir yoneticinin bilgi, beceri ve uzmanligina dayanmaktadir (Bolman & Deal, 2017).
Giglii pedagojik bilgiye ve problem ¢ézme yetenegine sahip okul yoneticilerinin, &gretmenlerin
saygisini ve giivenini kazanma olasihg1 daha yiiksektir. Ogretmenler, yoneticilerini bilgili ve yetkin
olarak algiladiklarinda islerine daha bagli ve motive olurlar (Leithwood vd., 2020). Ancak yoneticilerin
uzmanlik eksikligi veya etkili egitim liderligi saglayamamalari durumunda, 6gretmenler islerinden
kopabilir ve mesleki ¢abalarini en aza indirebilirler (Blase & Blase, 2002). Ayrica etkili egitim
liderliginin gézlenmedigi okullarda, 6gretmenlerin degisim ihtiyacina ikna edilmesinin gii¢ oldugu da
ortaya konmustur (inand1 ve digerleri, 2016).

2. Referans Gicl

Referans giicii, kisisel iliskiler, karizma ve baskalarini etkileme yeteneginden kaynaklanir (French &
Raven, 1959). iletisim kurulabilen, destekleyici ve empatik yoneticiler, dgretmenlerle giiclii iliskiler
kurarak i doyumunu ve baglilig1 artirabilirler (Podsakoff vd., 1996). Kendini degerli ve saygideger
hisseden Ogretmenler, islerine daha fazla bagh kalma ve gorevlerinin Gtesine ge¢me egilimindedir
(Fullan, 2014). Ancak referans giictiniin eksikligi—yani yoneticilerin mesafeli, destekleyici olmayan
veya ulasilmaz olmasi—duygusal kopusa ve sessiz istifa davranislarina yol agabilir (Pietsch &
Tulowitzki, 2017).

3. Odullendirme Giicl

Odiillendirme giicii, maas artislari, terfiler, takdir veya mesleki gelisim firsatlar1 gibi tesvikler sunma
yetenegini ifade eder (Hoy & Miskel, 2013). Adil bir sekilde kullanildiginda, 6gretmen motivasyonunu
ve bagliligin artirabilir. Ancak, 6gretmenler odiillerin adaletsiz veya kayirmaci bir sekilde dagitildigin
dusiindiiklerinde islerinden koparak fazla gaba gdstermeyi birakabilirler (Karakose vd., 2022). Bu
nedenle, ddiillendirme giicii, uygulanis bicimine bagh olarak sessiz istifay1 azaltabilir ya da artirabilir.

4. Yasal Gig

Mesru giic, yoneticinin resmi yetkisine ve otoritesine dayanir (French & Raven, 1959). Ogretmenler
genellikle okul liderlerinin mesruiyetini kabul etse de, bunun sessiz istifay1 onleme etkisi kullanim
sekline baglhidir. Yoneticiler, yetkilerini is birligini tesvik etmek, 6gretmenlerin 6zerkligini desteklemek
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ve olumlu bir ¢aligma ortam olusturmak i¢in kullandiklarinda, 6gretmenlerin islerine olan bagliliklarini
artirabilirler (Fullan, 2014). Ancak mesru giiciin kat1 ve biirokratik bir sekilde uygulanmasi durumunda,
Ogretmenler is tatminsizligi yasayabilir (Tatar ve digerleri, 2024) kendilerini bask: altinda hissedebilir
(Peker ve digerleri, 2018) ve islerinden kopabilirler (Tschannen-Moran, 2009).

5. Zorlayict Gii¢

Zorlayic1 giig, korku, cezalandirma veya olumsuz sonuglar iizerine kuruludur (Hersey vd., 2001).
Okul yoneticileri isten ¢ikarma tehdidi, olumsuz performans degerlendirmeleri veya cezai dnlemler gibi
yontemler kullandiginda, Ogretmenler motivasyonlarim kaybedebilir ve kendilerini degersiz
hissedebilirler (Tschannen-Moran, 2009). Bu durum, 6gretmenlerin ruh sagliklarini korumak igin
islerinden duygusal olarak kopmalarina ve ¢abalarini en aza indirmelerine neden olabilir. Arastirmalar,
zorlayici giiciin diisiik is tatmini ve yiiksek isten ayrilma niyetiyle iliskili oldugunu goéstermektedir
(Pietsch & Tulowitzki, 2017).

Sonug olarak, okul yo6neticilerinin gic¢ kullanma bigimi, 6gretmenlerin islerine bagliligim ve sessiz
istifa olasiligin1 dogrudan etkilemektedir. Zorlayici ve yasal giig, 6gretmenlerin iglerinden kopmasina
neden olurken; uzmanlik ve referans giicii, baglilig1 artirarak sessiz istifay1 azaltabilir. Odiillendirme
glicii ise, adaletli uygulanmasina bagli olarak hem olumlu hem de olumsuz etkiler yaratabilir. Bu gii¢
dinamiklerinin anlagilmasi, 6gretmen baghligini, is tatminini ve uzun vadeli mesleki baglihig: tesvik
eden destekleyici bir okul kiiltiirii olusturmak agisindan kritik 6neme sahiptir.

Okul yoneticilerinin giig tiirleri ile 6gretmenlerin "sessiz istifa" davramslari arasindaki iligkinin
arastirilmasmin gerekgesi, liderlik tarzlarinin &gretmenlerin katilimini ve performansini nasil
etkiledigini anlamaya dayanmaktadir. Demokratik liderlik, astlarini karar alma siireclerine dahil eden
bir yaklasim sergileyerek genellikle daha yiiksek is doyumu ve verimliligi tesvik eder. Buna karsilik,
otoriter liderlik, personel arasinda ilgisizlige ve motivasyon kaybina yol agabilir (Inand1 ve digerleri,
2013). Ogretmenleri giiglendiren ve katkilarini takdir eden liderlik tarzlari, motivasyonu ve is tatminini
artirarak "sessiz istifa" olasiligin1 azaltabilir. Ayrica, okul yonetimi tarafindan ¢ok fazla is talep edilmesi
faktorlerin incelenmesi, okul yonetimindeki farkli gii¢ dinamiklerinin 6gretmenlerin katilimini nasil
etkiledigine dair iggoriiler saglayarak "sessiz istifa" davramiglarma yol agabilecek durumlari ortaya
koyabilir.

Arastirma Sorulari

1. Okul yoneticilerinin kullandiklar giic tiirleri ile 6gretmenlerin sessiz istifa davranislar1 arasinda
anlamli bir iliski var midir?

2. Okul yoneticilerinin kullandiklar gii¢ tiirleri, 6gretmenlerin sessiz istifa davraniglarii anlamli
bir sekilde yordamakta midir?

YONTEM

Arastirma Modeli

Bu c¢alismada, nicel arastirma yontemlerinden genel tarama modeli benimsenmistir. Creswell ve
Creswell’e (2018) gore, genel tarama modeli, belirli bir zamanda bir toplumda veya 6rneklemde mevcut
olan bir durumu betimlemeyi amaclayan bir arastirma yaklagimidir. Genellikle Slgekler, anketler,
miilakatlar veya gozlem gibi veri toplama teknikleri kullanilir. Bu ¢alisma, okul yoneticilerinin giig
kaynaklari ile 6gretmenlerin sessiz istifa davranislarini incelemeyi amaglamaktadir. Ayni zamanda, giic
kaynaklari ile sessiz istifa arasindaki iligkiyi ortaya ¢ikarmaya yonelik olmasi nedeniyle iliskisel bir
calismadir. Biiyiikoztiirk ve digerleri (2016), iliskisel tarama modelini, bir evrendeki iki veya daha fazla
degisken arasindaki iligkinin yoniinii ve derecesini belirlemek i¢in kullanilan bir arastirma yontemi
olarak tanimlamaktadir.

Calisma Grubu

Arastirmanin evrenini, Mersin ilinin merkezi il¢elerinde (Akdeniz, Toroslar, Yenigehir ve Mezitli)
bulunan devlet okullarmdaki toplam 13.381 6gretmen olusturmaktadir. Oransiz drnekleme yontemiyle
olusturulan 6rneklemde 379 6gretmen (195 kadin ve 184 erkek) yer almaktadir. Cochran’in (1977)
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biiytik evrenlerler i¢in gelistirdigi glivenilir 6rneklem hesaplama formiliine gore, %95 glven diizeyi
i¢in Onerilen minimum 6rneklem biiyiikliigii 372°dir. Bu baglamda, 379 kisilik 6rneklem 6nerilen sinirim
lizerinde olup istatistiksel olarak gecerlidir. Ornekleme iliskin ayrmtili bilgiler Tablo 1°de
sunulmaktadir:

Tablo 1. Ogretmenlerin cinsiyet ve kidem degiskenine gore dagilimi

N %
Kadin 195 51,4
Cinsiyet Erkek 184 48,6
Toplam 379 100

0-5 y1l 21 55

6-10 yil 34 9

11-15 yil 49 13

Kidem 16-20 yil 78 21
21 y1l ve iistii 197 51,5
Toplam 379 100

Tablo 1°de goriildiigii lizere, ¢alisma grubunda 195 kadin 6gretmen (%51,4) ve 184 erkek 6gretmen
(%48,6) yer almaktadir. Kidem agisindan degerlendirildiginde, ¢alisma grubunun %5,5°1 0-5 yil, %9’u
6-10 y1l, %1371 11-15 y11, %2171 16-20 y1l ve %51,5’1 21 y1l ve iizeri kideme sahiptir.

Veri Toplama Araclari

Veri toplama araci li¢ béliimden olusmaktadir. Birinci boliimde kisisel bilgiler (cinsiyet ve kidem),
ikinci boliimde Giig Tiirii Olgegi (Kosar, 2008), ii¢iincii béliimde ise Sessiz Istifa Olgegi (Yiicedaglar
vd., 2024) yer almaktadir.

Giic¢ Tiirii Olgegi: Olgek, 33 maddeden ve dort faktorden olusmaktadir: kisilik giicii (15 madde),
odiil giicii (7 madde), yasal gii¢ (7 madde) ve zorlayic1 gii¢ (4 madde). Olcegin giivenilirligini test etmek
icin Kosar (2008), faktorler i¢in sirasiyla .98, .92, .86 ve .81 Cronbach alfa katsayilarini hesaplamistir.
Olgegin acikladig1 toplam varyans %71,46°dir. Bu galisma kapsaminda ise Cronbach alfa katsayilari
kisilik giicii i¢in .98, &diil giicii i¢in .93, yasal gii¢ i¢in .82, zorlayici gii¢ icin .79 ve dlgegin tamami igin
.90 olarak bulunmustur.

Sessiz Istifa Olcegi: Olcek, 17 maddeden ve ii¢ faktorden olusmaktadir: isle ilgili performans (7
madde), okula kars1 ilgisizlik (6 madde) ve isle ilgili duyarsizlasma (4 madde). Olgegin giivenilirligini
test etmek icin Yiicedaglar ve digerleri (2024), faktorler icin sirasiyla .85, .83 ve .74 Cronbach alfa
katsayilarin1 hesaplanustir. Olgegin agikladigi toplam varyans %58,64 tiir. Bu calisma kapsaminda ise
Cronbach alfa katsayilar igle ilgili performans i¢in .77, okula karsi ilgisizlik i¢cin .78, isle ilgili
duyarsizlasma i¢in .56 ve 6lgegin tamami i¢in .86 olarak bulunmustur.

Veri Analizi

Elde edilen veriler oncelikle normal dagilim agisindan test edilmistir. Bu amagla, asir1 u¢ deger
goOsteren on yedi gozlem analizden c¢ikarilarak evrenin daha dogru bir sekilde temsil edilmesi
saglanmigtir. Kalan verilerin basiklik ve carpiklik katsayilari +3 ile -3 araliginda olup, bu durum normal
dagilima isaret etmektedir. Ayrica, Q-Q grafigi incelendiginde, veri noktalarinin bilyiik ¢ogunlugunun
referans ¢izgisine yakin oldugu goriilmiis ve veri dagiliminin normalli§e uygun oldugu dogrulanmustir.
Bu bulgular dogrultusunda, verinin normal dagilim gosterdigi ve parametrik analizler i¢in uygun oldugu
sonucuna varimuigtir.

Daha sonra, okul yoneticilerinin gii¢ tiirleri ile 6gretmenlerin sessiz istifa davramglar1 arasindaki
iligkiyi ortaya ¢ikarmak i¢in korelasyon analizi gerceklestirilmistir. Son olarak, okul yoneticilerinin gii¢
tirlerinin 0gretmenlerin sessiz istifa davraniglarini ne 6l¢lide yordadigini belirlemek amaciyla ¢oklu
regresyon analizi uygulanmistir. Bu ¢alismada, .05 ve .01 anlamlilik diizeyleri dikkate alinmustir.
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BULGULAR

Okul yoneticilerinin kullandiklar: gii¢ tiirleri ile 6gretmenlerin sessiz istifa davramslar1 arasindaki
korelasyon sonuglar1 Tablo 2’de sunulmaktadir.

Tablo 2. Giig tiirleri ve sessiz istifa arasindaki iligkiyi gosteren korelasyon analizi sonuglari

1 2 3 4 5 6 7 M Ss

Kisilik giicii 1 3,73 ,99
Odiil guci ,829%* 1 403 83
Yasal giic -, 327%% - 334%% 1 251 76
Zorlayici gii¢ -623%* - 600** 548** 1 166  ,76
Ise iliskin - 304%* - 238%*  144%*  204** 1 138 48
performans
Okula karg! SABO** - A88**  233%%  331%*  BAgR* ] 151 56
ilgisizlik
Ise iligkin -194** -201** 135% 105 577%*  510** 1 163 63
duyarsizlagsma

** n<0,01

* p<0,05

Korelasyon analizi sonuglari, okul yoneticilerinin kisilik giicti ve 6dil giici ile 6gretmenlerin sessiz
istifa alt faktorleri arasinda anlamli ve negatif bir iligki oldugunu gostermektedir (p<.01). Buna karsin,
yasal gl¢ ve zorlayic1 glig, sessiz istifanin alt faktorleriyle anlamli ve pozitif bir iligkiye sahiptir
(zorlayict giig ile isle ilgili duyarsizlagsma arasindaki iliski harig).

Diger bir ifadeyle, okul yoneticileri kisilik giicti ya da 6dil guclini kullandiklarinda, 6gretmenler
sessiz istifa davramslarindan kaginma egiliminde olmaktadir. Ancak, yoneticiler yasal gic¢ veya
zorlayici giicii tercih ettikge, 6gretmenlerin sessiz istifa davraniglar: da artmaktadir.

Okul yoneticilerinin gii¢ tiirlerinin 6gretmenlerin sessiz istifa davraniglarmi ne 6lgiide yordadigini
gosteren sonuclar Tablo 3'te sunulmaktadir:

Tablo 3. Giig tiirlerinin sessiz istifay1 yordamasina iliskin ¢oklu regresyon analizi

Sessiz istifa Ise iliskin performans OKula Karsu ilgisizlik Ise iliskin duyarsizlasma
Degisken B SH B T B SH B T B SH B T
Sabit 1773 214 8,298 2,680 ,226 11,833 2,228 ,286 7,794
Kl$lllk gllCll -,163 ,047 -,333 -3,469 -,115 ,050 -,201 -2,310 -072 ,063 -112 -1,139
Odul gUCU ,033 ,055 ,057 ,604 -,210 ,058 -,309 -3,635 -,103 ,073 -,135 -1,405
Yasal gu(; ,034 ,039 ,053 ,867 ,057 ,041 077 1,370 ,093 ,052 111 1,769
Zorlay1c1 gug ,001 ,048 ,001 ,015 -,016 ,051 -,022 -,326 -,088 ,064 -,107 -1,383

R=,309 R2=,096 R=,506 R2=,256 R=,229 R2?=,053

F#=9,018 F#=29,315 F4=4,735

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

Ise iliskin performans: Sessiz istifanin alt faktorlerinden biri olan ogretmenlerin ise iliskin
performansi, okul yoneticilerinin gii¢ tiirleriyle anlamh bir iligki gostermektedir (R=,309; R?=,096;
p<.01). Giig tiirlerinin tiim alt faktorleri, ige iliskin performanstaki varyansin %9,6’sin1 agiklamaktadir.
Standardize edilmis regresyon katsayisina () gore, ise iligkin performans agisindan yordayici
degiskenlerin goreceli 6nemi kisilik gilicii, odil giicli, yasal giic ve zorlayici giic seklinde
stralanmaktadir.

Okula karsu ilgisizlik: Sessiz istifanin bir diger alt faktorii olan 6gretmenlerin okula kars1 ilgisizligi,
okul yoneticilerinin gii¢ tiirleriyle anlamli bir iliski gostermektedir (R=,506; R?=,256; p<.01). Gig¢
tiirlerinin tiim alt faktorleri, okula kars1 ilgisizlikteki varyansin %25,6’sin1 agiklamaktadir. Standardize
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edilmis regresyon katsayisina (B) gore, okula kars ilgisizlik agisindan yordayict degiskenlerin gdreceli
6nemi odiil giicii, kisilik giicii, yasal gii¢ ve zorlayic1 gii¢ seklinde siralanmaktadir.

Ise iliskin duyarsizlasma: Sessiz istifamin son alt faktorii olan ise iliskin duyarsizlasma, okul
yoneticilerinin gii¢ tiirleriyle anlamli bir iliski gostermektedir (R=,229; R?=,053; p<.01). Gug tlrlerinin
tiim alt faktorleri, ise iligskin duyarsizlagsmadaki varyansin %5,3 linii agiklamaktadir. Standardize edilmis
regresyon katsayisina () gore, ise iliskin duyarsizlasma agisindan yordayici degiskenlerin goreceli
Onemi odiil giicii, kisilik giicii, yasal gii¢ ve zorlayici gii¢ seklinde siralanmaktadir.

TARTISMA ve SONUC

Bu caligma, okul yoneticilerinin kullandig1 gii¢ tiirleri ile 6gretmenlerin sessiz istifa davramslari
arasindaki iliskiyi incelemektedir. Bulgular, okul yoneticilerinin gii¢ kullanim bi¢iminin, dgretmenlerin
motivasyonu, is doyumu ve Orgiitsel baghligr ile 6nemli olgtide iliskili oldugunu goéstermektedir
(Podsakoff ve ark., 2006; Yukl, 2013).

Calismanin sonuglari, kisilik giicii ve 6dil giiclinin, 6zellikle 6gretmenlerin okula karst ilgisizlik
diizeyi iizerinde, sessiz istifa davramglariyla anlamli ve negatif bir iliskiye sahip oldugunu ortaya
koymaktadir. Okul yoneticileri kisilik glicii veya 6dil glclnl daha fazla kullandik¢a, 6gretmenlerin
okula kars1 tutumlar1 6nemli 6l¢iide olumlu yonde etkilenmektedir. Bu giig tiirlerinin, sessiz istifanin
diger alt faktorlerine kiyasla, 6gretmenlerin okula karsi kayitsizlik diizeyini 6ngormede daha etkili
oldugu goriilmiistiir. Bu nedenle, okul yoneticilerinin kisilik 6zellikleri, gii¢ kullanim sekillerinde ve
ogretmenleri etkileme bicimlerinde kritik bir rol oynamaktadir. Duygusal zeka, agik iletisim ve
sorumluluk gibi kisilik ozelliklerine sahip yoneticiler, 6gretmenlerle olumlu iligkiler kurarak daha
destekleyici ve motive edici bir ¢alisma ortamu yaratmaktadir (Goleman, 1998; Judge ve ark., 2002). Bu
Ozellikler, yoneticilerin gclerini yapici bir sekilde kullanmalarini saglayarak 6gretmenler arasinda stres
ve memnuniyetsizligi azaltmakta, sessiz istifa olasiligini diisiirmektedir.

Buna ek olarak, odil giici de 6gretmenlerin ise baghligini ve motivasyonunu onemli Olgiide
ctkilemektedir. Takdir etme, terfi ve tesvikler gibi Odiiller etkili kullanildiginda &gretmenlerin
kendilerini degerli hissetmeleri saglanabilir, boylece orgiitsel bagliliklar: artarken okula karsi ilgisizlik
yasamalar1 azalabilmektedir (Podsakoff vd., 2006). Ayrica, 6gretmenlerin odiillendirilmesinde adil
olunmasi, 6gretmenlerin okullaria baghliklarina katki saglayacaktir (Demir & inandi, 2022). Ancak,
odillerin adil dagitilmadigi ya da manipiilatif bir sekilde kullanildig algis1 olusursa, 6gretmenlerde
glicenme, ilgisizlik ve sonug olarak sessiz istifa davranislarina yol acabilir (Deci & Ryan, 2000). Bu
nedenle, yoneticilerin hem kisilige dayali liderlik hem de adil 6diil dagitimi arasinda bir denge kurmasi,
sessiz istifay1 6nlemek icin kritik dneme sahiptir. I¢sel ve dissal motivasyon faktérleriyle uyumlu bir
odul sistemi, 6gretmenlerin ise bagliligint giiglendirerek sessiz istifa davramslarini azaltabilir (Bass &
Riggio, 2006).

Ote yandan, yasal gii¢ ve zorlayici giig, dgretmenlerin sessiz istifa davranislariyla pozitif bir iliski
icindedir. Ozellikle zorlayic1 giiciin 6gretmenler iizerinde kullanilmasi, sessiz istifa egilimlerini
artirmaktadir. Asir1 otoriter ve baskici yOnetim anlayisi, is doyumunu olumsuz etkileyerek
dgretmenlerin isten duygusal olarak kopmasina neden olmaktadir (Kim & Beehr, 2020). Ozellikle
zorlayici giicle iliskilendirilen otokratik liderligin yaygin oldugu okullarda, 6gretmenler daha diisiik is
tatmini, Orgiitsel adalet ve giliven hissi duymaktadirlar (Tatar ve digerleri, 2024). Ayrica, miidiirlerin
otokratik liderlik altinda zorlayici gili¢ kullanmas1 durumunda 6gretmenler orgiitsel sinizm davraniglar
gelistirme egilimine girmektedir (Inand1 ve Gilig, 2021). Bu bulgu, dgretmenlerin is yerinde psikolojik
glivenlik algisinin 6nemini vurgulayan onceki arastirmalarla da uyumludur (Edmondson, 1999). Sessiz
istifa davranislari, 6gretmenlerin psikolojik giivenligi, is yerindeki liderlik tarzi ve yoneticileriyle olan
etkilesimleriyle yakindan iligkilidir. Okul yoneticilerinin kullandig1 gii¢, yalmizca 6gretmenlerin is
performansini degil, aym zamanda okul ortamini ve kiiltiriinii de sekillendirmektedir. YOneticilerin
otoritelerini nasil kullandiklari, 6gretmenler, 6grenciler ve okulun diger paydaslar1 arasindaki iliskileri
etkileyerek, okulun genel atmosferini belirlemektedir (Hoy & Miskel, 2013). Destekleyici ve
giiclendirici bir liderlik tarzi, is birligini, gliveni ve aidiyet duygusunu tesvik ederek okul iklimini olumlu
yonde etkilemektedir (Leithwood & Jantzi, 2005). Calismanin sonuglari, karizmatik liderlik sergileyen
ve destekleyici iletisim kuran yoneticilerin, 6gretmenlerin sessiz istifa etme olasiligini azaltabilecegini
gostermektedir (Northouse, 2018).
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Gug¢ etkin kullanildiginda, 6gretmenlerin saygi gordiigii, deger verildigi ve karar alma siireclerine
dahil edildigi bir okul ortamina katkida bulunur. Bu durum, 6gretmenlerin is doyumunu artirirken stres
diizeyini diistirebilir ve daha uyumlu bir ¢aligma ortami yaratabilir. Ancak, zorlayici veya otoriter giic
uygulayan yoneticiler, korkuya dayali, ilgisiz ve direng gosterilen bir ortam olusturabilir (Bass &
Avolio, 1994). Bu tiir ortamlarda 6gretmenler, gorevlerini yerine getirseler bile moral diistikliigi ve
aidiyet eksikligi yasayarak, okulun genel isleyisini ve Ogrencilerin 6grenme deneyimini olumsuz
etkileyebilirler.

Okul igindeki gl¢ dinamikleri, sadece is performansini degil, ayn1 zamanda Ogretmenlerin,
ogrencilerin ve velilerin isbirlik¢i tutumlarini ve duygusal refahlarim da etkileyebilmektedir. Olumlu bir
okul kiiltirii olusturabilen yoneticiler, sessiz istifayr Onleyebilir ve Ogretmenlerin sadece gorev
tanimlarmin 6tesinde bagh kalmalarim saglayabilir (Fullan, 2014).

Sonug olarak, bu ¢aligma kisilik giicli ve 6diil giiciiniin sessiz istifa ile negatif, yasal gii¢c ve zorlayici
gliciin ise sessiz istifa ile pozitif bir iligkiye sahip oldugunu ortaya koymaktadir. Ayrica, okul
yoneticilerinin kullandigi gii¢ tiirlerinin, 6zellikle kisilik giicii ve 6diil giicliniin, 6gretmenlerin sessiz
istifa davramslarini, 6zellikle de okula karsi ilgisizliklerini 6ngérmede 6nemli bir etkisi oldugunu
gOstermektedir. Okul yoneticilerinin etkili liderlik uygulamalar1 ve giiciin adil dagitimi, 6gretmenlerin
ise baglihigini artirmaya ve sessiz istifa egilimlerini azaltmaya katki saglayabilir.

ONERILER

Bu sonuglara dayanarak, arastirmacilara giic tiirleri ile sessiz istifa arasindaki iliskiyi gliclendiren
veya zayiflatan faktorlerin incelenmesi Onerilebilir. Ayrica, i¢sel motivasyon veya is tatmini gibi
degiskenlerin bu iligskideki aracilik rolii de arastirilabilir. Egitim politikasi agisindan ise okul yoneticileri
icin liderlikle ilgili egitim programlarinin tesvik edilmesinin kritik dneme sahip oldugu sdylenebilir.
Okul yoneticileri, gii¢ kullanimina daha bilingli bir sekilde yaklagmali ve 6gretmenler igin destekleyici
bir ¢alisma ortami olusturmalidir. Bu yaklasim, egitim kurumlarinda daha saglikli ve verimli bir ¢alisma
ortaminin olusmasina yardime1 olabilir.
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Abstract

The aim of this study is to examine the impact of out-of-school learning environments on 8th-grade students'
scientific attitudes and their perceptions of these environments, as well as to reveal students' views on their
experiences in these settings. The research was conducted with 28 eighth-grade students studying at a public school
in western Turkey. The implementation spanned a period of four weeks, during which students visited the
Biotechnology Application and Research Center, a mushroom laboratory, a botanical garden, and a zoo, in
alignment with science course learning objectives. The study employed an explanatory sequential mixed-methods
design. Quantitative data were collected through the "Perception Scale of Out-of-School Learning Environments"
and the "Scientific Attitude Scale," while qualitative data were gathered through student drawings and journals.
Quantitative data were analysed using the Wilcoxon signed-rank test, while qualitative data were analysed through
content analysis. The findings indicate that out-of-school learning environments had a statistically significant
impact on both scientific attitudes and perceptions. The mushroom laboratory was identified as the most influential
setting, as students found the microscope observations and experiments particularly engaging. Additionally,
Biotechnology Application and Research Center garnered students' interest with subjects such as pure seed
production and facilitated opportunities for interaction with scientists. In their portfolio journals, students
described out-of-school learning environments as useful, engaging, and experiences that make learning more
permanent.

Keywords: Out-of-school learning environments; middle school students; science course; scientific attitude;
perception
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INTRODUCTION
Out-of-School Learning Environments

Out-of-school learning environments are defined as settings that support students' learning, enable
permanent learning experiences, and facilitate the construction of knowledge (Cicek & Sarag, 2017).
Such environments include zoos, planetariums, botanical gardens, national parks, factories, and art
centres (Lagin Simsek, 2020). Furthermore, Eschenhagen, Katmann, and Rodi (2008) posit that school
gardens and agricultural fields in proximity to educational institutions can also be regarded as out-of-
school learning environments.

Out-of-school learning environments are settings that provide students with the opportunity to
learn through hands-on and experiential activities (Ramey-Gassert, 1997). Research has demonstrated
that out-of-school learning environments facilitate an enjoyable learning process, thereby rendering the
acquired knowledge more permanent. A study by Sontay, Tutar, and Karamustafaoglu (2016) found that
students found out-of-school learning environments to be effective, enjoyable, and conducive to
enhanced knowledge retention. Given the established correlation between knowledge retention and
positive student attitudes (Lakin, 2006), it can be concluded that out-of-school learning environments
have a beneficial impact on student performance and satisfaction. Furthermore, the engaging and
accommodating nature of these environments has the potential to modify students' unfavourable
perceptions of science courses (Braund & Reiss, 2006; Taylor & Caldarelli, 2004).

Activities conducted in out-of-school learning environments have been shown to play a crucial role
in enabling individuals to learn information meaningfully and permanently, as well as to actively
participate in the learning process (Doldur & Ertan-Kilic, 2023). However, to maximize the benefits of
out-of-school learning environments, field trips must be meticulously planned by teachers. Prior to the
excursion, it is recommended that the instructor conducts a site visit, engages with pertinent authorities,
and meticulously plans the visit's details (Demirel & Ozcan, 2020). During the excursion, the teacher
and guide should collaborate to support students in acquiring new knowledge. Students should also be
allocated time for independent exploration of the learning environment. Following the conclusion of the
trip, a subsequent evaluation of the knowledge gained is recommended (Kubat, 2018).

A review of the literature reveals a significant number of studies on out-of-school learning
environments. When examining studies related to the specific out-of-school learning environments
visited in this research, Funderburk (2016) investigated the impact of activities conducted in a botanical
garden on students' learning processes. The findings indicated that these activities enabled students to
learn more effectively and facilitated long-term retention of knowledge. Yavuz and Balkan-Kiyici
(2012) explored students' perspectives on conducting science lessons in a zoo. The study found that
students exhibited a positive attitude towards science lessons and that the learning environment played
a supportive role in achieving cognitive and affective learning outcomes. In addition, Karamustafaoglu
and Ermis (2020) examined eighth-grade students' opinions on learning biotechnology topics in an out-
of-school setting. The study, which was conducted at the Department of Genetics and Bioengineering
at Tokat Gaziosmanpasa University, revealed that students perceived out-of-school learning
environments as unigue and engaging, thereby enhancing their interest in science lessons. Mierdel and
Bogner's (2021) investigation examined the impact of experiments and modelling activities in a genetic
technology laboratory on students' learning. The study demonstrated that both experimental work and
modelling activities enhanced the effectiveness of instruction, resulting in students developing a correct
understanding of DNA models and enhancing their cognitive performance.

Scientific Attitude and Perception of Out-of-School Learning Environments

Scientific Attitude and Perception of Out-of-School Learning Environments Science courses are
designed not to require students to memorise scientific knowledge, but rather to equip them with the
necessary attitudes and cognitive process skills to solve real-life problems related to science (Demirbas
& Yagbasan, 2006). Inceoglu (2010, p.13) defines attitude as "a cognitive, affective, and behavioural
predisposition that an individual organises towards themselves or any object, social issue, or event based
on experience, knowledge, emotions, and motivations. Attitude is comprised of cognitive components,
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which include knowledge and thoughts, affective components, which involve emotions and feelings,
and behavioural components, which reflect tendencies to take action (Kamradt & Kamradt, 1999).
Research has demonstrated that out-of-school learning environments exert a positive influence on
students' attitudes (Basten et al., 2014; Sentiirk & Ozdemir, 2014). Scientific attitude has been
demonstrated to contribute to an individual's continuous development (Basaran & Karakog-Topal, 2022;
Erdogan, 2013). A review of the literature reveals separate studies examining scientific attitudes and
perceptions of out-of-school learning environments. The extant literature suggests that out-of-school
learning environments have a positive impact on students' attitudes towards science. A study by Sentiirk
and Ozdemir (2014) found that science centres had a positive effect on students' attitudes towards
science. Giizel's (2020) study also supports this finding, examining the scientific attitudes of eighth-
grade middle school students after a field trip and finding that there was an increase in students' scientific
attitude levels. As stated in the study by Basaran and Karakog-Topal (2022), there was a positive
influence on students' attitudes towards science as a result of their participation in science festivals.
Aksoy (2022) examined students' perceptions of and scientific attitudes toward a Science Festival
conducted as part of the TUBITAK 4007 project. The study concluded that students who participated in
the festival experienced an increase in their scientific attitudes.

Studies reviewed perceptions of out-of-school learning environments. Doldur and Ertan-Kilic
(2023) examined the perceptions of a science centre among middle school students. The results indicated
that the experimental group exhibited a more positive perception of the science center compared to the
control group. Mertoglu and Giirbey (2023) investigated students' perceptions of out-of-school learning
environments by asking eighth-grade students to illustrate what they considered to be out-of-school
learning environments, their favorite environments, and the associations these environments evoked in
their minds. The findings revealed that students drew images of study rooms, the internet, television,
and home as representations of out-of-school learning environments. Furthermore, the internet and home
emerged as the most preferred learning environments. A review of extant studies indicates that there has
been considerable research on the impact of out-of-school learning environments on scientific attitudes
and students' perceptions. However, there is a paucity of studies investigating the effects of experiencing
out-of-school learning environments on middle school students' perceptions of these environments and
their impact on scientific attitudes.

This study is significant as it adopts a comprehensive approach to examining the impact of out-of-
school learning environments on 8th-grade students’ scientific attitudes and their perceptions of these
environments. Eighth grade represents a critical period during which cognitive and affective
development accelerates, and scientific thinking as well as career orientation begin to take shape.
Implementing effective science education practices tailored to this age group can positively influence
students’ scientific attitudes. Scientific attitude encompasses not only the acquisition of scientific
knowledge, but also mental skills such as critical thinking, curiosity, and openness to inquiry.

The out-of-school learning environments utilized in this study (Biotechnology Application and
Research Center, Mushroom Laboratory, Botanical Garden and Zoo) are settings that enable students to
directly engage with science topics, interact with experts, and learn through hands-on and experiential
activities. The study also aimed to investigate students’ perceptions of these learning environments, as
determining the necessity and effectiveness of such spaces in science education may provide guidance
for future research and practices involving out-of-school learning settings. Given the study's mixed-
methods design, the research was supported not only by quantitative data but also by qualitative tools
such as student drawings and journals. This allowed for direct access to students’ emotions, thoughts,
and perceptions, thereby making the impact of the experiences more concrete and meaningful.

Research Aim

The objective of this study is twofold: firstly, to examine the impact of out-of-school learning
environments on the scientific attitudes of 8th-grade students; and secondly, to explore students'
perceptions of these environments. Additionally, the study will explore students' thoughts on the
experienced learning settings. To this end, the sub-research questions that have been formulated are as
follows:

1. Do out-of-school learning environments influence students' perceptions of these environments?
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N

Do out-of-school learning environments affect students' scientific attitudes?

3. According to the analysis of student drawings, which out-of-school learning environment is the
most engaging for students?

4. What are the thoughts of students on out-of-school learning environments, as based on their

student journals?

Method
Research Design

In this study, the explanatory sequential design from Creswell's (2017) classification of convergent
parallel, explanatory sequential, and exploratory sequential designs was adopted, in accordance with the
defined aim. In the quantitative section of the study, a one-group pre-test-post-test experimental design
was employed. In the qualitative part of the study, a case study approach was employed.

Study Group

The study group consists of 28 eighth-grade students (16 female, 12 male) attending a public school
located in a city in the western region of Turkey. The decision to conduct the study at this particular
educational institution was influenced by the professional affiliation of one of the researchers, who
serves as a science educator at the school. This professional connection facilitated more efficient access
to the students and their families. The school under scrutiny is a public educational facility catering to
students from low socioeconomic backgrounds. It is noteworthy that the students in the study group had
no prior exposure to out-of-school learning environments and had not previously engaged in such
activities with their teachers. However, the science teacher has undertaken a course on out-of-school
learning environments during their master's programme, and is knowledgeable about planning for pre-
trip, during-trip, and post-trip activities. The researcher has also previously conducted out-of-school
learning activities with other student groups.

Data Collection Tools
The data were collected by means of both quantitative and qualitative research methods.

Student Journals

Implemenaﬁon

Perception Scale of Out-of-School Perception Scale of Out-of-School Learning
Learning Environments Environments

Y Before lmplememauon MIXED METHOD —J Aﬂerl tation | =
Scientific Attitude Scale C— J R Scientific Attitude Scale

~}
~—

Student Drawings

Figure 1. Data Collection Tools

Collection of Quantitative Data

In this study, the "Out-of-School Learning Environments Perception Scale" and the "Scientific
Attitude Scale" were utilised as quantitative data collection tools. Prior to their utilisation in the study,
the necessary permissions for the use of these scales were obtained from the experts who developed
them.

Out-of-School Learning Environments Perception Scale

In this study, the "Out-of-School Learning Environments Perception Scale" developed by Sen et al.
(2018) was utilised. The scale consists of a total of 16 items and is structured as a five-point likert scale.
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The scale is divided into four sub-dimensions: The first sub-dimension, entitled 'Encouragement for
Learning', comprises items 1, 5, 9, 13. The second sub-dimension, entitled 'Learning Benefits',
comprises items 2, 6, 10, 14. The third sub-dimension, entitled 'Integration’, comprises items 3, 7, 11,
15. The fourth sub-dimension, entitled 'Participation’, comprises items 4, 8, 12, 16. The developers of
the scale have determined a Cronbach's alpha coefficient of .80 for the instrument.

Scientific Attitude Scale

In this study, the "Scientific Attitude Scale" developed by Moore & Foy (1997) and adapted into
Turkish by Demirbas & Yagbasan (2006) was utilised. The scale consists of 40 items, with 20 positive
and 20 negative items, and follows a five-point Likert structure. The scale encompasses six sub-
dimensions: "Structure of Scientific Laws and Theories," "Structure of Science and Approach to
Events," "Exhibiting Scientific Behavior," "Structure and Purpose of Science,” "Role and Importance
of Science in Society," and "Willingness to Conduct Scientific Work." The developers of the scale have
determined a Cronbach's alpha coefficient of .76 for the scale.

Quialitative Data Collection Tools
The qualitative data for the study was collected through the analysis of student drawings and journals.
Student Drawings

Following visits to the Biotechnology Application and Research Centre (BI'YOM), the Mushroom
Laboratory, the Botanical Garden, and the Zoo, students were asked to identify the out-of-school
learning environment(s) that had the most significant impact on them. The rationale behind their choice
was also requested. They were invited to illustrate their responses with drawings. The students were
invited to illustrate the environment that had exerted the most significant influence on them, providing
a rationale for their selection in the accompanying commentary.

Student Journals

For each trip environment, researchers prepared questions, which were then presented to experts for
feedback. Subsequent to the receipt of expert feedback, the questions were revised and finalized for
utilisation in the study. As part of the study, students were required to maintain journals in their portfolio
files, provided by their teachers, before, during and after each trip. The pre-trip questions were primarily
designed to assist students in preparing for the learning environment. The questions posed during the
trip were designed to guide students in carefully exploring the out-of-school learning environments and
identifying the information gained from those settings. Finally, the post-trip questions were intended to
evaluate students' thoughts and reflections on the out-of-school learning environments.

Implementation

The educational programme for the out-of-school learning environments was meticulously designed
to align with the 8th-grade science curriculum outcomes. The activities were carried out with the study
group students, science teachers, and an expert faculty member, following the plans made for before,
during, and after the trip. The students visited the Biotechnology Application and Research Centre, the
Mushroom Laboratory, the Botanical Garden, and the Zoo as part of the study. The following section
details the visited out-of-school learning environments and the activities conducted at each.

Biotechnology Application and Research Center (BIYOM)

The BIYOM visit was carried out in line with the 8th-grade science curriculum outcomes on “DNA
and Genetic Code: Genetic Engineering and Biotechnology.” The Biotechnology Application and
Research Center is located in a university in a city in western Turkey. Before the trip, students were
informed about the activities that would take place at BIYOM, and they were instructed to make
qualitative observations during the visit and report them. They were also provided with a website where
they could find additional information. Prior to the trip, students were given a 6-question worksheet to
conduct research. The questions included: "What are biotechnological applications in agriculture and
agricultural products?”, "How does a farmer obtain productive and high-quality crops?", "What is
heritage seed and why is it important?”, "Do you think heritage seeds are easily accessible?”, and "What
is sustainable agriculture?". During the visit, students were asked questions such as: “What is BIYOM?”,
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“Which plants are being worked on at BITYOM?”, “How were these plants produced?”, “Why do they
prefer these plants for their work?”, “Do they use open-pollinated or closed-pollinated plants in their
studies?”, “Why do they aim to obtain pure seeds?”, “Why is pure seed important?”, “How does the
process of obtaining pure seeds work?”, “Why do they grow plants in rooms with special conditions?”,
“What is tissue culture?”, and “How is tissue culture created?”. After the visit, students were asked to
answer the sections “My visit notes (what I felt, points that caught my interest, what I learned, things |
liked and disliked, etc.)” and “What were the things that caught your attention the most during the visit?”’
on the worksheet. Students wrote their thoughts and experiences in the daily logs within their portfolio
folders after the visit. Below are the photos related to the learning experiences in the BIYOM learning
environment.

Mushroom Laboratory

The mushroom laboratory is situated within a university in a city in western Turkey. It is a laboratory
where various species of mushrooms can be examined under a microscope, and different mushroom
research activities are conducted. The visit to the laboratory was centred on the 8th grade science
curriculum's "Energy Transformations and Environmental Science: Producers, Consumers, and
Decomposers in the Food Chain" learning outcome. Prior to the visit, the students were provided with
information regarding the mushroom laboratory. Additionally, they were provided with a worksheet
containing four questions to answer. These questions were: The first question posed to the students was
whether mushrooms could be considered as either producers or consumers of energy. The second
question sought to understand the classification of mushrooms and the third question addressed their
potential benefits or harms. The final question invited students to consider the process of mushroom
reproduction. During the visit, students examined various types of mushrooms under the microscope,
explored how mushrooms reproduce in a petri dish, and learned about the reproduction process. The
students were then invited to respond to the following questions on the worksheet: "What does the Fungi
Kingdom mean?", "What are macro and micro fungi?", "What are plant pathogenic fungi?", and "What
does a culture medium mean?". Following the visit, students were invited to respond to two sections on
the worksheet: "My visit notes" and "What caught your attention the most during the visit?". Finally,
students were invited to articulate their reflections and experiences in their daily logs at the conclusion
of the visit. Photographs illustrating the learning experiences in the Mushroom Laboratory learning
environment are presented below.

Botanical Garden

Botanical gardens are defined as sites which present visual examples of rich plant collections and
the diversity of the plant kingdom (He & Chen, 2012). The botanical garden under scrutiny in this study
is situated within a university in a city in western Turkey. The garden boasts an impressive collection of
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850 different plant species. The visit to the botanical garden was meticulously planned in alignment with
the 8th grade science curriculum'’s "Energy Transformations and Environmental Science: Food Chains
and Energy Flow" learning outcomes. Prior to the visit, the students were provided with information
regarding the botanical garden. They were also tasked with conducting independent research by
answering the following questions: "What is the importance of plants for life?", "Do all plants live under
the same conditions?", "What is an endemic plant?", "What endemic plant species are found in the local
area?", "What is an aromatic plant?”, "Which plants are found in arid and wetland regions?", and "What
are the rock area plants?" During the visit, the students were posed the following questions: "Which
plant species do you observe in the various areas of the botanical garden? Why?" and "For example,
why do plants grow between rocks in rocky areas?", "How would you classify plant species according
to different areas?", "What plants are planted in shaded, semi-shaded, and non-shaded areas?”, "How
are plants planted according to soil types?", "Are there any endemic plants?", "Are there any aromatic
plants?", and "Which plants belong to arid areas?" These questions were designed to encourage students
to actively engage in the learning process. Following the visit, students were invited to respond to the
sections titled "My visit notes" and "What caught your attention the most during the visit?" on their
worksheets. Concluding the visit, students were invited to articulate their reflections and experiences in
their daily logs. Photographic documentation of the learning experiences in the botanical garden learning
environment is presented below.

Z00

A zoo is defined as a place where animals from different geographical regions are provided with
living conditions that are as close to their natural habitats as possible, allowing visitors to observe the
behaviour of the animals in their natural environment (Tudge, 1992). The zoo visited in this study is
located in a university area in a city in western Turkey. The visit to the zoo was planned in accordance
with the 8th-grade science curriculum's "Energy Transformations and Environmental Science: Food
Chains and Energy Flow" learning outcomes. Prior to the visit, the students were provided with
information regarding the zoo. They were also given a worksheet to answer questions such as: These
included questions regarding the definition of an ecosystem, the nature of a food chain, the classification
of the constituent groups within a food chain, the definition of a consumer organism, the importance of
animals in the food chain, and the classification of the animal kingdom. During the visit, students were
tasked with classifying the animals based on their living habitats, feeding habits, and reproductive
strategies. This approach ensured their active engagement in the learning process. Following the visit,
students were tasked with answering the sections titled "My visit notes" and "What caught your attention
the most during the visit?" on their worksheets. Finally, students were invited to articulate their
reflections and experiences in their daily logs. Photographic documentation of the learning experiences
in the zoo learning environment is presented below. In two of the four learning environments visited
(BIYOM and the mushroom laboratory), scientists guided the students, and the students were able to
pose questions to the scientists. In the botanical garden, a guide accompanied the students, and
particularly during the introduction to the garden, the guide toured the area with the students and
answered all the questions they had. Conversely, in the zoo, the students toured the facility with their
teacher and a faculty member specialising in science education, and were able to pose any queries to the
science teachers.
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Data Analysis

The analysis of the quantitative data was conducted utilising SPSS 26 software. The Kolmogorov-
Smirnov and Wilcoxon Signed-Rank tests were applied in the data analysis. Following the analysis, the
results were tabulated and interpreted. The normality of the variables was determined by examining the
skewness and kurtosis values of the subscales and the overall scales of the scientific attitude and the
perception of out-of-school learning environments. According to George & Mallery (2018), if the
skewness and kurtosis values are between -2.00 and +2.00, it is considered to indicate a normal
distribution. The normality test conducted in the study revealed that the skewness and kurtosis values of
the integration subscale of the perception of out-of-school learning environments scale were not between
+2.00 and -2.00. Consequently, it was observed that the data did not follow a normal distribution, and
the analyses were conducted based on this assumption. Additionally, the skewness and kurtosis
coefficients of the scientific attitude scale were examined, revealing that the skewness and kurtosis
values of the subscales "structure of science and approach to phenomena™ and "willingness to engage in
scientific work" were not between +2.00 and -2.00. Consequently, non-parametric tests were applied in
the analysis of both scales.

The analysis of the qualitative data was performed using content analysis. In order to ensure the
reliability of the study and to prevent misinterpretation of the data and researcher bias, two researchers
with expertise in science education separately coded the data obtained from the diaries and drawings.
Following this, the researchers convened to discuss each piece of data, and reached a consensus on the
analysis framework. The inter-coder reliability was calculated using the formula: Total agreement
number / total agreement number + total disagreement number, as proposed by Miles and Huberman
(1994), in order to show the consistency and agreement between the two coders. The reliability of the
analysis of all data was found to be over 90%, and after reaching 100% agreement, the data were
presented in the findings.

Ethics Committee Approval

Approval for this research was obtained from the Ethics Committee of the Institute of Educational
Sciences at Pamukkale University (decision number 12-7, dated 15/06/2022, and registration number
68282350/2022/G12) in accordance with the regulations of the aforementioned institution.

FINDINGS
The findings related to the quantitative and qualitative data of the research are set out below.

Findings Related to Quantitative Data

Findings Related to the Perception Scale of Out-of-School Learning Environments

The mean scores and standard deviations of the study group regarding the Perception Scale of Out-
of-School Learning Environments, both prior to and following the intervention, are presented in Table
1.
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Table 1. Pre-test, post-test mean scores and standard deviation values of the study group regarding the

perception scale of out-of-school learning environments.

N X sd
Encouragement for Learning Pre-test 28 16.50 2.25
Encouragement for Learning Post-test 28 18.21 1.64
Benefits of Learning Pre-test 28 16.85 2.23
Benefits of Learning Post-test 28 17.50 2.18
Integration Pre-test 28 16.21 2.34
Integration Post-test 28 16.42 2.61
Participation Pre-test 28 15.53 2.92
Participation Post-test 28 16.89 2.45
Pre-test 28 65.10 7.62
Post-test 28 69.03 6.82

An examination of Table 1 reveals that the implementation of educational processes within outdoor
learning environments has resulted in an enhancement of students' overall perception of these
environments. A subsequent analysis of the scale's subdimensions revealed an increase in average scores
across all subdimensions. The subsequent analysis employed the Wilcoxon signed-rank test to evaluate
the impact of the educational process in outdoor learning environments on students' perception scores.

The results of this analysis are presented in Table 2.

Table 2. Wilcoxon Signed-Rank Test Analysis Results for the Comparison of Pre-Test and Post-Test Scores
of the Study Group Students' Perceptions of Outdoor Learning Environments

Dimensions Pre-test- Post-test N Mean Sum of Z p
Ranks Ranks
Encouragement for Negative rank 20 251.50 12.58 -3.479 .001
Learning Positive rank 3 24.50 8.17
Ties 5
Negative rank 15 183.50 12.23 -1.891 .059
Benefits of Learning Positive rank 7 69.50 9.93
Ties 6
Negative rank 13 171.50 13.19 -.623 .533
Integration Positive rank 11 128.50 11.68
Ties 4
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Negative rank 16 169.50 10.59 -2.429 .015
Participation Positive rank 4 40.50 10.13
Ties 8
Negative rank 22 345.50 15.70 -3.251 .001
Total Positive rank 6 60.50 10.08
Ties 0
*p<.05

An analysis of the results presented in Table 2 reveals a statistically significant discrepancy in the
total pre-test and post-test scores of the students' perceptions of the Outdoor Learning Environments
Perception Scale (z=-3.251; p=.001<.05). A further investigation of the results by sub-dimension
revealed a statistically significant difference in the sub-dimension of encouragement for learning (z=-
3.479; p=.001<.05) and the sub-dimension of participation (z=-2.429; p=.015<.05).

Science Attitude Scale Findings

As shown in Table 3, mean and standard deviation scores for the study group in relation to the
Scientific Attitude Scale have been presented, both for the pre-test and the post-test.

Table 3. Pre-test and Post-test Mean and Standard Deviation Scores for the Scientific Attitude Scale of the

Study Group
N X sd
Structure of scientific laws and theories pre-test 28 20.85 551
Structure of scientific laws and theories post-test 28 2153 247
Structure of science and approach to events pre-test 28 19.28 5 49
Structure of science and approach to events post-test 28 19.60 511
Displaying scientific behavior pre-test 28 18.32 3.07
Displaying scientific behavior post-test 28 18.00 2 66
Structure and purpose of science pre-test 28 94.03 5 53
Structure and purpose of science post-test 28 26.21 5 75
The role and importance of science in society pre-test 28 15.39 5 39
The role and importance of science in society post-test 28 16.53 5 98
Willingness to conduct scientific studies pre-test 28 34.95 337
Willingness to conduct scientific studies post-test 28 35.60 2.79
Pre-test 28 132.14 9.52
Post-test 28 137.50 7.30
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As demonstrated in Table 3, the implementation of educational processes within out-of-school
learning environments has resulted in a generalised enhancement in the mean scores of students'
scientific attitudes. When the mean scores are examined by sub-dimension of the scale, it is seen that
the mean scores increased in all sub-dimensions except for the sub-dimension of scientific behaviour.
The increase in the students' scientific attitude mean scores as a result of the educational process
conducted in the out-of-school learning environments is presented in Table 4, based on the Wilcoxon
signed-rank test results.

Table 4. Wilcoxon Signed Ranks Test Analysis Results for Comparison of Pre-test and Post-test Scores on
the Scientific Attitude Scale of the Study Group Students

Dimensions Pre-test- Post N Mean Sum of 4 p
test Ranks
Ranks
Structure of scientific Negative rank 13 146.50 11.27 -1.088 .277
laws and theories Positive rank 8 84.50 10.56
Ties 7
Structure of science Negative rank 11 151.00 13.73 -401  .688
and approach to events Positive rank 12 125.00 10.42
Ties 5
Negative rank 12 137.00 11.42 -.031 975
Displaying scientific Positive rank 11 139.00 12.64
behavior .
Ties 5
Structure and purpose of Negative rank 21 255.00 12.14 -3.584  .000
science Positive rank 2 21.00 10.50
Ties 5
The role and importance Negative rank 19 224.50 11.82 -2.658 .008
of science in society Positive rank 4 51.50 12.88
Ties 5
Negative rank 19 250.00 13.16 -2.386  .017
Willingness to conduct Positive rank 6 75.00 12.50
scientific studies .
Ties 3
Negative rank 24 347.00 14.46 -3.800 .000
Total Positive rank 3 31.00 10.33
Ties 1

An analysis of the results presented in Table 4 reveals a statistically significant discrepancy in the
total pre-test and post-test scores on the Scientific Attitude Scale (z = -3.800; p = .000 < .05). When
analysing the results in terms of sub-dimensions, statistically significant differences are found in the
sub-dimensions of the structure and purpose of science (z = -3.584; p = .000 < .05), the place and
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importance of science in society (z = -2.658; p = .008 < .05), and willingness to conduct scientific
research (z = -2.386; p = .017 < .05).

Qualitative Data Findings
Findings Related to Student Drawings

A study was conducted to examine the drawings of the 28 students in the study group regarding out-
of-school learning environments. The results indicated that 13 students were influenced by the
mushroom laboratory, 10 students by the BIOM, 3 students by the botanical garden, and 2 students by
the zoo. A subsequent review of the drawings indicated that the most influential aspect of the mushroom
laboratory for the students was the appearance of the mushrooms under the microscope, the areas where
mushrooms are utilised, and the experiment on mushroom reproduction in a petri dish, which
demonstrated that mushrooms can be found everywhere. During the BIOM excursion, the most
impactful elements for students were the methodologies employed for obtaining pure seeds, the
scientists, and the elation experienced upon observing pure carrot seeds, regarded as the future ancestral
seeds, as illustrated in their drawings. The following presentation of sample student drawings is
according to the four different learning environments.

Mushroom Laboratory Z00

F=— rv,s-“» e _ 2 —D
i . ey -

Drawing 1. The appearance of the Drawing 2. Mushroom reproduction Drawing 3. Love for animals
mushroom under the microscope experiment

Botanic Garden

Drawing 4. Method of Drawing 5. Perception of the scientist Drawing 6. Feelings towards the
obtaining pure seeds environment

Student Diary Findings

The findings related to student diaries are categorised under three themes: students' experiences,
interests, and feelings in out-of-school learning environments. These findings are presented in Tables 5,
6, and 7. The analysis findings regarding students' learning experiences in out-of-school learning
environments are presented in Table 5.
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Table 5. Students' Learning Experiences in Out-of-School Learning Environments

. Mushroom Zoo Botanic
Themes Codes BIYOM laboratory R garden
) (® ®
New and different learning 19 20 17 15
Learning from experts 12 7 1 5
Students' about topics of interest
Learning
Experiences Learning by doing 12 13 8 10
Turning theoretical 4 4 5 1
knowledge into practice
Increasing interest in 6 8 2 5

research and learning

Given that students provided multiple answers, the number of codes exceeds the number of students.

Upon examination of Table 5, it becomes evident that the mushroom laboratory and BI'YOM have
been instrumental in providing students with a greater number of novel and varied learning opportunities
when compared to other out-of-school learning environments, a feat attributable to their provision of
hands-on learning experiences. Furthermore, it appears that the out-of-school learning environment
where students derived the greatest benefit from interacting with experts on topics of personal interest
was BIYOM. The mushroom laboratory was found to have increased students' research and learning
willingness. The following section presents a selection of statements made by students in their diaries.

"1 had some prior knowledge about GMOs, but | also had some prejudices. However, upon attending
BIYOM and engaging with the scientists discussing their research, along with observing the studies, a
shift in perspective became evident, leading to the dissolution of some of these preconceived notions. It
increased my desire to research and learn more about this topic (S3)."

"The opportunity to observe the mushrooms in such close proximity and detail was unparalleled. The
observation of these organisms under microscopic scrutiny proved to be a remarkably distinct
encounter. The study revealed the diversity of mushroom species and the coexistence of humans with
these organisms. Noteworthy is the revelation that perfume is a by-product of mushroom cultivation.
This experience has prompted a commitment to pursue further research in this field (S15).”

"The observation of the endemic plant species in the botanical garden was a source of great interest.
I am keen to investigate the factors that influence their distribution and the characteristics of the regions
in which they are found. Furthermore, it was revealed to me that medicines and perfumes are derived
from plants with which | was already familiar. The PLANET app was instrumental in furthering my
knowledge of the local flora. The PLANET app will be utilised in instances of future curiosity regarding
flora (S10)”

The analysis findings regarding students' interests in different out-of-school learning environments
are presented in Table 6.
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Table 6. Student Interests in Different Out-of-School Learning Environments

Theme Codes BIYOM Mushroom Z00 Botanic
4] laboratory )] garden

) ®

Interest in surrounding events 8 5 9 5

Interest in science and scientists 8 10 1 -

Students'

Interests Interest in research 10 12 5 8
Interest in research environments 12 13 5 10

Interest in science lessons 14 10 6 8

An analysis of Table 6 shows that the learning environment that most increases students' interest
in science and scientists is the mushroom laboratory. It was also observed that the mushroom laboratory
increased students' interest in research and research environment. The out-of-school learning
environment that increased students' interest in science courses more than other environments was
BiYOM. Some of the statements made by the students in their diaries are given below.

“Following the BIYOM excursion, there was a notable increase in the subject's interest in scientists.
The excursion had a profound impact on my perspective regarding genetically modified organisms,
fostering a deepened interest in the research conducted within this domain. The carrot seeds obtained
from BIYOM will be planted. The anticipation of the results is a source of great excitement. It is
noteworthy that the seed in question is unique to this individual (S17).”

"Today I learned a lot about mushrooms. | was previously unaware of the vast array of species, and
they had never piqued my interest. The experience of examining them under the microscope in the
laboratory evoked a sense of scientific inquiry. This experience has led to a desire to pursue further
research in this field (S27).”

"The botanical garden provided a rich source of plant life for observation. Of particular note were
the plants growing in a friable state on the rocky terrain. These organisms have adapted to utilise the
mineral composition of the surrounding rocks (521)."

The students' feelings in different outdoor learning environments are shown in Table 7.

Tablo 7. Students' Feelings in Different Outdoor Learning Environments

Theme Codes BIiYOM  Mushroom laboratory Zoo Botanic
0 G M s
®)
Happy 10 14 13 15
Enjoyment 2 5 4 4
Feeling Lucky 7 12 2 5
Students' Feeling 8 9 4 4
Feelings Different/Interesting
Surprised 12 8 6 5

Excited 6 8 5 5
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Proud 3 - - -

Feeling Peaceful - - - 4

An examination of Table 7 reveals that the students expressed the greatest enjoyment of the
mushroom laboratory among the outdoor learning environments. Furthermore, students reported
feelings of luck and uniqueness due to their presence in the mushroom laboratory. The outdoor learning
environment that elicited the most astonishment among the students was BIYOM. It was found that the
students took pride in the work done at BIYOM. The botanical garden emerged as the most serene
location, as indicated by the students' reported feelings of calm and tranquility. The following excerpts,
selected from the students’ diaries, offer insight into their experiences and sentiments.

"I feel very lucky and happy to have visited such a place. Furthermore, witnessing the undertaking
of such studies within our nation instilled a profound sense of national pride (S9)."

"l have never seen such a laboratory before. The observation of mushrooms under the microscope
elicited a distinctly different sensation. | thoroughly enjoyed myself (S23)."

“Furthermore, the experience of entering the botanical garden evoked a profound sense of
tranquility. The experience of being in the presence of vibrant plant life was a highly enjoyable one. The
variety of plant life observed included specimens growing in water, on rocks, and in greenhouses (522)."

DISCUSSION

A close examination of the findings of this study reveals that 8th-grade students demonstrated a
statistically significant increase in their scientific attitudes towards science following their participation
in outdoor learning activities. A similar observation was reported by Punyain (2008), who found that
students' scientific attitudes increased after participating in a science programme at a zoo in Thailand.
Rix and McSorley (1999) also noted a positive change in students' scientific attitudes following an
interactive science centre visit. The learning process conducted in such environments was found to be
enjoyable and engaging by students (Rix & McSorley, 1999). In our study, students also described the
outdoor activities as an enjoyable learning experience. However, extant studies in the literature indicate
that visits to outdoor learning environments do not have an effect on students' scientific attitudes.
Kiiciikyap1 (2020), for instance, found that a science unit taught outside the classroom did not lead to a
significant change in the scientific attitudes of fifth-grade students. A similar finding was reported by
Oztiirk and Basbay (2017), who observed that a science centre visit did not directly impact students'
scientific attitudes.

The findings of this study indicate that the impact of outdoor learning activities may vary depending
on the content, implementation method, or the age level of the students. However, the extant literature
suggests that outdoor environments play a significant role in enhancing students' attitudes towards
science (Daneshamooz et al., 2013; Birinci-Konur et al., 2011). The findings of this study corroborate
this general trend.

Upon evaluation of the findings, a statistically significant increase in the eighth-grade students'
perceptions of outdoor learning environments was observed following the implementation of outdoor
learning activities. Research has also revealed positive developments in students' perceptions of outdoor
learning environments. Sahrakhiz, Harring, and Witte (2018) stated that students participating in outdoor
activities, such as nature and cultural trips, exhibited positive attitudes towards these environments.
Luehmann (2009) emphasised in his study involving secondary school students at a medical centre
within a university that unique scientific experiences conducted in outdoor environments provided
students with an enjoyable way to learn abstract and complex concepts. This finding is consistent with
the results of our study, which indicated that students found their experiences gained outside the
classroom more interesting than classroom learning. The extant body of literature, as evidenced by the
present study and the aforementioned research, demonstrates that outdoor activities render the learning
process more motivating for students.
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In outdoor learning environments, students have been shown to experience more active learning
than in traditional classroom settings. In a similar vein, Es and Oztiirk-Geren (2014) reported that 7th-
grade students, during their visit to a university children's education centre, viewed outdoor learning
environments as a process that required more active participation compared to traditional classroom
environments. Yildiz, Keskin, and Ozan (2016) further emphasised that active learning occurs when
students engage in the process through hands-on experience and interactive participation. In the present
study, during the BIYOM (Biotechnology Center) and mushroom laboratory visits, students experienced
an active learning process, participating directly in learning by conducting experiments, making
observations, and posing questions to experts. This shift in the students' passive role to an active and
integral part of the learning process is a notable finding, underscoring the efficacy of outdoor
environments in facilitating active learning.

The extant literature highlights the propensity of students to engage with hands-on activities and
experiential learning. Kim and Song (2003) reported that students visiting science centres in Seoul
expressed a preference for interactive exhibits and demonstrated a greater inclination to learn by doing.
In the present study, the mushroom laboratory was particularly appreciated by students due to the greater
extent to which it provided "hands-on learning" opportunities in comparison to other environments. This
experience enabled students to discern the correlation between science and their daily lives, thereby
facilitating a more profound and personally meaningful learning experience. Indeed, outdoor
environments have been demonstrated to facilitate the development of an interest in science and to
encourage a positive perception of the subject (Kim & Song, 2003; Bowker, 2007). In a study conducted
by Skinner and Winslow (2016) with 11th-grade students, it was noted that a visit to the zoo was
regarded as both an informative and a different learning experience by the students. In accordance with
these findings, the present study's investigation revealed that both the BIYOM and the mushroom
laboratory facilitated direct interaction with field experts and the articulation of inquiries concerning
subjects of interest. This interaction has been shown to reinforce students' curiosity and support the
development of a more profound understanding of the subjects. Consequently, outdoor learning
environments, which facilitate hands-on experiences and interactions with experts, have been shown to
enhance student participation in lessons and cultivate their curiosity about science.

In the project conducted by Uysal et al. (2022) within the scope of the TUBITAK 4004 Nature
Education and Science Schools, academically successful and disadvantaged middle school students
were brought together through extracurricular activities in various fields, including scientific,
disciplinary club, artistic, community-oriented, sports, and cultural activities. With regard to the impact
of middle school students' participation in extracurricular activities on their development in various
domains, it was stated that, based on both student perspectives and observations, extracurricular
activities contributed the most to their affective development. Furthermore, it was emphasised that these
activities also contributed to their communication and cognitive development. The findings of this study
serve to underscore the notion that outdoor learning experiences have the capacity to impart substantial
cognitive benefits, in addition to those of an affective nature. Bowker's (2007) observations from a study
involving 9-11-year-old students, following a visit to the Eden Project tropical greenhouse, revealed that
the children employed more precise and detailed elements in their plant structure drawings. This finding
demonstrates that outdoor environments contribute to enduring learning by reinforcing complex
information through concrete experiences. In the present study, the observation and experience of
science topics in real-life settings by students was found to result in a deepening of their learning. Indeed,
in the student drawings made after the trip, details such as the appearance of mushrooms under the
microscope, mushroom reproduction experiments, and the process of obtaining pure seeds were
included. The incorporation of these elements into the illustrations suggests that the students
comprehended and retained these concepts more effectively. The findings of this study align with those
of Bowker (2007), who also reported that outdoor learning environments are conducive to cognitive
learning by offering students novel and diverse learning experiences.

The present study posits that the implementation of scientific activities within outdoor learning
environments has a positive influence on students' attitudes towards science and serves to reinforce their
perceptions of such environments. The study group’s members reported an increase in their interest in
science and an enhancement of their curiosity following participation in outdoor activities. The study's
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findings provide a strong basis for the hypothesis that the planned integration of outdoor learning
environments into the teaching process will enhance students' scientific attitudes and learning
motivation.

CONCLUSION AND RECOMMENDATIONS

The implementation of scientific activities in outdoor learning environments (e.g. Biotechnology
Research Centres, mushroom laboratories, botanical gardens and zoos) has been demonstrated to result
in a statistically significant increase in the scientific attitudes and perceptions of outdoor learning
environments among 8th-grade students. The quantitative results indicate that students approached
science more positively compared to before the field trips and showed an increased awareness of
learning in such environments. The qualitative findings also support the quantitative data. A detailed
analysis of the students' drawings and journals revealed that they derived particular enjoyment from the
visits to the BIYOM (Biotechnology Research Center) and the examination of mushrooms under a
microscope in the Mushroom Laboratory. Following these experiences, students exhibited heightened
enthusiasm for science lessons, expressed feelings of happiness and pride in being in these
environments, and developed positive sentiments towards individuals working in science.

The study yielded several key recommendations for teachers, school administrators, and researchers.

e Itis recommended that science teachers regularly integrate out-of-school learning activities into
their lesson plans. It is recommended that visits to research centres (for example, Biotechnology
Research Centres) or university laboratories be scheduled more regularly, as these environments have
been shown to enhance students’ motivation and eagerness to learn. Furthermore, by taking into
consideration the feedback provided by students in their journals, the topic and content of future
activities can be shaped according to students' interests. This approach ensures that out-of-school
activities become both engaging and relevant to students' needs.

¢ School administrators must support teachers in the smooth execution of out-of-school learning
activities as part of the science curriculum. This support should include facilitating necessary
permissions for trips, transportation arrangements, and budgeting. The following text is intended to
provide a comprehensive overview of the subject matter. It is recommended that school administrators
encourage teachers to offer such enriching experiences to their students.

¢ The examination and generalisation of current findings in this field through future studies can
contribute to the advancement of science education. Firstly, qualitative research should be conducted
to investigate students' experiences and perspectives in out-of-school learning environments in more
detail. It has been observed that some students, who are passive in the classroom, become more active
outside the classroom; the reasons behind this and how these students can be motivated could be
explored through interviews and observations. Furthermore, in order to assess the long-term effects,
it is recommended that follow-up studies with similar student groups be conducted. For instance, the
attitude and perception scales employed in this study can be re-administered to students after a
specified period, thus facilitating the examination of the enduring implications of out-of-school
learning experiences. This will provide insights into the sustainability and long-term contributions of
the gains achieved.
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Ozet

Bu ¢alismanin amaci, okul dis1 6grenme ortamlarinin 8. smif 6grencilerinin bilimsel tutumlari ve bu ortamlara
yonelik algilar1 tizerindeki etkisini incelemek; ayrica 6grencilerin deneyimledikleri bu ortamlara iliskin goriislerini
ortaya koymaktir. Arastirma, Tirkiye’nin batisinda yer alan bir devlet okulunda 6grenim géren 28 sekizinci smnif
ogrencisiyle gergeklestirilmigtir. Uygulama dort hafta siirmiis; fen bilimleri dersi kazanimlarina uygun olarak,
biyoteknoloji uygulama ve arastirma merkezi (BIYOM), mantar laboratuvari, botanik bahgesi ve hayvanat bahgesi
ziyaret edilmistir. Arastirmada agiklayici sirali karma yontem deseni kullanilmistir. Nicel veriler “Okul Dist
Ogrenme Ortamlar1 Alg1 Olgegi” ve “Bilimsel Tutum Olgegi” ile, nitel veriler ise dgrenci gizimleri ve
giinliikleriyle toplanmistir. Nicel veriler Wilcoxon isaretli siralar testi ile, nitel veriler ise igerik analiziyle
degerlendirilmistir. Elde edilen bulgulara gore, okul dig1 6grenme ortamlarinin hem bilimsel tutum hem de algi
tizerinde istatistiksel olarak anlamli bir etki yarattigi belirlenmistir. Ogrencilerin en gok etkilendikleri ortamim
mantar laboratuvar: oldugu; mikroskop altinda mantar gozlemleri ve yapilan deneylerin Ggrencilerin ilgisini
cektigi goriilmiistiir. BIYOM ise saf tohum iiretimi gibi igeriklerle dgrencilerin ilgisini gekerken, bilim insanlariyla
etkilesim firsati sunmustur. Ogrenciler portfolyo dosyalarindaki giinliiklerinde, okul digt dgrenme ortamlarimi
faydal, ilgi ¢ekici ve 6grenmeyi kalic1 kilan deneyimler olarak tanimlamiglardir.

Anahtar kelimeler: Okul dis1 6grenme ortamlari; ortaokul 6grencileri; fen bilimleri dersi; bilimsel tutum; algi
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GIRIS
Okul Disi Ogrenme Ortamlari

Okul dis1 6grenme ortamlar1 dgrencilerin 6grenmelerini destekleyen, kalic1 6grenmelere ve bilginin
yapilandirilmasina olanak saglayan ortamlardir (Cigek ve Sarag, 2017). Hayvanat bahgeleri,
planetaryum, botanik bahceleri, milli parklar, fabrikalar, sanat merkezleri gibi ortamlar okul disi
O0grenme ortamlar1 arasinda yer almaktadir (Lagin Simsek, 2020). Ayrica Eschenhagen, Katmann ve
Rodi (2008), okul yakinindaki okul bahgesi ve tarim alanlar1 gibi alanlarin da okul dig1 6grenme
ortamlar1 arasinda yer alabilecegini ifade etmektedir.

Okul dis1 6grenme ortamlar1 dgrencilerin yaparak ve yasayarak dgrenme deneyimi kazanmalarina
firsat taniyan 6grenme ortamlaridir (Ramey-Gassert, 1997). Okul dis1 6grenme ortamlarinin eglenceli
bir 6grenme siireci sunarak dgrencilerin 6grenmis olduklar1 bilgileri kalic1 hale getirdigini belirten
caligmalar mevcuttur. Sontay, Tutar ve Karamustafaoglu (2016) tarafindan yapilan c¢aligmada
ogrencilerin okul dig1 6grenme ortamlarinin bilgileri daha kalic1 hale getirdigi, etkili ve eglenceli yonleri
oldugu belirtilmistir. Okul dis1 6grenme ortamlar1 bilgilerin kaliciligint arttirdigi i¢in 6grencilerin
tutumlar: {izerinde de olumlu etkilere neden olmaktadir (Lakin, 2006). Ayrica okul dig1 dgrenme
ortamlarinin eglenceli bir ortam olusturmasi ve esnek hareket etme firsati sunmasi dgrencilerin fen
bilimleri dersine yonelik olumsuz algilarinin degismesini saglayabilmektedir (Braund ve Reiss, 2006;
Taylor ve Caldarelli, 2004).

Okul dis1 6grenme ortamlarinda gergeklestirilecek faaliyetler bireylerin bilgileri anlamli ve kalic1 bir
sekilde 6grenmesi ayrica 6grenme siirecinde aktif rol alabilmesi agisindan biiyiikk 6nem tagimaktadir
(Doldur ve Ertas-Kilig, 2023). Ancak okul dis1 6grenme ortamlarindan fayda saglanabilmesi i¢in okul
dis1 Ogrenme ortamlarina yapilacak olan gezilerin Ogretmenler tarafindan iyi planlanmasi
gerekmektedir. Gezi dncesi mutlaka 6gretmen gezi alanina giderek yetkili kisilerle goriismeli ve geziyi
planlamalidir (Demirel ve Ozcan, 2020). Gezi sirasinda dgretmen ve rehber isbirligi icinde calisarak
Ogrencilerin yeni bilgileri 6grenmelerini  desteklemelidir. Gezi sirasmnda Ogrencilere Ogrenme
ortamlarin1 kendi deneyimleriyle kesfetmeleri i¢in serbest zaman verilebilir. Gezi siresi boyunca
deneyimlerin ve yapilan gézlemlerin basarili olup olmadigini belirlemek igin ise gezi sonrasinda
Ogrenilen bilgiler degerlendirilmelidir (Kubat, 2018).

Literatiir taramas1 yapildiginda okul dis1 6grenme ortamlarina yonelik ¢cok fazla ¢alisma oldugu
goriilmiistiir.  Arastrma dahilinde gidilen okul dist Ogrenme ortamlara yonelik c¢alismalar
incelendiginde, Funderburk (2016), yapmis oldugu c¢alismada botanik bahgesine dlzenlenen
etkinliklerin 6grencilerin 6grenme siirecine olan etkisini incelemistir. Calismanin sonucunda botanik
bahgesinde diizenlenen etkinliklerin 6grencilerin bilgileri daha etkili bir sekilde 6grenmelerine ve kalict
ogrenmeler gergeklestirmelerine olanak sagladigi vurgulanmstir. Yavuz ve Balkan-Kiyic1 (2012), fen
bilimleri dersinin hayvanat bahgesinde islenmesine yonelik 6grenci goriislerini almiglardir. Calismanin
sonucunda dgrencilerin fen bilimleri dersine iliskin olumlu bir tutum sergiledigi goriilmiistiir. Ayrica
gidilen 6grenme ortaminin 6grencilerin biligsel ve duyussal alanlardaki kazanimlar gergeklestirmesinde
destekleyici bir role sahip oldugu goriilmiistiir. Karamustafaoglu ve Ermis (2020), biyoteknoloji
konusunun okul dis1 6grenme ortaminda islenmesine yonelik sekizinci simf 6grencilerinin gérislerini
incelemislerdir. Tokat Gaziosmanpasa Universitesindeki Genetik ve Biyomiihendislik boliimiinde
gerceklestirilen 6gretim siirecinin sonucunda Ogrenciler okul dis1 6§renme ortamlarinin farkli ve fen
bilimleri dersine olan ilgilerini arttiran 6grenme ortamlari oldugunu belirtmislerdir. Mierdel ve Bogner
(2021), gen teknolojisi laboratuvarinda deney ve model caligmalar1 ile gerceklestirilen 6grenme
stirecinin 6grenciler iizerindeki etkisini incelemiglerdir. Gen teknolojisi laboratuvarinda hem deneysel
caligmalarin hem de modellemenin 6gretimin etkisini artirdigi, bunun sonucunda 6grencilerin DNA
modellerini dogru algiladig1 ve bilissel performanslarinin arttig1 goriilmiistiir.

Bilimsel Tutum ve Okul Disi1 Ogrenme Ortamlarina iliskin Alg:

Fen bilimleri dersleri ogrencilerin bilimsel bilgileri ezberlemesini degil giinliikk hayatta
karsilastiklari, fenle ilgili problem durumlarini ¢ézebilmesi icin gerekli tutumlar1 ve zihinsel siireg
becerilerini kazandirmay amaglamaktadir (Demirbas ve Yagbasan, 2006). inceoglu (2010, s.13) tutumu
"bireyin deneyim, bilgi, duygu ve giidulerine dayanarak kendisine ya da ¢evresindeki herhangi bir nesne,
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sosyal konu ya da olaya karsi orgiitledigi biligsel, duyussal ve davranmigsal bir yatkinlik" olarak
aciklamaktadir. Tutum; bilgi ve diisiinceleri iceren bilissel, duygu ve hislerin oldugu duygusal bilesenler
ve harekete gecme egilimlerini igeren davranigsal bilesenlerden olugmaktadir (Kamradt ve Kamradt,
1999). Arastirmalar okul dis1 6grenme ortamlarinin 6grenci tutumlarm olumlu ydnde etkiledigini
gostermektedir (Basten vd., 2014; Sentiirk ve Ozdemir, 2014). Bilimsel tutum, kisinin siirekli olarak
geligimini saglamaktadir (Basaran ve Karakog -Topal, 2022; Erdogan, 2013). Literatiir incelendiginde
bilimsel tutum ve okul dis1 6grenme ortamlarina iligkin algilar1 inceleyen ayri ¢alismalar mevcuttur.
Okul dis1 6grenme ortamlarmin dgrencilerin bilimsel tutumlari tizerindeki etkisini inceleyen ¢aligmalar
incelendiginde, okul dis1 6grenme ortamlarinin 6grencilerin bilimsel tutumlarmin gelismesinde katki
sagladigr goriilmektedir. Sentiirk ve Ozdemir (2014), tarafindan yapilan calismada bilim merkezinin
ogrencilerin bilime yonelik tutumlari iizerinde olumlu yonde bir etki yarattigini goriilmiistiir. Yine Guzel
(2020) yapmis oldugu ¢alismada, ortaokul sekizinci sinif 6grencilerinin gezi sonrasina iligkin bilimsel
tutumlarini incelemistir. Calismanin sonucunda ogrencilerin bilimsel tutum diizeylerinin arttig
goriilmiistiir. Basaran ve Karakog-Topal (2022) yapmis olduklari g¢alismada bilim senliginin
ogrencilerin bilimsel tutumlart iizerinde olumlu bir etki yarattigi goriilmiistiir. Aksoy (2022), TUBITAK
4007 proje kapsaminda &grencilerin Bilim Senligi’ne iliskin algilarmi ve bilimsel tutumlarini
incelemistir. Bilim senligine katilan 6grencilerin bilimsel tutumlarinda artis oldugu goriilmiistiir.

Ayrica okul dis1 6grenme ortamlarina iliskin algi ¢aligmalar1 incelenmistir. Doldur ve Ertas-Kilig
(2023), ortaokul Ogrencilerinin bilim merkezine yonelik algilarini incelemislerdir. Caligmanin
sonucunda deney grubundaki 6grencilerin bilim merkezine iligkin algisinin kontrol grubuna gére daha
olumlu diizeyde oldugu goriilmiistiir. Mertoglu ve Giirbey (2023), okul dis1 6grenme ortamlarina iliskin
algilarini incelemek amacriyla sekizinci sinif 6grencilerine okul dis1 6grenme ortamlarinin neler oldugu,
sevdikleri okul dis1 6grenme ortamlart ve bu Ogrenme ortamlarmin zihinlerinde cagristirdiklarini
cizimlerle gdstermelerini istemislerdir. Ogrenciler tarafindan okul dis1 6grenme ortamlarma iliskin
calisma odasi, internet, televizyon ve ev ¢izimlerinin yapildig1 goriilmiistiir. Ayrica sevdikleri 6grenme
ortamlar1 arasida ev ve internet 6n plandadir. Calismalar incelendiginde okul dis1 6grenme ortamlarin
bilimsel tutuma etkisini ya da okul dis1 6grenme ortamlarinin 6grenci algilarina etkilerini inceleyen ayr1
calimalar oldugu goriilmiistiir. Ancak ¢ok fazla okul dis1 6grenme ortamlarin deneyimlendirilerek
ortaokul 6grencilerinin okul dis1 6grenme ortamlarina iliskin algilarmin ve bilimsel tutuma etkisinin
arastirildigi bir ¢alismaya rastlanmamustir.

Bu arastirma, okul dis1 6grenme ortamlarmin 8. smif dgrencilerinin bilimsel tutumlar1 ve bu
ortamlara yonelik algilari tizerindeki etkisini biitiinciil bir yaklagimla incelemesi bakimindan 6nemlidir.
8. smif Ogrencileri, bilissel ve duyussal gelisimlerinin hizlandigi, bilimsel diisiinme ve mesleki
yonelimlerin sekillenmeye basladigi kritik bir ddnemdedir. Bu yas grubuna yo6nelik yapilacak etkili fen
egitimi uygulamalari, 6grencilerin bilimsel tutumlarina etki edebilir. Bilimsel tutum, yalnizca fen
bilgisini 6grenmekle degil, sorgulayici diisiinme, merak etme ve arastirmaya agik olma gibi zihinsel
becerileri de kapsar.

Caligmada kullanilan okul dis1 6grenme ortamlar1 (Biyoteknoloji Uygulama Merkezi, Mantar
Laboratuvari, Botanik Bahgesi ve Hayvanat Bahgesi), Ogrencilerin fen konularini dogrudan
deneyimlemelerine, uzmanlarla etkilesim kurmalarina ve yaparak yasayarak Ogrenme deneyimi
yasamalarma olanak saglayan ortamlardir. Calismada 6grencilerin okul dis1 6grenme ortamlarina iliskin
algilarma bakilmak istenmistir. Ciinkii gidilen farkli okul dis1 68renme ortamlarmnin fen egitimi
acisindan ne kadar gerekli ve etkili oldugunun tespit edilmesi daha sonra yapilmasi planlanan okul dist
Ogrenme ortamlarina iligkin ¢caligmalara yon verecektir. Arastirma karma yontemle yapildigi i¢cin sadece
sayisal verilerle degil, 6grenci ¢izimleri ve gilinliikleriyle de desteklenmistir. Boylece Ogrencilerin
duygu, diisiince ve algilarina dogrudan ulasilmis ve etki daha somut hale getirilmistir.

Cahsmanin Amaci

Bu caligmanin amaci, okul dis1 6grenme ortamlarinin 8.sinif 6grencilerinin bilimsel tutumlari ile okul
dis1 6grenme ortamlart algisina etkisini incelemek ve deneyimlenen bu ortamlara iliskin 6grencilerin
diistincelerini ortaya koymaktir. Dolasiyla ¢calismanin alt problemleri su sekilde belirlenmistir:

1. Okul dis1 6grenme ortamlar1 6grencilerin okul dig1 6grenme ortamlarmna iliskin algilari tizerinde
etkili midir?
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Okul dis1 6grenme ortamlar1 6grencilerin bilimsel tutumlari tizerinde etkili midir?

Ogrenci ¢izimlerine gére dgrencilerin en ¢ok ilgisini ceken okul dis1 dgrenme ortanu hangisidir?
Ogrenci giinliiklerine dayali olarak dgrencilerin okul dis1 68renme ortamlarmna iliskin diisiinceleri
nelerdir?

rown

YONTEM

Arastirmanin Deseni

Bu arastirmada, belirlenen amag¢ dogrultusunda, nicel ve nitel verilerin kullanim sirasma gore
Creswell (2017) tarafindan yapilan siniflamadaki yakinsak paralel, agimlayici sirali, kesfedici siralt
desenlerden agimlayici sirali desen esas alinmistir. Arastirmanin nicel béliimiinde tek grup 6n test-son
test deneysel desen kullanilmistir. Nitel boliimiinde ise durum ¢aligmasi kullanilmustir.

Cahsma Grubu

Calisma grubunu Tiirkiye’nin bati bdlgesinde yer alan bir ilde bulunan devlet okulunda 6grenim
goren 28 sekizinci smif dgrencisi (16 kiz, 12 erkek) olusturmaktadir. Calismanin bu okulda yapilma
nedeni arastirmacilardan birinin bu okulda fen bilimleri 6gretmeni olarak ¢alismasi ve dolayisiyla
ulagilabilirliginin kolay olmasidir. Calismanin yapildigi okul sosyoekonomik agidan diisiik diizeyde
ogrencilerden olusan bir devlet okuludur. Calisma grubunu olusturan Ogrencilerin ilk okul dis1
deneyimleri olup daha 6nce 6gretmenleri ile birlikte okul dig1 6grenme ortamlarina yonelik deneyim
yasamamuglardir. Ancak fen 6gretmenleri yiiksek lisans doneminde okul dig1 6grenme ortamlar1 dersini
almis olup, gezi dncesi, gezi ve gezi sonrasina iligkin plan yapma konusunda bilgi sahibidir. Daha 6nce
caligma grubu disinda baska 6grenci gruplari ile okul dis1 6grenme gerceklestirmistir.

Veri Toplama Araclari

Veriler nicel ve nitel veri toplama araglari ile toplanmustir.

Ogrenci Gunliikleri

Uygulama sirasi

Okul Digt Ogrenme Ortamlari Algi Olgegi Okul Digt Ogrenme Ortamlari Algi Olgegi

— 5 i )
Uygulama 6ncesi —— KARMA YONTEM 1 Uygulama sonrasi
e - e ——
Bilimsel Ttutum Olcegi e Bilimsel Ttutum Olgegi

Ogrenci Cizimleri

Sekil 1. Veri Toplama Araglari
Nicel Verilerin Toplanmast

Bu aragtirmada nicel veri toplama araci olarak “Okul Disi Ogrenme Ortamlar1 Alg1 Olgegi” ve
“Bilimsel Tutum Olgegi” kullanilmistir. Olgeklerin ¢alismada kullanilabilmesi i¢in 6lgegi gelistiren
uzmanlardan ¢alismada kullanilmasi i¢in gerekli izinler alinmustir.

Okul Dist Ogrenme Ortamlart Algi Olgegi

Calismada Sen vd. (2018) tarafindan gelistirilen “Okul Disi Ogrenme Ortamlar1 Algr Olcegi”
kullamlmstir. Olgek toplam 16 maddeden olusmakta olup, besli likert yapidadir. Olgek 6grenme igin
tesvik (1,5,9,13), 6grenme faydalari (2, 6,10,14), entegrasyon (3,7,11,15) ve katilim (4,8,12,16) olmak
iizere 4 alt boyuttan olusmaktadir. Olcegi gelistiren arastirmacilar tarafindan Cronbach alfa katsayis1 .80
bulunmustur.
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Bilimsel Tutum Olgegi

Calismada Moore ve Foy’un (1997) gelistirdigi, Demirbas ve Yagbasan (2006) tarafindan Tiirkce’ye
uyarlanmis olan “Bilimsel Tutum Olgegi” kullamlmistir. Toplam 40 maddeden olusan lcegin 20
maddesi olumlu, 20 maddesi olumsuz olup besli likert yapidadir. Olgek, “bilimsel kanunlar ve teorilerin
yapist”, “fen bilimlerinin yapisi ve olaylara yaklagsma bi¢imi”, “bilimsel davranis sergileme”, “fen
bilimlerinin yapis1 ve amac1”, “fen bilimlerinin toplumdaki yeri ve 6nemi” ve “bilimsel ¢aligmalari
yapmada isteklilik” olmak iizere toplam 6 alt boyuttan olusmaktadir. Olcegi gelistiren arastirmacilar
tarafindan Cronbach alfa katsayisi .76 bulunmustur.

Nitel Veri Toplama Araglar
Arastirmanin nitel verileri 6grenci ¢izimleri ve giinliikler ile toplanmustir.
Ogrenci Cizimleri

Biyoteknoloji Uygulama ve Arastirma Merkezi (BIYOM), Mantar Laboratuvari, Botanik Bahgesi ve
Hayvanat Bahgesi’ne yapilan geziler sonrasinda 6grencilere “Gittiginiz okul dig1 6grenme ortamlarindan
hangisinden/hangilerinden daha ¢ok etkilendiniz? Nigin?” sorusu sorularak resimlerle anlatmalar
istenmistir. Ogrenciler en ¢ok etkilendikleri ortami ¢izerek, altina nigin bdyle bir ¢izim yaptiklarmi
aciklamiglardir.

Osrenci Giinliikleri

Arastirmacilar tarafindan her gezi ortamina iliskin sorular hazirlanmis olup, hazirlanan sorular
uzman gorilisiine sunulmustur. Uzman 6nerileri dogrultusunda 6grencilere sorulacak olan sorular revize
edilerek arastirma kapsaminda kullanilan son halini almistir. Calisma kapsaminda her gezi 6ncesi, gezi
sirast ve gezi sonrasinda Ogrencilerden Ogretmenleri tarafindan verilen portfolyo dosyalarindaki
gunliiklerini doldurmalar1 istenmistir. Gezi dncesine ait sorular daha ¢ok 6grenme ortamina iliskin 6n
hazirlik yapmalarma yoneliktir. Gezi sirasinda sorulan sorular gidilen okul dis1 6grenme ortamlarmnin
daha dikkatli gezilerek o ortamlarda edinilen bilgileri belirlemeye yonelik hazirlanmustir. Gezi
sonrasinda sorulan sorular ise O&grencilerin okul dis1 6grenme ortamlarina yonelik diisiincelerini
degerlendirmek amachdir.

Uygulama

Gidilen okul dis1 6grenme ortamlarma yonelik hazirlanan planlar Fen Bilimleri Dersi Ogretim
Programi sekizinci sinif kazanimlari dogrultusunda hazirlanmistir. Calisma grubu 6grencileri ile fen
bilimleri 6gretmenleri ve alanda uzman bir 6gretim iiyesi tarafindan gezi 6ncesi, gezi ve gezi sonrasina
yonelik yapilan planlar dahilinde Biyoteknoloji Uygulama ve Arastirma Merkezi, Mantar Laboratuvari,
Botanik Bahgesi ve Hayvanat Bahgesi’ne gidilerek ¢alisma yiiriitiilmiistiir. Asagida gidilen okul dist
Ogrenme ortamlarina iliskin bilgiler ve 6grenme ortamlarinda neler yapildig1 anlatilmistir.

Biyoteknoloji Uygulama ve Arastirma Merkezi (BIYOM)

BIYOM gezisi 8.siif fen bilimleri dersi “DNA ve Genetik Kod: Genetik Miihendisligi ve
Biyoteknoloji” kazanimlar1 dogrultusunda gerceklestirilmistir. Biyoteknoloji Uygulama ve Arastirma
Merkezi Tiirkiye’nin batisinda yer alan bir ilde iiniversite icerisinde yer almaktadir. Ogrencilere, gezi
oncesinde BIYOM gezisi ile ilgili neler yapilacagi, gezi sirasinda nitelikli gdzlemler yaparak bunlari
rapor etmeleri ayrica gesitli bilgileri bulabilecekleri bir internet adresi verilmistir. Yine gezi dncesinde
arastirma yapmalar i¢in 6grencilere 6 soruluk bir calisma kagidi verilmistir. Bu sorular “Tarim ve
tarimsal {irtinlerde biyoteknolojik uygulamalar nelerdir?”, “Bir ¢iftci verimli ve yiiksek kalitede iirtinleri
nasil elde eder?”, “Ata tohumu nedir? Neden 6nemlidir?”, “Sizce ata tohumlara kolayca ulasilabiliyor
mu?”, “Sirdiiriilebilir tarim nedir?” seklindedir. Gezi sirasinda ise Ogrencilere; “BIYOM nedir?”,
“BIYOM’ da hangi bitkilerle ¢alisiliyor?”, “Bu bitkiler nasil {iretilmistir?”, “Calismalarinda bu bitkileri
tercih etme nedenleri nelerdir?”, ”Calismalarinda agik tohumlu mu yoksa kapali tohumlu bitkiler mi
kullanillmig?”, “Calismalarinda saf tohum elde etme nedenleri nelerdir?”, “Saf tohum neden
onemlidir?”, “Saf tohum elde etme siireci nasil isliyor?”, “Bitkileri dzel sartlar1 olan odalarda biiylitme
nedenleri nelerdir?”, “Doku kiiltiirii nedir?”, “Doku kiiltiirii nasil olusturuluyor?” sorular1 sorulmustur.
Gezi sonrasinda ise 6grencilerden ¢aligma kagidinda bulunan “Ziyaret notlarim (hissettiklerim, ilgimi
¢eken noktalar, 6grendiklerim, begendigim ve begenmedigim yonler gibi...)” ve “Yaptigimiz gezide en
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cok dikkatinizi ¢eken seyler nelerdi?” béliimlerini cevaplandirmalari istenmistir. Ogrenciler gezi
sonundaki diigiincelerini ve deneyimlerini portfolyo dosyalarindaki giinliiklerine yazmiglardir. Asagida
BiYOM 6grenme ortamina ait 6grenme deneyimlerine ait fotograflar sunulmustur.

Mantar Laboratuvari

Mantar laboratuvar1 Tirkiye’nin batisinda yer alan bir ilde Universite igerisinde yer almaktadir.
Mantar laboratuvari, ¢esitli mantar tiirlerinin mikroskop altinda incelenebilen ve c¢esitli mantar
aragtirmalarinin yiiriitiildiigii bir laboratuvardir. Mantar laboratuvarima yonelik hazirlanan gezide 8.simif
fen bilimleri “Enerji Doniigiimleri ve Cevre Bilimi: Besin zincirindeki iretici, tiikketici ve ayristirict
canlilar” kazanimi ele alinmigtir. Gezi Oncesinde gidilecek olan mantar laboratuvart hakkinda
Ogrencilere bilgi verilmistir. Ayrica 6grencilere cevaplamalar1 gereken 4 soruluk bir ¢alisma kagidi
verilmistir. Bu sorular “Mantarlar iiretici mi yoksa tiikketici midir?”, “Mantar neye denir ve ka¢ grupta
smiflandirilirlar?”, “Mantarlar yararli midir yoksa zararli mudir?”, “Mantarlar nasil ¢ogalir?”
seklindedir. Gezi sirasinda Ggrenciler g¢esitli mantar tiirlerini mikroskopta incelemis, petri kabinda
mantarm nasil {iredigini ve bu siirecin nasil gergeklestigini kesfetmislerdir. Ogrenciler gezi sirasinda
calisma kagitlarindaki “Fungi alemi ne demek?”, “Makro ve mikro funguslar nelerdir?”, “Bitki patojeni
funguslar nelerdir?”, “Besi ortam1 ne demek?” gibi sorular1 cevaplandirmislardir. Gezi sonrasinda ise
ogrencilerden ¢alisma kagidinda bulunan “Ziyaret notlarim” ve “Yaptigimiz gezide en ¢ok dikkatinizi
ceken seyler nelerdi?” béliimlerini cevaplandirmalari istenmistir. Ogrenciler gezi sonunda diisiincelerini
ve deneyimlerini giinliiklerine yazmuglardir. Asagida Mantar laboratuvari 6grenme ortamina ait 6grenme
deneyimlerine ait fotograflar sunulmustur.
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Botanik Bahcesi

Botanik bahceleri, zengin bitki koleksiyonlar1 ve bitkiler aleminin gesitliliginin gorsel 6rneklerini
sunmaktadir (He ve Chen, 2012). Calisma kapsaminda gidilen botanik bahgesi Tiirkiye’nin batisinda
yer alan bir ilde Universite i¢erisinde yer almaktadir. Botanik bahgesi igerisinde 850 farkli tiir bitki
bulunmaktadir. Botanik bahgesine iligkin yapilan gezi 8.siif fen bilimleri “Enerji Doniistimleri ve
Cevre Bilimi: Besin Zinciri ve Enerji Akis1” kazanimlar1 dogrultusunda planlanmistir. Gezi 6ncesinde
ogrencilere botanik bahgesi ile ilgili bilgilendirme yapilmistir. Ayrica “Bitkilerin yasam i¢in onemi
nedir?”, “Her bitki ayn1 kosullarda m1 yasar?”, “Endemik bitki nedir?”, “Yasanilan bolgede bulunan
endemik bitki tiirleri nelerdir?”, “Aromatik bitki nedir?”, “Kurak bolge bitkileri ve sulak bdlge bitkileri
hangileridir?”, Kayac¢ alan bitkileri nelerdir? sorular1 sorularak arastirma yapmalar1 istenmistir. Gezi
sirasinda 6grencilere “Botanik bahgesinde hangi alanlarda hangi bitki tiirlerini goriiyorsunuz? Neden?”,
“Mesela kayag bolgelerde bitkiler neden kayaglarin arasindan ¢ikar?”, “Alanlara gore bitki tiirlerini nasil
smiflandirirsiniz?”, “Golge, yar1 golge ve golge olmayan alanlarda hangi bitkiler dikilmistir?”, “Toprak
tiirlerine gore bitkiler nasil dikilmiglerdir?”, “Endemik bitkiler var midir?”, “Aromatik bitkiler var
mudir?”, “Kurak alan bitkileri hangileridir?” gibi sorular sorularak 6grencilerin 6grenme siirecinde aktif
rol almalar1 saglanmistir. Gezi sonrasinda ise Ogrencilerden calisma kagidinda bulunan “Ziyaret
notlarim” ve “Yaptiginiz gezide en ¢ok dikkatinizi ¢ceken seyler neydi?” boliimlerini cevaplandirmalari
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istenmistir. Ogrenciler gezi sonundaki diisiincelerini ve deneyimlerini giinliiklerine yazmuslardir.
Asagida botanik bah¢esi 6grenme ortamina ait 6grenme deneyimlerine ait fotograflar sunulmustur.

Hayvanat Bahgesi

Hayvanat bahgesi, farkli cografik bolgelerde yasayan hayvanlarin dogal ¢evrelerine en yakin
kosullarda yasamalarmi saglayan, ziyaretgiler tarafindan canlilarin dogal yasam alanlarinda
davraniglarmin rahatga gozlenebilmesi i¢in diizenlenmis mekanlar olarak tanimlanmaktadir
(Tudge,1992). Calisma kapsaminda gidilen hayvanat bahcesi Tiirkiye’nin batisinda yer alan bir ilde yine
Universiteye yakin bir alanda yer almaktadir. Hayvanat bahgesine iligkin yapilan gezi 8.simif fen bilimleri
“Enerji Doniistimleri ve Cevre Bilimi: Besin Zinciri ve Enerji Akis1” kazanimlari dogrultusunda
planlanmigtir. Gezi Oncesinde Ogrencilere hayvanat bahgesi ile ilgili bilgilendirme yapilmstir.
Ogrencilere cevaplamalari icin “Ekosistem nedir?”, “Besin zinciri nedir?”’, Besin zincirini olusturan
gruplarin her birine ne ad verilir?, “Tiiketici canli kimlere denir?”, “Hayvanlarin besin zincirindeki
onemi nedir?” ve “Hayvanlar dlemi kaca ayrilir?” sorularimi igeren caligma kagidi verilmistir.
Ogrencilerin gezi sirasinda hayvanlarin yasam alanlarma, beslenmelerine, iiremelerine gore hayvanlari
smiflandirmalart istenerek gezi siirecinde aktif rol almalar1 saglanmigtir. Gezi sonrasinda ise
ogrencilerden ¢alisma kagidinda bulunan “Ziyaret notlarim” ve “Yaptiginiz gezide en ¢ok dikkatinizi
ceken seyler neydi?” béliimlerini cevaplandirmalari istenmistir. Ogrenciler gezi sonundaki
diislincelerini ve deneyimlerini giinliiklerine yazmiglardir. Agsagida hayvanat bahgesi 6grenme ortamina
ait 6grenme deneyimlerine ait fotograflar sunulmustur.

Gidilen 4 farkli 6grenme ortanmindan ikisinde (BIYOM ve mantar laboratuvari) bilim insanlar
ogrencilere rehberlik etmis ve 6grenciler merak ettikleri tiim sorulari bilim insanlarina sorabilmislerdir.
Botanik bahgesinde ise Ogrencilere rehber eslik etmis ve ozellikle botanik bahgesinin tanitiminda
ogrencilerle birlikte alan1 gezmis ve yine 6grencilerin merak ettikleri tiim sorular1 yanitlamistir. Ancak
hayvanat bahgesinde gorevli bir rehber olmadig1 icin dgrenciler 6gretmenleri ve fen egitiminde uzman
bir 6gretim liyesi ile hayvanat bahgesini gezip, merak ettikleri sorular1 fen bilimleri 6gretmenlerine
sormuglardir.

Verilerin Analizi

Nicel verilerin analizde SPSS 26 paket programi kullanilmistir. Verilerin analizinde Kolmogorov-
Smirnov ve Wilcoxon Isaretli Siralar testi kullamlmistir. Istatistiksel analizler yapilarak sonuglar
tablolastirilmis ve yorumlanmustir. Degiskenlerin normal dagilim gosterip gdstermedigini belirlemek
amaciyla bilimsel tutum ve okul dis1 6grenme ortamlart algilar1 6lgekleri hem alt boyutlarinin hem de
Olcek genelinin carpiklik ve basiklik degerlerine bakilmistir. George ve Mallery’e (2018) gore carpiklik
ve basiklik degerleri -2.00 ile +2.00 arasinda ise normal dagilim oldugu kabul edilir. Caliymada da
yapilan normallik testi sonuclarina bakilarak okul dig1 6grenme ortamlar1 alg1 dlgeginin entegrasyon alt
boyutundaki ¢arpiklik ve basiklik +2.00 ile -2.00 arasinda olmadig1 goriilmiistiir. Dolayisiyla verilerin
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normal dagilim gostermedigi goriilmiis olup analizler buna dayali olarak yapilmistir. Yine bilimsel
tutum Olgegi carpiklik ve basiklik katsayilari incelenmis; fen bilimlerinin yapisi ve olaylara karsi
yaklagma bicimi, bilimsel ¢aligmalar1 yapmadaki isteklilik alt boyutlarina ait ¢arpiklik ve basiklik
katsayisinin +2.00 ile -2.00 arasinda olmadig1 goriilmiistiir. Dolayisiyla her iki 6lgegin analizinde
nonparametrik testler uygulanmustir.

Nitel veriler analiz edilirken igerik analizi yontemi tercih edilmistir. Arastirmanin giivenirligini
saglamak amaciyla, verilerin yanlis yorumlanmasini ve arastirmaci yanliligini dnlemek i¢in fen egitimi
alaninda uzman iki arastirmaci ayr1 ayri, giinliikler ve ¢izimlerden elde edilen verileri kodlamislardir.
Daha sonra arastirmacilar bir araya gelerek her bir veriyi tartigmig ve analiz gercevesi lizerinde bir fikir
birligi olusturmustur. Kodlayicilar arasi giivenilirlik, iki kodlayic1 arasindaki tutarliligi ve uzlagmay1
gostermek icgin toplam uzlasma sayisi / toplam uzlagma sayisi + toplam uzlasmama sayisi1 formiili
kullamlarak hesaplanmigtir (Miles ve Huberman, 1994). Tiim verilerin analizindeki giivenirlik %90’un
tizerinde oldugu tespit edilmis ve %100 uzlagsma saglandiktan sonra veriler bulgularda sunulmustur.

Etik Kurul izni

Bu arastirma i¢in Pamukkale Universitesi Egitim Bilimleri Enstitiisii'nden 15/06/2022 tarih/ 12-7
sayil1 68282350/2022/G12 karar no yazisi ile etik kurul izni alinmistir.

BULGULAR

Arastirmanin nicel ve nitel verilerine ait bulgular agagida sunulmustur.
Nicel Verilere Ait Bulgular

Okul Dist Ogrenme Ortamlart Algi Olcegi’ ne Iliskin Bulgular

Calisma grubunun okul dis1 6grenme ortamlar: algi1 Glgegine iliskin On test son test ortalama ve
standart sapmalar1 Tablo 1.de verilmistir.

Tablo 1. Calisma grubunun okul dig1 6grenme ortamlart algi dlgegine iliskin 6n test son test ortalama ve
standart sapma puanlar1

N X sd
Ogrenme icin tesvik on test 28 16.50 2.25
Ogrenme i¢in tesvik son test 28 18.21 1.64
Ogrenme faydalar1 6n test 28 16.85 2.23
Ogrenme faydalar1 son test 28 17.50 2.18
Entegrasyon o6n test 28 16.21 2.34
Entegrasyon son test 28 16.42 2.61
Katilim 6n test 28 15.53 2.92
Katilim son test 28 16.89 2.45
On test 28 65.10 7.62
Son test 28 69.03 6.82

Tablo 1. incelendiginde okul dis1 6grenme ortamlarinda gergeklestirilen egitim siireci, dgrencilerin
bu ortamlara yonelik algi puan ortalamalarmi artirmustir. Olgek alt boyutlar acisindan incelendiginde
tim alt boyutlarda puan ortalamalarmn arttigni gorilmiigtir. Okul dist 6grenme ortamlarinda
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gergeklestirilen egitim siireci sonucunda, ogrencilerin bu ortamlara yonelik algi puanlarindaki artig
Wilcoxon isaretli siralar testi ile analiz edilmis olup, sonuglar Tablo 2’de sunulmustur.

Tablo 2. Calisma grubu 6grencilerinin okul dis1 6§renme ortamlarina yonelik algi 6n test-son test puanlarinin
kargilastirilmasina iligkin Wilcoxon isaretli siralar testi analiz sonuglari

Boyutlar Ontest-Sontest N Siralar Stralar z p
ortalamasi
toplami
Ogrenme icin tesvik Negatif sira 20 251.50 12.58 -3.479  .001
Pozitif sira 3 24.50 8.17
Esit 5
Ogrenme faydalar Negatif sira 15 183.50 12.23 -1.891  .059
Pozitif sira 7 69.50 9.93
Esit 6
Entegrasyon Negatif sira 13 171.50 13.19 -.623 .533
Pozitif sira 11 128.50 11.68
Esit 4
Katilim Negatif sira 16 169.50 10.59 -2.429  .015
Pozitif sira 4 40.50 10.13
Esit
Toplam Negatif sira 22 345.50 15.70 -3.251  .001
Pozitif sira 6 60.50 10.08
Esit 0
*p<.05

Tablo 2’ de gosterilen analiz sonuglar1 incelendiginde; 6grencilerin okul dis1 6grenme ortamlar algi
Olcegine yonelik 6n ve son test toplam puan agisindan, istatistiksel olarak anlamli bir farklilik
gozlenmistir (z=-3.251>; p=.001<.05). Analiz sonuglarina alt boyutlar agisindan bakildiginda; 6grenme
icin tesvik alt boyutunda (z=-3.479; p=.001<.05) ve katilim alt boyutunda (z=-2.429; p=.015<.05)
istatistiksel olarak anlamli bir farklilik vardir.

Bilimsel Tutum Olgegi’ne Iliskin Bulgular

Calisma grubunun bilimsel tutum 6lgegine iligkin 6n test son test ortalama ve standart sapmalari
Tablo 3.de verilmistir.
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Tablo 3. Calisma grubunun bilimsel tutum dlgegine iliskin 6n test son test ortalama ve standart sapma puanlari

N X sd
Bilimsel kanunlar ve teorilerin yapisi 6n test 28 20.85 2.51
Bilimsel kanunlar ve teorilerin yapisi son test 28 21.53 2.47
Fen bilimlerinin yapisi ve olaylara kars1 yaklagma bigimi 6n test 28 19.28 2.49
Fen bilimlerinin yapisi ve olaylara kars1 yaklagsma bigimi son test 28 19.60 211
Bilimsel davranisi sergileme on test 28 18.32 3.07
Bilimsel davranisi sergileme son test 28 18.00 2.66
Fen bilimleri yapisi ve amaci 6n test 28 24.03 2.53
Fen bilimleri yapis1 ve amaci son test 28 26.21 2.75
Fen bilimleri toplumdaki yeri ve 6nemi 6n test 28 15.39 2.39
Fen bilimleri toplumdaki yeri ve 6nemi son test 28 16.53 2.28
Bilimsel ¢alismalar1 yapmadaki isteklilik 6n test 28 34.25 3.37
Bilimsel ¢alismalar1 yapmadaki isteklilik son test 28 35.60 2.79
On test 28 13214 9.52
Son test 28 137.50 7.30

Tablo 3 incelendiginde, okul dis1 6grenme ortamlarinda gerceklestirilen egitim siireci sonucunda
ogrencilerin bilimsel tutum puan ortalamalarinda genel anlamda artis oldugu goriilmiistiir. Olgek alt
boyutlar acisindan incelendiginde; bilimsel davranis sergileme alt boyutu hari¢ diger tiim alt boyutlarda
puan ortalamalarinin arttig1 goriilmiistiir. Okul dis1 6grenme ortamlarinda gerceklestirilen egitim siireci
sonucunda Ogrencilerin bilimsel tutum puan ortalamalarindaki artis, Wilcoxon isaretli siralar testi

sonuclarina gore Tablo 4’de verilmistir.

Tablo 4. Calisma grubu 6grencilerinin bilimsel tutum o6lgegine yonelik algi 6n test-son test puanlarinin

karsilastirilmasina iliskin Wilcoxon isaretli siralar testi analiz sonuglari

Boyutlar On test-Son test N Siralar Siralar Z p
ortalamasi
toplami

Bilimsel Kanunlar ve Negatif sira 13 146.50 11.27 -1.088  .277

Teorilerin Yapist Pozitifsra 8 84.50 10.56
Esit 7

Fen Bilimlerinin Negatif sira 11 151.00 13.73 -401 .688

Yapist ve Olaylara Karg: Pozitifsra 12 125.00 10.42

Yaklasma Bigimi
Esit 5
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Bilimsel Davranisi Negatif sira 12 137.00 11.42 -.031 975
Sergileme Pozitifsra 11 139.00 12.64
Esit 5
Fen Bilimleri Yapisi Negatif sira 21 255.00 12.14 -3.584 .000
ve Amact Pozitifsira 2 21.00 10.50
Esit 5
Fen Bilimlerinin Negatif sira 19 224.50 11.82 -2.658 .008
Toplumdaki Yeri ve .
Anemi Pozitif sira 4 51.50 12.88
Esit 5
Bilimsel Caligmalari Negatif sira 19 250.00 13.16 -2.386  .017
Yapmadaki Isteklilik Pozitifsra 6 75.00 12.50
Esit 3
Toplam Negatif sira 24 347.00 14.46 -3.800 .000
Pozitif sira 3 31.00 10.33
Esit 1

*p<.05

Tablo 4’ de gosterilen analiz sonuglari incelendiginde; bilimsel tutum 6lgegi 6n ve son test toplam
puan agisindan, istatistiksel olarak anlamli bir farklilik bulunmaktadir (z=-3.800>; p=.000<.05). Analiz
sonuclarina alt boyutlar agisindan bakildiginda; fen bilimleri yapis1 ve amaci alt boyutunda (z=-3.584;
p=.000<.05), fen bilimlerinin toplumdaki yeri ve énemi alt boyutunda (z=-2.658; p=.008<.05) ve
bilimsel ¢aligmalar1 yapmadaki isteklilik alt boyutunda (z=-2.386; p=.017<.05) istatistiksel olarak
anlaml bir farklilik vardir.

Nitel Verilere Ait Bulgular
Ogrenci Cizimlerine Ait Bulgular

Calisma grubunda bulunan 28 O6grencinin okul dist 0grenme ortamlarma yonelik ¢izimleri
incelendiginde; 13 &grencinin mantar laboratuvarindan, 10 6grencinin BIYOM’dan, 3 &grencinin
botanik bah¢esinden ve 2 Ogrencinin de hayvanat bahgesinden etkilendigi goriilmiistiir. Resimler
incelendiginde, mantar laboratuvarinda 6grencileri en ¢ok etkileyen seyin mantarlarin mikroskop
altindaki goriiniisleri, mantarlardan hangi alanlarda yararlanildig1 ve mantarlarin her yerde olabilecegine
dair yapilan petri kabinda mantar iiremesi deneyi oldugu gériiliirken, BIYOM gezisinde dgrencileri en
cok etkileyen ise, saf tohum elde etme yontemleri, bilim insanlari, gelecegin ata tohumu olan saf tohum
havuglar1 gérmenin verdigi heyecan resimlerle anlatilmistir.
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Ornek 6grenci ¢izimleri, dort farkli §grenme ortamina gore sunulmustur.

Mantar laboratuvari Hayvanat bahgesi

—)

Cizim 1. Mantarin mikroskop Cizim 2. Mantar Ureme deneyi Cizim 3. Hayvanlara duyulan sevgi

altindaki goriintiisi

BIYOM Botanik bahgesi

Cizim 4. Saf tohum elde yontemi Cizim 5. Bilim insan1 algisi Cizim 6. Ortama duyulan hisler

Ogrenci Giinliiklerine Ait Bulgular

Ogrenci giinliiklerine ait bulgular, okul dis1 grenme ortamlarma iliskin 6grencilerin deneyimleri,
ilgileri ve ortamlardaki hisleri olmak {izere 3 tema altinda kodlanarak Tablo 5, 6 ve 7° de sunulmustur.

Okul dig1 6grenme ortamlarina yonelik 6grencilerin 6grenme deneyimlerine iliskin analiz bulgular
Tablo 5’de verilmistir.

Tablo 5. Okul dis1 6grenme ortamlarina yonelik 6grencilerin 6grenme deneyimleri

Tema Kodlar BiYOM Mantar Hayvanat Botanik
) laboratuvari bahgesi bahgesi
® ® ®
Yeni ve farkli 6grenmeler 19 20 17 15
Merak edilen konularin uzmani 12 7 1 5
Ogrencilerin tarafindan 6grenilmesi
O0grenme
deneyimleri Yaparak yasayarak 6grenme 12 13 8 10
Teorik bilgileri pratige 4 4 5 1
dontistiirme
Arastirma ve 6grenme istegini 6 8 2 5
artirmast

*Ogrenciler birden fazla cevap verdikleri i¢in kod sayilar: 6grenci sayilarindan fazladir

Tablo 5 incelendiginde; mantar laboratuvarmin ve BIYOM un diger okul dis1 6renme ortamlarina
gore Ogrencilere daha fazla yeni ve farkli 6grenmeler sagladigi, yaparak yasayarak 6grenme firsati
sundugu goriilmektedir. Ayrica 6grencilerin konunun uzmani tarafindan merak ettikleri konular1 en iyi
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sekilde dgrendikleri okul dis1 6grenme ortaminin BIYOM oldugu gériilmektedir. Ogrencilerin aragtirma
ve Ogrenme istegini en fazla arttiran okul dig1 6grenme ortaminin ise mantar laboratuvari oldugu
goriilmiistiir. Ogrencilerin giinliiklerine yazmus olduklar: ifadelerden bazilari asagida verilmistir.

“Evet GDO ile ilgili daha énceden bilgim vardi ama én yargilarim da vardi. BIYOM a gidince orada
yapilan ¢alismalary bilim insanlarindan dinlemek, ¢alismalart gérmek bazi olumsuz diisiincelerimi
degistirdi. Bu konuda arastirma ve 6grenme istegimi arttirdi (03).”

“Daha 6nce mantarlart bu kadar yakindan ve farkly gérmemistim. Mikroskop altinda mantarlar
incelemek ¢ok farkl bir deneyimdi. Onlarin ¢ok farkli tiirlerinin oldugu ve onlarla i¢ ice yasadigimizi
ogrendim. Mantarlardan parfiim bile yapiliyormus. Onlarla ilgili daha fazla aragtirma yapicam (O15).”

“Botanik bahgesindeki endemik bitki tiirlerini gérmek ¢ok ilgimi ¢ekti. Onlarin neden belirli
bolgelerde yetistigini ve bu bolgelerin ozelliklerini arastirmak istiyorum. Daha dnce gordiigiim
bitkilerden ilaglar, parfiimler yapildigimi 6grendim. PLANET uygulamas: sayesinde oradaki bitkiler
hakkinda daha cok bilgiler 6grendim. Bu uygulamay: bitkileri merak ettigimde kullanicam (010).”

Ogrencilerin farkli okul dis1 6grenme ortamlarindaki ilgilerine yénelik analiz bulgular1 Tablo 6°da
verilmistir.

Tablo 6. Farkli okul dis1 6grenme ortamlarina yonelik 6grenci ilgileri

Tema Kodlar BiYOM Mantar Hayvanat Botanik
) laboratuvari bahcesi bahcesi
® ® ®
Cevresindeki olaylara kars1 8 5 9 5
Ogrencilerin Hlgi
ilgileri Bilim ve bilim insanlarma 8 10 1 -
ilgi
Arastirma yapmaya ilgi 10 12 5 8
Aragtirma ortamina yonelik 12 13 5 10
ilgi
Fen bilimleri dersine ilgi 14 10 6 8

*Og'renciler birden fazla cevap verdikleri i¢in kod sayilar: 6grenci sayilarindan fazladir

Tablo 6 incelendiginde; dgrencilerin bilim ve bilim insanlarina en fazla ilgilerini arttiran 6grenme
ortaminin mantar laboratuvar1 oldugu goriilmektedir. Ayrica mantar laboratuvarinin 6grencilerin
arastirma ve arastirma ortamina ilgilerini arttirdigi gériilmiistiir. Ogrencilerin fen bilimleri dersine olan
ilgilerini diger ortamlara gére daha fazla artiran okul dist 6grenme ortamu ise BIYOM olmustur.
Ogrencilerin giinliiklerine yaznus olduklar1 ifadelerden bazilar1 asagida verilmistir.

“BIYOM gezisi sonrast bilim insanlarina karst ilgim artti. Bu gezi benim GDO’lu iiriinlere bakis
acimi degistirdi, bu alanlarda yapilan ¢alismalart daha da merak ediyorum. BIYOM dan aldigim havug
tohumlarim ekecegim. Sonucunu simdiden merak ediyorum ve ¢ok heyecanlyim. Ne de olsa Diinya’da
bu tohumdan benden baska kimsede yok (O17).”

“Bugiin mantarlar hakkinda c¢ok sey ogrendim. Mantarlarin bu kadar cesidinin oldugunu
bilmiyordum ve hi¢ ilgimi de ¢cekmiyordu. Laboratuvarda onlart mikroskop altinda incelerken kendimi
bir bilim insani gibi hissettim. Avtik mantarlarla ilgili daha ¢ok arastirma yapmak istiyorum (O27).”

“Botanik bahgesinde ¢ok farkl bitkiler g(')'rdiin}. Kaya icginde yetisen bitkiler en ¢cok dikkatimi
cekendi. Kayalarin minerallerini kullaniyorlarmis (021).”
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Ogrencilerin farkli okul dis1 dgrenme ortamlarmdaki hisleri Tablo 7°de gdsterilmistir.

Tablo 7. Ogrencilerin farkl okul dis1 6grenme ortamlarmdaki hisleri

Tema Kodlar BiYOM Mantar Hayvanat Botanik

® laboratuvari bahcesi bahgesi

® ® ®

Mutlu olma 10 14 13 15
Keyif alma 2 5 4 4
Ogrencilerin Sansl1 hissetme 7 12 2 5
hisleri Farkli ilging hissetme 8 9 4 4
Saskin 12 8 6 5
Heyecanli 6 8 5 5
Gurur duyma 3 - - -
Huzurlu hissetme - - - 4

*Ogrenciler birden fazla cevap verdikleri i¢in kod sayilar: 6grenci sayilarindan fazladwr

Tablo 7 incelendiginde; &grencilerin okul dis1 6grenme ortamlarindan en ¢ok mantar
laboratuvarindan keyif aldiklar1 goriilmiistiir. Ayrica 6grenciler mantar laboratuvarinda bulunduklari
icin kendilerini sansh ve farkli hissetmislerdir. Ogrencilerin en ¢ok sasirdiklar1 okul dis1 6grenme ortami
ise BITYOM olmustur. Ogrencilerin BIYOM'da yapilan calismalardan gurur duydugu tespit edilmistir.
Ogrencilerin bulunduklar1 ortamdan huzur duyduklar1 yerin ise botanik bahgesi oldugu goriilmiistiir.
Ogrencilerin giinliiklerine yaznus olduklar1 ifadelerden bazilar1 asagida verilmistir.

“Boyle bir yere gittigim i¢in ¢ok sanslh ve mutluyum. Ayrica iilkemizde bu tarz ¢alismalarin
oldugunu gérmek beni ¢ok gururlandird: (09).”

“Daha dnce boyle bir laboratuvar gormemistim. Mikroskopla mantarlart incelemek ¢ok farkly bir
duyguydu. Burada ¢cok keyifli zaman gegirdim (0O23).”

“Botanik bahgesine girince garip bir huzur hissettim. Rengarenk bitkilerin arasinda olmak ¢ok
keyifliydi. Suda, kayada, serada yetisen farkl: farkli bitki gesitleri vardr (022).”

“Hayvanlardan ¢ok korkan birisiyim. Daha 6nce hayvanat bahgesine hi¢ gitmedim. Arkadaslarimin
hayvanlardan korkmayip onlqrz beslemesi beni sasirtti. Arkadaslarim sayesinde tavsanlara havug
verdim. Cok heyecanlandim (012).”

TARTISMA

Bu arastirmada elde edilen bulgular incelendiginde, 8. siif 6grencilerinin fen bilimlerine yonelik
bilimsel tutumlarinda okul dis1 6grenme etkinlikleri sonrasinda istatistiksel olarak anlamli bir artig
gorlilmiistiir. Benzer sekilde, Punyain (2008) tarafindan Tayland’da bir hayvanat bahgesinde yiiriitiilen
bilim programi sonrasinda Ogrencilerin bilimsel tutumlarinin yiikseldigi rapor edilmistir. Rix ve
McSorley (1999) de etkilesimli bir bilim merkezi gezisinin ardindan &grencilerin bilimsel tutumlarmin
olumlu ydnde arttigimi belirlemislerdir. Ogrenciler genellikle bu tiir ortamlarda gerceklestirilen dgrenme
siirecini eglenceli ve ilgi ¢ekici bulduklarini ifade etmislerdir (Rix ve McSorley, 1999). Nitekim
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calismamizdaki 6grenciler de okul dis1 etkinlikleri zevkli bir 6grenme deneyimi olarak tanimlamiglardir.
Ancak, literatiirde okul dis1 6grenme ortamlarina yapilan gezilerin dgrencilerin bilimsel tutumlar
iizerinde etkili olmadigini belirten arastirmalar da vardir. Ornegin, Kiigiik (2020) besinci sinif
Ogrencileriyle gerceklestirdigi bir ¢caligmada, okul disinda islenen fen {initesinin dgrencilerin bilimsel
tutumlarinda anlamli bir degisiklik olusturmadigini bulmustur. Benzer sekilde, Oztiirk ve Bagbay (2017)
bir bilim merkezi gezisinin 6grencilerin bilimsel tutumlarina dogrudan etki etmedigini rapor etmislerdir.
Bu tiir farkli sonuglar, okul dig1 6grenme etkinliklerinin etkisinin igerige, uygulama sekline veya
Ogrencilerin yas diizeyine gore degisebilecegini gostermektedir. Yine de genel olarak alan yazin, okul
dig1 ortamlarin 6grencilerin bilime yonelik tutumlarmi gelistirmede 6nemli bir role sahip oldugu
yonundedir (Daneshamooz vd., 2013; Birinci-Konur vd., 2011). Bu ¢alismanmin bulgular1 da bu genel
egilimi desteklemektedir.

Yine elde edilen bulgular degerlendirildiginde, 8. simif 6grencilerinin okul dis1 6grenme etkinlikleri
sonrasinda okul dis1 6grenme ortamlar1 algilarinda istatistiksel olarak anlamli bir artis goriilmiistiir.
Arastirmalar da Ogrencilerin okul dis1 6grenme ortamlarina yonelik algilarinda olumlu geligsmeler
oldugunu ortaya koymustur. Sahrakhiz, Harring ve Witte (2018) doga ve kiiltiirel geziler gibi okul dis1
etkinliklere katilan dgrencilerin bu tiir ortamlara karsi olumlu bir tutum sergilediklerini belirtmislerdir.
Luehmann (2009) ise ortadgretim &grencilerini bir {iniversite biinyesindeki tip merkezine gotiirerek
yaptigi ¢aligsmada, okul dis1 ortamlarda gergeklestirilen 6zgiin bilim deneyimlerinin, 6grencilere soyut
ve karmagik kavramlari daha keyifli bir sekilde 6grenme imkani verdigini vurgulamistir. Bu bulgu,
caligmamizdaki 6grencilerin okul disinda edindikleri deneyimleri siif i¢i 6grenmeye kiyasla daha ilgi
¢ekici bulmalariyla ortiismektedir. Nitekim hem literatiirdeki bu ¢aligmalar hem de arastirmamiz, okul
dig1 etkinliklerin Ogrenme siirecini Ggrenciler i¢in daha motivasyon verici hale getirdigini
gostermektedir.

Okul dis1 6grenme ortamlarinda dgrenciler, sinif ortamina kiyasla daha aktif bir 6grenme deneyimi
yasamuslardir. Es ve Oztiirk-Geren (2014), benzer sekilde, 7. sinif 6grencilerinin bir iiniversite cocuk
egitim merkezine yaptiklar1 ziyarette, okul dis1 6grenme ortamlarim geleneksel derslik ortamina goére
daha etkin katilim gerektiren bir siire¢ olarak gordiiklerini bildirmistir. Y1ldiz, Keskin ve Ozan (2016)
da aktif 6grenmenin, Ggrencilerin siirece yaparak yasayarak ve etkilesimli katilim gostermesiyle
gerceklestigini vurgulamaktadir. Calismanuz kapsaminda diizenlenen BIYOM (Biyoteknoloji Merkezi)
ve mantar laboratuvar1 gezilerinde 6grenciler, tam da boyle aktif bir 6grenme deneyimi yasamus;
deneyler yaparak, gozlemler gergeklestirerek ve uzmanlara sorular sorarak O6grenmeye dogrudan
katilmiglardir. Bu durum, okul dis1 ortamlarda 6grencilerin pasif konumdan ¢ikip 6grenme siirecinin bir
parcasi haline geldiklerini gostermektedir.

Literatiirde, 6grencilerin uygulamali etkinliklere ve deneyime dayali 6grenmeye daha istekli oldugu
vurgulanmaktadir. Kim ve Song (2003), Seul’daki bilim merkezlerini ziyaret eden 6grencilerin, siireg
icerisinde uygulamali sergileri tercih ettiklerini ve yaparak yasayarak 6grenmeye yoneldiklerini rapor
etmistir. Calismamizda da 6grenciler, cesitli etkinlikler yaptiklar1 mantar laboratuvarini diger ortamlara
gore daha fazla “yaparak yasayarak Ogrenme” firsatt sundugu icin oOzellikle begendiklerini
belirtmislerdir. Bu sayede 6grenciler bilimin giinlitk hayatla bagin1 gérme ve kendi deneyimleriyle
kesfetme imkani bulmuslardir. Nitekim okul dig1 ortamlar, 6grencilerin bilime olan ilgisini ve bilimi
heyecan verici bir ugras olarak algilamasini saglayabilmektedir (Kim ve Song, 2003; Bowker, 2007).
Skinner ve Winslow (2016) tarafindan 11. siif 6grencileriyle yapilan bir ¢alismada da hayvanat bahgesi
gezisinin, 6grenciler tarafindan hem bilgilendirici hem de farkli 6grenme deneyimleri sunan bir etkinlik
olarak degerlendirildigi belirtilmistir. Benzer bicimde, arastrmamizda da BIYOM ve mantar
laboratuvar1 6grenciler i¢in alan uzmanlariyla dogrudan iletisim kurma ve merak ettikleri sorulari sorma
firsat1 yaratmistir. Bu etkilesim, 6grencilerin merak duygusunu pekistirmis ve konular1 derinlemesine
anlamalarini desteklemistir. Dolayisiyla, uygulamali deneyimlerin ve uzmanlarla etkilesimin miimkiin
oldugu okul dis1 6grenme ortamlari, Ogrencilerin derse katilimini ve bilime yonelik merakini
artirmaktadir.

Uysal vd. (2022)’nin gerceklestirdikleri TUBITAK 4004 Doga Egitimi ve Bilim Okullar:
kapsamindaki proje ile akademik basarisi yiiksek ve dezavantajli ortaokul 6grencileri bilimsel, disiplin
kuliibii, sanatsal, toplum yanlisi, sportif ve kiiltiirel etkinlikler olmak tizere farkli alanlarda program dist
etkinliklerle bir araya getirilmistir. Ortaokul 6grencilerinin program dis1 etkinliklere katilimlarinin farkl
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alanlardaki gelisimlerine etkisi baglaminda; tiim bulgular dikkate alindiginda hem 6grenci goriisleri hem
de gozlemler dogrultusunda program disi etkinliklerin en ¢ok duyussal gelisimlerine katki sagladig:
belirtilmistir. Ardindan iletisimlerine ve biligsel gelisimlerine katki sagladigi vurgulanmigtir. Okul dis1
ogrenme deneyimleri, duyussal faydalarm yani sira biligsel agidan da dnemli kazanimlar saglayabilir.
Bowker (2007), 9-11 yas aras1 ogrencilerle gergeklestirdigi ¢aligmada, ¢ocuklarin tropikal bir seraya
(Eden Projesi) yaptiklar ziyaret sonrasinda bitki yapilariyla ilgili ¢izimlerinde daha detayli ve dogru
Ogeler kullandiklarint goézlemlemistir. Bu bulgu, okul dis1 ortamlarin karmagik bilgileri somut
deneyimler aracilifiyla pekistirerek kalict 6grenmeye katki sundugunu gostermektedir. Bizim
caligmamizda da Ogrencilerin fen konularim gergcek hayatta gozlemleyip deneyimlemeleri,
ogrenmelerini derinlestirmistir. Nitekim gezi sonrast yapilan Ogrenci ¢izimlerinde, mantarlarin
mikroskop altindaki goriiniigii, mantar iireme deneyleri ve saf tohum elde etme siiregleri gibi ayrintilarin
yer aldig1 goriilmiistiir. Ogrencilerin bu ayrintilara gizimlerinde yer vermesi, s6z konusu kavramlar1 daha
iyi anladiklarin1 ve akilda tuttuklarmi isaret etmektedir. Bowker (2007) ve calismadan elde edilen
bulgular okul dis1 6grenme ortamlarinin dgrencilere yeni ve farkli 6grenme deneyimleri sunarak biligsel
O6grenmeye de hizmet ettigini ortaya koymaktadir.

Genel olarak degerlendirildiginde, okul dis1 Ogrenme ortamlarinda gergeklestirilen fen
etkinliklerinin, dgrencilerin bilime yonelik tutumlarmi olumlu yénde etkiledigi ve bu ortamlara dair
algilarmi giiclendirdigi goriilmektedir. Calisma grubunda yer alan 6grenciler okul dis1 etkinlikler
sonrasinda fen derslerini daha ilgi ¢ekici bulduklarini ve bilime karsi meraklarinin arttigini ifade
etmiglerdir. Calismadan elde edilen bulgulara dayali olarak, okul dig1 6grenme ortamlarmin dgretim
siirecine planli bicimde entegre edilmesi, 6grencilerin bilimsel tutum ve 6grenme motivasyonlarmda
arttiracagi diisiiniilmektedir.

SONUC VE ONERILER

Okul dis1 6grenme ortamlarinda (biyoteknoloji arastirma merkezi, mantar laboratuvari, botanik
bahgesi ve hayvanat bahgesi gibi) gergeklestirilen planli fen etkinlikleri, 8. simf 6grencilerinin bilimsel
tutumlarinda ve okul dig1 6grenme ortamlarma yonelik algilarinda istatistiksel olarak anlamli diizeyde
artis saglamustir. Nicel sonuglar, 6grencilerin gezi 6ncesine kiyasla bilime daha olumlu yaklastigini ve
bu tiir ortamlarda 6grenmeye iliskin farkindaliklarinin yiikseldigini géstermistir. Nitel bulgular da nicel
verileri desteklemektedir. Ogrencilerin cizimleri ve giinliikleri incelendiginde, &zellikle bilim
insanlariyla bir araya gelebildikleri BIYOM gezisi ile mikroskopla mantarlar1 inceledikleri mantar
laboratuvar1 deneyimini ¢ok etkileyici bulduklari gériilmiistiir. Bu deneyimler sonrasinda dgrenciler fen
dersine kars1 daha istekli olduklarini, bu tiir ortamlarda bulunmaktan mutluluk ve gurur duyduklarini ve
bilimle ugrasan kisilere kars1 olumlu duygular gelistirdiklerini belirtmislerdir.

Calismadan elde edilen sonuglar dogrultusunda 6gretmenler, okul yoneticileri ve arastirmacilar igin
asagidaki Oneriler sunulmustur:

e  Fen bilimleri 6gretmenleri, ders programlarina okul dis1 6grenme etkinliklerini diizenli olarak
entegre edebilirler. Ozellikle 6grencilerin bilim insanlariyla etkilesime girebilecegi arastirma merkezleri
(BIYOM gibi...) veya iiniversite laboratuvarlar1 gibi ortamlara yapilan geziler, ogrencilerin
motivasyonunu ve Ogrenme istegini artirdigi i¢in daha sik planlanmalidir. Ayrica, 6grencilerin
giinliiklerinde paylastiklar1 geri bildirimler dikkate alinarak gelecekteki etkinliklerin konusu ve igerigi
ogrencilerin ilgi alanlarma gore sekillendirilebilir. Bu sayede, okul dis1 etkinlikler 6grenciler i¢in hem
ilgi ¢ekici hem de ihtiyaglarina uygun hale gelecektir.

e  Okul yoneticileri, fen dersi kapsaminda diizenlenecek okul dis1 6grenme etkinliklerinin
sorunsuz bir sekilde gerceklestirilmesi icin 6gretmenlere destek olmalidir. Bu destek kapsaminda,
geziler icin gerekli izinlerin alinmasi, ulasim ve biitce planlamalarmin yapilmasi gibi konularda
kolayliklar saglanmalidir. Okul yoéneticileri, Ogretmenlerin bu tiir zenginlestirici deneyimleri
ogrencilerine sunmasi igin 6gretmenleri tegvik etmelidir.

e Bu alanda gelecekte yapilacak calismalar, mevcut bulgular1 derinlemesine inceleyerek ve
genelleyerek fen egitimine katki sunabilir. Oncelikle, nitel arastirmalar ile 6grencilerin okul dis1
ogrenme ortamlarindaki deneyimleri ve bakis acilar1 daha ayrintili olarak incelenmelidir. Ozellikle sinif
icinde pasif kalan bazi 6grencilerin okul diginda daha aktif olduklar1 goriilmiistiir; bu durumun nedenleri
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ve bu ogrencilerin nasil motive edilebilecegi, goriismeler ve gozlemler yoluyla arastirilabilir. Ayrica,
uzun vadeli etkiyi degerlendirebilmek i¢in ileride benzer 6grenci gruplariyla takip ¢alismalar1 yapilmasi
onerilir. Ornegin, bu ¢alismada kullanilan tutum ve algi olgekleri belli bir siire gegtikten sonra
ogrencilere tekrar uygulanarak, okul digi 6grenme deneyimlerinin kalici etkilerine bakilabilir. Boylece,
elde edilen kazanimlarin siirekliligi ve uzun dénemli katkilar1 hakkinda bilgiler elde edilebilir.
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