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Abstract

This study synthesizes the primary qualitative research findings on the views of students, teachers, school
administrators, and parents about the characteristics of a good or effective teacher in the Turkish context.
Therefore, a meta-summary method of qualitative research synthesis was employed to aggregate knowledge from
the primary qualitative studies published in peer-reviewed journals between 2000 and 2022 in Turkey. Thirty-one
research reports meeting the inclusion criteria were included in the analysis. All these reports were assessed based
on a set of quality assessment criteria for qualitative studies. Then, the qualitative findings were extracted from
the primary research reports, edited, grouped, and abstracted, and the frequency effect sizes were computed for
each conceptualized statement of findings. The analyses yielded 42 abstracted statements regarding good teacher
characteristics with frequency effect sizes of 19.4-80% clustered under three dimensions, namely personal
characteristics, professional characteristics, and characteristics related to teacher-student relationships. The
personal characteristics underlined the key personality traits of teachers and their skills. Their professional
characteristics were addressed under professional attitudes and professional skills. The findings also highlighted
practical measures or characteristics to consider for healthy teacher-student relationships. The study concludes by
discussing major findings, limitations, and implications for education and future research.

Keywords: good teacher characteristics; professional characteristics; personal characteristics; teacher-student
relationships; frequency effect size

INTRODUCTION

Teaching is not as easy as it sounds. It depends on certain professional qualities and expertise
that a qualified teacher is required to have. The teaching qualification is not something to be kept static
but updated and developed regularly to add up to the effectiveness of teaching-learning processes based
on the current trends in various discipline areas and recent pedagogical reforms. Effective teachers
should be familiar with every aspect of good teaching and equipped with the necessary teaching skills.
As a matter of fact, “Teachers with better professional preparation are ... able to provide with more


mailto:haidarimasood@gmail.com
https://orcid.org/0000-0003-3221-6343
mailto:ayhan526@gmail.com
https://orcid.org/0000-0002-0245-3957

diverse opportunities to learn” (Stronge, 2007, p.5) and consequently make the learning process more
productive, maximizing student outcomes. Teachers’ influence on teaching-learning processes is
multifaceted as are the characteristics of good teachers (Karakelle, 2005; Hindman et al., 2010). To
deliver an effective lesson, teachers are required to be effective from a variety of perspectives
considering different levels of education and subject areas. An ideal or effective teacher is expected to
possess a multitude of characteristics, which makes it unlikely to see them all in one person. Surely,
teacher efficacy is of primary importance to student success and academic achievement regardless of
the school type they attend or any other factor imagined (Hindman et al., 2010). It is the teacher’s quality
and capability, which entail quality learning and thereby structure student success (Celikten et al., 2005).
However, holding good characteristics is not something innate or coincidence, but they are acquired
through devotion and commitment (Kiziltepe, 2002). In addition, being an ideal teacher is not a one-
way road. You can always choose to get better and be more effective using a variety of suitable ways
available.

Being a qualified teacher necessitates an extensive level of subject knowledge and pedagogical
skills as the basic prerequisites to effective teaching. Being an expert in the subject content knowledge
and pedagogical skills not only enables the teachers to plan lessons effectively according to the needs
and individual differences of their students, but also facilitates their learning beyond the course book by
engaging them in learner-focused activities, asking higher-order questions (Stronge, 2007), and using
extracurricular materials. Effective teachers are well aware of the requirements of the subject they teach
and therefore master the necessary knowledge or skills needed for delivering a productive lesson
(Stronge et al., 2004). They are also conscious of the vitality of ongoing professional development in
their career by putting efforts into adapting new professional qualities (Erbay et al., 2014). Moreover,
the subject and pedagogical knowledge alone do not guarantee the effectiveness of a teacher despite
being essential part of good teaching (Stronge, 2007; Creemers et al., 2013). The secret, however, lies
behind the effective delivery of the intended content knowledge through skillful teacher communication
in the classroom context (Polk, 2006). According to Polk (2006), “Communication is at the heart of a
quality classroom environment™ as the integral part of effective teaching and learning (p.25).

Good communication facilitates building a good rapport with the students, providing clear
explanations, leading to a better discernment of the content knowledge, and influencing students’
academic success positively thereafter (Stronge et al., 2004). However, communicating effectively
requires good knowledge of the content in a specific discipline area and a great deal of pedagogical
skills as well as an awareness of students’ learning styles. The likelihood of teaching-learning
effectiveness is believed to increase when teachers adjust “their teaching style to the students’ learning
styles” (Bélanger & Longden, 2009, p.327). Surely, learners prefer teachers, who are good at
communication and effective delivery of the content knowledge. Along with this, they are expected to
help students acquire new skills in certain discipline areas by valuing their individual differences in
terms of their learning styles and pace.

Furthermore, the personality traits of teachers are also regarded as the contributive factors that
affect their effectiveness in teaching as do their content knowledge, pedagogical skills, communication
skills, and professional competencies as emphasized above. Bélanger and Longden (2009) note that both
the teacher and the students will benefit alike when the teacher is aware of students’ perceptionsS as
regards the personality characteristics of an ideal teacher and their connection with the teaching style
applied. The personality trait of a teacher is placed amidst the key arrays of good teacher characteristics
(Stronge, 2007). Kiziltepe (2002) describes personality as the reflection of individuals’ emotions,
beliefs, and attitudes in their behaviors. To her, the character of a teacher has a profound impact over
the teaching-learning processes more than the teaching strategies applied in the classroom. An ideal
teacher with an appealing character is considered to be friendly, caring, enthusiastic, lenient, and
humorous to name a few. These qualities help the individual students to nurture a sense of connection
to the school and enjoy their education process. However, changing the individuality of a person is not
that simple (Kiziltepe, 2002). According to Stronge (2007), several “aspects of effective teaching can
be cultivated, but it is difficult to effect change in an individual’s personality” (p. 116).

On the other hand, Creemers et al. (2013) maintain that no evidence of empirical research exists
to prove the relation of student success to the teacher’s personality. It is of no value in affecting students’



academic performance. Instead, the researchers give importance to the teachers’ observed behaviors or
teaching activities as influencing factors of teacher effectiveness. This includes teachers’ ability to
utilize the available instructional materials effectively, continuously upgrade their subject and
pedagogical knowledge for the purpose of maximizing students’ learning, and be adaptive to the possible
changes plus expectations within or outside the educational context as part of their ongoing professional
development process. Besides, qualified teachers listen to student voices and build trusted relationships
with them to create a positive learning atmosphere in the classroom (Hindman et al., 2010). They also
continually assess students’ learning to keep track of their progress, set higher expectations, and
diversify their teaching activities to improve student academic performance. This will also prove to
students how caring their teachers are to them.

Hindman et al. (2010) introduce four appealing dispositions for an effective teacher to have,
such as Immediacy, Credibility, Caring, plus Welcoming and Engaging Caregivers (i.e., parents or other
adult family members). Immediacy denotes the actions or behaviors that put psychological effects on
students to feel connected and close to the teacher. Behaviors like “head nodding, smiling, eye contact,
storytelling, calling students by name, asking for student opinions, giving feedback, and offering extra
help.... make teachers approachable, likeable, trustworthy, and in general psychologically safe”
(Hindman et al., 2010, p.10). This way, teachers can encourage increased student participation in
classroom activities and ensure increased student interest in course materials during class. Moreover,
according to Hindman et al. (2010), effective teachers should be credible from a number of perspectives
so that the students can have confidence in what is being taught. To establish credibility and strong
teacher-student relationships, teachers must be skillful, content experts, truthful, and reliable on their
parts. Such senses of reliability and trustworthiness must be instilled from the very beginning of the
academic year to ensure increased learning.

Further, effective teachers care about their students by treating them with respect, kindness,
fairness, and patience and establishing a sort of humorous mood. To them, what students do to learn and
how is important. Good teachers are supposed to be “clear communicators, positive motivators, and
unbiased individuals”; characteristics that point to a caring teacher (Hindman et al., 2010, p.15). Caring
teachers also try to know their students at an individual level getting information about their social and
cultural values. They care about student progress in learning by structuring diversified learning
experiences and establishing healthy relationships amongst the classroom population. Furthermore,
effective teachers welcome the engagement of caregivers or parents in the children’s school life. This is
for sure in benefit of both teachers and parents. Here, teachers will be able to get a better picture of
student life outside the classroom context and the parents will get noticed about the progress of their
children at school to be able to help them better together. This will, in turn, lead to better student test
scores in different subject areas including reading and math, improve their sociability, make them self-
regulated learners and reduce school dropouts.

To sum up, all the good teacher characteristics including those discussed above are somehow
interdependent. Every good teacher characteristic somehow has a positive impact on the academic
achievement of students and shapes their personalities. In addition, research shows that teacher
behaviors are associated with student achievement, attitude, and motivation levels (Gocer & Deryakulu,
2004). Teachers’ positive attitudes and behaviors increases students’ motivation and self-confidence
(Sezer, 2018), and their positive behaviors such as personal interest, preparation/planning, and
enthusiasm positively influence student motivation (Suriicti & Unal, 2018). Further, if a teacher has
specialized knowledge in a certain subject area and also has necessary pedagogical knowledge, but lacks
communication skills or vice versa may not be effective. The same applies to other teacher qualities.
However, opinions on effective teacher qualities might be different per social and cultural differences.
Taking this issue into account, the meta-summary study at hand aims to provide a synthesis of primary
gualitative research findings that explore the views of students, teachers, administrators, and parents on
good or effective teacher characteristics in the Turkish context. Therefore, the following research
question was formulated to serve the purpose of this study: What are the good teacher characteristics
according to the existing qualitative studies conducted in Turkey?



METHOD

A meta-summary approach to qualitative research synthesis was employed in this study “to sum
up (i.e., to aggregate) and synthesize knowledge to draw conclusions” as regards the characteristics of
good teachers per existing primary qualitative research findings in Turkey (Finfgeld-Connett, 2018, p.4).
According to Sandelowski and Barroso (2007), the meta-summary study “is a quantitatively oriented
aggregation of qualitative findings that are themselves topical or thematic summaries or surveys of data”
(p.151). Such studies are carried out in five stages. That is, the qualitative findings must be 1) extracted
from the primary research reports, 2) edited, 3) grouped, 4) abstracted, and lastly, 5) the frequency effect
sizes are calculated as a key feature of meta-summary studies. All these steps were followed carefully
after the relevant research reports were accessed through different databases and screened for eligibility
for the current study.

Literature Search Procedure

The literature search was conducted to identify the relevant qualitative research reports from
online databases, Google Scholar, EBSCO, ERIC, and Turkish Index. While searching, the keywords
“good teacher”, “ideal teacher”, “effective teacher”, and “teacher characteristics” were used separately
both in English and Turkish language. Also, the Boolean search terms (“ideal teacher” OR “good
teacher” OR “effective teacher” AND “characteristics™) were used during the search. The literature
search took place in March and July 2022 by two researchers. Once the relevant research reports on
good/effective/ideal teachers were retrieved, their reference sections were reviewed to access studies
undetected during the online literature search. The search process yielded a total of 137 articles. All
these studies were screened based on pre-defined inclusion and exclusion criteria.

Inclusion and Exclusion Criteria
Studies meeting the following criteria were considered for the current study:

Research reports published between the year 2000 — 2021 in peer-reviewed journals
Mixed-methods studies with separate analyses of qualitative data

Studies conducted in Turkey and written either in Turkish or English

Studies that explore the views of students, teachers, or parents regarding the characteristics of
a good teacher

As illustrated in Figure 1, the 137 research reports identified from online databases were
screened one by one to identify relevant qualitative studies. Initially, 20 duplicate records were excluded.
Then, 110 studies were screened by title and abstract, which resulted in excluding 25 discussion papers
and irrelevant studies. The remaining 71 studies were further assessed for eligibility. As a result, 40
studies comprising thesis studies, conference papers, quantitative studies, and studies providing results
with no interpretation were excluded. After screening all the studies according to the given criteria, 31
out of 137 studies were found eligible to undergo further examinations.
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Figure 1. The inclusion and exclusion process of studies
Quality Appraisal of Selected Studies

The selected studies were assessed according to the following quality criteria: the presence or
lack of research aims and questions, use of suitable qualitative research methods, clarification of the
research context, sampling procedure, data collection and analysis, and researcher’s interpretation of
raw data (Pluye et al., 2009). Here, Pluye et al. (2009) propose an appraisal system to examine the
quality of primary qualitative studies, where the presence and lack of each criterion are scored as ‘1’
and ‘0’, respectively. However, in this study, the partial existence of a criterion was also taken into
account. For instance, it was noticed that in some studies the research questions are given while the
objectives are not. To fairly examine these studies, studies partially meeting such criteria were scored
as 0.5 (Kanadli, 2019). Subsequently, the percentage quality scores were computed using the formula,
[(scores of criterion met/total number of criterion set) x 100, proposed by Pluye et al. (2009). Studies
having a quality score of 50% were retained for further analysis. Accordingly, all studies included in the
analysis were of sufficient quality.

Coding Studies

The qualitative research reports found eligible (k = 31) for the current meta-summary study were
coded by author name(s), publication years, summary of objectives, research designs and methods,
sample sizes, data collection tools, and data analysis strategies (see the appendix). The publication years
of the studies found suitable for the study ranged from 2002 to 2022. All these studies investigated
effective/ideal/good teacher characteristics, using different qualitative study methods and data collection
tools. The majority of them were descriptive studies (k = 15). Others were document analysis,
phenomenology, or case studies. Altogether, the findings reported in these studies represent 5428
samples from different cities in Turkey. Preservice teachers make the majority of the sample (n =2130),
followed by teachers (n = 1801), students (n = 1374), school administrators (n = 45), and parents (n =
78) respectively. The studies were conducted at elementary, secondary, and high school levels. In
addition, studies mostly used questionnaires with open-ended questions and semi-structured interview.
Furthermore, the qualitative data analyses conducted in these studies were generally content analysis,
thematic analysis, and descriptive analysis.



Data Synthesis

All qualitative research findings from 31 studies exploring the views of students, teachers,
parents, and school administrators on good teacher characteristics were extracted and transferred into
Word documents. In other words, the (i) code definition tables, (iii) direct quotations of participants,
and (iii) researchers’ interpretations were extracted from the studies. As a result, 409 finding statements
regarding good teacher characteristics were obtained and transferred into the QDA Miner Lite software.
These findings were coded, organized, and grouped under relevant themes. Similar finding statements
were merged, refined, and transformed into abstracted statements. Finally, the frequency effect sizes of
the abstracted statements were calculated to examine the preponderance of each statement (see
Sandelowski & Barroso, 2007). The frequency effect sizes were calculated by dividing the number of
studies containing the findings by the total number of the studies (Onwuegbuzie, 2003; Sandelowski &
Barroso, 2007). In this study, 42 statements with frequency effect sizes of 15% and above were included.

Validity and Reliability

To ensure the validity and reliability of the study, two researchers worked independently to
retrieve the relevant primary studies from online databases. Subsequently, they screened all studies
against the inclusion criteria and assessed their quality to identify eligible studies for the current meta-
summary study. In each stage, the researchers worked independently and then convened to compare and
discuss their results. The final decisions were made after reaching a consensus through negotiation. This
is what Sandelowski and Barroso (2007) call “negotiated validity”, which denotes the “descriptive,
interpretive, theoretical, and pragmatic validity” (p.229).

RESULTS
Personal Characteristics of Good Teachers

Participants of primary qualitative studies expressed their views about the personal
characteristics of a good teacher in all 31 research reports included in this meta-summary study. These
views are conceptualized in Table 1. Accordingly, 23 statements were created concerning the personal
characteristics of a good teacher. These statements clustered under two main dimensions, personality
traits, and skills. Accordingly, regarding the personality trait of teachers, the participants stated that a
good teacher should be understanding and tolerant towards students with a frequency effect size of
77.4% (f = 24). Also, with the same effect size, they stated that a good teacher should be fair. This is
followed by the view that good teachers should love students, instill love in them, and be loved by them
with a frequency effect size of 67.7% (f = 21).

Table 1. Personal characteristics of a good teacher

Dimensions Statements about the personal characteristics of a good teacher f  Effect Size (%)
Personality A good teacher should be understanding and tolerant toward students. 24 77.4
Traits A good teacher should be fair to students. 24 77.4
A good teacher should be someone who loves students, instills love in 21 67.7
them, and is loved by them.
A good teacher should be patient. 18 58.1
A good teacher should be smiling and humorous. 18 58.1
A good teacher is a role model for students and those around hinvher. 17 54.8
A good teacher should be someone who respects humans, animals, and the 17 54.8
environment and is respected.
A good teacher should be benevolent. 15 48.04
A good teacher should be an idealist. 15 48.04
A good teacher should be knowledgeable. 14 45.2
A good teacher should be a well-groomed person who pays attention to 13 41.9
his/her appearance.
A good teacher should be trustworthy. 12 38.7
A good teacher should be someone who avoids any form of physical and 12 38.7
psychological violence.
A good teacher should have a calm personality trait. 11 355

A good teacher should be compassionate. 10 32.3



Dimensions Statements about the personal characteristics of a good teacher f  Effect Size (%)

A good teacher should be sincere. 10 32.3

A good teacher should be innovative. 10 32.3

A good teacher should be social. 9 29.0

A good teacher should be organized, 9 29.0

A good teacher should be responsible. 9 29.0

A good teacher should be flexible. 7 22.6
Skills A good teacher should have a good command of the language s/he speaks. 16 51.6

A good teacher should be creative. 8 25.8

Statements with frequency effect sizes of 58.1% (f = 18) indicate that a good teacher should
demonstrate a patient, smiling, and witty personality trait. Statements emphasizing that a good teacher
should have an exemplary and respected character are of frequency effect sizes of 54.8% (f = 17),
whereas the statements advocating that a good teacher should be benevolent and idealist are of frequency
effect sizes of 48.04% (f = 15). The statement indicating that good teachers should be knowledgeable
has a frequency effect size of 45.2% (f = 14). According to the participants’ statements, the frequency
effect size of the statement emphasizing that good teachers should be well-groomed and pay attention
to their appearance is 41.9% (f = 13). Considering the subsequent statements, the effect sizes of
statements indicating that good teachers should be trustworthy and avoid any kind of violence is 38.7%
(f=12). In addition, considering Table 1, the subsequent statements on personality traits and their effect
sizes are as follows: the statement indicating that good teachers should be calm has an effect size of
35.5% (f = 11), statements that they should be sincere, compassionate, and innovative have effect sizes
of 32.3% (f = 10), statements that they should be social, organized, and responsible have effect sizes of
29% (f =9), and the statement that they should be flexible has an effect size of 22.6% (f = 7).

According to Table 1, two statements about the skills that good teachers should have come to the fore.
Of these statements, the effect size of the first one indicating that good teachers should have a good
command of the language they speak is 51.6% (f = 16), but that of the statement indicating that they
should be creative is 25.8% (f = 8).

Professional Characteristics of Good Teachers

Participants in all 31 qualitative studies included in the analysis described the professional
characteristics that good teachers should have. As seen in Table 2, two dimensions and 12 statements
emerged concerning the professional characteristics of a good teacher. There are four statements from
participants under the attitude dimension of professional characteristics that good teachers should have.
Among these statements, the one with the largest frequency effect size of 67.7% (f = 21) is good teachers
should love their jobs and follow professional innovations. Considering the subsequent statements, good
teachers should be well-disciplined and demonstrate leadership characteristics with frequency effect
sizes of 29% (f = 9) and should establish a democratic classroom environment with a frequency effect
size of 22.6% (f = 7).

Table 2. Professional characteristics of a good teacher
Dimension Statements about the professional characteristics of a good teacher f Effect Size (%)

Professional A good teacher should love his/her job and follow professional innovations. 21 67.7
Attitudes A good teacher should be well-disciplined. 9 29.0
A good teacher should demonstrate professional leadership characteristics. 9 29.0
A good teacher should be able to establish a democratic environment in the 7 22.6
class.
Professional A good teacher should plan and implement instruction well. 20 64.5
Skills A good teacher should have a good command of his/her field. 19 61.3
A good teacher should have a good command of classroom management. 13 41.9
A good teacher should use technology in the lessons. 12 38.7
A good teacher should be able to explain the lesson in such a way that 10 32.3
students can understand.
A good teacher should be able to design materials and use them in his/her 8 25.8
lessons.

A good teacher should have research skills. 7 22.6



Dimension Statements about the professional characteristics of a good teacher f Effect Size (%)
A good teacher should be able to accurately measure and evaluate students” 6 194
skills

There were eight statements under the skill dimension of the professional characteristics that
good teachers should have. Accordingly, participants stated that the most important professional skill
that good teachers should have is planning and implementing the instruction well. The frequency effect
size of this statement is determined as 64.7% (f = 20). The statement considered second in terms of
effect sizes is the one indicating that good teachers should have a good command of their fields with an
effect size of 61.3% (f = 19). The subsequent statements indicate that good teachers should have a good
command of classroom management (38.7%, f = 12), explain the lesson in such a way that students can
understand (25.8%, f = 8), have research skills (22.6%, f = 7), and have measurement and evaluation
skills (19.4%, f = 6).

Good Teacher Characteristics Relating to Teacher-Student Relationships

Of 31 qualitative studies included in the analysis, 30 included participants’ statements on what
good teachers should pay attention to in teacher-student relationships. These statements are given in
Table 3.

Table 3. Characteristics of good teachers relating to their relationships with students

Statements on teacher-student relationships f  Effect Size (%)
A good teacher should have effective communication skills. 24 80.0
A good teacher should show interest in students to establish healthy relationships with 17 56.6
them.
A good teacher should provide guidance to students. 15 50.0
A good teacher recognizes students and takes into account their individual differences. 13 43.3
A good teacher should help students solve their problems. 9 30.0
A good teacher should listen to students. 8 26.6
A good teacher should be able to motivate students. 7 23.3

According to Table 3, seven statements emerged concerning what good teachers should pay
attention to in their relationships with students. Of these statements, the one that participants mentioned
the most with a frequency effect size of 80% (f = 24) is good teachers should have effective
communication skills. Also, with a frequency effect size of 56.6% (f = 17), the subsequent statement
indicates that good teachers ought to show interest in students to establish healthy relationships with
them. The remaining statements with varying frequency effect sizes emphasize good teachers should
recognize students and take notice of their individual differences (43.3%, f = 13), help students solve
their problems (30%, f = 9), listen to their students (26.6%, f = 8), and motivate them (23.3%, f = 7).

DISCUSSION, CONCLUSION, AND IMPLICATIONS

This meta-summary study attempted to provide an overall understanding of good teacher
characteristics based on the accumulated knowledge from primary qualitative studies. The qualitative
studies included in the analysis highlighted several aspects of personal, professional, and relational
qualifications of good school teachers. The analyses yielded a total of 409 statements, and their further
conceptualization yielded 42 statements with frequency effect sizes ranging between 19.4 and 80%.
These statements clustered under personal characteristics, professional characteristics, and
characteristics relating to teacher-student relationships. Most conceptualized statements (23 statements)
stressed on personal characteristics of teachers under personality traits (20 statements) and skills (three
statements). Three statements with frequency effect sizes of 67.7—77.4% relating to personality traits
mostly emphasized that good teachers are understanding, tolerant, and fair towards students, love their
students, instill love in them, and are loved. In addition, four statements with effect sizes of 54.8-58.1%
indicated that good teachers are patient, smiling, and humorous, role models for their students and
surroundings, and show respect towards humans, animals, and the environment. Three other statements
with effect sizes of 41.9-48.04% showed that good teachers are benevolent, idealist, well-groomed, and
care about their appearance. Also, six statements with effect sizes of 32.3-38.7% emphasized teachers’
trustworthiness, avoidance of physical and psychological violence, calmness, sincerity, and



innovativeness. According to the remaining four statements with effect sizes of 22.6-29%, good teachers
should be social, organized, responsible, and flexible. Considering three statements under the skills
dimension with frequency effect sizes of 25.8-51.6%, good teachers are supposed to be knowledgeable,
creative, and have a good command of the language they speak. These and other findings in this meta-
summary are highly supported by primary studies conducted in many other countries, such as lIsrael
(Arnon & Reichel, 2007, 2009), Thailand (Buaraphan, 2012), Greece (Kyridis et al., 2014), and China
(Curran, 2021). For instance, Arnon and Reichel (2007) found ideal teachers are humorous,
compassionate, calm, fair, self-disciplined, and flexible, love teaching, care for their students, instill
love and values in them, and listen to them. They further reported that ideal teachers are knowledgeable
and have a good grasp of knowledge concerning a wide variety of areas. Besides these findings relating
to good teachers’ personalities, Buaraphan (2012) also concluded that students and teachers believed
that good teachers are well-groomed, open-minded, emotionally stable, knowledgeable, and speak
politely to name a few. As such, effective teachers respect and treat all students equally in terms of race,
culture, and gender (Stronge, 2007), giving them a sense of community in the classroom by creating a
positive and democratic learning environment.

The professional characteristics (12 statements) expected from good teachers were examined
under professional attitudes (4 statements) and professional skills (8 statements). Under the professional
attitudes, the statement with the highest frequency effect size (67.7%) revealed that good teachers love
their profession and follow professional innovations. The three other statements with frequency effect
sizes of 22.6-29% showed that good teachers are well-disciplined, demonstrate professional leadership,
and establish a democratic learning environment in the class. Consistent with these findings, many
studies have reported similar results (e.g., Arnon & Reichel, 2007, 2009; Buaraphan, 2012; Rasu et al.,
2012). Under the professional skills, two statements with their respective frequency effect sizes of 64.5
and 61.3% emphasized that good teachers plan and execute the instruction well and demonstrate mastery
in their field. The remaining statements indicated these teachers are also expected to be well-versed in
classroom management, be able to use technology in lessons, explain the lesson comprehensibly, design
and use materials in the class, have research skills, and demonstrate the ability to accurately measure
and evaluate their students. Similarly, Arnon and Reichel (2007, 2009) found that good teachers are
equipped with necessary subject knowledge, and pedagogical knowledge, and continuously update their
knowledge. They employ diverse teaching methods, demonstrate creativity, respect individual
differences, and are trusted. According to Stronge (2007), strong subject and pedagogical knowledge
enable teachers “to recognize individual student needs and customize instruction to increase overall
student achievement” (p.5). Therefore, better professional preparation of teachers involving both the
subject content knowledge and pedagogical skills paves the way for better learning opportunities for
students with different needs. Along with all these qualities, thorough planning and preparation are other
aspects that a good teacher should consider, as good daily planning also allows good classroom
management and engaging all students in learning. Apart from actively engaging students in their
learning, classroom management involves planning the classroom layout, setting classroom rules and
ensuring their rehearsal, monitoring student behaviors, and so forth. Regarding the measurement and
evaluation of student learning, Rasu et al. (2012) reported that students emphasize objectivity and
fairness in evaluation. According to these students, an “ideal teacher make these measurements based
on professional assumptions and values” (Rasu et al., 2011, p.1019).

There were seven statements regarding good teacher characteristics in terms of teacher-student
relationships, with effect sizes ranging between 23.3 and 80%. Three of these statements with effect
sizes of 50-80% mostly highlighted the expectations that good teachers should demonstrate effective
communication skills, show interest in their students to establish healthy relationships, and provide
guidance. Two other statements with effect sizes of 30-43.3% revealed that such teachers recognize and
consider individual differences and help students with solving their problems. According to the last two
statements with effect sizes of 23.3-26.6%, good teachers also listen to their students and motivate them.
Consistent with these results, students and teachers studied by Metruk (2020) believed that good teachers
have good communication skills, provide the lessons in a compressive and meaningful way, arouse
student motivation, establish positive relationships with students, help them inside and outside the
classroom, and have a good command of the language they speak. Stronge (2007) argues that effective
teachers establish two-way communication with students by encouraging social interaction and self-



10

disclosure, listening to and helping out with their problems, and knowing their students individually.
They are also aware of students’ varying motivations and support them accordingly.

To sumup, this meta-summary study highlighted many personal and professional characteristics
that good teachers should demonstrate and what factors they should consider in establishing healthy
relationships with students. All these findings, in one way or another, were consistent with studies
conducted in different other countries, indicating that there are common expectations and
understandings concerning good teacher characteristics despite cultural and geographical differences.

Strengths and Limitations

This study yielded strong pieces of evidence from the primary qualitative studies published in
peer-reviewed journals, covering more than two decades of research on characteristics that Turkish
education stakeholders seek in good and effective teachers. The study suggests that teacher education
programs and education faculties train and educate teachers equipped with adequate personal and
professional qualifications highlighted. These qualifications could be a part of the recruitment process
to consider while hiring teachers in educational institutions. However, this study also has several
limitations. One major limitation is that the study only focused on peer-reviewed studies conducted in
Turkey. Future meta-summary studies could include all studies, regardless of the geographical location,
as the comparison of the findings with other studies indicated that cultural differences do not influence
expectations about good teacher characteristics. Also, thesis studies and conference papers were not
included as well as the analyses included the views of students, teachers, school administrators, and
parents. Thus, future studies could include all types of national and international studies to prevent
potentially biased conclusions, addressing the views of different stakeholders separately to reveal
whether diverse groups have different expectations and perceptions of good teacher characteristics.
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Valid Sample Valid
Author(s), Year Obijective Method Sample Size Analysis
(Sex) Method

1. Akbasetal., Toexamine an effective mathematics Descriptive Gr. 5-8 students Content

2019 teacher’s qualifications from the (qualitative) N =40 Analysis
perspectives of secondary school (209, 203)
students.

2. Aksop & To examine classroom teachers’ opinions Phenomenology Teachers Content
Ozdemir, peer learning and the characteristics of N=7 Analysis
2022 qualified teacher. (52,28)

3. Ates & To determine the characteristics of an ideal ~ Qualitative  Preservice teachers ~ Content
Kadioglu, teacher according to preservice teachers. (survey model) N =380 Analysis
2017

4. Aypay, 2011 To determine the primary and secondary Descriptive Teachers Content

school teachers’ behavioral habits and (quantitative N =183 Analysis
perceptions of good teacher and qualitative) (1232, 633)
characteristics.

5. Baseri- To examine preservice teachers’ Phenomenology Preservice teachers ~ Content
Ahmethan &  perceptions of an ideal music teacher. N =135 Analysis
Yigit, 2018 (782, 573)

6. Biberetal.,, To determine the views of preservice Qualitative  Preservice teachers ~ Content
2018 teachers on teaching practice course and N =197 Analysis

its contribution to them.

7. Caliskan et To describe the characteristics of an ideal Descriptive  Preservice teachers Descriptive
al., 2013 teacher according to preservice teachers.  (qualitative) N =248 Analysis

(1692, 799)
8. Cermik, 2011 To determine the views of preservice Descriptive  Preservice teachers Descriptive
teachers on the characteristics of a good  (qualitative) N =109 Analysis
primary school teacher. (692, 403)
9. Cubukgu et To explore the views of secondary school Case study Administrators Content
al., 2012 administrators, teachers, students, and N=5 Analysis

parents on values that teachers should Teachers
have. N =30

Parents

N =50

Gr. 9-10 students
N =112
(659, 473)
10. Durdukoca & To determine the reflective thinking skills ~ Survey Model Teachers Descriptive
Demir, 2012 of primary school teachers, examine the  (quantitative) N =55 Analysis
differences in these skills by gender, Interviews
seniority, and branches, and determine (qualitative)
qualities that they think teachers should
have and the similarity of these qualities
to those of reflective teachers.

11. Erbay et al., To explore the good language teachers’ Qualitative Administrators Content
2014 profile. N=6 Analysis

12. Gengctiirk et To examine social studies preservice Document  Preservice teachers ~ Content
al., 2012 teachers’ perceptions about the Analysis N =234 Analysis

qualifications of an ideal teacher.

13. Gokge, 2002 To determine teachers’ efficiency per Descriptive
elementary school students’ (qualitative)
perspectives.

(1119, 1233)

Gr. 3and 5 students Descriptive

N =426

Analysis
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Valid Sample Valid
Author(s), Year Obijective Method Sample Size Analysis
(Sex) Method
14. Gindiz, To reveal the primary school 3" grade Phenomenology  Gr. 3 students Descriptive
2014 students perceptions of efficient teachers N=35 Analysis
and determine what kind of teachers they (252, 1083)
prefer.
15. Hismaoglu, To investigate the characteristics of Descriptive Preparatory Content
2019 effective EFL teachers from the (quantitative program EFL Analysis
perspectives of EFL students. and qualitative students
N =93
(469, 473)
16. Karakas, To reveal the impact of teaching models on Action Preservice teachers ~ Content
2013 preservice teachers and their views on Research N =103 Analysis
effective and ineffective teacher (539, 508)
characteristics.
17. Karakelle,  To determine the characteristics of Descriptive Teachers Descriptive
2005 effective teachers. (qualitative) N =546 Analysis
(2682, 2783)
18. Kozikoglu,  To identify cognitive constructs of Phenomenology Preservice teachers Descriptive
2017 prospective teachers about ideal teacher N =36 Analysis
qualifications. (222, 143)
19. Kiigiikoglu et To comparatively examine the views of Descriptive  Preservice teachers Descriptive
al., 2014 Turkish and Iranian preservice teachers N =254 Analysis
on teaching profession. (1322, 1223)
20. Nartglin &  To investigate the opinions of pedagogical ~ Descriptive  Preservice teachers ~ Content
Ozen, 2015 formation students about ideal teacher, (qualitative) N=19 Analysis
teaching profession, curriculum, (112, 83)
responsibility, employment, and Public
Personnel Selection Examination.
21. Ozkan & To determine the characteristics of Descriptive Teachers Ranking
Aslantas, effective teachers. (survey model) N =229
2013 Administrators
N =34
22.Sahin, 2011 To determine the characteristics of Descriptive Teachers Descriptive
effective teachers and rank order of these (survey model) N =715 Analysis
of these characteristics by their
importance.
23. Sitcl & Oral, To determine the confidence perceptions of  Case Study  Gr. 5-12 students  Content
2015 secondary and high school students N =361 Analysis
towards teachers. (2112, 1508)
24. Tagkaya, To determine the views of preservice Descriptive  Preservice teachers  Content
2012 teachers about the characteristics of a (survey model) N=70 Analysis
qualified teacher.
25. Tellietal.,,  To describe the characteristics of an ideal Qualitative Teachers Content
2008 teacher from an interpersonal point of N=21 Analysis
view. (169, 59)
Gr. 9-11 students
N =276
(1132, 1208)
26. Tomal & To derive ideas regarding prominent Qualitative  Preservice teachers ~ Content
Yilar, 2019 positive and negative teaching N =52 Analysis

characteristics of geography teachers.
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Valid Sample Valid

Author(s), Year Obijective Method Sample Size Analysis

(Sex) Method

27. Tuncel & To determine the perceptions of preservice  Descriptive  Preservice teachers ~ Content
Tuncel, 2019  teachers on good teacher characteristics.  (qualitative) N =44 Analysis

28.Ubuz & Sari, To determine the views of preservice Descriptive  Preservice teachers  Content
2009 teachers on good teacher characteristics. N =109 Analysis

(1079, 23)
29. Ulusoy, 2013 To determine the views of preservice Descriptive  Preservice teachers Descriptive
teachers about an ideal teacher and their (survey model) N =234 Analysis
evaluation of their professional (1429, 923)
competencies.

30. Uygur & To examine the views of students, teachers, Basic Gr. 4 students Content
Kanadli, and parents about good primary school Qualitative N=31 Analysis
2020 teacher characteristics. Study Model Teachers

N=16
Parents
N =28

31. Yurdakal, To determine the preservice teachers’ Case Study  Preservice teachers Not

2018 observations of the current physical and N=8 Reported
academic status of schools and teachers 42,43)

in schools where they did teaching
practices.

Note: Gr. = Grade, @ =Female, § = Male
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Abstract

It is estimated that people from all age groups were affected by the COVID-19 pandemic. In this study, the career
anxiety of adolescents, who needed to make career choices and decisions about their lives, while the pandemic
was in full swing was researched. Throughout this study, the career anxieties of adolescents were examined
according to gender, career decision-making, whether COVID-19 had any affects on family relations, grade levels,
and the perceived success and income status of their families, as well as to the extent that family support, hope and
career decision-making predicted career anxiety. A total of 713 adolescents, which consisted of 355 females and
358 males, aged between fourteen and eighteen, attending high school in Turkiye participated in the study. As a
result of the study, the following was found: career anxiety was significantly higher in females than in males; those
who did not make a career decision suffered more career anxiety than those who did; those whose family relations
were affected by the COVID-19 pandemic suffered more career anxiety than those whose were not; and that those
who were closer to graduating from high school, those in the lower classes, and those with low family income
suffered more career anxiety than others. In addition, there is a correlation between the career anxiety of
adolescents and gender, career decision-making, familial support and hope. Also, it was concluded that a family's
information support, family expectation, motivation to act and career decision-making predict career anxiety.

Keywords: Career anxiety; familial support; hope; career decision-making; COVID-19

INTRODUCTION

The COVID-19 outbreak, which started in China in 2019 and which affected the entire world, forcing
people to change their living conditions unexpectedly, was declared a pandemic by the World Health
Organization. (Kraemer et al., 2020; World Health Organization, 2020; Zhu & Liu, 2020). With the

* This study was produced from the master thesis prepared by the first author under the supervision of the second
author.
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rapid spread of the pandemic, personal and social habits changed, and a number of national and global
measures were taken. These measures included quarantine practices, limitation of social contact,
curfews, the closure of schools, an obligation to wear face masks and others. In certain periods, borders
within and between countries were completely locked down. (Kraemer et al., 2020; Pfefferbaum &
North, 2020; Yektas, 2020; Zhu & Liu, 2020). As the death toll increased due to the pandemic, the scope
and duration of these national and global measures were extended. (Supriyanto et al., 2020; Yanti et al.,
2020; Yektas, 2020). Many governments around the world had to close educational facilities on occasion
to contain the COVID-19 outbreak, and many countries switched to distance or hybrid learning systems.
(Y1lmaz et al., 2022). These closures are known to have affected more than 90% of the world's student
population, as well as their emotions. (UNICEF, 2021). The pandemic not only affected daily life, but
also affected thoughts about the future and made individuals anxious (Ahmed et al., 2020; Wang et al.,
2020). Various factors like fears and concerns about a disease or the possibility of this disease leading
to the death of a family member or friend, worries about the uncertainty of the consequences of the
pandemic, worries about the functioning of the health care system, or even the economic crisis that could
await the whole world, could have provoked fears in the young people. One of these worries is the
concern about the future and career.

The COVID-19 pandemic, which affects individuals of all ages in different ways, has also changed
the lives of adolescents who continue their high school education. In addition to the difficulties of staying
at home and not being able to get together with friends, adolescents had to cope with other problems
specific to their developmental period during this period. It is known that career anxiety is one of major
anxieties experienced by adolescents (Hawkins et al., 1977; Nalbantoglu Yilmaz & Cetin Giindiiz, 2018;
Peng, 2005; Vignoli, 2015; Vignoli et al., 2005). Career anxiety is not only about choosing and pursuing
a career (Alkan, 2014; Daniels et al., 2011; Fouad et al., 2010; Giiler & Cakir, 2013; Karakas, 2013;
Kaya & Varol, 2004; Ozdemir Yaylaci, 2007; Vignoli, 2015), it also includes concerns such as being
unemployed and being unsuccessful, and consists of processes that cannot be foreseen by the individual
who wants to be successful in his career and the ever-changing world of work (Pisarik et al., 2017).
Mallet (2002) states the reasons for career anxiety as the fear of disappointing the family in career
decisions, the fear of being away from family and close friends due to work or an academic need, and
the anxiety that the person will experience in the academic and professional process. While the thought
of disappointing their parents in male students increases their career anxiety, female students experience
a fear of failure and the anxiety of not showing the competence that should be shown in a certain
professional field (Vignoli et al., 2005).

Early career-related behavior dates back to childhood. (Ginzberg et al., 1951). The individual
experiences the career development process by being affected by his environment and family. Children
learn about work and professional life from their families by seeing and observing them, and their
parents' professions will be effective in their career choices and career development in the future
(Malach-Pines & Yafe-Yanai, 2001; Watkins Jr, 1993). It has been shown in studies that the role of the
family and the social support provided by the family are extremely important in the career development
process (Amundson & Penner, 1998; Bacanli & Siiriicii, 2011; Bryant et al., 2006; Keller & Whiston,
2008; Malach-Pines & Yafe-Yanai, 2001; Oztemel, 2013; Turner & Lapan, 2002). Rogers et al. (2018)
found a significant correlation between adolescents and their families' perceptions of professional
identity and career development tasks. In a study examining the relationship between career maturity
and career decision-making self-efficacy and parental behavior, it was found that parental behavior
affected adolescents' career decision-making self-efficacy (Keller & Whiston 2008). It has been claimed
that irrational beliefs and family influence are effective on high school students' career choices (Aktas,
2018), and that familial influence significantly and positively predicts career decision-making
difficulties (Dursun & Kara, 2019). Vignoli et al. (2005) found that adolescent-parent attachment and
parenting styles affect career anxiety in career choices.

Career anxiety can be affected by hopes for the future. Hope can be explained by having a positive
expectation of the future, and it starts with the goal of doing, being, experiencing, and creating something
one wants (Akman & Korkut, 1993; Snyder et al., 1991). Hope resembles a protective shield that acts
as a buffer between the individual and negative experiences (Masten & Coatsworth, 1998; Staats, 1987).
Whether adolescents are hopeful about the future during a difficult time such as the COVID-19
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pandemic may have influenced their lives and career anxiety.

With hope, the following have been found to be related: academic success (Curry et al., 1997; Snyder
et al., 1991; Snyder et al., 2002); optimism, life satisfaction, and depression (Lagacé-Séguin &
D'Entremont, 2010); psychological and physical well-being (Irving & Snyder, 2002; Irving, et al., 1998).
1998); academic procrastination (Uzun Ozer, 2009); professional decision-making self-efficacy (Sar1 &
Sahin, 2013); communication skills, stress coping skills and self-esteem enhancement skills (Kabakg1 &
Totan, 2013); social emotional learning skills (Candan & Yalgin, 2018); and self-esteem, cautious
selectivity and panic styles (Mercan, 2019). Studies on hope are discussed in relation to the concepts of
stress, anxiety and depression (Arnau et al., 2007; Breznitz, 1986; Folkman, 2010). In addition to these,
there have also been studies investigating the effect of hope in social and cultural fields (Hagen et al.,
2005; Hirsch et al., 2012; Panter-Brick & Eggerman, 2012). Studies on anxiety and hope levels, and
career choice due to uncertainty about the future, are also included in the literature (Kemer, 2006; Kepir
Savoly & Korkut Owen, 2015; Sar1, 2011).

Another variable affecting career anxiety is being able to make career-related decisions. Not being
able to come to a decision while creating career plans can mean difficulties for people. There was also
a significant correlation between anxiety and career decision-making. (Campagna & Curtis, 2007;
Hawkins et al., 1977). In a study conducted by Vignoli (2015), it was found that the higher the career
indecision levels of the adolescents participating, the higher their trait and career anxieties, the higher
their career anxiety, and the higher their anxiety regarding failing in their careers. Adolescents' career
anxiety was found to be related to perceived success, career decision-making, family influence, and
school type (Akbas & Okutan, 2020; Nalbantoglu Yilmaz & Cetin Giindiiz, 2018).

Adolescents are expected to make career choices and take important decisions concerning their lives.
While this puts pressure on them, it can be seen as an unfortunate coincidence that this period coincides
with the COVID-19 outbreak. In addition to the difficulties they experienced due to the pandemic,
adolescents had to make decisions that they had difficulty in taking under normal living conditions,
when there was no outbreak. Studies have shown that COVID-19 increases an individual's level of
anxiety and the risk of experiencing mental problems (Duan et al., 2020; Qi et al., 2020). In addition, in
studies conducted with adolescents, it has been observed that anxiety levels of adolescents increase with
COVID-19, and negative beliefs about the future develop (Kaplan et al., 2021; Singir et al., 2021).

This study was carried out during the period when the COVID-19 pandemic was rampant and
Turkiye was in full lockdown, and schools took a break from face-to-face education. At this critical
moment, it is very important to acknowledge the career anxieties of students and the variables that play
a role in these anxious thoughts. There are previous studies on career anxiety, but this study was
conducted differently during the pandemic COVID-19 and the topic was discussed with variables such
as career anxiety, family support, hope, and career choices. In the research, answers to the following
guestions were sought: (1) Do adolescents' career anxiety differ according to gender, whether to make
a career decision, and whether the COVID-19 outbreak has affected family relationships, grade levels,
perceived success, and family income? (2) To what extent does family support, hope and career decision-
making predict adolescents' career anxiety?

METHOD
Research Model

Relational survey model was used in this study. The relational survey model aims to determine the
degree and existence of the change of two or more variables (Karasar, 2013).

Participants

This research was carried out with 713 high school students, 355 females and 358 males, living in Istanbul,
Turkiye, who were reached through convenient sampling, and who volunteered to participate in the research. Inthe
appropriate sampling path, the researcher reaches the closest and easiest to access group (Kilig, 2013). The main
goal of convenient sampling is to collect data from the participants who can be reached (Etikan et al., 2016). In this
study, adolescents who stayed at home during the lockdown period, due to the COVID-19 pandemic, were reached.
A criterion was set for adolescents to be students at a high school in Istanbul. The scales were sent to the students in
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Istanbul in April, 2020, by way of a Google-Form, through teachers in Istanbul. The data were collected during the
lockdown period, when there was a curfew and schools were closed due to the COVID-19 pandemic. Ethics
committee consent was obtained from a state university in Istanbul, and the research and legal permissions were
obtained from the Turkish Ministry of National Education for data collection.

Instruments
Career Anxiety Scale (CAS)

CAS was developed by Cetin Giindiiz and Nalbantoglu Yilmaz (2016). The scale consists of fourteen
items and two sub-dimensions; family effect and career choice. There are five items in the sub-scale of
family-related anxieties, and nine items in the sub-scale of anxiety regarding career choice. The CAS is
a five-point Likert type. In the CAS development process, exploratory and confirmatory factor analysis
were performed. The Cronbach Alpha value of the subscale of career choice was found to be .80 and the
reliability of concerns regarding family influence was found to be .74 (Cetin Giindiiz & Nalbantoglu
Yilmaz, 2016).

In this study, the internal consistency coefficient of the CAS was recalculated, and the Cronbach's
alpha value was .90 for the total score; for the subscales, it was found to be .88 for the family effect
subscale and .90 for the subscale of career choice.

Family Influence Scale (FIS)

FIS was developed by Fouad et al. (2010), and was adapted to Turkish by Oziinlii and Bacanli (2015).
The FIS consists of a 22 item and five-point Likert type scale. The FIS has four subscales; information
support, family expectation, financial support, and values/beliefs. The internal consistency coefficients
are .77 for the total scale, and range from .72 to .89 for the subscales (Oziinlii & Bacanli, 2015).

In this study, the internal consistency coefficient of the scale was recalculated, and the Cronbach's
alpha value was .80 for the total score; for the subscales, it was found to be between .67 and .92.

Hope Scale (HS)

HS was developed by Snyder et al. (1991) to determine the hope levels of individuals. The eight-
point Likert type scale has two sub-scale (Babyak et al., 1993). While there was a two-dimensional
infrastructure in the original form, a one-dimensional structure was obtained in the form adapted to
Turkish by Akman and Korkut (1993). In addition, Denizli (2004) found a one-dimensional structure
explaining 31% of the total variance. Considering an inconsistency in the findings of Akman and Korkut
(1993) and Denizli (2004) regarding the difference in the original factor structure, a separate factor
analysis study is needed to obtain more evidence as to whether the factor structure is different from the
original form in the current sample. As a result of a factor analysis of the HS, Kemer (2006) reached a
two-dimensional structure that explains 50% of the total variance. Although this structure is inconsistent
with Akman, Korkut (1993) and Denizli (2004), it is compatible with the factor structure of the original
scale (Kemer, 2006). The two-dimensional factor structure was reconfirmed by Kemer and Atik (2012).
Cronbach's alpha coefficients were obtained as .81 for the overall scale total, .74 for the pathways
thinking subscale, and .70 for the agentic thinking subscale.

In this study, the form obtained by Kemer and Atik (2012) with two sub-dimensions was used. In
addition, the internal consistency coefficient of the scale was recalculated with the Cronbach's alpha
value of the total score being found to be .83, also .83 for the sub-dimension of the pathways thinking,
and .70 for the agentic thinking dimension.

Ethical and Procedure

The scales were sent to the students who live in Istanbul in April 2020, by way of a Google-Form,
through teachers in Istanbul. The data were collected during the lockdown period, when there was a
curfew and schools were closed due to the COVID-19 pandemic. Ethics committee consent was obtained
from a state university in Istanbul, Tirkiye, and the research and legal permissions were obtained from
the Turkish Ministry of National Education for data collection.



19

Data Analysis

It was decided that the data were normally distributed by looking at a histogram, coefficient of
variation, Kolmogorov-Smirnov (K-S) and skewness-kurtosis coefficients. When the coefficients of
kurtosis and skewness were examined in the normality analysis, it was found that the results for the
variables of career anxiety, family effect, and hope ranged from -1 to +1 and were in a normal
distribution at the significance level of .05 (Buylkoztirk, 2002). The Kolmogorov-Smirnov values were
.203 for the influence of family, .055 for career choice, and .059 for total career anxiety. The skewness
coefficient for the variables was determined to be .09 and the kurtosis was .18. The fact that the statistic-
z, which is obtained by dividing the skewness coefficient by the standard error, is less than 1.96 at a
significance level of .05 indicates that it is appropriate for the normal distribution (Bursal, 2017;
Buylkoztirk, 2002). In data analysis, an independent sample t-test, one-way analysis of variance
(ANOVA) and multiple linear regression analysis were conducted. Preliminary analyses were performed
before the regression analysis. The tolerance values were found to be lower than .10 and the VIF values
were found to be higher than .10; it was understood that the data did not multicollinearity proposition.
According to the results of the analyses, no violation of the predicates was found between the predictor
variable and the predicted variables. Pearson correlation coefficients were calculated before the
regression analysis; variables with moderate (.30< | r | < .49) and strong (.50<|r| <1) (Pallant, 2007)
correlations and significant levels were included in the regression analysis. A multiple linear standard
regression analysis was performed for the predictors of career anxiety. IBM Statistics SPSS 32.0
software was used for the analyses, and the level of significance was taken to be .05.

RESULTS

In this study, whether there are significant differences in career anxiety levels of adolescents
according to gender, career decision-making status and family life due to COVID-19 was analyzed using
an independent t-test (Table 1).

Table 1. Career Anxiety Levels by Gender, Career Decision-Making and the Impact of COVID-19 on Family Life

Variables n M SD df t p 12
Gender
Female 355 35.9 12 710.7 5.10 .00** .38
Male 358 31.3 11.8
Career decision-making
Decisive 415 30.2 11.2 619.64 -9.31 .00** .70
Indecisive 298 38.3 11.8
COVID-19 and family life
Affected 310 325 12.1 663.3 -2.06 .03* 15
Unaffected 403 34.4 12

*p<05 -k-kp<01

As can be seen in Table 1, career anxieties of females are significantly higher than those of males (t
=5.10, p <.01). Considering the effect size of the test result (12 = .38), it can be seen that this difference
is at a moderate level. The career anxiety mean scores of the adolescents who make decisions about their
careers are significantly lower than those who do not (t = -9.31, p < .01), and the effect size for this
difference is high (n2 =.70). In addition, the career anxiety mean scores of the adolescents whose family
lives were affected by the COVID-19 pandemic were also significantly lower than the career anxiety
mean scores of the adolescents who were not affected (t = -9.31, p < .01). The effect size for this
difference was low (12 = .70).

In the study, whether there are significant differences between career anxiety levels of adolescents
according to perceived success, class level and family income was analyzed using ANOVA (Table 2).
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Table 2. Adolescents' Career Anxiety Levels by Grade Level, Perceived Success and Family Income

Variables n M SD Sum of df Mean F p y2
squares square

Grade level

9 294 318 11.8 Between groups 1989 3 663 46 .004* .018

10 143 334 125 Within groups  102974.4 709  145.2

11 162 352 116 Total 1049635 712

12 114 36 12.4

Sucsess

Poor 48 3493 12.16 Between groups 235.88 2 117.94 .80 .45 .00

Mediocre 373 3394 1241 Withingroups 104727.62 710 147.50

High 292 3299 11.78 Total 104963.51 712

Income Status

Low 64 36.64 12.33 Betweengroups  1353.09 2 676547 46 .01 .01

Middle 538 33.80 11.79  Withingroups 103610.41 710 145.930

High 111 31.01 13.25 Total 104963.51 712

*p <.05

According to the results of the ANOVA test given in Table 2, there is a significant difference between
the career anxiety levels of adolescents according to grade level (F = 4.6, p < .01). Since the variances
were not evenly distributed, the Games-Howell test was applied to understand between which groups
there was a difference, and the career anxiety levels of the eleventh and twelfth grade students were
found to be significantly higher than the ninth and tenth grades. When the effect size of the test is
examined (2 =.018), it can be seen that this difference is weak. There is no significant difference
between the career anxiety levels of the adolescents according to the perceived success of the
adolescents. However, there is a significant difference in career anxiety levels according to the income
level of the families of the adolescents (F = 4.6, p < .01). According to the results of a Tukey Test,
applied to understand between which groups there was a difference, the career anxiety levels of students
with low family income levels are significantly higher than those with high family income levels, and
the effect size of this result is low (2 = .01).

As can be seen in Table 2, the gender variable that causes differentiation in the career anxieties of
adolescents is remarkable with a medium effect size, and career decision-making with a high effect size.
Considering that these variables may play a role in predicting career anxiety together with family effect
(information support, financial support, family expectation and values) and hope (pathways thinking
and agentic thinking), a correlation analysis of these variables was conducted (Table 3).

Table 3. The Relationship between Career Anxiety, Family Expectations, Hope, Gender and Career Decision-
Making in Adolescents

Variables 1 2 3 4 5 6 7 8 9

1. Career Anxiety 1

2. Information Support -.35% 1

3. Financial Support -.24% 47 1

4. Family Expectations .50* -23 -.28 1

5. Values and Beliefs .08 12 -.01 .30 1

6. Pathways thinking -.23*% .24 .23 -.09 .08 1

7. Agentic thinking -.37* .39 .29 -11 a1 .56 1

8. Gender -19* .07 -.05 .00 .04 .09 A2 1

9. Career Decision-Making .33* -.08 -.08 14 .08 -.16 -.18 -.05 1
*p <.05

As can be seen in Table 3, there is a negative and moderate relationship between career anxiety and
information support from family (r = - .35, p <.05) and a negative and weak relationship with financial
support (r =-.24, p <.05). It can also be seen that there is a positive and moderate correlation (r = 50, p
<.05) with family expectation. There was a negative and weak correlation between the methods to
achieve goals, which is one of the sub-dimensions of hope, and career anxiety (r = -.23, p < .05); a
negative and moderate (r = -.37, p <.05) correlation was found with the motivation to act. In addition,
it was found that there was a weak relationship with gender and a higher career anxiety in the girls (r =
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-.19), a moderate relationship with career decision-making (r = .33), and a higher career anxiety in those
who did not make a career decision (p < .05).

A Standard Multiple Linear Regression Analysis was applied to determine whether family influence,
hope, and career decision-making predict career anxiety. In the analysis, there were moderate (.30< | r | <
.49) and strong (.50< | r | <1) (Pallant, 2007) correlations and significant variables (family effect-
information support, family effect-family expectations, hope-motivation and career decision-making)
were included in the analysis (p < .05). The Standard Multiple Linear Regression Analysis results are
presented in Table 4.

Table 4. The Results of the Standard Multiple Linear Regression Analysis for the Prediction of Career Anxiety
Levels

Variables B SD B t p Bineary Partial
Constant 40.06 221 - 18.09 .00 - -
Information Support -21 .04 -.15 -4.82 .00* -.35 -.18
Family Expectations 1.55 A1 41 13.8 .00* .50 .46
Agentic thinking -1.12 16 -.22 -7.04 .00* -.36 -.26
Career Decision-Making 5.46 72 .22 7.5 .00* .33 27
R=.64 R2= 41
F=126 p=.00

*p<.01

As can be seen in Table 4, information support from the family explains 41% of the variance in career
anxiety, together with the family's expectations, motivation to act, and career decision-making variables.
According to the standardized regression coefficient (), the effect of the predictor variables on career
anxiety is family expectation, career decision-making, motivation to act and information support, are in
relative order of measure. When the results regarding the significance of the regression coefficients are
analyzed, it can be seen that all of these variables predict career anxiety at a significant level (p < .01).

DISCUSSION, CONCLUCION AND SUGGESTIONS

According to the findings of this study, females’ career anxiety is higher than that of males. There
are studies in the literature that reach similar results (Akbas, 2019; Daniels et al., 2011). Vigoli et al.
(2005) also state that males and females experience career anxiety for different reasons; while males
think that they will disappoint their parents, females experience career anxiety due to a fear of failure.
In general, there have been studies that conclude that women's anxiety levels are higher than men's
anxiety levels (Karakas & Arkar, 2012; Kuzu & Ergol, 2019; Oztiirk, 2018). The higher anxiety levels
of women are attributed to the dominance of traditional roles, and society's expectations of women
(Landrine et al., 1988). At the same time, it was observed in studies that the COVID-19 pandemic
increased the anxiety levels of adolescents and that the anxiety levels of females were higher (Chen et
al., 2021; Kojok et al., 2021; Liu et al., 2022). When considered in the context of career anxiety, a similar
interpretation can be made regarding how society imposes many roles on women, in addition to their
pre-existing career roles, which may worry women.

According to another finding, the career anxieties of adolescents who have not decided about their
careers are higher than those who have decided. Nalbantoglu Yilmaz and Cetin Giindiiz (2018) reach a
similar conclusion. In a number of studies, it has been observed that career indecision increases the state
and trait anxiety level of the individual (Campagna & Curtis, 2007; Peng, 2005; Vignoli, 2015).
According to the results of this research, those who experience career indecision also experience anxiety
about their career. It can be thought that adolescents experience career anxiety due to the uncertainty
brought about by indecision. In a study conducted by Ungoren and Kagmaz (2022) with tourism
students, it was seen that uncertainty significantly increased career anxiety. In the process of making
career decisions, adolescents may tend to observe their surroundings more closely and discuss and
evaluate their decisions among themselves. However, this study was conducted at a time when
adolescents were isolated in their homes due to the COVID -19 pandemic, and the already difficult
process of career decision-making may have become even more difficult while increasing their career
anxiety.



22

In this study, it was concluded that the career anxieties of adolescents whose family relationships were
affected by the COVID-19 pandemic were significantly higher than those who were not. Looking at the
literature, Kiigiiksen (2020) emphasizes that family members spend more time at home than ever before
due to the pandemic. Since the COVID -19 outbreak, family members have been spending time together
24 hours a day, as opposed to how they used to meet at home in the evenings. Hence, those who must
work from home or attend classes from home are forced to use technology such as computers, phones,
or internet connection at the same time or together, and it is almost impossible for individuals to have
an environment where they can be alone, which may have had a negative impact on family relationships.

According to another finding of the study, career anxiety levels of eleventh and twelfth grade students
are also significantly higher than ninth and tenth grade students. In other words, classes close to
graduation experience more intense career anxiety. In a few studies, no differentiation was observed in
the level of career anxiety according to the grade level (Akbas, 2019; Nalbantoglu Yilmaz & Cetin
Gundiiz, 2018). The increase in the career anxiety of students who are about to graduate from high
school during the COVID-19 pandemic may be related to thoughts created by the pandemic.

According to the perceived success level, no significant difference was found between the career anxiety
of the adolescents in this study. In a similar study, Yilmaz and Giindiiz (2018) reach a different
conclusion and conclude that students in low and medium groups, in terms of perceived school success,
had higher career anxiety than students in a group with high perceived success. It can be interpreted that
these students with low or medium perceived achievement levels see their higher education options as
being limited, and they will determine ways that do not match their family expectations while
determining their career goals. This may be due to the fact that the students in this group are worried as
a result of thinking whether or not they can reach their goals. In another study conducted with high
school students, it was seen that there was an inverse correlation between the students' anxiety levels
and their perceived success levels (Sekmenli, 2000). The results of the pre-pandemic studies show no
similarity with the ones that are conducted after the COVID-19 pandemic. This finding of the study
means that adolescents are worried about their careers and whether they think they are successful or
unsuccessful academically.

In this study, it was found that those from families with low income had significantly higher career
anxiety than those from families with high income. Adolescents' financial difficulties negatively affect
their career choices and career development and can lead them to experience future anxiety (White &
Rogers, 2000). The fact that an adolescent with a high level of welfare has lower anxiety regarding
career prospects and career choice may be related to the preservation of his living standards. However,
an adolescent whose family has a low income level may be worried about structuring a career that will
provide better conditions for himself and his family.

According to the findings of this study, there is a relationship between gender, career decision-making
status, family support and hope, and that the career anxiety of adolescents, and family information
support, family expectation, motivation to act and career decision-making status in adolescents predict
career anxiety. The family's information support, family expectation, motivation to act, and career
decision-making variables together explain 41% of the variance in career anxiety. In other words, several
variables not discussed here influence the rest of the variance in career anxiety. The influence of family
information support, expectations, action motivation, and career decision-making on career anxiety
seems significant.

According to the results of the study, the career anxiety levels of female adolescents are significantly
higher than those of male adolescents. It is thought that it would be beneficial to work with all genders
to reduce the stress and pressure on women who join their careers later than men, and to break the
stereotypes regarding gender roles that still persist today. According to another result, the career anxiety
of adolescents who do not make career decisions are also high. It is thought that giving more importance
to counseling and guidance activities to increase decision-making skills is significant in this regard.
Variables such as occupational stereotypes that particularly affect girls (e.g., girls can study nursing,
engineering is only for boys), family and environmental attitudes toward girls, or the impacts of gender
roles on career anxiety could be the subject of new research.

According to the results of the research, it was observed that the COVID-19 pandemic affected the
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family relationships of adolescents, and that the career anxiety levels of those affected increased.
Whether these fears persist in the long term can be discussed in depth in another study. For the group
already affected, it would be beneficial to have mental health professionals conduct studies on the
concerns raised by the COVID -19 pandemic. According to another finding, career anxiety is greater
among adolescents who are about to graduate from high school. It is believed that it would be beneficial
to increase counselling studies to reduce career anxiety among students who are approaching their senior
year of high school. According to the research results, the career anxiety of adolescents increases as the
income level of the family decreases. Considering this situation, school administrators and school
psychological counsellors should promote free opportunities in the school environment for students with
low family income (activities such as arts and sports that make it easier for students to learn about
themselves and discover their interests), search for various scholarship opportunities, and inform
students. It can be suggested that the school administration and school psychological counsellors work
in cooperation to achieve this.

Considering the studies conducted during the COVID-19 pandemic, it was observed that the career
anxieties of the participants were high and that symptoms of depression sometimes accompanied this.
The reasons for this are future uncertainty and a fear of the COVID-19 pandemic (Chen et al., 2021;
Kojok et al., 2021; Liu et al., 2022; Mahmud, Rahman et al., 2021; Mahmud, Taluker et al., 2021). In
a study conducted by Rajabimajd et al. (2021), by collecting data from four different countries, it was
observed that the COVID-19 pandemic increased career anxiety due to increased layoffs, job insecurity,
and decreased job satisfaction.

As a result of this study, it can be seen that career anxiety in adolescents is predicted by the variables
of career decision-making, family expectation, information support, and motivation to act. Therefore,
when the aim is to reduce career anxiety, it may be recommended to plan career counseling studies to
recognize career options, self-attentive knowledge and career decision-making. In addition, activities
that motivate action could be organized in the context of joint work with families and hope.

Adolescents participating in this study may have higher levels of anxiety than normal as they
continue their distance education during the COVID-19 period. This situation can be seen as a limitation
of the research. The effect of this variable will become clearer when compared with studies to be
conducted after the pandemic is over.
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Ozet

Diinyanin COVID-19 salgini ile miicadelede karsilastigi giicliikler, a1 ve ilaglarin bulunmasiyla azalmis olsa da
devam etmektedir. Salgindan her yas grubundan insanin etkilendigi tahmin edilmektedir. Salgin tiim hiziyla
stirerken, kariyer se¢imleri yapmalar1 ve hayatlari ile ilgili kararlar almalar1 gereken ergenlerin kariyer kaygilari
bu aragtirmanin konusudur. Aragtirmada, ergenlerin kariyer kaygilari, cinsiyete, kariyer karar1 verip vermemeye,
COVID-19 salgininin aile iliskilerini etkileyip etkilemedigine, smif diizeyine, algilanan basariya ve ailelerinin
gelir durumuna gore incelenmis ve aile destegi, umut ve kariyer karar1 verme durumunun kariyer kaygisini ne
derece yordadigi arastirilmstir. Arastirmaya, Tiirkiye’de liseye devam eden, yaslar1 14 ile 18 arasinda degisen 355
kiz ve 358 erkek toplam 713 ergen katilmistir. Arastirmanm sonunda kizlarm erkeklere, kariyer karar
vermeyenlerin kariyer karar1 verenlere, COVID-19 salgmindan aile iliskileri etkilenenlerin etkilenmeyenlere,
liseden mezun olmaya daha yakin siniflardakilerin, alt siniftakilere, aile gelir diizeyi diisiik olanlarin aile gelir
diizeyi yiiksek olanlara gore kariyer kaygisinin anlamli diizeyde daha yiiksek oldugu bulunmustur. Ayrica ailenin
bilgi destegi, ailenin beklentisi, harekete gegme giidiisii ve kariyer karari verme durumunun kariyer kaygisini
yordadig1 sonucuna ulasiimistir.

Anahtar Kelimeler: Kariyer kaygisi; aile destegi; umut; kariyer karar1 verme; COVID-19

GIRiS

Cin’de 2019 yilinda baslayan ve tiim diinyay1 etkisi altina alan, insanlarin yasam kosullarini
beklenmedik bir sekilde degistirmeye zorlayan COVID-19, Diinya Saglhk Orgiitii tarafindan salgin
(pandemi) olarak adlandirilmistir (Kraemer vd., 2020; World Health Organization, 2020; Zhu ve Liu,
2020). Salginin hizla yayilmasiyla kigisel ve toplumsal aliskanliklar degismis iilkesel ve kiiresel birtakim
tedbirler alinmistir. Bu tedbirler karantina uygulamalari, sosyal temasin sinirlanmasi, sokaga ¢ikma
yasagl, okullarin kapanmasi, maske takma zorunlulugu vb. seklinde siralanirken bazi donemlerde
tilkelerin giris ¢ikiglar: tamamen kapatilmistir (Kraemer vd., 2020; Pfefferbaum ve North, 2020; Yektas,
2020; Zhu ve Liu, 2020). Salgma bagh oliimlerin artmasiyla iilkesel ve kiiresel olarak alinan bu
tedbirlerin kapsamlar1 genisletilmis ve stireleri uzatilmigtir (Supriyanto vd., 2020; Yanti vd., 2020;
Yektas, 2020). Diinya genelinde birgok hiikiimet, COVID-19 salginini kontrol altina almak i¢in donem
donem okullar1 kapatmak zorunda kalmistir ve birgok {ilke uzaktan veya hibrit 6grenme sistemlerine
gecis yapmustir (Yilmaz vd., 2021). Bu kapanmalarin, diinyadaki 6grenci niifusunun %90"indan fazlasini
ve onlarm duygularm etkiledigi bilinmektedir (UNICEF, 2021). Salgin, giinliik hayat1 etkiledigi gibi
gelecege yonelik diistinceleri de etkilemis, bireyleri kaygilandirmistir (Ahmed vd., 2020; Wang vd.,
2020). Hastaligin kendisinin, aile bireylerinden birinin ya da bir arkadasinin 6liimiine yol agabilecegine
yonelik korku ve kaygilar, pandeminin sonunda neler olacaginin belirsizliginin yarattig1 kaygilar, saglik
sisteminin igleyip islemeyecegine ve hatta tiim diinyay1 bekleyen ekonomik krize iliskin kaygilar gibi
pek cok farkli etken ergenlerin kaygi yagamasina neden olmus olabilir. Bu kaygilardan biri de gelecege

* Bu ¢aligma, ilk yazarin, ikinci yazarin danismanhiginda ytirtittiigii ytiksek lisans tezinden tiretilmistir.
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ve kariyere yonelik kaygilardir.

Her yastan bireyi farkli bicimlerde etkileyen COVID-19 salgimi, lise 6grenimlerini siirdiiren
ergenlerin yasamlarimi da degistirmistir. Eve kapanmanin ve arkadaslari ile bir araya gelememenin
sikintilarinin yani sira, ergenler bu donemde gelisim donemlerine 6zgii diger sikintilarla da bas etmek
zorunda kalmiglardir. Ergenlerin yasadiklar1 énemli kaygilardan birinin de kariyer kaygisi oldugu
bilinmektedir (Hawkins vd., 1977; Nalbantoglu Yilmaz ve Cetin Glindiiz, 2018; Peng, 2005; Vignoli,
2015; Vignoli vd., 2005). Kariyer kaygisi, yalmzca zorunlu olarak bir kariyer segme ve bu kariyeri
yapmayla ilgili degil, issiz kalma ve basarisiz olma endisesi gibi kaygilari da icerir (Alkan, 2014; Daniels
vd., 2011; Fouad vd., 2010; Giiler ve Cakir, 2013; Karakas, 2013; Kaya ve Varol, 2004; Ozdemir
Yaylaci, 2007; Vignoli, 2015) ve kariyerinde basar1 géstermek isteyen bireyin 6ngéremedigi siireclerle
ve siirekli degisen caligma diinyas ile ilgilidir (Pisarik vd., 2017). Mallet (2002) kariyer kaygisinin
sebeplerini, kariyere dair alinan kararlarda aileyi hayal kirikligina ugratma korkusu, is ya da akademik
bir gereksinimden dolay1 aileden, yakin arkadaslardan uzaklasma korkusu ve kisinin akademik ve
mesleki siire¢ i¢inde yasayacagi kaygilar olarak agiklamaktadir. Erkek Ogrencilerde ebeveyni hayal
kirikligina ugratacag: diisiincesi kariyer kaygisini artirirken, kiz dgrencilerde basarisiz olma korkusu,
belirli bir mesleki alanda gosterilmesi gereken yeterliligi gosterememe kaygis1 yasanmaktadir (Vignoli
vd., 2005).

Kariyer ile ilgili ilk davranislar ¢ocukluk dénemine uzanmaktadir (Ginzberg vd., 1951). Birey icinde
bulundugu ¢evreden ve ailesinden etkilenerek kariyer gelisim siirecini yasar. Cocuklar, is ve meslek
yasamim ailelerinden gorerek ve onlar1 gozlemleyerek Ogrenirler ve anne-babanin meslekleri, ilerde
onlarin meslek se¢ciminde ve kariyer gelisiminde etkili olur ( Malach-Pines ve Yafe-Yanai, 2001;
Watkins Jr, 1993). Kariyer gelisim siirecinde ailenin roliiniin, aileden gelen sosyal destegin ¢ok 6nemli
oldugu yapilan ¢alismalarda gorilmiistiir (Amundson ve Penner, 1998; Bacanli ve Siiriicii, 2011; Bryant
vd., Reynolds, 2006; Keller ve Whiston, 2008; Malach-Pines ve Yafe-Yanai, 2001; Oztemel, 2013;
Turner ve Lapan, 2002). Rogers ve digerleri (2018) ergenler ile ailelerinin mesleki kimlige ve kariyer
gelisim gorevlerine iliskin algilarinda anlamli bir iliski tespit etmistir. Kariyer olgunlugu ve kariyer
karar1 verme Oz-yeterliligi ile ebeveyn davraniglari arasindaki iliskiye bakilan bir ¢alismada ise ebeveyn
davramslarinin, ergenlerin Kariyer karar1 verme Oz-yeterliligini etkiledigi gorilmiistiir (Keller ve
Whiston 2008). Lise dgrencilerinin meslek se¢ciminde, akilci olmayan inanglar ve aile etkisinin etkili
oldugu (Aktas, 2018) ve aile etkisinin kariyer karar verme gicliklerini anlamli ve pozitif yonde
yordadigi (Dursun ve Kara, 2019) bulunmustur. Vignoli ve digerleri (2005) kariyer se¢imlerinde ergen-
ebeveyn baglanmasi ve ebeveynlik tarzlarinin kariyer kaygisini etkiledigini bulmuslardir.

Kariyer kaygisini gelecege yonelik umutlar etkileyebilmektedir. Umut gelecekten olumlu beklenti
icinde olmak ile aciklanabilir ve kisinin yapmak, olmak, deneyimlemek, yaratmak, istedigi herhangi bir
hedefle baglar (Akman ve Korkut, 1993; Snyder vd., 1991). Umut, bireyin olumsuz yasantilarla arasinda
tampon gorevi goren, koruyucu bir kalkan gibidir (Masten ve Coatsworth, 1998; Staats, 1987). COVID-
19 salgini gibi zor bir donemde ergenlerin gelecege umutla bakip bakmamalari, onlarin hayatlarint ve
kariyer kaygilarini etkilemis olabilir.

Umutla akademik bagarinin (Curry vd., 1997; Snyder vd., 1991; Snyder vd., 2002), iyimserlik, yagam
doyumu ve depresyonun (Lagacé-Séguin ve D’Entremont, 2010), psikolojik ve fiziksel iyi olusun
(Irving ve Snyder, 2002; Irving vd., 1998), akademik ertelemenin (Uzun Ozer, 2009), mesleki karar
verme 0z-yeterliligin (Sar1 ve Sahin, 2013), iletisim becerileri, stresle basa ¢ikma becerileri ve benlik
degerini artirma becerilerinin (Kabak¢1 ve Totan, 2013), sosyal duygusal 6grenme becerilerinin (Candan
ve Yalcin, 2018), Ozsaygi, ihtiyath segicilik ve panik stillerinin (Mercan, 2019) iliskili oldugu
bulunmustur. Umut ile ilgili arastirmalar stres, kaygi depresyon kavramlariyla iliskisi iginde ele
alinmaktadir (Arnau vd., 2007; Breznitz, 1986; Folkman, 2010). Bunlarin yaninda umudun sosyal,
kiiltiirel alanlardaki etkisini arastiran ¢alismalar da bulunmaktadir (Hagen vd., 2005; Hirsch vd., 2012;
Panter-Brick ve Eggerman, 2012). Gelecege yonelik belirsizligin getirdigi kaygi ile umut diizeyleri ve
meslek secimi lizerine yapilmis caligmalar da literatiirde yer almaktadir (Kemer, 2006; Kepir Savoly ve
Korkut Owen, 2015; Sari, 2011).

Kariyer kaygisini etkileyen bir degisken de kariyerle ilgili karar verebilmektir. Kariyer planlarini
olustururken karara varamamak, kisiler icin zorluk anlamima gelebilir. Kaygi ile kariyer karar1 verme
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arasinda da anlamli diizeyde iliski bulunmustur (Campagna ve Curtis, 2007; Hawkins vd., 1977).
Vignoli (2015) tarafindan yapilan bir arastirmada ergenlerin kariyer kararsizlik diizeyleri ne kadar
artarsa siirekli kaygilar1 ve kariyer kaygilarmm arttigi ve kariyer kaygilar1 ne kadar yiiksek ise
kariyerlerinde basarisiz olma kaygilarinin da anlamh diizeyde yiiksek oldugu bulgusuna ulasilmistir.
Ergenlerin kariyer kaygisinin, algilanan basariyla, kariyer karar1 verip vermemeyle, aile etkisiyle ve okul
tiirii ile iligkili oldugunu bulunmustur (Akbas ve Okutan, 2020; Nalbantoglu Yilmaz ve Cetin Giindiiz,
2018).

Ergenlik donemindeki bireylerin kariyer seg¢imleri yapmalari ve hayatlar ile ilgili 6nemli karar
almalar1 beklenmektedir. Bu durum onlarin istiinde bir baski yaratirken, bu dénemin, COVID-19
salginina denk gelmesi talihsiz bir rastlant1 olarak goriilebilir. Ergenler salgin nedeniyle yasadiklari
glicliiklerin yan1 sira, salgin yokmus gibi, normal yasam sartlarinda almakta zorlandiklar1 kararlari
almak zorunda kalmiglardir. Yapilan aragtirmalarda COVID-19’un bireyin anksiyete diizeyini ve ruhsal
problemler yasama riskini artirdign goériilmistiir (Duan vd., 2020; Qi vd., 2020). Bununla beraber
ergenlerle yapilan arastirmalarda da ergenlerin COVID-19 ile beraber anksiyete diizeylerinin arttigi ve
gelecege dair olumsuz inanglarmin gelistigi goriilmiistiir (Kaplan vd., 2021; Singir vd., 2021).

Bu ¢alisma, COVID-19 salgininin Tiirkiye’de tam kapanmanin uygulandigi ve okullarin yiiz yiize
egitime ara verdigi donemde gercgeklestirilmistir. Bu kritik donemde 6grenclerin kariyer kaygilarini ve
bu kaygida rol oynayan degiskenleri bilmek olduk¢a 6nemli bir konudur. Kariyer kaygisi konusunda
daha 6nce yapilan ¢aligmalar bulunmaktadir ancak bu arastirmada farkli olarak COVID-19 pandemisi
siirecinde yiirtitiilmiistiir ve kariyer kaygisi, aile destegi, umut ve kariyer karari verme gibi degiskenlerle
konu ele alinmistir. Aragtirmada su sorularm cevaplar1 aranmustir; (1) Ergenlerin kariyer kaygilari,
cinsiyete, kariyer Kkarari verip vermemeye, COVID-19 salgminin aile iligkilerini etkileyip
etkilemedigine, sinif diizeyine, algilanan basariya ve ailelerinin gelir durumuna gore farklilik
gostermekte midir? (2) Aile destegi, umut ve kariyer karar1 verme durumu ergenlerin kariyer kaygisini
ne derece yordamaktadir?

YONTEM
Arastirma Deseni

Arastirma iliskisel tarama modelindedir. Iki ya da daha fazla degisken arasindaki iliskileri belirlemek
amaciyla yapilan aragtirmalar iligkisel arastirma olarak tanmimlanmaktadir (Karasar, 2013).

Cahsma Grubu

Bu arastirma, uygun drnekleme yoluyla ulasilan, Tiirkiye’de Istanbul ilinde yasayan ve arastirmaya
katilmak i¢in goniillii, 355 kiz ve 358 erkek toplam 713 lise 6grencisi olan ergenle yiiriitiilmiistiir. Uygun
ornekleme yolunda arastirmact kendisine en yakin ve erisilmesi kolay olan gruba ulasir (Kilig, 2013).
Uygun orneklemenin asil hedefi ulasilabilen katilimeilardan veri toplamaktir (Etikan vd., 2016). Bu
calismada da COVID-19 nedeniyle tam kapanma siirecinde evde kalan ergenlere ulasilmstir. Ergenlerin
Istanbul ilinde bir lisede dgrenci olmasi dlgiitii konmustur.

Veri Toplama Araglari
Lise Ogrencilerinin Kariyer Kaygilarin Belirleme Olcegi (LOKKBO)

Cetin Giindiiz ve Nalbantoglu Y1lmaz (2016) tarafindan gelistirilmis 14 maddelik bir dlcektir. Olgek,
aile etkisi ve meslek secimi olmak iizere iki alt boyuttan olusmaktadir. Aile etkisi kaynakli kaygilar
boyutunda bes madde, meslek segimine yonelik kaygi boyutunda ise dokuz madde yer almaktadir. Olgek
besli Likert tipindedir. Meslek se¢imi alt 6lgeginin Cronbach Alfa degeri .80 ve aile etkisine yonelik
kaygilara ait glivenirligi ise .74 bulunmustur (Cetin Giindiiz ve Nalbantoglu Yilmaz, 2016).

Bu calismada, Olgegin i¢ tutarlik katsayisi yeniden hesaplanmis ve Olcegin toplam puani icin
Cronbach alfa degeri .90; aile etkisi alt dlgegi icin .88 ve meslek se¢imi alt1 6lgegi icin de .90 olarak
bulunmustur.

Kariyer Se¢ciminde Aile Etkisi 0lg:e§i (KSAEO)
Fouadve digerleri (2010) tarafindan gelistirilmistir ve Oziinlii ve Bacanli (2015) tarafindan
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Tiirkgeye uyarlamasi yapilmistir. KSAEQO, 22 maddeli besli Likert tipi bir 6lgektir. Bilgi destegi, aile
beklentisi, parasal destek ve degerler/inanglar olmak iizere dort alt 6lgegi bulunmaktadir. I¢ tutarhlik
katsayilar1 dlgek toplamu igin .77 dir ve alt lgekler icin.72 ile .89 arasinda degismektedir (Oziinlii ve
Bacanli, 2015).

Bu ¢aligmada, 6l¢egin i¢ tutarlik katsayisi yeniden hesaplanmis ve Cronbach alfa degeri toplam
puan i¢in .80; alt 6lgekler iginse .67 ile .92 arasinda bulunmustur.

Siirekli Umut Olgegi

Snyder ve digerleri (1991) tarafindan bireylerin umut diizeylerini belirlemek amaciyla
gelistirilmistir. Sekizli Likert tipli olan 6l¢egin iki alt boyutu bulunmaktadir (Babyak, vd., 1993) Orijinal
formda iki boyutlu alt yap1 bulunurken Akman, Korkut (1993) tarafindan Tiirk¢eye uyarlanan formda
tek boyutlu bir yap1 elde edilmistir. Ayrica Denizli (2004) toplam varyansin %31’ini aciklayan tek
boyutlu bir yap1 bulmustur. Akman ve Korkut’un (1993) ve Denizli’nin (2004) 6zgiin faktor yapisinin
farkliligina iliskin bulgularinin ortaya koydugu tutarsizlik dikkate alindiginda, faktor yapisinin mevcut
ornekte orijinal formdan farkli olup olmadigina dair daha fazla kanit elde etmek i¢in ayr1 bir faktor
analizi ¢alismas1 yapilmasina ihtiya¢ dogmustur. Kemer (2006) Siirekli Umut Olgegi’nin faktor analizi
sonucunda toplam varyansin %50’sini aciklayan iki boyutlu bir yapiya ulagmistir. Her ne kadar bu yapi,
Akman, Korkut (1993) ve Denizli (2004) ile tutarsiz olsa da, orijinal 6l¢egin faktor yapisi ile uyumludur
(Kemer, 2006). Kemer ve Atik (2012) tarafindan iki boyutlu faktor yapisi yeniden dogrulanmustir.
Cronbach alfa katsayilar1 genel 6lgek toplamui igin .81, Amaglara Ulasma Yollar1 alt 6lgegi igin .74 ve
Harekete Gegme alt dlgegi igin ise .70 olarak elde edilmistir. Bu aragtirmada Kemer ve Atik (2012)
tarafindan iki alt boyutlu yap1 elde edilen form kullanilmigtir.

Bu caligmada, 6lgegin i¢ tutarlik katsayisi yeniden hesaplanmis ve toplam puan Cronbach alfa degeri
.83, amaglara ulasma alt boyutu i¢in .83 harekete gegme boyutu i¢in ise .70 olarak bulunmustur.

Etik ve Prosedur

Veri toplama araglar1, 2020 yili Nisan aymda Google-Form iizerinden, Istanbul ilindeki gretmenler
aracilig1 ile yine Istanbul ilindeki 6grencilere ulastirilmstir. Veriler Tiirkiye’de salgin sebebiyle sokaga
¢ikma kisitlamasinin bulundugu, evlere kapanilan dénemde toplanmustir. Verilerin toplanmasi igin
Tiirkiye'de Istanbul'da bulunan bir devlet iiniversitesinden etik kurul onay1r ve TC Milli Egitim
Bakanligi'ndan arastirma ve yasal izinler alinmistir.

Verilerin Analizi

Verilerin normal dagildigina histogram, varyasyon katsayisi, Kolmogorov-Smirnov (K-S) ve
carpiklik-basiklik katsayilarina bakilarak karar verilmistir. Yapilan normallik analizlerinde basiklik ve
carpiklik kat sayilarina bakildiginda kariyer kaygisi, aile etkisi ve umut degiskenleri i¢in sonuglarin -1
ile +1 arasinda oldugu ve .05 anlamlilik diizeyinde normal dagilima uydugu goriilmiistiir (Biiytlikoztiirk,
2002). Kolmogorov-Smirnov degerleri aile etkisi i¢in .203, kariyer meslek se¢imi igin .055, toplam
kariyer kaygisi i¢in ise .059 olarak bulunmustur. Degiskenler i¢in carpiklik katsayisi .09, basiklik ise
.18 olarak bulunmustur. Carpiklik katsayisinin standart hataya boliimii ile elde edilen z-istatistiginin .05
anlamlilik diizeyinde 1.96’dan kii¢iik ¢ikmasi normal dagilima uygun oldugunu gostermistir (Bursal,
2017; Buyukozturk, 2002). Verilerin analizinde bagimsiz 6rneklemler igin t testi, tek yonli varyans
analizi ve coklu dogrusal regresyon analizi yapilmistir. Regresyon analizi oncesi Onciil analizler
yapilmstir. Tolerans degerleri .10°dan kiiclik ve VIF degerleri .10’dan biiyiik bulunmus ve verilerin
ortak dogrusallik 6nermesini ihlal etmedigi anlagilmistir. Analiz sonuglarina gore yordayici degisken ile
yordanan degiskenler arasinda sayitlilarin ihlaline rastlanmamistir. Regresyon analizi 6ncesi Pearson
korelasyon katsayilar1 hesaplanmis; yapilan analizde orta diizeyde (.30< | r | <.49) ve giiclii diizeyde
(.50< | r | <1) (Pallant, 2007) iliskisi bulunan ve anlaml1 diizeydeki degiskenler regresyon analizine dahil
edilmigtir. Kariyer kaygisinin yordayicilari i¢in ¢oklu dogrusal standart regresyon analizi yapilmistir.
Veriler IBM Statistics SPSS 32.0 programu kullanilarak analiz edilmistir. Anlamlik diizeyi en az .05
giiven araligi %95 olarak belirlenmistir.
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BULGULAR

Bu arastirmada, cinsiyet, kariyer karar1 verme durumu ve COVID-19’dan dolay1 aile yagamlarmin
etkilenmesine gore ergenlerin kariyer kaygi diizeyleri arasinda anlamli farkliliklarm bulunup
bulunmadigi, bagimsiz gruplar igin t testi ile analiz edilmistir (Tablo 1).

Tablo 1. Ergenlerin Cinsiyet, Kariyer Karart Verme Durumu ve COVID-19’un Aile Yasamina Etkisine Gore
Kariyer Kaygis1 Diizeyleri

Degiskenler n x Ss df t p 12
Cinsiyet
Kiz 355 35.9 12 710.7 510 .00** .38
Erkek 358 31.3 11.8
Kariyer karar1 verme
Karar veren 415 30.2 11.2 619.64 -9.31 .00** .70
Karar vermeyen 298 38.3 11.8
COVID-19 ve aile yagami
Etkiledi 310 325 121 663.3 -2.06 .03* 15
Etkilemedi 403 344 12

*p <.05 **p <.01

Tablo 1’de goriildiigii gibi, kizlarin kariyer kaygilar erkeklere gore anlamli derecede yiiksektir (t =
5.10, p < .01). Test sonucu etki biiyiikliigiine bakildiginda (2 = .38) bu farkin orta diizeyde oldugu
gortlmektedir. Kariyerleri ile ilgili karar veren ergenlerin kariyer kaygist puan ortalamalari, karar
vermeyenlerin kariyer kaygisi puan ortalamalarina gore anlamh diizeyde diisiiktiir (t=-9.31, p <.01) ve
bu farka yonelik etki biiytikligi ise yliksek diizeydedir (n2 = .70). Ayrica COVID-19 salgmindan aile
yasamu etkilenen ergenlerin kariyer kaygisi puan ortalamalari da etkilenmeyen ergenlerin kariyer kaygisi
puan ortalamalarina gore anlamh diizeyde diisiiktiir (t = -9.31, p < .01) ve bu farka yonelik etki
blyiikligi ise diisiik diizeydedir (12 =.70).

Arastirmada, algilanan basari, smif diizeyi ve ailenin gelir durumuna goére ergenlerin kariyer kaygi
diizeyleri arasinda anlamli farkliliklarin bulunup bulunmadigi, tek yonlii varyans analizi (ANOVA) ile
analiz edilmistir.

Tablo 2. Ergenlerin Sinif Diizeyi, Algilanan Bagari ve Ailelerinin Gelirine Gore Kariyer Kaygis1 Diizeyleri

Degiskenler n X Ss Kareler Sd Kareler F p nz
Toplami Ortalamasi

Sinif diizeyi

9 294 318 11.8 Gruplararasi 1989 3 663 4.6 .004* .018

10 143 334 125 Grup igi 102974.4 709 145.2

11 162 352 116 Toplam 1049635 712

12 114 36 12.4

Basari

Diisiik 48 3493 12.16 Gruplararasi  235.88 2 117.94 .80 45 .00

Orta 373 3394 1241  Grupigi  104727.62 710 147.50

Yuksek 292 3299 1178 Toplam 10496351 712

Gelir Durumu

Diisiik 64 36.64 12.33 Gruplararasi 1353.09 2 676.547 46 .01* .01

Orta 538 33.80 11.79  Grupici 103610.41 710 145.930

Yiksek 111 31.01 13.25 Toplam 10496351 712

*n<.01

Tablo 2’de verilen varyans analizi sonuglarina gore, ergenlerin sinif diizeyine gore kariyer kaygisi
diizeyleri arasinda anlamh farklilik bulunmaktadir (F = 4.6, p <.01). Varyanslar esit dagilmadigindan
bu farkin hangi gruplar arasinda oldugunu anlamak i¢in Games-Howell testi uygulanmis ve 11. ve 12
simiftakilerin kariyer kaygisi diizeyleri, 9. ve 10. siniflara gore de anlamli diizeyde yiiksek bulunmustur.
Test sonucu etki biiyiikliigiin bakildiginda (12 =.018) bu farkin zayif diizeyde oldugu goriilmektedir.
Ergenlerin algiladiklar1 basar1 durumuna gore ergenlerin kariyer kaygi diizeyleri arasinda anlamli fark
yoktur. Ergenlerin ailelerinin gelir durumuna gore ise kariyer kaygisi diizeyleri arasinda anlaml farklilik
bulunmaktadir (F = 4.6, p <.01). Farkin hangi gruplar arasinda oldugunu anlamak amaciyla uygulanan
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Tukey Testi sonuglarina gore aile gelir diizeyi diisiik 6grencilerin kariyer kaygis1 diizeyleri, aile gelir
diizeyi yiliksek olanlara gore anlaml diizeyde daha yiiksektir ve bu sonucun etki biiyiikliigii ise diisiik
diizeydedir (12 = .01).

Tablo 1°de goriildiigii gibi, ergenlerin kariyer kaygilarinda farklilasmaya neden olan cinsiyet
degiskeni orta diizeyde etki biiyiikligi ile ve kariyer kararimmi verme durumu ise yiiksek diizeyde etki
biiytikligii ile dikkat ¢eken degiskenlerdir. Bu degiskenlerin kariyer kaygisini yordamada aile etkisi
(bilgi destegi, finans destegi, aile beklentisi ve degerler) ve umut (amaglara ulagsma yollar1 ve harekete
gegme giidiisti) ile birlikte rol alabilecegi diisiiniilerek, bu degiskenlere iliskin korelasyon analizi
yapilmustir.

Tablo 3. Ergenlerde Kariyer Kaygisi, Aile Etkisi, Umut, Cinsiyet ve Kariyer Karar1 Verme liskisi

Degiskenler 1 2 3 4 5 6 7 8 9

1. Kariyer Kaygisi 1

2. Bilgi Destegi -.35*% 1

3. Finans Destegi -.24% 47 1

4. Aile Beklentisi .50* -23 -.28 1

5. Degerler .08 A2 -.01 .30 1

6. Amaglara Ulagsma Yollar1 -.23* .24 .23 -.09 .08 1

7. Harekete Gegme Gudsi -37* .39 .29 -11 A .56 1

8. Cinsiyet -19* .07 -.05 .00 .04 .09 A2 1

9. Kariyer Karar1 Verme 33* -.08 -.08 14 .08 -.16 -.18 -.05 1
*p <.05

Tablo 3’te goriildiigii tizere kariyer kaygisi ile aileden gelen bilgi destegi arasinda negatif yonde ve
orta diizeyde (r = -.35, p <.05); finans destegi ile negatif yonde ve zayif diizeyde (r = -.24, p < .05); aile
beklentisi ile pozitif yonde ve orta diizeyde (r = 50, p <.05) anlamli korelasyon oldugu goériilmiistiir.
Umudun alt boyutlarindan olan amaglara ulagma yollar1 ile kariyer kaygisi arasinda negatif yonde ve
zayif diizeyde (r = -.23, p < .05); harekete gecme glidusu ile negatif yonli ve orta dizeyde (r = -.37, p <
.05) bir korelasyon bulunmustur. Ayrica cinsiyet ile zayif diizeyde ve kizlarin daha yiiksek kariyer
kaygis1 yasamasi yoniinde (r = -.19) ve kariyer karar1 verme ile orta diizeyde (r = .33) ve kariyer karar1
vermeyenlerin daha yiiksek kariyer kaygisi yasadigi yoniinde anlamli iliskiler bulunmustur (p <.05).

Aile etkisi, umut ve kariyer karar1 verme durumlarinin kariyer kaygisin1 yordayp yordamadigini
belirlemek i¢in Standart Coklu Dogrusal Regresyon Analizi yapilmistir. Yapilan analizde orta diizeyde
(:30<|r| < .49) ve giiclii diizeyde (.50<|r |<1) (Pallant, 2007) iliskisi bulunan ve anlamh diizeydeki
degiskenler (aile etkisi-bilgi destegi, aile etkisi-aile beklentisi, umut-harekete ge¢cme giidusi ve kariyer
karar1 verme) olan analize dahil edilmistir (p < .05). Standart Coklu Dogrusal Regresyon Analizi
sonuclar1 Tablo 4’de sunulmustur.

Tablo 4. Kariyer Kaygis1 Diizeyinin Yordanmasima iliskin Standart Coklu Dogrusal Regresyon Analizi Sonuglari

Standart

Degiskenler B Hata B t p Ikilir  Kismi R
Sabit 40.06 2.21 - 18.09 .00 - -
Bilgi Destegi -21 .04 -15 -4.82 .00* -.35 -.18
Aile Beklentisi 1.55 A1 41 13.8 .00* .50 46
Harekete Gegme Gudusu -1.12 16 -.22 -7.04 .00* -.36 -.26
Kariyer Karar1 Verme 5.46 12 22 7.5 .00* .33 27
R= .64 R2= 41
F= 126 p=.00

*p <.05

Tablo 4’te goriildiigii gibi, ergenlerde ailenin bilgi destegi, ailenin beklentisi, harekete gecme
glidiisii ve kariyer karar1 verme durumu degiskenleri ile birlikte, kariyer kaygisina yonelik
varyansin %41’ini ag¢iklamaktadwr. Standardize edilmis regresyon katsayisima () gore,
yordayict degiskenlerin kariyer kaygisi lizerindeki etkisi goreli onlem sirasi ile aile beklentisi,
kariyer karart1 verme durumu, harekete gecme giidiisii ve bilgi destegidir. Regresyon
katsayilarinin anlamliligina iliskin sonuglar incelendiginde ise, bu degigkenlerin tiimiiniin
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anlamli diizeyde kariyer kaygisin1 yordadig1 goriilmektedir (p < .05).
TARTISMA, SONUC VE ONERILER

Bu arastirmanin bulgularia gore kizlarin kariyer kaygisi erkeklere gore daha yiiksektir. Literatiirde
benzer sonuglara ulasan ¢aligmalar vardir (Akbas, 2019; Daniels vd., 2011). Vignoli ve digerleri (2005)
da erkeklerin ve kizlarin farkli nedenlerle kariyer kaygis1 yasadigini soylemistir; erkekler ebeveyni hayal
kirikligina ugratacag: diisiincesi igindeyken, kizlar basarisiz olma korkusu nedeniyle kariyer kaygisi
yagamaktadirlar. Genel olarak kadinlarin kaygi diizeylerinin erkeklerin kaygi diizeylerinden daha
yiiksek oldugu sonucuna ulasan arastirmalara rastlanabilir (Karakas ve Arkar, 2012; Kuzu ve Ergol,
2019; Oztirk, 2018). Kadinlarin kayg1 seviyelerinin daha yiiksek olmasi geleneksel rollerin baskinlig
ve toplumun kadindan beklentilerine baglanmaktadir (Landrine, Bardwell ve Dean, 1988). Ayni
zamanda yapilan arastirmalarda, COVID-19 pandemisinin ergenlerin kaygi diizeylerini artirdigi ve
kizlarin kaygi diizeylerinin daha yiiksek oldugu da gorilmiistiir (Chen vd., 2021; Kojok vd., 2021; Liu
vd., 2022). Kariyer kaygisi baglaminda diisiiniildiigiinde de benzer bir yoruma gidilebilir ve toplumun
kadina yiikledigi rollerin yaninda kariyerini de diisiinmesi, kadinlar1 kaygilandirtyor olabilir.

Bir bagka bulguya gore kariyerleri ile ilgili heniiz bir karar vermemis ergenlerin kariyer kaygilari,
karar verenlere gore daha ylksektir. Benzer bir sonuca Nalbantoglu Yilmaz ve Cetin Giindiiz (2018) de
ulagmugtir. Yapilan bazi arastirmalarda kariyer kararsizliginin bireyin durumluk ve siirekli kaygi
diizeyini artirdigi da goriilmiistiir (Campagna ve Curtis, 2007; Peng, 2005; Vignoli, 2015). Bu arastirma
sonucuna gore kariyer kararsizligi yasayanlar kariyeri ile ilgili kaygi da yasamaktadir. Kararsizligin
getirdigi belirsizlik sebebiyle ergenlerin kariyer kaygis1 yasadigi diisiiniilebilir. Ungoren ve Kagmaz
(2022) tarafindan turizm Ogrencileri ile yapilan arastrmada belirsizligin kariyer kaygilarini dnemli
Olgtide artirdig1 goriilmiistiir. Kariyer karar1 verme siirecinde gengler daha dikkatli bigimde gevrelerini
gozlemleme egiliminde olabilirler ve kararlarin1 kendi aralarinda konusup degerlendirmek isteyebilirler.
Ancak bu arastirma COVID-19 pandemisi nedeniyle genglerin eve kapandiklar1 donemde yiiriitilmistiir
ve zaten zor olan kariyer karar1 verme siireci, daha da giliglesmis ve kariyer kaygisini da yiikseltmis
olabilir.

Bu arastirmada COVID-19 pandemisinden aile iliskileri etkilenen ergenlerin kariyer kaygilarmnin,
etkilenmeyenlere gore anlamli sekilde yiiksek oldugu sonucuna ulasilmistir. Literatiire bakildiginda
Kiiciiksen (2020) aile bireylerinin, salginla birlikte evde hi¢ olmadigi kadar zaman gegirdigini
vurgulamaktadir. Daha 6nceden aksamlari evde bulusan aile bireylerinin COVID-19 ile birlikte 24 saat
bir arada bulunmalari, evden ¢aligmak ya da okula devam etmek zorunda kalanlarin bilgisayar, telefon
ya da internet baglantis1 gibi teknolojiyi eszamanli veya ortak kullanmak zorunda olmalari, bireylere
yalniz kalabilecekleri ortamin neredeyse hi¢ diismemesi gibi nedenler, aile iliskilerini olumsuz etkilemis
olabilir.

Arastirmanin bir baska bulgusuna gére, 11. ve 12 siniftakilerin kariyer kaygisi diizeyleri, 9. ve 10.
siniflara gore de anlamli diizeyde yiiksektir. Bir diger deyisle mezun olmaya yakin siiflar daha yogun
kariyer kaygis1 yasamaktadirlar. Yapilan bazi arastirmalarda sinif diizeyine gore kariyer kaygisi
diizeyinde bir farklilagsma goriilmemistir (Akbas, 2019; Nalbantoglu Yilmaz ve Cetin Giindiiz, 2018).
COVID-19 pandemisi sirecinde liseden mezun olmaya yaklasan Ogrencilerin kariyer kaygilarinin
artmasi, salginin olusturdugu belirsizliklerle baglantili olabilir.

Algilanan basar1 diizeyine gdre bu arastirmada ergenlerin kariyer kaygilar1 arasinda anlaml fark
bulunmamistir. Yilmaz ve Giindiiz (2018) benzer bir ¢alismada farkli bir sonuca ulasmis ve algilanan
okul basaris1 bakimindan diisiik ve orta gruplarinda yer alan 6grencilerin kariyer kaygilarinin, algilanan
basar1 diizeyi yliksek olan gruptaki 6grencilerden daha yiiksek oldugu sonucuna ulasmiglardir. Bir baska
lise 6grencileriyle yapilan ¢alismada, 6grencilerin kaygi diizeyleri ile algilanan basar1 diizeyleri arasinda
ters orant1 oldugu goriilmiistiir (Sekmenli, 2000). COVID 19 salgin1 6ncesinde yapilan bu ¢alismalarin
sonuglar1 ile yapilan aragtirmanin sonuglar1 benzerlik gdéstermemektedir. Arastirmanin bu bulgusu,
ergenlerin akademik anlamda kendilerini basarili da gérseler basarisiz da gorseler, kariyerleri i¢in kayg1
duyduklar1 anlamim tagimaktadir.

Bu arastirmada ailelerinin gelir diizeyi diisiik olanlarin, yiiksek olanlara gore kariyer kaygisinin
anlamh diizeyde daha yiiksek oldugu bulunmustur. Ergenin maddi sikinti ¢ekmesi, onun mesleki
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secimini ve kariyer gelisimini olumsuz yonde etkilemekte ve gelecek kaygisi yasamaya stiriiklemektedir
(White ve Rogers, 2000). Refah duizeyi yiksek olan ergenin kariyeri ve meslek secimi ile ilgili daha
diisiik kaygis1 olmasinin yasam standartlarimin onu korumasiyla ilgili olmasina baglanabilir. Oysa
ailesinin gelir diizeyi diisiikk olan ergen, kendini ve ailesini daha iyi kosullara kavusturacak kariyeri
yapilandirmak i¢in kayg1 yastiyor olabilir.

Bu aragtirmanin bulgularma gore, cinsiyet, kariyer karar1 verme durumu, aile destegi ve umut ile
ergenlerin kariyer kaygisi arasinda iligki vardir ve ergenlerde ailenin bilgi destegi, ailenin beklentisi,
harekete gegme giidiisii ve kariyer karar1 verme durumu degiskenleri ile birlikte, kariyer kaygisini
yordamaktadir. Ailenin bilgi destegi, ailenin beklentisi, harekete gecme giidiisii ve kariyer karar1 verme
degiskenleri birlikte, kariyer kaygisina iligkin varyansin %41’ini agiklamaktadir. Bir diger deyisle,
burada ele alinmayan farkl degiskenler kariyer kaygisina iligkin varyansin geri kalanin1 etkilemektedir.
Ailenin bilgi desteginin, beklentilerinin, harekete gegme giidiisiiniin ve kariyer karar1 vermenin, kariyer
kaygis1 tistiindeki etkisi dikkate deger goriinmektedir.

Arastirmanin sonuglarina gore kiz ergenlerin kariyer kaygisi diizeyleri erkek ergenlerden anlamli
sekilde daha yiiksektir. Kariyer hayatina erkeklerden daha sonra dahil olan kadinlarin iizerindeki stres
ve baskiy1 azaltmak ve giinlimiizde hala devam eden toplumsal cinsiyet rollerine yonelik kalip yargilarin
kirilmasina yonelik tiim cinsiyetlerle ¢alismalar yapilmasimin faydali olacagi diistiniilmektedir. Bir diger
sonuca gore kariyer karar1 vermeyen ergenlerin kariyer kaygilar1 da yiiksektir. Karar verme becerilerinin
artirilmasina yonelik danigsmanlik ve rehberlik faaliyetlerine daha ¢ok yer vermenin bu konuda 6nemli
oldugu diisiiniilmektedir. Ozellikle kiz cocuklarmi etkileyen kariyere yonelik kalip yargilarinin (kizlar
hemsire olur ama miihendislik yalnizca erkeklere uygundur gibi), ailenin ve gevrenin kiz ¢ocuklara
yonelik tutumunun ya da toplumsal cinsiyet rollerinin kariyer kaygis1 tistiindeki etkileri gibi degiskenler,
yeni arastirmalara konu olabilir.

Arastirma sonuglarma goére COVID-19 pandemisinin ergenlerin aile iliskilerini etkiledigi ve
etkilenenlerin kariyer kaygist diizeylerinin de artirdigi gorilmiistiir. Bu kaygilarin uzun vadede siiriip
siirmedigi, bir baska arastirmada ayrintili ele alinabilir. Halihazirda etkilenen grupla i¢inse, COVID-19
pandemisinin getirdigi kaygilara yonelik c¢aligmalarn ruh sagligi profesyonelleri tarafindan
yapilmasinin yararli olacag diisiiniilmektedir. Bir diger bulguya goére liseden mezun olmaya yaklasan
ergenlerde kariyer kaygisi daha yiiksektir. Okullarda son sinifa yaklasan 6grencilerle kariyer kaygisini
azaltici rehberlik calismalarinin artirilmasinin faydali olacag: diisiiniilmektedir. Arastirma sonuglarina
gore ailenin gelir diizeyi diistiikce ergenlerin kariyer kaygisi artmaktadir. Bu durum goz Oniine
alindiginda ailesinin gelir diizeyi diisiikk olan 6grenciler i¢in, okul ¢evresinde varsa verilen tcretsiz
hizmetlerin (sanat, spor gibi kendisini tanimasi ve ilgilerini kesfetmesini saglamasini kolaylastiracak
faaliyetler) tanitilmasi, ¢esitli burs olanaklarmin arastirilmasi ve 6grencilerin bilgilendirilmesi i¢in okul
yonetiminin ve okul psikolojik damismanlarinin igbirligi i¢inde ¢aligmalar1 dnerilebilir.

COVID-19 pandemisi devam ederken yapilan aragtirmalarina bakildiginda, arastirmaya katilanlarin
kariyer kaygilarinin yiiksek oldugu ve depresyon belirtilerinin yer yer eslik ettigi ve buna sebep olarak
gelecekteki belirsizlik ve COVID-19 pandemisinin ortaya ¢ikardigi korku gosterilmektedir (Chen vd.,
2021; Kojok vd., 2021; Liu vd., 2022; Mahmud, Rahman vd., 2021; Mahmud, Talukder vd., 2021).
Rajabimajd ve arkadaslar1 (2021) tarafindan dort farkh iilkeden veri toplanarak yapilan ¢aligmada
COVID-19 pandemisinin artan isten ¢ikarmalar ve olusan is glivencesizligi, is doyumunun azalmasi gibi
sebeplerle kariyer kaygisini yiikselttigi gorilmiistiir.

Bu arastirmanin sonucunda, ergenlerde kariyer kaygisini, kariyer karar1 verme durumu, ailenin
beklentisi, bilgi destegi, harekete gegme giidiisii degiskenlerinin yordadigi goriilmistiir. Dolayisiyla
kariyer kaygisini azaltmak hedeflendiginde; kariyer segeneklerini tanima, kendini tamma ve kariyer
karar1 vermeye yonelik kariyer danigsmanligi caligmalarinin planlanmasi onerilebilir. Ayrica ailelerle
ortak caligmalar ve umut baglaminda da harekete gecmeyi giidiileyici etkinlikler diizenlenebilir.

Bu arastirmaya katilan ergenler COVID-19 doneminde uzaktan egitimine devam ettikleri i¢in
normalden daha yiiksek kaygi diizeyine sahip olabilirler. Bu durum arastirmanin bir sinirlilig1 olarak
goriilebilir. Pandemi sonrasinda yapilacak aragtirmalarla karsilastirildiginda bu degiskenin etkisi daha
net ortaya cikacaktir.
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Abstract

This research aimed to reveal the relationship between leisure motivation and leisure facilitators, which
affect participation in leisure activities, through canonical correlation analysis. The research sample
group consisted of 356 university students, 245 males, and 111 females, studying at the Faculty of Sport
Sciences of Istanbul University- Cerrahpasa. The convenience sampling technique, one of the purposeful
sampling method, was used in the sample selection of the study. The “Leisure Facilitators Scale”
developed by Kim et al. (2011) and adapted to Turkish by Glrbuz et al. (2019) and the “Leisure
Motivation Scale” developed by Pelletier et al. (1989) and adapted into Turkish by Glingdrmiis (2012)
were used as data collection tools. As a result, the variables (above .45) that contributed the most to the
leisure facilitators data set were personal facilitators and structural facilitators subscales; variables
contributing to the leisure motivation dataset were amotivation, identification, knowing, and external
regulation subscales. Besides, while personal and structural facilitators in the facilitators data set and
knowing and identification in the motivation data set have the same directional relations; It was
determined that external regulation and amotivation have inverse relations. Consequently, increasing
leisure facilitators may be a way to increase leisure motivation.

Key Words: Leisure Motivation, Leisure Facilitators, Canonical Correlation Analysis

INTRODUCTION

Many studies on leisure have revealed that participating in leisure activities provides
multifaceted benefits such as physical and mental health, happiness, vitality, socialization, and
relaxation (Alexandris et al., 2002; Emir et al., 2022). From this point of view, leisure is expressed as
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the time when individuals get rid of all obligations or connections for both themselves and others and
engage in an activity in which they participate voluntarily (Soyer et al., 2017; Cuhadar et al., 2019).
Leisure motivations play an important role in people's freedom to choose the activities they will
participate in at their leisure and in harmony with the activities (Yurcu, 2017). The motivation to
participate in leisure activities is stated as an important structure in understanding the leisure behavior
of individuals (Ayyildiz Durhan, 2019) and leisure motivation is the factor that affects individuals'
participation in leisure activities (Ayhan and Ocalan, 2022). The concept of motivation is defined as
psychological or biological needs and desires, including integrative forces, which activate, direct and
integrate an individual's behavior and activities (Chen et al., 2013; Demirel et al., 2022). Leisure
motivation can be expressed as a need, reason, or desire that encourages participation in a leisure activity
(Crandall, 1980a; Adam et al., 2017). Kelly (1990) has divided leisure motivation into two intrinsic and
extrinsic leisure motivation. Intrinsic motivation is the main factor that encourages individuals to
participate in leisure activities and in turn benefits individuals, while extrinsic leisure motivation is
expressed as extrinsic situational stimuli (Lee and Lin, 2011). When the literature is evaluated, the
factors that affect and trigger leisure motivation is stated as ‘“psychological”, “biological”,
“physiological”, “sociological”, and “behavioral” causes (Demirel et al., 2022).

Many studies have revealed that intrinsic motivations such as achievement, altruism, creativity,
self-actualization, avoidance of boredom, intellectual aestheticism, loneliness, sense of belonging, and
doing for pleasure (Beard and Ragheb, 1983; Crandall, 1980b; Deci and Ryan, 1985; Neulinger, 1981;
Tinsley and Kass, 1978; Demirel et al., 2022) and extrinsic motivational motives such as social contact,
friendship, family and pleasing a different group (Deci and Ryan, 1985; Neulinger, 1981; Demirel et al.,
2022) have an effect on leisure motivation (Demirel et al., 2022). Individuals may encounter certain
constraints in participating in leisure, however, by overcoming these constraints, some can and some
cannot participate in leisure activities. The main factor that determines this situation is the strategies to
cope with the constraints, but the structure behind the coping strategies is the facilitators (Hubbard and
Mannell, 2001; Kdse and Yerlisu Lapa, 2018). Contrary to the concept of leisure constraints, leisure
facilitators can be defined as factors that facilitate participation in leisure activities and increase the
number of repetitions, strengthen the motivation to participate, and provide a chance to benefit from the
advantages of the activities (Crawford et al., 1991; Giirbiiz et al., 2019).

Korotkov et al. (2011) have argued that leisure facilitators have opportunities to lead
individuals to achieve satisfaction and participate in leisure activities (Kim et al., 2011). Raymore (2002)
defines leisure facilitators as a factor that creates a preference for leisure or increases participation in
leisure activities (Kang et al., 2017). The leisure facilitators theory has been stated as criticizing the
limitations of the leisure constraints theory, which aims to provide a better understanding of “individual
facilitators”, “interpersonal facilitators”, and “structural facilitators” (Sa et al., 2015). From this point of
view, individual facilitators are stated as “personal characteristics”, “qualities”, and “beliefs” that
encourage people to participate in leisure activities (Raymore, 2002; Sarol, 2017). While ““interpersonal
facilitators” are expressed as “family members”, “friends”, and “club membership” that enable or
encourage the formation of leisure preferences, “structural facilitators™ are explained as factors such as
“money”, “origin”, “gender”, and “socio-economic status” (Swinton et al., 2008; Sarol, 2017).

When the literature on the subject is examined, it is seen that the studies related to leisure
motivation conducted with following subjects: well-being (Kim et al., 2019), life satisfaction (Lee and
Lin, 2011; Yerlisu Lapa et al., 2012), perceived freedom (Munchua et al., 2003), perception of being
bored in leisure (Yasartiirk et al., 2021), leisure satisfaction (Munchua et al., 2003; Ragheb and Tate,
1993; Chen et al., 2013; Choi and Fu, 2015; Kog et al., 2019), leisure attitude (Ragheb and Tate, 1993;
Wickham et al., 2000), leisure involvement (Chen et al., 2013), leisure time nostalgia (Demirel et al.,
2022), behavioral intention (Birinci and Gigll, 2019). Again, when the studies in the literature on leisure
facilitators are evaluated; studies have focused on serious leisure (Kang et al., 2017), leisure constraints
(Kogak, 2017; Kose and Yerlisu Lapa, 2018; Siyahtas et al., 2018; Aydin, 2021; Emir et al., 2022).
Following the studies conducted in the literature, it is seen that there are a limited number of studies
dealing with the relationship between the leisure motivation of individuals and leisure facilitators
(Bilgili, 2019). In addition, determining the relationship between leisure facilitators and leisure
motivation will also help to determine the issues that will increase free time participation. Considering
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the physical, psychological, social, etc. benefits of leisure on individuals, it is thought that the results of
the research will make an important contribution to the literature. From this point of view, this research
aimed to reveal the relationship between leisure facilitators and motivation, which affect participation
in leisure activities, through canonical correlation analysis.

METHOD

Research Model: Relational survey model was used to determine the relationship between the
leisure facilitators and motivation of the students university. According to Islamoglu and Alnigik (2014),
“to reach a general conclusion about the universe, research on the whole universe or on a sample that is
thought to represent is called a survey model.” “The relational survey model, on the other hand, is
defined as trying to determine the presence, direction and severity of change in two or more variables”
(Karasar, 2014).

Research Group: The research sample consisted of a total of 356 sports science students in the
Istanbul University-Cerrahpasa, 245 males (meanage = 21.45 +2.30) and 111 females (meanage = 20.34
+2.48) participants. This calculation formula n = [ng/ (1 + (no / N)] no= [(t x S) / d]? was used for the
sampling with known universe. While calculating the sample of the study, the confidence level (1-a) =
.95 and the amount of deviation was determined as d = .05 with the result of n = 218 (Buyukozturk et
al., 2014). While determining the research sample, purposive sampling technique, one of the sampling
methods with known probability, was used. In studies, generalizations were performed by means of
sampling methods with known probabilities. However, since an unknown sampling method is used in
this study, it is aimed to keep the sample size larger to increase the validity and reliability of the research
results (Faber and Fonseca, 2014).

Data Collection Tools

Personal Information Form: The personal information form prepared by the researchers was
used to obtain information such as “age”, “gender”, “department”, “class”, “welfare status”, “weekly
leisure”, and “participation in recreational activities”.

Leisure Facilitators Scale (LFS): The leisure facilitators scale developed by Kim et al. (2011)
was adapted into Turkish by Gulrbuz et al. (2019). The original form of the scale consisted of 27 items
and 3 sub-dimensions. In the adaptation study to Turkish, the 16-item structure of the scale, which
consisted of 3 sub-dimensions as "Personal Facilitators”, "Interpersonal Facilitators" and "Structural
Facilitators", was confirmed. The internal consistency coefficients for the sub-dimensions ranged from
0.66 to 0.79, and this value was calculated as .86 for the total scale. In this study, it was determined that
the internal consistency coefficient ranged between .72 and .80 for all subscales and the internal
consistency coefficient of the total scale was .81. The scale is a 5-point Likert scale, with 1 point
regarded as "not important at all" and 5 points regarded as "very important".

Leisure Motivation Scale (LMS): Leisure motivation scale was developed by Pelletier,
Vallerand, Briére, and Blais (1989), and its Turkish adaptation study was conducted by Giing6rmiis
(2012). The scale was a 7-point Likert type scale and consisted of a total of 28 items and 7 sub-
dimensions. In the scale, 1 point was evaluated as “I do not agree at all” and 7 points were evaluated as
“I totally agree”. The sub-dimensions of the scale were; External Regulator, (1) Accomplishment (2),
Knowing (3), Experience Stimulation (4), Motivation (5), Identity (6), and Introjection (7). In this study,
it was determined that the internal consistency coefficient ranged between .73 and .82 for all subscales
and the internal consistency coefficient of the total scale was .88.

Data Collection

The study is on a voluntary basis and the participants were informed about the study and asked
to answer the questions by obtaining permission. The time given to the participants to answer the
questions was determined as 15 minutes.
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Data Analysis

After missing data and extreme values were determined, normal distribution, linearity
conditions and multicollinearity problems were examined to reveal whether they met the basic
assumptions before multivariate statistics. As a result of one-way and multi-way outlier screening, 56
people who were found to be outliers were excluded from the study. It was observed that the shapes in
the scatter diagrams examined for multivariate normality and linearity were close to ellipses (Mertler
and Vannatta, 2005). To found the univariate normality, skewness and Kkurtosis coefficients were
examined and these coefficients were found to be in the range of -1 and +1 (Kunnan, 1998). Finally, the
multicollinearity problem was evaluated and it was determined that the VIF value was less than 10 and
the CI value was less than 30 (Tabachnick and Fidell, 2007). Descriptive statistics for the variables were
presented in Table 1.

Table 1
Descriptive Statistics

Variables Mean sd Skewness Kurtosis Variables Mean sd Skewness Kurtosis

X1 18.78  3.78 -.532 .489 Y1 1511 2091 -.556 .305
X2 13.87  3.10 -.335 105 Y2 1472 2.69 -.396 .248
X3 26.06 4.78 -.209 .094 Y3 14.66 2.93 -.387 .253
Y4 15.09 299 -.584 497
Y5 1443 265 -.364 418
Y6 1255 349 -.215 -.380
Y7 1194  3.19 -179 -.458
RESULTS

In the evaluation of canonical correlation analysis, there are important significance tests such as
Pillais, Hotellings, Wilks and Roys tests. These tests were converted to the F test and their significance
was tested in this way. The Wilks % test, which was widely preferred, was used in this study. The
significance tests in Table 2 revealed that the canonical model was significant (Wilks A = .68853, F(21,
994.08) = 6.56983, p = 0.000). The obtained results revealed a significant relationship between leisure
facilitators and motivation. Considering the possibility that the n number may affect the significance of
the model while performing canonical correlation analysis, it was recommended that researchers also
evaluate the effect size. In this study, the value of “1- A was used to calculate the reverse effect size
(0,31147). This value indicated the amount of shared variance for canonical variables and was
interpreted as R2 included in the regression analysis. Accordingly, the shared variance between leisure
facilitators and motivation was found to be 31.147% (Figure 1).

Figure 1
Shared Common Variance

Facilitators %31.147 | Motivation



47

Table 2
Multivariate Significance Tests
Test Value Approximate F. Hypothesis sd. Error sd Significance of F.
Pillais .34099 6.37535 21.00 1044.00 .000
Hotellings .40977 6.72545 21.00 1034.00 .000
Wilks .68853 6.56983 21.00 994.08 .000
Roys .19046

While performing the canonical correlation analysis, the significance of each canonical function
was examined with the model obtained. In determining the significance, the eigenvalues of the canonical
functions were examined (Sherry and Henson, 2005). The canonical analysis results also obtained 3
canonical functions in the relationship between leisure facilitators and motivation. Canonical functions
and their eigenvalues were given in Table 3. While the correlation values for the 1st canonical function
were .43642, the correlation values for the 2nd canonical function were .37835, and 3. The correlation
value for the canonical function is 08591. These obtained data showed that in the first canonical function,
the common variance in the relationship between leisure facilitators and motivation was 19,046%; the
shared variance in the second canonical function was 14.315%; the third canonical function revealed
that it was 0.0738%. In the canonical correlation analysis, the relationship between two variables that
were not taken into account in the first canonical function was maximally revealed in the second
canonical function. In the third canonical function, the canonical correlation value of the maximum
relationship between the canonical variables that were not taken into account in the first two functions
was calculated.

Table 3
Eigenvalues of Canonical Functions

s Egenale  Pwma 0o umiate Sl SaareCarnid
1 .23527 57.41507 57.41507 . 43642 .19046
2 .16707 40.77050 98.18558 . 37835 .14315
3 .00743 1.81442 100.00000 . 08591 .00738

There are different approaches in the literature for the evaluation of canonical correlation
analysis (Sherry and Henson, 2005; Tabachnick and Fidell, 2007). One of these approaches and analyzed
within the scope of this research is size reduction analysis. In the canonical correlation analysis,
dimension reduction analysis was used to reveal the common variance shared by the data sets for each
canonical function. In this analysis, the canonical correlation coefficients of the canonical functions
were ordered hierarchically from high to low, the significance of the modeland the common variance
shared by the data sets were examined. As seen in Table 4, the highest correlation between canonical
variables belongs to the first canonical function. When the first function was excluded from the analysis,
the significance of the canonical correlation and the common variance they share were determined for
the remaining canonical functions. With dimension reduction analysis, the table rows were examined
for each canonical function, and it was seen that the canonical correlation coefficient decreased in the
bottom row of the table. The relationship between this last canonical function, which was usually
obtained, was not significant (Sherry and Henson, 2005).

When we examined the leisure facilitators and motivation variables, it was determined that the
first two canonical functions were significant in the relationship between the data sets. For the first two
canonical functions found to be significant in Table 4; 1 to 3 canonical functions consisting of the
cumulative values of the three canonical functions were seen (Wilks's A = .68853, F(21, 994.08) =
6.56983, p = .000). Considering the cumulative value of the first and third canonical functions, the
shared variance of leisure facilitator and motivation was found to be 31.147% [1-A = .31147]. The
relationship between the second canonical function (2 to 3) leisure facilitators and motivation datasets
after subtraction of the first canonical function was also significant (Wilks's A = .85053, F(12, 694.00)
= 4.87632, p = .000) and the shared common variance was 14.947% [1-A = .14947]. In other words, it
was the 1st and 2nd Canonical functions that contribute the most to the relationship between leisure
facilitators and motivation. 3. Canonical function was not reported due to insignificance.
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Table 4
Size Reduction Analysis
Roots Wilks A F Hypothesis Sd Error Sd Significance Level of F
1t03 . 68853 6.56983 21.00 994.08 .000
2t03 .85053 4.87632 12.00 694.00 .000
3to3 . 99262 51747 5.00 348.00 .763

In the canonical correlation analysis, the contribution of the variables in the data sets to the
canonical variable was revealed through standardized coefficients and structural coefficients related to
canonical functions. The contribution to the canonical variable in the relationship between the scores of
“personal facilitators”, “interpersonal facilitators” and “structural facilitators” in the leisure facilitators
dataset and the scores of knowing, achieving, experiencing stimulation, identification, introjection,
extrinsic regulation and amotivation in the leisure motivation dataset was evaluated. (Table 5). Table 5
showed the standardized coefficients of the canonical functions, the structural coefficients, and the
shared variance between the two data sets. Adding the common variance values of the variables in the
two data sets in the first and second canonical functions revealed the data set of these variables and the
common variance value shared in the canonical model, and this value was presented with “h2”. It can
be interpreted that the variables with coefficients of .45 and above in the "rs" and "h2" values gave a
significant contribution to the data set they were in. In the determination of this criterion, it was
commented that the fact that the items subjected to factor analysis had a factor load above .45 was an
important contribution (Sherry and Henson, 2005).

When Table 5 was examined, in the first canonical function, the variables that contribute the
most to the leisure motivation data set (over .45) were personal facilitators and structural facilitators,
respectively, while the variables that contribute more than .45 to the leisure motivation data set;
amotivation, identification, knowing, and external regulation. When Rc2 was evaluated, the calculated
value for the first canonical function was.19046. This value revealed that the common variance shared
between both data sets was 19.046%. When the second canonical function was evaluated, all three
variables contributed significantly to the data set by leisure facilitators, above .45, while the variables
that contribute significantly to the leisure motivation data set above .45 were knowing, achieving,
experience stimulation, identification, introjection and external regulation. 2. The common variance
shared between both data sets for the canonical function was 14.315%.

Table 5.
Analysis for the First and Second Canonical Function

. 1t Canonical Function 2"d Canonical Function
Variables
. Structural Square of ) Structural  Sduare of - Communality
Standardized Coefficients Structural  Standardized Coefficients Structural Coefficient
Coefficients Coefficients  Coefficients Coefficients (h?)
(ro) (r%) (rs) (r2)
S, S,
Personal
facilitators 81213 12819 0,53026 10046 56322 0,31721 0,84747
Interpersonal
facilitators -83733 - 13799 0,01904 - 84570 =.97462 0,94988 0,96892
Structural
facilitators 49324 517 0,35303 -31952 nr2047 0,52877 0,8818
Rc? ,19046 ,14315
Knowing ,45870 54704 0,29925 -,09810 -,65309 0,42652 0.72577
Achieving ,20030 ,35375 0,12513 -,22950 -, 74118 0,54934 0.67448
Experience
stimulation -09115 ,31446 0,09888 ~13221 =89604 0,80288 0,90177
Identification ,31836 55867 0,31211 ,32594 -,55255 0,30531 0.61742

Introjection ,02914 -,01033 0,00010 -,11981 -, 74279 0,55173 0,55184
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External
regulation -65309 253225 0,28329 -24845 -.66921 0,44784 0,73113
Amotivation -,29289 -,62040 0,38489 -,07984 -,43311 0,18758 0,57248

.45 and above in the "rs" and "h2" values are underlined.

In canonical functions, the signs of the variables that contribute significantly to the data set
provide information about the direction of the relationships between the variables. It can be stated that
there was a similar directional relationship between variables with the same sign. As seen in Table 5,
for the first canonical function, personal and structural facilitators in the leisure facilitators data set and
amotivation, identification, knowing variables in the leisure motivation data set have the same
directional relationship. In other words, it can be stated that these variables increased or decreased
together.

Figure 2
Structural Coefficients of the 1st Canonical Function and Canonical Correlation Value between LMS
and LFS

Personal 31
Facilitators 73

56
Interpersonal -14 -44
SET SET 2
59 01
Structural -
Facilitators -5,

62

Amotivation

When the signs of the variables were examined, it was seen that the signs of the contributing
variables in both data sets were in the same direction. This situation revealed that there was a similar
directional relationship. To put it more clearly, with the increase in (personal, interpersonal, structural)
factors that facilitate participation in leisure, individuals' intrinsic (knowing, achieving, experiencing
stimuli) and extrinsic motivation (identification, introjection, external regulation) levels increased.
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Figure 3
Structural Coefficients of the 2nd Canonical Function between LMS and LFS and Canonical
Correlation Value
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Personal 20 Stimulation
Facilitators 56
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Interpersonal -38 Identified
Facilitators
-7 74
Structural -
Facilitators 67 Introjected
43 External
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DISCUSSION, CONCLUSION, AND RECOMMENDATIONS

The study evaluated the relationship between leisure facilitators and leisure motivation. The
results of the research show that the first two canonical functions between leisure facilitators and leisure
motivation are significant. For the first canonical function, the shared variance between leisure
facilitators and motivation was 31.147% [1-A = .31147]; It was determined that the shared common
variance for the second canonical function was 14.947% [1-) = .14947]. For the first canonical function,
the sub-dimension that contributed the most to the leisure facilitators variable was personal facilitators;
It was determined that the sub-dimension that contributed the most to the leisure motivation variable
was amotivation.

Personal and structural facilitators, which constitute the sub-dimensions of leisure facilitators in
the first canonical function, were in the same direction as knowing and identification sub-dimensions,
and it was revealed that it exhibits inverse relations with external regulation and amotivation. This result
can be interpreted as follows: an increase in personal and structural facilitators will increase the
motivation to know and identify. These sub-dimensions increase or decrease together. However, as
personal and structural facilitators increase, the level of external regulation and lack of motivation
decreases.

When the literature was examined, it was seen that the studies dealing with the relationship
between leisure facilitators and motivation were quite limited. One of these studies focused on the
relationship between academic staff's facilitators in leisure activities and their professional motivation
levels. The results of the study revealed that there was a positive relationship between the leisure
facilitators of academicians and their professional motivation. In other words, it is determined as the
leisure facilitators of academicians increased, factors such as low motivation, emotional collapse, loss
of motivation, attrition, and energy loss decreased however their professional motivation levels
increased (Bilgili, 2019). A study conducted with the personal, contextual, and situational effects of
intrinsic motivation on facilitators on Chinese and Canadian individuals participating in leisure time:
The interaction between vertical individuality and autonomy and vertical collectivism and individuality
inhibits intrinsic motivation revealed that the interaction between horizontal individuality and autonomy
facilitates intrinsic motivation (Walker, 2010). Personal facilitators, which provide the individual with
the opportunity to renew, have fun and relax, exhibit a positive relationship with the knowing sub-
dimension of motivation, such as learning something new, gaining knowledge about interesting topics,
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reaching deep information, and discovering new interesting areas. Moreover, personal facilitators have
a positive relationship with the identification sub-dimension of motivation, which expresses the
individual's self-development, discovering other aspects of himself/herself, and improving his/her
social, physical and mental aspects. Structural facilitators such as having leisure, knowledge about
leisure activities and transportation facilities are also positively related to knowing and identification
sub-dimensions of motivation. Personal and structural facilitators have a positive relationship with
knowing and identification sub-dimensions and have an inverse relationship with amotivation. In other
words, the increase in the factors that facilitate participation in leisure activities reduced the level of
amotivation of individuals. There were other studies in the literature that support this result. According
to the study of Gursel et al. (2019), the increase in the factors that create personal constraints instead of
facilitating the participation of leisure increased the amotivation of individuals to participate in the
activity. The results of another study also support the present results. It was determined that constraints
such as “individual psychology”, “lack of facilities”, “lack of friends” and “time” constraints that make
it difficult for individuals to participate in leisure, and increase the level of amotivation (Ayhan &
Ocalan, 2022). Another study, which focused on the relationship between the factors affecting the leisure
participation of LGBT people and their motivation levels, revealed that as individuals' personal
constraints increased, their amotivation levels increased (Oztan, 2019).

As a result, one of the most important factors affecting the participation of individuals in leisure
activities known is leisure motivation. In addition to the motivation levels of individuals for leisure
activities, some factors prevent them from participating in leisure activities, as well as factors that
facilitate these elements. The increase in the “personal”, “interpersonal” and “structural” elements that
facilitate the participation of the individual in leisure can also increase their motivation to participate in
the activity. Based on this information, it is important to increase personal, interpersonal and structural
facilitators to increase the motivation of university students to participate in leisure activities. We
suggest that universities should focus especially on structural facilitators that they can control. It is
known that leisure constraints and strategies to cope with obstacles were as determinative as leisure
facilitators in increasing the leisure motivation of individuals. In this context, it is thought that the usage
of different variables in explaining the relationship between leisure motivation and facilitators will
provide a more detailed perspective to researchers working in the field. The study is limited to students
studying at Istanbul-Cerrahpasa University Faculty of Sports Sciences. It is not possible to generalize
the results to other departments and universities, since the convenience sampling technique, one of the
unknown sampling methods, is used in the selection of the sample. In other studies to be conducted in
this context, it may be suggested that researchers use larger datasets or use sampling techniques with
known probability. Besides, the research can be repeated in other universities and departments.
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Ozet

Bu arastirmanin amact, serbest zaman aktivitelerine katilimi etkileyen serbest zaman motivasyonu ile
serbest zaman kolaylastiricilar1 arasindaki iliskinin kanonik korelasyon analizi araciligiyla
belirlenmesidir. Arastrmanin 6rneklem grubunu Istanbul Universitesi- Cerrahpasa Spor Bilimleri
Fakiiltesi’nde 6grenim goren, 245 erkek ve 111 kadin olmak tizere toplam 356 {iniversite 0grencisi
olusturmaktadir. Arastirmanin Orneklem se¢iminde amach Ornekleme yoOntemlerinden kolayda
ornekleme teknigi kullanilmigtir. Caligmada veri toplama araglar1 olarak, Kim ve ark., (2011) tarafindan
gelistirilen ve Tiirkge’ye Giirbiiz ve ark. (2019) tarafindan uyarlanan “Serbest Zaman Kolaylastiricilar:
Olgegi” ile Pelletier ve ark. (1989) tarafindan gelistirilen ve Tiirk¢e’ye Giingdrmiis (2012) tarafindan
uyarlanan “Serbest Zaman Motivasyonu Olcegi” kullanilmistir. Sonuglar, serbest zaman
kolaylastiricilar1 veri setine en fazla katki saglayan degiskenler (.45 tizeri) kisisel kolaylastiricilar ve
yapisal kolaylastiricilar alt boyutlar1 iken; serbest zaman motivasyonu veri setine katki saglayan
degiskenler; motivasyonsuzluk, 6zdesim, bilmek ve dissal diizenleme alt boyutlaridir. Ayrica
kolaylastiricilar veri setindeki kisisel ve yapisal kolaylastiricilar ile motivasyon veri setindeki bilmek ve
6zdesim ayn1 yonlii iliskilere sahipken; digsal diizenleme ve motivasyonsuzlugun ters yonlii iliskilere
sahip oldugu belirlenmistir. Sonug olarak serbest zaman kolaylastiricilarinin arttirilmasi serbest zaman
motivasyonunu arttirmanin bir yolu olabilir.

Anahtar Kelimeler: Serbest Zaman Motivasyonu, Serbest Zaman Kolaylastiricilari, Kanonik
Korelasyon

GIRIS

Serbest zamana yonelik yapilan pek ¢ok arastirma, serbest zaman aktivitelerine katilim
gostermenin kisilerin fiziksel ve zihinsel saglik, mutluluk, zindelik, sosyallesme ve rahatlama gibi gok
yonlu faydalar sagladigini ortaya koymaktadir (Alexandris ve ark., 2002; Emir ve ark., 2022). Bu
noktadan hareketle serbest zaman, bireylerin kendileri ve baskalar1 igin tiim zorunluluklardan ya da
baglantilardan kurtulduklar1 ve kendi arzulariyla katilim gosterecekleri bir aktiviteyle ilgilenecekleri
zaman olarak ifade edilmektedir (Soyer ve ark., 2017; Cuhadar ve ark., 2019). Kisilerin serbest
zamanlarinda katilim gosterecekleri etkinlikleri secim 6zgurluklerinin olmas: ve aktivitelere uyum
gosterilmesinde serbest zaman motivasyonlarinin 6nemli bir rolii bulunmaktadir (Yurcu, 2017). Serbest
zaman etkinliklerine katilim motivasyonu, kisilerin serbest zaman davramiglarim anlamada 6nemli bir
yap1 olarak belirtilmekte (Ayyildiz Durhan, 2019) ve serbest zaman motivasyonu, bireyleri serbest
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zaman faaliyetlerine katilim gdstermelerini etkileyen bir faktortir (Ayhan ve Ocalan, 2022). Bu
bakimdan, motivasyon bireyin davranis ve aktivitelerini harekete gegiren, yonlendiren ve biitiinlestiren,
bittinleyici glgcler de dahil olmak Uzere psikolojik ya da biyolojik gereksinimler ve arzular seklinde
tamimlanmaktadir (Chen ve ark., 2013; Demirel ve ark., 2022). Serbest zaman motivasyonu ise, bir
serbest zaman aktivitesine katilimi tesvik eden bir ihtiyag, sebep ya da arzu olarak ifade edilebilmektedir
(Crandall, 1980a; Adam ve ark., 2017).

Kelly (1990) serbest zaman motivasyonunu i¢sel serbest zaman motivasyonu ve digsal serbest
zaman motivasyonu olmak iizere ikiye ayirmaktadir. Igsel motivasyon, bireyleri serbest zaman
aktivitelerine katilmaya tesvik eden ve karsiliginda da bireylere fayda saglayan temel unsurken; digsal
serbest zaman motivasyonu ise, dissal kaynakli durumsal uyaricilar olarak ifade edilmektedir (Lee ve
Lin, 2011). Alan yazinda yapilan arastirmalar degerlendirildiginde, serbest zaman motivasyonunu
etkileyen ve tetikleyen; “psikolojik”, “biyolojik”, “fizyolojik”, “sosyolojik” ve “davramsgsal” nedenler
belirtilmektedir (Demirel ve ark., 2022). “Basari, ozgecilik, yaraticilik, kendini gercgeklestirme, can
stkintisindan kagma, entelektiiel estetizm, yalmzlik, aidiyet duygusu ve zevk igin yapmak gibi i¢sel
motivasyon gliduleri (Beard ve Ragheb, 1983; Crandall, 1980b; Deci ve Ryan, 1985; Neulinger, 1981,
Tinsley and Kass., 1978; Demirel ve ark., 2022) ile sosyal temas, arkadaslik, aile ve farkll bir grubu
memnun etme gibi digsal motivasyon giidiilerinin” (Deci ve Ryan, 1985; Neulinger, 1981; Demirel ve
ark., 2022) serbest zaman motivasyonunu etkiledigini ortaya koyan bir ¢ok arastirma mevcuttur
(Demirel ve ark., 2022). Bireyler serbest zamana katilim gostermede belirli engeller ile kars1 karsiya
kalabilir fakat bazi bireyler bu engellerin Ustesinden gelerek katilim gosterebilmekte iken, bazi bireyler
ise katiim gosterememektedir. Bu durumun belirleyicisi olan ana etmen, engeller ile bas etme
stratejileridir. Ancak bas etme stratejilerinin arkasindaki yapi ise kolaylastiricilardir (Hubbard ve
Mannell, 2001; Kose ve Yerlisu Lapa, 2018). Serbest zaman engelleri kavraminin aksine, serbest zaman
kolaylastiricilar serbest zaman aktivitelerine katilimi kolaylastiran ve tekrar sayisini artiran, katilim
diirtiisiinii gliglendiren ve aktivitelerin avantajlarindan yararlanma sansi saglayan faktorler olarak
tanimlanabilir (Crawford ve ark., 1991; Giirbiiz ve ark., 2019).

Korotkov ve arkadaslar1 (2011) ise, serbest zaman kolaylastiricilarinin serbest zaman
aktivitelerinde doyuma ulasma ve katilim gostermede firsatlara sahip olduklarmi ileri siirmektedirler
(Kim ve ark., 2011). Raymore (2002) serbest zaman kolaylastiricilarim serbest zaman tercihini olusturan
ya da serbest zaman aktivitelerine katilimi artiran bir faktdr olarak tanmimlamaktadir (Kang ve ark.,
2017). Serbest zaman kolaylastiricilart teorisinin, “bireysel kolaylastiricilar”, “bireylerarasi
kolaylastiricilar” ve “yapisal kolaylagtiricilar” olmak tizere daha iyi bir anlayis saglamay1 amaclayan
serbest zaman engelleri teorisinin sinirlamalarini elestirdigi belirtilmistir (Sa ve ark., 2015). Bu
baglamda, “bireysel kolaylastiricilar”; kisilerin serbest zaman etkinliklerine katilim gostermelerini
cesaretlendiren “kisisel 0zellikler”, “nitelikler” ve “inanclar” seklinde ifade edilmektedir (Raymore,
2002; Sarol, 2017). “Bireylerarasi kolaylastiricilar”; serbest zaman tercihlerinin olugsmasini saglayan
veya tesvik eden “aile Uyeleri”, “arkadaglar”, “kuliip tiyeligi” seklinde ifade edilmektedir. “Yapisal
kolaylastiricilar” ise; “para”, “koken”, “cinsiyet”, “sosyo-ekonomik durum” gibi etmenler olarak
aciklanmaktadir (Swinton ve ark., 2008; Sarol, 2017).

Konuya iliskin alan yazin incelediginde serbest zaman motivasyona yonelik ¢aligmalarin;
esenlik (Kim ve ark., 2019), yasam doyumu (Lee ve Lin, 2011; Yerlisu Lapa ve ark., 2012), algilanan
ozgiirlik (Munchua ve ark., 2003), serbest zamanda sikilma algis1 (Yasartiirk ve ark., 2021), serbest
zaman doyumu (Munchua ve ark., 2003; Ragheb ve Tate, 1993; Chen ve ark., 2013; Choi ve Fu, 2015;
Kog ve ark., 2019), serbest zaman tutumu (Ragheb ve Tate, 1993; Wickham ve ark., 2000), serbest
zaman ilgilenimi (Chen ve ark., 2013), serbest zaman nostaljisi (Demirel ve ark., 2022), davranigsal
niyet (Birinci ve Giiger, 2019) konular1 iizerinde yapildig1 goriilmektedir. Yine, serbest zaman
kolaylastiricilarina yonelik alan yazinda yapilan ¢aligmalar degerlendirildiginde; ciddi serbest zaman
(Kang ve ark., 2017), serbest zaman engelleri (Kogak, 2017; Kose ve Yerlisu Lapa, 2018; Siyahtas ve
ark., 2018; Aydin, 2021; Emir ve ark., 2022) konular1 iizerine odaklanildigi belirlenmistir. Alanyazinda
yapilan caligmalar dogrultusunda bireylerin serbest zaman motivasyonlar1 ile serbest zaman
kolaylastiricilar1 arasindaki iligkiyi inceleyen az sayida arastirmalarm oldugu anlasilmaktadir (Bilgili,
2019). Ayrica serbest zaman kolaylastiricilart ve serbest zaman motivasyonu arasindaki iliskinin
belirlenmesi, serbest zamana katilimi arttiracak hususlarin belirlenmesine de yardimci olacaktir. Serbest
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zamanin bireyler ilizerindeki fiziksel, psikolojik, sosyal vb. faydalari disiiniildiigiinde, arastirma
sonuclarinin alanyazina 6nemli katki saglayacagi diisiiniilmektedir. Bu noktadan hareketle, arastirmanin
amaci serbest zaman aktivitelerine katilim etkileyen serbest zaman kolaylastiricilar ile serbest zaman
motivasyonu arasindaki iliskiyi kanonik korelasyon analizi araciligiyla belirlemektir.

YONTEM

Arastirma Modeli: Universite 6grencilerinin serbest zaman kolaylastiricilar: ile motivasyonlari
arasindaki iliskinin belirlenebilmesi amaciyla iliskisel tarama arastirma modeli kullanilmistir. islamoglu
ve Alniagik’e gore (2014) “evren ile ilgili genel bir kaniya ulasmak amaciyla, evrenin tiimiinii veya
temsil ettigi varsayilan bir Orneklem {iizerinde arastirma yapilmasi tarama modeli olarak ifade
edilmektedir”. “iliskisel tarama modeli ise, iki veya daha fazla sayidaki degiskenin birlikte degisim
varhigini, yoniinii ve siddetini tespit edilmeye ¢alisilmasi olarak agiklanmaktadir” (Karasar, 2014).

Arastirma Grubu: Arastirmanin orneklemi istanbul Universitesi-Cerrahpasa Spor Bilimleri
Fakultesinde okuyan 245 erkek (ortyss = 21.45 + 2.30) ve 111 kadin (orty.s = 20,34 + 2.48) olmak Uzere
toplam 356 spor bilimleri 6grencisinden olugsmaktadir. Evreni bilinen drnekleme icin bu hesaplama
formili n=[no / (1 + (no / N)] no= [(t X S) / d]? kullanilmistir. Arastirmanin 6rneklemi hesaplanirken
glven dizeyi (1-a) =. 95, sapma miktar1 d = .05, sonucu ise n = 218 olarak belirlenmistir (Buylkdztirk
ve ark., 2014). Arastirma orneklemi belirlenirken olasiligi bilinen 6rnekleme yontemlerinden amaglh
ornekleme teknigi kullanilmigtir. Arastirmalarda olasiligi bilinen 6rnekleme yontemleri araciligr ile
genelleme yapilir. Ancak bu galigmada olasiligi bilinmeyen Ornekleme yontemi kullanildigi igin
orneklem biiyiikliigiinii arastirma sonuglarinin gegerligi ve giivenirligini arttirmak amaciyla daha biiyiik
tutmas1 amaclanmustir (Faber ve Fonseca, 2014).

Veri Toplama Araclari

Kisisel Bilgi Formu: Arastirmacilar tarafindan hazirlanan ve katilimcilarm yas, cinsiyet,
boliim, sinif, refah durumu, haftalik serbest zaman siiresi ile rekreatif aktivitelere katilim tiirleri gibi
bilgiler icin “kisisel bilgi formu” kullanilmustir.

Serbest Zaman Kolaylastiricilar1 Olgegi: “Serbest Zaman Kolaylastiricilar: Olgegi” Kim ve
ark. (2011) tarafindan gelistirilmis ve Tiirk¢e’ye adaptasyonu Giirbiiz ve ark. (2019) tarafindan
yapilmustir. Olgek, 27 madde 3 alt boyuttan olusmaktadir. Tiirk¢e’ye adaptasyon galismasinda ise
“Kisisel Kolaylastiricilar”, “Kisileraras: Kolaylastiricilar” ve “Yapisal Kolaylastiricilar” olarak yine 3
alt boyuttan olusan 6lgegin 16 maddelik yapis1 dogrulanmistir. Alt boyutlara iligkin i¢ tutarlik katsayilari
0.66 ile 0.79 arasinda degismekte olup toplam oOlcek igcin bu deger .86 olarak hesaplanmistir. Bu
calismada ise i¢ tutarliligin tiim alt boyutlar i¢in .72 ile .80 arasinda degistigi, toplam 6lgek igin ise i¢
tutarliligm .81 oldugu belirlenmistir. Olgek 5°1i likert olup 1 puan “hi¢ énemli degil”, 5 puan ise “gok

onemli” anlamina gelmektedir.

Serbest Zaman Motivasyonu Olgegi: “Serbest Zaman Motivasyon Olgegi” Pelletier,
Vallerand, Bri¢re ve Blais tarafindan (1989) gelistirilmis, Tiirk¢e adaptasyon calismasi ise Gilingoérmiis
(2012) tarafindan yapilmustir. Olgek 7°1i likert tipi bir dlgek olup toplam 28 madde 7 alt boyuttan
olusmaktadir. Olgekte 1 puan “Hi¢ Katilmiyorum”, 7 puan ise “Tamamen katiliyorum” seklinde
degerlendirilmektedir. Olgege iliskin alt boyutlar ise; (1) Digsal Diizenleyen, (2) Basarmak, (3) Bilmek,
(4) Uyaran Yasama, (5) Motivasyonsuzluk, (6) Ozdesim ve (7) ige Atim seklindedir. Bu calismada ise
i¢ tutarliligin tiim alt boyutlar i¢in.73 ile .82 arasinda degistigi, toplam 6l¢egin i¢ tutarlhiginin ise .88
oldugu belirlenmistir.

Verilerin Toplanmasi

Calisma, goniilliiliik esasina dayanmakta olup, caligmaya katilacak kisilere calisma hakkinda
bilgi verilmis ve izin almak suretiyle sorulari yanitlamalar1 istenmistir. Sorular1 yanitlamalar1 igin
katilimcilara verilen siire 15 dakika olarak belirlenmistir.

Verilerin Analizi

Cok degiskenli istatistikler oncesinde temel sayiltilar1 karsilayip karsilamadigini ortaya koymak
amaciyla, kayip veriler ve u¢ degerler tespit edilmis, normal dagilim, dogrusallik kosullar ile ¢oklu
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baglant1 problemleri incelenmistir. Tek yonlii ve ¢ok yonlii u¢ deger taramasi sonucu ug¢ deger oldugu
tespit edilen 56 kisi arastirmadan ¢ikarilmistir. Cok degiskenli normallik ve dogrusallik igin incelenen
sacilim diyagramlarindaki sekillerin elipse yakin oldugu gézlemlenmistir (Mertler and Vannatta, 2005).
Tek degiskenli normallige bakmak i¢in ¢arpiklik ve basiklik katsayilart incelenmis ve bu katsayilarin -
1 ve +1 araliginda oldugu tespit edilmistir (Kunnan, 1998). Son olarak c¢oklu baglant1 problemi
degerlendirilmis ve VIF degerinin 10’dan kiigiik, CI degerinin ise 30’dan kiiglik oldugu tespit edilmistir
(Tabachnick ve Fidell, 2007). Degiskenlere iligkin tanimlayici istatistikler Tablo 1’de sunulmustur.

Tablo 1
Tamimlayici Istatistikler
Degisken Mean sd Skewness  Kurtosis  Degisken = Mean sd Skewness  Kurtosis
X1 18.78 3.78 -532 .489 Y1 15.11 291 -.556 .305
X2 13.87 3.10 -.335 105 Y2 14.72 2.69 -.396 .248
X3 26.06 4.78 -.209 .094 Y3 14.66 2.93 -.387 .253
Y4 15.09 2.99 -.584 497
Y5 14.43 2.65 -.364 418
Y6 12.55 3.49 -215 -.380
Y7 11.94 3.19 -179 -.458
BULGULAR

Kanonik korelasyon analizinin degerlendirilmesinde Pillais, Hotellings, Wilks ve Roys testleri
gibi dnemli anlamlilik testleri bulunmaktadir. Bu testler F testine doniistiiriilmekte ve anlamliligi bu
sekilde test edilmektedir. Bu ¢alismada yaygin olarak tercih edilen Wilks A testi kullanilmigtir. Tablo
2’de yer alan anlamlilik testleri kanonik modelin manidar oldugunu ortaya koymaktadir (Wilks A =
,68853, F(21, 994,08) = 6,56983, p=0.000). Elde edilen sonuclar dogrultusunda serbest zaman
kolaylastiricilar ile motivasyonu arasinda manidar bir iliski oldugu belirlenmistir.

Kanonik korelasyon analizi yapilirken n sayisinin modelin anlamliligini etkileme olasiligi goz
oniinde bulundurularak aragtirmacilara etki biiylikliigiiniin de degerlendirilmesi Gnerilmektedir. Bu
calismada, ters etki biiyiikligiinii hesaplamak igin “1- A” degerinden yararlanmilmistir (0,31147). Bu
deger kanonik degiskenlere iliskin paylasilan ortak varyansin miktarini gosterir ve regresyon analizinde
yer alan R? gibi yorumlanir. Buna gore serbest zaman kolaylastiricilari ile serbest zaman motivasyonu
arasinda paylasilan ortak varyansin %31.147 oldugu tespit edilmistir (Sekil 1).

Sekil 1
Paylasilan Ortak Varyans

Kolaylastiricilar 2631.147 Motivasyon
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Tablo 2
Cok Degiskenli Anlamlilik Testleri
Testin Ad1 Deger Yaklasik F. Hipotez sd. Hata sd F’nin anlamlilik degeri
Pillais .34099 6.37535 21.00 1044.00 .000
Hotellings 40977 6.72545 21.00 1034.00 .000
Wilks .68853 6.56983 21.00 994.08 .000
Roys .19046

Kanonik korelasyon analizi yapilirken elde edilen model ile her bir kanonik fonksiyonunun
manidarligina bakilmaktadir. Manidarhigin belirlenmesinde ise, kanonik fonksiyonlarin 6z degerleri
incelenmektedir (Sherry ve Henson, 2005). Kanonik analiz sonuglari serbest zaman kolaylastiricilari ile
motivasyon arasindaki iligki de 3 kanonik fonksiyon elde etmistir. Kanonik fonksiyonlar ve onlara ait
ozdegerler Tablo 3’te verilmektedir. 1. kanonik fonksiyona iligkin korelasyon degerleri .43642 iken 2.
Kanonik fonksiyona iliskin korelasyon degeri .37835; 3. Kanonik fonksiyona iliskin korelasyon degeri
ise, 08591°dir. Elde edilen bu veriler, ilk kanonik fonksiyonda, serbest zaman kolaylastiricilar ile
serbest zaman motivasyonu arasindaki iliskide ortak varyansin %19.046 oldugunu; ikinci kanonik
fonksiyonda paylasilan ortak varyansin %14.315 oldugu; tiglincii kanonik fonksiyonda ise %0.0738
oldugunu ortaya koymaktadir. Kanonik korelasyon analizinde, ilk kanonik fonksiyonda dikkate
alinmayan iki degisken arasindaki iligki ikinci kanonik fonksiyonda maksimum diizeyde ortaya konulur.
3. kanonik fonksiyonda ise ilk iki fonksiyonda dikkate alinmayan kanonik degiskenler arasindaki
maksimum iligkinin kanonik korelasyon degeri hesaplanmaktadir.

Tablo 3 ‘ )
Kanonik Fonksiyonlara Iliskin Ozdegerler

Kok No Oz deger Ylzde Yigilmal yiizde Kanonik Korelasyon Kanonik Korelasyonun

Karesi
1 . 23527 57.41507 57.41507 . 43642 .19046
2 . 16707 40.77050 98.18558 . 37835 .14315
3 . 00743 1.81442 100.00000 . 08591 .00738

Kanonik korelasyon analizi i¢in kanonik korelasyonun manidarligini degerlendirmeye yo6nelik
alanyazinda farkli yorumlar bulunmaktadir (Sherry ve Henson, 2005; Tabachnick ve Fidell, 2007). Bu
yaklagimlardan biri olan ve bu arastirma kapsaminda ele alinan analizlerden biri de boyut azaltma
analizidir. Kanonik korelasyon analizinde her bir kanonik fonksiyon i¢in veri setlerinin paylasmis
oldugu ortak varyansi ortaya koyabilmek icin boyut azaltma analizi kullanilmistir. Bu analizde kanonik
fonksiyonlarin almis oldugu kanonik korelasyon katsayilar1 yiiksekten diisiige dogru hiyerarsik bir
sekilde siralanmakta, modelin manidarligina bakilmakta ve veri setlerinin paylasmis oldugu ortak
varyans incelenmektedir. Tablo 4’te goriildiigii lizere kanonik degiskenler arasindaki en yiiksek iliski
birinci kanonik fonksiyona aittir. Birinci fonksiyon analiz dig1 tutuldugunda kalan kanonik fonksiyonlar
icin kanonik korelasyonun manidarligi ve paylastiklar1 ortak varyans belirlenir. Boyut azaltma analizi
ile tablo satirlar1 her bir kanonik fonksiyon i¢in incelenir ve tablonun en alt satirina geldiginde kanonik
korelasyon katsayisinin azaldig1 goriiliir. Genellikle elde edilen bu son kanonik fonksiyon arasindaki
iliski manidar degildir (Sherry ve Henson, 2005). Serbest zaman kolaylastiricilar1 ve serbest zaman
motivasyonu degiskenlerini inceledigimizde veri setleri arasindaki iligkide ilk iki kanonik fonksiyonun
manidar oldugu belirlenmistir. Tablo 4’te manidar oldugu tespit edilen ilk iki kanonik fonksiyon igin;
iic kanonik fonksiyonun yigilmali degerlerinden olusan 1 to 3 kanonik fonksiyonu goriilmektedir
(Wilks’s A= .68853, F(21, 994.08) = 6.56983, p = .000). Birinci ve {igiincli kanonik fonksiyona iligskin
yigilmali deger goz Oniinde bulunduruldugunda serbest zaman kolaylagtirict ve serbest zaman
motivasyonuna iliskin paylasilan ortak varyansin %31.147 [1-A = .31147] oldugu tespit edilmistir.
Birinci kanonik fonksiyonun ¢ikarilmasindan sonra kalan ikinci kanonik fonksiyon (2 to 3) serbest
zaman kolaylastiricilar1 ve motivasyonu veri setleri arasindaki iliskinin de manidar oldugu (Wilks’s A =
.85053, F(12, 694.00) = 4.87632, p=.000) ve paylasilan ortak varyansin %14.947 [1-L=.14947] oldugu
goriilmektedir. Baska bir ifade ile Serbest zaman kolaylastiricilar1 ve motivasyonu arasindaki iliskiye
en fazla katki saglayan 1. ve 2. Kanonik fonksiyondur. 3. Kanonik fonksiyon manidar olmamasi
nedeniyle raporlanmamustir.
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Tablo 4
Boyut Azaltma Analizi
Kokler Wilks A F Hipotez Sd Hata Sd F’in anlamhlik diizeyi
1t03 . 68853 6.56983 21.00 994.08 .000
2t03 .85053 4.87632 12.00 694.00 .000
3to3 . 99262 51747 5.00 348.00 .763

Kanonik korelasyon analizinde, kanonik fonksiyonlara iliskin standardize edilmis katsayilar ve
yapisal katsayilar araciligi ile veri setlerinde yer alan degiskenlerin kanonik degiskene saglamis oldugu
katki ortaya konulmaktadir. Serbest zaman kolaylastiricilar1 veri setinde Yyer alan “kisisel
kolaylastiricilar”, “kisilerarasi kolaylastiricilar” ve “yapisal kolaylastiricilar” ile serbest zaman
motivasyonu veri setinde yer alan “bilmek”, “basarmak”, “uyaran yasamak”, “6zdesim”, “i¢e atim”,
“digsal diizenleme” ve “motivasyonsuzluk” degiskenlerinin skorlari arasindaki iligkide kanonik
degiskene saglanmis olan katki degerlendirilmistir (Tablo 5). Tablo 5’te, kanonik fonksiyonlara ait
standardize katsayilar, yapisal katsayilar ve iki veri seti arasinda paylasilan ortak varyans sunulmaktadir.
Iki veri setinde yer alan degiskenlerin birinci ve ikinci kanonik fonksiyondaki ortak varyans degerlerinin
toplanmasi bize bu degiskenlerin yer aldig1 veri seti ve paylastiklar1 ortak varyans degerinin kanonik
modelde ne kadar oldugunu vermekte ve bu deger “h2” ile sunulmaktadir. “rs” ve “h2” degerleri
icerisinde .45 ve lizeri katsayiya sahip olan degiskenler igin bulunduklar1 veri setine dnemli katki yaptigi
yorumu yapilabilir. Bu 6l¢iitiin belirlenmesinde, fakt6r analizine tabi tutulan maddelerin .45 Uzeri faktor
yiikiine sahip olmasiin énemli bir katki oldugu yargisindan yorum yapilmstir (Sherry ve Henson,
2005). Tablo 5 incelendiginde birinci kanonik fonksiyonda sirasi ile serbest zaman kolaylastiricilar: veri
setine en fazla katki saglayan (.45 tizeri) degiskenler sirasi ile kisisel kolaylastiricilar ve yapisal
kolaylastiricilar iken serbest zaman motivasyonu veri setine .45 lizeri katki saglayan degiskenler;
motivasyonsuzluk, 6zdesim, bilmek ve dissal diizenlemedir. Rc? degerlendirildiginde ise birinci kanonik
fonksiyon i¢in hesaplanan deger.19046’dir. Bu deger her iki veri seti arasinda paylasilan ortak varyansin
%19.046 oldugunu ortaya koymaktadir. ikinci kanonik fonksiyon degerlendirildiginde ise serbest zaman
kolaylastiricilar veri setine ii¢ degisken de .45 {izeri anlamli katki saglarken; serbest zaman motivasyonu
veri setine .45 {izeri anlamh katki saglayan degiskenler “bilmek”, “basarmak”, ‘“uyaran yasama”,
“Ozdesim”, “ice atim” ve “digsal diizenlemedir”. 2. Kanonik fonksiyon icin her iki veri seti arasinda
paylasilan ortak varyans ise %14.315’tir.

Tablo5 '
Birinci ve lkinci Kanonik Fonksiyon I¢in Coziimleme
Degisken 1.Kanonik fonksiyon 2. Kanonik fonksiyon
v Yap1
api
Sléandardize KZ?SI; ljﬁilr Katsfyl_ﬁ Standardize Kzssﬂl;ﬁr K;t;fél iSI Kag?;tili(Hz)
atsayilar (RQ) Karesi Katsayilar (RQ) (Rc?)
(Re?)
Kisisel .81213 .72819 0.53026 .10046 -.56322 0.31721 0.84747
Kisilerarasi -.83733 -.13799 0.01904 -.84570 -.97462 0.94988 0.96892
Yapisal 149324 .59417 0.35303 -.31952 - 12717 0.52877 0.8818
Rc? .19046 14315
Bilmek .45870 .54704 0.29925 -.09810 -.65309 0.42652 0.72577
Basarmak .20030 .35375 0.12513 -.22950 -.74118 0.54934 0.67448
Uyaran yas. -.09115 .31446 0.09888 - 73221 -.89604 0.80288 0.90177
Ozdesim .31836 55867 0.31211 .32594 -.55255 0.30531 0.61742
Ige atim .02914 -.01033 0.00010 -.11981 -.74279 0.55173 0.55184
Dissal diiz. -.65309 -.53225 0.28329 -.24845 -.66921 0.44784 0.73113
Motivasyonsuzluk -.29289 -.62040 0.38489 -.07984 -.43311 0.18758 0.57248

|.45|’den biiylik olan rc ve h2 degerleri alt1 ¢izili olarak gosterilmistir.
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Kanonik fonksiyonlarda, veri setine anlamli katki saglayan degiskenlerin isaretleri, degiskenler
arasindaki iliskilerin yonii hakkinda bilgi vermektedir. Ayni isarete sahip olan degiskenler arasinda
benzer yonlii bir iliski oldugu ifade edilebilir. Tablo 5’te goriildiigii iizere, birinci kanonik fonksiyon
icin serbest zaman kolaylastiricilart veri setinde yer alan kisisel ve yapisal kolaylastiricilar ile serbest
zaman motivasyonu veri setinde yer alan motivasyonsuzluk, 6zdesim, bilmek degiskenleri ayni yonlii
iligkiye sahiptir. Bir bagka ifade ile bu degiskenlerin birlikte arttig1 ya da azaldigi ifade edilebilir.

Sekil 2
SZK ve SZM arasindaki 1. kanonik fonksiyona ait yapisal katsayilar ile kanonik korelasyon degeri

Motivasyonsuzluk

Degiskenlerin isaretlerine bakildiginda ise her iki veri setinde de katki saglayan degiskenlerin
isaretlerinin ayni yonlii oldugu goriillmektedir. Bu durum benzer yonlii bir iliskinin oldugunu ortaya
koymaktadir. Daha net bir ifade serbest zamana katilimini kolaylastiran (“kisisel”, “kisileraras1”,
“yapisal”) faktorlerin artmasi ile bireylerin i¢sel (“bilmek”, “basarmak™, “uyaran yasama”) ve digsal

9 ¢

(“6zdesim”, “ige atim”, “dissal diizenleme™) diizeyleri artmaktadir.

Sekil 3
SZK ve SZM arasindaki 2. kanonik fonksiyona ait yapisal katsayilar ile kanonik korelasyon degeri

55
.38
SET 2
—74

43

Motivasyonsuzluk

TARTISMA, SONUC VE ONERILER

Yapilan ¢aligma serbest zaman kolaylastiricilar: ile serbest zaman motivasyonu arasindaki
iligkiyi degerlendirmektedir. Arastirmaya iliskin sonuclar, serbest zaman kolaylastiricilari ile serbest
zaman motivasyonu arasinda ilk iki kanonik fonksiyonun manidar oldugunu gostermektedir. 1. Kanonik
fonksiyon i¢in serbest zaman kolaylastiricilar1 ile motivasyon arasindaki paylasilan ortak varyansin
%31.147 [1-L = .31147]; ikinci kanonik fonksiyon i¢in paylasilan ortak varyansin %14.947 [1-A=
.14947] oldugu tespit edilmistir. Birinci kanonik fonksiyon i¢in kolaylastiricilar degiskenine en fazla
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katki yapan alt boyutun kisisel kolaylastiricilar oldugu; serbest zaman motivasyon degiskenine ise en
fazla katki saglayan alt boyutun motivasyonsuzluk oldugu tespit edilmistir.

Birinci kanonik fonksiyonda yer alan serbest zaman kolaylastiricilarimn alt boyutlarim
olusturan kigisel ve yapisal kolaylastiricilarin, serbest zaman motivasyonunun alt boyutlarini olusturan
bilmek ve 6zdesim ile ayni yonlii; dissal diizenleme ve motivasyonsuzluk ile ters yonlii iliskiler
sergiledigi ortaya konmaktadir. Bu sonu¢ su sekilde yorumlananabilir: kisisel ve yapisal
kolaylastircilarin artmasi, bilmek ve 6zdesim motivasyonunu arttiracaktir. Bu alt boyutlar birlikte
artmakta ya da azalmaktadirlar. Ancak kisisel ve yapisal kolaylastircilar arttik¢a digsal diizenleme ve
motivasyonsuzluk diizeyi azalmaktadir. Alanyazin incelendiginde serbest zaman kolaylastiricilart ve
motivasyon arasindaki iligkinin ele alindigi calismalarin az sayida oldugu gorilmektedir. Bu
caligmalardan biri akademik personellerin serbest zaman faaliyetlerindeki kolaylastiricilarinin mesleki
motivasyon diizeyleri ile iliskisine odaklanmistir. Calisma sonuglari, akademisyenlerin serbest zaman
kolaylastiricilar: ile mesleki motivasyonlari arasinda pozitif bir iligki oldugunu ortaya koymaktadir.
Bagka bir ifade ile akademisyenlerin serbest zaman kolaylagtiricilar arttikga diisiik motivasyon,
duygusal ¢okiis, motivasyon kaybi, yipranma, enerji kaybi diizeyi gibi etmenlerin azaldigi fakat mesleki
motivasyon diizeylerinin arttig1 belirlenmistir (Bilgili, 2019). Serbest zamana katilim saglayan Cin ve
Kanadali bireyler iizerinde i¢sel motivasyonun kolaylastiricilar iizerinde, kisisel, baglamsal ve durumsal
etkisini ele alan bir ¢alisma: Dikey bireysellik ve 6zerklik ile dikey kollektivizm ve bireysellik
arasindaki etkilesimin i¢sel motivasyonu engelledigini; yatay bireysellik ve O6zerklik arasindaki
etkilesimin ise i¢sel motivasyonu kolaylastirdigini ortaya koymustur (Walker, 2010).

Bireye yenilenme, eglenme ve rahatlama firsati saglayan kisisel kolaylagtiricilar ile serbest
zamana sahip olmak, serbest zaman aktiviteleri hakkinda bilgi sahibi olmak ve ulagim imkanina sahip
olmak gibi yapisal kolaylastiricilarin; bireylerin yeni bir seyler 6grenme, ¢ekici gelen konular hakkinda
bilgi edinme, derin bilgiye ulasma, yeni ilging alanlar kesfetme gibi motivasyonun bilmek alt boyutu ile
gelisim saglama, kendinin diger yonlerini kesfetme, sosyal, fiziksel ve zihinsel yonlerini gelistirmeyi
ifade eden motivasyonun 6zdesim alt boyutu ile pozitif bir iliski sergilemesi ve bununla birlikte
bireylerin kisisel ve yapisal kolaylastiricilara sahip olmasmin motivasyonsuzluk ile ters iligkili olmas1
anlagilir goriillmektedir. Baska bir ifade ile serbest zaman aktivitelerine katilimi kolaylastiran unsurlarin
artmasi bireylerin motivasyonsuzluk diizeyinin azaltmaktadir. Literatiirde bu bulguyu destekleyen baska
calismalar bulunmaktadir. Giirsel ve arkadaslarinin (2019) yapmus oldugu ¢alismaya gore serbest zaman
katilimin1 kolaylastirmak yerine kisisel engel olusturan unsurlarin artis1 bireylerin aktiviteye katilim
motivasyonsuzluklarini da arttirmaktadir. Yapilan bir bagka arastirma sonuglar1 da mevcut bulgulari
destekler niteliktedir. Bireylerin serbest zaman katilimlarini zorlastiran birey psikolojisi, tesis eksikligi,
arkadas eksikligi ve zaman kisit1 gibi engellerin motivasyonsuzluk diizeylerini arttirdig1 belirlenmistir
(Ayhan & Ocalan, 2022). LGBT li bireylerin serbest zaman katilimin1 etkileyen unsurlar ile motivasyon
diizeyleri arasindaki iliskiye odaklanan bir baska calisma, bireylerin kisisel engelleri arttikca
motivasyonluk diizeylerinin de arttigmi ortaya koymaktadir (Oztan, 2019).

Sonug olarak; bireylerin serbest zaman aktivitelerine katilimi etkileyen en dnemli faktérlerin
basinda serbest zaman motivasyonunun geldigi bilinmektedir. Bireylerin serbest zaman aktivitelerine
yonelik motivasyon diizeylerinin yan1 sira onlarin serbest zaman aktivitelerine katilimlarini engelleyen
unsurlar oldugu gibi, bu unsurlar1 kolaylastiran unsurlarinda oldugu bilinmektedir. Bireyin serbest
zamana katilmini kolaylastiran kisisel, kisiler aras1 ve yapisal unsurlarindaki artis onlarin aktiviteye
katilim motivasyonlarini da arttirabilir. Bu bilgiden yola ¢ikarak, iiniversite 6grencilerinin serbest zaman
aktivitelerine katilim motivasyonlarini arttirmak i¢in kigisel, kisiler aras1 ve yapisal kolaylastiricilarin
arttirilmas1 onemlidir. Universitelerin 6zellikle kontrol edebilecegi yapisal kolaylastiricilar Gzerine
odaklanmasim Oneri olarak sunmaktayiz. Bireylerin serbest zaman motivasyonlarimi arttirmada serbest
zaman kolaylastiricilar1 kadar serbest zaman engelleri ve engeller ile bas etme stratejilerinin de
belirleyici oldugu bilinmektedir. Bu baglamda serbest zaman motivasyonu ile kolaylastiricilar
arasindaki iliskileri agiklama da farkli degiskenlerin kullanilmasinin alanda ¢alisan aragtirmacilara daha
ayrmtili bir bakis acis1 sunacag diisiintilmektedir. Caligsma, Istanbul-Cerrahpasa Universitesi Spor
Bilimleri Fakiiltesinde dgrenim goren dgrenciler ile sinirlandirilmistir. Orneklem segiminde olasiligt
bilinmeyen ornekleme yontemlerinden kolayda ornekleme teknigi kullanildigi i¢in sonuglarin diger
boliim ve iiniversitelere genellenmesi miimkiin degildir. Bu baglamda yapilacak olan diger calismalarda
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aragtirmacilarin daha biiyiik veri setleri kullanmalar1 ya da olasilig1 bilinen 6rnekleme tekniklerini
kullanmalar1 6nerilebilir. Ayrica arastirma diger tiniversitelerde ve bolimlerde tekrar edilebilir.
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Abstract

Psychological well-being, which is one of the important concepts of the positive aspect of psychology, and the
factors affecting it are the subject of more and more research. In this context, the aim of the study is to reveal
whether self-regulation plays a mediating role in the effect of perceived stress on psychological well-being of
emerging adult university students. The data of the study were collected from 451 university students (317
women and 134 men) (age range 18-28; mean=21.57, sd=1.89). SPSS 22 and AMOS 23 package programs were
used in the analysis of the data. It was determined that the data showed a normal distribution before the analysis.
According to the first findings obtained as a result of the research, there are negative significant relationships
between perceived stress and psychological well-being and self-regulation, while there is a positive significant
relationship between self-regulation and psychological well-being. Secondly, since the total and direct effect of
perceived stress on psychological well-being and the indirect effect through self-regulation were significant, it
was observed that self-regulation partially mediated the effect of perceived stress on psychological well-being.
The findings were discussed and interpreted in the light of the literature and suggestions were made according
to the findings.

Keywords: stress, perceived stress, psychological well-being, self-regulation

INTRODUCTION

Stress, which is one of the most discussed on causes and consequences in daily life and in the
scientific world, is an important psychological variable that has attracted the attention of scientists for
many years in view of its role in physiological and psychological health. Though stress is not specific
to any developmental period and is a common situation in all stages of life, each developmental period
has its own sources of stress. In this context, university life, which coincides with an important
developmental period, also has subjective stress sources such as leaving home, taking responsibility
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for life, loneliness, academic and economic responsibility (Dill and Henley, 1998). In a study, it was
concluded that university students are in a period of constant high stress compared to the general
population (Geng et al., 2016). Similarly, increased stress responses among university students have
become a common issue on university campuses (Misra and Castillo, 2004; Sax, 1997). Globally,
university students face significant emotional, mental, physical and social challenges during their
school years (Mahmoud et al., 2012; Yorgason et al, 2008). Therefore, the necessity of conducting
studies on the stress and the effects of stress experienced by emerging adults who appear as university
students rose to prominence.

According to the World Health Organization, stress-related psychiatric disorders are the
second most common non-communicable health problem worldwide (Murray et al., 2012). Research
findings supporting this situation indicate that perceived stress is strongly associated with
physiological health complaints (Wiklund et al, 2012), and mostly mental health symptoms (Thorsen
et al., 2016), and especially high anxiety and depression (Bergdahl and Bergdahl, 2002). has been
proven to be related. There is also evidence that it is associated with serious health problems, including
many types of cancer, diabetes, cardiovascular disease, asthma, and rheumatoid arthritis (Cohen et al.,
2007; Johnson et al, 2002) (Cohen et al., 1993; Dougall and Baum, 2001). In addition, positive
correlations were observed between perceived stress and specific health complaints (Hjern etal., 2008;
Torsheim and Wold, 2001). In recent studies, especially during the COVID-19 pandemic, which is the
biggest health problem experienced in today's conditions, perceived stress is positively related to
anxiety and depression in hospitalized COVID-19 patients and socially isolated people, and during
this unprecedented crisis. The potential role of subjective threat assessment for the pandemic in
experienced psychological problems has been revealed (Zandifar et al., 2020; Xu et al., 2020). All
these findings clearly reveal why stress is considered such an important variable in both health sciences
and psychology.

Notwithstanding so many determinations regarding the importance of stress, it seems quite
difficult to make a single, universally agreed definition of stress. Martin and Brantley (2002) stated
that the existence of many definitions of stress prevents stress from being a universally accepted
construct, creating disagreements among stress researchers. Another reason for this case is the concept
of stress is too broad and uncertain to be defined adequately, and as a result, different stress theories
appear. Cohen and Kessler (1997) and Kopp et al. (2010) stated that this is because of the fact that
some researchers focus on stress “environmental stressors or life events”, some on “psychological,
subjective assessment of stress and evaluation of emotional responses”, and some on “evaluation of
the activation of biological, physiological systems involved in the stress response”. As a result, it seems
that it would be more appropriate to make a definition suitable for the field of study.

When stress is evaluated from a psychological point of view, it is known that people differ in
their different responses to the same stressful events depending on certain individual factors such as
their experiences, beliefs, personalities, genetic factors and social environment. Therefore,
psychological stress can be accepted as a relationship between the individual and the environment that
forces or exceeds the resources of the individual and jeopardizes his or her well-being (Lazarus and
Folkman, 1984). Therefore, stress is the demands that jeopardize the person's well-being in the person-
environment interaction and force or exceed their available resources (Folkman et.al., 1986). It is
possible to define the format. In order for an event or situation to be considered a stressful situation, it
must be perceived as a stress situation through perceptual processes (Lazarus, 1966; Lazarus and
Folkman, 1994). The influence of stressors is associated with (a) the perception of the stressor as
threatening or demanding, and (b) the lack of necessary and appropriate personal resources to manage
the stressor (Lazarus, 1966). Two evaluation processes have been defined regarding whether a situation
should be considered as a source of stress (Lazarus and Folkman 1984). The first of these processes is
the process in which the stressful situation is evaluated to have meaning for the individual. In this
process, the stressor can be evaluated as harm/loss, danger and challenge (McGowan et.al., 2006).
After the initial evaluation process, the secondary evaluation process enters the circuit. Here, the
individual evaluates the potential resources he/she has regarding what he/she can do in case of threat
perception (Carver and Scheier, 1998). The aim here is to increase the possible benefits of the stressor;
and to evaluate the resources available to eliminate the harms or overcome the stress. Whether a person
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will experience stress in the face of a stressor depends on how the balance between primary and
secondary evaluation is formed. This definition of stress emphasizes the relationship between the
subject and the environment, considering the characteristics of the individual and the nature of the
environmental event. Therefore, there is no objective way to project psychological stress as a response
without looking at individual capacity.

Although it is a personal situation, exposure to a stressor or making such an assessment may
have many negative consequences. According to Lazarus and Folkman (1994), increased exposure to
stress factors may lead to an increased likelihood of physical and psychological impairment. For
instance, various stressors (eg, physical and psychological) can cause acute and chronic problems,
detrimental effects, including dysfunction of the hypothalamic-pituitary-adrenal axis (Cohen et al.,
1993). Schiffrin and Nelson (2010) found that perceived stress negatively predicted happiness in their
study with university students. In another study, it was revealed that perceived stress had a negative
impact on life satisfaction and resilience in university students (Abolghasemi and Varaniyab, 2010).
In a study examining the effect of perceived stress on smoking behavior, it was detected that stress
positively predicted smoking behavior (Naquin and Gilbert, 1996). In another study, Moeini et al.
(2008) reported that perceived stress in university students exhibited a negative and significant
relationship with mental health. To summarize, it can be said that perceived stress triggers or worsens
negative psychological factors. In this general framework, it is thought that the perceived stress, which
plays a role in such negative psychological factors, may also be related to psychological well-being,
which is one of the most important indicators of the positive functionality of people.

Psychological well-being was first defined as the experience of positive emotions more than
negative emotions (Bradburn, 1969). The definition suitable for today's use is discussed in 6 sub-
dimensions. These; self-acceptance, individual development, life purpose, positive relationships with
other people, domination of the environment and autonomy. An individual's psychological well-being
is related to having skills related to these six dimensions (Ryff ve Keyes, 1995). Recent years have
witnessed a shift from an emphasis on psychological or physiological dysfunctions to research
focusing on well-being and positive mental health. Since psychological well-being is related to the
well-being of life and is the combination of feeling good and functioning effectively (Huppert, 2009).
This paradigm shift in mental health is particularly evident in current psychological research (Argyle,
1987; Diener, 1984; Kahneman, 1999; Ryff and Singer, 1998a; Seligman, 1991; 2002). It has also
attracted the attention of epidemiologists, social scientists, economists, and policy makers (Huppert,
2009; Layard, 2005; Marks and Shah, 2005; Marmot et al., 1997; Mulgan, 2006). This positive
perspective is also contained in the regulations of the World Health Organization, which defines health
as “not merely the absence of disease or infirmity but a state of complete physical, mental and social
well-being” (WHO, 1948). More recently, WHO has defined positive mental health as “a state of well-
being in which an individual realizes his/her abilities, copes with the normal stresses of life, works
productively and efficiently, and contributes to the society in which he/she lives” (WHO, 2001).

For these reasons, an excessive focus on the negative consequences of only health-related
behaviors will limit our understanding of optimal human experiences, functionality, and health (Ryan
and Deci, 2001; Disabato et al., 2016). Psychological well-being includes six fundamental aspects of
well-being and happiness: autonomy, environmental mastery, personal growth, positive relationships
with others, life purpose, and self-acceptance (Ryff and Keyes, 1995). In addition, the concept of well-
being includes not only positive feelings of happiness and satisfaction, but also feelings such as
interest, commitment, trust and compassion.

Sustainable well-being does not require individuals to feel good all the time. Experiencing
painful emotions (for example, disappointment, failure, grief, sadness, stress) is a normal part of life,
and being able to manage these negative or painful emotions is essential to long-term psychological
well-being. However, it should be remembered that psychological well-being can be compromised
when negative emotions last excessively or for too long and interfere with a person's ability to function
in their daily life (Huppert, 2009).
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Although not enough attention is paid to this issue among emerging adults and in the university
setting, the impact of stress on students' well-being and health is well known (Chapell et al., 2005). It
is known that stress affects academic performance and prevents processes such as attention and
concentration, dedication to work, and attendance (Matheny et al., 2008). Therefore, stress has a
negative impact on students' learning (Michie et.al., 2001), cognitive capacities (Deligkaris et al.,
2014), and more importantly, their psychological well-being (Heiman, 2004; Struthers et al., 2000).
has the effect on them if stress becomes chronic, it can lead to burnout syndrome, which includes high
levels of emotional exhaustion, increased depersonalization, and decreased personal satisfaction
(Maslach, 1999).

There are many studies conducted on different samples on the effects of perceived stress on
psychological well-being. For example, Nazir et al. (2020) in their study with medical doctors,
Malinauskas and Malinauskiene (2018) in their study with male athletes, Treharne et al. (2007) in
rheumatoid arthritis patients, Hezomi and Nadrian (2018) in Iranian female adolescents, Malinauskas
and Malinauskiene (2020) in male university students, Smith and Yang (2017) and He et al. (2018)
among prospective nurse university students, Kumar et al., (2020) in emerging adult university
students and Chang et al, (2009) in their study with middle-adult individuals, found a negative
significant relationship between perceived stress and psychological well-being. According to this
general framework, it is thought that the perceived stress of emerging university students may have a
significant negative impact on their psychological well-being.

However, it is possible to talk about many protective factors that can reduce or eliminate the
negative effect of perceived stress, which is a subjective situation, on psychological well-being. Chang
et al., (2009) and Esigiil and Cenkseven-Onder (2017) social problem solving, Strizhitskaya et al.
(2018) emotional resilience of mental health, Gustems-Carnicer et al. (2019) cognitive and behavioral
coping, pointed out that perceived social support functions as a protective factor. It is thought that
another important factor that can act as a protective factor in the effect of perceived stress on
psychological well-being is self-regulation.

Self-regulation refers to the regular exercise of control over oneself in order to adapt
(Zimmerman, 2000) and adapting oneself to the desired standards, namely how one wants to think,
feel and act (Carver and Scheier, 1998; Vohs and Baumeister, 2004) is defined as. From a social-
cognitive perspective, self-regulation involves the production of planned and cyclically adapted
thoughts, feelings, and actions to achieve personal goals in a changing social and physical environment
(Zimmerman, 2000). At its most general level, self-regulation is cognitive, behavioral, and emotional
control that occurs in response to environmental requirements (Carver and Scheier, 1981; Conger and
Simmons, 1998; Scheier and Carver, 1988). Although researchers have examined self-regulation from
various perspectives, the literature clearly shows that self-regulation has important implications for
individual health and well-being, starting early in life (Geldhof et al., 2010). In this framework, since
self-regulation is an important factor that ensures the survival and development of individuals, some
researchers tend to see people's self-regulation capacity as one of the most important qualities that
people can have (Vohs and Baumeister, 2004; Zimmerman, 2000).

From this point of view, there is evidence that self-regulation plays a role in many important
factors in human life. As an example, self-regulation affects children's school readiness (Morrison et
al., 2010), academic achievement in childhood and adolescence (Cabi, 2015; Duckworth et al., 2010),
and long-term health and education (McClelland et.al., 2013). ), self-efficacy, anxiety and academic
achievement (Balat, et al., 2020), burnout (Duru et al., 2014), self-compassion and health (Terry and
Leary, 2011), depression (Strauman, 2002), risky behaviors (Magar et al., 2008), learning strategies
(Weinstein et al., 2011), academic procrastination (Park and Sperling, 2012; Senécal et al., 1995),
autonomy (Carver and Scheier, 2000), dependency (Brown, 1998) and alcohol use (Hull and Slone,
2004).

Based on the research findings given above, it is thought that self-regulation may be related to
perceived stress. Ridder and de Wit (2006) and Vohs and Baumeister (2004) stated that self-regulation,
which is generally defined as the psyche's efforts to control its internal states, processes and functions
in order to reach a higher goal, has a negative effect on stress. It is stated that individuals with high
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self-regulation can better protect themselves against psychological problems when faced with a
stressful situation (Baumeister et al., 1994; Muraven and Baumeister, 2000; Tangney et al., 2004). For
instance, it has been shown that individuals with higher self-regulation consume less alcohol when
exposed to a stressor than individuals with lower self-regulation (Baumeisteret al., 1994; Wills et al.,
2002). Apart from this, studies have revealed the relationship between self-regulation and stress (Cole
etal., 2011; Danaei and Hashemi, 2018; Ramli et al., 2018; Williams et al., 2009; Write, 2018). Despite
the negative relationship between self-regulation and stress, it can be stated that stress can also
negatively affect self-regulation. In this framework, while it has been indicated that stressors can
reduce or deplete the internal source of self-regulation (Hobfoll, 1989; Lepore and Evans, 1996;
Pearlin, 1989), it has been observed that this can lead to greater psychological distress when faced with
subsequent or simultaneous stressors (Ennis, Hobfoll and Schréder, 2000). Also, emotional distress
leads to failure of self-regulation when people try to protect against distress. High levels of distress
can lead to attentional errors, using cognitive shortcuts, or other forms of information processing that
can result in loss of control (Leith and Baumeister, 1996). Therefore, it can be said that self-regulation
and stress can affect each other negatively. It is seen that the role of self-regulation in this relationship
is preventive, and the role of stress is disruptive.

It can be said that another variable that can have a positive impact on self-regulation is psychological
well-being. In a longitudinal study, it was observed that self-regulation positively predicted the self-
regulation beliefs, social skills, and school aptitude test scores, which can positively affect the
psychological well-being of the participants for 10 years or more after the start of the study (Mischel
et al., 1988; Shoda et al., 1990). In addition, individuals with greater self-regulation were found to
cope better with various situations and to deal with disappointments more appropriately. In addition,
according to Carver and Scheier (1998), the first proposition of the concept of self-regulation is that
people can adapt their behavior within the framework of their goals. Such a high-level skill makes it
possible for people to set their goals, monitor their progress, and adjust their actions accordingly. In
addition, it has been stated that self-regulation plays a central role in personal control in human
functioning (Ciarrocchi, 2001). Self-control is a critical component of psychological well-being.
Seligman (1991) stated that low personal control means more eating disorders, suicide attempts,
alcohol, drug, tobacco addiction and an increasing amount of depression in modern societies. Because
of all these elements, it can be said that self-regulation can positively affect the development of
psychological well-being through control. Because of all this, it can be said that self-regulation,
through control, can positively affect the development of psychological well-being, and that self-
regulation skills can have an impact on stress-induced psychological well-being.

Aim of The Study

As a result of the review of the relevant literature, it was seen that there was no study on the
mediating role of self-regulation skill in the effect of perceived stress on psychological well-being.
Determining the mediating role of self-regulation skills will pave the way for the development of
psychological intervention programs on these issues. In this context, the aim of the study is to reveal
whether self-regulation, which acts as a buffer against negative situations, plays a mediating role in
the effect of perceived stress on psychological well-being in emerging adults. Within the framework
of this general purpose, the hypotheses shown in Figure 1 below will be tested.
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Figure- 1. The mediating role of self-regulation in the effect of perceived stress on
psychological well-being in emerging adults

Research Hypotheses:

Hi= The total effect of perceived stress on psychological well-being in emerging adults (c) is
negatively significant.

H>= The direct effect of perceived stress on self-regulation in emerging adults (a) is negatively
significant.

Hs= The direct effect of self-regulation on psychological well-being in emerging adults (b) is
positively significant.

H4= The indirect effect of perceived stress on psychological well-being through self-regulation
in emerging adults (a.b) is negatively significant.

METHOD
Participants

The data of this study were collected from a total of 451 university students, 317 females and
134 males. The ages of the participants ranged from 18 to 28, with an average of 21.57 (1.89). For the
collection of data, permission was obtained from the Social and Human Sciences Scientific Research
and Publication Ethics Committee of Hatay Mustafa Kemal University in line with the decision dated
05.03.2021 and numbered 16. The working group was created with an easy-to-find sampling method
using Google forms in the digital environment. In this method, data is collected from (voluntary)
individuals who are in the immediate vicinity, easy to reach, available at hand, and willing to
participate in the research (Erkus, 2011).

Data Collection Tools

Perceived Stress Scale: Scale, Cohen et al., (1983) was developed by the scale, adapted into Turkish
by Yerlikaya and inang (2007), is a 5-point Likert-type self-evaluation scale consisting of 14 items
and graded as 0 (never) to 5 (very often). Receiving high scores from the measurement tool is
interpreted as high perceived stress. In order to test the validity of the measurement tool, a criterion-
related validity study was carried out. In this framework, the relationships between PSS, Beck
Depression Inventory and State-Trait Anxiety Inventory were calculated. The obtained correlation
coefficients are .65, .56 and .66 in the positive direction, respectively. In the study conducted for the
reliability of the scale, the test-retest reliability coefficient was obtained as .85, while the Cronbach
alpha internal consistency coefficient was obtained as .84; McDonald's omega (o) internal reliability
coefficient was obtained as .90 from the data obtained within the framework of this study.
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Psychological Well-Being Scale: Diener et al. (2009-2010) to measure socio-psychological well-
being as a complement to existing well-being scales. The Turkish adaptation of the scale was done by
Telef (2011; 2013). As a result of the exploratory factor analysis, the total explained variance was
found to be 42%. The factor loads of the scale items were calculated between .54 and .76. In
confirmatory factor analysis, fit index values were found to be RMSEA= 0.08, SRMR=0.04, GFI=
0.96, NFI=0.94, RFI=0.92, CFI=0.95, and IFI=0.95. The Psychological Well-Being Scale is .30 with
autonomy, .53 with environmental dominance, .29 with individual development, .41 with others, .38
with life goals, .56 with self-acceptance, and .56 with total psychological well-being, which are sub-
dimensions of Psychological Well-Being Scales. relationship was found. In addition, a .30 relationship
with autonomy, .69 with competence, .57 with relatedness, and .73 with total need satisfaction, which
are sub-dimensions of the Need Satisfaction Scale, were found. The Cronbach alpha internal
consistency coefficient obtained in the reliability study of the scale was calculated as .80. According
to the test-retest result, there was a high level, positive and significant relationship between the first
and second application of the scale (r=0.86, p<.001). It was determined that the item-total correlations
of the Psychological Well-Being Scale varied between .41 and .63, and the t-values were significant
(p<.001). The items of the Psychological Well-Being Scale are answered between 1 and 7, as | strongly
disagree (1) to I strongly agree (7). All items are expressed positively. Scores range from 8 (strongly
disagree to all items) to 56 (strongly agree to all items). A high score indicates that the person has
many psychological resources and strengths. Although the scale does not provide individual measures
of aspects of well-being, it does provide an overview of positive functioning in different areas that we
believe are important (Diener et al., 2010). McDonald's omega (w) internal reliability coefficient was
obtained as .90 from the data obtained within the framework of this study.

Self-Regulation Scale (SCA): Mezzich et al. (1997) and (Dawes, et al., 1999; Martin et al., 1994)
using similar scales developed by Novak and Clayton (2001) and adapted into Turkish by Celikkaleli
(2019). It is a 4-point Likert-type scale, consisting of 25 items, such as 'Absolutely not true',
'‘Sometimes true', 'Mostly true', 'Always true'. The increase in the total scores obtained by reverse
scoring of the items other than the 10, 11, 12, 13, 14, 15, 16, 17, and 18 items in the measurement tool
is interpreted as an increase in the self-regulation scores of the individuals. As the score from the scale
increases, so does the level of self-regulation. As a result of the confirmatory factor analysis carried
out regarding the construct validity of SARS, it was found that, as in the original scale, it consisted of
a total of 3 sub-factors: 'Emotional Self-Regulation’, 'Behavioral Self-Regulation' and 'Cognitive Self-
Regulation', and that this factor structure had a good fit. values (x%/sd=2.02, GF1=.90, IFI=.92, CFI=.90
and RMSEA=.06). In another validity study, a positive and significant correlation was found between
SARS and Cogpnitive Flexibility Scale (r=.45, p<.01). In reliability studies, the Cronbach alpha internal
consistency coefficient was .82 for the total scale, .75 for the Emotional Self-Regulation subscale, .81
for Cognitive Self-Regulation, and .75 for Behavioral Self-Regulation. In the test-retest reliability
study, it was obtained as .87 for the total scale, .85 for Emotional Self-Regulation, .77 for Cognitive
Self-Regulation, and .76 for Behavioral Self-Regulation. 1-9 on the measuring tool. Items Emotional
Self-Regulation, 10-18. Items Cognitive Self-Regulation, 19-25. Items measure Behavioral Self-
Regulation. McDonald's omega (o) internal reliability coefficient was obtained as .85 from the data
obtained within the framework of this study.

Data Analysis

SPSS 22 and AMOS 23 programs were used in the analysis of the data. Before moving on to
statistical analysis, studies on empty cell analysis, deviant data analysis and whether the data have a
normal distribution were carried out. First of all, it was checked whether there were empty cells in the
data set and the empty cells were filled with the average of the series with the empty cell using the
Replace Missing Values interface in SPSS. Secondly, the presence of deviant data in the data set was
determined by transforming the raw data into standard z-scores. Accordingly, it was checked whether
the z values obtained changed between +3 and -3. Since there is no data outside these limits, no data
was excluded from the analysis. Finally, it was decided whether the data set was normally distributed
or not by looking at the Skewness and Kurtosis coefficients of the data. Accordingly, the values for
perceived stress are .267--.312; -1.279-1.535 for psychological well-being and -.206--.066 for self-
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regulation (See Table 1). Since these values vary between -1.96 and +1.96, it can be said that the data
have a normal distribution. After these analyzes of the data, the Pearson Product-Moment Correlation
Coefficient (r) was calculated and analyzed in order to determine the relationships between the
research variables. In addition, Bootstrapping (resampling) method was used to determine whether
self-regulation has a mediating role in the effect of perceived stress on psychological well-being in
emerging adults. This method involves obtaining a large number of samples based on the original
sample. As with the original data in the theoretical model proposed by the researchers, the analysis is
repeated in each resampling sample. In this context, the fact that the finding obtained from the original
sample of the research is between the lowest and the highest findings obtained from the reconstructed
samples and is in the same direction will cause the finding to be more reliable and lower Type | error.
Hayes (2009) states that the number of resamples should be 5000 in order for these studies to yield
reliable results. While deciding whether self-regulation (mediator variable) has a mediating role in the
effect of perceived stress (independent variable) on psychological well-being (dependent variable), it
was decided whether the direct effect of the independent variable on the dependent variable and the
indirect effect through the mediator variable were significant. Accordingly, if both the direct and
indirect effects of the independent variable on the dependent variable are significant, 'partial
mediation’; If the direct effect becomes meaningless and the indirect effect remains significant, we can
speak of a “full mediation” role.

FINDINGS

In this section, the findings obtained within the framework of the research hypotheses are
given.

The descriptive findings regarding the variables of the study and the relationships between the
variables are given in Table 1.

Table-1. Descriptive findings and correlation coefficients of research variables

Variables X Ss 1 2 3 o Skewness Kurtosis
1-Perceived Stress 46.01 8.61 1 .90 .267 -312
2-Psychological Well-being 42.06 8.78  -.25** 1 .90 -1.279 -1.535
3-Self-Regulation 73.31 10.23 -44** 38** 1 .85 -.206 -.066

N= 451, ** p<.01

The relationships between perceived stress, psychological well-being and self-regulation in
adults and descriptive findings related to these variables are given in Table 1. Accordingly, there are
negative significant relationships between perceived stress and psychological well-being (r= -.25,
p<.01) and self-regulation (r= -.44, p<.01). On the other hand, a significant positive correlation was
found between psychological well-being and self-regulation (r= .38, p<.01).

Figure 2 shows whether self-regulation plays a mediating role in the effect of perceived stress
on psychological well-being in emerging adults.

Self-regulation

- 44k 34

Perceived _25%%(10* sychological Well-
Stress : : Being

Figure-2. The mediating role of self-regulation in the effect of perceived stress on psychological
well-being




74

As can be seen in Figure 2, the overall effect (c) of perceived stress on psychological
well-being is significant in the negative direction (p= -.25, 95% Cl=-.34, -.17). On the other
hand, the direct effect of perceived stress on self-regulation (a) was also negatively significant
(B=-.44, 95% Cl=-.52, -.37). In contrast, the effect of self-regulation on psychological well-
being (b) was positively significant (=.34, 95% CI=.28, -.41). The direct effect (c') of
perceived stress on psychological well-being is negatively significant (f= -.10, 95% CI=-.20,
-.02). Finally, the indirect effect (a.b) of perceived stress on psychological well-being, through
self-regulation, is negative meaning (B= -.15, 95% CI= -.19, -.12). As a result, it is seen that
both the direct effect of perceived stress and the indirect effect through self-regulation on
psychological well-being are significant. Accordingly, it can be said that self-regulation plays
a partial mediating role in the effect of perceived stress on psychological well-being.

The path coefficients and bootsrapping confidence intervals for the total, direct and
indirect effects between the variables are given in Table 2.

Table-2. Total, direct, indirect effects of perceived stress on psychological resilience and
bootsraping confidence intervals in emerging adults
Total Effect  Direct Effect Direct Effect

T Decisi
ypes (% 95 CI) (% 95 CI) (% 95 Cl) ecision
. . -.25** -.10** -.15**

Psychological Perceived k] 7k oAk _ (%Y (. Q%% _ 1% 5

wellbeing  © Stress (-.34%* - 17*%)  (-.20%* -.02%) (-.19%*, -.12**) 2
e

Self- - Perceived - 44** §

regulation Stress (-.52**, - 37**) T

Psychological - Self- 34%* E

well-being regulation (.28**, .41**)

**p<01

As it can be seen when Table 2 is examined, the total, direct and indirect effects of perceived
stress on psychological well-being are significant. As a result, it is seen that self-regulation plays a
mediating role in the effect of perceived stress on psychological well-being.

DISCUSSION, CONCLUION AND SUGGESTIONS

In this study, it was investigated whether self-regulation plays a mediating role in the effect of
perceived stress on psychological well-being in emerging adult university students. For this purpose,
many hypotheses have been tested. According to the first hypothesis tested, the hypothesis that “the
total effect of perceived stress on psychological well-being (c) is negative in emerging adults” was
confirmed. Accordingly, the stress perceptions of adults who appear as university students have a
negative effect on their psychological well-being. In other words, perceived stress negatively affects
the psychological well-being of emerging adults. This finding is in line with the findings of the study
conducted with adults who appear as university students. For example, Bernstein and Chemaly (2017),
in their study with university freshmen, stated that students who reported low levels of perceived stress
had a high level of psychological well-being. There is a negative and significant relationship between
stress and psychological well-being in university students (Durand-Bush et al., 2015; Elliot et al.,
2011). Liand Hasson (2020), who systematically evaluated the studies conducted with nurse candidate
university students, determined that perceived stress had a negative effect on psychological well-being.
In a study conducted by Esigiil and Cenkseven-Onder (2017), they found a negative significant
relationship between university students' perceived stress levels and psychological well-being. Bono
et al. (2020) found a negative significant relationship between perceived stress and psychological well-
being in a similar sample study. Hepburn et al. (2021) found a negative and significant relationship
between perceived stress and subjective well-being in their study with individuals receiving teacher
education. Costescu et al. (2018) found a negative and significant relationship between the perceived
stress and psychological well-being of first-year university students. Various studies have investigated
the lack of social and family support during the university period (YYamada et al., 2014), homesickness
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(Poyrazli and Lopez, 2007), adjustment difficulties (Buzoianu et al., 2016; Hardeman et al., 2016) and
academic accepts difficulties (Goebert et al, 2009; Mahmoud et al, 2012) as risk factors for stress in
students. Ceri and Cicek (2021) stated that there is a negative significant relationship between the
stress and psychological well-being of adults with and without health workers. All of these may cause
students to experience higher stress, loss of social contacts and a decrease in their quality of life (Huhn
et al, 2016), and all these negative experiences may also negatively affect their psychological well-
being. In other words, it can be said that the high level of negative experiences of individuals — students
adversely affect the psychological well-being processes.

Secondly, the hypothesis that “The direct effect of perceived stress on self-regulation in
emerging adults (a) is negatively meaningful” was confirmed. In other words, it can be said that the
perceived stress of emerging adults negatively affects their use of self-regulation skills. According to
Ramli et al. (2018) reported that there is a significant relationship between the academic stress
experienced by university students and their self-regulation skills. This is supported by previous
research indicating that high levels of stress are negatively associated with executive functions such
as self-regulation (Orem et al., 2008). Another finding showed that higher levels of perceived stress
restricted students' ability to use executive functioning skills such as critical thinking strategies for
complex action and engaging in goal-directed behavior overrides their emotional responses (Williams
etal., 2009). In another study conducted with university students, Danaei and Hashemi (2018) revealed
that there are negative significant relationships between perceived stress and self-regulation. Crescioni
(2012) stated in his study with university students that perceived stress has a disruptive effect on self-
regulation. There is a negative and significant relationship between stress and self-regulation in
university students (Durand-Bush et al., 2015). Therefore, the stress that can be experienced during
the university period, when there are many factors that can create a source of stress, may have had a
negative effect on self-regulation skills by preventing or weakening students' ability to use their
emotional, social, and cognitive processes effectively.

Third, the hypothesis that “The direct effect of self-regulation on psychological well-being (b)
is positively significant in emerging adults” was also confirmed. Accordingly, it can be said that self-
regulation positively affects the psychological well-being of individuals. Higher self-regulation is
associated with higher levels of psychological well-being, including good mental health, the ability to
maintain effective social relationships, and adaptive functioning at home or school (Buckner et al.,
2009). There is a positive and significant relationship between self-regulation and psychological well-
being in university students (Durand-Bush et al., 2015). The self-regulation process goes beyond
describing how we deal with challenges and strive for optimal functioning; It also fixes our
dysfunctions. Vohs and Baumeister (2004) reported that many of the problems we encounter on a daily
basis include the inability to self-regulate effectively. In line with this finding, it can be said that
university students who have mental health and well-being problems may not be able to effectively
manage personal behaviors, thoughts, and emotions compatible with achieving the desired positive
results consistently; in other words, they may have low and/or ineffective self-regulation skills. In the
same light, college students who effectively regulate themselves through harmonious well-being and
harmony may be more likely to be more likely to use strategies that facilitate performance on a daily
basis to maintain adequate levels of mental health and well-being in the face of challenges (for
example, academic and life-related stress) (Durand-Bush et al. al., 2015).

The final hypothesis of this study, “The direct (c') and indirect (a.b) effects of perceived stress on
psychological well-being through self-regulation in emerging adults are negatively significant” was
accepted. This finding indicates that self-regulation partially mediates the effect of perceived stress on
psychological well-being. In a study conducted by Esigiil and Cenkseven-Onder (2017), the mediating
role of social problem-solving skills was examined in the effect of perceived stress on psychological
well-being, and it was seen that social problem-solving skills played a partial mediating role in this
relationship. According to the results of a systematic review by Li and Hasson (2020) on the
relationship between stress levels and psychological well-being of prospective nurse university
students, stress is a part of nursing students' life, and it is a factor that affects their psychological well-
being. In this study, it was stated that psychological resilience is an important variable as a strategy for
coping with this undesirable situation, and therefore more studies should be done to help nurse
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candidate students develop this skill. In another study, the moderator role of optimism in the effect of
perceived stress on psychological well-being in university students was examined and it was seen that
optimism regulates this relationship according to the findings (Chang, 1998). Kum et al. (2020) in their
study examining the moderating role of proactively coping with stress in the relationship between
perceived stress and psychological well-being in emerging adults, revealed that the effect of perceived
stress on psychological well-being of those who stated that they coped proactively with stress
decreased. Chang et al. (2009) found a significant negative relationship between perceived stress and
psychological well-being in their study with middle-adult individuals and showed that social problem
solving assumed a partial mediation role in the relationship between these two variables. Lee (2016),
in his study with university students, found that those who use coping styles with high levels of
problem-solving and low levels of avoidance in coping with stress have a lower effect of stress on
psychological well-being. Vermaas (2010), in his study with adults, stated that perceived social
support, especially perceived social support from the family, functions as a protective/preventive factor
in the effect of stress on psychological well-being. According to the findings of this study, it is
concluded that emerging adults should have self-regulation skills in order to prevent the stress they
perceive from adversely affecting their psychological well-being. Finally, it can be said that the self-
regulation skills of emerging adulthoods have a protective quality to their psychological well-being
levels from stressors.

Despite the findings, this study has some limitations. For example, obtaining data from online
environments may have limited the validity of the findings by causing the participants not to show the
same care they showed while collecting face-to-face data. In addition, the difference between the
number of men and women brought another limitation to the findings. According to the findings and
interpretations, the following recommendations are presented.

1- It is known that self-regulation and social problem solving partially mediate the effect of
perceived stress on psychological well-being. Therefore, new studies that examine the mediating role
of factors such as locus of control, resilience, psychological flexibility, optimism and hope can be
planned.

2- Since the direct effect of stress on psychological well-being has been revealed by many
research findings, psycho-educational studies that can improve the coping skills of emerging adults
with stress can be carried out.

3- Based on the fact that university life contains many stress factors, remedial and/or
development studies can be carried out on structural issues such as housing, transportation, and raising
low living standards, which can be a source of stress for student.

4- Self-regulation had a negative effect on the effect of perceived stress level on psychological
well-being in emerging adults. In other words, self-regulation skills contribute to psychological well-
being despite perceived stress. Therefore, activities that will improve self-regulation skills can be
included in university programs.
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Ozet

Psikolojinin pozitif yoniiniin dnemli kavramlarindan biri olan psikolojik iyi olma ve buna etki eden faktérler giin
gectikce daha ok arastirmaya konu olmaktadir. Bu cercevede caligmanin amaci beliren yetiskin {iniversite
ogrencilerinin algiladiklar1 stresin psikolojik iyi olma Uzerindeki etkisinde 6z-diizenlemenin aracilik rolii
tistlenip tistlenmedigini ortaya koymaktir. Calismanin verileri 317°si kadin, 134’0 erkek toplam 451 {iniversite
ogrencisinden (yas araligi 18-28; ortalamasi=21.57, ss=1.89) toplanmistir. Veri toplama araglar1 olarak,
Algilanan Stres Olgegi, Psikolojik Tyi Olma Olgegi ve Oz-Diizenleme Olgegi kullanilmistir. Verilerin analizinde
SPSS 22 ve AMOS 23 paket programlari kullanilmistir. Verilerin analiz 6ncesinde normal dagilim gosterdigi
belirlenmistir. Arastirma sonucunda algilanan stres ile psikolojik iyi olma ve 6z-diizenleme arasinda negatif
yonde anlaml1 iliskiler-bulunmustur. Oz-diizenlemenin algilanan stresin psikolojik iyi olma iizerindeki etkisinde
ise kismi aracilik yaptigi goriilmiistiir. Elde edilen bulgular alan yazini 1s18inda tartisilmig, yorumlanmis ve
bulgulara gore 6nerilerde bulunulmustur.

Anahtar kelimeler: stres; algilanan stres; psikolojik iyi olma; 6z-diizenleme

GIRIS

Giindelik yasamda ve bilim diinyasinda nedenleri ve sonuglart hakkinda en ¢ok konusulan
kavramlardan biri olan stres, fizyolojik ve psikolojik saglik acisindan oynadigi rol nedeniyle uzun
yillardir bilim insanlariin dikkatini ¢eken 6nemli bir psikolojik degiskendir. Stres herhangi bir gelisim
donemine 6zgii olmayip yasamin tiim asamalarinda yaygin olarak karsilasilan bir durum olmakla
birlikte, her gelisim déneminin kendine 6zgii stres kaynaklar1 bulunmaktadir. Bu gergevede 6nemli bir
gelisim donemine denk gelen iniversite yasami da evden ayrilma, yasamin sorumlulugunu alma,
yalnizlik, akademik ve ekonomik sorumluluk gibi 6znel stres kaynaklarmna sahiptir (Dill ve Henley,
1998). Gergeklestirilen bir ¢alismada, iiniversite 6grencilerinin, genel niifusa oranla siirekli olarak
yiiksek stresin yasandigi bir donemde olduklar1 (Geng vd., 2016) belirtilmistir. Benzer bir bicimde
iiniversite 6grencileri arasinda artan stres tepkileri, iniversite kampiislerinde yaygin olarak goriinen
bir konu haline gelmistir (Misra vd., 1997). Diinya ¢apinda, tiniversite 6grencileri okul yillarinda
onemli duygusal, zihinsel, fiziksel ve sosyal zorluklarla karsi karsiyadir (Mahmoud vd., 2012;
Yorgason vd., 2008). Bunlardan dolay1 tiniversite 6grencisi beliren yetiskinlerin bu donemlerinde
yasadiklar1 stres ve stresin etkilerine yonelik c¢aligmalarin yapilmasinin gerekliligi 6n plana
cikmaktadir.

Stresin psikolojik agidan degerlendirildiginde, insanlarin deneyimleri, inanglari, kisilikleri,
genetik faktorleri ve sosyal cevreleri gibi belirli bireysel faktorlere bagli olarak ayni stresli olaylara
farkli tepkilerinde biribirinde farklilagtiklar1 bilinmektedir. Bu nedenle psikolojik stres, birey ve ¢evre
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arasindaki, bireyin kaynaklarini zorlayan veya agan ve onun iyilik halini tehlikeye atan bir iligki olarak
kabul edilebilmektedir (Lazarus ve Folkman, 1984). Dolayisiyla stresin, birey-cevre etkilesiminde
kisinin iyi uyumunu tehlikeye diisiiren ve mevcut kaynaklarmi zorlayan ya da asan talepler
(Folkmanvd., 1986) bigiminde tanimlamak miimkiindiir. Diinya Saglik Orgiitii’ne gore, strese bagh
psikiyatrik bozukluklar, diinya ¢apinda bulasici olmayan en yaygin ikinci saglik sorunudur (Murray
vd., 2012). Bu durumu destekler nitelikteki arastirma bulgularinda, algilanan stresin fizyolojik saglikla
ilgili sikayetler (Wiklund vd., 2012), daha fazla ruhsal saglik belirtileri (Thorsen vd., 2016) ve 6zellikle
yiiksek kaygi ve depresyonla (Bergdahl ve Bergdahl, 2002) giiglii bir sekilde iliskili oldugu ortaya
konulmustur. Ayrica, bir¢cok kanser tiirli, diyabet, kardiyovaskiiler hastalik, astim ve romatoid artrit
(eklem romatizmasi) dahil (Cohen vd., 2007; Johnson vd., 2002) ciddi saglik sorunuyla iliskili
olduguna yonelik kanitlar bulunmaktadir (Cohen vd., 1993; Dougall ve Baum, 2001). Bunlarin
yaninda, algilanan stres ve Ozgilin saglik sikayetleri arasinda da pozitif yonde iliskiler de
gozlemlenmistir (Hjern vd., 2008; Torsheim ve Wold, 2001). Son dénemlerde yapilan ¢alismalarda
ise Ozellikle giiniimiiz kosullarinda yasanan en biiyiik saglik sorunu olan COVID-19 pandemi
déneminde yapilan ¢alismalarla, algilanan stresin, hastanede yatan COVID-19 hastalarinda ve sosyal
olarak izole edilmis insanlarda kaygi ve depresyon ile pozitif iligkili oldugu ve benzeri gériilmemis bu
kriz sirasinda pandemiye yonelik 6znel tehdit degerlendirmesinin yasanan psikolojik sorunlardaki
potansiyel roliinii ortaya konmustur (Zandifar vd., 2020; Xu vd., 2020). Tim bu bulgular, stresin hem
saglik bilimlerinde hem de psikoloji alaninda neden bu kadar 6nemli bir degisken olarak ele alindigini
acikca ortaya koymaktadir.

Stresin 6nemine yonelik bu kadar tespit olmasina ragmen evrensel olarak iizerinde anlasmaya
varilan bir tek stres tanimi yapmak oldukca zor gibi gériinmektedir. Martin ve Brantley (2002) stresin
bir¢ok taniminin olmasinin, stres arastirmacilari arasinda anlagsmazliklar yaratarak, stresin evrensel
olarak kabul edilen bir yap1 olmasini engelledigini, ifade etmislerdir. Bu durumun diger bir nedeninin
de stres kavraminin yeterince tanimlanamayacak kadar genis ve belirsiz bir yap1 oldugu, bunun sonucu
olarak da farkli stres kuramlarinin ortaya ¢ikmasina neden oldugu goriilmektedir. Cohen ve Kessler
(1997) ve Kopp vd. (2010) bunun nedenin arastirmacilardan bazilarinin stresin “gevresel stres
kaynaklarina veya yasam olaylarina” bazilarmin “psikolojik, 0znel stres degerlendirmesini ve
duygusal tepkileri degerlendirmesine” ve bazilarmin da stresin “biyolojik, stres yanitinda yer alan
fizyolojik sistemlerin aktivasyonunun degerlendirilmesine” odaklanmalarindan kaynaklandigini
belirtmislerdir. Sonu¢ olarak calisilan alana uygun tamim yapmanin daha uygun olabilecegi
gorulmektedir.

Bir olay ya da durumun stres yaratan bir durum olarak degerlendirilmesi igin algisal siiregler
araciligiyla stres durumu olarak algilanmasi gerekmektedir (Lazarus, 1966; Lazarus veFolkman,
1994). Stres yaratan faktorlerin etkisi, (a) stres kaynagmnin tehdit edici veya talepkar olarak algilanmasi1
ve (b) stres kaynagini yonetmek igin gerekli ve uygun kisisel kaynaklarin eksikligi ile iligkilidir
(Lazarus, 1966). Bir durumun stres kaynagi olarak degerlendirilip degerlendirilmeyecegine iliskin
olarak iki degerlendirme siireci tanimlanmustir (Lazarus ve Folkman 1984). Bu sureclerden ilki, stres
yaratan durumun birey i¢in de anlam tasidiginin degerlendirildigi siirectir. Bu siirecte stresor kisi
tarafindan zarar/kayip, tehlike ve meydan okuma bigiminde degerlendirilebilmektedir (McGowanvd.,
2006). Ik degerlendirme siirecinden sonra devreye ikincil degerlendirme siireci girmektedir. Burada
birey tehdit algis1 durumunda neler yapabilecegine iliskin sahip oldugu potansiyel kaynaklarini
degerlendirmeye almaktadir (Carver ve Scheir, 1998). Burada amag stresdriin olasi yararlarimi
arttirmaya; zararlarini ise ortadan kaldirmaya veya streoriin listesinden gelmeye yonelik sahip olunan
kaynaklar1 degerlendirmektir. Kisinin stresor karsisinda stres yasayip yagamayacagi, birincil ve ikinci
degerlendirme arasindaki dengenin nasil olustuguna bagl olarak ortaya ¢ikmaktadir. Bu stres tanima,
bireyin &zelliklerini ve g¢evresel olayin dogasim dikkate alarak 6zne ve cevre arasindaki iliskiyi
vurgulamaktadir. Bu nedenle, bireysel kapasiteye bakmadan psikolojik stresi bir tepki olarak tahmin
etmenin nesnel bir yolu bulunmamaktadir.

Kisiye 0zgli bir durum olsa da bir stresdre maruz kalma veya bdyle bir degerlendirme
yapmanin bir¢ok olumsuz sonucu olabilmektedir. Lazarus ve Folkman’a (1994) gore, stres faktorlerine
artan maruz kalma, fiziksel ve psikolojik agodan sagligin bozulma olasiliginin arttirabilmektedir.
Ornegin, cesitli stres faktorlerine (fiziksel ve psikolojik) maruz kalma akut ve kronik sorunlara,
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hipotalamus-hipofiz adrenal ekseninin islev bozuklugu dahil olmak iizere zararh birgok etkilere neden
olabilmektedir (Cohen vd., 1993). Schiffrin ve Nelson (2010) {iniversite 6grencileriyle yaptiklar
caligmada algilanan stresin mutlulugu negatif yonde yordadigini bulmuslardir. Bir bagka ¢aligmada
algilanan stresin tiniversite 6grencilerinde yasam doyumu ve psikolojik dayaniklilik {izerinde negatif
yonde etkili oldugu ortaya konulmustur (Abolghasemi ve Varaniyab, 2010). Algilanan stresin sigara
icme davranisi lizerindeki etkisinin incelendigi ¢aligmada ise stresin sigara icme davranigini pozitif
yonde yordadigi goriilmiistiir (Naquin ve Gilbert, 1996). Moeini vd. (2008), tiniversite 6grencilerinde
algilanan stresin ru saghigiyla negatif yonde anlaml bir iliski sergiledigi rapor edilmistir. Ozetlemek
gerekirse, algilanan stresin olumsuz psikolojik faktorleri tetikledigi veya daha da kotii bir bigimde
ortaya ¢ikmasinda rol oynadigi soylenebilir. Bu genel ¢ergcevede bu kadar olumsuz psikolojik faktorde
rol oynayan algilanan stresin insanlar1 pozitif yondeki islevselliginin en 6nemli gostergelerinden biri
olan psikolojik iyi olmayla da iligkili olabilecegi diisiiniilmektedir.

Psikolojik iyi olus, ilk olarak olumlu duygularin, olumsuz duygulardan daha fazla yaganmasi
olarak tanimlanmustir (Bradburn, 1969). Giiniimiizdeki kullanimina uygun tanimi ise 6 alt boyutta ele
alimmaktadir. Bunlar; kendini kabul, bireysel gelisim, yasam amaci, diger insanlarla olumlu iligkiler,
¢evreye hakim olma ve 6zerkliktir. Bireyin psikolojik iyi olusu bu alt1 boyuta iliskni becerilere sahip
olmasiyla iligkilidir (Ryff ve Keyes, 1995). Son yillarda, psikolojik veya fizyolojik islev
bozukluklarina yapilan vurgudan, iyi olmaya ve olumlu ruh sagligina odaklanan aragtirmalara gegise
taniklik etmek miimkiindiir. Ciinkii psikolojik iyi olus yasamin iyi gitmesiyle ilgilidir ve kendini iyi
hissetme ile etkin bir sekilde isleyisin birlesimidir (Huppert, 2009). Ruh sagligindaki bu paradigma
kaymasi, mevcut psikolojik arastirmalarda Ozellikle belirgindir (Argyle, 1987; Diener, 1984;
Kahneman, 1999; Ryff ve Singer, 1998a; Seligman, 1991; 2002). Aym zamanda bu konu sosyal bilim
insanlarinin, ekonomi alaninin ve politikacilarin da tizerinde durdugu bir konu olmustur (Huppert,
2009; Layard, 2005; Marks ve Shah, 2005; Marmot vd., 1997, Mulgan, 2006). Bu olumlu bakis agisi,
sagligin “yalnizca hastalik veya sakatligin olmayisi degil, fiziksel, zihinsel ve sosyal yonden tam bir
iyilik hali” olarak tanimlandig1 Diinya Saglik Orgiitii'niin tiiziigiinde de yer almaktadir (DSO, 1948).
Daha yakin siiregte, Diinya Saghk Orgiitii bu ¢er¢evede olumlu yondeki (pozitif) ruh sagiligimi “bireyin
kendine Ozgii yeteneklerini gergeklestirebildigi, yasam igerisindeki normal stres durumlariyla bas
edebildigi, verimli ve iiretken sekilde ¢aligabildigi iyilik hali ve iginde bulundugu topluma katkida
sunabilme” (DSO, 2001) bigiminde tanimlanustir:

Bu nedenlerle yalnizca saglikla ilgili davranislarinin olumsuz sonuclarina asir1 odaklanmak,
optimal insan deneyimleri, islevsellik ve saglik konusundaki anlayisimizi sinirlayacaktir (Ryan ve
Deci, 2001; Disabato vd., 2016). Psikolojik iyi olma, iyi olma ve mutlulugun temel alt1 yoniinii
icermektedir: dzerklik, cevreye hakimiyet, kisisel diizeyde gelisim, digerleiyle olumlu iligkiler, yasama
ilisgkin amag ve kendini kabul edebilme (Ryff ve Keyes, 1995). Bunlarin yaninda iyi hissetme kavramu,
yalnizca olumlu mutluluk ve memnuniyet duygularimi degil, aym1 zamanda ilgi, baghlik, giiven ve
sefkat gibi duygular1 da icermektedir.

Stirdiiriilebilir iyi olus, bireylerin her an ve her kosulda iyi hissetmeleri anlamina
gelmemektedir. Hayal kirikhigi, {iziintii, keder, basarisizlik, stres gibi elem veren duygular, yagamin
icerisindedir ve bu olumsuz duygular1 yonetebilmek uzun vadeli psikolojik iyilik hali i¢in oldukca
onemlidir. Bununla birlikte unutulmamasi gereken bir durum var ki, yaganan olumsuz duygular yogun
veya gereginden fazla siirdiiglinde ve bir kisinin gilinlik yasaminda islev gérme yetenegini
engellediginde, psikolojik iyi olma durumu tehlikeye girebilmektedir (Huppert, 2009).

Universite dgrencisi beliren yetiskinlerde ve {inivesite ortammda bu konuya yeterince ilgi
gosterilmemesine ragmen, stresin 6grencilerin iyiligi ve saghgi lizerindeki etkisi iyi bilinmektedir
(Chapell vd., 2005). Stresin akademik performans: etkiledigi, dikkat ve konsantrasyon, ¢alismaya
kendini adama ve derse devam etme gibi siiregleri engelledigi bilinmektedir (Matheny vd., 2008). Bu
nedenle stres, 6grencilerin 6grenmesi tizerinde (Michie vd., 2001), bilissel kapasiteleri (Deligkaris vd.,
2014) ve daha da 6nemlisi psikolojik iyi oluslar1 (Heiman, 2004; Struthers vd., 2000) izerinde olumsuz
bir etkiye sahiptir. Stres kronik hale gelirse, yiiksek diizeyde duygusal tiikenme, duyarsizlagsmada artis
ve kisisel tatminde azalma igeren tilkenmiglik sendromuna yol agabilir (Maslach, 1999).



87

Psikolojik iyi olma iizerinde algilanan stresin etkilerine yonelik farkli 6rneklemler iizerinde
yapilmis bircok ¢alisma bulunmaktadir. Ornegin, Nazir vd.. (2020) tip doktorlariyla yaptiklari
caligmada, Malinauskas ve Malinauskiene (2018) erkek atletlerle yaptiklar1 ¢aligmada, Treharne vd.
(2007) eklem romatizmasi hastalartyla, Hezomi ve Nadrian (2018) iranli kadmn ergenlerde,
Malinauskas ve Malinauskiene (2020) erkek Universite 6grencileriyle, Smith ve Yang (2017) ve He
vd. (2018) hemsire aday1 tniversite 6grencilerinle, Kumar vd. (2020) beliren yetigkin tiniversite
ogrencileriyle ve Chang vd. (2009) orta yetiskinlik donemindeki bireylerle yaptiklar1 galigmada
algilanan stres diizeyi ile psikolojik iyi olma arasmmda negatif yonde anlamli bir iligkiler elde
etmislerdir. Bu genel gerceveye gore, iiniversite 6grencisi beliren yetiskinlerinin algiladiklar1 stresin
psikolojik iyi olmalar1 {izerinde negatif yonde anlamli bir etkisinin olabilecegi diisiiniilmektedir.

Ancak, 6znel bir durum olan algilanan stres diizeyinin psikolojik iyi olma hali Uzerindeki
negatif yondeki etkisini azaltabilecek veya ortadan kaldirabilecek bir¢ok koruyucu faktorden soz
etmek mikindur. Chang vd. (2009) ve Esigiil ve Cenkseven-Onder (2017) sosyal problem ¢ozmenin,
duygusal saglamliligin, ruh saghiginin, Gustems-Carnicer vd. (2019) bilissel ve davramgsal basa
cikmanin, algilanan sosyal destegin koruyucu bir faktdr olarak islev gordiigiinii ifade edilmislerdir.
Algilanan stresin psikolojik iyi olma iizerindeki etkisinde koruyucu olarak islev gorebilecek diger
6nemli bir faktoriin 6z-diizenleme olabilecegi diistiniilmektedir.

Oz-diizenleme bireyin uyum saglamak i¢in kendi iizerinde diizenli olarak kontrol uygulamas1
(Zimmerman, 2000) ve kendi kendini ulagilmak istenilen standartlara, yani kisinin kendisini nasil
diistinmek, hissetmek ve davranmak istiyorsa buna uygun hale getirmesi (Carver ve Scheier, 1998;
Vohs ve Baumeister, 2004) olarak tanimlanmaktadir. Sosyal-bilissel bakis agisina goére ise 0z-
diizenleme, degisen sosyal ve fiziksel ¢cevrede kisisel hedeflere ulasmak i¢in planlanmis ve dongiisel
olarak uyarlanmis diisiince, duygu ve eylemlerin iiretilmesini igermektedir (Zimmerman, 2000). En
genel diizeyinde 6z diizenleme, ¢evresel gerekliliklere yanit olarak ortaya ¢ikan bilissel, davranigsal
ve duygusal kontroldir (Carver ve Scheier, 1981; Congerve Simmons, 1998; Scheierve Carver, 1988).
Arastirmacilar, ¢esitli bakis agilarindan 6z diizenlemeyi incelemis olsalar da alan yazin, 6z
diizenlemenin yasamin erken donemlerinde baslayarak bireysel saglik ve iyi olma igin énemli etkileri
oldugunu agik¢a gostermektedir (Geldhof vd., 2010). Bu gercevede 6z-diizenleme bireylerin hayatta
kalmasini ve gelismesini saglayan onemli bir faktor olmas1 nedeniyle, bazi arastirmacilar insanlarin
kendi kendini diizenleme kapasitesini insanlarin sahip olabilecegi en 6nemli niteliklerden biri olarak
gorme egilimindedirler (Vohs ve Baumeister, 2004; Zimmerman, 2000).

Buna paralel olarak 6z-diizenlemenin insan yasaminda 6nemli birgok faktorde rol oynadigina
iliskin kamtlar bulunmaktadir. Ornegin, 6z-diizenlemenin ¢ocuklarda okula hazir olma (Morrison vd.,
2010), cocukluk ve ergenlik donemindeki akademik basar1 (Cabi, 2015; Duckworth vd., 2010) ve
uzun vadede saglik ve egitim (McClelland vd., 2013), 6z-yeterlik, kaygi ve akademik basar1 (Balat
vd., 2020), tikenmislik (Duru vd., 2014), 6z-sefkat ve saglik (Terry ve Leary, 2011), depresyon
(Strauman, 2002), riskli davraniglar (Magar, Phillips ve Hosie, 2008), 6grenme stratejileri (Weinstein
vd., 2011), akademik erteleme (Park ve Sperling, 2012; Senécal vd., 1995), 6zerklik (Carver ve
Scheier, 2000), bagimlilik (Brown, 1998), alkol kullanimi (Hull ve Slone, 2004) ile iliskisi ortaya
konulmustur.

Oz-diizenlemenin, yukarida verilen arastirma bulgularmdan yola ¢ikarak, algilanan stres ile
iligkisinin olabilecegi diisiiniilmektedir. Ridder ve de Wit (2006) ve VVohs ve Baumeister (2004), genel
olarak psisenin daha yiiksek bir hedefe ulagsmak amaciyla i¢sel durumlarini, siireclerini ve iglevlerini
kontrol etme ¢abalar1 olarak tanimlanan 6z-diizenlemenin stres tzerinde negatif yonde etkili bir faktor
oldugunu belirmislerdir. Oz diizenlemesi yiiksek bireylerin, stresli bir durumla karsilastiklarinda
kendilerini psikolojik sorunlara karsi daha iyi koruyabildikleri belirtilmektedir (Baumeister vd., 1994;
Tangney, Baumeister ve Boone 2004). Ornegin, daha fazla 6z diizenlemeye sahip bireylerin, bir strese
maruz kaldiklarinda, daha diisiik 6z diizenlemeye sahip bireylere gore daha az alkol tukettikleri
gosterilmistir (Baumeister vd., 1994; Wills vd., 2002). Bunun disinda yapilmis ¢alismalarda o6z-
diizenlemenin stresle iligkisi ortaya konulmustur (Cole vd., 2011; Danaei ve Hashemi, 2018; Ramli
vd., 2018; Williams vd., 2009; Write, 2018). Oz-diizenlemenin stresle negatif yondeki iliskisine karsin,
stresin de 0z-diizenlemeyi negatif yonde etkileyebilecegi ifade edilebilir. Bu gergevede stresorlerin,
0z-diizenlemenin i¢sel kaynagin azaltabilecegi veya tiiketebilecegi belirtilmisken (Hobfoll, 1989;
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Leporeve Evans, 1996; Pearlin, 1989), bunun da daha sonraki veya eszamanli stresorlerle
karsilasildiginda daha biiyiik psikolojik sikintiya yol agabildigi goriilmiistiir (Ennis vd., 2000). Ayrica,
yaganan duygusal sikintilar, 0Ozellikle stres durumlarinda 6z diizenleme basarisizligina yol
acabilmektedir. Yiiksek diizeyde sikinti, dikkat hatalarma, biligsel kisayollar kullanmaya veya
kontrolii kaybetmeyle sonuglanabilecek diger bilgi isleme tarzlarina yol agabilmektedir (Leith ve
Baumeister, 1996). Dolayisiyla, 6z-diizenleme ve stresin birbirlerini negatif yonde etkileyebilecegi
sOylenebilir. Bu iliskide 6z-diizenlemenin roliiniin 6nleyici, stresin roliiniin ise bozucu oldugu
gorilmektedir.

Oz-diizenlemenin {izerinde pozitif yonde etkili olabilecegi diger bir degiskenin de psikolojik
iyi olma oldugu sdylenebilir. Gergeklestirilen bir boylamsal ¢alismada 6z-diizenlemenin g¢aligma
basladiktan sonraki 10 y1l ve daha fazla siirede katilimcilarin psikolojik iyi olmalarini olumlu yénde
etkileyebilen yetkinlik inanglarini, sosyal becerilerini ve okul yetenek testi puanlarini pozitif yonde
yordadigi gorilmiistiir (Mischel vd., 1988; Shoda vd., 1990). Ayrica, daha fazla 6z diizenleme
yetenegine sahip bireylerin, ¢esitli durumlarla daha iyi basa ¢iktiklar1 ve hayal kirikliklariyla daha
uygun bir bigimde basagiktiklar1 gériilmiistiir. Ayrica, Carver ve Scheier’e (1998) gore 6z-diizenleme
kavraminin ilk dnermesi, insanlarin davraniglarini hedefleri ¢ergevesinde uyarlayabilmesidir. Boyle
bir {ist diizey beceri de kisilerin hedeflerini belirleyebilmelerini, ilerlemelerini izleyebilmelerini ve
eylemlerini buna goére ayarlayabilmelerini olanakli kilmaktadir. Ayrica, 6z-dizenlemenin insan
isleyisindeki kisisel kontroliin merkezi bir rol oynadigi belirtilmistir (Ciarrocchi, 2001). Kisisel
kontrol, psikolojik iyi olusun kritik bir bilesenidir. Seligman (1991), kisisel kontrol diisiikliigiiniin
modern toplumlarda daha fazla yeme bozukluklari, intihar girisimleri, alkol, uyusturucu, tiitiin
bagmlilig1 ve artan miktarda depresyon anlamina geldigini ifade etmistir. Tiim bunlardan dolay1, 6z-
diizenlemenin, kontol yoluyla, psikolojik iyi olusun olumlu yonde gelisimini etkileyebilecegi, stres
diizeyinin ise psikolojik iyi olus iizerindeki olumsuz etkisinin de 6z dizenleme becerileriyle en az
diizeye inebilecegi soylenebilir.

Cahsmanin Amaci

Ilgili alanyazinmin incelenmesi sonucunda 6z-diizenleme becerisinin algilanan stresin
psikolojik iyi olma tizerindeki etkisindeki aracilik roliine iliskin ¢alismanin olmadig1 goriilmiistiir. Oz-
diizenleme becerilerinin aracilik roliiniin tespiti ise bu konularda yapilacak psikolojik miidahale
programlarinin gelisimine zemin hazirlayabilecektir. Bu gercevede caligmanin amaci, beliren
yetiskinlerde algilanan stresin psikolojik iyi olma {izerindeki etkisinde, olumsuz durumlara karsi
tampon gorevi Ustlenen 6z-diizenlemenin, aracilik rolii tistlenip tistlenmedigini ortaya koymaktir. Bu
genel amag cercevesinde asagida Sekil 1°de gosterilen hipotezler test edilecektir.

................................. T TEN ) E T,
Oz-Diizenleme \
H2(a) H3(b) ]
Algilanan , Psikolojik
H1 ;
Stres (© » Iyiolma

Sekil 1. Beliren yetiskinlerde algilanan stresin psikolojik iyi olma tizerindeki etkisinde 6z-
diizenlemenin aracilik roli

Arastirmanini Hipotezleri

H:= Beliren yetiskinlerde algilanan stresin psikolojik iyi olma {izerindeki toplam etkisi (c) negatif
yonde anlamlidir.
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H>= Beliren yetigkinlerde algilanan stresin 6z-diizenleme iizerindeki dogrudan etkisi (a) negatif yonde
anlamhdir.

Hs= Beliren yetigkinlerde 6z-diizenlemenin psikolojik iyi olma {izerindeki dogrudan etkisi (b) pozitif
yonde anlamlidir.

Hs= Beliren yetiskinlerde algilanan stresin 6z-diizenleme araciligiyla psikolojik iyi olma iizerindeki
dolayli etkisi (a.b) negatif yonde anlamlidir.

Yontem
Katihmecilar

Bu c¢aligmanin verileri 317’si kadin 134’ erkek toplam 451 {iniversite Ggrencisinden
toplanmistir. Katilimcilarin yaglari 18 ile 28 araliginda degismekte olup, ortalamasi 21.57 dir (1.89).
Verilerin toplanmasi icin Hatay Mustafa Kemal Universitesi Sosyal ve Beseri Bilimler Bilimsel
Arastirma ve Yaym Etigi Kurulundan 05.03.2021 tarih ve 16 nolu karar dogrultusunda izin alinmigtir.
Caligma grubu, dijital ortamda Google formlar kullanilarak, kolay bulunabilen 6rnekleme yontemiyle
olusturulmustur. Bu yontemde, ulasilmasi kolay, yakin g¢evredeki arastirmaya katilmak isteyen
(goniilli) bireylerden veri toplanir (Erkus, 2011).

Veri Toplama Araclar

Algilanan Stres Olgegi (4S0): Olgek, Cohen vd. (1983) tarafindan gelistirilmistir. Yerlikaya ve inang
(2007) tarafindan Tiurk¢e’ye uyarlanan 6lgek 14 maddeden olsan 5°1i Likert tipi ve 0 (hig) ile 5 (¢ok
sik) biciminde derecelendirilen bir 6z-degerlendrime 6lcegidir. Olgme aracindan yiiksek puanlarin
alinmas: yiiksek algilanan stresin oldugu bigiminde yorumlanmaktadir. Olgme araciin gegerligini test
edebilmek amaciyla 6lciit bagintili gegerlik calismasi gergeklestirilmistir. Bu cer¢evede ASO ile Beck
Depresyon Envanteri ve Durumluk-Siirekli Kayg1 Olgegi arasindaki iliskiler hesaplanmistir. Elde
edilen korelasyon katsayilar1 sirasiyla pozitif yonde .65, .56 ve .66°dir. Olgegin giivenirligi igin yapilan
calismada, test-tekrar test giivenirlik katsayisi .85 olarak elde edilmisken, Cronbach alfa i¢ tutarlik
katsayisi .84 olarak elde edilmisken; bu ¢alisma gergevesinde elde dilen verilerden McDonald'in
omega (m) i¢ giivenirlik katsayisi .90 olarak elde dilmistir.

Psikolojik Iyi Olus Olgegi: Diener vd. (2009-2010) tarafindan giiniimiizde kullanilan iyi olusla ilgili
Olgekleri tamamlaamak ve sosyal ve psikolojikangsamda iyi olus diizeyini 6lgmek amaciyla
gelistirilmistir. Telef (2013), Tiirkce’ye uyarlama konusunda gecerlik ve giivenirlik ¢aligmalarini
yapmustir. Psikolojik yi Olus Olgegi’nin maddeleri (1) kesinlikle katilmiyorum ve (7) kesinlikle
katiliyorum arasinda cevaplanmaktadir. Biitiin maddelerin ifadesi olumludur. Olgekten alinacak en
yiiksek puan 56’dir. Puan yiikseldikce bireyin psikolojik kaynaklara ve giice sahip oldugu
varsayilmaktadir. Gegerlilik ¢alismasi i¢in yapilan agcimlayici faktér analizine gore toplam agiklanan
varyans %42 olarak bulunmustur. A¢imlayict faktor analizine gore ise dlgekteki maddelerin faktor
yiikleri .54 ile .76 arasinda degistigi hesaplanmistir. Agimlayict faktoér analizinden sonra yapialn
dogrulayict faktor analizine gére uyum indeksi degerleri RMSEA= 0.08, SRMR=0.04, GFI= 0.96,
NFI= 0.94, RFI= 0.92, CFI= 0.95 ve [FI=0.95 olarak bulunmustur. Telef (2014) tarafindan uyarlanan
dlcek, Psikolojik Iyi Olus Olgeklerinin alt boyutlarindan sirastyla dzerklik alt boyutuyla .30, cevresel
hakimiyet alt boyutuyla .53, bireysel gelisim alt boyutuyla .29, digerleri ile olumlu iligki alt boyutuyla
.41, yasam amaglar1 alt boyutuyla .38, 6z-kabul alt boyutuyla .56 ve toplam psikolojik iyi olus ile .56
diizeyinde iliski oldugu saptanmustir. Bunun disinda fhtiyag Doyum Olgeginin alt boyutlarindan olan
ozerklikle .30, yeterlikle .69, iligkili olmayla .57 ve toplam ihtiya¢ doyumu ile .73 diizeyinde iliski
oldugu belirlenmistir. Olgege iliskin giivenirlik ¢ahismasi sonucunda Cronbach alfa i¢ tutarliik
katsayis1 .80 olarak hesaplanmustir. Tkinci giivenirlik ¢alismas icin yapilan test tekrar test sonucuna
gore ilk ve ikinci uygulama arasinda pozitif, yiiksek diizeydeve anlamli iliski bulunmaktadir (r= 0.86,
p<.001). Psikolojik Iyi olus 6lgegi madde toplam korelasyonlarmnin .41 ile .63 arasinda oldugu ve t-
degerlerinin anlamlidziieyde oldugu belirlenmistir (p<.001). Bu c¢alisma gergevesinde elde dilen
verilerden McDonald'in omega (o) i¢ giivenirlik katsayisi .90 olarak elde dilmistir.
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Oz-Diizenleme Olgegi (ODO): Mezzich vd. (1997) ve (Dawes, vd., 1999; Martin vd., 1994) tarafindan
gelistirilmis olan benzer dlgeklerden yararlanilarak Novak ve Clayton (2001) tarafindan gelistirilmis
olan Olgme araci Celikkaleli (2019) tarafindan Tiirkgeye uyarlanmistir. 25 maddeden olusan ve
“Kesinlikle dogru degil”, “Araswra dogru”, “Cogunlukla dogru”, “Her zaman dogru” bigiminde 4’lii
Likert tipi bir olgektir. Olgme aracinda bulunan 10, 11, 12, 13, 14, 15, 16, 17, 18. Maddeler disindaki
maddelerin ters puanlanmasiyla elde edilen toplam puanlarin yiikselmesi bireylerin 6z-diizenleme
puanlarini arttig1 biciminde yorumlanmaktadir. Olgekten alinan puan arttikca dzdiizenleme diizeyinin
de artmaktadir. ODO’nin yap1 gecerligine iliskin olarak gerceklestirilen dogrulayic1 faktor analizi
sonucunda, orijinal lgekte oldugu gibi “Duygusal Oz-Diizenleme”, “Davramssal Oz-Diizenleme” ve
“Bilissel Oz-Diizenleme” olmak iizere toplam 3 alt faktdrden olustugu ve bu faktdr yapisinin iyi uyum
degerlerine sahip oldugu goriilmiistiir (x?sd=2.02, GFI=.90, IFI=. 92, CFI=.90 ve RMSEA=.06). Diger
bir gecerlik ¢alismasinda ODO ile Bilissel Esneklik Olgegi arasinda pozitif yonde anlamli iliski elde
edilmistir (r= .45, p<.01). Giivenirlik ¢alismalarinda, toplam 6lgek i¢in Cronbach alpha i¢ tutarlik
katsayis1 .82, Duygusal Oz-Diizenleme alt Slcegi igin .75, Bilissel Oz-Diizenleme igin .81 ve
Davramsgsal Oz-Diizenleme icin .75 olarak elde edilmistir. Test-tekrar test giivenirlik ¢alismasinda ise
toplam 6lcek icin .87, Duygusal Oz-Diizenleme icin .85, Bilissel Oz-Diizenleme icin .77 ve
Davramsgsal Oz-Diizenleme i¢in .76 olarak elde edilmistir. Olgme aracinda bulunan 1-9. Maddeler
Duygusal Oz-Diizenlemeyi, 10-18. Maddeler Bilissel Oz-Diizenlemeyi, 19-25. Maddeler Davranissal
Oz-Diizenlemeyi dlgmektedir. Bu ¢alisma cercevesinde elde dilen verilerden McDonald'in omega ()
i¢ giivenirlik katsayis1 .85 olarak elde dilmistir.

Verilerin Analizi

Verilerin analizinde SPSS 22 ve AMOS 23 paket programlar1 kullamlnustir. Istatistiksel
analizlere gegmeden Once bos hiicre analizi, sapkin veri analizi ve verilerin normal dagilima sahip olup
olmadigina iliskin calismalar yapilmistir. Oncelikle veri setinde bos hiicre olup olmadig kontrol
edilmis ve bos hiicreler SPSS’te bulunan Replace Missing Values arayiizii kullanilarak bos hiicrenin
bulundugu serinin ortalamasiyla doldurulmustur. ikinci olarak, veri setinde sapkin veri olup olmadig1
ham verilerin standart z-puanlarina doniistiiriilmesiyle belirlenmistir. Buna gére, elde edilen z
degerlerin +3 ile -3 arasinda degisip degismedigine bakilmistir. Bu simirlar disinda herhangi bir veri
bulunmadig icin herhangi bir veri analizden ¢ikartilmamistir. Son olarak, veri setinin normal dagilip
dagilmadigina verilerin basiklik (Skewness) ve carpiklik (Kurtosis) katsayilarina bakilarak karar
verilmistir. Buna gore Algilanan stres igin degerler .27-.31 psikolojik iyi olma igin -1.279-1.535 ve §z-
dizenleme igin -.206--.066 olarak elde edilmistir (Bkz. Tablo 1). Bu degerler -1.96 ile +1.96 arasinda
degistigi i¢cin verilerin normal dagilima sahip olduklar1 soylenebilir. Verilere iliskin olarak
gerceklestirilen bu incelemelerden sonra, arastirma degiskenleri arasindaki iligkileri belirleyebilmek
icin Pearson Momentler Carpimu Korelasyon Katsayisi (r) hesaplanarak incelenmistir. Ayrica, beliren
yetiskinlerde algilanan stres diizeyinin psikolojik iyi olma hali izerindeki etkisinde 6z-diizenlemenin
aracilik roliiniin olup olmadigini belirleyebilmek igin Bootstrapping (yeniden drnekleme) yontemi
kullanilmistir. Bu yontem, orijinal érneklemden yola ¢ikilarak ¢cok sayida érneklemin elde edilmesini
icermektedir. Arastirmacilar tarafindan onerilen teorik modeldeki 6zgin veriler gibi, her bir yeniden
ornekleme 6érnekleminde analiz tekrar edilmektedir. Bu gercevede, arastirmanin 6zgin drneklemiine
gore elde edilen bulgunun, yeniden olusturulan 6rneklemlerden elde edilen bulgularla aym yonli
olmas1 bu ¢aligmdaki bulgunun daha giivenilir olmasini ve daha diisiik Tip I hatas1 yapilmasina neden
olacaktir. Hayes (2009) bu calismalarin giivenilir sonuglar ortaya ¢ikmasi i¢in yeniden ornekleme
sayisinin 5000 olmasi gerektigini sdylemektedir. Oz-diizenlemenin (arac1 degisken) algilanan stresin
(bagimsiz degisken) psikolojik iyi olma (bagimli degisken) iizerindeki etkisindeki aracilik roliiniin
olup olmadigina karar verilirken, bagimsiz degiskenin bagimli degiskenin iizerindeki dogrudan ve
araci degisken araciligiyla olusan dolayli etkisinin anlamli olup olmadigina bakilarak karar verilmistir.
Buna gore, bagimsiz degiskenin bagimli degisken iizerindeki hem dogrudan hem de dolayl etkisi
anlamli ise “kismi aracilik”; dogrudan etki anlamsizlasip dolayl etki anlamli kalmaya devam ediyorsa
“tam aracilik” roliinden s6z edilebilmektedir.
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BULGULAR
Bu boliimde arastirmanin hipotezleri ¢er¢evesinde elde dilen bulgulara yer verilmistir.

Arastirmanin degiskenlerine iligkin betimsel bulgular ve degiskenler arasindaki iligkiler Tablo 1’de
verilmistir.

Tablo-1. Arastirma degiskenlerine ait betimsel bulgular ve korelasyon katsayilari

Degiskenler n X Ss 1 2 3 A Basiklik  Carpiklik
1-Algilanan Stres 451 46.01 861 1 .90 .267 -.312
2-Psikolojik iyi Olma 451 42.06 8.78 -25** 1 .90 -1.279 -1.535
3-Oz-diizenleme 451 73.31 10.23 -44** 38** 1 .85 -.206 -.066

N= 451, ** p<.01

Tablo 1°de beliren yetiskinlerde algilanan stres diizeyi, psikolojik iyi olma hali ve 6z-
diizenleme arasindaki iligkiler ve bu degiskenlere iliskin betimsel bulgular verilmistir. Buna gore,
algilanan stres ile psikolojik iyi olma (r=-.25, p<.01) ve 0z-diizenleme arasinda (r= -.44, p<.01) negatif
yonde anlamli iligkiler bulunmaktadir. Buna kargimn, psikolojik iyi olma ile 6z-diizenleme arasinda
pozitif yonde anlamli bir iligki elde edilmistir (r= .38, p<.01).

Beliren yetiskinlerde 6z-diizenlemenin algilanan stres diizeyi ve psikolojik iyi olma hali
iizerindeki etkisinde aracilik rolii oynayip oynamadigi Sekil 2’de gosterilmistir.

Oz-Diizenleme \

-.44%F 34%*

Algilanan B 3 Psikolojik
Stres 27 Iyiolma

Sekil-2. Algilanan stres diizeyinin psikolojik iyi olma hali izerindeki etkisinde 6z-diizenlemenin
aracilik roli

Sekil 2°de goriilebilecegi iizere, algilanan stres diizeyinin psikolojik iyi olma hali {izerindeki
toplam etkisi (c) negatif yonde anlamhidir (5= -.25, % 95 GA= -.34, -.17). Diger taraftan, algilanan
stresin 0z-diizenleme tizerindeki dogrudan etkisi (a) de negatif yonde anlamlidir (5= -.44, %95 GA= -
.52, -.37). Buna karsin, 6z-dlzenlemenin psikolojik iyi olma Uzerindeki etkisi (b) pozitif yonde
anlamhdir (5=.34, %95 GA=.28, -.41). Algilanan stres diizeyinin psikolojik iyi olma hali {izerindeki
dogrudan etkisi (C) negatif yonde anlamlidir (8= -.10, %95 GA -.20, -.02). Son olarak, algilanan
stresin, 0z-diizenleme aracihigiyla, psikolojik iyi olma tizerindeki dolayli etkisi (a.b) negatif yonde
anlamidir (f=-.15, % 95 GA=-.19, -.12). Sonug olarak, algilanan stresin psikolojik iyi olma tizerindeki
hem dogrudan etkisi hem de 6z-diizenleme araciligiyla olusan dolayli etkisinin anlamli oldugu
gortlmektedir. Buna gore, 0z-diizenlemenin algilanan stres diizeyinin psikolojik iyi olma hali
iizerindeki etkisinde kismi aracilik rolii oynadig1 sOylenebilir.

Degiskenler arasindaki toplam, dogrudan, dolayli etkilere iliskin yol katsayilar1 ve
bootsrapping giiven araliklar1 Tablo 2°de verilmistir.
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Tablo-2. Beliren yetigkinlerde algilanan stresin, psikolojik saglamlik iizerindeki toplam, dogrudan,
dolayl etkisi ve bootsraping giiven araliklar1

Toplam Etki Dogrudan Etki Dolayl Etki

Yollar (% 95 GA) (% 95 GA) (% 95GA) A
o _ 25 _10%* C15%*

gsllnlflzloﬂk i étlrgelslanan (L3455 1T%%)  ((20%% 02%)  (-19% -12%%)
Q
<]

Oz- - Algilanan - 44** éﬁ:

Dizenleme Stres (-.52**, -.37*%) g

Psikolojik Iyi Oz 34%* v,

Olma Duzenleme (.28**, .41**)

*%k
p<.01

Tablo 2 incelendiginde de goriilebilecegi iizere, algilanan stres diizeyinin psikolojik iyi olma
hali tizerindeki etkisi toplam, dogrudan ve dolayli etkisi anlamlidir. Sonug olarak, 6z-diizenlemenin
algilanan stres diizeyinin psikolojik 1iyi olma fiizerindeki etkisinde aracilik rolii Ustlendigi
gorulmektedir.

TARTISMA, YORUM ve ONERILER

Bu calismada, beliren yetiskin {iniversite 6grencilerinde algilanan stres diizeyinin psikolojik
iyi olma Uzerindeki etkisinde 6z-diizenlemenin aracilik rolii tistlenip iistlenmedigi arastirilmistir. Bu
amag ¢ercevesinde bir¢ok hipotez test edilmistir. Test edilen ilk hipoteze gore “beliren yetiskinlerde
algilanan stresin psikolojik iyi olma iizerindeki toplam etkisi (c) negatif yonde anlamlidir” bigimindeki
hipotez dogrulanmustir. Buna gore, iiniversite 6grencisi beliren yetiskinlerin stres algilar1 onlarin
psikolojik iyi olmalar1 tizerinde negatif yonde etkilidir. Diger bir ifadeyle algilanan stres beliren
yetigkinlerin psikolojik iyi olma durumlarim negatif yonde etkilemektedir. Elde edilen bu bulgu
iniversite Ogrencisi beliren yetigkinlerle gergeklestirilen ¢alisma bulgulariyla paralellik
gostermektedir. Ornegin, Bernstein ve Chemaly (2017) iiniversite birinci simif 6grencileriyle yaptiklari
calismada, diisiik diizeyde algilanan stres yasadigin belirten 6grencilerin yiiksek diizeyde psikolojik
iyi olma durumuna sahip olduklarini ifade etmektedirler. Universite dgrencilerinde psikolojik iyilik
hali ile stres arasinda negatif, anlamli bir iliski bulunmaktadir (Durand-Bush vd., 2015; Elliot vd.,
2011). Hemsire adayr tniversite Ogrencileriyle yapilan caligmalari sistematik olarak bir arada
degerlendiren Live Hasson (2020) ogrencilerin algiladiklar1 stres diizeyinin psikolojik iyi olma
diizeyleri iizerinde negatif yonde etkide bulundugunu tespit etmislerdir. Esigiil ve Cenkseven-Onder
(2017) tarafindan yapilan bir calismada iiniversite Ogrencilerinin algiladiklar1 stres diizeyleri ile
psikolojik iyi olma arasinda negatif yonde anlaml bir iligki elde etmislerdir. Bono, Reil ve Hescox
(2020) benzer bir 6rneklemde yaptiklar1 ¢alismada algilanan stres ile psikolojik iyi olma arasinda
negatif yonde anlamli bir iliski bulmuslardir. Hepburn vd. (2021) dgretmenlik egitimi alan bireylerle
yaptiklar1 calismada algilanan stres ile siibjektif iyi olma arasinda negatif yonde anlamli bir iliski
bulmuslardir. Costescu vd. (2018) {iniversiteye yeni baslayan birinci sinif 6grencilerinin algiladiklar
stres ile psikolojik iyi olmalar1 arasinda negatif yonde anlamli iliski bulmuslardir. Cesitli arastirmalar,
tniversite doneminde sosyal ve aile desteginin eksikligi (Yamada vd., 2014), memleket-ev 6zlemini
(Poyrazli ve Lopez, 2007), uyum glicliiklerini (Buzoianu vd., 2016; Hardeman vd., 2016) ve akademik
zorluklarin (Goebert vd., 2009; Mahmoud vd., 2012) 6grencilerde stres i¢in risk faktorleri olarak kabul
etmektedir. Ceri ve Cigek (2021) saglik ¢alisani olan ve olmayan yetiskinlerin yasadiklar1 stres ve
psikolojik iyi olmalar1 arasinda negatif yonde anlamli bir iliski oldugunu belirtmislerdir. Tiim bunlar
ogrencilerin daha yiiksek stres yasamalarina, sosyal temaslarin kaybolmasina ve yasam kalitesinin
diismesine neden olabilmekte (Huhn vd., 2016) ve bunlarin sonucunda da psikolojik iyi olma diizeyi
diisiik oalbilmektedir. Diger bir deyisle bireylerin — &grencilerin olumsuz yasantilarinin yiiksek
diizeyde olmasi, psikolojik iyi olma siirecglerini olumsuz yonde etkiledigi sdylenebilir.
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Ikinci olarak “Beliren yetiskinlerde algilanan stresin 6z-diizenleme iizerindeki dogrudan etkisi
(a) negatif yonde anlamlidir” bigimindeki hipotez dogrulanmustir. Diger bir ifadeyle beliren
yetigkinlerin algiladiklar1 stresleri onlarin 6z-diizenleme becerilerini kullanmalarini negatif yonde
etkiledigi s6ylenebilir. Ramli vd. (2018) tiniversite 6grencilerinin yasadiklar1 akademik stres ile 6z-
diizenleme becerileri arasinda anlamli bir iliski oldugunu rapor etmislerdir. Bu, yiiksek diizeyde stresin
0z-diizenleme gibi yiiriitiicii islevlerle olumsuz olarak iligkili oldugunu belirten dnceki aragtirmalarla
desteklemektedir (Orem, Petrac ve Bedwell 2008). Baska bir bulgu, daha yiiksek algilanan stres
diizeylerinin, Ogrencilerin karmasik eylem igin elestirel diisiinme stratejileri gibi yiriitiicii islev
becerilerini kullanma becerilerini kisitladigini1 ve hedefe yonelik davranislarda bulunmanin duygusal
tepkilerini gecgersiz kildigimi gostermistir (Williams vd., 2009). Universite ogrencileriyle
gerceklestirilen diger bir ¢alisgmada da Danaei ve Hashemi (2018) algilanan stres ile 6z-diizenleme
arasinda negatif yonde anlamli iliskiler oldugunu ortaya koymuslardir. Crescioni (2012), {iniversite
ogrencileriyle yaptig1 ¢calismada algilanan stresin 6z-diizenleme Uzerinde bozucu bir etkiye sahip
oldugunu belirtmistir. Universite dgrencilerinde stres ve 6z-diizenleme arasinda negatif yonde anlaml
bir iliski bulunmaktadir (Durand-Bush vd., 2015). Dolayisiyla, stres kaynagi olusturabilecek bircok
faktoriin  bulundugu iniversite doneminde yasanabilecek stresin Ogrencilerin  6z-diizenleme
becerilerinden olan duygusal, sosyal ve bilissel siireclerini etkin bir bicimde kullanabilmelerini
engelleyerek veya zayiflatarak 6z-diizenleme becerileri {izerinde negatif yonde etkili olmus olabilir.

Ugiincii olarak, “Beliren yetigkinlerde oz-diizenlemenin psikolojik iyi olma uzerindeki
dogrudan etkisi (b) pozitif yonde anlamlidir” bigimindeki hipotez de dogrulanmistir. Buna gore, 6z-
diizenlemenin bireylerin psikolojik iyi olmalarimi olumlu yonde etkiliyor oldugu sdylenebilir. Daha
yuksek 0z-diizenleme, iyi zihinsel saglik, etkili sosyal iligkileri stirdiirme yetenegi ve evde veya okulda
uyumlu iglevsellik dahil olmak iizere yiiksek diizeyde psikolojik iyi olma ile iliskilidir (Buckner vd.,
2009). Universite dgrencilerinde 6z-diizenleme psikolojik iyi olma arasinda pozitif yonde anlaml1 bir
iliski bulunmaktadir (Durand-Bush vd., 2015). Oz-diizenleme siireci, zorluklarla nasil basa ¢iktigimiz
ve optimal isleyis i¢in nasil ¢aba gosterdigimizi a¢iklamanin Gtesine geger; islev bozukluklarimizi da
giderir. Vohs ve Baumeister (2004) giinliik olarak karsilastigimiz bir¢ok sorunun etkili bir sekilde
kendi kendini diizenleyememeyi i¢erdigini bildirmistir. Bu bulgu dogrultusunda, ruh sagligi ve esenlik
sorunlar1 yasayan iniversite 6grencilerinin, istenen olumlu sonuglara tutarli bir sekilde ulasmakla
uyumlu kisisel davranis, diisiince ve duygulari etkin bir sekilde yonetemeyebilecekleri soylenebilir;
baska bir deyisle, diisiik ve/veya etkisiz 6z diizenleme becerilerine sahip olabilirler. Ayni 1sikta,
uyumlu iyi olus ve uyum yoluyla kendilerini etkin bir sekilde diizenleyen {iniversite 6grencilerinin,
gunliikk bazda performansi kolaylastiran stratejilerin, zorluklar (6rnegin, akademik ve yasamla ilgili
stres) karsisinda yeterli diizeyde zihinsel saglik ve esenlik saglama olasiligi daha yiiksek olabilir
(Durand-Bush vd., 2015).

Bu ¢alismanin “Beliren yetiskinlerde algilanan stresin oz-diizenleme araciligryla psikolojik iyi
olma iizerindeki dogrudan (c’) ve dolayli etkisi (a.b) negatif yonde anlamlidir” bi¢imindeki son
hipotezi kabul edilmistir. Bu bulgu, 6z-diizenlemenin algilanan stres diizeyinin psikolojik iyi olma hali
tizerindeki etkisinde kismi aracilik ettigini gostermektedir. Esigiil ve Cenkseven-Onder (2017)
tarafindan yapilan bir ¢calismada, benzer bir bicimde algilanan stresin psikolojik iyi olma tizerindeki
etkisinde sosyal problem ¢6zme becerilerinin aracilik rolii incelenmis ve sosyal problem ¢6zme
becerilerinin bu iliskide kismi aracilik rolii istlendigi gorilmistiir Li ve Hasson’un (2020) hemsire
adayi liniversite 0grencilerinin stres diizeyleri ile psikolojik iyi olmalar1 arasindaki iliskiye yonelik
gerceklestirdikleri sistematik derleme ¢alismasinin sonuglarina gore, stresin hemsirelik 6grencilerinin
yasaminin bir parcgasi oldugu ve bunun onlarin psikolojik iyi oluslarini etkileyen bir faktér oldugu
bulunmustur. Bu c¢alismada, istenmeyen bu durumla basa c¢ikma stratejisi olarak psikolojik
dayanikliligin 6nemli bir degisken oldugu ve bu nedenle de hemsire aday1 6grencilerin bu becerinin
gelistirilmesine yardimci olmak i¢in daha fazla caligma yapilmasi gerektigi belirtilmistir. Diger bir
calismada iiniversite Ogrencilerinde iyimserligin algilanan stres diizeyinin psikolojik iyi olma hali
iizerindeki etkisindeki diizenleyicilik rolii incelenmis ve elde edilen bulgulara gore iyimserligin bu
iliskiyi diizenledigi goriilmiistiir (Chang, 1998). Kumar vd. (2020) beliren yetiskinlerde algilanan stres
ile psikolojik iyi olma arasindaki iligkide stresle proaktif bir bicimde basa ¢ikmanin diizenleyicilik
roliinii inceledikleri ¢aligmalarinda, stresle proaktif olarak basaciktigini ifade edenlerin algiladiklar1
stresin psikolojik iyi olma iizerinde etkisinin azaldigini ortaya koymuslardir. Chang vd. (2009) orta
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yetiskin bireylerle yaptiklari ¢alismada algilanan stres ile psikolojik iyi olma arasinda negatif yonde
anlaml bir iliski elde etmisken sosyal problem ¢6zmenin bu iki degisken arasindaki iliskide kismi
aracilik rolii iistlendigini gostermektedir. Lee (2016) tiniversite 6grencileriyle yaptigi ¢alismada stresle
basacikmada yiiksek diizeyde problem ¢ozerek basa ¢ikma ve diisiik diizeyde kaginma bigiminde basa
¢ikma stilini kullananlarin yasadiklar: stresin psikolojik iyi olma tizerindeki etkisi daha diisiik elde
edilmistir. Vermaas (2010) yetiskin bireylerle yaptig1 ¢alismada algilanan sosyal destegin, 6zellikle de
aileden algilanan sosyal destegin, stresin psikolojik iyi olma zerindeki etkisinde koruyucu/dnleyici
bir faktor olarak islev gordiigiinii belirtmistir. Bu ¢alismadaki bulgu ve bu bulguyu dogrulayacak
nitelikteki yukarida bahsedilen c¢alismalar 1siginda, beliren yetiskinlik dénemindeki bireylerin,
algiladiklari stres diizeylerinin psikolojik iyi olug diizeylerini olumsuz etkilememesi i¢in 6z diizenleme
becerilerine sahip olmalar1 gerektigi sonucu ortaya ¢ikmaktadir.

Elde edilen bulgulara ragmen bu calismanin bazi smirhiliklar1 bulunmaktadir. Ornegin,
verilerin online ortamlardan elde edilmesi katilimcilari yiiz yiize veri toplarken gosterdikleri 6zeni
gostermemelerine neden olarak bulgularin gegerligine yonelik bir sinirlilik olusturmus olabilir. Ayrica,
erkek ve kadin sayisi arasindaki fark bulgulara yonelik bir bagka smirlilik getirmistir. Bulgular ve
yorumlar 1g1ginda asagidaki oneriler sunulmustur.

1- Algilanan stresin psikolojik iyi olma iizerindeki etkisinde 6z-diizenleme ve sosyal problem
¢ozmenin kismi aracilik ettigi bilinmektedir. Bu nedenle kontrol odagi, psikolojik saglamlik,
psikolojik esneklik, iyimserlik ve umut gibi faktorlerin aracilik roliinii inceleyen yeni
caligmalar planlanabilir.

2- Stresin psikolojik iyi olma iizerindeki dogrudan etkisinin bir¢ok arastirma bulgusuyla ortaya
konulmasindan dolay1, beliren yetiskinlerin stresle bas etme becerilerini gelistirebilecek psiko-
egitim ¢aligmalar1 gergeklestirilebilir.

3- Universite yasanunin bir¢ok stres faktoriinii i¢inde barmdirdigindan yola gikarak, dgrencilerin
stres kaynagi olabilecek barinma, ulasim, disiik yasam standartlarmin yiiksetilmesi gibi
yapisal konularda iyilestirici ve/veya gelistirici ¢aligsmalar yapilabilir.

4- Universite siirecinde algilanan stres diizeyinin psikolojik iyi olusa etkisinde 6z diizenlemenin
negafit etkisi goriilmistiir. Diger bir deyisle 6z diizenleme becerileri, algilanan strese ragmen
psikolojik iyi olusa katki saglamaktadir. Bundan dolayi iiniversite programlarinda 6z
diizenleme becerilerini gelistirecek faaliyet ve etkinliklere yer verilebilir.

Cikar Catismasi1 Beyam

Yazarlar bu galigmada bir ¢ikar gatigmasi olmadigini beyan etmektedir.
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Abstract

Global-mindedness is one of the important issues in the field of education in recent years. Measuring global -
mindedness was also handled in the Program for International Student Assessment (PISA) 2018. "Global-
mindedness" was measured in the administration PISA in 2018 with six four-pointed items in terms of
"sense of world citizenship", "responsibility towards others in the world", "sense of interconnectedness"”,
and "global self-efficacy”. In this study, differential item functioning (DIF) analysis was conducted by
using the data of 6393 Turkish students who responded to the ST219 coded scale in the PISA 2018 student
questionnaire. In the analysis of the data, the cumulative logit model and the adjacent category logit model
were used in the DIF analysis of polytomous data. In the study, it was examined whether the total score
obtained from the global-mindedness scale differed by gender. Within the scope of the research, the
frequency distributions of the responses of the focal and reference groups to the global-mindedness scale
were also handled. As a result of the research, it was determined that DIF detected all items except item 6
based on both models. The findings obtained from both models used in the detection of DIF showed
similarity. It was found that female students had higher average scale scores than male students. When the
answers given by the focal and reference groups were examined, it was seen that the participants mostly
tended to agree with the scale items. Scale developers should be aware of possible sources of DIF and
develop non-biased items. For this aim, it is recommended to detect DIF according to at least two models
during the scale development and adaption phase to researchers. In addition to performing DIF analyses
for cognitive and non-cognitive items used in national and international assessments, examining the items
in terms of bias is also necessary to make fair and valid measurements.

Keywords: differential item functioning (DIF); cumulative logit model; adjacent category logit model;
polytomous item; global-mindedness.

INTRODUCTION

It is expected that the responses of individuals at the same trait level to the items will be similar.
The psychometric difference in test item function between the two groups is handled with the differential
item functioning (DIF) analysis. DIF focuses on differences in the performance or response of
individuals who match the measured trait (Potenza & Dorans, 1995). While DIF studies were mostly
conducted on multiple-choice items scored binary (1-0), DIF analyses gained importance in polytomous
items, especially with educational reforms and the widespread use of non-traditional measurement tools

*This article is an extended version of the paper “DIF Detection with Cumulative Logit Model and Adjacent
Category Logit Model in Polytomous Items” presented at the [Xth International Eurasian Educational Research
Congress.
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such as portfolio and performance evaluation (French & Miller, 1996; Kim, Cohen, Alagoz, & Kim,
2007; Potenza & Dorans, 1995). Non-cognitive data are also obtained with polytomous items. Statistical
DIF analyzes are the first step of conceptual bias studies. Bias is defined as systematic errors in favor of
a group of measurements. A biased item contains DIF; however, the fact that an item contains DIF does
not indicate that the item is biased (Camilli & Shepard, 1994; Zumbo, 1999). Bias is one of the factors
that threaten validity (Kim et al., 2007; Kristjansson, Aylesworth, Mcdowell, & Zumbo, 2005). On the
other hand, validity is not just a property of the assessment. Validity is the meaning of test or scale
scores. It is essential to make valid measurements in the appropriate interpretation of test results and
make fair decisions (Messsick, 2005). For valid and fair measurements, items should not be biased in
favor of a group. We need to make unbiased measurements so that the decisions we make while
evaluating are correct. When making decisions that affect the lives of individuals, not being biased in
favor of a group ensures fair decisions.

In the globalizing world, time and space restrictions have disappeared, people have come closer
to each other regardless of space, and countries have become interconnected by increasing intercultural
interaction (Bornman & Schoonraad, 2001). As the importance of borders between countries disappears
in our world and countries become interconnected, individuals need to have a set of knowledge, skills,
and attitudes to survive in the globalizing world. However, especially young generations face difficulties
in understanding the global world beyond national borders, learning, and gaining a global perspective
(McGaha & Linder, 2014). A global perspective, on the other hand, has been defined as the degree to
which an individual "perceives and knows the people and cultures in their world beyond themselves",
including "the individual's perception of people, nation, and world" (Merrill, Braskamp, & Braskamp,
2012, p. 356). Bowden (2003, p. 359) stated that the way to be a global-thinking citizen is to act
according to the principle of "think globally, act locally”. To think globally, global-mindedness and
global education are necessary. According to Oxford Committee for Famine Relief (OXFAM) (2006, p.
12), the curriculum developer for global citizenship, global citizens must consider these qualities:
"engage with issues of social justice, human rights, community cohesion, and global interdependence”,
"provide opportunities to challenge injustice, inequalities and discrimination through informed,
responsible action”, "explore issues of diversity, identity, and belonging", and "learn about power and
governance and analyze the causes and consequences of unequal power relations".

It is important to raise individuals by considering the needs of the globalizing world. In this
respect, "world citizen" individuals who think beyond borders will respond to the needs of society in
the 21st century. This situation has recently brought the concept of "global-mindedness" to the literature.
Measuring global-mindedness is an important need. Thus, it can be revealed whether world citizens who
are conscious of human rights, who do not discriminate between genders, ethnic origins, or classes, and
who tend to think of other individuals from their egos to ensure peace and balance in the global society
(Chainut, Suwanjan, Pupat, & Pimdee, 2019). In this study, a gender-based DIF analysis of a scale
measuring global-mindedness was conducted. Based on Muessig and Gilliom's (1981) definition of
global education, Hett (1993, p. 9) draws on people who think globally as "supporting universal human

rights”, "believing in the unity of humanity and interdependence of humanity", "having affiliations that
transcend national borders"”, "has an ecological worldview" and "futurist”. Even if they grow up in
different societies as social, economic, traditional, political, cultural, linguistic, and religious, there is
equality among people. In the globalizing world, people face problems that concern all people (Chainut
et al., 2019). However, people with the six characteristics cited by Hett (1993, p. 9) will find solutions
to these problems by thinking globally. Responsibility towards other individuals in the world and
making efforts to make the world more livable are two other characteristics of globally minded people
(The Organisation for Economic Co-operation and Development (OECD), n.d.).

Education systems should be designed to raise globally-minded people. In this respect,
policymakers also have important duties. Today, it is necessary to think globally to construct an
education policy that takes care of the needs of our age. The 2030 Agenda for Sustainable Development
Goals (SDGs) includes achieving universal quality education and reducing global inequalities. The
concepts of global competence and global citizenship are at the heart of the SDG agenda. For this reason,
these concepts have been frequently encountered in important international and local policy documents,
and many types of research in recent years. Two important international organizations, the United
Nations Educational, Scientific and Cultural Organization (UNESCO) and the OECD provided support
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by creating normative frameworks for global education visions. In these frameworks, concepts such as
human rights, peace, equality, justice, and tolerance come to the fore (Vaccari & Gardinier, 2019).

While equality and fairness among people are revealed with global-mindedness, it is expected
that a scale measuring global-mindedness should not contain bias in favor of a group. The first condition
for identifying biased items is to perform a DIF analysis. In other words, "Studies of DIF are one of the
primary methodological vehicles for addressing concerns about equity in standardized assessment
programs™ (French & Miller, 1996, p. 315). Examining the questionnaires used in international
measurements such as PISA in terms of DIF and determining the source of DIF are considered important
in the literature (GOk, Atalay Kabasakal, & Kelecioglu, 2014). Regardless of the gender of individuals
at the same trait level, responses to an item should be similar unless the measured trait is gender
differences. There are various methods for performing DIF analysis. Comparing the findings of DIF
analyses obtained from different methods is important in accessing accurate information. Items scored
binary (1-0) are replaced by more polytomous items today. Two of the ways to perform DIF analysis on
polytomous items are to use the cumulative logit model and the adjacent category logit model. Looking
at the literature, no DIF study was found in which these two models were used together in the analysis
of real data. The global-mindedness scale, which deals with the protection of equality and fairness at a
global level, has been specially selected. If there are biased items in favor of a group on a scale in which
we measure global-mindedness, this will create a contrast between the variable to be measured and the
way of measurement. In this respect, it is important to examine the global-mindedness scale in terms of
DIF analysis, which is the first step in detecting bias. The absence of similar studies in the literature is
another source of motivation to do the research. In this study, it was aimed to examine the answers given
by Turkish students to the global-mindedness scale used in the administration of PISA in 2018 by gender
and to test the difference between the scores obtained from the scale by gender. Another aim of the study
is to determine DIF by gender. In line with the purpose of the research, answers to the following research
questions were sought:

Do the total scores obtained from the global-mindedness scale differ significantly by gender?

What is the frequency distribution of the answers given by male and female students to the items
in the global-mindedness scale?

Does the global-mindedness scale have a DIF-detected item by gender with the cumulative logit
model?

Does the global-mindedness scale have a DIF-detected item by gender with the adjacent category
logit model?

Do the findings obtained from the cumulative logit model and the adjacent category logit model
differ?

METHOD

Type of research

The research is descriptive as it tries to reveal the current situation with the existing methods in
the literature.

Sample of the Research

6890 Turkish students participated in PISA 2018. Students at the age of 15 participated in PISA
2018. Turkish students from 186 schools participated in the PISA 2018 with stratified random sampling.
In the research, first of all, the missing data were cleaned. The research was conducted with the data of
6393 students who participated in the PISA 2018. While 3192 of these students were female students,
3201 were male students. While the female students were coded as 0, they constituted the reference
group, while the male students were coded as 1 and constituted the focal group.
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Data Collection Tool

The research was carried out with the data of 6393 students who responded to the ST219 coded
scale in the PISA 2018 student questionnaire. The validity and reliability study of the ST219 coded scale
in the data of all countries was performed by the OECD (n.d.). The validity and reliability of the
measurements were also tested for Turkey data by the researcher. The ST219 scale measures "global
competence™ within the framework of students' sense of global-mindedness (GLOBMIND). "Global-
mindedness" is a worldview in which one sees oneself as connected to the world community and feels
a sense of responsibility towards individuals in the world. A globally minded person has a concern for
other people all over the world and has a sense of responsibility to try to improve their conditions and
the global environment, regardless of distance and cultural differences. "Global-mindedness” consists
of the following aspects: "sense of world citizenship™ (item ST219Q01HA), "responsibility to others in
the world" (item ST219Q02HA, ST219Q04HA, and ST219Q06HA), "sense of interconnectedness™
(item ST219Q03HA), and "global self-efficacy"” (item ST219Q05HA). Responses were graded on a
four-point Likert-type scale of "strongly disagree", "disagree”, "agree", and "strongly agree". The scale
includes six items (OECD, n.d.).

Analysis of Data

In the research, assumptions such as dimensionality were tested first. As a result of the factor
analysis, factor loads in the one-dimensional structure were found to be between 0.63 and 0.79. The first
factor explains 51.12% of the total variance. The internal consistency of the measurements (Cronbach's
alpha) was 0.859. Marginal reliability was 0.869. Figure 1 shows the scree plot.
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Figure 1. Scree Plot

The local independence assumption was tested with the G? local independence indices. The
critical values for the G? local independence indices are 3.84 for p=0.05 and 6.63 for p=0.01 in a chi-
square distribution for one degree of freedom. If the G2 local independence indices between the item
pairs exceed these values, the items violate the local independence assumption (Chen & Thissen, 1997).
It was found that the items did not exceed the mentioned critical value. In this case, the assumption of
local independence was provided.

Analyzes were performed in the Generalized Partial Credit Model (GPCM; Muraki, 1992) and
Samejima's (1969) Graded Response Model (GRM) to examine item parameters. Model fit indices in
GPCM were found to be AIC=76233.79, BIC=76396.10, log-likelihood=-38092.89. Model fit indices
in GRM were AIC=75194.18, BIC=75356.49, log-likelihood=-37573.09. It has been seen that GRM
had better model fit indices than GPCM. The category response curves obtained from the GRM were
given in Figure 2.
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Figure 2. Category Response Curves for a Four-Category GRM

The category response curves of the six-item scale with four categories can be analyzed by
considering the slope (a) and threshold (bs, by, bs) parameters. In the Results section, the values of the
item parameters are given. Various features of these category response (item characteristic) curves can
also be seen in Figure 2. One of these properties is that for any given value of 0, the sum of the
probabilities of the category responses equals 1.0. Second, the first response category curve (P1) always
decreases monotonically, while the last category curve (P4) always increases monotonically. In other
words, as students' level of 0 or global awareness increases, the probability of choosing category 4
(strongly agree) increases. Since the first category curve has a monotonically decreasing slope, it can be
seen that the probability of choosing the first category (strongly disagree) is low as students' level of 0
or global-mindedness increases. Third: middle categories are always unimodal, with the highest point
at the midpoint of adjacent threshold categories (Hambleton, van der Linden, & Wells, 2011). The test
information function obtained from the GRM regarding the global-mindedness scale was given in Figure

A\

10 —

o]
|

T T T T T T
-3 -2 -1 o] 1 2 3

o
Figure 3. Test Information Function (TIF)
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The test information function shows us how much information is given at different 0 levels. Figure
3 shows that the most information was obtained at the 8 level of -2 to -1. When the global-mindedness
level is around 6=0, the provided information decreases compared to the level of 6= [-2,-1], this level
increases as 0 approaches 1, then the information level decreases gradually as 0 increases.

Within the scope of the research, DIF analyses by gender were made with the cumulative logit
model and the adjacent category logit model.

The following hypotheses were tested within the scope of the research.

Ho: No DIF. Hi: There is any (uniform and non-uniform) DIF.

Cumulative Logit Model

The probability of the student symbolized by p to get at least k points from item i is calculated
based on the following equation in the cumulative logit model to show the observed standard total score
of Zp and group memberships in Gp.

elaitaiprGp)(Zp—bix —binir Gyp)

P(Ypi > k|ZP7GP) =

]_ — e(ai *Gfl)u-‘Gp) (Zp_bik —bfkl)npr)

Obtaining the k-score status of the p student for item i is found by considering the difference
between the probability of obtaining at least k and k+1 points.

P(Yyi = k|2, Gp) = P(Yyi = k|2, Gp) — P(Ypi 2 k +1|2,,G))

Adjacent Category Logit Model
The probability of the student symbolized by p to get at least k points from item i is calculated

based on the following equation in the adjacent category logit model to show the observed standard total
score of Zp and group memberships in Gp.

BZ;\:(] (ai +ail)ll"Gp)(Zp_bii _biI[JIFGp)

P(Y,,=kl|Z, G,) = .
( pt | P P) ZK}Q BZL[)(Q;-‘:-G,'['J]FG},)(Zp—b,-g—b“mFGp)
j=

RESULTS

When item analyzes were performed with GRM, parameter a took values between 1.821 and
2.968. These values show that the scale items have very high discrimination. The b; parameter took
values between -1.876 and -1.668. The b, parameter took values between -1.121 and -0.452. The bs
parameter took values between 0.388 and 0.977. Table 1 showed the statistics of the total scores of male
and female students from the global-mindedness scale.

Table 1. Summary of Statistics of Total Score by Reference and Focal Group

n Minimum Maksimum Mean Median Standart
devision
Reference Group- female (0) 3192 6.00 24.00 18.05 18.00 3.71

Focal Group-male (1) 3201 6.00 24.00 17.15 18.00 4.06
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As can be seen in Table 1, it was found that female students in the reference group had higher
average scores than male students. Based on the Welch two-sample t-test, this difference was
statistically significant (Difference (confidence interval) = 0.90 (0.71, 1.09); t-value = 9.25; p-
value<0.001). Table 2 shows the items of the global-mindedness scale and the frequencies for the focal
and reference group.

Table 2. Scale Items’ Aspects and Frequencies for Reference and Focal Group™

Items - o © -
-2 A
5.2 = > =)
N o ) < N
ST219Q01HA- Item 1: Sense of world citizenship Female 184 223 1437 1348
Male 373 420 1364 1044
Total 557 643 2801 2392
ST219Q02HA- Item 2: Responsibility to others in the Female 158 325 1664 1045
world Male 245 601 1632 723
Total 403 926 3296 1768
ST219Q03HA- Item 3: Sense of interconnectedness Female 222 895 1397 678
Male 330 852 1402 617
Total 552 1747 2799 1295
ST219Q04HA- Item 4: Responsibility to others in the Female 244 616 1574 758
world Male 301 662 1479 759
Total 545 1278 3053 1517
ST219Q05HA- Item 5: Global self-efficacy Female 181 615 1723 673
Male 271 783 1497 650
Total 452 1398 3220 1323
ST219Q06HA Item 6: Responsibility to others in the Female 159 312 1776 945
world Male 244 500 1616 841
Total 403 812 3392 1786

* Due to copyright, the scale items were not included in detail. Scale items can be found in OECD (2018).

In Table 2, the frequencies of the responses given by females and males to six items were given.
184 of the female students strongly disagreed with the ST219Q01HA item regarding the “sense of world
citizenship”, 223 disagreed, 1437 agreed, and 1348 strongly agreed. On the other hand, it was observed
that 373 of the male students strongly disagreed, 420 disagreed, 1364 agreed and 1044 strongly agreed
to the same item. While 3296 students stated that they agreed with the ST219Q02HA item about
“responsibility to others in the world”, 1768 students stated that they strongly agreed. While 2799
students agreed with the ST219Q03HA item about “sense of interconnectedness”, 1295 students
strongly agreed. While 3053 students marked “agree” for the ST219Q04HA item about “responsibility
to others in the world”, 1517 students marked “strongly agree”. While 3220 students marked to “agree”
for the item ST219Q05HA related to “global self-efficacy”, 1323 students marked “strongly agree”. On
the other hand, 3392 students answered “agree” to item ST219Q06HA regarding “responsibility to
others in the world”, while 1786 students responded as “strongly agree”. When the responses given to
each scale item were examined, it was found that the participants gave generally agree with answers to
the scale items. Table 3 presented the findings regarding the cumulative logit model.

Table 3. Findings Related to the Cumulative Logit Model
LR(2) b b, bs a biDIF  b,DIF  bsDIF  aDIF  SE**(aDIF)
iteml  40.15* -1.85 -1.11 034 226 0.19 0.17 0.14 0.05 0.06
item2  59.85* -1.81 -0.82 057 331 -0.05 0.05 0.2 -0.32  0.07
item3 51.72* -151 -0.29 101 274 -0.19 -0.15 -0.11 -0.09  0.06
item4  47.89* -165 -054 095 227 -0.22 -0.18 -0.13 -0.07  0.06
itemb 1434 -171 -05 09 279 -0.15 -0.09 -0.03 -0.12  0.06
item6  2.18 -1.88 -089 066 292 0.00 0.00 0.00 0.00 0.00

Note *p<0.01 **SE indicates standard error.
According to the cumulative logit model, DIF detected in item 1 (LR(y%2)= 40.15; p= 0.00), item
2 (LR(32)= 59.85; p= 0.00), item 3 (LR(x2)= 51.72; p= 0.00), item 4 (LR(}2)= 47.89; p= 0.00), item 5
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(LR(}2)= 14.34; p= 0.00). DIF did not detect in item 6 (LR(y2)= 2.18; p= 0.34). Table 4 shows the
findings related to the adjacent category logit model.

Tablo 4. Findings Regarding the Adjacent Category Logit Model
LR(2) b b2 bs a b.DIF  b,DIF bsDIF aDIF  SEaDIF)

iteml  52.66* -141 -1.32 030 169 0.14 0.14 0.21 -0.06  0.05
item2  63.17* -1.75 -086 057 294 -0.06 0.05 0.22 -0.31  0.07
item3  46.38* -149 -028 101 225 -0.18 -0.15 -0.11 -0.07  0.06
item4  53.74* -147 -060 096 176 -0.24 -0.20 -0.14 -0.07  0.05
item5 16.07* -1.65 -053 096 240 -0.17 -0.10 -0.01 -0.14  0.06
item6  1.64 -1.77 -0.96 0.67 254 0.00 0.00 0.00 0.00 0.00

*p<0.01

According to the adjacent category logit model model, DIF detected in item 1 (LR(y2)= 52.66;
p=0.00), item 2 (LR(y2)= 63.17; p=0.00), item 3 (LR(}2)= 46.38; p= 0.00), item 4 (LR(¥2)= 53.74; p=
0.00), item 5 (LR(%2)= 16.07; p= 0.00). DIF did not detected in item (LR(}2)= 1.64; p= 0.44).

The findings obtained from the cumulative logit model and the adjacent category logit model
show consistency. The global-mindedness scale contained five DIF-detected items.

CONCLUSION, DISCUSSION, AND LIMITATIONS

In this study, it was aimed to analyze the DIF by gender using two methods of a scale in PISA
2018, which measures global-mindedness. Within the scope of the research, whether the total scores
obtained from the global-mindedness scale show a significant difference by gender and the frequency
distribution of the answers given by female and male students to the items in the global-mindedness
scale were also examined.

According to the cumulative logit model and adjacent category logit model used in DIF analysis,
DIF was not detected in only one item. Although the LR()2) values obtained according to both methods
differ due to the differences in the mathematical formulas according to the two methods used, the
significance of these values was found to be similar in both methods. The b, b, bs, a, biDIF, bDIF,
bsDIF, aDIF, SE(aDIF) values obtained according to both methods show partial consistency. The total
scores obtained from the global-mindedness scale differ significantly by gender. The total average score
of the female students on the scale is higher than the average of the total score of the male students on
the scale. In addition, when the frequency distributions for each item are examined, it can be said that
the majority of the students participating in the research tend to agree more with the items.

Today, polytomous items that provide information at more than one point level are preferred in
determining performance-based status and measuring non-cognitive qualities, which are frequently
preferred in standard measurements or tests. While these items provide more information about what
the student knows and how they feel, these items present more complex methodological problems in
scoring and interpretation. Therefore, DIF studies were mostly conducted on 1-0 (binary/dichotomous)
scored items. Today, however, measurement tendencies are shifting towards polytomous items (French
& Miller, 1996). In this respect, it is becoming increasingly common to perform analyzes with
polytomous items and it is important to compare the methods used for these items.

In the literature, only one study has been found that compares the continuation ratio logits,
cumulative logit, and adjacent category logit model under simulative conditions in polytomous items
(see: French & Miller, 1996). As a result of the research, the continuation ratio logit model and the
cumulative logit model produced parallel results, while the adjacent category logit model was found to
be less powerful in DIF detection than the other two methods. Miller and Spray (1993) found in their
research that the logistic discriminant function procedure is ideal for the detection of DIF in non-binary
scored test items. They found that while the logistic regression DIF procedure was simpler and more
practical than its polytomous extensions, it was more powerful than a generalized Mantel-Haenszel
procedure. Kristjansson, Aylesworth, Mcdowell, and Zumbo (2005) compared Mantel, generalized
Mantel-Haenszel, logistic discriminant function analysis, and cumulative logit ordinal logistic
regression analysis under various simulation conditions. The methods with high power and low Type 1
error in detecting both uniform and non-uniform DIF in all conditions were found to be generalized
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Mantel-Haenszel and cumulative logit ordinal logistic regression. Kristjansson et al. (2005) stated that
in determining which of the generalized Mantel-Haenszel and cumulative logit ordinal logistic
regression should be preferred in the research, it is necessary to consider the purpose of the test or the
research. Generalized Mantel-Haenszel is easy to calculate and use. In addition, if the researcher wants
to include variables such as education and age in the model with explanatory models, cumulative logistic
ordinal logistic regression will be more appropriate (Kristjansson et al., 2005). Nowadays, instead of
making easy analyses with the rapid development of computer software or programs or programming
languages, researchers can use the cumulative logit model, an extension of the logistic model for
polytomous items, by considering these findings in the literature.

A scale measuring global-mindedness has been developed in the literature (see Hett, 1993). There
are various scales regarding global competence (e.g. Liu, Yin, & Wu, 2020) and global citizenship (e.g.,
Morais & Ogden, 2011). When all these scales are examined, the absence of a study in which DIF
analysis of items for gender or subgroups in measuring global citizenship, which has a dimension such
as "fighting against injustice, inequality, and discrimination" as stated in OXFAM (2006, p. 12), is a gap
in the literature. It is one of the important steps for test developers to perform bias analysis in collecting
proof of validity. This step should not be neglected in measuring global-mindedness.

In this study, DIF was detected in the items in the PISA 2018 student questionnaire. In the
literature, there are DIF studies dealing with different scales in PISA (e.g., GOk et al., 2014). Similarly,
DIF-containing items were found in the research of Gok et al. (2014). Researchers have stated that DIF
emerges due to translation and adaptation errors, especially in large-scale assessments such as PISA,
which are adapted to different cultures (Gok et al., 2014; Van de Vijver & Tanzer, 2004). In order to
prevent differential item functioning and item bias due to poor translation, it should be emphasized that
the translators in such assessments are people who have competence in both languages or cultures. In
addition, translators in assessments such as PISA should cooperate with measurement and evaluation
experts (Gok et al., 2014).

This research has several limitations. Our first limitation stems from the sample size. In this study,
PISA 2018 Turkey data was used. Similar studies can be conducted using data from several countries
over a larger sample. Secondly, only DIF analyses were performed by gender in the data set. DIF
analysis can be conducted by considering factors such as school type and ethnicity. Our third limitation
is based on only DIF analysis in this study. Expert opinion can be sought for the scale used within the
scope of the bias study. The fourth limitation is related to the applied methods. In the research, the
cumulative logit model and the adjacent category logit model were used. Similar studies can be
conducted to compare other methods applied to polytomous data. The fifth limitation is related to the
hypotheses. Instead of the null hypothesis testing the absence of any DIF, hypotheses that test the
absence/presence of uniform or non-uniform DIF separately can be tested. In addition to analyzing the
presence of DIF-detected items, research can be conducted to determine the level of DIF.
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Ozet

Kiiresel bilinglilik son yillarda egitim alaninda ele alinan 6nemli konulardan biridir. Kiiresel bilingliligin
olgiilmesi Uluslararas1 Ogrenci Degerlendirme Programi (PISA) 2018 uygulamasinda da séz konusudur.
"kiresel bilinclilik" PISA 2018 uygulamasida "diinya vatandashg: duygusu", "diinyadaki digerlerine kars1
sorumluluk”, "birbiriyle baglantili olma duygusu", ve “kiiresel 6z yeterlilik” agisindan dortlii
derecelendirilmis altt madde ile olglilmiistiir. Bu arastirmada PISA 2018 6grenci anketinde ST219 kodlu
Olgege yanit veren 6393 Tirk &grencinin verisi kullanilarak cinsiyete gore degisen madde fonksiyonu
(DMF) analizi gergeklestirilmistir. Verilerin analizinde ¢ok kategorili verilerin DMF analizinde kullanilan
birikimli lojit model ve bitisik kategori lojit model kullanilmistir. Aragtirmada kiiresel bilinglilik 6lgeginden
elde edilen toplam puanin cinsiyete gore farklilagip farklilasmadigi incelenmistir. Arastirma kapsaminda
kiiresel bilinglilik 6lgegine odak ve referans grubun verdigi yanitlarin frekans dagilimlari da ele almmustr.
Aragtirma sonucunda madde 6 disindaki maddelerin her iki modele gére de DMF icerdigi tespit edilmistir.
Aragtirmada DMF tespitinde kullanilan modellerden elde edilen bulgular benzerlik gostermektedir. Kiz
ogrencilerin erkek 6grencilerden daha yiiksek ortalama 6lgek puanina sahip oldugu bulunmustur. Odak ve
referans grubun verdigi yanitlar incelendiginde ise daha c¢ok katilimcilarin 6lgek maddelerine katilma
egiliminde oldugu goriilmiistiir. Olgek gelistiriciler olast DMF kaynaklarinin farkinda olup, yanli olmayan
maddeler gelistirmelidirler. Bunun i¢in aragtirmacilara 6lgek gelistirme ve uyarlama asamasinda en az iki
modele goére DMF analizi yapmalar1 Onerilmektedir. Ulusal ve Uluslararasi izleme degerlendirme
calismalarinda kullanilan biligsel ve biligsel olmayan maddeler i¢in DMF analizlerinin yapilmasinin yant
sira, maddelerin yanlilik agisindan incelenmesi de gegerli ve adil 6l¢limler gergeklestirebilmek igin
gereklidir.

Anahtar Kelimeler: degisen madde fonksiyonu (DMF); birikimli lojit model; bitisik kategori lojit model;
cok kategorili madde; kiresel bilinglilik.

GIRIS

Ayni ozellik diizeyindeki bireylerin maddelere vermis olduklar1 yanitlarin da benzer olmasini
beklenir. Degisen madde fonksiyonu (DMF) analizi ile iki grup arasindaki test madde fonksiyondaki
psikometrik farklilik ele alinir. DMF 6lgiilen 6zellik bakimindan eslesen bireylerin performanslaridaki
ya da yanmitlarindaki farkliliklara odaklanir (Potenza ve Dorans, 1995). DMF c¢aligsmalar1 daha ¢ok 1-0
puanlanan coktan se¢meli maddeler iizerinden gerceklestirilirken, ozellikle egitim reformlar: ile
portfolyo, performans degerlendirme gibi geleneksel olmayan 6l¢me araglarmin yaygin kullanimu ile
cok kategorili maddelerde DMF analizleri 6nem kazanmustir (Kim, Cohen, Alagoz ve Kim, 2007;
French ve Miller, 1996; Potenza ve Dorans, 1995). Bilissel olmayan veriler de ¢ok kategorili olarak elde
edilmektedir. DMF analizleri yanlilik ¢alismalarinin ilk adimidir. Yanllik ise, 6l¢iimlerin bir grubun
lehine sistematik hata barindirmasi olarak ifade edilir. Yanli bir madde DMF igerir; ancak bir maddenin
DMF igermesi o maddenin yanli oldugunu gostermez. DMF istatistiksel bir yontem iken, madde
yanliligr kavramsaldir (Camilli ve Shepard, 1994; Zumbo, 1999). Yanhlik gecerligi tehdit eden
unsurlardan biridir (Kim ve digerleri, 2007; Kristjansson, Aylesworth, Mcdowell ve Zumbo, 2005).
Gegerlik ise sadece ol¢timlerin bir 6zelligi degildir. Gegerlik test ya da dlgek puanlarmim bir anlanudir.
Test sonuglarinin uygun bir sekilde yorumlanmasinda ve adil kararlar alinmasinda gegerli 6lgiimler
yapmak dnemlidir (Messsick, 2005). Amaca hizmet eden ve adil él¢ciimler icin maddelerin bir grup
lehine yanli olmamasi gerekmektedir. Degerlendirme yaparken verecegimiz kararlarin dogru olmasi igin
yansiz Olglimler yapmamiz gerekmektedir. Bireylerin hayatlari etkileyen kararlar alirken bir grup
lehine yanli davranilmamasi adil kararlar alinmasin saglar.
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Kiiresellesen diinyada zaman ve mekan kisitlamalar1 yok olmus, insanlar mekandan bagimsiz
birbirlerine yakinlasmg ve kiiltiirler arasi etkilesim artarak iilkeler birbirine bagli hale gelmistir
(Bornman ve Schoonraad, 2001). Diinyamizda iilkeler arasi sinirlarin 6nemi ortadan kalkip, iilkeler
birbirine bagh hale geldikge, kiiresellegsen diinyada bireylerin hayatlarmi idame ettirebilmeleri igin bir
takim bilgi, beceri ve tutumlara sahip olmasi icap etmektedir. Ama, Ozellikle gen¢ Kitleler ulusal
smirlarin 6tesinde kiiresel diinyayir anlama, 6grenme ve kiiresel bir bakis acis1 kazanma noktasinda
zorluklarla karsilasmaktadir (McGaha ve Linder, 2014). Kiiresel bir bakis agis1 ise, bir bireyin “bireyin
insan, ulus ve diinya algis1” dahil olmak {izere “kendilerinin 6tesinde kendi diinyasindaki insanlar1 ve
kiiltiirleri algilama ve bilme” derecesi olarak tanimlanmistir (Merrill, Braskamp ve Braskamp, 2012, s.
356). Bowden (2003: p. 359), kiiresel diisiinen bir vatandas olmanin yolunun “kiiresel diigiin, yerel
hareket et” ilkesine gore hareket etmek gerektigini belirtmistir. Kiiresel diisiinebilmek icin ise kiiresel
bilinglilik ve kiiresel egitim gereklidir. Kiiresel vatandaslik i¢in miifredat hazirlayan kurum olan Oxford
Kitlik Yardim Komitesi’ne (OXFAM) (2006, s. 12) gore kiiresel vatandaslar “sosyal adalet, insan
haklari, topluluk uyumu ve kiiresel karsilikli bagimlilik konulariyla ilgilenmek”, bilgilendirilmis,
sorumlu eylem yoluyla adaletsizlik, esitsizlik ve ayrimciliga kars1 miicadele etmek”, “gesitlilik, kimlik
ve aidiyet konularini arastirmak” ve “gili¢ ve yonetisim hakkinda bilgi edinmek ve esit olmayan gii¢
iligkilerinin nedenlerini ve sonuglarmi analiz etmek” durumundadir.

Kiiresellesen diinyanin ihtiyaglarini gozeterek bireyleri yetistirmek dnemlidir. Bu agidan smirlarin
Otesinde diislinen “diinya vatandas1” bireyler 21. Yiizyilda toplumun ihtiyaclarina yanit verecektir. Bu
durum son zamanlarda “kiiresel bilinglilik” kavramini literatiire kazandirmustir. Kiiresel bilingliligi
Olctlmesi 6nemli bir ihtiyactir. Boylelikle insan haklarmin bilincinde, cinsiyetler, etnik kokenler,
smiflar arasinda ayrimcilik gézetmeyen, kiiresel toplumda barist ve dengeyi saglamak icin egosundan
diger bireyleri diistinmeye yo6nelen diinya vatandaslar1 yetisip yetismedigi ortaya ¢ikarilabilir (Chainut,
Suwanjan, Pupat ve Pimdee, 2019). Bu ¢alismada kiiresel bilingliligi dlgen bir 6lgegin cinsiyete gore
DMF analizi yapilmstir. Muessig ve Gilliom'un (1981) kiiresel egitim tanimina dayanarak, Hett (1993,
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s. 9) kiiresel diislinen insanlar1 “evrensel insan haklarmi destekleyen”, “insanlhigin birligine ve insanligin
karsilikli bagimliligina inanan”, “ulusal simirlar1 asan bagliliklara sahip”, “ekolojik bir diinya goriisiine
sahip” ve “futiirist” olarak tammmlamustir. Sosyal, ekonomik, geleneksel, politik, kiltirel, dilsel ve dini
olarak farkli toplumlarda yetisse bile insanlar arasinda esitlik s6z konusudur. Kiiresellesen diinyada tiim
insanlar1 ilgilendiren sorunlarla insanlar yiizlesmektedir (Chainut ve digerleri, 2019). Ancak Hett’in
(1993, p. 9) aktardig alt1 6zellige sahip insanlar kiiresel boyutta diistinerek bu problemlere ¢oziim
getirecektir. Diinyadaki diger bireylere karst sorumluluk duymak, diinyayr daha yasanilabilir hale
getirmek i¢in ¢aba harcamak kiiresel bilingli insanlarin bir diger iki 6zelligidir (bakiniz: Ekonomik
Kalkinma ve Isbirligi Orgiitii (OECD), b.t.).

Egitim sistemleri kiiresel bilingli insanlar yetistirmek icin tasarlanmalidir. Bu agidan politika
yapicilara da 6nemli gorevler diismektedir. Giiniimiizde ¢agimizin ihtiyaglarini gdzeten egitim politikasi
olusturabilmek i¢in kiiresel diisinmek gerekmektedir. Siirdiiriilebilir Kalkinma Hedefleri (SKH) icin
2030 Giindemi, evrensel kalitede egitimi gergeklestirmeyi ve kiiresel esitsizlikleri azaltmay1
icermektedir. Kuresel yeterlilik ve kiresel vatandaslik kavramlari, SKH giindeminin merkezindedir. Bu
nedenle 6nemli uluslararasi ve yerel politika belgelerinde ve birgok arastirmada son yillarda siklikla
karsimiza bu kavramlar ¢ikmaktadir. ki énemli uluslararas: kurulus olan Birlesmis Milletler Egitim,
Bilim ve Kiiltiir Orgiiti (UNESCO) ve OECD kiiresel egitim vizyonlar1 i¢in normatif gergeveler
olusturarak destek vermislerdir. Bu cergevelerde insan haklari, baris, esitlik, adalet ve hosgorii gibi
kavramlar one ¢ikmaktadir (Vaccari ve Gardinier, 2019).

Insanlar aras1 esitlik ve adillik kiiresel bilinglilikle ortaya koyulurken, kiiresel bilingliligi 6lcen bir
Olcegin bir grup lehine yanlilik igermemesi beklenilir. Yanl maddeleri belirlemenin ise ilk kogulu DMF
analizi yapmaktir. Bagka bir deyisle “DMF c¢alismalari, standart degerlendirme programlarinda
hakkaniyetle ilgili endigeleri ele almak i¢in birincil metodolojik araglardan biridir” (French ve Miller,
1996, s. 315). PISA gibi uluslararas: dl¢iimlerde kullanilan 6lgeklerin DMF agisindan incelenmesi ve
DMF’nin kaynaginin tespit edilmesi alanyazinda 6nemli goriilmektedir (Gok, Atalay Kabasakal ve
Kelecioglu, 2014). Aym ozellik diizeyindeki bireylerin cinsiyeti ne olursa olsun, bir maddeye verilen
yanitlar eger Olciilmek istenilen ozellik cinsiyet farkliliklar1 degilse, benzer olmalidir. DMF analizi
yapmada ise ¢esitli yontemler bulunmaktadir. Farkli yontemlerden elde edilen DMF analizlerinin
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bulgularmin karsilastirilmas ise dogru bilgiye erismede énemlidir. ikili (1-0) puanlanan maddeler yerini
glinimuzde daha ¢ok ¢ok kategorili maddelere birakmaktadir. Cok kategorili maddelerde DMF analizi
yapmanin yollarindan ikisi birikimli lojit model ve bitisik kategori lojit modeli kullanmaktir. Alanyazina
bakildiginda bu iki modelin gercek verilerin analizinde birlikte kullanildigi bir DMF c¢aligmasina
rastlanmamustir. Esitlik ve adilligin korunmasim kiiresel diizeyde ele alan kiiresel bilinglilik 6lgegi ise
ozellikle secilmistir. Eger kiiresel bilingliligi dlctiigiimiiz bir dlgekte bir grup lehine yanli maddeler
bulunuyorsa, bu durum 6l¢iilmek istenilen degiskenle 6lgme yolu arasinda tezat olusturacaktir. Bu
acidan kiiresel bilinglilik Olgeginin yanliligin tespitinin ilk adimi1 olan DMF analizi agisindan
incelenmesi 6onemlidir. Alanyazinda tamamen benzer arastirmalarin olmamasi aragtirmay1 yapmak igin
baska bir motivasyon kaynagidir. Bu arastirmada PISA 2018 uygulamasinda kullanilan kiiresel
bilinglilik 6lg¢egine Tiirk 6grencilerin verdigi yanitlarin cinsiyete gore incelenmesi ve cinsiyete gore
Olgekten elde edilen puanlar arasindaki farkin test edilmesi amaglanmistir. Aragtirmanin diger bir amact
ise cinsiyete gore DMF’yi saptamaktir. Arastirmanin amact dogrultusunda asagidaki arastirma
sorularina yanit aranmugtir:

Kiiresel bilinglilik 6lgeginden elde edilen toplam puanlar cinsiyete gore manidar bir farklilik
gostermekte midir?

Kiiresel bilinglilik 6l¢egindeki maddelere kiz ve erkek oOgrencilerin verdigi yanitlarin frekans
dagilimi1 nasildir?

Kiiresel bilinglilik 6lgegi birikimli lojit modele gore cinsiyete gére DMF iceren maddeye sahip
midir?

Kiiresel bilinglilik 6lgegi bitisik kategori lojit modele gore cinsiyete gore DMF iceren maddeye
sahip midir?

Birikimli lojit model ve bitisik kategori lojit modelden elde edilen bulgular farklilagmakta midir?

YONTEM

Arastirmanin tiirii

Arastirma alanyazinda var olan yontemlerle mevcut durumu ortaya ¢ikarmaya c¢alistigindan betimsel
bir arastirmadir.

Arastirmanin érneklemi

PISA 2018 Tirkiye uygulamasinda 6890 Tiirk 6grenciden veriler toplanmugtir. PISA 2018’e 15
yasinda 6grenciler katilmigtir. PISA 2018 Tiirkiye uygulamasinda tabakali segkisiz 6rnekleme ile 186
okuldan 6grenciler katilmistir. Arastirmada oncelikle kayip veriler temizlenmistir. Arastirma PISA 2018
uygulamasina katilan 6393 6grenci verisiyle yiriitillmiistir. Bu 6grencilerin 3192’si kiz 6grenci iken,
320171 ise erkek 6grencidir. Kiz 6grenciler 0 olarak kodlanarak referans grubu olustururken, erkek
ogrenciler 1 olarak kodlanarak odak grubu olusturmustur.

Veri Toplama Araci

Arastirma PISA 2018 ogrenci anketinde ST219 kodlu dlgege yanit veren 6393 6grenci verisiyle
gerceklestirilmistir. ST219 kodlu 6l¢ege iliskin tiim {ilkelerin verisinde gecerlik ve giivenirlik calismasi
OECD (b.t.) tarafindan yapilmistir. Arastirmaci tarafindan da dl¢iimlerin gecerligi ve giivenirligi ayrica
Tiirkiye verisi i¢in test edilmistir. ST219 6lgegi 6grencilerin kiiresel bilinglilik duygusu (GLOBMIND)
cergevesinde “kiiresel yeterliligi” Olgmektedir. “Kiiresel bilinglilik”, kisinin kendisini diinya
topluluguyla baglantili gérdiigli ve diinyadaki bireylere kars1 sorumluluk duygusu hissettigi bir diinya
goriisiidiir. Kiiresel diisiinceye sahip bir kisi, diinyanin her yerindeki diger insanlar i¢in endise duyar,
mesafe ve kiiltiirel farkliliklardan bagimsiz olarak kosullarini ve kiiresel ¢evreyi iyilestirmeye calismak
i¢in sorumluluk duygularina sahiptir. "Kiiresel bilinglilik" su yonlerden olusur: "dinya vatandasligi
duygusu” (madde ST219Q01HA), "diinyadaki digerlerine karsi sorumluluk" (madde ST219Q02HA,
ST219Q04HA ve ST219Q06HA), "birbiriyle baglantili olma duygusu" (madde ST219Q03HA), ve
“kiiresel 6z yeterlilik” (madde ST219QO05HA). Yamtlar “kesinlikle katilmiyorum”, “katiliyorum”,
“katiltyorum”, “kesinlikle katiliyorum” seklinde dortlii likert tipi 6lcekle derecelendirilmistir. Olgek alt1
maddeden olugsmaktadir (OECD, b.t.).

Verilerin Analizi

Aragtirmada Oncelikte boyutluluk gibi varsayimlar test edilmistir. Faktor analizi sonucunda tek
boyutlu yapida faktor yiikleri 0,63 ile 0,79 arasinda bulunmustur. Birinci faktér toplam varyansin
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%51,12’sini aciklamaktadir. Olgiimlerin i¢ tutarligi Cronbach alfa 0,859 bulunmustur. Marjinal
guvenirlik ise 0,869 bulunmustur. Sekil 1’de yamag birikinti grafigi verilmistir.

- real - FA

& simulated PCA

eigenvalue

0+ Ly >

1 4
factor/component number

Sekil 1. Yamag Birikinti Grafigi

Yerel bagimsizlik varsayimma ise G? yerel bagimsizlik indeksleri ile test edilmistir. G* yerel
bagimsizlik indeksleri i¢in kritik degerler bir serbestlik derecesi i¢in ki-kare dagilimda 3,84 p=0,05 igin,
6,63 ise p=0,01 i¢indir. Eger madde ¢iftleri arasmdaki G? yerel bagimsizlik indeksleri bu degerleri asarsa
maddeler yerel bagimsizlik varsayimini ihlal etmektedir (Chen ve Thissen, 1997). Maddelerin
bahsedilen kritik degeri asmadigi bulunmustur. Bu durumda yerel bagimsizlik varsayimi saglanmustir.

Madde parametrelerini incelemek icin Genellestirilmis Kismi Kredi Modelde (GPCM; Muraki,
1992) ve Samejima’nin (1969) Asamali Tepki Modelde (GRM) analizler gergeklestirilmistir. GPCM’de
model uyum indeksleri AIC=76233.79, BIC=76396.10, log-likelihood=-38092.89 bulunmustur.
GRM’de model uyum indeksleri AIC=75194.18, BIC=75356.49, log-likelihood=-37573.09
bulunmustur. GRM’nin GPCM’den daha iyi model uyum indekslerine sahip oldugu goriilmiistiir.
GRM’den elde edilen madde karakteristik egrileri Sekil 2°de verilmistir.
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Sekil 2. Dort Kategorili GRM Cercevesinde Kategori Yanit Egrileri
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Dort kategorili alti maddelik 6lgege iliskin kategori yanit egrileri egim (a) ve esik (b1, b2, bs)
parametreleri dikkate almarak incelenebilir. Bulgular boliimiinde madde parametrelerine ait degerler
verilmistir. Bu kategori yanit (madde Karakteristik) egrilerinin ¢esitli 6zellikleri Sekil 2°den de
goriilebilir. Bu d6zelliklerden biri, verilen herhangi bir 6 degeri i¢in, kategori yanitlarinin olasiliklarinin
toplam 1,0'a esittir. ikinci olarak, ilk tepki kategori egrisi (P1) her zaman monoton olarak azalirken,
son kategori egrisi (P4) her zaman monoton olarak artmaktadir. Bagka deyisle, 6grencilerin 0 ya da
kiiresel bilinglilik diizeyi arttik¢a, 4. kategorinin (kesinlikle katiltyorum) se¢ilme olasiligi artmaktadir.
Birinci kategori egrisi ise monoton azalan bir egime sahip oldugundan, 6grencilerin 8 ya da kiiresel
bilinglilik diizeyi arttikga birinci kategorinin (kesinlikle katilmiyorum) segilme olasiligimin diisiik
oldugu goriilebilir. Uglincii olarak: orta kategoriler, bitisik esik kategorilerinin orta noktasinda bulunan
en yiksek nokta ile her zaman tek modludur (Hambleton, van der Linden ve Wells, 2011). Kiiresel
bilinglilik 6l¢egine iliskin GRM’den elde edilen test bilgi fonksiyonu Sekil 3’°te verilmistir.
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1 1 1 1
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Sekil 3. Test Bilgi Fonksiyonu (TIF)

Test bilgi fonksiyonu bize farkli 8 diizeylerinde ne kadar bilgi verildigini gostermektedir. Sekil 3°te
en fazla bilginin -2 ile -1 8 ya da kiiresel bilinglilik diizeyinde elde edildigi goriilmektedir. Kiiresel
bilinclilik diizeyi orta seviyede oldugu zaman saglanan bilgi 6= [-2,-1] diizeyindekine oranla diismekte,
elde edilen bilgi 6 1’e yaklastik¢a artis gostermekte, daha sonra 0 arttikga giderek azalmaktadir.

Arastirma kapsaminda birikimli lojit model ve bitisik kategori lojit Model ile cinsiyete gére DMF
analizleri yapilmustir.

Arastirma kapsaminda asagidaki hipotezler test edilmistir.

Ho: DMF yok. Hi: Herhangi (tek bigimli ve tek bigimli olmayan) bir DMF var.

Birikimli Lojit Model

Bir p ile sembolize edilen 68rencinin madde i’den en az K puan alma olasiligi, Zp gdzlemlenen
standart toplam puani ve Gp grup {iyeliklerini gostermek iizere birikimli lojit modelde asagidaki
denkleme dayali olarak hesaplanir.

elaitainir Gy)(Zp —bik —biror Gp)

1+ e(ai +a;ipr Gp) (£, —bir, —birpr Gp)

P(Y@' = k‘ZpaGp) —

p 6grencisinin i maddesi i¢in k puan alma durumu ise en az k ve k+1 puan elde etme olasiliklar
arasindaki fark gozetilerek bulunur.

P(Yp@' — k‘Zp’Gp) — P(Yﬁé > k‘Zp’ Gp) - P(Ypi > k+ 1|ZP’GIU)
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Bitisik Kategori Lojit Model

Bir p ile sembolize edilen 6grencinin madde i’den en az k puan alma olasihigi, Zp gdzlemlenen
standart toplam puam ve Gp grup Uyeliklerini gostermek (izere bitigik kategori lojit modelde asagidaki
denkleme dayali olarak hesaplanir.

ez;‘:(] (ai +ai[)ll“Gp)(Zp_bil _br':'l)[l" Gp)

P(li')l k' ZP1 Gp) Zj{_,o BZ}i,n(aﬁLaiDIFGP)(ZP —bi—bipir Gp)
BULGULAR

GRM ile madde analizleri gerceklestirildiginde, a (egim) parametresi 1,821 ile 2,968 arasinda
degerler almaktadir. Bu degerler 6lgek maddelerinin ¢ok yilksek ayirt edicilige sahip oldugunu
gostermektedir. by (esik) parametresi -1,876 ile -1,668 arasinda degerler almaktadir. b, parametresi -
1,121 ile -0,452 arasmnda degerler almaktadir. b; parametresi 0,388 ile 0,977 arasinda degerler
almaktadir. Tablo 1°de kiiresel bilinglilik 6l¢ceginden kiz ve erkek 6grencilerin toplam puanlarina ait
istatistiklere yer verilmistir.
Tablo 1. Toplam Puanin Referans ve Odak Gruba Gére Istatistiklerinin Ozeti

n Minimum Maksimum Ortalama Medyan Standart
sapma
Referans 3192 6,00 24,00 18,05 18,00 3,71
Grup- kiz(0)
Odak Grup- 3201 6,00 24,00 17,15 18,00 4,06
_erkek(1)

Tablo 1’de de goriilecegi lizere referans grupta yer alan kiz 6g8rencilerin erkek 6g8rencilerden daha
yiiksek ortalama puana sahip oldugu bulunmustur. Welch iki 6rneklem t-testine gore bu fark istatistiksel
olarak anlamlidir (Fark (giiven araligr) = 0,90 (0.71, 1.09); t degeri= 9,25; p degeri<0.001).

Tablo 2’de kiiresel bilinglilik 6l¢eginin maddeleri ve odak ve referans grup igin frekanslara iligskin
tablo verilmistir.

Tablo 2. Olgek Maddelerinin Genel Yénleri ve Referans ve Odak Grubun Frekanslar1*
Maddeler

= =
b2 E B &
x > 2 5] x 5
£ £ z =y
g § : B3
¥ M M Y X M
ST219Q01HA- Madde 1: Diinya vatandashigi duygusu Kiz 184 223 1437 1348
Erkek 373 420 1364 1044
Toplam 557 643 2801 2392
ST219Q02HA- Madde 2: Diinyadaki digerlerine karsi Kiz 158 325 1664 1045
sorumluluk Erkek 245 601 1632 723
Toplam 403 926 3296 1768
ST219Q03HA- Madde 3: Birbiriyle baglantili olma Kiz 222 895 1397 678
duygusu Erkek 330 852 1402 617
Toplam 552 1747 2799 1295
ST219Q04HA- Madde 4: Diinyadaki digerlerine karsi Kiz 244 616 1574 758
sorumiuluk Erkek 301 662 1479 759
Toplam 545 1278 3053 1517
ST219Q05HA- Madde 5: Kuresel 6z yeterlik Kiz 181 615 1723 673
Erkek 271 783 1497 650
Toplam 452 1398 3220 1323
ST219Q06HA- Madde 6: Diinyadaki digerlerine karsi Kiz 159 312 1776 945
sorumluluk Erkek 244 500 1616 841
Toplam 403 812 3392 1786

~ *Telif nedeniyle &lcek maddelerine ayrintili yer verilmemistir. Olcek maddelerine OECD’den (2018) ulastlabilir.
Tablo 2’de alti maddeye kiz ve erkeklerin verdigi yanitlarin frekanslari verilmistir. Dinya
vatandaslig1 duygusu ile ilgili ST219Q01HA maddesine kiz 6grencilerin 184’1 kesinlikle katilmadiginy,
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223’1 katilmadigini, 1437’si katildigini ve 1348’1 kesinlikle katildigini belirtmistir. Erkek 6grencilerin
ise aynt maddeye 373’1 kesinlikle katilmadigimi, 420’si katilmadigini, 1364’liniin katildigimi ve
1044 liniin kesinlikle katildigini belirttigi goriilmiistiir. Diinyadaki digerlerine kars1 sorumlulukla ilgili
ST219Q02HA maddesine 3296 o6grenci katildiginmi belirtirken, 1768 6grenci kesinlikle katildigini
belirtmistir. Birbiriyle baglantili olma ile ilgili ST219Q03HA maddesine 2799 &6grenci katiliyorum
seklinde yanitlarken, 1295 06grenci kesinlikle katildigini belirtmistir. Diinyadaki digerlerine karsi
sorumlulukla ilgili ST219Q04HA maddesine 3053 6grenci katiliyorumu isaretlerken, 1517 6grenci
kesinlikle katiliyorumu isaretlemistir. Kiiresel 6z yeterlikle ilgili ST219Q05HA maddesine 3220
Ogrenci katiliyorumu isaretlerken, 1323 Ogrenci kesinlikle katiliyorumu isaretlemistir. Dinyadaki
digerlerine kars1 sorumlulukla ilgili ST219Q06HA maddesine ise 3392 G6grenci katiliyorum seklinde
yanitlarken, 1786 6grenci kesinlikle katiliyorum seklinde yanitlamigtir. Her bir 6lcek maddesine verilen
yanitlar incelendiginde, Olcek maddelerine katilimcilarin daha ¢ok katiliyorum yanitimin verdigi
bulunmustur.

Tablo 3°de birikimli lojit modele iliskin bulgulara yer verilmektedir.
Tablo 3. Birikimli Lojit Modele Iliskin Bulgular
LR(2) by ba bs a blDMF b,DMF b;DMF aDMF SH**(aDMF)
maddel 40,15 -185 -1,11 0,34 2,26 0,19 0,17 0,14 0,05 0,06
madde2 59,85 -1,81 -0,82 057 331 -0,05 0,05 0,2 -0,32 0,07
madde3 51,72* -151 -0,29 101 2,74 -0,19 -0,15 -0,11 -0,09 0,06
madde4 47,89 -165 -054 0,95 227 -0,22 -0,18 -0,13 -0,07 0,06
madde5 14,34* -171 -05 09 2,79 -0,15 -0,09 -0,03 -0,12 0,06
madde6 2,18 -1,88 -0,89 066 292 0,00 0,00 0,00 0,00 0,00
*p<0.01 **SH standart hatay1 gostermektedir.

Birikimli lojit modele gére madde 1 (LR(x2)= 40,15; p= 0.00), madde 2 (LR(x2)= 59,85; p= 0.00),
madde 3 (LR(y2)= 51,72; p= 0.00), madde 4 (LR(y2)= 47,89; p= 0.00), madde 5 (LR(¥2)= 14,34; p=
0.00) DMF icermektedir. Madde 6 ise DMF icermemektedir (LR(x2)= 2,18; p= 0.34). Tablo 4’te bitisik
kategori lojit modele iliskin bulgulara yer verilmektedir.

Tablo 4. Bitisik Kategori Lojit Modele iliskin Bulgular

LR(2) b b b a b.DMF  b,DMF b;DMF aDMF  SH(aDMF)
maddel 52,66 -1,41 -132 030 169 0,14 0,14 0,21 0,06 0,05
madde2 63,17*  -1,75 -0,86 057 294 -006 0,05 0,22 031 0,07

madde3  46,38* -1,49 -028 101 225 -018 -0,15 -0,11 -0,07 0,06
madde4  53,74* -147 -060 09 1,76 -024 -0,20 -0,14 -0,07 0,05
madde5  16,07* -165 -053 09% 240 -017 -0,10 -0,01 -0,14 0,06
madde6 1,64 -1,77 09 067 254 0,00 0,00 0,00 0,00 0,00

*p<0.01

Bitisik kategori lojit model modele gore madde 1 (LR(y2)= 52,66; p= 0.00), madde 2 (LR(y2)=
63,17; p= 0.00), madde 3 (LR(x2)= 46,38; p= 0.00), madde 4 (LR(y2)= 53,74; p= 0.00), madde 5
(LR(x2)= 16,07; p= 0.00) DMF icermektedir. Madde 6 ise DMF icermemektedir (LR(y2)= 1,64; p=
0.44).
Birikimli lojit model ve bitisik kategori lojit modelden elde edilen bulgular tutarlik gostermektedir.

SONUC, TARTISMA VE SINIRLILIKLAR

Bu arastirmada kiiresel bilingliligi 6lgen PISA 2018’de yer alan bir 6lgegin iki yontem kullamlarak
cinsiyete gére DMF analizini yapmak amaglanmistir. Arastirma kapsaminda Kuresel bilinclilik
Olceginden elde edilen toplam puanlar cinsiyete gore manidar bir farklilik gosterip-gostermedigi ve
kiiresel bilinglilik dl¢egindeki maddelere kiz ve erkek dgrencilerin verdigi yanitlarin frekans dagilimi
da ek olarak incelenmistir.

DMF analizi yaparken kullanilan birikimli lojit modele ve bitisik kategori lojit modele gore yalnizca
bir maddede DMF tespit edilmemistir. Her iki yonteme gore elde edilen LR(y2) degerleri kullanilan iki
yonteme gore matematiksel formiil farklhiliklarindan &tiirii farklilik gosterse de, bu degerlerin
manidarligi her iki yontemde de benzer bulunmustur. Her iki yonteme gore elde edilen b1, b2, bs, a,
b:DMF, b,DMF, bsDMF, apmr, SH(aomr) degerleri ise kismen tutarlik gostermektedir. Kdiresel
bilinglilik 6lgeginden elde edilen toplam puanlar cinsiyete gore manidar farklilik gdstermektedir. Kiz
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ogrencilerin dlgekten aldigi toplam puan ortalamasi erkek 6grencilerin 6lgekten aldigi toplam puan
ortalamasindan manidar bir sekilde yiiksektir. Ayrica her bir maddeye iliskin frekans dagilimlari
incelendiginde, arastirmaya katilan 6grencilerin cogunlugunun maddelere daha ¢ok katilma egiliminde
oldugu soylenebilir.

Ginimuzde standart testlerde veya 6lciimlerde siklikla tercih edilen performansa dayali durum
belirlemede ve bilissel olmayan niteliklerin 6l¢lilmesinde birden fazla puan diizeyinde bilgi saglayan
cok kategorili maddeler tercih edilmektedir. Bu maddelerle 6grencinin ne bildigi ve nasil hissettigi
hakkinda daha fazla bilgi saglanirken, puanlamada ve yorumlamada bu maddeler daha karmasik
yontemsel problemler sunmaktadir. Bu yiizden DIF calismalar1 da daha ¢ok 1-0 (ikili/dichotomous)
puanlanan maddeler lizerinde gergeklestirilmistir. Ancak giintimiizde 6l¢gme egilimleri ¢ok kategorili
maddelere dogru kaymaktadir (French ve Miller, 1996). Bu agidan ¢ok kategorili maddelerle analizler
gerceklestirmek giiniimiizde giderek yayginlagsmaktadir ve bu maddeler igin kullanilan yontemlerin
karsilastirmasi énemlidir.

Alanyazinda ¢ok kategorili maddelerde lojistik modelin uzantis1 stireklilik orani lojit, birikimli lojit
ve bitigik kategori modeli simiilatif kosullar altinda karsilastiran yalnizca bir aragtirmaya rastlanmistir
(bakmiz: French ve Miller, 1996). Arastirma sonucunda siireklilik orani lojit modelle birikimli lojit
model paralel sonuclar iiretirken, bitisik kategori lojit model ise DMF tespitinde diger iki yonteme gore
daha az giiclii bulunmustur. Miller ve Spray (1993) arastirmasinda lojistik diskriminant fonksiyon
prosedurindn, ikili olarak puanlanmayan test maddelerinde DMF tespiti icin ideal oldugunu bulmustur.
Lojistik regresyon DMF prosediiriiniin ¢ok kategorili uzantilarindan daha basit ve daha pratik oldugunu
belirtirken, genellestirilmis bir Mantel-Haenszel prosediiriinden daha giiclii oldugunu bulmustur.
Kristjansson, Aylesworth, Mcdowell ve Zumbo (2005) Mantel, genellestirilmis Mantel-Haenszel,
lojistik ayirma (discriminant) fonksiyonu analizini ve birikimli lojit sirali (ordinal) lojistik regresyon
analizini ¢esitli simiilasyon kosullarinda karsilastirmiglardir. Tiim kosullarda hem tek bigimli hem tek
bicimli olmayan DMF saptanmasinda yiiksek giice ve diisiik 1. Tip hataya sahip olan yontemler
genellestirilmis Mantel-Haenszel ve birikimli lojit sirali lojistik regresyon olarak bulunmustur.
Kristjansson ve digerleri (2005) genellestirilmis Mantel-Haenszel ve birikimli lojit sirali lojistik
regresyondan hangisinin arastirmada tercih edilmesi gerektiginin tespitinde testin ya da arastirmanin
amacin1 gozetmenin gerektigini belirtmislerdir. Genellestirilmis Mantel-Haenszel hesaplanmasi ve
kullanilmasi acisindan kolaydir. Bunun yani sira arastirmaci acgiklayict modellerle modele egitim ve yas
gibi degiskenler dahil etmek isterse birikimli lojit sirali lojistik regresyon daha uygun olacaktir
(Kristjansson ve digerleri, 2005). Giliniimiizde bilgisayar yazilimlarindaki veya programlama
dillerindeki veya programlarindaki hizli gelisimlerden 6tlirii kolay analiz yapmaktan ziyade, istatistiksel
glc 6n plana ¢iktigindan arastirmacilar alanyazindaki bu bulgular1 da gozeterek ¢ok kategorili maddeler
i¢in lojistik modelin uzantis1 modellerden birikimli lojit modeli arastirmalarinda kullanabilir.

Alanyazinda kiiresel bilingligi 6lgen bir oOlgek gelistirilmistir (bakimz: Hett, 1993). Kiresel
yetkinlige (6rnegin; Liu, Yin ve Wu, 2020) ve kiiresel vatandasliga (6rnegin; Morais ve Ogden, 2011)
iligkin ise ¢esitli dlcekler bulunmaktadir. Tiim bu 6lgekler incelendiginde, OXFAM (2006, s. 12)’de
belirtildigi gibi “adaletsizlik, esitsizlik ve ayrimciliga karsi miicadele etmek™ gibi bir boyutu olan
kiiresel vatandagligin 6l¢iilmesinde maddelerin cinsiyete ya da alt gruplara yonelik DMF analizinin
gergeklestirildigi bir aragtirmanin olmamasi alanyazindaki bir bosluga isaret etmektedir. Test
gelistiricilerin gecerlik kanit1 toplamada yanlilik analizi yapmasi 6nemli adimlardan biridir. Bu adim
kiiresel biling¢liligin l¢iilmesinde ihmal edilmemelidir.

Bu arastirmada PISA 2018 0Ogrenci anketinde yer alan maddelerde DMF tespit edilmistir.
Alanyazinda PISA’daki farkli dlgekleri ele alan DMF ¢alismalar1 bulunmaktadir (6rnegin: GOk ve
digerleri, 2014). Benzer olarak Gok ve digerlerinin (2014) arastirmalarinda DMF igeren maddeler
bulunmustur. Ozellikle farkli kiiltiriine uyarlanan PISA gibi genis 6lgekli dlgiimlerde ceviri ve uyarlama
hatalarindan 6tiirii DMF’nin ortaya ¢iktig1 arastirmacilarca belirtilmistir (GOk ve digerleri, 2014; Van
de Vijver ve Tanzer, 2004). Kétii ¢eviriden kaynakli degisen madde fonksiyonu ve madde yanliliginin
oniine gegmek icin bu tiir uygulamalarda ¢evirmenlik yapan kisilerin her iki kiiltiire hakim olan kisiler
olmasia 6nem verilmelidir. Ek olarak PISA gibi 6l¢limlerde geviri yapanlar dlgme ve degerlendirme
uzmanlariyla isbirligi yapmalidir (Gok ve digerleri, 2014).

Bu arastirmanin gesitli sinirhiliklart bulunmaktadir. 11k smirhligimiz rneklem biiyiikliigiinden
kaynaklanmaktadir. Bu arastirmada PISA 2018 Tiirkiye verileriyle ¢alisilmistir. Daha biiyiik 6rneklem
iizerinden birkag iilke verisi kullanilarak benzer arastirmalar gerceklestirilebilir. ikinci olarak veri



121

setinde yalnizca cinsiyete gore DMF analizleri gerceklestirilmistir. DMF analizleri oku tiirii, etnik koken
gibi unsurlar gozetilerek yapilabilir. Ugiincii sinirliligimiz ise arastirmada DMF analizi yapilnis ve
bulgular sunulmustur. Yanlilik ¢aligmasi kapsaminda kullanilan 6l¢ek igin uzman goriisiine
basvurulabilir. Dérdiincti sinirlilik uygulanan yontemlere iligkindir. Arastirmada birikimli lojit model
ve bitisik kategori lojit model kullanilmstir. Cok kategorili verilere uygulanan baska yontemlerin
karsilastirilmasina iliskin benzer arastirmalar gerceklestirilebilir. Besinci sinirlilik test edilen hipotezlere
iligkindir. Herhangi bir DMF’nin yoklugu simayan sifir hipotez yerine tek bigimli veya tek bigimli
olmayan DMF’nin yoklugunu/varligin1 ayri ayri siayan hipotezler test edilebilir. Ayrica DMF nin
varliginin yan sira, DMF nin diizeyini belirleyen aragtirmalar da yapilabilir.
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Abstract

The purpose of this research is to examine the effectiveness of solution-focused group counselling in increasing
the emotion regulation skills of university students. The study group of this research consisted of 40 students
randomly selected from 114 students continuing their education at T.C. Afyon Kocatepe University Faculty of
Education in the 2021-2022 academic year. The mean age of the study group was 19.72. This research was an
experimental study on Solomon four-group design based upon a true experimental model. In this study, the
Emotion Regulation Skills Questionnaire, Interview Form and Personal Information Form were used as data
collection tools. For the analysis of the obtained data, Wilcoxon Signed Rank Test was used for related
measurements, and Mann Whitney U-Test was used for unrelated measurements. As a result of the research, it
has been determined that solution-focused group counselling is effective in increasing the emotion regulation
skills of university students. Moreover, this effect was specified to be actualized independently from maturity
and time interaction and the pretest effect.

Keywords: solution-focused counselling; emotion regulation skills; university; student

INTRODUCTION

Emotions are a factor that directs one's life by influencing one's behaviours and thoughts. In addition,
emotions enable the person to give meaning to the events and situations and to react accordingly. This situation
points to the issue of emotion regulation, which gives meaning to life by allowing the individual to adapt to life.
Emotions can be handled in two dimensions, positive (happiness etc.) and negative (sadness, grief etc.). In terms
of mental health, it can be said that individuals should experience positive emotions more than negative emotions.
In addition, it is thought that the individual's awareness and control of both emotions are important. At this point,
the concept of emotion regulation draws attention (Ates & Sagar, 2021a, 2021b; Greenberg, 2004; Gross, 2002,
2014; Sagar, 2021a).

Emotion regulation is defined as an awareness of what emotion an individual has and how he or she
experiences that emotion (Gross, 1998). It is the ability and process of monitoring, evaluating and changing one's
emotional reactions, especially in terms of intensity and temporal characteristics (Thompson, 1994). Concepts
and explanations on emotion regulation also refer to emotion regulation skills. Emotion regulation skills were
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evaluated by Berking (2010) in line with various studies and tried to be defined in a broad framework. In this
context, emotion regulation skills suggested the "coping with emotions” model. In this model, emotion regulation
skills are stated as follows: consciously process emotions/be aware of emotions, identify and label emotions,
interpret emotion-related body sensations correctly, understand the prompts of emotions, accept emotions,
tolerate emotions, confront emotionally distressing situations to attain important goals, actively modify negative
emotions to feel better (Berking, 2010; Berking et al., 2008). Emotion regulation skills are expressed as skills
that enable the successful regulation of various emotions (Berking et al., 2008). As individuals use their emotion
regulation skills, they can enrich their emotional lives (Koole, 2009). However, a lack of emotion regulation
skills leads to various mental health problems (Berking & Lukas, 2015). It is thought that experimental studies
to increase the emotion regulation skills of individuals at the point of protecting their mental health are important.
When the literature is examined, it is seen that some experimental studies have been carried out to increase the
emotion regulation skills of individuals. When the studies aiming to increase emotion regulation skills were
examined, the studies on cognitive behavioural therapy (Kleinstauber et al., 2019; Suveg et al., 2009; Te Brinke
etal., 2022; Trainor et al., 2022), dialectical behaviour therapy (Afshari & Hasani, 2020; Khodabakhshi-Koolaee
et al., 2022), acceptance and commitment therapy (Ghahari et al., 2020; Googhari et al., 2022), emotion-focused
couple therapy (Ghahari et al., 2020), emotion regulation strategies/skills training (Buruck et al., 2016;
Holmqvist Larsson et al., 2020; Nesayan et al., 2017), and transactional analysis therapy (Dorostian et al., 2018)
were found. These studies in the literature reveal that interventions based on different approaches to the
regulation of emotions yield positive results. Apart from these studies aiming to increase the emotion regulation
skills of individuals, it is thought that a solution-focused brief approach study may also be effective and
beneficial.

The solution-focused brief approach emerged as one of the postmodern approaches in the last quarter
of the 20th century under the roof of "Brief Therapy" in the USA. Pioneers of this approach include Steve de
Shazer, Insoo Kim Berg, Bill O'Hanlon, Michelle Weiner-Davis, Scott Miller, John Walter and Jane Peller
(Barker, 1998, Gladding, 2013). Three factors led to the emergence of this approach. These are respectively the
works of Milton Erickson, the studies conducted in the centre of Mental Research Institute and the studies
conducted in the Brief Family Therapy Center. Problems are not labelled as pathological conditions. Instead of
researching the source of the problem, emphasis is placed on solutions, strengths, successes and resources. In the
process, a solution-focused language structure is used, and in this context, importance is attached to forming
goals in a specific, small, positive way and be meaningful for the individual. The solution-focused brief approach
is now and future oriented. The past is valuable only when there are successes and solutions (exceptional
moments). In this approach, it is aimed to continue past and present useful successes and possible solutions in
the future. In this approach, the number of sessions is usually less than ten sessions. Main techniques specific to
the solution-focused brief approach are miracle question technique, crystal ball technique, formulization of first
session task, pre-session change technique, exceptional situations, coping questions technique, scaling questions,
and nightmare question technique (Ates, 2021; De Shazer,1985; De Shazer & Berg, 1997; De Jong & Berg,
1998; Lethem, 2002; Murdock, 2012; Murphy,1997). Based on the information above, this study is considered
important and useful in terms of presenting a program on emotion regulation skills and testing the effectiveness
of solution-focused brief counselling in increasing emotion regulation skills. It can be said that one of the factors
that positively affect the academic, personal, social, psychological and professional development of students
during the university process is their emotion regulation skills.

It is thought that university youth should have a high level of emotion regulation skills in order to be
aware of their emotions and to be compatible with themselves and their environment. Thus, they can lead a more
positive life by better coping with the emotional processes they experience. Emotion regulation is considered
important in terms of ensuring a healthier personal, social, academic and professional development of university
students. For this reason, psychological support and help for university students to have emotion regulation skills
are seen as important and useful. In addition, it is thought that the solution-oriented approach, which is one of
the effective approaches apart from studies based on different approaches in the literature, will be important in
emotion regulation. In this context, the aim of the research was determined to examine the effectiveness of
solution-focused group counselling in increasing the emotion regulation skills of university students.
Accordingly, the research question investigated in this study was: “Is solution-focused group counselling
effective in increasing the emotion regulation skills of university students?”. The hypothesis of the study was as
follows: “Solution-focused group counselling is effective in increasing the emotion regulation skills of university
students”. The literature review on both solution-focused short-term counselling and emotion regulation skills
has been decisive in the assertion of this hypothesis.
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METHOD
Research Models

The current study, based on a true experimental model, was carried out with the Solomon four-group
design. The Solomon four-group design is the strongest experimental model that preserves both internal and
external validity. Also, what makes the Solomon four-group design powerful is that the experimental process
clearly controls the desensitization effect of the pre-test, as it can interact with (X). The researcher can easily test
for pre-test insensitivity by comparing Q1.2 with Q3.2 and Q2.2 with Q4.2. Thus, it is tested whether the pre-
test has an effect on the participants. The symbolic view of the model is presented in Table 1.

Tablel. Solomon Four Group Design

Group Randomly Pre-test Experimental Study Post-test
G1(Experimental) R Q1l1 X Q12
G2 (Control) R Q21 Q22
G3(Experimental) R X Q3.2
G4 (Control) R Q4.2

In the model, obtaining Q1.2>Q1.1; Q1.2>Q2.2; Q3.2>Q4.2; Q3.2>Q2.2 and Q1.2>Q4.2 in this way
in the comparison results made to determine the effectiveness of the experimental study (X) is an indication of
internal consistency and increases the validity of the interpretation for the effectiveness of “X”. Detectable in
various interactions with the Solomon design. “Q1.2 - Q2.2” and “Q3.2 - Q4.2 differences for “X” interaction
with measuring, “Q4.2 - Q1.1” and “Q4.2 - Q2.1” for maturation and time interaction are comparable (Heppner
et al., 2013; Karasar, 2012).

In this study, the independent variable is the implementation of the program developed based on a
solution-focused brief approach. The dependent variable is the emotion regulation skill scores of university
students. The experimental design of the study is presented in Table 2.

Table2. Experimental Design of the Study

Group N Pre-test Experimental Process Post-test
Implementation Implementation
Experimental -1 10 Emotion Solution-focused brief approach Emotion Regulation
Regulation Skills  implementation consisting of six Skills Questionnaire
Questionnaire sessions for 90-120 minutes in one
day a week
Control-1 10 Emotion No implementation has been made  Emotion Regulation
Regulation Skills Skills Questionnaire
Questionnaire
Experimental-2 10 - Solution-focused brief approach Emotion Regulation
implementation consisting of six Skills Questionnaire
sessions for 90-120 minutes in one
day a week
Control-2 10 - No implementation has been made ~ Emotion Regulation

Skills Questionnaire

Study Group

The study group consists of students who continue their education at T.C. Afyon Kocatepe University
Faculty of Education in the 2021-2022 academic year. In order to form the study group, firstly, the faculty
departments were visited during the appropriate course hours. The purpose of the study was announced to the
students, without using pathological expressions and labelling. Based on the later announcements, a total of 226
volunteer students who wanted to take part in the study were interviewed one by one based on the interview
form. 114 students who met all the items in the interview form were determined. After that, 40 students were
randomly selected among 114 students to form the study group. These students are individuals who are not
included in any other support program related to emotion regulation, have not received a clinical diagnosis and
volunteered to participate in the research. These 40 determined students were randomly distributed into groups
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of 10 following the Solomon four-group design. The pre-test (Emotion Regulation Skills Questionnaire) was
applied to only two groups, one of which is experimental and the other is control. Sessions were carried out in
the psychological counseling room with the group in the education faculty of the university. The solution-focused
group counselling sessions were organized for the experimental groups to increase their emotion regulation skills,
consisting of six sessions of 90-120 minutes, once a week. Applications were made at the same stages in both
experimental groups. No treatment was applied to the control groups. After the group sessions ended, the post-
test (Emotion Regulation Skills Questionnaire) was applied to all four groups. After all these studies were
completed, a two-hour seminar on emotion regulation skills was given to the subjects in the control group in
accordance with the ethical rules of the field. The mean age of the study group was 19.72. The descriptive
information of the groups in terms of gender is presented in Table 3 below.

Table3. Descriptive Statistics of Groups by Gender

Gender Female Male Total
N % N % N %
Experimental -1 6 60 4 40 10 25
Experimental -2 6 60 4 40 10 25
Group Control-1 6 60 4 40 10 25
Control-2 6 60 4 40 10 25
Total 24 16 40 100

Data Collection Tools

Emotion Regulation Skills Questionnaire: The scale developed by Berking and Znoj (2008) was
adapted into Turkish by Vatan and Kahya (2018). The scale is a five-point Likert type and consists of 27 items.
Scores from the scale are evaluated with the total score average. High scores on the scale indicate a high level of
emotion regulation skills. The Cronbach's alpha for the scale was determined as .89. In this study, the Cronbach
Alpha reliability coefficient was determined to be .86 for the whole scale.

Interview Form: The interview form was developed for this research based on the emotion regulation
skills and expert opinions in Berking (2008) to form the study group. The interview form consisted of nine items
in total. The interview form was applied to the students who wanted to take part in the study individually before
the study.

Personal Information Form: The personal information form was developed for this research to obtain
the personal information of the students who formed the study group in line with the purpose of the research.

Development of the Program and Implementation Process

In order to develop this program, first of all, a literature review was conducted (Ates & Gengdogan, 2017;
Ates, 2020; Ates, 2021; De Shazer,1985; De Jong & Berg, 1998; Ghahari et al., 2020; Ghari Saadati et al., 2022;
Googhari et al., 2022; Holmqvist Larsson et al., 2020; Hoseini Tabatabaei & Bolghan-Abadi, 2020; Joubert &
Guse, 2022; Khodabakhshi-Koolaee et al., 2022; Murphy, 1997; O’Connell, 2001; Sagar, 2021, 2022; Sagar &
Ozabaci, 2022; Sucipto et al., 2021; Tarkeshdooz & Sanagouye-Moharer, 2020; Te Brinke et al., 2022; Trainor et
al., 2022). In addition, those who carried out this study are competent scientists with many scientific studies on
solution-focused brief counselling. The developed program is based on the solution-focused approach compliance
with the basic philosophy, principles and techniques.

After the preparation of the program, a four-session study was conducted as part of the preliminary trial
of the program with seven students continuing their education at T.C. Afyon Kocatepe University Faculty of
Education in the 2021-2022 academic year. In this four-session pre-trial study, the deficiencies of the program
were determined and the program was adapted to the study group. The sessions of the prepared program are
briefly introduced below:

Session I: Meeting (Group members were introduced. Information about solution-focused brief
approach, basic philosophy, principles and emotion regulation skills were shared. Group rules and goals were
established. In this session, the pre-session change technique was applied. In addition, the scaling questions
technique was used to determine the current status of the members and to determine their goals).
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Session I1: Miracle question (The purpose of this session was to raise awareness of group members'
emotion regulation skills for change in their lives. The second goal was to create an expectation of positive
change in emotion regulation skills of group members and to enable them to move away from the problem area
related to emotion regulation skills and enter the solution area. The miracle question technique was applied in
this session. In addition, the scaling questions technique was used).

Session I11: Exception situations (The purpose of this session was to enable group members to realize
exceptions, strengths, skills and resources related to emotion regulation skills. In this session, exception situations
and the scaling questions technique were applied).

Session 1V: Coping questions (The purpose of this session was to get group members to notice what
works to improve their emotion regulation skills. In this session, it was discussed how to try and transfer useful
things. In this session, the coping questions technique was applied to increase emotion regulation skills. The
scaling questions technique was also used).

Session V: Positively designing the future (The purpose of this session was to enable group members
to positively design the future regarding emotion regulation skills and to discuss how to achieve a positive future.
In this session, the crystal ball technique and scaling questions technique were applied).

Session VI: Termination (In this session, group members were asked to evaluate (scaling questions
technique) the achievements and changes they experienced in emotion regulation skills. In addition, they were
asked to share their feelings and thoughts about the process and to make general and individual evaluations of
the group process. The group process was concluded by stating that they would be offered psychological help
and support again when necessary).

Ethics Committee

Ethics committee approval was received from T.C. Afyon Kocatepe University Social and Human
Sciences Scientific Research and Publication Ethics Committee for the research (Decision Date: 11.03.2022;
Meeting: 03; Number of Documents: 86037).

Data Analysis

The data obtained from the groups within the scope of the study did not show a normal distribution. For
this, non-parametric tests, Wilcoxon Signed Rank Test for Paired Samples and Mann Whitney U-Test for
Independent Samples were used in the analysis of the data. Data analyzes were carried out in a computer
environment through the SPSS (Statistical Package for the Social Sciences). In the study, a .05 level of
significance was accepted (Buyukoztirk, 2011).

FINDINGS

In the analysis of the data obtained within the scope of the study, the effect of pre-test insensitivity was
first analyzed with the Mann-Whitney U-Test for Independent Samples. The results obtained are presented in
Table 4.

Table4. Mann Whitney U-Test for Independent Samples Results of the Pre-test Insensitivity Effect

Emotion Regulation Skills N Mean Rank  Sum of Ranks U p
Experimental-1 Post-test 10 11.15 111.50 43.50 .621
Experimental-2 Post-test 10 9.85 98.50

Control -1 Post-test 10 11.40 114.00 41.00 495
Control -2 Post-test 10 9.60 96.00

According to Table 4, it was found that there was no significant difference between the post-test scores
of the experimental-1 group and the post-test scores of the experimental-2 group (U=43.50, p>.05). In addition,
it was found that there was no significant difference between the post-test scores of the control-1 group and the
post-test scores of the control-2 group (U=41.00, p>.05). These findings show that the pre-test did not have an
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effect on the study group and whether the pre-test was done or not, it did not have a significant effect on the post-
test scores in the experimental and control groups.

After the analysis of the desensitization effect of the pre-test, the emotional regulation skills scores of the
groups were analyzed with the Mann-Whitney U-Test for Independent Samples and Wilcoxon Signed Rank Test
for Paired Samples to determine the effect of the experimental study according to the Solomon four-group design.
The results obtained are presented in Tables 5 and 6.

Table5. Mann Whitney U-Test for Independent Samples Results of Group Scores

Emotion Regulation Skills N MeanRank  Sum of Ranks U p
Experimental-1 Post-test 10 14.60 146.00 9.00 .002
Control -1 Post-test 10 6.40 64.00

Experimental-2 Post-test 10 14.20 142.00 13.00 .005
Control -2 Post-test 10 6.80 68.00

Experimental-2 Post-test 10 14.55 145.50 9.50 .002
Control -1 Post-test 10 6.45 64.50

Experimental-1 Post-test 10 14.10 141.00 14.00 .006
Control -2 Post-test 10 6.90 69.00

According to the analysis, a significant difference was found between the post-test scores of the
experimental-1 group and the post-test scores of the control-1 group (U=9.00, p<.05). Considering the mean
rank, it is seen that the mean rank of the post-test scores of the experimental-1 group is significantly higher than
the mean rank of the post-test scores of the control-1 group. In addition, according to the table, a significant
difference was found between the post-test scores of the experimental-2 group and the post-test scores of the
control-2 group (U=13.00, p<.05). Considering the mean rank, it is seen that the mean rank of the post-test scores
of the experimental-2 group is significantly higher than the mean rank of the post-test scores of the control-2
group. Again, according to the table, a significant difference was found between the post-test scores of the
experimental-2 group and the post-test scores of the control-1 group (U=9.50, p<.05). Considering the mean
rank, it is seen that the mean rank of the post-test scores of the experimental-2 group is significantly higher than
the mean rank of the post-test scores of the control-1 group. As a result of the final analysis, a significant
difference was found between the post-test scores of the experimental-1 group and the post-test scores of the
control-2 group (U=14.00, p<.05). Considering the mean rank, it is seen that the mean rank of the post-test scores
of the experimental-1 group is significantly higher than the mean rank of the post-test scores of the control-2

group.

Table6. Wilcoxon Signed Rank Test for Paired Samples Results of Pre-Test Scores and Post-Test Scores of
Experiment 1 Group

Posttest-Pretest N Mean Sum of z p
Rank Ranks

Negative Ranks 0 .00 .00 -2.52 .012

Positive Ranks 8 4.50 36.00

Ties 2

As aresult of the analysis, a significant difference was found between the pre-test and post-test scores of
the experimental-1 group (z= -2.52, p<.05). When the mean rank of the difference scores and the totals are taken
into account, it is seen that this difference is in favour of the positive ranks, that is, the post-test scores. Finally,
the interaction of maturation and time, which may have an effect on the study, was examined with the Mann-
Whitney U-Test for Independent Samples. The results obtained are given in Table 7.

Table7. Mann Whitney U-Test for Independent Samples Results of Maturation and Time Interaction
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Emotion Regulation Skills N MeanRank  Sum of Ranks U p
Experimental-1 Pre-test 10 9.95 99.50 44.50 677
Control -2 Post-test 10 11.05 110.50

Control -1 Pre-test 10 1110 111.00 44.00 .649
Control -2 Post-test 10 9.90 99.00

According to the analysis, no significant difference was found between the pre-test scores of the
experimental-1 group and the post-test scores of the control-2 group (U=44.50, p>.05). Again, no significant
difference was found between the pre-test scores of the control-1 group and the post-test scores of the control-2
group (U=44.00, p>.05). According to these findings, the interaction of maturation and time did not have a
significant effect on the study. Based on these findings, it was determined that the solution-focused approach
was effective in increasing the emotion regulation skills of university students. In addition, it was observed that
this effect occurred independently of the time interaction with maturation and the pre-test effect.

DISCUSSION, CONCLUSION AND RECOMMENDATIONS

This research was conducted to examine the effect of solution-focused group counselling on the emotion
regulation skills of university students. As a result of the research, it was found that solution-focused group
counselling was effective on the emotion regulation skills of university students. It was concluded that this effect
occurred independently of the time interaction with maturation and the pre-test effect. After the study, oral
feedback was obtained in the interviews with the students in the experimental group, proving the effectiveness
of the experimental study. In this context, the effectiveness of the study was supported by both data analysis and
verbal feedback.

This result shows that solution-focused group counselling is effective on the emotion regulation skills
of university students. In addition to this, it has been observed that there are experimental studies that contribute
to the development of emotion regulation skills of individuals (Afshari & Hasani, 2020; Buruck et al., 2016;
Dorostian et al., 2018; Farnia et al., 2018; Ghahari et al., 2020; Googhari et al., 2022; Holmqvist Larsson et al.,
2020; Khodabakhshi-Koolaee et al., 2022; Kleinstauber et al., 2019; Nesayan et al., 2017; Suveg et al., 2009;
Trainor et al., 2022; Te Brinke et al., 2022). However, it is noteworthy that the number of studies examining the
effect of the solution-focused brief approach on emotion regulation skills is very limited (Daki & Savage,2010;
Dorostian et al., 2018; Tarkeshdooz & Sanagouye-Moharer, 2020). When both the results of this study and the
results of other studies are considered together, it can be said that emotion regulation skills are a skill that can be
developed. In this respect, it is thought that this result will make an important contribution to the field and the
experts in the field.

The solution-focused approach by Miller and Shazer (2000) helps clients to create new emotional rules
to follow and emphasizes that it takes clients' emotions into account. In this context, it is thought that it would
be beneficial to examine both the theoretical and experimental skills of emotion regulation with a solution-
focused approach. The solution-focused approach offers individuals the opportunity to highlight and develop
their internal and environmental resources and competencies (De Jong & Berg, 1998; De Shazer, 1997; De
Shazer & Berg, 1997; De Shazer & lIsebaert, 2004). In this direction, it is thought that the emotion regulation
skills of individuals can be improved with a solution-focused approach. In this context, it is seen that the result
obtained from this study is consistent with the results in the literature that the solution-focused approach is
effective in increasing emotion regulation skills. For example, in the study conducted by Tarkeshdooz and
Sanagouye-Moharer (2020), it was determined that the solution-focused approach increases emotion regulation.
In the study conducted by Daki and Savage (2010), it was determined that the solution-focused approach is
effective in coping with emotional difficulties. Dorostian et al. (2018) found that the solution-focused approach
was effective in increasing emotional expression.

Calkins and Fox (2002) and Smith-Donald et al. (2007) consider emotion regulation as a sub-dimension
of self-regulation. In this context, when the literature is examined, it has been found that the solution-focused
approach has a positive effect on self-regulation (Saadatzaade & Khalili, 2012; Sucipto et al., 2021). In addition,
when the solution-focused brief approach-based studies are examined independently, it is seen that this approach
is effective in coping with various problems (Ates, 2015; Ates, 2016a; Ates, 2016b; Ates & Gengdogan, 2017;
Bagheri et al., 2019; Baratian et al., 2016; Ghari Saadati et al., 2022; Hoseini Tabatabaei & Bolghan-Abadi,
2020; Joubert & Guse, 2022; Sagar, 2021b, 2022; Sagar & Ozabaci, 2022).

When the results of the study are evaluated in terms of the approach taken as the basis, the group counselling
process may have contributed to the students' self-discovery in terms of gaining positive experience in terms of
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emotion regulation skills and seeing their emotion regulation skills. University students may have had the
opportunity to get deeper into their own resources and strengths in emotion regulation skills with a solution-
focused approach. The solution-focused techniques used may have allowed university students to increase their
emotion regulation skills. In other words, it is thought that focusing on the solutions, strong, successful and
positive aspects of the clients in the solution-focused approach is effective. It can also be said that the solution-
focused approach’s optimistic way towards both clients and change is also effective on this result. Besides, it can
be said that having the opportunity to test their achievements in the group during the group counselling process,
sharing the opinions of the members at the point of change, and encouraging and being a model for each other
are also effective for the group members to get these results.

As a result, in the current study, it is seen that the solution-focused group counselling approach is
effective in increasing the emotion regulation skills of university students. However, there are some limitations
to this study. The research data is limited to the data obtained from university students only. In this context, a
similar study can be carried out with different research groups (adults, adolescents, primary school students,
etc.). Another limitation of this study is that it did not examine the effect of group dynamics. The effect of group
dynamics can be examined in similar studies to be conducted in the future. Longitudinal studies can be conducted
to obtain more comprehensive data on the emotion regulation skills of university students. The emotions
discussed in this study are limited only to the emotions measured by the measurement tool. In this context,
different measurement tools can be used in other studies to be conducted. In this study, only the effect of the
solution-focused approach on increasing emotion regulation skills was examined. In future studies, the effect of
other counselling approaches on increasing emotion regulation skills can be examined.
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Ozet

Bu arastirmanin amaci; liniversite 6grencilerinin duygu diizenleme becerilerini artirmada ¢6ziim odakli grupla
psikolojik danigmanin etkisini incelemektir. Bu aragtirmanin galisma grubunu, 2021-2022 6gretim yilinda T.C.
Afyon Kocatepe Universitesi Egitim Fakiiltesinde &grenimlerine devam eden 114 birinci simif grencisi
arasindan seckisiz olarak belirlenen 40 6grenci olusturmustur. Calisma grubunun yas ortalamasi 19.72’dir. Bu
aragtirma, gercek deneysel modelin esas alindigi solomon dort grup modelli deneysel bir ¢alismadir. Bu
caligmada veri toplama araglar1 olarak Duygu Diizenleme Becerileri Olgegi, Gériisme Formu ve Kisisel Bilgi
Formu kullanilmistir. Elde edilen verilerin analizinde ise iliskili dlgiimler i¢in Wilcoxon Isaretli Siralar testi,
iliskisiz ol¢limler icin Mann Whitney U-testi kullanilmistir. Arastirma sonucunda, tiniversite dgrencilerinin
duygu diizenleme becerilerini artirmada ¢oziim odakli grupla psikolojik danigsmanin etkili oldugu tespit
edilmistir. Ayrica bu etkinin olgunlasma ile zaman etkilesiminden ve On-test etkisinden bagimsiz olarak
gerceklestigi saptanmistir.

Anahtar Kelimeler: ¢6ziim odakli psikolojik danisma; duygu diizenleme becerileri; {iniversite; 6grenci

GiRiS

Duygular, kisinin davranis ve diisiincelerini etkileyerek yasamma yon veren bir faktordiir. Ayrica
duygular, kisinin olay ve durumlara anlam vermesini ve buna gore tepki vermesini saglar. Bu durum, bireyin
hayata uyum saglamasina olanak vererek hayata anlam kazandiran duygu diizenleme konusuna isaret etmektedir.
Duygular olumlu (mutluluk vb.) ve olumsuz (iiziintii, keder vb.) olmak iizere iki boyutta ele alinabilir. Ruh saglig
acisindan bireylerin olumsuz duygulardan daha fazla olumlu duygular yagamasi gerektigi sdylenebilir. Ayrica
bireylerin her iki duyguyu da fark etmesi ve kontrol etmesinin 6nemli oldugu diisiiniilmektedir. Bu noktada
duygu dizenleme kavrami dikkat ¢ekmektedir (Ates & Sagar, 2021a, 2021b; Greenberg, 2004; Gross, 2002,
2014; Sagar, 2021a).

Duygu diizenleme, bireyin hangi duyguya, ne zaman sahip oldugu ve bu duyguyu nasil deneyimledigi
ile ilgili bir farkindalik olarak tanimlanmaktadir (Gross, 1998). Kisinin duygusal tepkilerini, 6zellikle yogunluk
ve zamansal Ozellikler agisindan izleyebilme, degerlendirebilme ve degistirebilme yeterligi ve siirecidir
(Thompson, 1994). Duygu diizenlemeye iliskin kavram ve agiklamalar ayni zamanda duygu diizenleme
becerilerini de ifade etmektedir. Duygu diizenleme becerileri Berking (2010) tarafindan ¢esitli arastirmalar
dogrultusunda degerlendirilerek genis bir gergevede tanimlanmaya ¢alisilmistir. Bu baglamda duygu diizenleme
becerileri “duygularla basa ¢ikma” modelini dnermistir. Bu modelde duygu diizenleme becerileri, duygularin
farkinda olunmasini, duygulari anlamayi, yorumlamayi, tanimayi, etiketlemeyi, kabul etmeyi, yiizlesmeyi,
degistirmeyi, olumsuz duygular1 tolere etme olarak ele alinmaktadir (Berking, 2010). Duygu diizenleme
becerileri, ¢esitli duygular1 basarili bigimde diizenlemeyi saglayan beceriler olarak ifade edilmektedir (Berking
et al., 2008). Bireyler duygu diizenleme becerilerini kullandik¢a duygusal yasamlarini zenginlestirebilirler
(Koole, 2009). Ancak duygu diizenleme becerilerinde eksiklik olmasi ¢esitli ruh sagligi sorunlarina yol
acmaktadir (Berking & Lukas, 2015). Bireylerin ruh sagliklarinin korunmasi noktasinda duygu diizenleme
becerilerini artirmaya yonelik yapilacak deneysel calismalarin 6nem arz ettigi diisliniilmektedir. Alanyazin
incelendiginde bireylerin duygu diizenleme becerilerini artirmaya yonelik bazi deneysel ¢aligmalarin yapildigi
gorulmektedir. Duygu diizenleme becerilerini artirmaya yonelik ¢alismalar incelendiginde biligsel davraniget
terapi (Kleinstauber et al., 2019; Suveg et al., 2009; Te Brinke et al., 2022; Trainor et al., 2022), diyalektik
davranis terapi (Afshari & Hasani, 2020; Khodabakhshi-Koolaee et al., 2022), kabul ve kararlilik terapisi
(Ghahari et al., 2020; Googhari et al., 2022), duygu odakli ¢ift terapisi (Ghahari et al., 2020), duygu diizenleme
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stratejileri / becerileri egitimi (Buruck et al., 2016; Holmqvist Larsson et al., 2020; Nesayan et al., 2017),
transaksiyonel analiz terapisi (Dorostian et al., 2018) ile ilgili ¢aligmalara rastlanilmigtir. Alanyazindaki bu
calismalar, duygularin diizenlenmesinde farkli yaklasimlara dayali yiiriitiilen miidahalelerin olumlu sonuglar
verdigini ortaya koymaktadir. Bireylerin duygu diizenleme becerilerini artirmaya yonelik yapilan bu ¢alismalarin
disinda ¢oziim odakli kisa siireli yaklasima dayali yapilacak caligmanin da etkili ve yararli olabilecegi
diisiintilmektedir.

Coziim odakli kisa siireli psikolojik danigma yaklagimi Amerika Birlesik Devletleri (A.B.D.)’nde
1970°1i yillarm sonu ve 1980°1i yillarin baginda “Brief Therapy” ¢atisi altinda ortaya ¢ikmistir. Bu yaklagimin
oOnciileri arasinda Steve de Shazer, Insoo Kim Berg, Bill O’Hanlon, Michelle Weiner-Davis, Scott Miller, John
Walter ve Jane Peller sayilabilir (Barker, 1998, Gladding, 2013). Bu yaklasimda danisanlarin problemlerine,
zayifliklarma ve gligsiizliiklerine yogunlagmak yerine ¢oziimlerine, giiglii yonlerine ve kaynaklarina odaklanilir.
Gegmisten ziyade simdi ve gelecek odaklidir. Bu yaklasimda, danigma siireci genellikle 10 oturumu gegmez. Bu
yaklasimin baslica teknikleri arasinda ise; mucize soru teknigi, derecelendirme sorulari teknigi, kristal kiire
teknigi ve nadir anlar teknigi sayilabilir (De Shazer,1985; De Shazer & Berg, 1997; De Jong & Berg, 1998;
Lethem, 2002; Murdock, 2012; Murphy,1997). Yukaridaki bilgilerden hareketle bu ¢alisma, duygu diizenleme
becerileri ile ilgili bir program sunmast ve duygu diizenleme becerilerini artirmada ¢6ziim odakl1 kisa siireli
psikolojik danismanmn etkisini sinamasi bakimmdan 6nemli ve yararh goriilmektedir. Universite siirecinde
ogrencilerin akademik, kisisel, sosyal, psikolojik ve mesleki gelisim noktasinda basarilarini olumlu etkileyen
faktorlerden birinin de duygu diizenleme becerisi oldugu sdylenebilir.

Universite genglerinin duygularmin farkinda olabilmesi, kendisi ve cevresi ile uyumlu olabilmesi
noktasinda duygu diizenleme becerilerinin iist diizeyde olmasi gerektigi diisiiniilmektedir. Béylelikle yasadiklar
duygusal siireclerle daha iyi basa ¢ikarak daha pozitif bir yasam siirebilirler. Universite dgrencilerinin kisisel,
sosyal, akademik ve mesleki gelisimlerinin daha saglikli olabilmesi acisindan da duygu diizenleme konusu
onemli gorilmektedir. Bu sebeple iiniversite 6grencilerinin duygu diizenleme becerilerine sahip olmalari i¢in
yapilacak psikolojik destek ve yardimlar onemli ve yararli goriilmektedir. Ayrica alanyazindaki farkl
yaklagimlara dayali calismalar disinda etkili yaklasgimlardan biri olan ¢6ziim odakli yaklasimin duygu
diizenlemede 6nemli olacagi diisiinilmektedir. Bu baglamda arastirmanin amact; {iniversite 6grencilerinin duygu
diizenleme becerilerini artrmada ¢dziim odakli grupla psikolojik danismanin etkisini incelemek olarak
belirlenmistir. Bu amag¢ dogrultusunda arastirmanin problemi ise “Universite dgrencilerinin duygu diizenleme
becerilerini artirmada ¢6ziim odakli grupla psikolojik danmigma etkili midir?” seklinde ifade edilmektedir.
Arastirmanin denencesi ise, “Universite 6grencilerinin duygu diizenleme becerilerini artirmada ¢oziim odakli
grupla psikolojik danisma etkilidir” olarak ifade edilmektedir. Bu denencenin ileri siiriilmesinde gerek ¢oziim
odakl1 kisa siireli psikolojik danigma ile ilgili gerekse duygu diizenleme becerileri ile ilgili yapilan alan yazin
incelemeleri belirleyici olmustur.

YONTEM
Arastirma Modeli

Bu arastirma, deneysel ¢alismalardan gercek deneysel modelin esas alindig1 solomon dért grup modelli
deneysel bir ¢alismadir. Solomon doért grup modeli i¢ ve dis gecerliligi birlikte koruyan en kuvvetli deneysel
modeldir. Ayrica Solomon dért grup desenini giiglii kilan deneysel islem, (X) ile etkilesim kurabilecegi i¢in 6n-
testin duyarsizlagtirma etkisini agik bir sekilde kontrol etmesidir. Arastirmaci Q1.2 ile Q3.2 ve Q2.2 ile Q4.2
kargilagtirmasi yaparak kolayca on-test duyarsizhigmi test edebilir. Boylece 6n-testin katilimcilar {izerinde bir
etki yaratip yaratmadigi test edilmis olur. Modele ait simgesel goriiniim Tablo 1.’de sunulmustur.

Tablol. Solomon Dért Grup Modeli

Gruplar Seckisizlik On-test Deneysel Calisma Son-test
G1(Deney) R Q11 X Q12
G2 (Kontrol) R Q21 Q22
G3(Deney) R X Q3.2
G4 (Kontrol) R Q4.2

Modelde, deneysel c¢alismanin (X) etkinliginin saptanmasi i¢in yapilan karsilagtirma sonuglarinda
Q1.2>Q1.1; Q1.2>Q2.2; Q3.2>Q4.2; Q3.2>Q2.2 ve Q1.2>Q4.2 bu sekilde elde edilmesi i¢ tutarliligin belirtisi
olup “X” in etkinligine yorumun gecerliligini artirir. Solomon modeli ile ¢esitli etkilesimlerde saptanabilir.
Olgme ile “X” etkilesimi i¢in “Q1.2 - Q2.2” ve “Q3.2 - Q4.2” farklar1; olgunlasma ile zaman etkilesimi icin
“Q4.2 ile Q1.17 ve “Q4.2 ile Q2.1 karsilastirilabilir (Heppner et al., 2013; Karasar, 2012).

Bu arastirmada bagimsiz degisken, ¢oziim odakli yaklasima dayali olarak yapilan grupla psikolojik
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danismadir. Bagimli degisken ise iniversite 6grencilerinin duygu diizenleme beceri diizeyleridir. Yapilan
calismaya ait deneysel desen Tablo 2.’de sunulmustur.

Tablo2. Caligmanin Deneysel Deseni

Grup N On-test Uygulamasi Deneysel islem Son-test Uygulamasi
Deney-1 10 Duygu Diizenleme Haftada 1 giin 90 — 120 Duygu Duzenleme
Becerileri Olcegi dakika ¢oziim odakli Becerileri Olgegi
danisma
Kontrol-1 10 Duygu Diizenleme Herhangi bir uygulama Duygu Duzenleme
Becerileri Olgegi yapilmadi Becerileri Olgegi
Deney -2 10 Yok Haftada 1 giin 90 — 120 Duygu Duzenleme
dakika ¢dziim odakl Becerileri Olgegi
danisma
Kontrol-2 10 Yok Herhangi bir uygulama Duygu Duzenleme
yapilmadi Becerileri Olgegi

Calisma Grubu

Cahigma grubu, 2021-2022 &gretim yilinda T.C. Afyon Kocatepe Universitesi Egitim Fakiiltesinde
ogrenimlerine devam eden birinci smif 6grencilerinden olusmaktadir. Calisma grubunu olusturmak igin ilk 6nce
fakiilte boliimlerinin birinci siniflarina uygun ders saatlerinde gidilmis calismanin amaci etiketleyici ve patolojik
ifadelerden uzak bir sekilde dgrencilere duyurulmustur. Daha sonra yapilan duyurulara bagli olarak ¢alismada
yer almak isteyen toplam 226 géniillii 68renci ile goriigme formu temel alinarak tek tek goriisiilmiis ve goriisme
formunda yer alan maddelerin tamammi karsilayan 114 6grenci belirlenmistir. Ardindan bu 114 6grenci
arasindan ¢alisma grubunu olusturmak amaci ile segkisiz olarak 40 dgrenci belirlenmistir. Bu 6grenciler, duygu
diizenlemeyle ilgili bagka bir destek programina dahil olmayan, klinik tan1 almamis ve arastirmaya katilmaya
gonullu olan bireylerdir. Belirlenen bu 40 6grenci basit segkisiz olarak solomon dort grup modeline uygun
sekilde 10’arli olarak gruplara dagitilmislardir. Bu gruplardan biri deney digeri kontrol olmak tizere sadece iki
gruba On-test (Duygu Diizenleme Becerileri Olgegi) uygulanmistir. Oturumlar iiniversitenin egitim
fakiiltesindeki grupla psikolojik danisma odasinda yiiriitiilmiistir. Deney gruplarina haftada bir giin 90-120
dakika alt1 oturumdan olusan duygu diizenleme becerilerini artirmaya yonelik ¢6ziim odakli grupla psikolojik
danisma oturumlar diizenlenmistir. Her iki deney grubunda da uygulamalar ayni agamalarda yapilmistir. Kontrol
gruplarina ise herhangi bir islem yapilmamustir. Grup oturumlari bittikten sonra ise dort gruba da son-test (Duygu
Diizenleme Becerileri Olgegi) uygulanmustir. Tiim bu ¢alismalar bittikten sonra alanin etik kurallar1 geregince
kontrol grubundaki deneklere duygu diizenleme becerileri ile ilgili iki saatlik bir seminer verilmistir. Calisma
grubunun yas ortalamasi 19.72’dir. Cinsiyet agisindan gruplarin betimsel bilgileri asagida sunulmustur.

Tablo3. Cinsiyet A¢isindan Gruplarin Betimsel Istatistikleri

Cinsiyet Kz Erkek Topla
m
N % N % N %
Deney-1 6 60 4 40 10 25
Deney-2 6 60 4 40 10 25
Grup Kontrol-1 6 60 4 40 10 25
Kontrol-2 6 60 4 40 10 25
Toplam 24 16 40 100

Veri Toplama Araclari

Duygu Diizenleme Becerileri Olgegi: Berking ve Znoj (2008)’m gelistirdigi 6lgek Vatan ve Kahya
(2018) tarafindan Tiirk¢eye uyarlamasi yapilmustir. Olcek besli likert tipinde ve 27 maddeden olusur. Olgekten
alman puanlar toplam puan ortalamast ile degerlendirilir ve alinan yiiksek puanlar duygu diizenleme becerilerinin
yiiksekligini ifade eder. Olgegin Cronbach alfa ig tutarlilik katsayisi 0.89 olarak belirlenmistir. Bu arastirmada
6lgegin toplam puanlarina ait Cronbach alfa giivenilirlik katsayisinin .86 oldugu belirlenmistir.

Goriigme Formu: Goriisme formu, ¢alisma grubunu olusturmak amaciyla Berking (2008)’deki duygu
diizenleme becerileri ve uzman goriigleri esas alinarak bu arastirma igin gelistirilmistir. Goriisme formu toplam
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9 maddeden olusmaktadir. Goriisme formu c¢aligmada yer almak isteyen dgrencilere ¢alisma Oncesi bireysel
olarak uygulanmustir.

Kigisel Bilgi Formu: Kisisel bilgi formu, arastirmanin amaci dogrultusunda ¢alisma grubunu olusturan
ogrencilerin kisisel bilgilerini elde etmek amaciyla bu arastirma igin gelistirilmistir.

Programin Gelistirilmesi ve Uygulanmasi Siireci

Bu programin gelistirilmesi i¢in 6ncelikle alanyazin taramasi yapilmistir (Ates & Gengdogan, 2017; Ates,
2020; Ates, 2021; De Shazer,1985; De Jong & Berg, 1998; Ghahari et al., 2020; Ghari Saadati et al., 2022;
Googhari et al., 2022; Holmgqvist Larsson et al., 2020; Hoseini Tabatabaei & Bolghan-Abadi, 2020; Joubert &
Guse, 2022; Khodabakhshi-Koolaee et al., 2022; Murphy, 1997; O’Connell, 2001; Sagar, 2021, 2022; Sagar &
Ozabaci, 2022; Sucipto et al., 2021; Tarkeshdooz & Sanagouye-Moharer, 2020; Te Brinke et al., 2022; Trainor et
al., 2022). Ayrica bu ¢aligmayi yiiriitenler ¢oziim odakl kisa siireli psikolojik danigma konusunda birgok bilimsel
caligmalar1 olan yetkin bilim adamlaridir. Gelistirilen programda ¢dziim odakli psikolojik danigmanin temel
felsefesi, ilkeleri ve tekniklerine uygun olmasi esas alinmigtir.

Programin hazirlandiktan sonra 2021-2022 &gretim yilinda T.C. Afyon Kocatepe Universitesi Egitim
Fakiiltesi’nde dgrenimlerine devam eden 7 6grenci ile programin 6n denemesi kapsaminda dort oturumluk bir
calisma yapilmistir. Yapilan bu dort oturumluk 6n deneme ¢alismasinda programin eksiklikleri saptanmis ve
program ¢aligma grubuna uygun hale getirilmistir. Hazirlanan programin oturumlari kisaca su sekildedir:

1. Oturum: Tanisma (Grup iyelerinin tanismasi saglanmistir. Coziim odakl psikolojik danigma
yaklagimi, temel felsefesi, ilkeleri ile duygu diizenleme becerileri ile ilgili bilgiler paylasilmistir. Grup kuralar
ve hedefler olusturulmustur. Bu oturumda oturum &ncesi degisim teknigi uygulanmistir. Ayrica Uyelerin mevcut
durumlarmin tespiti ve amaglarinin belirlenmesi noktasinda derecelendirme sorulari teknigi kullanilmustir).

2. Oturum: Mucize Soru (Bu oturumun amaci, grup iiyelerinin duygu diizenleme becerileri ile ilgili
yasamlarinda degisim i¢in farkindalik olusturmak, grup iiyelerinde duygu diizenleme becerileri konusunda
pozitif degisim beklentisi olusturmak, grup iiyelerinin duygu diizenleme becerileri ile ilgili problem alanindan
uzaklagip ¢6ziim alanina girmelerini saglamaktir. Bu oturumda mucize soru teknigi uygulanmistir. Ayrica
derecelendirme sorulart teknigi kullanilmistir).

3. Oturum: Istisna Durumlarin Fark Edilmesi (Bu oturumun amaci, grup iiyelerinin duygu diizenleme
becerileri ile ilgili nadir durumlarini, giiglii yonlerini, becerilerini, kaynaklarini fark etmelerini saglamaktir. Bu
oturumda istisna durumlar ve derecelendirme sorulari teknigi uygulanmistir).

4. Oturum: Basa Cikma Becerileri (Bu oturumun amaci, grup iiyelerinin duygu diizenleme becerilerini
artirma noktasinda ise yarar seyleri fark etmelerini saglamaktir. Bu oturumda grup tiyelerinin duygu diizenleme
becerileri konusunda ise yarar seyleri daha ¢ok denemeleri ve bunlari transfer edebilmeleri ele alinmig ve
tartistlmistir. Bu oturumda duygu diizenleme becerilerini artirmaya yonelik basa c¢ikma sorulart teknigi
uygulanmustir. Bunlara ek olarak derecelendirme sorulari teknigi de kullanilmistir).

5. Oturum: Gelecegin Olumlu Tasarimi (Bu oturumun amaci, grup iiyelerinin duygu diizenleme
becerileri konusunda gelecegi olumlu bir sekilde tasarlamalari ve olumlu bir gelecege nasil ulasilacagini
tartismalar1 saglamaktir. Bu oturumda gelecegi okuma ve derecelendirme sorulari teknigi uygulanmistir).

6. Oturum: Sonlandirma (Bu oturumda, duygu diizenleme becerileri konusunda grup iiyelerinin
ulastiklar1 kazanimlari, yasadiklar1 degisimleri degerlendirmeleri (derecelendirme sorulari teknigi), siirece iligkin
duygu, diistincelerini paylagmalari, grup siirecine dair genel ve bireysel degerlendirme yapmalari istenmis ve bu
konuda ihtiya¢ duyduklarinda onlara tekrar psikolojik yardim ve destek sunulacagi ifade edilerek grup siireci
sonlandirilmgtir.

Etik Kurul
Arastirma igin T.C. Afyon Kocatepe Universitesi Sosyal ve Beseri Bilimleri Bilimsel Arastirma ve

Yayin Etigi Kurulundan (Karar Tarihi: 11.03.2022; Toplanti: 03; Evrak Sayisi: 86037) etik kurul onay:
almmustr.
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Verilerin Analizi
Calisma kapsaminda gruplardan elde edilen veriler normal dagilim gostermedigi igin verilerin
analizinde non-parametrik testlerden iliskili 6l¢iimler i¢in Wilcoxon Isaretli Siralar testi ve iliskisiz dl¢iimler icin

Mann Whitney U-testi kullamilmistir. Veri analizleri SPSS programlar1 araciligi ile bilgisayar ortaminda
yapilmistir. Yapilan ¢alismada .05 anlamlilik diizeyi esas alinmistir (Biiyiikoztiirk, 2011).

BULGULAR

Caligma kapsaminda elde edilen verilerin analizinde ilk olarak 6n-test duyarsizligmmn etkisi iligkisiz
6lciimler icin Mann Whitney U-testi ile analiz edilmis ve elde dilen sonuclar tablo 4’de sunulmustur.

Tablo4. On-Test Duyarsizligi Etkisine Ait fliskisiz Olgtiimler icin Mann Whitney U-Testi Sonuglari

Duygu Duizenleme Becerileri N Sira Sira Toplarm U p
Ortalamasi

Deney-1 Son-test 10 11.15 111.50 43.50 .621

Deney -2 Son-test 10 9.85 98.50

Kontrol -1 Son-test 10 11.40 114.00 41.00 .495

Kontrol -2 Son-test 10 9.60 96.00

Tablo 4’e gore deney-1 grubunun son-test puanlar1 ile deney-2 grubunun son-test puanlar1 arasinda

anlamli diizeyde bir farklilagmanin olmadig1 bulunmustur (U=43.50, p>.05). Ayrica kontrol-1 grubunun son-test
puanlari ile kontrol-2 grubunun son-test puanlari arasinda da anlamli diizeyde bir farklilagmanmn olmadig
bulunmugtur (U=41.00, p>.05). Bu bulgular dn-testin ¢alisma grubu tzerinde bir etki yaratmadigini, 6n-testin
yapilip yapilmayisinin deney ve kontrol gruplarindaki son-test puanlari iizerinde anlamli diizeyde bir etkisinin
olmadigini gostermektedir.
On-testin duyarsizlastirma etkisinin analizinden sonra solomon dért grup modeline gére deneysel ¢alismanin
etkisini belirlemek i¢in gruplarm duygu diizenleme becerileri puanlari iligkisiz 6lgimler i¢in Mann Whitney U-
testi ve iliskili 6lgiimler icin Wilcoxon Isaretli Siralar Testi ile analiz edilmis ve elde edilen sonuglar tablo 5 ve
6’da sunulmustur.

Tablo5. Grup Puanlarmna Ait {liskisiz Olgiimler igin Mann Whitney U-Testi Sonuglari

Duygu Duizenleme Becerileri N  Sira Sira Toplam U p
Ortalamasi

Deney-1 Son-test 10 14.60 146.00 9.00 .002
Kontrol -1 Son-test 10 6.40 64.00

Deney -2 Son-test 10 14.20 142.00 13.00 .005
Kontrol -2 Son-test 10 6.80 68.00

Deney -2 Son-test 10 1455 145.50 9.50 .002
Kontrol -1 Son-test 10 6.45 64.50

Deney-1 Son-test 10 14.10 141.00 14.00 .006
Kontrol -2 Son-test 10 6.90 69.00

Yapilan analize gore deney-1 grubunun son-test puanlari ile kontrol-1 grubunun son-test puanlari
arasindaanlamli dlizeyde bir fark bulunmustur (U=9.00, p<.05). Sira ortalamalar1 dikkate alindiginda deney-1
grubunun son-test puanlarinin sira ortalamasmimn kontrol-1 grubunun son-test puanlarinin sira ortalamasindan
anlaml dizeyde daha yuksek oldugu gorilmektedir. Ayrica tabloya gére, deney-2 grubunun son-test puanlari
ile kontrol-2 grubunun son-test puanlari arasinda anlamli diizeyde bir fark bulunmustur (U=13.00, p<.05). Sira
ortalamalar1 dikkate alindiginda deney-2 grubunun son-test puanlarinin sira ortalamasinin kontrol-2 grubunun
son-test puanlarinin sira ortalamasindan anlamli diizeyde daha yiiksek oldugu gorulmektedir. Yine tabloya gore,
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deney-2 grubunun son-test puanlar1 ile kontrol-1 grubunun son-test puanlar1 arasinda anlamli diizeyde bir fark
bulunmugtur (U=9.50, p<.05). Sira ortalamalar1 dikkate alindiginda deney-2 grubunun son-test puanlarinin sira
ortalamasinin kontrol-1 grubunun son-test puanlarinin sira ortalamasindan anlamli diizeyde daha yiiksek oldugu
gortlmektedir. Sonolarak yapilan analiz sonucunda deney-1 grubunun son-test puanlar ile kontrol-2 grubunun
son-test puanlar1 arasinda anlaml diizeyde bir fark bulunmustur (U=14.00, p<.05). Sira ortalamalar1 dikkate
alindiginda deney-1 grubunun son-test puanlarinin sira ortalamasinm kontrol-2 grubunun son-test puanlarinin
sira ortalamasindan anlamli diizeyde daha yiiksek oldugu gérilmektedir.

Tablo6. Deney 1 Grubunun On-Test Puanlar1 ile Son-Test Puanlarina Ait iliskili Olgiimler Icin Wilcoxon Isaretli
Siralar Testi Sonuglari

Sontest-Ontest N Sira Sira z p
Ortalamasi Toplam

Negatif Siralar 0 .00 .00 -2.52 .012

Pozitif Siralar 8 4.50 36.00

Esit 2

Yapilan analiz sonucunda deney-1 grubunun 6n-test puanlari ile son-test puanlari arasinda anlaml
diizeyde bir fark bulunmustur (z= -2.52, p<.05). Fark puanlarinin sira ortalamasi ve toplamlar dikkate alindiginda
gozlenen bu farkin pozitif siralar, yani son-test puanlari lehinde oldugu goriilmektedir. Son olarak ¢aligma tizerinde
etkili olabilecek olgunlagma ile zaman etkilesimine iliskisiz 8lcumler icin Mann Whitney U-testi ile bakilmig ve
elde edilen sonuglar tablo 7°de verilmistir.

Tablo7. Olgunlasma ile zaman etkilesimine ait fliskisiz Olgtimler icin Mann Whitney U-Testi sonuglart

Duygu Duzenleme Becerileri N  Sira Sira Toplam U p
Ortalamasi

Deney-1 On-test 10 9.95 99.50 4450 677

Kontrol -2 Son-test 10 11.05 110.50

Kontrol -1 On-test 10 11.10 111.00 44.00 .649

Kontrol -2 Son-test 10 9.90 99.00

Yapilan analize gore deney-1 grubunun on-test puanlari ile kontrol-2 grubunun son-test puanlari
arasinda anlamli diizeyde bir farklilagma bulunamamistir (U=44.50, p>.05). Yine kontrol-1 grubunun 6n-test
puanlariile kontrol-2 grubunun son-test puanlari arasinda anlamhi diizeyde bir farklilasma bulunamamisgtir
(U=44.00, p>.05). Elde edilen bu bulgulara goére yapilan ¢alisma iizerinde olgunlagsma ile zaman etkilesimi
anlamli diizeyde bir etki olusturmamistir. Bu bulgulardan hareketle ¢oziim odakli yaklagimin {iniversite
ogrencilerinin duygu diizenleme becerilerini artirmada etkili oldugu ve bu etkinin olgunlasma ile zaman
etkilesiminden, 6n-test etkisinden bagimsiz olarak gerceklestigi goriilmiistiir.

TARTISMA, SONUC VE ONERILER

Universite ogrencilerinin duygu dizenleme becerileri Gzerinde ¢oziim odakhi grupla psikolojik
danigmanin etkisini incelemek amaciyla yapilan bu g¢aligma sonucunda tiniversite Ogrencilerinin duygu
diizenleme becerileri tizerinde ¢6ziim odakli grupla psikolojik danigsmanin etkili oldugu ve bu etkinin olgunlagsma
ile zaman etkilesiminden ve On-test etkisinden bagimsiz olarak gerceklestigi sonucuna ulasilmistir. Calisma
sonrasinda deney grubunda yer alan &grencilerle yapilan goriismelerde de deneysel calismanin etkinligini
kanitlar nitelikte sozel geri doniitler alinmistir. Bu baglamda caligsmanin etkinligi hem veri analizleri ile hem de
sozel geri bildirimler ile desteklenmistir.

Bu sonug, ¢oziim odakli grupla psikolojik danigmanin tiniversite 6grencilerinin duygu diizenleme
becerileri Uizerinde etkili oldugunu gostermektedir. Bu sonuca ek olarak bireylerin duygu diizenleme becerilerini
gelistirmesine katki sunan deneysel ¢alismalarm var oldugu da gériilmiis (Afshari & Hasani, 2020; Buruck et al.,
2016; Dorostian et al., 2018; Farnia et al., 2018; Ghahari et al., 2020; Googhari et al., 2022; Holmqvist Larsson
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et al., 2020; Khodabakhshi-Koolaee et al., 2022; Kleinstauber et al., 2019; Nesayan et al., 2017; Suveg et al.,
2009; Trainor etal., 2022; Te Brinke et al., 2022). Ancak dogrudan ve dolayl1 olarak duygu diizenleme becerileri
iizerinde ¢6zlim odakli kisa siireli yaklagimin etkisinin incelendigi ¢alismalarin ¢ok sinirl sayida oldugu dikkat
cekmektedir (Daki & Savage,2010; Dorostian et al., 2018; Tarkeshdooz & Sanagouye-Moharer, 2020). Gerek
yapilan bu ¢aligsma sonucu gerekse diger ¢calisma sonuglari birlikte ele alindiginda duygu diizenleme becerilerinin
gelistirilebilir bir beceri oldugu sdylenebilir. Bu bakimdan elde edilen bu sonucun alana ve alanin uzmanlarina
onemli bir katki sunacag diisiiniilmektedir.

Miller ve de Shazer (2000) tarafindan ¢6ziim odakli yaklagim danisanlarin izleyecekleri yeni duygu kurallari
olusturmalarina yardimci olmakta ve danisanlarin duygularii dikkate aldigina vurgu yapmaktadir. Bu baglamda
¢oziim odakli yaklagim ile duygu diizenleme becerilerinin hem teorik hem de deneysel olarak incelenmesinin
faydali olabilecegini diisiiniilmektedir. C6ziim odakli yaklasim bireylere hem i¢sel hem de gevresel kaynaklarini
ve yetkinliklerini vurgulama ve gelistirme firsatt sunmaktadir (De Jong & Berg, 1998; De Shazer, 1997; De
Shazer & Berg, 1997; De Shazer & Isebaert, 2004). Bu dogrultuda ¢6ziim odakli yaklasim ile bireylerin olumsuz
kosullarla karsilagtiklarinda duygu diizenleme becerilerini kullanabilmeleri agisindan ¢esitli alternatifler
olusturabilecegi diisiiniilmektedir. Bu baglamda bu ¢aligmadan elde edilen sonucun alanyazindaki ¢oziim odakli
grupla psikolojik danigmanin duygu dizenleme becerilerini artirmada etkili oldugu sonuglarla tutarli oldugu
goriilmektedir. Ornegin Tarkeshdooz ve Sanagouye-Moharer (2020) tarafindan gergeklestirilen calismada
¢oziim odakli yaklagimin duygu diizenlemeyi artirdigi belirlenmistir. Daki ve Savage (2010) tarafindan
yiiriitillen ¢aligmada ¢6ziim odakli yaklasimin duygusal zorluklara basa ¢ikmada etkili oldugu belirlenmistir.
Dorostian et al. (2018) tarafindan yapilan ¢alismada ise ¢6ziim odakli yaklagimin duygusal ifadeyi arttirmada
etkili oldugu goriilmistiir.

Calkins ve Fox (2002) ve Smith-Donald et al. (2007) duygu diizenlemeyi 6z-diizenlemenin bir alt
boyutu olarak degerlendirmektedir. Bu baglamda alanyazin incelendiginde ¢6ziim odakli yaklagimin 6z-
diizenlemeyi olumlu etkiledigine dair sonuglara rastlanmistir (Saadatzaade & Khalili, 2012; Sucipto et al., 2021).
Ayrica ele alinan konudan bagimsiz bir sekilde ¢6ziim odakli kisa siireli yaklagim temelli ¢aligmalar
incelendiginde bireylerin cesitli sorunlarla basa ¢ikma noktasinda bu yaklagimin etkili oldugu goriilmektedir
(Ates, 2015; Ates, 2016a; Ates, 2016b; Ates & Gengdogan, 2017; Bagheri et al., 2019; Baratian et al., 2016;
Ghari Saadati et al., 2022; Hoseini Tabatabaei & Bolghan-Abadi, 2020; Joubert & Guse, 2022; Sagar, 2021b,
2022; Sagar & Ozabaci, 2022).

Esas alinan yaklagim bakimindan g¢alisma sonucu degerlendirildiginde, uygulanan grupla psikolojik
danigma siireci 6grencilerin duygu dizenleme becerileri agisindan olumlu deneyim kazanmalar1 ve sahip
olduklar1 duygu dizenleme becerilerini gérmeleri agisindan kendilerini kesfetmelerine katki saglamig olabilir.
Universite 6grencileri, ¢ziim odakli yaklasimla duygu diizenleme becerileri konusunda kendi kaynaklarmi ve
giiclii yonlerini daha derinlemesine inceleme firsati bulmus olabilirler. Oturumlarda kullanilan ¢6ziim odakl
teknikler, tiniversite 6grencilerinin duygu duzenleme becerilerini artirmalari i¢in harekete ge¢cmelerine ve
problemleri yerine ¢ozlimlerine odaklanmalarina, ise yarar ¢oziim ve stratejiler olusturmalarina olanak saglamis
olabilir. Bagka bir ifade ile bu sonug {izerinde ¢6ziim odakli yaklasimda danisanlarin ¢6ziimlerine, giiglii, basaril
ve pozitif yonlerine odaklanmanin etkili oldugu diisiiniilmektedir. Coziim odakli kisa siireli psikolojik
danismanm hem danisanlara hem de degisime yonelik iyimserliginin de bu sonug iizerinde etkili oldugu
sOylenebilir. Bunun yani sira grupla psikolojik danisma siirecinde grup iiyelerinin kazanimlarini grupta smama
imkan1 bulmalarinin, degisim noktasinda iiyelerin paylasimlari ile bir birlerine model olmalarinin, birbirlerini
cesaretlendirmelerinin de etkili oldugu sdylenebilir.

Sonug olarak, bu ¢aligma kapsaminda ¢6ziim odakli grupla psikolojik danisma yaklagiminin iiniversite
Ogrencilerinin duygu dlzenleme becerilerinin artirmada etkili oldugu goriilmektedir. Ancak bu aragtirmada bazi
siirliliklar bulunmaktadir. Bu arastirma verileri sadece {iniversite 6grencilerinden elde edilen verilerle sinirhidir.
Bu baglamda benzer bir ¢alisma farkli arastirma gruplar1 (yetiskinler, ergenler, ilkokul 6grencileri vb.) ile
yiriitiilebilir. Bu ¢alismanin bir diger smirliligi, grup dinamiklerinin etkisini incelememis olmasidir. Grup
dinamiklerinin etkisi gelecekte yapilacak benzer galismalarda incelenebilir. Universite dgrencilerinin duygu
diizenleme becerileri Uzerinde daha kapsamli veriler elde etmek igin boylamsal arastirmalar yiriitilebilir. Bu
galigmada ele alinan duygular, yalnizca 6lgme araci tarafindan 6lglilen duygularla sinirlidir. Bu kapsamda
yapilacak diger ¢aligmalarda farkli dlgme araglar1 kullanilabilir. Bu ¢alismada sadece ¢oziim odakli psikolojik
danigma yaklasgiminin duygu diizenleme becerilerini artirmaya etkisi incelenmistir. Yapilacak arastirmalarda
diger psikolojik danigma yaklagimlarinin duygu diizenleme becerilerini artirmaya etkisi incelenebilir.
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Abstract

This study aimed to examine the role of school in the development of consumption culture in the context of teacher
opinions, within the perspective of “The Theory of Consumption” of Jean Baudrillard (1970). The study, in which
both qualitative and quantitative research methods were used, was designed based on the mixed method. The study
group of the qualitative part, which was determined by maximum diversity from the purposeful sampling
techniques, consisted of 9 teachers. A total of 794 teachers who were determined by random sampling technique,
constituted the the study group of the quantitative part of the study. The data were collected through semi-
structured interviews and questionnaire form. The qualitative data obtained were analyzed through the descriptive
analysis technique and quantitative data were analyzed using descriptive statistics. According to the findings
obtained in the study, it was revealed that schools were small examples of the consumer society and students,
whose certain life skills related to consumption were shaped at schools, were directed towards consumption,
especially in the socialization processes. It was understood that students focused on displaying their behaviors and
emotions in school through objects of consumption and they affected each other very much in this regard. It was
observed from the findings that schools transformed consumption behavior into an inevitable phenomenon for
both students and families. The results obtained in the research reveal the strong role of schools in creating a
consumption culture.

Keywords: consumption; consumer society; Baudrillard; school; education.

INTRODUCTION

Attribution of the consumer identity to individuals based on their constant consumption throughout
their life coincides with the period after the industrial revolution. Individuals have been identified as
consumers with the abundance of products and the need to sell these products with the increasing
production because of the changing economic order, and their consumption habits have also changed.

* This study was produced from the master’s thesis, which was prepared by Ozan CELIK under the supervision
of Prof. Dr. Cem CUHADAR.
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With the increasing mass production in this period, capitalism reveals the desire to spend (Norris, 2006;
Odabas12019). The fact that the production industry encourages individuals to purchase by manipulating
them with the method called marketing has made the characteristics of individuals such as wishes,
desires, and social status become a part of consumption (Baudrillard, 2019; Norris, 2006; Odabasi, 2019;
Senemoglu, 2017).

According to Baudrillard (2009), the assumption that objects are determined by needs and the
economic relations established by individuals make them meaningful. Baudrillard argues that the needs,
which are said to appear concrete, are an abstract description of objects; in real terms, consumption is
not based on meeting the needs, but on social meaning and necessity. The objects of consumption should
be handled with symbolic exchange value, social status, and social discrimination rather than needs or
values of use (Baudrillard, 2009). Baudrillard (2020), emphasizes that consumption is not related to the
order of needs; otherwise, the need would be eliminated with the satisfaction of the individuals. For this
reason, consumption has no limits (Baudrillard, 2020). Baudrillard (2019); defines the necessity that the
behaviors of individuals should adapt to the market and social attitudes should adapt to the needs of the
producer due to the contradiction between unlimited productivity and the necessity of placing and selling
the products on the market as a natural quality of the system. At this point, needs emerge as the elements
of the system rather than through the relationship of individuals with objects.

According to Baudrillard (2019), who emphasizes that our society has transformed into a consumer
society, individuals reach needs through objects, rather than their needs within the consumer society.
For this reason, he mentions that consumption cannot be considered as an act of eliminating needs since
the desires of the individual in the consumer society cannot be eliminated; and even if they are
eliminated, they will re-emerge. He also states that the consumer society consumes not only objects but
also anything solid or abstract, which he calls “the sign”, can be consumed (Baudrillard, 2019).

Baudrillard (2019) mentions a social field created for consumption. While emphasizing that
consumption is a strong control element used for social control and regulation, he points out that all
kinds of social needs can be used for the growth of the social field he has mentioned. Baudrillard (2019)
also states that in the theory of consumer society, the consumer society is the society of teaching
consumption. It appears that this learning dimension mentioned by Baudrillard cannot be incidental. It
has been observed that the system, which controls the power of production, wants to enter the
consciousness of the individual from childhood through education and create a social structure suitable
for this consciousness. In this learning process, the share of the education system with the schools that
shape and manage the process from childhood to a young individual has an undeniable effect. With the
socialization process of the individual, it is known that culture brings social and cultural change through
its transfer between generations and individuals continue this socialization process first in their families
and then at school (Kaban Kadioglu, 2014; Ozkan, 2006).

Consumption practices of students, who spend most of their daily lives in schools, are undeniably
shaped in schools along with all social teachings. For students who are heavily affected by peer groups,
socialization times in schools have a significant impact on consumption (Balik¢ioglu & Volkan, 2016;
Kiliger & Pag¢ Celik, 2018; Madran & Bozyigit, 2013). It has been concluded that students show their
desire to be different in social groups through the objects of consumption with the feeling of having
various commaodities they see from each other. It has also been observed that students create new needs
for themselves and direct their families to consumption for meeting these needs so that they are included
in not excluded from various social groups. The fact that school cafeterias are sources of income for
schools causes students to meet the market language in the schools they come to study.

Baudrillard (2019) also indicates that the exams he describes as elements of prestige are means of
jumping social ladders. In this context, while schools train students in the same process in the factory
production order and leaving aside their differences, they aim to ensure that individuals have an
understanding of accepting what is offered and preserving what has been accepted (Geng, 2003; Toffler,
1970; Yapici, 2004). Bourdieu and Passeron (2014) state that the main purpose of this education system,
which focuses on the exam and denies individual production, is "elimination” within the social
subclasses. From this point of view, knowledge does not differ from any used and discarded commaodity.
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Currently, it seems inevitable that information will turn into an object of consumption due to the
examination system.

Considering the studies examining this issue, Norris (2006) expresses the fact that schools, which
have become the main focus of the market and turned into tools to secure the market, will have deep
sacrifices while placing students in the position of consumers. Moreover, children who learn and
internalize consumption, affect the consumption decisions of their families by teaching them about the
product market in their world (Kaban Kadioglu, 2014; Martens, 2005). Baudrillard (2019) states that
consumption in the consumer society is an institution of class as in the schools and individuals cannot
have the same educational opportunities as they cannot have the same objects. Illich (2006) emphasizes
that curricula in schools strengthen discrimination against some segments of society in the consumer
society.

The objective of this study is to reveal the place of the school in the consumption culture and the
effect of the school on the creation of the consumption culture the perspectives of teachers, who are
parts of the functioning of the school and who observe and even guide their behaviors by directly
communicating with students, based on the "The Theory of Consumption™ of Jean Baudrillard. The
position of the school in the consumer society, the effect of the school on the behavior of the students
towards consumption, and the problems related to the transformation of education into an object of
consumption were considered very important for the determination and solution of the problem from
the perspectives of teachers.

METHOD
Research Model

The study was designed based on a mixed methodology where qualitative and quantitative research
methods were used together. In the qualitative part of the study, the opinions of teachers on consumption
and the relationship of consumption with school were examined using the phenomenology from
qualitative research patterns. In the quantitative part, the general screening model was used to reveal the
role of the school in the formation of consumption and consumer culture in the context of teacher
opinions.

Study Group

The study group of the research consisted of teachers working in the center and districts of Edirne in
the 2021-2022 academic year. In the qualitative part, 9 teachers were included through purposeful
sampling based on the criteria of different field, school types, socio-economic status, and at least 5 years
of experience in the profession. There were 4 male and 5 female teachers in this group. Three of the
teachers worked in secondary schools in different neighborhoods, three teachers worked in different
types of high schools, and three teachers worked in vocational high schools. Three of the teachers had
at least 10 years of professional experience, 5 of them had 21-30 years of professional experience, and
1 teacher had more than 30 years of professional experience. The quantitative study group of the research
consisted of 794 teachers. Demographic information of teachers was presented in Table 1.

Table 1. Demographic Information of Teachers

Gender Frequency (f) Percent (%0)

Female 490 61,7

Male 304 38,3

Total 794 100,0

Age f % Education Status f %

30 and below 50 6,3 High School 5 0,6

31-40 284 35,8 College Degrees 43 54

41-50 304 38,3 Undergraduate Degree 611 77,0

51 and above 156 19,6 Master's Degree 131 16,5
Ph.D. 4 0,5

Total 794 100,0 Total 794 100,0
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School Level f % Experience f %
Primary School 182 22,9 1-5 42 5,3
Secondary School 220 27,7 6-10 92 11,6
High School 236 29,7 11-20 279 35,1
Vocational High School 121 15,2 21-30 282 35,5
Other 35 4,4 30 and above 99 12,5
Total 794 100,0 Total 794 100,0

Among the 794 teachers, who participated in the quantitative part of the study, 61.7% (490) were
female and 38.3% (304) were male. In addition, 38.3% (304) of the teachers were between the ages of
41-50, 35.8% (284) were between the ages of 31-40, 19.6% (156) were over the age of 51, and 6.3%
(50) were under the age of 30. Looking at the educational status of the teachers, 77% (611) had an
undergraduate degree, 16.5% (131) had a master's degree, 5.4% (43) had college degrees, 0.6% (5) were
high school graduates, and 0.5% (4) had Ph.D. Among the teachers participating in the study, 29.7%
(236) continued to work in high school, 27.7% (220) in secondary school, 22.9% (182) in primary
school, 15.2% (121) in vocational high school, and 4.4% (35) in other school types. In addition, 35.5%
(282) had 21-30 years of experience, 35.1% (279) had 11-20 years of experience, 12.5% (99) had 30
years of experience, 11.6% (92) had 6-10 years of experience, and 5.3% (42) had 1-5 years of
experience.

Data Collection Tools

A semi-structured interview form was used in the qualitative part of the study and a questionnaire
was used in the quantitative part.

Semi-Structured Interview Form

A semi-structured interview form was prepared to determine the effect of the school on the
development of consumption culture along. First of all, the relevant literature was examined and draft
questions were prepared concerning the objective of the study. It was ensured that the questions were
open-ended and easy to understand, each question aimed at only one dimension, and they did not include
statements that guided the participants. In some questions, additional sub-questions were also included
to provide more detailed answers from the participants. In addition, the questions were arranged in a
logical order according to the objectives of the study. The prepared interview form was submitted to the
expert opinion and the interview form was finalized by receiving feedback. The first 3 questions of the
interview form, which consisted of a total of 12 questions, were aimed at revealing the views of teachers
on consumption and consumer culture, and the other questions were aimed at determining the
relationship between consumption and school. A pilot interview was made before the interviews.

Personal Information Form

A personal information form was used to determine the demographic information of the teachers
participating in the study. Data on the gender, age, educational status, school level, and years of
experience of teachers were obtained through this form.

Questionnaire Form

A questionnaire was developed upon examining the opinions of the teachers obtained in semi-
structured interviews and the relevant literature. First of all, prepared items that could be included in the
questionnaire in line with the determined objectives and submitted the questionnaire items to the expert
of the educational sciences. After obtaining feedback from the experts, the suitability of the items in the
questionnaire form to the purpose of the data collection tool was determined and the content validity of
the questionnaire was ensured. In the form of the questionnaire, there were 35 items finalized after
specialist review. In the first dimension of the form, which consisted of 2 dimensions, some items
examined the social effects during the development of consumer culture from the perspective of
Baudrillard. The second dimension of the questionnaire included items that dealt with the effects of the
school on the formation of the consumption culture from the perspective of Baudrillard. While preparing
the questionnaire form, attention was paid to ensure that the items of the questionnaire were clear and
understandable, there was integrity between the items, and each item sought answers to the case only.
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In addition, a pilot study was carried out before administering the form to determine the suitability of
the questionnaire for the planned purpose and the functioning of the processes in filling the form.

Data Collection and Analysis

Face-to-face interviews were performed with 9 teachers to collect the data for the qualitative part of
the study. Before starting the interviews, teachers were informed about the study, and the permissions
obtained were declared. Appropriate times were determined for the interviews with the appointments
made with each teacher and the interviews were held outside the school class hours. The interviews were
recorded on a voice recorder with the permission of each teacher. During the interview, the responses
of the interviewees were impartial and all the responses of the interviewees were recorded without
intervention. The questionnaire form, which was prepared to collect the quantitative data of the research,
was administered to 794 teachers in the center and districts of Edirne after permission was obtained from
the Provincial Directorate of National Education.

The descriptive analysis technique was used to analyze the qualitative data obtained in the study.
Descriptive analysis is based on summarizing and interpreting the collected data according to specific
themes prepared by the researcher (Yildirim & Simgek, 2011). In this context, first of all, the data
obtained with the semi-structured interview form were transferred to the electronic environment in
written format within the framework of both audio recordings and notes. The responses of the
participants for each question and their raw forms were transferred to a table. Next, a conceptual
thematic framework, which was the first step in the 4 stages of descriptive analysis, was created as stated
by Yildirim and Simsek (2011). In creating this framework, the signs of the consumer society, which
Baudrillard included in the theory of the Consumer Society, were revealed as 6 main themes and 13 sub-
themes depending on these main themes to coincide with the objectives of the study. The themes were
determined as "Happiness", "Equality (Access)”, "Social Class Structures (Social Class Hierarchy,
Social Regulation)”, "Needs (Object as a Sign, Needs of the System)”, "Welfare" and "Consumption
(Definition of Consumption, Perception of Consumption, Denial of Reality, Teaching Dimension,
Production of Relationship, Place of Consumption, Consumer Culture, Consumption Tools)". In the
second stage, the data obtained from the interview questions were classified within the framework of
these themes. In each question, the data placed in appropriate themes were arranged separately and a
thematic order was obtained. In the third stage following this stage, the data arranged in the thematic
framework were defined and supported with direct quotations where necessary. In the final stage, the
findings obtained were interpreted separately for each purpose by blending the findings from the analysis
of quantitative data in the context of mixed methods. The quantitative data of the study were analyzed
through the descriptive statistics method. Descriptive statistics are defined as a process that aims to
describe the characteristics of the sample with the technical help of the obtained data such as frequency,
percentage, and central tendency measures (Blyiikdztirk, 2019).

RESULTS

In order to determine the opinions of the teachers about the role of the school in the creation of a
consumption culture, the findings obtained from the answers taken from the questionnaire form and the
interview form are included. Table 2 presented the distribution of responses to items 9-35.
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Table 2. Distribution of opinions of teachers on the role of school in the development of consumer culture
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9. The life-long needs of the individual
are determined by what she/he has
learned at school.
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10. Students can create new needs with

socialization process in schools.

11. Students influence each other in 13 1.6 12 15 32 4.0 380 47.9 357 45.0
terms of consumption habits.

12. Students display their desire to be
different from other students in school 9 11 30 38 73 9.2 448 564 234 295

through their objects of consumption

13. Students have become the target 14 18 48 6.0 103 130 370 466 259 326
audience for consumption

14. Students choose their professions

based on the popularity of that 11 14 44 55 87 11.0 411 518 241 304
profession for the society rather than

their interests, abilities, and skills.

15. Exam preparation systems in
education are becoming a commercial 15 14 24 30 67 8.4 309 389 383 482

sector.
16. Due to the necessity of being successful

in exams, knowledge is turning into an
object of consumption today.

8§ 10 24 30 9 120 400 504 267 33.6

17. Students have to consume objects

with symbolic value within the group 7 09 33 42 75 94 449 565 230 29.0
to be accepted or not to be excluded

from the social groups in the school
18. Students feel happy by consuming

from school cafeterias due to their 12 15 62 7.8 141 178 38 486 193 243
curiosity even if they do not need

anything.

19. The socio-economic environment

qualified education.

20. Access to qualified education

habits.
21. The socio-economic environment
in which the school is located affects 6 08 17 21 42 5.3 440 554 289 36.4

the consumption habits of the students.

22. Schools resemble the factories of
the industrial society in terms of
seating arrangements, understanding of
the discipline, etc.



23. The transformation of education
into an item that can be bought and
sold with money makes education an
object of consumption..

24. The daily life practices of students
for consumption are shaped in schools.

25. Today, school preferences of
students and parents turn into an object
of consumption with the use of the
school as a tool for climbing social
ladders

26. Uniformity resulting from the
rusting of the abilities and creativity of
students increases individual
consumerism.

27. Conscious consumers are raised in
schools

28. The consumption habits of the
students also change the consumption
habits of their families

29. Education curricula in schools have
sufficient coverage for conscious
consumption.

30. The information given in the school
about consumption has strong ties with
real life.

31. Students learn by doing and
experiencing knowledge and skills
through production and consumption in
schools

32. The knowledge about consumption
in curricula should be taught to
students practically

33. The teacher is a role model for
her/his students for conscious
consumption.

34. Studies such as competitions,
projects and exhibitions held in schools
turn into consumption objects by
becoming advertising tools rather than
educational purposes.

35. Students learn professional
information to gain a place in the labor
market and present what they have
learned to this market.
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According to Table 2, 41.7% (f=331) of the teachers responded as "Disagree"”, 24.7% (f= 196)
responded as "Undecided", and 19.6% (f=156) responded as "Agree" to the item "The life-long needs
of the individual are determined by what she/he has learned at school” (Item 9)", which examined the
effect of the school in determining the needs of the individual.

Looking at the responses to the item "Students can create new needs with the impressions they get
during the socialization process in schools”, which was item 10 of the questionnaire that aimed to
examine the effect of their impressions in the school that constituted their social environment, where
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students were in constant communication throughout the day while creating their needs, 67.8% (f=538)
of the teachers responded "Agree" and 15.6% (f=124) responded as "Strongly Agree". It was concluded
that 11.2% (f=89) of the teachers were undecided. Responses about this interaction could be observed
under the theme of "Teaching Dimension" in teacher interviews.

“Actually, at school, we make it possible for him to be influenced by his friends about buying things
he may not need. Maybe the teachers are also effective, by wearing a branded shoe or an outfit, the
person idealized by the child tells him that he should buy it.” (T1: Female, Vocational Technical High
School,21-30 Years).

Looking at the item "Students influence each other in terms of consumption habits", which aimed to
examine the level of influencing each other in terms of consumption habits, 47.9% (f=380) of the
teachers responded "Agree" and 45% (f=357) responded as "Strongly agree". According to the responses
of the teachers interviewed, the analysis conducted under the theme of "Needs" concluded that the
students affected each other in terms of creating needs and consumption habits.

“As far as I can see, they are very impressed. If something is fashionable at school, it doesn't matter
if it suits it or not, he wants to own it. So if someone has a phone, they want the same or a similar one.”
(T2: Female, High School,10-20 Years).

When the responses to the item "Students display their desire to be different from other students in
school through their objects of consumption™ were examined, 56.4% (f=448) of the teachers responded
as "Agree" and 29.5% (f=234) responded as "Strongly Agree". Examples of consumption habits brought
about by this socialization could be observed in the responses in teacher interviews on this subject were
examined under the theme of "Needs".

“Influenced by each other, even if he does not act like the person he sees, a motivation is created in
the child to be different from him” (T9: Male, Vocational Technical High School,30+ Years).

When item 17 of the questionnaire was examined, 56.5% (f=449) of the teachers responded as
"Agree" and 29% (f=230) responded as "Strongly Agree" to the item "Students have to consume objects
with symbolic value within the group to be accepted or not to be excluded from the social groups in the
school”. Looking at the responses to the interview questions under the theme of "Needs", it was
concluded that students began to see some objects of consumption and behaviors as their needs to
participate in social groups.

“The conversation of the group about anything the child consumes causes the child who does not
consume that product to be excluded from the group. In other words, something that the child never
needed suddenly becomes a need” (T1: Female, Vocational Technical High School,21-30 Years).

In addition to these opinions, when the responses to the interview questions were examined under
the theme of "Happiness", the school cafeterias were found to have a great effect on the consumption
habits of the students, the students had the motivation to shop at the school cafeteria even if they did not
need, and they felt a sense of happiness with this shopping.

“But for the children, it is a happy situation to get something from the canteen, even if they have
breakfast and come. In other words, the child feels the need to consume in a way. Parents have given
some money, even if he has a full stomach, he goes and buys that toast or a recess friend bought crackers,
and he goes and buys them. In other words, the use of canteens is too much” (T5: Female, Primary
School,21-30 Years).

The item "Students feel happy by consuming from school cafeterias due to their curiosity even if
they do not need anything” was responded as "Agree" by 48.6% (f=386) and "Strongly Agree" by 24.3%
(f=193).

It was concluded that 46.6% (f=370) of the teachers responded "Agree" and 32.6% (f=259) responded
"Strongly Agree" to the item "Students have become the target audience for consumption™. The fact that
79.2% of the teachers (f=629) considered students as the target audience for consumption supported the
statements observed in the theme of "Consumer Culture".
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“Especially the high school age group, in the impositions of the target audience consumption culture.
They can also be seen as the longest-standing customers” (T3: Male, Social Sciences High School,21-
30 Years).

The 24" item of the questionnaire, which stated that the daily consumption habits of the students
were shaped in schools was responded as "Agree" by 49.5% (f= 393), "Strongly Agree" by
13.5%(f=107), "Undecided" by 24.4% (f= 194), and "Disagree" by 10.3% (f= 82). When the responses
to the interview questions on where and how students were affected by the consumer culture were listed
in the "Consumer culture" sub-theme of the "Consumption" theme, we could understand the opinions of
teachers who were indecisive about or disagreed with this opinion. According to the findings obtained,
the students were affected by various tools outside the school as well as the peer groups at the school.

“Students are influenced by advertisements, by the people in their neighborhood and by their
teachers. After all, if the student buys and consumes something in the advertisement on that mobile
phone, it starts to affect all of them” (T1: Female, Vocational Technical High School,21-30 Years).

Looking at the responses to the item "The consumption habits of the students also change the
consumption habits of their families”, which analyzed the interaction of the consumption habits of the
students, who were the target audience for consumption, with their families, it was found that 51.3%
(f=407) of the teachers responded "Agree", 12% (f=95) responded "Strongly Agree", 23.7% (f=188)
responded "Undecided”, and 11.6% (f=91) responded as "Disagree". When the responses to the
interview questions were combined under the sub-theme of "Consumer culture”, it was found that the
student and the family affected each other bilaterally in terms of consumption habits.

“The child has something that he emulates from his friends, but since the family cannot afford it
economically, this causes the relations between the family and the child to deteriorate. In some families,
because the economy is better, the children do not feel anything they need. Because families offer
everything to children, but since children's wishes are at the forefront, this brings consumption with it”
(T5: Female, Primary School,21-30 Years).

Looking at Item 22 stating “Schools resemble the factories of the industrial society in terms of
entrance-exit times, break times, seating arrangements, understanding of the discipline, etc."”, 62.6% (f=
497) of the teachers thought that schools resembled factories of the industrial society, 21% (f=1 67) of
the teachers are hesitant about this opinion, and 16.4% (f= 130) of the teachers did not think that schools
resembled factories of the industrial society. When the responses to the interview question on this subject
were examined under the sub-theme of "Social Class Structures", certain responses supported that the
school was considered an industrial sector, and teachers were undecided in some of the responses.

“I think it might be partly. Because we're trying to make things uniform. Or is trying to be done.
Sometimes it can be forgotten that students have feelings and thoughts too. In other words, we sometimes
feel as if we are going to process it and put it into moulds. I can partially participate” (T7: Female,
Secondary School,21-30 Years).

In this context, when the responses to the item "Students learn professional information to gain a
place in the labor market and present what they have learned to this market" were examined, 40.2%
(f=319) of the teachers responded as "Agree" to this opinion and 30.1%(f=239) responded as
"Undecided". Among the responses to the interview question on this subject, the responses could be
revealed within the framework of the "Social Regulation" sub-theme.

“For example, someone who can work to get into the Bogazici, METU, will put that company ahead
of himself and his family when he becomes an employee of a company in the future. That man does that.
Because that man studied at school that way too. He did not meet his friend. Spent less time with parents.
So they became more mechanical guys. But this is not because of school. This is because the system
demands it. Schools are also institutions that continue this” (T8: Male, Secondary School,10-20 Years).

It was observed that 53.9% (f= 428) of the teachers responded as "Agree", 22.3% (f = 177) responded
as "Strongly Agree"”, and 16.5% (f= 131) responded as "Undecided" to the item "Uniformity resulting
from the rusting of the abilities and creativity of students increases individual consumerism™, which
examined the relationship between the consumerism levels of the students, who spent their long years
at school and the education provided there, and the development of their interests, skills, talents, and
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creativities. When the responses to the interview question examining this subject were examined under
the sub-theme of "Consumption”, it was observed that schools limited creativity and improved
uniformity.

“Of course, since the school is not independent of the society, since the society or the parents are
also from this school and within this system, that is what they expect from you. When you try to direct
the child to something alternative, the parents are the first to object before the school manager. Any
alternative direction you make in order to transform yourself into an individual who will be outside the
consumption culture and will not be able to classify yourself as a consumer will be the first to object to
the alternative approach. Because he also lives in this society” (T8: Male, Secondary School,10-20
Years).

Looking at the responses of teachers to the items examining the effect of school on the formation of
social class structures, 51.1% (f=406) of the teachers were found to respond as "Agree" and 33.8%
(f=268) responded as "Strongly Agree" to the item "The socio-economic environment of the student
affects access to qualified education. The statements that it was more difficult for an individual in a
socio-economically low environment to access qualified education; however, the individual in a higher
socio-economic environment had access to more qualified education were also revealed in the responses
gathered under the "Access" sub-theme of the "Equality” theme of the interview questions.

“According to the economic situation of the families, we classify the child from the moment he is
born. 1 mean, from the moment he went to kindergarten. While some go to the regular municipal
kindergarten, some go to a private kindergarten. The moment you give the child there, you have already
created a social class and you cannot change it even if you want to later” (T5: Female, Primary
School,21-30 Years).

When the responses to the item examining the effect of access to qualified education on consumption
habits were examined, it was observed that 55.8% (f=443) of the teachers responded as "Agree", 24.7%
(f=196) responded as "Strongly Agree", and 13.9% (f=110) responded as "Undecided". Consistent with
this item, in the responses to the item examining the effect of the socio-economic environment of the
school where the student was enrolled on consumption habits, 55.4% (f=440) of the responses were
"Agree" and 36.4% (f=289) of the responses were "Strongly Agree”. Looking at the responses to the
interview questions on this subject under the "Access" sub-theme of the "Equality” theme, we can see
some statements about the effect of socio-economic status on consumption.

“There was constant consumption and competition, constant question-solving. I am now at a
disadvantaged school. | don't have a chance to have four or five books consumed. We do not have the
luxury of being able to compete with them” (T6: Female, Secondary School,10-20 Years).

The effects of choosing a profession as the important indicator for social classes on schools and
school selection as the way to access qualified education were examined in the 14th and 25th items of
the questionnaire. According to the responses to the item "Students choose their professions based on
the popularity of that profession for the society rather than their interests, abilities, and skills", 51.8%
(f=411) of the teachers responded as "Agree", 30.4% (f=241) responded as "Strongly Agree", and 11%
(f=87) responded as "Undecided". In support of this item, the item "Today, school preferences of
students and parents turn into an object of consumption with the use of the school as a tool for climbing
social ladders", which examined school preferences of students as the first step on the way to the choice
of profession, was responded by 54.8% (f=435) of the teachers as "Agree", 27.7% (f=220 as "Strongly
Agree", and 10.2% (f=81) as "Undecided". In this regard, the responses to the interview regarding the
effect of the school on the formation or change of social class structures were revealed when the theme
of "Social Class Structures" was examined under the sub-theme of "Social Class Hierarchy".

“For example, there is a plan where some groups such as you are a Worker, stay a worker are
directed to vocational high schools, and children from certain groups should go to fields such as
medicine and engineering. Of course, this also determines the formation of social classes” (T3: Male,

Social Sciences High School,21-30 Years).

It was found that 87.1% (f=692) of the teachers agreed to the 15th item, which examined the
transformation of exams, which have become very important in transitions between the social classes,
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into a commercial sector. The statements that supported this popular opinion of teachers were also
revealed in their responses in the interview. In the "Access" sub-theme of the theme of "Equality”, there
were statements indicating that the exam preparation systems and the exams were commercialized.

“There is a serious book sector in public schools as well. There are bookstores lined up. There is a
serious industry there as well. In other words, whichever books are bought as an extra in private schools,
and if they are used, they are wanted to be used in public schools as well” (T6: Female, Secondary
School,10-20 Years).

Looking at the responses to Item 16 of the questionnaire examining the transformation of knowledge
into an object of consumption by the individuals, who were only focused on success as a result of the
exam preparation systems, which were considered to have turned into a commercial sector, it was found
that 50.4% (f=400) of the teachers responded as "Agree", 33.6% (f= 267) responded as "Strongly Agree"
and 12% (f= 95) responded as "Undecided". Many statements about the fact that knowledge had lost its
essence like any object and turned into an object of consumption were revealed in responses to the
interview questions under the "Indicative Object" sub-theme of the "Needs" theme.

“Unfortunately, this exam-oriented system serves a very important role in the transformation of
information into consumption. We fill our children's heads with tests and their stomachs with toast”
(T3: Male, Social Sciences High School,21-30 Years).

According to item 23 of the questionnaire examining the transformation of schools and the education
system into objects of consumption along with the knowledge that was considered to have turned into
an object of consumption due to exams and the examination system, 83.2% (f=661) of the teachers in
total agreed that education had been commercialized and therefore turned into an object of consumption.
Statements about the commercialization of education were revealed in the "Access" sub-theme of the
"Equality" theme.

“Schools are rapidly moving away from being the public domain. Of course, these are the products
of conscious policies, step by step commercialization of education. As a matter of fact, although it is
said that private teaching institutions are closed, the share of private schools in education is increasing
day by day” (T3: Male, Social Sciences High School,21-30 Years).

Looking at the responses to item 34 of the questionnaire concerning the transformation of studies
such as competitions, projects, and exhibitions, which had an important place in the content of education
and would reinforce learning by doing, to objects of consumption by becoming advertising tools rather
than educational purposes, it was observed that 42.7% (f=339) of the teachers responded as "Agree",
21% (f=167) responded as "Strongly Agree", 13.2% (f =105) responded as "Disagree" and 3.9% (f=31)
responded as "Strongly disagree".

When the distribution of the responses of teachers to the items examining what was done for
conscious consumption in schools was examined, it was found that "Conscious consumers are raised in
schools" was responded as "Undecided" by 33.5% (f= 266), "Disagree" by 29.7% (f= 236), and "Agree"
by 20.2% (f=1 60). When the responses to the interview questions on this subject were examined within
the framework of the "Instructional Dimension" sub-theme of the "Consumption™ theme, there were
various opinions emphasizing that the education programs included topics related to consumption, some
of them could not reach a solid level, teachers had individual efforts, or the school could not raise
conscious consumers while consuming itself.

“Is this in the school system? I don't think so. Even if it exists in the curriculum, it is at the initiative
of the teacher, because the order is not established accordingly. The curriculum is not written for that.
1t is in the curriculum, but the curriculum is not in that direction” (T8: Male, Secondary School,10-20
Years).

According to the responses to the item "Education curricula in schools have sufficient coverage for
conscious consumption”, which aimed to examine the details of conscious consumer education in
schools through curricula, the rate of teachers who did not think that education programs had sufficient
coverage for conscious consumption was 39.7% (f=316) in total, the rate of teachers who were
undecided about this issue was 28.3% (f=225), and the rate of teachers who thought that education
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programs were sufficient for conscious consumption was 31.8% (f=253). In the sub-theme of "Teaching
Dimension”, it was observed that teachers had different responses on this subject.

“It is included in the curriculum, but mostly it is the individual effort of the teacher. In other words,
it should be much more suitable for the teaching-by-doing model. It's like when the topic is over, when
the unit is over, it's over too” (T7: Female, Secondary School,21-30 Years).

When it was examined whether the information about consumption in curricula was relevant to real
life, it was observed that the rate of opinions was quite close to each other. In total, 37.4% (f=297) of
the teachers did not agree that the information about consumption in schools had strong ties to real life,
while 37.6% (f=298) thought that this information had strong ties to real life. Among the teachers, 25.1%
(f= 199) were undecided about this issue. According to the responses to the item "Students learn by
doing and experiencing knowledge and skills through production and consumption in schools", 41%
(f=326) of the teachers thought that knowledge and skills related to production and consumption in
schools were learned by doing and experiencing, 31.7% (f=251) of the teachers disagreed with this
opinion, and 27.3%(f=217) of the teachers were undecided. In line with these opinions, when the item
"The knowledge about consumption in curricula should be taught to students practically" was asked to
teachers, 88.8% (f=705) of them thought that this knowledge should be taught practically and supported
the responses in the interview form.

“Actually, | think we can make children conscious consumers by making them producers. Because
they put effort and time into it, so they no longer misuse it, consume it and throw it away, adding value”
(T1: Female, Vocational Technical High School,21-30 Years).

Finally, item 33 of the questionnaire examining the effects of teachers, with whom students were in
constant interaction apart from their peers in schools where they spent long times during the day, on
consumption through being role models was examined in Table 16. While 72.7%(f=577) of the teachers
thought that teachers were role models for students in terms of conscious consumption, 17.6%(f=140)
of the teachers were undecided, and only 9.7% (f= 77) of the teachers thought that teachers would not
be role models for conscious consumption.

“First of all, teachers need to set an example. You know, they have to be conscious consumers so
that they can set an example for students. Because students learn best by social modeling, by modeling
the other person. It is not very effective just by saying something, it is much more important to show it”
(T2: Female, High School,10-20 Years).

DISCUSSION, CONCLUSION AND SUGGESTIONS

In the findings obtained from the opinions of the teachers, it was concluded that the school was very
important in terms of social functioning with the family in daily life, it educated the students both in
terms of knowledge and socialization as an institution that prepared them for life, and it had a structure
that covers a large part of the daily life of the students. In addition, it was found that the school was a
small example of social life, it was an institution that raised individuals according to the desired social
structure, and they were used ideologically by the powers. In the context of the opinion that teachers
constituted a small example of the social order in which they lived, it was concluded that the school was
a small example of the consumer society in which it was involved and there was a very high rate of
consumption in the school. The significance of school, which is referred to as the place of consumption
by Baudrillard (2019), within "daily life" also reflects the opinions of the teachers. In support of these
views, Kaban Kadioglu (2014); rules state that participation in the learned social structure starts with
the family and continues with the school. Afsar (2009); While saying that education has a purpose that
shapes the individual with the aim of gaining social structure, Cakmak (2008); states that individuals
make a social contribution within the level of education they have received. Moreover; It is seen that
one of the main duties of education is to transfer the cultural heritage of the society from generation to
generation, as well as to be an instrument of social and cultural change (Ozkan, 2006).

According to the findings, the students in the school affected each other in terms of consumption
habits within the framework of their desire to be different and their motivation to belong to a social
group. It was observed that schools, which were mostly areas of socialization for students, had an intense
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effect on developing consumption habits. Baudrillard (2019) describes consumption as an effective and
social behavior and also emphasizes that the object that turns into a demonstration tool is consumed
when it differentiates the individual from its group or associates it with any group. In this sense, it was
observed in the findings obtained from the opinions of teachers that the traces of consumption at school
were also quite intense. Therefore, it was concluded that these habits that students gained in childhood
would have a strong effect on ensuring the continuation of the consumer society.

According to the findings obtained in the study, it was understood that the students aimed to bring
happiness to both physical, emotional, and behavioral consumption at school for the reasons mentioned
above. Especially the motivation to be popular, to put oneself in the forefront, or to show that they had
various objects led students to consumption. In addition, a high rate of opinions of teachers revealed that
students became happy through consumption due to their curiosity, even if they did not need anything
at the time. Baudrillard (2019) mentions happiness as a sign of consumer society. He also states that
happiness must be displayed in consumption; otherwise, it will not mean anything to the individual, and
the individual will eventually be disappointed in his world surrounded by objects.

The results and the findings obtained from teachers in this regard supported the opinions that children
and students were the target audience for consumption in the current society and schools were gradually
becoming institutions, which trained consumers for the market (Burch, 2000; Cook, 2000; Illich, 2006;
Molnar, 2005; Norris, 2006; Sandlin et al., 2012; Turan, 2014; Zengingdnil, 2012). It was found that
the consumption habits of the students, who were the target audience for consumption, changed the
consumption habits of the families. Studies such as Kaban Kadioglu (2014) and Martens (2005) also
report that the child affected by the consumer culture affects the decisions of their families by teaching
them about the product market. The opinions of teachers that the consumption practices of students
developed at school emerged, as a result, revealing the reason why market language tried to enter
schools. The findings also revealed that the school and factory, which had structurally determined entry-
exit times, previously determined and strictly followed break times, and certain rules with a disciplinary
approach, and whose seating arrangements and classes were determined by the administrators, were also
perceived as equivalent in terms of comparing the uniform students they trained to the single-type
product produced by mass production. The opinions of teachers on this subject are supported by various
studies about the similarities of the school to the factory in the industrial society (Geng, 2003; Lacueva,
2002; Toffler, 1970) and studies examining the metaphors that come to mind when it comes to school
(Arslan, 2020; Nalcac1 & Bektas, 2012; Ozdemir & Orhan, 2019). Nevertheless, the participation in the
opinion that students should present their professional knowledge to the labor market creates the
impression that schools have turned into an industrial sector.

It was understood from the findings that one of the most important factors in the commercialization
of schools was the undeniable effect of the school on the formation of social class structures. Describing
the consumer society as a mobile society, Baudrillard (2019) mentions that this mobility is formed
hierarchically with the demand for social status and that the upper classes are obliged to show this status
with signs. In particular, the fact that individuals in socio-economic subclass structures receive education
as almost the only opportunity in their transition to upper-class structures, and in parallel with this, the
opportunities for individuals in upper-class structures to continue their existing cultural structures by
easily accessing qualified education make education an indispensable bowl of problems. The lower
classes think that the way to reach the upper classes socially passes through education; and as
emphasized by Bourdieu and Passeron (2014), it is difficult for them to access what the upper classes
have due to the cultural structure they belong to. Baudrillard (2019), who likens consumption to the
institution of social class such as school, states that not everyone can have similar objects in the
consumer society, such as not everyone can benefit from educational opportunities in a similar way;
since consumption assumes the contradiction in society. The opinions of teachers revealed that the
increase in the quality of education would affect consumption, and the consumption patterns of social
classes were also different from each other.

Exams, which have an important effect on the students in terms of going beyond their main purpose
by commodifying education, also transform knowledge into a disposable object of consumption due to
the success or high grading pressure they create on students. Based on the findings, it was concluded
that the students used the ways to reach the correct answer with memorization or various test techniques
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without comprehending the knowledge and fully learning it to be successful in the exam, which created
the impression that the knowledge was forgotten after the exam or that they would be successful without
knowing the subject. Thus, it was concluded that knowledge was not different from any object of
consumption discarded after its use and that knowledge was also consumed.

Nevertheless, according to the findings obtained, it was found that the abilities and skills of the
students had also become an object consumed by the families. It was understood that the student abilities
presented by the families to their environment as a sign of prestige were used as a means of jumping
social ladders through various courses or private lessons. It was also concluded that activities such as
projects, competitions, exhibitions, etc. aimed at improving the talent and creativity of students in
schools were also consumed outside their main purpose. The opinions of teachers indicated that
especially in the current order where schools competed, emphasis was placed on quantity rather than
quality, the projects were completed eventually rather than for educational purposes, or they had become
a tool used by institutions for their advertisements.

Baudrillard (2019) states that consumption does not have only an economic aspect. According to the
findings obtained, it was understood in more detail that both the students and the school were in both
material and behavioral consumption, consumption was enjoyed and it was an element of prestige. The
fact that the school and education, which repeatedly emerged in the results obtained in the study, had
been brought to the point where they were consumed, made it difficult to argue that conscious consumers
were raised in schools.

Looking at all the results obtained in this study, which aimed to examine the effect of school on the
development of consumer culture, from the perspective of Baudrillard, it was concluded that schools
and education had been transformed into signs mentioned by Baudrillard and therefore consumed. In
addition, the most important result of the study was that schools, which were very important and had
great power in the social order, were institutions that raised consumption-oriented individuals to ensure
the continuity of the consumption society. The results obtained in the study support the opinion that
there is no real education in schools; however, there is a system that tries to cover the balance of power
created by inequalities created by capitalism and considers the student as a commodity and as a
simulation that produces illusions (Baudrillard, 2020b; Moran & Kendall, 2009; Williams & Allison,
2016).

Based on the results of the study, it is considered important to include the knowledge about
consumption in the curriculum practically, as frequently encountered in the opinions of teachers for
reducing the problems in the relationship between schools and consumption. In addition, teaching
conscious consumption can be planned as a long-term process in curricula as well as gaining
consumption habits at the end of a process. Therefore, it is clear that there should be a social change in
the context of consumption. In addition to the training to be provided to teachers and students in schools,
it is crucial to ensure social change. The evaluation of this study, which examined the effect of schools
on the development of consumer culture, within the framework of different consumption theories by
elaborating on the part of education to be consumed in the form of a commodity, may be beneficial for
the studies to be conducted for more qualified education.
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Ozet

Bu c¢alismada, Jean Baudrillard (1970)’in “Tiiketim Kurami” referans alinarak, okulun tiiketim kiiltiirliniin
olusmasmdaki roliiniin 6gretmen goriisleri baglammda incelenmesi amaglanmistir. Nitel ve nicel aragtirma
yontemlerinin birlikte kullanildig arastirma, karma yontem temelinde desenlenmistir. Arastirmanin nitel kisminda
olgubilim modeli kullanilirken, nicel kisimda ise genel tarama modeli ise kosulmustur. Amagli 6rnekleme
tekniklerinden maksimum gesitlilik yoluyla ile belirlenmis nitel boliimiin katilimcilarini 9 §gretmen olusturmustur.
Seckisiz ornekleme yoluyla belirlenen 794 &gretmen ise arastirmanin nicel kismimmn ¢alisma grubunu
olusturmustur. Arastirma verileri yar1 yapilandirilmig goriismeler ve anket formu araciligiyla toplanmistir. Elde
edilen nitel veriler betimsel analiz teknigiyle, nicel veriler betimsel istatistikler araciligi ile ¢oziimlenmistir.
Aragtirmada elde edilen bulgular, okullari, tiiketim toplumunun kiiciik birer 6rnegi oldugu, tilketime dair yasam
becerilerinin bir kismi okullarda sekillenen &grencilerin, ozellikle sosyallesme siireclerinde tiiketime
yonlendiklerini ortaya koymustur. Ogrencilerin okullarda davramslarmi ve duygularmi tiiketim nesneleri
tizerinden gostermeye odakli olduklart ve birbirlerini bu konuda oldukga fazla etkiledikleri anlasilmistir. Okullarin,
tilketim davranisint hem 6grenci hem aileler icin kagmilmaz bir olguya doniistiirdiigii de elde edilen bulgulardan
goriilmiistiir. Toplumsal smnif atlama araci olarak kullanilan okullarin ve buna araci olan smavlarin, okullarin ve
egitimin tiiketilmesine neden oldugu, ayrica sinavlarin 6grencilere getirdigi basarili olma zorunlulugu nedeniyle
bilginin tiiketim nesnesine doniistiigii anlagilmistir. Arastirmada elde edilen sonuglar okullarin tiiketim kiiltiiriiniin
olusturulmasindaki gii¢lii roliinii ortaya koymaktadir.

Anahtar Kelimeler: tiketim; tiiketim toplumu; Baudrillard; okul; egitim.

GIRIS

Yasami boyunca siirekli tiiketmesine karsilik insana tiiketici kimliginin verilmesi, sanayi devrimi
sonrasina denk diismektedir. Degisen ekonomik diizenlerle birlikte {iretimin artarak tiriin bollugunun
yasanmasi ve bu iirlinlerin satilmasi ihtiyacinin ortaya ¢ikmasiyla birlikte tiiketici kimligini alan insanin,
tilketim aligkanliklarmin da degistigi goriilmektedir. Bu donemde artan seri iiretim ile kapitalizm,
harcama arzusunu ortaya ¢ikarmaktadir (Norris, 2006; Odabas1 2019). Uretim sektdriiniin, pazarlama
denilen yontemle insanlar1 manipiile ederek satin almaya tesvik etmesi, insamin istekleri, arzulari,
toplumsal statiileri gibi 6zelliklerini de tiiketimin bir parcasi haline getirmektedir (Baurillard, 2019;
Norris, 2006; Odabasi, 2019; Senemoglu, 2017).

Baudrillard (2009); nesnelerin ihtiyaglar tarafindan belirlendigi ve insanin kurdugu ekonomik
iliskilerin onlar1 anlamli hale getirdigi varsayimim yanlis bulmaktadir. Somut goriindiigii bahsedilen
ihtiyaclarin aslinda nesnelerle ilgili soyut bir betimleme oldugu; ger¢ek anlamiyla tiiketimin, ihtiyaglarin
karsilanmasiyla degil, toplumsal bir anlam ve zaruriyet {izerine oturtuldugunu savunmaktadir. Tiiketime
konu olan nesnelerin ihtiyaglar ya da kullanim degerlerinden daha ¢ok simgesel degis tokus degeri,
toplumsal statii ve sagladigi toplumsal ayrimcilik ile ele alinmas1 gerekmektedir (Baudrillard, 2009).
Baudrillard (2020); tiiketimin ihtiyaglar diizeniyle ilgili olmadigini, eger bdyle olsaydi kisinin tatmin
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olmasiyla ihtiyacin sonlanmasi gerektigini vurgulamaktadir. Bu nedenle tiiketim higbir smir
tanimayacagini soylemektedir. Baudrillard (2019); smirsiz bir {iretkenlikle iirlinlerin pazara siiriiliip,
satilmas1 zorunlulugu arasindaki geliskiden dolay1 bireyin davraniglarinin piyasaya uyum saglamasi ve
genel olarak da toplumsal tutumlarin iireticinin ihtiyaglarina uyum saglamasi gerekliligini sistemin
dogal bir niteligi olarak tamimlamaktadir. Bu noktada ihtiyaglar bireyin bir nesneyle olan iligkisiyle
degil, sistem Ogeleri olarak iiretilmektedir.

Yasadigimiz toplumun tiiketim toplumuna doniistiiglinii vurgulayan Baudrillard (2019)’a gore;
tilkketim toplumunda insan, ihtiyaclarindan nesnelere degil, nesneler lizerinden ihtiyaglara ulagmaktadir.
Bu nedenle tlketimin ihtiya¢ giderme eylemi olarak gériilemeyecegini, ¢linkii tiikketim toplumundaki
bireyin arzularmin tam anlamiyla giderilemeyecegini, giderilmis olsa bile bagka bir yerden yeniden
ortaya ¢ikacagini vurgulamaktadir. Ayrica tiiketim toplumunda tiiketilenin sadece nesneler olmadigini,
gosterge admi verdigi duruma ¢evrilmis somut ya da soyut her seyin tiiketilebilecegini soylemektedir
(Baudrillard, 2019).

Baudrillard (2019); tiiketim i¢in olusturulmus bir toplumsal alandan s6z etmektedir. Tiiketimin
toplumsal denetim ve diizenleme i¢in kullanilan gii¢lii bir denetim 6gesi oldugunu vurgularken, her tiirli
toplumsal ihtiyacin, bahsettigi toplumsal alamin biiylimesi amaciyla kullanilabilecegine dikkat
cekmektedir. Yine Baudrillard tiiketim toplumu kuraminda, tiiketim toplumunun, tiikketimin 6gretilmesi
toplumu da oldugunu belirtmektedir. Baudrillard’in bahsettigi bu 6grenme boyutunun da rastgele
olamayacag1 asikar gériinmektedir. Uretim giiciinii elinde tutan sistemin, tiiketimi dgretim yoluyla
bireyin cocukluktan itibaren bilincine islemesi ve bu bilince uygun bir toplumsal yap: olusturmak
istemesi de goriilmektedir. Bu 6grenme siirecinde insanin gocukluk déneminden geng bir birey olmasina
kadar gecen siireci sekillendiren ve yoneten okullar ile egitim sisteminin payr da goérmezden
gelinmemesi gereken bir etkiye sahip olmaktadir. Bireyin sosyallesme siireci ile birlikte kiiltiiriin,
nesiller boyu aktariminin gergekleserek sosyal ve kiiltiirel degisimi getirdigi ve bu sosyallesme siirecine
bireyin dnce ailesinde, sonra da okulda devam ettigi bilinmektedir (Kaban Kadioglu, 2014; Ozkan,
2006).

Giinliik yasamlarmin biiylik bir kismini okullarda geciren 6grencilerin, tim toplumsal Ggretilerle
birlikte tiiketime dair yasam pratiklerinin de okullarda sekillendigi yadsinamayacak bir durum olarak
gorilmektedir. Akran gruplarmdan yogun bir sekilde etkilenen 6grenciler i¢in, okullardaki sosyallesme
zamanlar1 tilketime oldukca etki etmektedir (Balik¢ioglu ve Volkan, 2016; Kiliger ve Pa¢ Celik, 2018;
Madran ve Bozyigit, 2013). Ogrencilerin birbirlerinden gordiikleri cesitli metalara sahip olma
duygusuyla, sosyal gruplarda farkli olma isteklerini tiiketim nesneleri iizerinden gosterdikleri
anlagilmaktadir. Yine cesitli sosyal gruplara dahil olabilmek ya da dislanmamak i¢in 6grencilerin
kendilerine yeni ihtiyaclar olusturduklari, bu ihtiyaglarmi gidermek igin de ailelerini tiikketime
yonlendirdikleri oldukea sik karsilasilan durumlar olarak goriilmektedir. Kantinlerin, okullar i¢in gelir
kaynagi olacak diizeye gelmesi Ogrencilerin egitim almak igin geldikleri okullarda piyasa diliyle
tanismalaria sebep olmaktadir.

Bu konuyu inceleyen calismalara bakildiginda, Norris (2006); piyasanin daha ¢ok radarina giren ve
piyasa pazarini giivende tutmak icin bir ara¢ haline dénen okullarin, 6grencileri tiiketici konumuna
sokarken, egitimin derin Odiinler verecegi gercegini dile getirmektedir. Ayrica tiiketimi Ggrenip
icsellestiren ¢ocuklar, bir yandan da kendi diinyalarmdaki {iriin pazarmi ailelerine de 6greterek, onlarin
tilketim kararlarini etkilemektedirler (Kaban Kadioglu, 2014; Martens, 2005). Baudrillard (2019);
tilketim toplumunda tiiketimin de okul gibi sinifsal bir kurum oldugunu belirtirken, insanlarin ayni
nesnelere sahip olamamasi gibi ayni egitim olanaklarina da sahip olamayacagini belirtmektedir. Illich
(2006); okullardaki 6gretim programlarinin tiikketim toplumunda toplumun bazi kesimlerine uygulanan
ayrimcilig1 giiclendirdigini vurgulamaktadir.

Baudrillard (2019); prestij 6gesi olarak betimledigi sinavlarin toplumsal sinif atlamanin bir yolu
oldugunu belirtmektedir. Bu baglamda okullar, 6grencileri bireysel farkliliklarini bir kenara birakarak
fabrika diizeninde isler gibi aynm isleme tabii tutarken, bu sayede bireylerin sunulani kabullenme ve
kabullenileni koruma anlayisinda olmalarimi amaglamaktadirlar (Geng, 2003; Toffler, 1970; Yapici,
2004). Ozellikle smava odaklanilmis ve bireysel iireticiligin yadsindigi bu egitim sisteminin toplumsal
alt siniflara gidildik¢e asil amacini Bourdieu ve Passeron (2014) “eleme” olarak belirtmektedir. Bu
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acidan bakilinca bilgi, kullanilip atilan herhangi bir metadan farklilik géstermemektedir. Giliniimiizde
sinav sistemi nedeniyle bilginin de tiiketim nesnesine doniismesi kaginilmaz goriinmektedir.

Bu arastirmanin amaci, Jean Baudrillard’in “Tiiketim Kurami” referans alinarak, okulun isleyisinin
bir pargasi olan ve dgrencilerle dogrudan iletisimde bulunarak onlarin davraniglarini gézlemleyen hatta
yonlendiren ogretmenlerin goriigleri dogrultusunda, tlketim kiltirinde okulun yeri ve tiiketim
kiiltiiriiniin  olusturulmasinda okulun etkisinin ortaya konulmasidir. Tuketim toplumunda okulun
konumu, &grencilerin tiikketime yonelik davraniglarinda okulun etkisini ve egitimin tiikketim nesnesine
doniismesine dair problemleri 6gretmenlerin bakis acisiyla ortaya koyabilmek, bahsedilen problemin
tespiti ve ¢ozlmu icin oldukga dnemli gorilmiistiir.

YONTEM
Arastirma Modeli

Calisma, nitel ve nicel arastirma yontemlerinin birlikte kullanildigi karma yontem temelinde
desenlenmistir. Aragtirmanmin nitel kisminda, 6gretmenlerin tiikketim ve tiiketimin okulla olan iligkisi ile
ilgili gorisleri, nitel arastirma desenlerinden olan olgubilim (fenomenoloji) deseni kullanilarak
incelenmistir. Nicel kisimda ise; tiikketim ve tiiketim kiiltiiriiniin olusturulmasinda okulun roliiniin
Ogretmen goriisleri baglaminda ortaya konulmasi amaciyla genel tarama modelinden yararlanilmustir.

Cahsma Grubu

Arastirmanin ¢aligma grubu, 2021-2022 egitim dgretim yilinda Edirne ili Merkez ve ilgelerinde
gorev yapan Ogretmenlerden olugmaktadir. Nitel kisimda amacli 6rnekleme yoluyla farkli brans, okul
tiirii, ¢alistiklar1 okulun bulundugu sosyo-ekonomik gevre ve 6gretmenlik mesleginde en az 5 yil gérev
yapma Kkriterleri temel alinarak 9 6gretmene yer verilmistir. Bu grupta 4 erkek, 5 kadin 6gretmen
bulunmaktadir. Ogretmenlerden 3’ii farkli mahallelerde yer alan ortaokullarda, 3 &gretmenin farkli
tiirlerdeki liselerde, 3 dgretmen ise meslek liselerinde gorev yapmaktadir. Ogretmenlerin 3’ii en az 10,
5°121-30 y1l aras1 ve 1 6gretmen ise 30 yil {istii mesleki deneyime sahiptir.

Arastirmanin nicel ¢alisma grubu ise 794 6gretmenden olusmaktadir. Ogretmenlere ait demografik
bilgiler Tablo 1°de yer almaktadir.

Tablo 1.0gretmenlere Ait Demografik Bilgileri

Cinsiyet Frekans (f) Y Uizde (%)
Kadm 490 61,7
Erkek 304 38,3
Toplam 794 100,0
Yas f % Ogrenim Durumu f %
30 ve alt1 50 6,3 Lise 5 0,6
31-40 284 35,8 Y uksekokul 43 5,4
41-50 304 38,3 Fakdilte 611 77,0
51 ve Ustu 156 19,6 Yuksek Lisans 131 16,5
Doktora 4 0,5
Toplam 794 100,0 Toplam 794 100,0
Okul Seviyesi f % Hizmet Suresi f %
Ilkokul 182 229 1-5 42 53
Ortaokul 220 27,7 6-10 92 11,6
Lise 236 29,7 11-20 279 35,1
MTAL 121 15,2 21-30 282 35,5
Diger 35 4,4 30 ve Ustii 99 12,5
Toplam 794 100,0 Toplam 794 100,0

Arastirmanin nicel kismina katillan 794 6gretmenin %61,7’si (490) kadin, %38,3’1 (304) erkektir.
Ogretmenlerin %38,3’ii (304) 41-50 yas araliginda, %35,8°1 (284) 31-40 yas arahiginda, %19,6’s1 (156)
51 yas listiiyken %6,3°ii (50) ise 30 yas ve altindadir. Ogretmenlerin 6grenim durumlarma bakildiginda
ise; %77’si (611) fakiilte mezunu, %16,5°1 (131) yiiksek lisans mezunu, %5,4’1 (43) yiiksekokul



164

mezunu iken %0,6’s1 (5) lise, %0,5°1 (4) doktora mezunudur. Arastirmaya katilan &gretmenlerin
%29,7’s1 (236) lisede, %27,7’si (220) ortaokulda, %22,9’u (182) ilkokulda, %15,2’si (121) meslek
lisesinde ve %4,4°i (35) de diger okul tiirlerinde gorevlerine devam etmektedirler. Ogretmenlerin,
%35,5°1 (282) 21-30 yil arasi, %35,1°1 (279) 11-20 y1l arasi, %12,5°1 (99) 30 ve iistii y1l, %11,6’s1 (92)
6-10 yil aras1 ve %5,3’1 (42) 1-5 yil aras1 hizmet siiresine sahiptirler.

Veri Toplama Araclar

Aragtirmanin nitel boyutunda yar1 yapilandirilmig goriisme formu; nicel boyutunda ise anket formu
kullanilmustir.

Yar1 Yapuandirilmis Goriisme Formu

Tiiketim kiiltiiriiniin olugturulmasinda okulun etkisini tespit edebilmek amaciyla yar1 yapilandirilmis
bir gdriisme formu hazirlanmistir. Oncelikle ilgili alanyazin incelenerek arastirmanin amacina ydnelik
taslak sorular hazirlanmistir. Sorularmn acik uglu ve kolay anlasilir olmasina, her sorunun amagladigi tek
boyut olmasina, katilimcilart yonlendirici ifadeler tagimamasina dikkat edilmistir. Bazi sorularda,
katilimcilardan gelecek cevaplarin daha detayli olmasi amaciyla sonda sorulara da yer verilmistir.
Ayrica sorular arastirmanin amaglarina uygun olarak mantikli bir bi¢imde siralanarak diizenlenmistir.
Hazirlanan goériisme formu uzman goriisiine sunulmus ve geri doniisler alinarak goriisme formuna son
hali verilmistir. Toplam 12 sorudan olusan goriisme formunun ilk 3 sorusu 6gretmenlerin tiikketim ve
tiketim kiltlirline ait gorislerini ortaya koymaya, diger sorular ise tiiketimin okul ile iligkisini
belirlemeye yoneliktir. Gorlismelerin - yapilmasinda o6nce son olarak bir pilot goriisme
gerceklestirilmistir.

Kigsisel Bilgi Formu

Arastirmaya katilan 6gretmenlerin demografik bilgilerinin belirlenmesi amaciyla kisisel bilgiler
formu kullanilmistir. Bu form araciligiyla 6gretmenlerin cinsiyeti, yasi, 6grenim durumu, ¢alistigi okul
seviyesi ve hizmet siirelerine iliskin veriler elde edilmistir.

Anket Formu

Yar1 yapilandirilmis gériismelerde elde edilen 6gretmen goriisleri ve ilgili alanyazin incelenerek bir
anket formu gelistirilmistir. Oncelikle, arastirmanin amac1 dogrultusunda Jean Baudrillard’in Tiiketim
Kurami baglaminda ankette yer alabilecek nitelikte taslak maddeler hazirlanarak konunun uzmanlarina
gonderilmistir. Uzmanlardan gelen geri bildirimler sonrasinda, anket formunda yer alacak maddelerin
veri toplama aracinin amacina uygunlugu ve kapsam gegerligi saglanmistir. Anketin formunda uzman
denetiminden gegcirilerek sekillenen 35 madde bulunmaktadir. 2 boyuttan olusan formun ilk boyutunda,
titketim kiiltiiriiniin olugsmasindaki toplumsal etkileri Baudrillard’in bakis acisindan inceleyen maddeler
yer almistir. Anket formunun izleyen diger boyutunda ise tiiketim kiiltiirlinliin olusmasinda okulun
etkilerini Baudrillard’in bakis acisindan ele alan maddelere yer verilmistir. Anket formu hazirlanirken
maddelerin agik ve anlasilir olmasina, maddeler arasinda bir biitiinlik olusmasina, her bir anket
maddesinin sadece duruma yanit aramasina dikkat edilmistir. Ayrica anket formunun planlanan amaca
uygunlugunu belirlemek ve formun doldurulmasindaki siireclerin isleyisinin belirlenebilmesi amaciyla
uygulama 6ncesi bir pilot caligma gergeklestirilmistir.

Verilerin Toplanmasi ve Coziimlenmesi

Arastirmanin nitel kismina ait verilerin toplanmasi icin 9 Ogretmen ile yliz yiize goriigsmeler
yapilmigtir. Goriismelere baglamadan 6nce 6gretmenlere arastirma hakkinda bilgiler verilmis ve alinan
izinler beyan edilmistir. Her bir 6gretmenden alinan randevularla, goriigsmeler i¢in uygun zamanlar
belirlenmis ve goriismeler okul ders saatleri disinda gergeklestirilmistir. Yapilan goriismeler, her
Ogretmenden alian izin ile ses kayit cihazina kaydedilmistir. Gorlisme sirasinda goriisiilen kisilerden
gelen yanitlar karsisinda tarafsiz olunarak, goriisiilen kisilerin verdikleri tiim yanitlar miidahale
edilmeden kaydedilmistir. Arastirmaya ait nicel verilerin toplanmasi amaciyla hazirlanan anket formu,
Il Milli Egitim Miidiirliigiinden alinan izinlerin ardindan Edirne ili Merkez ve ilgelerinde bulunan 794
Ogretmene uygulanmustir.

Arastirmada elde edilen nitel verilerin analizi i¢in betimsel analiz teknigi kullanilmistir. Betimsel
analiz, toplanan verilerin belirli temalara gore 6zetlenmesi ve yorumlanmasi temeline dayanmaktadir
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(Yildirim ve Simsek, 2011). Bu ger¢cevede dncelikle yar1 yapilandirilmig gériisme formuyla elde edilen
veriler hem ses kayitlar1 hem de alman notlar cercevesinde bilgisayar ortamina yazili formatta
aktarilmistir. Her bir soru i¢in katilimcilarm verdigi yanitlar, ham halleri bir tabloya aktarilmistir. Daha
sonra Yildirim ve Simsek (2011)’in de belirttigi betimsel analizin 4 asamasindan ilk adim olan
kavramsal tematik cer¢eve olusturulmustur. Bu cerceve olusturulurken Baudrillard’in Tiketim
Kurami’nda yer verdigi tiikketim toplumunun gostergeleri, arastirmanin amaglartyla ortiisecek sekilde 6
ana tema ve bu ana temalara bagli 13 alt tema ortaya c¢ikarilmistir. Temalar “Mutluluk”, “Esitlik
(Erisim)”, “Toplumsal Sinif Yapilar1 (Toplumsal Simif Hiyerarsisi, Toplumsal Diizenleme)”, “Ihtiyag
(Gosterge Diizeyinde Nesne, Sistem Ihtiyaglar1)”, “Refah” ve “Tiiketim (Tiiketimin Tanim, Tiiketim
Algisi, Gergeklik Yadsimasi, Ogretim Boyutu, Iliski Uretimi, Tiiketimin Yeri, Tiiketim Kiiltiirii,
Tiketim Araglar1)” olarak belirlenmistir. Ikinci asama olarak; gériisme sorulariyla elde edilen veriler,
bu temalar cercevesinde siniflandirilmistir. Her soruda uygun temalara yerlestirilen veriler ayr1 ayri
diizenlenmis ve tematik bir diizen elde edilmistir. Bu asamadan sonraki {i¢iincii asamada; tematik
cergevede diizenlenen veriler tamimlanarak gerekli yerlerde dogrudan alintilarla desteklenmistir. Son
asama olarak da elde edilen bulgular, nicel verilerin analizinden gelen bulgularla karma yontem
baglaminda harmanlanarak her bir amag igin ayri ayri yorumlanmigtir. Arastirmanin nicel verileri;
betimsel istatistik yontemi ile ¢éziimlenmistir. Betimsel istatistik, elde edilen verilerin frekans, ylizde,
merkezi egilim Olgiileri gibi teknik yardimiyla, 6rneklemin ozelliklerini betimlemeyi amaglayan bir
siire¢ olarak tanimlanmaktadir (Biiylkoztiirk, 2019).

BULGULAR

Ogretmenlerin, tiiketim kiiltiiriiniin olusturulmasinda okulun roliine dair gdriislerini belirlemek i¢in
anket formu ile goriisme formundan alinan yanitlarla elde edilen bulgulara yer verilmektedir. Tablo 2’te
anket formunun 9-35 arasindaki maddelere verilen yanitlarin dagilimi goriilmektedir.

Tablo 2. Tiiketim kiiltiiriiniin olusturulmasinda okulun roliine yonelik 6gretmen gérislerinin dagilimi

o £ z g £ o E
X 3 s S £ x £
= > > 7] (=] - o
cC = - S =) cC >
‘% E g s = ? =
Anket Maddeleri f % f % f % f % f %
9. Birey yasam boyu siirecek
ihtiyaglarini, okulda dgrendikleriyle 76 9.6 331 417 196 247 156 196 34 44
belirlemektedir.
10. Ogrenciler, okullardaki sosyallesme
surecinde edindikleri izlenimlerle, 8 10 35 44 89 112 538 678 124 156
kendilerine yeni ihtiyaclar
olusturabilmektedir.
11. Ogrenciler, tiiketim aliskanliklari 13 16 12 15 32 40 380 479 357 450

bakimindan birbirlerini etkilemektedirler.

12. Ogrenciler, okulda diger

ogrencilerden farkli olma isteklerini 9 11 30 38 73 92 448 56.4 234 295
sahip olduklar tiiketim nesneleri

Uzerinden gostermektedirler.

13. Ogrenciler, tiiketim igin hedef kitle 14 18 48 60 103 13.0 370 46.6 259 32.6
olmaktadir.

14. Ogrencilerin meslek segimleri, kendi

ilgi, yetenek ve becerilerinden daha ok, 11 14 44 55 87 110 411 518 241 304
o meslegin toplum tarafindan

popiilerligine gore yapilmaktadir.



15. Egitimde smava hazirlik sistemleri,
ticari bir sektére doniismektedir.

16. Sinavlarda basarili olma zorunlulugu
nedeniyle bilgi, glinimiizde bir tiiketim
nesnesi haline doniigmektedir.

17. Ogrenciler, okuldaki sosyal gruplara
kabul edilebilmek veya diglanmamak
i¢in grup i¢inde simgesel degeri olan
nesneleri tliketmek durumunda
kalmaktadirlar.

18. Ogrenciler ihtiyaglar1 olmasa da
merak duygularindan 6tiirii, okul
kantinlerinden tiiketim yaparak mutluluk
duygusunu hissetmektedirler.

19. Ogrencinin i¢inde bulundugu sosyo-
ekonomik g¢evre, nitelikli egitime erigimi
etkilemektedir.

20. Nitelikli egitime erigim, bireyin
tilketim aligkanliklarmi degistirmektedir.

21. Okulun bulundugu sosyo-ekonomik
cevre, dgrencilerin tiiketim
aligkanliklarini etkilemektedir.

22. Okullar, girig-¢ikis saatleri, teneffus-
mola saatleri, oturma duzenleri, disiplin
anlayis1 vb. agilardan sanayi toplumu
fabrikalarina benzemektedir.

23. Egitimin parayla alinip satilabilen bir
ogeye doniismesi, egitimi tiiketim
nesnesi haline getirmektedir.

24. Ogrencilerin tiiketime yonelik giinliik
yasam pratikleri okullarda
sekillenmektedir.

25. Glinimiizde dgrencilerin ve velilerin
okul tercihleri, toplumsal sinif atlama
araci olarak kullanilmasiyla birlikte okul
bir tiiketim nesnesine donlismektedir.

26. Ogrencilerin yetenek ve
yaraticiliklarinin kérelmesi sonucu
tekdiizeligin olusmasi, bireysel
tiiketiciligi artirmaktadir.

27. Okullarda bilingli tliketiciler
yetistirilmektedir.

28. Ogrencilerin gelistirdikleri tiiketim
aliskanliklari, ailelerinin tiiketim
aligkanliklarini da degistirmektedir.

29. Okullarda verilen egitim 6gretim
programlari, bilingli tiiketim i¢in yeterli
kapsama sahip olmaktadirlar.

30. Tiketim ile ilgili okulda verilen
bilgilerin gercek hayatla giiclii baglar1
bulunmaktadir.
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31. Ogrenciler, okullarda iiretim ve
tiiketimle ile bilgi ve becerileri yaparak- 64 81 187 236 217 273 264 332 62 7.8

yasayarak 6grenmektedirler.

32. Ogrencilere, 6gretim programlarinda

titketim ile ilgili bilgilerin uygulamali 13 16 25 31 51 64 433 545 272 343
olarak verilmesi gerekmektedir.

33. Ogretmen, bilingli tiketim igin 22 28 55 69 140 17.6 382 481 195 24.6
ogrencilerine rol model olusturmaktadir.

34. Okullarda yapilan yarisma, proje,
sergi gibi calismalar, egitsel amaglardan 31 39 105 132 152 191 339 427 167 21.0
daha ¢ok reklam aract haline gelerek
titkketim nesnesine doniismektedirler.

35. Ogrenciler, calisma piyasasinda yer

edinebilmek ve 6grendiklerini bu 32 40 105 132 239 30.1 319 402 99 125
piyasaya sunmak amaciyla mesleki

bilgiler 6grenmektedirler.

Tablo 2’te bireyin ihtiyaclarmi belirlemede okulun etkisini inceleyen “Bireyin yasam boyu siirecek
ihtiyaglarim okulda 6grendikleri ile belirlemektedir (Madde 9)” maddesine bakildiginda; 6gretmenlerin
%41.7’s1 (f=331) “Katilmiyorum”, “24.7 (f=196) oraminda “Kararsizim” ve %19.6 (f=156) oraninda
“Katiliyorum” yaniti veren 6gretmenler oldugu goriilmektedir

Ogrencilerin, ihtiyaclarini olustururken giin boyu birlikte olarak siirekli iletisim igerisinde
bulunduklar1 ve dolasiyla sosyal gevresini olusturan okuldaki izlenimlerinin etkisini incelemeyi
amaclayan anket formunun 10. maddesi olan “Ogrenciler, okullardaki sosyallesme siirecinde edindikleri
izlenimlerle, kendilerine yeni ihtiyaglar olusturabilmektedirler” maddesine verilen yanitlar
incelendiginde; 6gretmenlerin %67.8’1 (f=538) “Katiliyorum” ve % 15.6’s1 (f=124) da “Kesinlikle
Katiliyorum” yanitin1 vermis olduklar1 goriilmektedir. %11.2 (f=89) oraninda 6gretmen kararsiz kaldigi
anlasiimaktadir. Ogretmen goriismelerinde bu bahsedilen etkilesimle ilgili yamitlar “Ogretim Boyutu”
temasi altinda goriilebilmektedir.

“Ashinda belki ihtiyact olmayacak seyleri almasiyla ilgili de hem arkadaslarindan etkilenecek
duruma getiriyoruz okulda hem de belki 6gretmenlerde etkili oluyor, marka bir ayakkabi, bir kiyafet
giverek cocugun idealize ettigi kisi bunu ona almasi gerektigini soyliiyor. Belki ihtiyaglar olarak
diistinmiiyor hani béyle genis de diisiinebilirsiniz” (O1: Kadin, Mesleki Teknik Lise, 21-30 Yil).

Ogrencilerin, tiiketim aliskanliklar1 bakimindan birbirlerini etkileme diizeylerini daha detayl
incelemek amaciyla ile anket formundaki Ogrenciler, tiiketim aliskanliklar1 bakimindan birbirlerini
etkilemektedirler” maddesi incelendiginde; 6gretmenlerin %47.9’u (f=380) “Katiliyorum” ve %451
(f=357) de “Kesinlikle Katiliyorum” yanitini vermis olduklar1 goriilmektedir. Goériisme yapilan
Ogretmenlerden gelen yanitlar incelendiginde ise, Ogrencilerin ihtiya¢ olusturmada ve tiiketim
aliskanliklar1 bakimindan birbirlerini etkiledikleri “Ihtiyag” temasi altinda yapilan analizde
gorulmektedir.

“Gozlemledigim kadariyla acayip etkileniyorlar. Okulda bir sey modaysa hani ona yakisip
Yakismamasi pek 6nemli degil, ona sahip olmak istiyor. Iste birinin bir telefonu varsa, o da onun aynisini
ya da benzerini istiyor.” (02: Kadin, Lise, 10-20 Yil).

“Ogrenciler, okulda diger dgrencilerden farkli olma isteklerini sahip olduklar1 tiiketim nesneleri
iizerinden gostermektedirler” maddesine verilen yanitlar incelendiginde; O&gretmenlerin %56.4’1
(f=448) “Katihiyorum” ve %29.5’1 (f=234) de “Kesinlikle Katiltyorum” yamtim vermis olduklari
goriilmektedir. Bu konuda Ogretmen goriismelerinde alinan yanitlar “Ihtiyag” temas: altinda
incelendiginde bu sosyallesmenin getirdigi tiiketim aligkanliklarina 6rnekler goriilebilmektedir.

“Birbirlerinden etkilenerek onun gibi yapmasa bile ondan farkli yapma adina da bir motivasyon
olusuyor ¢ocukta” (O9: Erkek, Mesleki Teknik Lise, 30+ Yil).
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Anket formunun 17. maddesi incelendiginde; “Ogrenciler, okuldaki sosyal gruplara kabul
edilebilmek veya dislanmamak i¢in grup icinde simgesel degeri olan nesneleri tiketmek durumunda
kalmaktadirlar” maddesine Ogretmenlerin %56.5’1 (f=449) “Katiliyorum” ve %29’u (f=230) da
“Kesinlikle Katiliyorum” yanitim1 verdikleri goriilmektedir. Goriisme sorularmma verilen yanitlar
“[htiyaclar” temas: altinda incelendiginde, 6grencilerin, sosyal gruplara katihm saglayabilmek adina
bazi tiiketim nesnelerini ve davramiglarini ihtiyaglari gibi gérmeye basladiklar1 anlagilmaktadir.

“Cocugun tiikettigi herhangi bir sey tizerine grubun yaptigi sohbet, o tiriinii tiiketmeyen ¢ocugun
grubun disinda kalmasina sebep oluyor drnegin ve o da ihtiyact oluyor. Yani ashinda hi¢ ihtiyag
duymadigi bir sey, ¢ocugun ihtiyact oluveriyor birden” (O1: Kadn, Mesleki Teknik Lise, 21-30 Yil).

Bu goriislerle birlikte, okul i¢erisindeki kantinlerin, 6grencilerin tiiketim aligkanliklarinda biiyiik bir
etkiye sahip olduklari, 6grencilerin ihtiyaclar1 olmasa da kantin aligverisinde bulunma giidiisiinde
bulunduklar1 ve bu aligveris sayesinde mutluluk duygusu hissettikleri, goriisme sorularina gelen yanitlar
“Mutluluk” temasi altinda incelendiginde anlagilmaktadir.

“Ama ¢ocuklar igin kahvalti edip gelse bile illa o kantinden bir sey almak mutluluk verici bir durum.
Yani ashinda bir nevi tiiketme ihtiyact hissediyor ¢ocuk. Anne-baba bir para vermis, karni tok bile olsa
gidiyor o tostu aliyor. Ya da bir teneffiis arkadagst kraker almis, onlari gériiyor. O da gidiyor aliyor.
Yani kantin kullanmimi ¢ok fazla” (O5: Kadin, Ilkokul, 21-30 Yil).

“Ogrenciler ihtiyaclar1 olmasa da merak duygularindan otiirii, okul kantinlerinden tiiketim yaparak
mutluluk duygusunu hissetmektedirler.” maddesine 6gretmenlerin %48.6’s1 (f=386) “Katiliyorum” ve
%24.371 (f=193) de “Kesinlikle Katiltyorum” yanitini verdikleri goriilmektedir.

“Ogrenciler, tiiketim i¢in hedef kitle olmaktadir” maddesine 6gretmenlerin %46.6’sinin (f=370)
“Katiliyorum” ve %32.6’sinin (£=259) “Kesinlikle Katiliyorum” yanitini verdikleri goriilmektedir.
Ogretmenlerin %79.2’sinin (f=629) dgrencileri tiiketim icin hedef kitle olarak gérmeleri, “Tiiketim
Kiltiirii” temasinda incelendiginde gorilen ifadeler de desteklemektedir.

“Ashnda hedef kitle gibi, ozellikle lise ¢agindaki grup, hedef kitle gibi bu tiiketim kiiltiiriiniin
dayatmalarinda. En uzun soluklu miisteri olarak da goriilebilirler” (O3: Erkek, Sosyal Bilimler Lise,
21-30 Yil).

Ogrencilerin tiiketime yonelik giinliik yasam pratiklerinin okullarda sekillendigini sdyleyen 24. anket
maddesini 6gretmenlerin, %49.5’1 (f=393) “Katiliyorum”, %13.5’i(f=107) “Kesinlikle Katiliyorum”,
%24.40(f=194) “Kararsizim” ve %10.3’i(f=82) de “Katilmiyorum” olarak yanmitlamislardir.
Ogrencilerin tiiketim kiiltiiriinden nerede ve nasil etkilendiklerini soran gériisme sorularina verilen
yanitlar “Tiiketim” temasinin “Tiiketim Kiiltlirii” alt temasinda siralandiginda, bu goriise kararsiz kalan
ya da katilmayan 6gretmenlerin diisiinceleri anlagilabilmektedir. Elde edilen bulgularda, 6grencilerin
okuldaki akran grubu ile birlikte okul disinda da ¢esitli araglardan etkilendikleri goriilmektedir.

“Ogrenciler televizyondaki reklamlardan, cep telefonlarindaki reklamlardan, cevresindeki
kisilerden, mahalleden ve 6gretmenlerinden etkileniyor. Zaten 6grenci, eger o cep telefonunda gordiigii
reklamla ilgili bir sey aliyorsa, bir tiiketimde bulunuyorsa bu hepsine bulasmaya baslyor” (O1: Kadin,
Mesleki Teknik Lise, 21-30 Yil).

Tiiketim icin hedef kitle olan 6grencilerin, tiiketim aligkanliklarinin aileyle olan etkilesimi inceleyen
“Ogrencilerin  gelistirdikleri tiiketim aligkanliklari, ailelerinin tiiketim aliskanliklarm1 da
degistirmektedir.” maddesine verilen yanitlar incelendiginde; Ogretmenlerin %51.3’i (=407)
“Katiliyorum”, %12’sinin (f=95) “Kesinlikle Katiliyorum”, %23.7’sinin (f=188) “Kararsizzim” ve
%11.6’s1in1n (f=91) da “Katilmiyorum” yanitin1 vermis olduklar1 goriilmektedir. Goriisme sorularina
verilen yanitlar “Tiiketim Kiiltiirii” alt temasi altinda birlestirildiginde, tiikketim aliskanliklar1 bakiminda
Ogrenci ve ailenin ¢ift tarafli olarak birbirlerini etkiledigi anlagilmaktadir.

“Cocugun, arkadaslarindan ozenerek isteyip geldigi bir seyler var ama aile ekonomik olarak bunu
karsilayamadigi icin ¢ocuguyla karsi karsiya geliyor ve aileyle ¢ocuk arasindaki iliskilerin de
bozulmasina neden oluyor. Bazi yerlerde de ekonomi daha yiiksek, ekonomi yiiksek oldugu icin
cocuklarin ihtiya¢ diye bir durumu yok. Yani hi¢bir zaman ¢ocuklarin ihtiyact olmuyor. Ciinkii aileler
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her geyi sunuyor ama istekleri 6n planda oldugu i¢in bu da beraberinde tiiketimi getiriyor” (1 O5: Kadin,
1lkokul, 21-30 Yil).

Anket formunun 22. maddesi olan “Okullar, giris-¢ikis saatleri, teneffiis-mola saatleri, oturma
diizenleri, disiplin anlayis1 vb. acilardan sanayi toplumu fabrikalarina benzemektedir” maddesi
incelendiginde; ogretmenlerin %62.6’s1 (f=497) okullarin sanayi toplumu fabrikalarmma benzedigini
diistinlirken, %21 (f=167) oraninda 6gretmen bu goriise kararsiz kalmakta ve %16.4 (f=130) oraninda
Ogretmen ise okullari, sanayi toplumu fabrikalarina benzetmemektedir. Bu konuda yoneltilen gériisme
sorusuna verilen yanitlar, “Toplumsal Sinif Yapilar1” temasinin “Toplumsal Diizenleme” alt temasinda
incelendiginde bazi cevaplarin okulu endiistriyel bir sektor olarak goriildigiinii desteklerken, bazi
cevaplarda 6gretmenlerin kararsiz olduklar1 anlagilmaktadir.

“Kismen olabilir diye diigiiniiyorum. Bazi seyleri tek tip yapmaya ¢alisiyoruz ¢iinkii. Ya da yapilmaya
calisiliyor. Bazen égrencilerimizin de duygularmmin oldugunu, diisiincelerinin oldugunu unutulabiliyor.
Yani sanki islenecek bir seymis, hazir bir seyler var da onla kaliplara sokacakmigiz gibi hissediyoruz
bazen. Kismen katilabilirim” (O 7: Kadin, Ortaokul, 21-30 Yil).

Bu baglamda anket formunun “Ogrenciler, ¢alisma piyasasinda yer edinebilmek ve 6grendiklerini
bu piyasaya sunmak amaciyla mesleki bilgiler 6grenmektedirler.” maddesine ait yanmitlar incelendiginde;
ogretmenlerin %40.2°sinin (f=319) bu goriise “Katiliyorum” yanit1 verdikleri, %30.1’inin(f=239)
“Kararsizim” yanitin1 verdikleri goriilmektedir. Bu konuda gériisme sorusuna verilen yanitlar iginde
yine “Toplumsal Diizenleme” alt temasi ¢ergevesinde yamtlar goriilmektedir.

“Mesela Bogazici, ODTU icin ders ¢calismak icin ¢alisabilecek bir adam, yarin 6biir giin bir sirketin
elemant oldugunda da kendinden ve ailesinden once o sirketi, o parayr falan koyacak yani. O adam
bunu yapar. Ciinkii o adam okula da 6yle ¢alisti. Arkadasiyla goriismedi. Anne babayla daha az vakit
gecirdi. Daha mekanik adamlar oldular yani. Ama bunun sebebi okul degil. Bunun sebebi sistemin bunu
istemesi. Okullar da bunu devam ettiren kurumlar” (O8: Erkek, Ortaokul, 10-20 Yii).

Uzun yillarin1 okulda ve orada verilen egitimle gegiren 6grencilerin ilgi, beceri, yetenek, yaraticilik
diizeylerinin gelisimi ile tiiketicilik diizeyleri arasindaki iliskiyi inceleyen “Ogrencilerin yetenek ve
yaraticiliklarimin kérelmesi sonucu tekdiizeligin olusmasi, bireysel tiiketiciligi artirmaktadir maddesine
ogretmenlerin - %53.9’u  (f=428) “Katihyorum”, %22.3’i (f=177)” Kesinlikle Katiliyorum”,
%16.5’1(f=131) ise “Kararsizzim” yanitim1 vermis olduklar1 goriilmektedir. Bu konuyu inceleyen
gdriisme sorusuna verilen yamtlar, “Tiiketim” temasinin “iliski Uretimi” alt temasinda incelendiginde;
okullarm yaraticilig1 sinirladigy, tekdiizeligi gelistirdigi seklinde cevaplara rastlanilmaktadir.

“Tabii okul, toplumdan bagimsiz olmadig icin, zaten toplumun ya da anne baba da yine bu okuldan
ve bu sistemin iginden oldugu icin, senden beklentisi de bu yonde yani. Sen ¢ocugu zaten alternatif bir
seye yonlendirmeye calistigin zaman ilk itiraz eden okul yonetiminden énce anne baba oluyor. Tiiketim
kiiltiiriiniin disinda olacak, kendini bir tiiketici olarak siniflamayacak bir birey haline déniistiirmek igin
yapacagin her tiirlii alternatif yonlendirme, alternatif yaklasima ilk itiraz eden zaten aile olur. Ciinkii o
da bu toplumun icinde yasiyor” (08: Erkek, Ortaokul, 10-20 Yil).

Ogretmenlerin, toplumsal siif yapilarmin olusumunda okulun etkisini inceleyen maddelere
verdikleri yanitlar incelendiginde; “Ogrencinin iginde bulundugu sosyo-ekonomik cevre, nitelikli
egitime erisimi etkilemektedir” maddesine oOgretmenlerin %51.1’inin (f=406) “Katiliyorum”,
%33.8’inin (f=268) “Kesinlikle Katiliyorum” yanitin1 vermis olduklar1 goriilmektedir. Sosyo-ekonomik
olarak diisiik bir ¢evredeki bireyin nitelikli egitime erisiminin daha zor oldugu, ancak yiiksek sosyo-
ekonomik cevredeki bireyin ise daha kolay nitelikli egitime eristiklerine dair ifadeler, goriisme
sorularinin “Esitlik” temasinin “Erigim” alt temasinda toplanan yanitlarda da goriilebilmektedir.

“Zaten ailelerin ekonomik durumuna gore c¢ocugu biz daha dogdugu andan itibaren
swiflandiryyoruz. Yani krege gittigi andan itibaren diyebilirim. Kimisi normal belediyenin kresine
giderken, kimisi 6zel anaokuluna gidiyor. Ben ¢ocugumu oraya verdigim anda zaten toplumsal bir sinif
olusturmus oluyorum yani ki bunu da bir siire sonra isteseniz de degistiremiyorsunuz” (O5: Kadin,

Tlkokul, 21-30 Yil).

Nitelikli egitime erisimin tiiketim aligkanliklarma olan etkisini inceleyen maddeye verilen yanitlar
incelendiginde; Ogretmenlerin  %55.8’1 (f=443) “Katihyorum”, %24.7°si (f=196) “Kesinlikle
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Katiliyorum” ve %13.9’u (f=110) da “Kararsizzim” yanitin1 verdikleri goriilmektedir. Bu maddeyle
bagdasik olarak 6grencinin bulundugu okulun sosyo-ekonomik g¢evresinin tiiketim aligkanliklarina
etkisini inceleyen maddesine verilen yanitlarda ise; %55.4 (f=440) oraninda “Katiliyorum” ve %36.4
(f=289) oraninda da “Kesinlikle Katiliyorum” yanitlar1 goriilmektedir. Bu konuda gériisme sorularina
verilen yanitlar “Esitlik” temasinin “Erisim” alt temasinda incelendiginde, baz1 ifadelerde sosyo-
ekonomik durumun tiiketime etkisine dair ifadeler gorilebilmektedir.

“Stirekli bir tiiketim ve yaris, siirekli bir soru ¢ozme hali vardi. Ben simdi dezavantajli bir
okuldayim. Benim dort bes tane birden kitabu tiikettiriyor olma sansim yok. Onlarla yarisabiliyor olma
gibi bir liikstimiiz de yok diyelim” (O6: Kadin, Ortaokul, 10-20 Yil).

Nitelikli egitime erisimin yolu olan okul segimleriyle birlikte, toplumsal siniflar i¢in olduk¢a 6nemli
bir gosterge olan meslek seciminin okula etkileri 14. ve 25. anket maddelerinde incelenmektedir.
“Ogrencilerin meslek segimleri, kendi ilgi, yetenek ve becerilerinden daha ¢ok, o meslegin toplum
tarafindan popiilerligine gore yapilmaktadir” maddesine verilen yanitlar incelendiginde; 6gretmenlerin
%51.8’1 (f=411) “Katiliyorum”, %30.4’1 (f=241) “Kesinlikle Katiliyorum” ve %11’i (f=87) de
“Kararsizim” yanitin1 vermis olduklar1 goriilmektedir Bu maddeyi destekler nitelikte Ogrencilerin
meslek secimlerine gidecekleri yolda ilk adim olan okul tercihlerini inceleyen “Giiniimiizde 6grencilerin
ve velilerin okul tercihleri, toplumsal sinif atlama araci olarak kullanilmasiyla birlikte okul bir tiiketim
nesnesine donligmektedir” maddesine verilen yanitlar incelendiginde; 6gretmenlerin %54.8°1 (f=435)
“Katiliyorum”, %27.7’si (f=220) “Kesinlikle Katiliyorum” ve %10.2’si (f=81) de “Kararsizim” yanitini
vermektedirler. Bu konuda okulun toplumsal sinif yapilarmin olusumu ya da degisimi ile ilgili etkisine
iligkin goriismede verilen yanitlar “Toplumsal Sinif Yapilar1” temasinin “Toplumsal Siif Hiyerarsisi”
alt temas1 altinda incelendiginde gorilebilmektedir.

“Ornegin iscisin sen, is¢i kal gibi bazi gruplarin meslek liselerine yonlendirildigi, tiptir,
muhendisliktir bu alanlara da bu gruptan ¢ocuklar gitmeli geklinde bir planlama soz konusu. Tabii bu
toplumsal sumiflarin olusmasinda da belirleyici oluyor” (O3: Erkek, Sosyal Bilimler Lise, 21-30 Yil).

Smuflar arasi gegislerde olduk¢a 6nemli bir hale gelen sinavlarin metalasarak ticari bir sektore
doniistiigiinii  inceleyen 15. maddeye toplamda Ogretmenlerin %87.1°inin  (f=692) katildig:
goriilmektedir. Ogretmenlerin bu yiiksek orandaki goriisiinii destekler nitelikte ifadeler, goriismedeki
yanitlarinda da goriilmektedir. “Esitlik” temasinin “Erigim” alt temasinda, sinava hazirlik sistemleri ile
sinavlarin kendisinin de ticarilestigini belirten ifadeler bulunmaktadir.

“Devlet okullarinda da bir kitap sektorii var ciddi anlamda. Orada iste kitapgilar siraya girmigtir.
Ciddi bir sektor var orada da. Yani ozel okulda ne aldriliyorsa, hangj kitaplar ekstradan aldiriliyorsa,
kullandirilyyorsa aralarinda bir farklilik gérmiiyorum ben mesela” (0O6: Kadin, Ortaokul, 10-20 Yil).

Ticari bir sektére doniistiigii kabul edilen sinava hazirlik sistemleri sonucu sadece basarrya odakli
bireylerin, sinavi kazanma ya da yliksek not alma zorunluluklar1 dogrultusunda yaptiklariyla bilginin de
tilketim nesnesine doniismesini inceleyen 16. anket maddesine verilen yanitlar incelendiginde;
ogretmenlerin %50.4’1 (f=400) “Katiliyorum”, %33.6’s1 (f=267) “Kesinlikle Katiliyorum” ve %12’si
(f=95) de “Kararsizim” yanitin1 vermis olduklar1 gériilmektedir. Bilginin de herhangi bir nesne gibi
oziinden koparilarak tiiketim nesnesi haline getiriligini dair bir¢ok ifade, goriisme sorularina verilen
yanitlar “Thtiya¢” temasinin “Gosterge Diizeyinde Nesne” alt temasinda siralaninca goriilebilmektedir.

“Bilginin tiiketim doniismesinde maalesef bu sinav odakli sistem ¢ok énemli bir hizmet goriiyor.
Onunla ilgili iste ¢ocuklarimizin kafasini testle, karmni da tostla doyuruyoruz” (O3: Erkek, Sosyal
Bilimler Lise, 21-30 Yil).

Smavlar ve sinav sistemi nedeniyle tiiketim nesnesi haline doniistiigii anlasilan bilgiyle beraber,
okullarin ve egitim sisteminin de tiiketim nesnesine doniisiimiinii inceleyen 23. anket maddesine
bakildiginda; &gretmenlerin toplamda %83.2’si (f=661) egitimin hem ticarilestigini hem de bundan
dolay1 tiiketim nesnesi haline doniistiigiinii kabul etmektedirler. Egitimin ticarilesmesine dair ifadeler
“Esitlik” temasinin “Erigim” alt temasinda goriilmektedir.

“Okullar kamusal alanmindan hizla uzaklasmakta. Tabii bunlar bilingli politikalarin tiriinii adim
adim egitimin ticarilestirilmesi adimlarinin iiriinii. Nitekim de dershaneler kapandi denmesine ragmen
ozel okullarin egitimdeki payr her gegen giin artmakta” (O3: Erkek, Sosyal Bilimler Lise, 21-30 Yil).
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Egitimin igeriginde Onemli bir yeri olan ve aslinda yaparak yasayarak deneyimleme yoluyla
ogrenmeyi pekistirecek olan yarigma, proje, sergi gibi caligmalarin, egitsel amaglardan daha ¢ok reklam
aract haline gelerek tiiketim nesnesine doniisiimiinii ele alan 34. anket maddesine verilen yanitlar
incelendiginde; Ogretmenlerin  %42.7’si  (f=339) “Katihyorum”, %21’1 (f=167) “Kesinlikle
Katiltyorum”, %13.2’si (f=105) “Katilmiyorum” ve %3.9’u (f=31) “Kesinlikle Katilmiyorum” yanitini
vermis olduklar1 goriilmektedir

Ogretmenlerin, okullarda bilingli tiiketim igin yapilanlari inceleyen maddelere verdikleri yanitlarmn
dagilimlar1 incelendiginde; “Okullarda bilingli tiiketici yetistirilmektedir” maddesini, égretmenlerin
%33.5 (f=266) oraninda “Kararsizim”, %?29.7 (f=236) oraminda “Katilmiyorum” ve %20.2 (f=160)
oraminda “Katiliyorum” seklinde igaretledikleri goriilmektedir. Bu konuda goriisme sorularinda gelen
yanitlar “Tiiketim” temasinin “Ogretim Boyutu” alt temasi gergevesinde incelendiginde; tiikketimle ilgili
Ogretim programlarinda konular oldugu, bunlarin bazilarinin somut diizeye ulagamadigini,
Ogretmenlerin  bireysel cabalarinin oldugu ya da okulun kendini tiiketirken bilingli tiiketici
yetistiremeyecegini vurgulayan gesitli goriislere rastlanilmaktadir.

“Ama okul diizeninde bu var mi? Bence yok. Yoksa yani miifredatta var olsa dahi 6gretmenin
inisiyatifinde, ¢iinkii diizen ona gore kurulmus degil yani. Miifredat ona gore yazilmiyor yani.
Miifredatin icinde var ama miifredat o yonde ilerleyecek sekilde degil” (O8: Erkek, Ortaokul, 10-20
Yil).

Okullarda bilingli tiiketici yetistirmenin detaylarim, dgretim programlari iizerinden incelemeyi
amaglayan “Okullarda verilen egitim dgretim programlari, bilingli tiikketim i¢in yeterli kapsama sahip
olmaktadirlar.” maddesine verilen yanitlar incelendiginde; 6gretim programlarinin bilingli titkketim i¢in
yeterli kapsama sahip oldugunu diisiinmeyen 6gretmen orani toplamda %39.7 (f=316), bu konuda
kararsiz olan dgretmen oram %28.3 (f=225) ve 6gretim programlarinin bilingli tiikketim i¢in yeterli
diizeyde oldugunu diisiinen toplam dgretmen orami ise %3 1.8 (f=253) oldugu goriilmektedir. Bu konuda
ogretmenlerin farkli yanitlar verdikleri “Ogretim Boyutu” alt temasinda goriilmektedir.

“Yani vardir mutlaka ogretim programlarimin icinde ama ¢ogunlukla 6gretmenin bireysel ¢abasti.
Yani yaparak 6gretme modeline ¢ok daha uygun olmali ama. Sanki konu bitince, iinite bitince o da
bitiyor” (O7: Kadin, Ortaokul, 21-30 Yil).

Ogretim programlarimda bulunan tiiketimle ilgili bilgilerin, gercek hayatla baglarmnin olup olmadig
incelendiginde; goriislerin oraninin birbirine olduk¢a yakin oldugu goriilmektedir. Toplamda
ogretmenlerin %37.4°1 (f=297) okullarda tiiketimle ilgili verilen bilgilerin gergek hayatla gii¢lii baglar1
oldugunu diisiinmiiyorken, %37.6’s1 (f=298) ise bu bilgilerin ger¢ek hayatla giiglii baglar1 oldugunu
diisiinmektedir. Ogretmenlerin %25.1°1 (£=199) ise bu konuda kararsiz kalmaktadir.

Bu maddeyi biraz daha aciklar nitelikte olacak sekilde “Ogrenciler, okullarda tretim ve tiketimle ile
bilgi ve becerileri yaparak-yasayarak ogrenmektedirler” maddesine verilen yanitlar incelendiginde;
ogretmenlerin %41°1 (f=326) okullarda tiretim ve tiiketimle ilgili bilgi ve becerilerin yaparak-yasayarak
Ogrenildigini diisiindiikleri, %31.7 (f=251) oraninda 6gretmenin ise bu goriise katilmamakta oldugunu
ve %27.3(f=217) oraninda 6gretmen ise bu konuda kararsiz kaldigi anlagilmaktadir. Bu goriisler
dogrultusunda ogretmenlere “Ogrencilere, Ogretim programlarinda tiiketim ile ilgili bilgilerin
uygulamali olarak verilmesi gerekmektedir” maddesi yoneltildiginde; %88.8’inin (f=705) verilen bu
bilgilerin uygulamali olmasi gerektigi yoniindeki goriislerinin, goriisme formunda verilen yanitlari
destekler nitelikte oldugu anlasilmaktadir.

“Aslinda ¢ocuklart iiretici yaparak bilingli tiiketici yapabiliriz diye diigiiniiyorum. Ciinkii ona emek
vermis, zaman vermis ve bu yiizden de artik onu hani yanls kullanmuyor, tiiketip kenara atmiyor, deger
kazaniyor” (Ol: Kadin, Mesleki Teknik Lise, 21-30 Yil).

Son olarak 6gretim programlari disinda, 6grencilerin giin i¢erisinde uzun vakitler gecirdigi okullarda,
arkadaslar1 disinda siirekli bir iletisim icerisinde olduklar1 6gretmenlerin, rol model olmasi ilizerinden
tlketime etkilerini inceleyen 33.anket maddesine Tablo 2 (zerinden bakildiginda; toplamda
ogretmenlerin %72.7°si(f=577) 6gretmenlerin bilingli tiikketim i¢in 0grencilere rol model oldugunu
diistinliyorken, %17.6(f=140) oraninda 6gretmen bu konuda kararsiz ve sadece %9.7(f=77) oraninda
Ogretmen ise bilingli tiiketim i¢in 6gretmenlerin rol model olmayacagim diistindiikleri goriilmektedir.
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“Oncelikle égretmenlerin 6rnek olmasi gerekiyor. Hani kendileri bilingli tiiketici olmalar: gerekiyor
ki ogrencilere ornek olsun. Ciinkii 6grenciler en iyi sosyal modelleyerek ogreniyor, karsisindakini
modelleyerek. Bir seyleri soyleyerek bir yere kadar, gostermek ¢ok daha onemli” (02: Kadin, Lise, 10-
20 1il).

TARTISMA, SONUC VE ONERILER

Baudrillard’in Tiiketim Kurami baglaminda gergeklestirilen ¢alismanin 6gretmen goriisleriyle elde
edilen bulgularinda, okulun toplumsal isleyis agisindan giinliik yasamda aile ile birlikte olduk¢a 6nemli
oldugu, bireyleri yasama hazirlayan kurumlar olarak Ogrencileri hem bilgi diizeyinde hem de
sosyallesme anlaminda yetistirdigi ve 6grencilerin giinliik yasamimin biiyiik bir kismin1 kaplayan bir
yapida oldugu sonucuna erisilmektedir. Ayrica okulun, toplumsal yasamin kii¢iik bir 6rnegi oldugu,
toplumsal yapmin nasil olmasi isteniyorsa o yonde bireyler yetistiren kurumlar oldugu, ozellikle
iktidarlar tarafindan ideolojik olarak kullanildigi sonuglari da arastirmanin eristigi bulgular ile
anlasiimaktadir. Ogretmenlerin, yasanilan toplumsal diizenin kiiciik bir 6rnegini olusturdugu goriisii
baglaminda okulun, kendisinin de iginde bulundugu tiiketim toplumunun kiigiik bir 6rnegi olmasi ve
okulda oldukga yiiksek oranda bir tiiketim gergeginin olusmasi sonuglarina erisilmektedir. Baudrillard
(2019)’1n tiiketimin yeri diye bahsettigi “giinliik yasamin™ icerisinde okulun 6nemi ayni zamanda
Ogretmenlerin goriislerini de yansitmaktadir. Bu goriisleri destekleyecek sekilde Kaban Kadioglu
(2014); kurallar1 6grenilmis sosyal yapiya katilim siirecinin aileyle baslayip okulla devam ettigini
belirtmektedir. Afsar (2009); egitimin bireyi toplumsal yapiya kazandirmasi hedefiyle sekillendiren bir
amact oldugunu soylerken, Cakmak (2008); bireylerin goérmiis olduklar1 egitim seviyesi dahilinde
toplumsal katki sagladiklarin1 sdylemektedir. Ayrica; egitimin temel goérevlerinden birisinin, toplumun
kiiltiirel mirasmi nesilden nesile aktarmakla birlikte, sosyal ve kiiltiirel degisimin bir araci olmas1 oldugu
gorulmektedir (Ozkan, 2006).

Elde edilen bulgular okuldaki 6grencilerin gerek farkli olma istekleri gerekse de sosyal bir gruba ait
olma motivasyonu c¢ergevesinde tilketim aligkanliklari bakimindan Dbirbirlerini etkiledikleri
anlasiimaktadir. Ogrencilerin biiyiik oranda sosyallesme alanlar1 olan okullarin, tiiketim aliskanliklar:
gelistirmede yogun bir etkiye sahip olduklar1 gériilmektedir. Baudrillard (2019), tiikketimi etkin ve sosyal
bir davramis olarak betimlemekte ayrica bir gésteri aracina doniisen nesnenin, bireyi kendi grubundan
ayirt ettigi ya da herhangi bir gruba iliskilendirdigi an tiiketilmis oldugunu da vurgulamaktadir. Bu
anlamda yapilan tiiketimin okuldaki izlerinin de olduk¢a yogun oldugu 6gretmen goriislerinden elde
edilen bulgularda goriilmektedir. Dolayisiyla 6grencilerin daha c¢ocuk yaslarda kazanacagi bu
aligkanliklarin, tiiketim toplumunun devaminin saglanmasi yoniinde giiclii bir etkiye sahip olacagi
sonucuna erisilmektedir.

Caligmada elde edilen bulgularla, 6grencilerin okulda yukarida bahsedilen sebeplerle yaptiklart hem
fiziksel hem duygusal hem de davranigsal tiikketimin kendilerine mutluluk getirmesini amacladiklar
anlasilmaktadir. Ozellikle popiiler olma, kendini 6n plana ¢ikarma ya da gesitli nesnelere sahip oldugunu
etrafina gOsterme motivasyonu O&grencileri tiiketime yoneltmektedir. Ayrica okul icerisindeki
kantinlerden, o an ihtiyaglar1 olmasa da merak duygulari nedeniyle tiitketim yaparak mutluluk duyduklar:
yoniinde yiiksek oranda 6gretmen goriisleri elde edilmistir. Baudrillard (2019); tiiketim toplumunun
gostergesi olarak mutluluktan bahsetmektedir. Tiiketimde mutlulugun mutlaka gosterilmesi gerektigini,
yoksa bunun birey i¢in bir anlam ifade etmeyecegini, nesnelerle c¢evrili diinyasinda bireyin, eninde
sonunda diis kirikligina ugrayacagini da belirtmektedir.

Ulagilan sonuglar ve bu konuda &gretmenlerden elde edilen bulgular; gliniimiiz toplumunda
cocuklarin ve 6grencilerin, tiikketim icin hedef kitle olduklari, okullarin bu konuda giinbegiin piyasaya
yonelik tiiketici yetistiren kurumlara dogru ilerlediklerine dair goriisleri (Burch, 2000; Cook, 2000;
lllich, 2006; Molnar, 2005; Norris, 2006; Sandlin vd.,2012; Turan, 2014; Zengingonul, 2012)
desteklemektedir. Tiiketim igin hedef kitle olan 6grencilerin tiiketim aligkanliklarmin, ailelerin de
tilketim aligkanliklarini degistirdigi goriisiinde oldugu anlasilmaktadir. Bu konuda Kaban Kadioglu
(2014) ve Martens (2005) gibi calismalar da tiiketim kiiltiirlinden etkilenen ¢ocugun, iiriin pazarini
ailelerine Ogreterek, onlarm kararlarini etkilediklerini sdylemektedirler. Ogrencilerin tiiketim
pratiklerinin okulda gelistigine dair 6gretmen gorisleri, piyasa dilinin okullara neden girmeye ¢alistigini
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ortaya ¢ikaran bir sonug olarak karsimiza ¢ikmaktadir. Yapisal olarak giris-¢ikis saatleri olan, mola
saatleri 6nceden belirlenerek bunlar kat1 bigimde uyulan, disiplin anlayist ile belirli kurallar dahilinde
yaganilan, oturma diizenleri ve siniflar1 yoneticiler tarafindan belirlenmis okul ve fabrikanm, aym
zamanda yetistirdigi tek tip dgrencilerin, seri liretimle iiretilen tep tip iiriine benzetilmesi agisindan da
es deger goriildiigii elde edilen bulgularla anlasilmaktadir. Okulun sanayi toplumundaki fabrikaya
benzerliklerinden bahsedilen ¢esitli caligmalarla (Geng, 2003; Lacueva, 2002; Toffler, 1970) birlikte,
okul denilince akla gelen metaforlarin incelendigi ¢esitli calismalar (Arslan, 2020; Nalcaci ve Bektas,
2012; Ozdemir ve Orhan, 2019) bu konuda 6gretmen gériislerini destekler nitelikte gériilmektedir.

Okullarin ticarilesmesi yolundaki en oOnemli etkenlerden birinin, toplumsal simif yapilarimin
olusumunda okulun etkisinin yadsinamayacak diizeyde olmasi oldugu elde edilen bulgularla
anlagilmaktadir. Tiiketim toplumunu hareketli bir toplum olarak betimleyen Baudrillard (2019), bu
hareketliligin toplumsal statii talebiyle hiyerarsik olarak olustugunu, iist smiflarin da bu eristikleri
statiiyii gostergelerle gosterme zorunlulugundan bahsetmektedir. Ozellikle sosyo-ekonomik alt simif
yapilarindaki bireylerin, {ist sinifsal yapilara gecislerinde neredeyse tek olanak olarak egitimi gérmesi,
buna paralel olarak da iist sinif yapilarindaki bireylerin, nitelikli egitime kolay eriserek var olan kiiltiirel
yapilarini devam ettirme olanaklari, egitimi i¢inden ¢ikilamayan bir sorun yumagi haline getirmektedir.
Toplumsal olarak st siniflara ¢ikabilmenin yolunun egitimden gectigini diigiinen alt siniflarin, Bourdieu
ve Passeron(2014)’nun de vurguladiklar1 gibi; bulunduklar: kiiltiirel yapidan kaynakli st smiflarin
sahip olduklarina erigimlerinin zor oldugu goriilmektedir. Tiiketimi de okul gibi bir simif kurumuna
benzeten Baudrillard (2019), tiiketim toplumunda herkesin egitim olanaklarindan benzer sekilde
yararlanamamasi gibi herkesin de benzer nesnelere sahip olamayacagini, ¢ilinkii tiikketimin, toplumdaki
aykirilig: iistlendigini sdylemektedir. Ogretmen goriislerinde de egitim niteliginin artmasinin tiiketimi
etkileyecegi, toplumsal smiflarin tiikketim sekillerinin de birbirinden ayrildigi yoniinde gorisler
gorulmektedir.

Egitimi metalastirarak asil amaci disina ¢ikmasinda énemli bir etkiye sahip olan sinavlar, 6grenciler
ilizerinde yarattig1 basarili olma ya da yiiksek not alma baskis1 nedeniyle bilgiyi de kullan-at seklinde bir
tilketim nesnesine doniistirmektedir. Elde edilen bulgular sonucu, 6grenciler sinavdan basarili olmak
icin bilgiyi 6zmsemeden ve tam anlamiyla 6grenmeden, ezber ya da gesitli test teknikleriyle dogru
cevaba ulagma yollarim kullanmakta, bu durumun da sinav sonrasinda bilginin unutuldugu ya da konuyu
bilmeden basarili oldugu izlenimini yarattig1 anlasilmaktadir. Boylelikle bilginin, kullanildiktan sonra
atilan herhangi bir tilketim nesnesinden farkli olmadigi ve bilginin de tiiketildigi sonucuna
erisilmektedir.

Bununla beraber elde edilen bulgularla, 6grencilerin yetenek ve becerileri de aileler tarafindan
tiketilen bir nesne durumuna geldigi sonucuna erisilmektedir. Ailelerin prestij gostergesi olarak
cevrelerine sunduklar1 6grenci yeteneklerinin, cesitli kurslar veya 6zel dersler araciliiyla simf atlama
aract olarak kullanildig1 anlasilmaktadir. Yine okullarda &grencilerin yetenek, yaraticiliklarini
gelistirmeye yonelik proje, yarisma, sergi vb. etkinliklerin de asil amaci disina ¢ikarilarak tiiketildigi
sonucuna erisilmektedir. Ogretmen gériisleri; 6zellikle okullarin yarisma icerisine sokuldugu diizende
nitelikten ¢ok nicelige 6nem verilmesi, yapilan projelerin egitimsel amaglardan daha ¢ok yapilmis olmak
icin yapildigim1 ya da kurumlarin kendi reklamlari i¢in kullandigi birer ara¢ haline doniistiigiinii
gostermektedir.

Baudrillard (2019), tuketimin sadece ekonomik yoninin olmadigi belirtmektedir. Okullarda
ogrencilerin ve okulun kendisinin de hem maddi hem de davranisgsal tiiketim i¢inde oldugu, tiiketimin
haz verdigi ve prestij 6gesi oldugu elde edilen bulgularla daha detayli anlagilmaktadir. Arastirmanin
bulgulariyla elde edilen sonuglarda tekrar tekrar ortaya ¢ikan okulun ve egitimin tiiketilen noktaya
getirildigi  gercegi, okullarda bilingli tiiketicilerin  yetistirildigi  ifadesinin  sdylenmesini
zorlastirmaktadir.

Tiiketim kiiltiiriniin olusturulmasinda okulun etkisini incelemeyi amaglayan bu calismada elde
edilen tiim sonuglara Baudrillard perspektifinde bakildiginda; okullarin ve egitimin Baudrillard’in
bahsettigi gosterge seviyesine donistiiriildiigii ve bu nedenle de tiiketildigi sonucuna varilmaktadir.
Ayrica, toplumsal diizen igerisinde oldukca Onemli ve biiyiikk bir giice sahip okullarmn, tiiketim
toplumunun devamim saglayacak nitelikte ve tiiketim odakli bireyler yetistiren kurumlar olduklar:
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sonucu da arastirmanin elde ettigi en onemli sonug olarak goriilmektedir. Arastirmada elde edilen
sonuglar, okullarda gercek anlamiyla bir egitimin var olmadigi, ancak kapitalizmle ortaya cikan
esitsizliklerin yarattig1 giic dengesini 6rtmeye calisan ve 6grenciyi meta olarak, egitimi de yanilsamalar
ureten bir simiilasyon olarak goren bir sistem (Baudrillard, 2020b; Moran ve Kendall, 2009; Williams
ve Allison, 2016) oldugunu belirten goriisleri de destekledigi anlagilmaktadir.

Arastirma sonuglari1 degerlendirildiginde okullarimn tiiketimle olan iligkisindeki sorunlari azaltabilmek
amaciyla 6gretmen goriislerinde de siklikla karsilasildigi iizere 6gretim programlarinda tiiketim ile ilgili
yer verilecek bilgilerin uygulamali olarak verilmesi Onemli goriilmektedir. Ayrica tiiketim
aligkanliklarimin bir siire¢ sonunda kazandirilmasi gibi, bilingli tiiketimin &gretilmesi de Ogretim
programlarinda uzun vadeli bir siire¢ olarak planlanabilir. Okullarda 6gretmen ve 6grencilere verilecek
egitimlerle birlikte toplumsal degisimin de saglanmasi gerekliligi goriilmektedir. Okullarin tiikketim
kiiltiirii olugturulmasinda etkisini inceleyen bu calismanin egitimin de bir meta bigiminde tiiketilmesi
yoniindeki kisminin daha detaylandirilarak, farkli tiiketim kuramlar1 ger¢evesinde degerlendirilmesi
egitimin daha nitelikli hale getirilmesi konusunda yapilacak ¢aligmalar i¢in faydali olabilir.
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Abstract

The aim of the study is to determine the extent to which the life skills level of prospective teachers is
predicted by the independent variables and to determine the level of life skills. This research is a
quantitative study, and the survey model was used. The study group of the research consists of 425
prospective teachers. A life skills scale was used in the study and goodness-of-fit index values (CFA)

were examined. The assumptions necessary for the analysis were examined and ordinal logistic regression
analysis was used in the analysis of the data. According to the results, the life skills level of the prospective
teachers was 3.51 out of 5. The level of life skills of the prospective teachers who thought that they could
solve the problems they encountered at a high/very high level was 3.28 times higher than the group with
a medium/low level of life skills. The life skills level of the group that thought they were open to criticism
was 0.80 times higher than the group that thought they were not open to criticism. The life skills level of
the group who stated that they attended their classes on time was 0.43 times higher than the group that
stated that they could not attend their classes on time.

Keywords: Life skills; life skills management; prospective teachers; ordinal logistic regression

INTRODUCTION

There are important differences between the skills that people had in the past years and the skills
that people in the 21st century have. For example, early humans developed some skills for hunting,
sheltering, and surviving in nature. However, as the developments around the world have changed over
time, the skills possessed by humans have also differed considerably from those of the first humans.

So, what skills should a person who is to be educated in the new millennium have? It is not easy
to answer this question, because in the philosophy of education, which is one of the disciplines of
philosophy, the answers to the question “What kind of human do we want?”” have been discussed for a
long time (Arslan, 2018; Cugen 2018). However, these answers can lead us towards the human model
that the 21st century needs, albeit partially. According to reconstructionism, which is one of the
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contemporary educational theories, the basic values of humanity should be reinterpreted, and great social
depressions should be overcome (Arslan, 2018). According to the OECD (2018), education plays a key
role in the educated of individuals® knowledge, skills, attitudes, and values in order to benefit from a
sustainable and inclusive future. Learning how to model clearly and purposefully, working with others,
finding opportunities, and finding solutions to problems will be requirements for years to come. One of
the skills that 21st-century people should have been life skills (LS) at this point. LS training takes into
account the ability of individuals to use thinking skills that support their lives, to communicate
effectively, to establish healthy relationships, to put themselves in the shoes of others, and to manage
their lives (Prajapati, et. al.,, 2017).

LS training purposes to development the quality of human resources so that people can come
through varied problems facing daily lives (Prasetyo, et. al., 2021). Improving the quality of teachers
has a critical role in fostering LS in their students. According to Kizi and Ugli (2020), teaching today
requires unique styles, techniques, and approaches that every teacher should have. There are many
changes in the education system and societies all over the world, and these changes also affect teaching
children something. For this reason, teachers need to take on many roles in order to create an effective
classroom.

Teachers, who have an important task of educating people, should have the skills of the new
century so that they can transfer these skills to their students. According to Jayachithra (2020), teachers
wear many hats every day while in the classroom. They become organizers, trainers, speakers,
entertainers, and sometimes experts in dispute resolution. Thus, the quality of teaching performance or
teaching methods increases with the quality of LS. Being unable to explain any concept to his class is
not something a teacher would want. For this reason, it is important for every teacher to have LS.

It is worth investigating what level of LS teachers have while they are still prospective teachers
(PTs) and how their LS change according to their perspectives on problems, their approaches to ideas
and their perceptions of academic success. This research focuses on how well PTs have LS.

Literature Review

Five basic LS for a healthy life are coping with stress and emotions, decision making and
problem solving, self-awareness and empathy and interpersonal communication, and creative and
critical thinking (WHO, 1997). These five basic life skills are described as coping with conflicts, dealing
with authority, problem solving, establishing, and decision making, creative thinking, maintaining
friendships and relationships, cooperation, self-awareness, critical thinking, coping with stress,
negotiation, setting values, and resisting pressure. They are also defined as coping with disappointment,
planning for the future, managing emotions, empathy, respect, assertiveness, sympathy, listening,
tolerance, trust, compassion, sharing, self-esteem, and sociability (WHO, 1999).

UNESCO (2013) states that LS are the skills and knowledge needed to live a healthy life, and
this means being healthy physically, emotionally, and mentally. In other words, according to Kennedy,
et. al., (2014), LS are defined as the ability of an individual to sustain and enrich their own life. Prajapati,
et. al., (2017) divided LS into three categories. The first is thinking skills. Thinking skills develop the
logic part of the brain by using analytical skill enabling problem solving, decision making, thinking
creatively and critically. Social skills, the second, include advocacy skills, management skills,
communication skills, interpersonal skills, leadership skills, collaboration and team building skills.
Emotional skill the third, include self-knowledge and being comfortable. Thus, self-management
encompasses managing emotions, stress, feelings, and resisting family and peer pressure.

According to Vasuki and Kanakaraj (2017), life skills are an innate ability that is developed in
life. It also provides benefits to overcome the difficulties encountered in daily life. LS are defined as
skills that are needed for daily life and that enable people to develop. Social skills are also considered
as the most important life skill in this context. (Jones and Lavallee, 2009). Especially the unique
problems of the 21st century have made it necessary for people to discover new solutions. For this
reason, it is a necessity to adapt to the current era and develop skills in accordance with its rules. In
short, it can be stated that LS are a functional skill type that must be possessed in the 21st century.
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Schools should play a leading role in acquiring LS to students at an earlier age. It can be stated
that students who have not acquired LS in schools are not ready for life. According to Cullinane and
Montacute (2017), life skills are at the center of the education system because life skills need to be used
to develop people's current potentials. In this context, it should be emphasized that an individual who
has not yet realized his potential or has not realized it sufficiently is a loss for the society.

The method by which life skills will be taught to students in schools should also be determined
meticulously. According to Behrani (2016), an interdisciplinary approach should be exhibited in the
implementation of life skills in schools. It can also be beneficial to use LS informally as activity
programs instead of integrating them into curriculum with a formal application.

All of these can be achieved if teachers and prospective teachers have high LS levels. It is not
possible for an educator with low LS to gain this skill to his students. Similarly, Atta (2012) underlines
that life skills are an important component for the development of teaching practice. According to
Parlakyildiz (2015), especially prospective teachers stated that establishing a relationship with daily life
has an effect on discovering LS.

LS should be included in education programs primarily in education faculties. Thus, it can be
stated that prospective teachers will be successful educators in the education system after they graduate
as a well-equipped teacher in LS.

LS should be seen as part of the educational process and their applications should be shared in
the curriculum and teaching process (Vicary, et. al., 2006), because LS training is very important for
teachers to develop psychosocial competencies and interpersonal skills and helps them make informed
decisions, think critically, solve problems, establish healthy relationships, communicate effectively, and
manage their lives in a healthy and productive way (Amutha & Ramganesh, 2013). According to
Jayachithra (2020), LS are a very important competency that everyone should have. They can only be
passed on to students through teachers. That is why it is the need of the day for teachers to become
familiar with LS.

LS Context of the PT

Teachers are responsible for educating quality students. Quality processes tend to focus on the
‘core’ aspects of education, such as learning, teaching and course organization. The way teacher
educators organize the theoretical framework, practical lessons and life skills development program
affects the teachers of the future (Amutha & Ramganesh, 2013).

In order for students to acquire LS, it is thought that it is important to determine what level of
LS the PTs have and the situations that affect this skill. According to Aparna and Raakhee (2011), LS
education includes values that contribute to students’ healthy choices in order to create a more
meaningful life. LS enable students to understand themselves and recognize their skills and abilities.
They also help them to communicate with people, adapt to their environment and make decisions that
they can take responsibility for.

It can be stated that LS also play a role in the transfer of cultural values. According to Tran, et.
al., (2021), LS are affected by living values. LS also provide secondary school students with self-esteem,
social skills, and tolerance (Munsi, et. al., 2014). LS education integrated with the school program
improves students’ mental health, enables them to acquire adaptive skills, supports them to face
difficulties, and strengthens their contribution to society and the world (Kumar, 2017).

The level of PTs’ possession of LS can shed light on whether they can be an effective teacher
in the future. When the qualities expected from 21st-century teachers and PTs are examined, it is seen
that LS have an important share (MEB, 2017; MEB, 2018). When the literature is examined, there are
no studies that examine the LS of PTs in terms of their perspectives on problems, their approaches to
ideas and their perceptions of academic success. The aim of this research is to examine the LS level of
PTs.
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METHOD

In this section, the research model, study group, data collection tool, data analysis, ethics and
assumptions of the model are included.

Research Model and Study Group

This research is a survey model. With survey models, a small group (sample) is researched, and
the information of a large group is obtained from this sample (Leedy & Ormrod, 2005). 425 PTs studying
at a state university constitute the study group of this research. Information as to the study group is given
in Table 1 below.

Table 1. Descriptive information as to independent variables

Independent Variables Categories f %
Gender Woman 331 77.9
Man 94 22.1
Can you approach Yes 382 89.9
problems with new No 43 101
ideas?
What is your level of Medium/Low 186 43.8
solving the problems you High/Very high 239 56.2
encounter?
Are you successful in Yes 323 76
your lessons? No 102 24
Are you open to Yes 361 84.9
criticism? No 64 15.1
Do you attend your Yes 369 86.8
classes on time? No 56 13.2
Total 425*

* There are 62 missing data (not marked by the participants). By excluding these data, descriptive information about the
dependent variables is presented.

According to Table 1, the majority of PTs participating in the research are women. The majority
of PTs perceive themselves as academically successful and have a positive perception of new ideas and
problems. It is seen that the pre-service teachers who stated that they can approach the problems with
new solution suggestions are in the majority. The majority of them state that they are successful in the
lessons, open to criticism and attend the lesson on time.

Data Collection Tool

A “Life skills scale” has been used in the research. It was used the “life skills scale” consisting
of five dimensions and 30 items developed by Bolat and Balaman (2017). The scale is 5-point Likert
type. In addition, expert opinions were obtained to determine the independent variables used in the
research. The construct validity (KMO) value of the scale was found to be .94, and Bartlett’s results
were found to be 6131.808 (p<.000). These results express that assumptions of factor analysis were met,
and the five-factor scale explained 53.87% of the total variance. Cronbach’s alpha coefficient was found
to be (a =.92).

Confirmatory factor analyses (CFA) were tested for this study. When the CFA results of this
study were examined, the goodness-of-fit indices were X? 1062.98, df 395, X?/df 2.69, SRMR .05, NNFI
.96, CFI .97, GFI .87, AGFI .85, and RMSEA .059. Accordingly, the result of (X%sd) 2.69 indicates a
perfect fit (Kline, 2005). When the other goodness-of-fit indices, namely SRMR (good fit), NNFI and
CFI (perfect fit), GFI and AGFI (poor fit), and RMSEA (good fit) are evaluated together (Cokluk,
Sekercioglu, & Biiyiikoztiirk, 2016). Valid and reliable scale is used the research.

Analysis of Data

In the analysis of the data, descriptive statistics, frequency analysis and ordinal logistic
regression analysis of the students in the study group were used. The only analysis method for the
dependent variable with categorical ordinal characteristics is the ordinal logistic regression model.
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According to Kayri, et. al., (2012), one of the important features of the ordinal logistic regression
technique is that it takes into account the categorical levels of the predicted and predictor variables, and
especially examines the effects of the predictor variables on the predicted variable as lower levels. Thus,
to test the significance of the parameters, the Wald test was used to examine the distributions of the
independent variables in each category. By examining different pseudo-R? values, the goodness-of-fit
was also examined by the Cox and Snell, Nagelkerke and Mc Fadden tests.

Ethics and the Role of the Researcher

The researcher conducted the study in compliance with the APA and COPE ethical principles.
The researcher took part alone in the whole process from the design and execution of the research. Since
it is a single-authored work, there is no conflict between authors.

Testing the Model’s Assumptions

In order to use the ordinal logistic regression model, some assumptions must be met. Statistical
information showing that the model meets the assumptions is given in this title.

Assumption 1

For ordinal logistic regression analysis, BIC (Schwarz’s Bayesian Information Criterion) or AIC
(Akaike’s Information Criterion) information criteria are used to automatically determine the most
suitable cluster number (Schieopu, 2010: 66-75; cited in Giray, 2016). In this study, the dependent
variable is divided into categories using the BIC method. The BIC results are presented in Figure 1
below.

Model Summary

Algorithm TwoStep

Input Features 1

Clusters 3

Cluster Quality

Poor Good

T T T
-1.0 -0.5 0.0 0.5 1.0
Silhouette measure of cohesion and separation

Figure 1: BIC results of the dependent variable

It is seen in Figure 1 that the dependent variable of the research can be divided into three
categories as a result of the BIC test. These categories are classified as low, medium, and high.
Accordingly, the first cluster is defined as high (f 145, 29.8%), the second cluster as medium (f 238,
48.9%), and the third cluster as low (f 104, 21.4%). However, in the analysis of the ordinal logistic
regression model, the dependent variable is included in the analysis with the independent variables, and
62 missing data emerged in this study. Thus, 62 data are not processed automatically due to the nature
of the analysis type. As a result, a new cluster in which the dependent and independent variables interact
has emerged. Accordingly, the new group is high (f=137, 32.2%), medium (f=207, 48.7%) and low
(f=81, 19.1%).

Assumption 2

There must be a concordance between the dependent and independent variables. According to
the model fit information, intercept-only (-2LL=269.446), final (-2LL=196.938), X?*= 72.508, df=6 and
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p=.000. According to this result, the difference in the model established without independent variables
and including independent variables has been examined. First of all, -2 log likelihood (-2LL) and X?
values are checked. Thus, when two situations with and without independent variables are tested in the
model, there is no significant difference between the two models (X?=269.446-196.938=72.508,
p=.000), and the model fits.

Assumption 3

It is observed that there has been no sudden change in the number of categories in the
Assumption 1 group and in the cumulative probability values. Therefore, logit is chosen as the
appropriate link function type. The suitability of the selected function has been verified through the chi-
square model suitability test. Accordingly, the chi-square model fit test results have been found to be:
Pearson (X*= 81.551, sd= 80 and p= .431), Deviance (X?= 90.786, sd= 80 and p= .192). The Ho
hypothesis (which is appropriate in terms of model data), which states that the model is in agreement
with the data, can be accepted because according to Figure 1, it is seen that it is appropriate to use the
logit connection in the ordinal logistic regression model (p=0.431>.05). All subsequent operations are
performed over the logit link function.

Assumption 4

Whether the regression coefficients of the dependent variable groups created in Assumption 1
are the same in all three categories are examined with the chi-square test. Accordingly, in the parallel
curves test, the null hypothesis is found to be (-2LL=196.938), general (-2LLL=186.826), X*= 10.112,
df=6 and p=.020. According to this result, it is shown that the regression coefficients are the same in
all three categories of the dependent variable (low, medium, high) and meet the parallel curves
assumption (p>.05). Thus, the hypothesis Ho (parameter estimates pass through the same cut-off point)
can be accepted.

Assumption 5

After meeting the assumptions about the dependent variable, it is also necessary to meet the
assumptions about the independent variables. In this context, independent variables that do not serve the
purpose should be excluded from the analysis. If unsuitable variables are included in the model, this
may complicate the model and make it difficult to interpret the model. It may cause the wrong
impression that these variables have an effect on the dependent variable (Baydemir, 2014, p. 32). In this
context, when the results of the assumption of multicollinearity among the independent variables have
been examined: i) gender (tolerance=.989, VIF=1.011), ii) Can you approach the problems with new
ideas? (tolerance=.935, VIF=1.011), iii) What is your level of solving the problems you encounter?
(tolerance=.928, VIF=1.077), iv) Are you successful in your studies? (tolerance=.908, VIF=1.001), v)
Are you open to criticism? (tolerance=.989, VIF=1.011), vi) Do you attend your classes on time?
(tolerance=.913, VIF=1.096).

Tolerance and variance values test whether there is a multicollinearity problem among the
predictive variables. Accordingly, if the tolerance value is above 0.2 and the VIF value is below 10,
there is no multicollinearity problem (Field, 2009). According to the values of this research, it is seen
that there is no multicollinearity problem. As a result of the assumptions examined, it can be said that
the data provided the appropriate conditions for the ordinal logistic regression model analysis.

Assumptions Overview

It is seen that the above-mentioned assumptions are met for the establishment of the model. As
a result of the clustering analysis, it is determined that the model has three categories, the model fit
between the dependent and independent variables is ensured, the logit chosen as the link function type
is compatible, the three categories, which are the dependent variable group, have parallel curves fit, and
the parameter estimates pass through the same cut-off point. In addition, it has been revealed that the
tolerance and VIF values and the independent variables do not have multicollinearity problems.

Finally, as a result of the model establishment, the so-called pseudo-R2 values are examined in
order to predict the strength of the relationship between the dependent variable and the independent
variables. Accordingly, Cox and Snell (.157), Nagelkerke (.180) and McFadden (.083) values have been
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found. Thus, the independent variables in the study explain the dependent variable at a rate of 15% (Cox
and Snell), 18% (Nagelkerke) and 8% (Mc Fadden).

RESULTS

This section contains the findings of the research. First of all, the life skills level of the pre-
service teachers and then the results of the model established with the relevant independent variables
are presented. The LS level of the PTs, which is the problem situation of the research, is presented in
Table 2 below.

Table 2. LS level of PTs

N X Med Mod K, Bg Sd
LS level *x487 1(355%5 106.66  105.55 853 -536 17.19

**Since the ordinal logistic regression model created a model with independent variables, 62 data belonging to the dependent
variable are not included in the analysis of the model. However, data for the dependent variable are presented here, regardless
of the model. Therefore, the number of participants is 487.

According to Table 2, the LS level of 487 PTs was 105.55 as the average of the total score.
When examined out of 5, this value is 3.51. The ordinal logistic regression analysis, which shows
whether the LS level of PTs is predicted by the independent variables and the above assumptions are
met, is presented in Table 3 below.

Table 3. Examining the significance of the parameters of the model

Variables Predictions  Std. Wald sd p 8
Error €
Dependent variable
Threshold LS level (1) -2.271 494 21,115 1  .000 -
LS level (2) 248 479 .268 1 .605 -
Location  Independent variables
Gender (1) .031 227 .019 1 .890 -
Gender (2) 02 . . 0 . -
The state of approaching problems with new ideas (1) -.341 .322 1125 1  .289 -
The state of approaching problems with new ideas 02 0 i
(&3]
Ability to solve problems encountered (1) 1.190 .204 33911 1 .000 3.28
Ability to solve problems encountered (2) 02 . . 0 . -
Success in classes (1) -.224 .230 .948 1 .330 -
Success in classes (2) 02 . . 0 . -
The state of being open to criticism (1) -.896 .267 11261 1 .001 0.80
The state of being open to criticism (2) 02 . . 0 . -
Timely attendance at classes (1) -.831 .293 8.055 1 .005 0.43
Timely attendance at classes (2) 02 0 -

Link function: Logit
The odds ratio was obtained by taking the “e epicenter ” of the Wald statistics. The reason for this is to be able to comment on
the model. In addition, in the process of taking the e epicenter, e is constant, and its value is equal to 2.718 (Cokluk, 2010).

According to Table 3, it is seen that three values are significant. These values (p) are written in
bold. Reference categories are written in italics in the independent variables section of the table. If the
odds ratio is greater than 1, it indicates an increase rate, and if it is less than 1, it indicates a decrease
(Field, 2009).

When the three significant values are interpreted according to the odds ratio (e ¥):

e The LS level of the PTs who think that they can solve the problems they encounter at a
high/very high level is 3.28 times higher than the middle/low group.
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e The level of LS in the group that says they are open to criticism is 0.80 times higher
than the group that says they are not open to criticism.

e The LS level of the group who stated that they attended their classes on time was 0.43
times higher than the group that stated that they did not attend their classes on time.

DISCUSSION and CONCLUSION

In this section, the results of the research are discussed in line with the literature. Then,
suggestions for improving the life skills of PTs are given.

The LS level of the PTs was found to be 3.51 out of 5. Kurtdede and Yildirim (2018) examined
the LS of PTs in their research and concluded that they had positive opinions. In the research conducted
by Chauhan (2016), it was concluded that LS education was effective in the education of PTs and that
LS programs should be included in the teacher education curriculum. Most students consider LS
education and moral character important and have concluded that the current curriculum is not sufficient
to provide LS (Shek, et. al., 2020). Teachers emphasize that simplifying the curriculum is not enough
for students to acquire LS, and that schools need economic support for this (Ozdemir, 2015). According
to the research results of Deveci, vd. (2018), they reached the conclusion that communication, decision-
making and analytical thinking skills were given a lot of space in science curricula, but that not enough
information was given about entrepreneurship, teamwork, and creative thinking.

When the research results on teachers’ LS are examined, Karal (2019) stated that teachers did
not have enough knowledge about LS, they mostly focused on the development of analytical LS, and
they used LS randomly, not consciously and programmatically. In general, classroom teachers’ LS are
at a high level (Boysak, 2020). In Giile¢’s (2020) study, it was stated that LS were found in the sub-
dimensions of decision-making and problem-solving skills at the highest level, and in the dimension of
coping with emotions and stress at the lowest level. It was determined that the highest level of the
educational values sub-dimensions was in the individual value sub-dimension, while the lowest level
was in the social value sub-dimension.

When the results of the research are evaluated with the findings of the literature, it is seen that
the PTs are successful in managing their own emotions and coping with stress. In addition, it can be
stated that they are related to activities, they can develop problem-solving skills, evaluate events
analytically and are successful in communication.

In this study, the level of LS of students who think they can solve problems at a high/very high
level is 3.28 times higher than the group with a medium/low level. The LS level of the PTs who think
that they are open to criticism is 0.80 times higher than the group that thinks they are not open to
criticism. PTs who think critically approach educational materials more carefully and effectively, ask
more challenging questions, and participate more in the learning process (Murawski, 2014). Durmus
and Okanli (2018) found that there was a significant relationship between university students’ problem-
solving skills and psychological resilience, which is a LS. Altungekic, et al., (2005) concluded that there
was a high level of correlation between PTs’ problem-solving skills and their self-efficacy belief levels.
Toharudin (2017) stated that there was no strong relationship between problem-solving skills and critical
thinking skills, which are included in LS. In addition, there was a significant and negative relationship
between PTs’ LS and risk-taking behaviors, critical thinking, decision making, empathy, coping with
emotions, self-awareness and coping with stress. A significant relationship was found between LS and
creative thinking skills (Bolat & Korkmaz, 2021). It was concluded that the communication and
interpersonal relations skills of PTs were at the highest level, and the skills of coping with emotions and
stress were at the lowest level (Kasapoglu & Didin, 2019).

The LS level of the group who stated that they attended their classes on time is 0.43 times higher
than the group who stated that that did not attend on time. Attending the class on time can bring along
the right planning of time. Yiicel and Kanyilmaz (2018) concluded that seven out of nine classroom
teachers did not plan to acquire LS. Some independent variables such as academic success and seniority
provide a higher level of LS in classroom teachers (Boysak, 2020). Planning the time correctly can also
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be considered as a LS, because students with time management skills can use their time more effectively
socially, culturally and academically (Eranil & Ozcan, 2018).

When the results of the research are evaluated with the findings of the literature, it can be stated
that the PTs’ ability to solve problems and be open to criticism also increases their LS. It can be stated
that the PTs who can manage their time, have academic interest and are responsible have high LS. In
this context, the following suggestions can be offered regarding LS:

e The curricula of PTs can be structured with emphasis on problem solving and critical
thinking.

e |t can be ensured that PTs are directed to social and academic studies in order to be
trained as responsible teachers.

e It can be ensured that PTs receive creative drama training in education faculties. Thus,
in-class activities can be supported with examples from daily life.

e The life skills of teacher candidates can be determined when they start the faculty. Thus,
a planning can be made according to their level in order to increase the life skills of the
students.

e Awareness of faculty members about life skills can be improved. Thus, a more effective
way can be taken in the development of teacher candidates.

LIMITATION of the RESEARCH

This research is limited to the data obtained from PTs and the scale, which is a quantitative data
collection tool. Research findings are limited only to prospective teachers at a state university. It can be
supported by qualitative studies.
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Ozet

Ogretmen adaylarinin yasam becerileri diizeyinin saptanmasi ve yordayici degiskenler tarafindan da
yordanilma diizeylerinin incelenmesi aragtirmanm amacini olusturmaktadir. Bu amag¢ dogrultusunda,
Ogretmen adaylarmin yasam becerileri diizeyi saptanmis ve bu diizeyin bagimsiz degiskenler tarafindan
anlaml1 bir sekilde yordanip yordanmadigi incelenmistir. Bu arastirma nicel bir ¢alisma olup tarama
modelindedir. Arastirmanin ¢aligma grubunu 425 6gretmen adayi olusturmaktadir. Arastirmada yagam
becerileri 6l¢egi kullanilmistir ve uyum iyiligi indeks degerleri incelenmistir. Verilerin analizinde sirali
lojistik regresyon analizi kullanilmistir ve analizin modeli kurularak varsayimlari saglayip saglamadigi
incelenmigtir. Arastirma sonuglarma gore, egitim fakiiltesi 6grencilerinin yagam becerileri diizeyi 5
{izerinden 3.51°dir. Ogrencilerin karsilastig1 sorunlar1 yiiksek/gok yiiksek diizeyde ¢ozebildigini diisiinen
ogrencilerin yasam becerileri diizeyi orta/diisiik olan gruba gore 3,28 kat daha yiiksektir. Elestiriye agik
oldugunu séyleyen grubunda yasam becerileri diizeyi elestiriye agik olmayan gruba goére 0,80 kat daha
yiiksektir. Derslerine zamaninda katildigini ifade eden grubun zamaninda katilmayan gruba gore yasam
becerileri dlizeyi 0,43 kat daha yiiksek olarak bulunmustur.

Anahtar kelimeler: Yasam becerileri; yasam becerileri yonetimi; 6gretmen adaylari; sirali lojistik
regresyon

GIRiS

Geemis yillardaki insanlarin sahip olduklar1 beceriler ile 21. yilizyil insanin sahip oldugu
beceriler arasinda 6nemli farkliliklar vardir. Ornegin; ilk insanlar avlanmak, barmmak ve dogada hayatta
kalabilmek icin birtakim beceriler gelistirmistir. Ancak diinya ¢apinda olan gelismeler zamanla
degisiklik gosterdigi icin insanlarin da sahip olmasi gereken beceriler ilk insanlarin ihtiya¢ duydugu
becerilerden oldukca farklilasmustir.

Peki, yeni bin yilda yetistirilecek olan insanin hangi becerilere sahip olmasi gerekir? Bu sorunun
cevaplanabilmesi ¢cok kolay degildir ¢iinkii felsefenin disiplin alanlarindan biri olan egitim felsefesinde
“Nasil bir insan yetistirmek istiyoruz?” sorusunun cevaplari ¢ok uzun bir siiredir tartisila gelmektedir
(Arslan, 2018; Clicen 2018). Ancak bu cevaplar kismen de olsa, bizi 21. yiizyilin ihtiyag duydugu insan
modeline dogru gétiirebilir. Ozellikle cagdas egitim kuramlarmndan biri olan yeniden insaciliga
(reconstructionism) gore insanligin sahip oldugu temel degerler yeniden yorumlanarak blyuk toplumsal
bunalimlar agilmahdir (Arslan, 2018). Bu kapsamda OECD’e (2018) gore, kapsayici ve siirdiiriilebilir
bir gelecekten yararlanmak i¢in bireylerin bilgi, beceri, tutum ve degerlerinin gelistirilmesinde egitim
onemli bir rol oynamaktadir. Acik ve amaca yonelik model olusturmak i¢in 6grenmek, baskalarryla
birlikte calismak, firsatlar bulmak ve sorunlara ¢oziim iiretmek gelecek yillardaki gereklilikler olacaktir.
21. yiizyilin insanlarin sahip olmasi gereken becerilerden biri de yasam becerileri olarak bu noktada
karsimiza ¢ikmaktadir. Yasam becerileri egitimi bireylerin hayatlarina destek olan diisiinme becerilerini
kullanabilme, etkili iletisim kurma, saglikli iligkiler kurma, kendini bagkalarimin yerine koyma ve
hayatlarmi yonetme becerilerini hesaba katar (Prajapati, vd., 2017).

Yasam becerileri egitimi temel olarak 21. yiizyil ¢aginda insanlarm giinliik yasamlarinda
karsilastiklar1 ¢esitli sorunlarin iistesinden gelebilmek icin insan kaynaginin niteligini gelistirmeyi
amaglamaktadir (Prasetyo, vd., 2021). Ogretmen niteliginin gelistirilmesi ve ogretmenlerin yasam
becerilerine sahip olmasi yasam becerilerini 6grencilerine kazandirmalarinda kritik role sahiptir. Kizi
ve Ugli’ye (2020) gore, giiniimiizde 6gretim, her 6gretmenin sahip olmasi gereken kendine 6zgu stiller,
teknikler ve yaklasimlar gerektirir. Diinyanin her yerinde egitim sisteminde ve toplumlarda pek ¢ok
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degisim yasanmakta ve bu degisimler ¢cocuklara algisal olarak d6gretmeyi de etkilemektedir. Bu nedenle
etkili bir sinif olusturabilmek i¢in 6gretmenlerin pek ¢ok roll Gstlenmesi gerekmektedir.

Insan yetistirmek gibi énemli bir gérevi olan 6gretmenler yeni yiizyilin becerilerine sahip
olmalidir ki bu becerileri 6grencilerine de aktarabilsinler. Jayachithra’ya (2020) goére, 0gretmenler
smiftayken her giin pek cok sapka takarlar: organizatdr, egitmen, konusmaci, sovmen ve bazen
anlasmazliklar1 ¢bzen bir uzman olurlar. Bdylece bir 06gretim performansinin veya &gretim
yontemlerinin kalitesi, yagsam becerilerinin kalitesiyle artirilacaktir. Bir 6gretmen herhangi bir kavram
sinifa agiklayamazsa, sinif basarisiz olabilir ve bu durum bir 6gretmenin asla istemedigi seydir. Bunun
icin yasam becerilerine sahip olmak her 6gretmen i¢in 6nemlidir.

Ogretmenlerin heniiz aday 6gretmenken yasam becerilerinin ne kadarina sahip olduklar1 ve
yasam becerilerinin onlarin sorunlara bakis agilari, fikirlere yaklasimlar: ve akademik basari algilarina

gore nasil degistigi arastirmaya degerdir. Bu aragtirma, heniiz aday 6gretmen olan fakiilte 6grencilerinin
yasam becerilerine ne kadar sahip olduklarina odaklanmustir.

Yasam Becerileri

Saglikli yasam igin, bes temel yasam becerileri; stresle ve duygularla basa ¢ikma, karar verme
ve problem ¢dzme, 6z farkindalik ve empati, iletisim ve kisilerarasi iletisim, yaratici ve elestirel
diistinmedir (WHO, 1997). Bu bes temel yasam becerisi detaylandirildiginda, ¢atigmalarla basa ¢ikma,
otoriteyle miicadele, problem ¢6zme, arkadaslik ve iligkiler kurma ve siirdiirme, isbirligi, 6z-farkindalik,
yaratici dislinme, karar verme, elestirel diisinme, stresle miicadele etme, miizakere, degerlerin
belirlenmesi, baskiya direnme, hayal kiriklig1 ile basa ¢ikma, gelecegi planlama, empati, duygulari
yoOnetme, atilganlik, dinleme, saygi duyma, hosgorii, giiven, paylasma, sempati, merhamet, sosyallik,
benlik saygis1 becerileri olarak tanimlanmaktadir (WHO, 1999).

UNESCO (2013) yasam becerilerinin saglikli bir hayat yasanabilmesi i¢in ihtiya¢ duyulan
beceri ve bilgilerden oldugunu ve bu fiziksel, duygusal ve zihinsel olarak saglikli olma anlamina
geldigini ifade etmektedir. Bagka bir ifade ile Kennedy, vd., (2014) gore yasam becerileri bireyin kendi
hayatini slirdiirebilme ve zenginlestirme becerisi olarak tanimlanmaktadir. Prajapati, Sharma ve Sharma,
(2017) yasam becerilerini li¢ kategoriye ayirmustir. Birincisi diisiinme becerileridir: Diisiinme becerileri,
analitik beceriyi kullanarak, yaratici ve elestirel diislinerek ve problem ¢6zme ve karar alma becerisini
saglayarak beynin mantik kismini gelistirir. ikincisi sosyal becerilerdir: Sosyal beceriler kisiler arasi
becerileri, iletisim becerilerini, liderlik becerilerini, yonetim becerilerini, hakkini savunma becerileri, is
birligi ve takim olusturma becerilerini kapsar. Ugiinciisii ise duygusal becerilerdir: Duygusal beceriler,
kisinin kendini tanimasini rahat olmasim kapsar. Boylece, kendini yonetme, duygulari, hisleri, stresi
yoOnetmeyi ve akran ve aile baskisina direnmeyi kapsar.

Yasam becerileri, egitim siirecinin bir parcast olarak goriilmeli ve uygulamalar1 miifredat ve
Ogretme siirecinde paylasilmalidir (Vicary, vd., 2006). Ciinkii 6gretmenler i¢in yasam becerileri egitimi,
psikososyal yeterlikleri ve kisilerarasi becerileri gelistirmek i¢in ¢ok 6nemlidir ve bilin¢li kararlar
vermelerine, problem ¢6zmelerine, elestirel diisiinmelerine, etkili iletisim kurmalarina, saglikli iligkiler
kurmalarina ve hayatlarin1 saglikli ve tiretken bir sekilde yonetmelerine yardimci olur (Amutha ve
Ramganesh, 2013). Jayachithra’ya (2020) gore yasam becerileri, herkesin sahip olmasi gereken ¢ok
onemli bir yetkinliktir. Yalnizca Ogretmenler aracilifiyla Ogrencilere aktarilabilir. Bu ylizden
Ogretmenlerin yasam becerilerine asina olmalar1 giiniin ihtiyacidir.

Ogretmen Adaylarinin Yasam Becerileri

Ogretmenler kaliteli dgretmenler yetistirmekle sorumludur. Kalite siirecleri, 6grenme-6gretme
ve ders organizasyonu gibi egitimin 'temel' yonlerine odaklanma egilimindedir. Diger bir deyisle
Ogretmen egitimcilerinin teorik cergeveyi, uygulamali dersleri ve yasam becerileri gelistirme programini
diizenleme bigimleri gelecegin 6gretmenlerini etkilemektedir (Amutha ve Ramganesh, 2013).

Yasam becerilerinin 6grencilere kazandirilmasi i¢in 6gretmen adaylarmin yasam becerilerine
ne diizeyde sahip oldugu ve bu beceriyi etkileyen durumlarin saptanmasimnin 6nemli oldugu
diistiniilmektedir. Ciinkii Aparna ve Raakhee’e (2011) gore, yasam becerileri egitimi 6grencilerin daha
anlamli bir hayat olusturmalar1 i¢in saglikli tercihlerde bulunmalarina katki saglayacak degerleri kapsar.
Yasam becerileri 6grencilerin kendilerini anlamalarin1 ve becerilerini ve yeteneklerini tanimalarm
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saglar. Ayrica bunun yaninda insanlarla iletigim kurabilmeyi, g¢evresine uyum saglamayr ve
sorumlulugunu alabilecegi kararlar vermesine yardim eder.

Yasam becerilerinin kiiltiirel degerlerin aktarilmasinda da rolii oldugu ifade edilebilir ¢iinkii
Tran, vd.’e (2021) gbre yasam becerileri, yasayan degerlerden etkilenir. Ayrica yasam becerileri
ortaggretim Ogrencilerine; 0z-saygi, sosyal beceriler ve hosgdrii kazandirmanin yaninda o6zel
durumlarda nasil davranilabilecegi becerisini de kazandirir (Munsi, vd., 2014). Okul programi ile
biitiinlestirilen yasam becerileri egitimi Ogrencilerin akil sagligimi gelistirir, uyum becerilerinin
kazanilmasini saglar, zorluklarla yiizlesmesine destek olur, topluma ve diinyaya katki saglamasim
gugclendirir (Kumar, 2017).

Ogretmen adaylarimin yasam becerilerine sahip olma diizeyleri onlarin gelecekte etkili bir
Ogretmen olup olamayacaklar1 konusunda 11k tutabilir. 21. yiizy1l 6gretmenlerinden ve &gretmen
adaylarindan beklenen 6zellikler incelendiginde yasam becerilerinin énemli bir paya sahip oldugu
goriilmektedir (MEB, 2017; MEB, 2018). Alanyazin incelendiginde 6gretmen adaylarinin yasam
becerilerini onlarin sorunlara bakis acilari, fikirlere yaklasimlar: ve akademik basar1 algilari agisindan
inceleyen caligmalara rastlanilamamistir. Bu arastirmanin amaci 6gretmen adaylarinin yasam becerileri
diizeyini incelemektir.

YONTEM

Arastirmanin Modeli ve Calisma Grubu

Bu aragtirma tarama modelinde bir aragtirmadir. Tarama modelleri ile kiigiik bir gurup
(6rneklem) arastirilir ve bu 6rneklem tizerinden biyuk bir grubun bilgisi elde edilir (Leedy ve Ormrod,
2005). Bu arastirma ile de bir devlet liniversitesindeki grenim goren 425 &gretmen adayr galigma
grubunu olusturmaktadir. Arastirmanin amacina hizmet eden ¢alisma grubuna ait bilgiler asagida Tablo
1’de yer almaktadir.

Tablo 1. Bagimsiz degiskenlere iliskin betimsel bilgiler

Bagimsiz Degiskenler Kategoriler f %
Cinsiyet Kadn 331 77.9
Erkek 94 22.1
Sorunlara yeni fikirlerle Evet 382 89.9
yaklasabiliyor musunuz? Hayir 43 10.1
Karsilastiginiz sorunlari Orta/Diistik 186 43.8
¢cozme dlzeyiniz nedir? Yiksek/Cok yiiksek 239 56.2
Derslerinizde basarili Evet 323 76
mismniz? Hayir 102 24
Elestiriye agik misimiz? g;/;tr 3&1 ?g?
Derslerinize zamaninda Evet 369 86.8
katiliyor musunuz? Hayir 56 13.2
Toplam 425

*62 adet kaywp veri (katilimcilarin isaretlemedikleri) vardir. Bu veriler harig tutularak bagim degiskenlere ait betimsel bilgiler
sunulmugtur.

Tablo 1’e gore arastirmaya katilan &gretmen adaylarimn g¢ogunlugu erkektir. Ogretmen
adaylarinin ¢ogunlugu kendilerini akademik olarak basarili algilamaktadir ve yeni fikirler, sorunlar
konusunda da kendileri i¢in olumlu bir algiya sahiptir.

Veri Toplama Araci

Aragtirmada “yasam becerileri 6l¢egi” kullanilmistir. Arastirmada kullanilan bes boyutlu ve 30
maddeden olusan “yasam becerileri 6lgegi” Bolat ve Balaman (2017) tarafindan gelistirilmistir. Olgek
5°1i likert tipindedir. Ayrica arastirmada kullamlan bagimsiz degiskenlerin belirlenmesinde de uzman
goriisleri almmustir. Olgegin yap1 gecerligine iliskin (KMO) degeri .94, Bartlett’s sonuclar1 6131.808
(p<.000) olarak bulunmustur. Bu sonuglar faktor analizi varsayimlarinin saglandigini ve bes faktorlii
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Olgegin toplam varyansin %53,87’sini agikladigi gostermektedir. (o =.92) olarak da Cronbach alfa
katsay1 degeri bulunmustur.

Bu arastirma i¢in dogrulayici faktor analizleri test edilmistir. Bu aragtirmamn dogrulayici faktor
analizi (DFA) sonuglari incelendiginde uyum iyiligi indeksleri, X*1062.98, df 395, X%df 2.69, SRMR
.05, NNFI .96, CFI .97, GFI .87, AGFI .85, RMSEA .059. Buna gore, (X%sd) 2.69 sonucu milkemmel
uyum olduguna isaret etmektedir. (Kline, 2005). Diger uyum iyiligi indeksleri incelendiginde de;
SRMR (iyi bir uyum), NNFI ve CFI (mukemmel uyum), GFI ve AGFI (zayif bir uyum), RMSEA (iyi
bir uyum) birlikte degerlendirildiginde (Cokluk, Sekercioglu ve Biiyiikoztiirk, 2016) 6lgegin gegerli ve
glivenilir oldugu sdylenebilir.

Verilerin Analizi

Verilerin analizinde ¢aligma grubunda yer alan Ggrencilere ait betimsel istatistikler, frekans
analizleri ve sirali lojistik regresyon analizi kullamlmistir. Kategorik olarak sirali 6zellik gosteren
bagimli degisken i¢in tek analiz yontemi sirali lojistik regresyon modelidir. Kayri, vd., (2012) gore
ordinal lojistik regresyon tekniginin 6énemli 6zelliklerinden biri, yordanan ve yordayici degiskenlerin
kategorik seviyelerini dikkate almasidir ve o6zellikle yordayici degiskenlerin yordanan degisken
tizerindeki etkilerini alt seviyeler seklinde incelemesidir. Boylece parametre anlamliliklarini test etmek
icin, bagimsiz degiskenlerin her bir kategoride dagilimlarimi incelemede Wald testi kullanilmistir. Farkl
sozde R? degerleri incelenerek Cox ve Snell, Nagelkerke ve Mc Fadden testleri ile de uyum iyiligine
bakilmustir.

Etik ve Arastirmacinin Rolii

Arastirmaci, ¢alismay1 APA ve COPE etik ilkelerine uygun olarak yiiriitmiistiir. Arastirmaci,
arastrmanin tasarimindan yiriitilmesine kadar tiim siiregte tek basina yer almustir. Tek yazarl bir
calisma oldugu i¢in yazarlar arasinda anlasmazlik yoktur.

Modelinin Varsayimlarinin Test Edilmesi

Sirali lojistik regresyon modelinin kullanilabilmesi i¢in birtakim varsayimlarin saglanmasi
gerekmektedir. Modelin varsayimlari sagladigina dair istatistiksel bilgilere bu baslikta yer verilmistir.

Varsayim 1

Sirali lojistik regresyon analizi igin arastirmada BIC (Schwarz’s Bayesian Information
Criterion) veya AIC (Akaike’s Information Criterion) bilgi kriterleri en elverisli kiime sayisinin
otomatik olarak belirlenmesinde kullanilir (Schieopu, 2010: 66-75; akt Giray, 2016). Bu arastirmada
ise, BIC yontemi kullanilarak bagimli degisken kategorilere ayrilmistir. Asagida Sekil 1°de BIC
sonuclar1 sunulmustur.

Model Summary

Algorithm TwoStep

Input Features 1

Clusters 3

Cluster Quality

Poor Good

T T T
-1.0 -0.5 0.0 0.5 1.0
Silhouette measure of cohesion and separation

Sekil 1: Bagiml degiskenin BIC (Schwarz’s Bayesian Information Criterion) sonuglar1
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Sekil 1’e BIC testi sonucunda arastirmanin bagimli degiskenin 3 kategoriye ayrilmas1 gerektigi
goriilmektedir. Bu kategoriler; diisiik, orta ve yiiksek seklinde siralanmaktadir. Buna gore birinci kiime
yiiksek olarak tammlanmustir (f 145, %29.8), ikinci kiime orta olarak tammlanmustir (f 238, %48.9),
tiglincli kilme diigiik olarak tanimlanmustir (f 104, %21.4). Ancak sirali lojistik regresyon modelinin
analizlerinin ger¢eklestirilmesinde bagimli degisken, bagimsiz degiskenler ile analize girmektedir ve bu
aragtirmada 62 adet kayip veriye rastlanmigtir. Baska bir ifade ile analiz tiirliniin yapisindan dolay1
otomatik olarak 62 veri isleme alinmamistir. Sonu¢ olarak bagimli ve bagimsiz degiskenlerin
etkilesimde olduklar1 yeni bir kiimele sonucu ortaya ¢ikmistir. Buna goére yeni grup yuksek (f=137,
%32,2), orta (f=207, %48,7) ve diisiik (f=81, % 19.1) seklindedir.

Varsayim 2

Bagimli ve bagimsiz degiskenler arasinda uyum olmasi gerekmektedir. Model uyum bilgilerine
gore intercept only (-2LL=269.446), final (-2LL=196.938), X?= 72.508, df=6 ve p= .000 olarak
bulunmustur. Bu sonuca gore bagimsiz degiskenler olmaksizin ve bagimsiz degiskenler dahil edilerek
kurulan modele dair ortaya ¢ikan farka bakilmustir. Burada -2 log likelihood (-2LL) ve X? degerlerine
bakilmaktadir. Modelde hem bagimsiz degiskenlerin oldugu hem de olmadigi iki durum test edildiginde
iki model arasinda anlamli bir fark olmadigindan (X?=269.446-196.938=72.508, p=.000) model uyum
saglamaktadir.

Varsayim 3

Varsayim 1 grubunda yer alan kategorilerin sayisinda ve birikimli olasilik degerlerinde ani
degisim olmadig1 goriilmistir. Bundan dolayr uygun baglanti link fonksiyonu tiirii olarak logit
secilmistir. Secilen fonksiyonun uygunlugu Ki-Kare model uygunlukla test edilmistir. Buna gore Ki-
Kare model uygunluk test sonuglari: Pearson (X?= 81.551, s.d= 80 ve p=.431), Deviance (X?*= 90.786,
s.d= 80 ve p=.192) olarak bulunmustur. Modelin verilerle uyum i¢inde oldugunu belirten Ho hipotezi
(model verileri itibariyle uygundur) kabul edilebilir ¢iinkii Sekil 1’e goére sirali lojistik regresyon
modelinde logit baglantisinin kullanilmasinin uygun oldugu gériilmektedir (p=0.431> .05). Bundan
sonraki tiim islemler baglant1 fonksiyonu logit tizerinden gergeklestirilmistir.

Varsayim 4

Varsayim 1’de olusturulan bagimli degisken gruplarmin regresyon Kkatsayilarmin {ig
kategorisinde de ayn1 olup olmadig1 Ki-kare testi ile incelenmistir. Buna gore paralel egriler testinde
yokluk hipotezi (-2LL=196.938), genel (-2LL=186.826), X?= 10.112, df=6 ve p= .020 olarak
bulunmustur. Bu sonuca gore regresyon katsayilarinin, bagimli degiskenin ii¢ kategorisinde de (diistik,
orta, yiiksek) ayni oldugunu ve paralel egriler varsayimini sagladigi gostermektedir (p>.05) ve Ho
(parametre tahminleri ayni kesme noktasindan geger) hipotezi kabul edilebilir.

Varsayim 5

Bagimli degisken ile ilgili varsayimlarin saglanmasindan sonra, bagimsiz degiskenlere yonelik
varsayimlarin da saglanmasi1 gerekmektedir. Bu baglamda, amaca hizmet etmeyecek bagimsiz
degiskenlerin analiz dis1 tutulmasi1 gerekmektedir. Eger uygun olmayan degiskenler modelde yer alirsa
bu durum modeli karmasik hale getirebilir ve modelin yorumlanmasini zorlastirabilir. Bu degiskenlerin
bagimli degisken tizerinde etkisi varmig gibi yanlis izlenime neden olabilir (Baydemir, 2014, s. 32). Bu
kapsamda bagimsiz degiskenler arasinda coklu baglantilik varsayimi sonuclar1 incelendiginde: 1)
cinsiyet (tolerans=.989, VIF=1.011), ii) Sorunlara yeni fikirlerle yaklasabiliyor musunuz?
(tolerans=.935, VIF=1.011), iii) Karsilastiginiz sorunlari ¢6zme diizeyiniz nedir? (tolerans=.928,
VIF=1.077), iv) Derslerinizde basarili misiniz? (tolerans=.908, VIF=1.001), v) Elestiriye agik misimz?
(tolerans=.989, VIF=1.011), vi) Derslerinize zamaninda katiliyor musunuz? (tolerans=.913, VIF=1.096)
olarak bulunmustur.

Tolerans ve varyans artis degerleri ¢coklu baglanti probleminin yordayici degiskenler arasinda
olup olmadigmi test etmektedir. Buna gore, tolerans degerinin 0.2 nin iistiinde olmas1 durumda ve VIF
degerinin 10’un altinda olmas1 sonucunda ¢oklu baglanti problemi yoktur (Field, 2009). Bu arastirmanin
degerlerine gore ¢oklu baglanti problemi olmadig1 goriilmektedir. Sonug olarak incelenen varsayimlar
sonucunda, verilerin sirali lojistik regresyon modeli analize uygun sartlar1 sagladig: sdylenebilir.
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Varsayimlarin Degerlendirilmesi

Modelin kurulmasi i¢in yukarida ag¢iklanan varsayimlarin saglandigi goriilmektedir. Bu
baglamda modelin kiimeleme analizi sonucunda ii¢ kategoriye sahip oldugu, bagimli ve bagimsiz
degiskenler arasinda model uyumunun saglandigi, baglanti link fonksiyonu tiirii olarak secilen logit in
uyum sagladigi, bagimli degisken grubu olan ii¢ kategorinin paralel egriler uyumuna sahip oldugu ve
parametre tahminlerinin aym kesme noktasindan gectigi saptanmistir. Ayrica Tolerans ve VIF degerleri
ile bagimsiz degiskenlerin ¢oklu baglanti problemine sahip olmadigi ortaya ¢ikmustir.

Son olarak model kurulmasi sonucunda, bagimli degisken ile bagimsiz degiskenler arasindaki
iliskinin giiciinii yordamak icin sézde R? Pseudo degerleri incelendiginde Cox ve Snell (.157),
Nagelkerke (.180) ve McFadden (.083) olarak bulunmustur. Bdylece arastirmadaki bagimsiz
degiskenler bagimli degiskeni %15 (Cox ve Snell), %18 (Nagelkerke) ve %8 (Mc Fadden) oraninda
acgiklamaktadirlar.

BULGULAR

Arastirmanin problem durumu olan 6gretmen adaylarinin yasam becerileri diizeyi asagida Tablo
2’de sunulmustur.

Tablo 2. Ogretmen adaylarmin yasam becerileri diizeyi

N X Med Mod Ky Bg Ss
Yasam Beceri ag7 10995 45666 10555 853 -536 17.19
Diizeyi (3.51)

Swrali lojistik regresyonun modeli bagimsiz degiskenlerle birlikte bir model olusturdugundan dolay: bagimli degiskene ait olan
62 veriyi modelin analizine dahil etmemistir. Ancak burada modelden bagimsiz olarak bagimli degiskene ait veriler
sunulmugtur. Bundan dolay: katilimci sayist 487 dir.

Tablo 2’ye gore 487 6gretmen adaylarinin yasam becerileri diizeyi toplam puanin ortalamasi
olarak 105.55 ¢ikmustir. 5 {izerinden incelendiginde ise bu deger 3.51°dir. Ogretmen adaylarmin yasam
becerileri diizeyinin ortalama puanin bagimsiz degiskenler tarafindan yordanip yordanmadigini gésteren
ve yukarida varsayimlari saglanan sirali lojistik regresyon analizi asagida Tablo 3’te sunulmustur.

Tablo 3. Modelin parametrelerinin anlamliliklarmin incelenmesi

Degiskenler Tahminler Std. Wald sd p

Hata e’

Bagimh Degisken
Threshold  Yasam Becerileri Diizeyi (1) -2.271 494 21,115 1 .000 -

Yasam Becerileri Diizeyi (2) .248 A79 .268 1 .605 -
Location  Bagimsiz Degiskenler
Cinsiyet (1) .031 227 .019 1 .890 -
Cinsiyet (2) 02 . . 0 . -
Sorunlara yeni fikirlerle yaklasma durumu (1) -.341 322 1.125 1 .289 -
Sorunlara yeni fikirlerle yaklagsma durumu (2) 02 . . 0 . -
Karsilastigi sorunlari ¢6zebilme durumu (1) 1.190 .204 33911 1 .000 3.28
Karsilagtigi sorunlar ¢ozebilme durumu (2) 02 . . 0 . -
Derslerinde basarili olma durumu (1) -.224 .230 .948 1 .330 -
Derslerinde basarili olma durumu (2) 02 . . 0 . -
Elestiriye a¢ik olma durumu (1) -.896 267 11.261 1 .001 0.80
Elestiriye acik olma durumu (2) 02 . . 0 . -
Derslere zamaninda katilma durumu (1) -.831 .293 8.055 1 .005 0.43
Derslere zamaninda katilma durumu (2) 02 0 -

Baglanti fonksiyonu: Logit
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Wald istatistiginin “e iissii” alinarak odds oram elde edilmistir. Bunun nedeni ise model hakkinda yorum
yvapilabilmektir. Ayrica E iissii alinmast isleminde e sabittir ve degeri 2.718 e esittir (Cokluk, 2010).

Tablo 3’e gore li¢ degerin anlaml ¢iktigi goriilmektedir. Bu degerler (p) kalin (koyu) olarak
yazilmigtir. Referans kategoriler ise tabloda bagimsiz degiskenler kisminda italik olarak yazilmustir.
Odds oranimin 1’den biiyiik olmasi artma orani oldugunu 1°den kii¢iik olmasi azalma olduguna isaret
etmektedir (Field, 2009).

Anlamli ¢ikan ii¢ deger odds oranina gore (e ?) yorumlandiginda:

e Karsilastigi sorunlar1 yiiksek/¢cok yiiksek diizeyde ¢ozebildigini diisiinen 6grencilerin
yasam becerileri diizeyi, orta/diisiik olan gruba gore 3,28 kat daha yiiksektir.

e FElestiriye agik oldugunu soyleyen grubunda yasam becerileri diizeyi, elestiriye agik
olmayan gruba gore 0,80 kat daha yuksektir.

e Derslerine zamaninda katildigini ifade eden grubun zamaninda katilmayan gruba gore
yasam becerileri diizeyi, 0,43 kat daha yiiksek olarak bulunmustur.

TARTISMA ve SONUC

Bu arastirmada, yasam becerileri diizeyi Ogretmen adaylarinin 5 tizerinden 3,51 olarak
bulunmustur. Kurtdede ve Yildirim (2018) arastirmasinda 6gretmen adaylarmin yasam becerilerini
incelemisler ve olumlu goriislere sahip oldugu sonucuna ulagsmiglardir. Chauhan’mn (2016) yaptigi
arastrmada yasam becerileri egitiminin 6gretmen adaylarinin egitiminde etkili oldugu ve yasam
becerileri programlarinin 6gretmen egitimi miifredatinda olmasi gerektigi sonucuna ulagmstir. Cogu
Ogrenci yasam becerileri egitimini ve ahlaki karakteri Onemli gormekte ve mevcut Ogretim
programlarinin yasam becerilerini kazandirmada yeterli olamadig1 sonuglarina ulagsmislardir (Shek, vd.,
2020). Ogretmenler, 6grencilerin yasam becerileri kazanmasi igin 6gretim programinin sadelesmesinin
yeterli olmadigimi, bunun i¢in okullarin ekonomik destege gereksinimi oldugu vurgulanmaktadir
(Ozdemir, 2015). Deveci, vd. nin (2018) arastirma sonucuna gore fen bilimleri gretim programlarinda
iletisim kurma, karar verme ve analitik diislinme becerilerine fazlaca yer verildigi ancak girisimcilik,
takim ¢alismasi ve yaratici diisiinmeye yeteri kadar ver verilmedigine ulagmslardir.

Ogretmenlerin yasam becerilerine yonelik arastirma sonuclari incelendiginde, Karal (2019),
Ogretmenlerin yasam becerileri hakkinda yeterli bilgiye sahip olmadiklari, en fazla analitik yasam
becerilerinin gelistirilmesi {izerinde durduklari, yasam becerilerini bilingli ve programli olarak degil,
tesadiifen kullandiklarini belirtmektedir. Genel olarak simif 6gretmenlerinin yasam becerileri yiiksek
diizeydedir (Boysak, 2020). Giile¢’in (2020) arastirmasinda da yasam becerilerinin alt boyutlardaki en
yiiksek diizey karar verme ve problem ¢dzme becerilerine, en diisiik diizeyde duygularla ve stresle basa
cikma boyutunda oldugu belirtilmistir. Egitsel degerler alt boyutlarna iliskin en yiliksek diizey bireysel
deger, en diisiik diizeyde ise sosyal deger alt boyutunda oldugu tespit edilmistir.

Aragtirma sonucu alanyazin bulgular ile degerlendirildiginde, 6gretmen adaylarimin kendi
duygularimi yonetmede ve stresle basa ¢ikmada basarili olduklari, aktivitelerle ilgili olduklari, problem
¢ozme becerileri gelistirebildikleri, olaylar1 analitik degerlendirebildikleri ve iletisimde basarili
olduklari ifade edilebilir.

Bu arastirmada, sorunlari yiiksek/cok yiiksek diizeyde ¢6zebildigini diisiinen 6grencilerin yagam
becerileri diizeyi orta/diisiik olan gruba gére 3,28 kat daha yiiksektir. Ogretmen adaylarindan elestiriye
acik oldugunu sdyleyen grubunda yasam becerileri diizeyi elestiriye agik olmayan gruba gore 0,80 kat
daha yiiksektir. Elestirel diisiinen 6grenciler egitim materyallerine karsi daha dikkatli ve etkili yaklagir,
daha zorlayici sorular sorar ve 6grenme siirecine daha yogun katilim gostermektedir (Murawski, 2014).
Durmus ve Okanli (2018), iiniversite 6grencilerinin problem ¢ézme becerileri ile bir yasam becerileri
olan psikolojik dayaniklilik arasinda anlamli iligki oldugunu bulmustur. Altuncekic, vd., (2005),
Ogretmen adaylarinin problem ¢ozme becerileri ile 0z-yeterlik inang diizeyleri arasinda yiiksek diizeyde
bir iligki sonucuna ulagmiglardir. Toharudin (2017), problem ¢6zme becerisi ile yasam becerileri i¢inde
yer alan elestirel diisiinme becerisi arasinda gii¢lii bir iligki olmadigim belirtmistir. Ayrica 6gretmen
adaylarinin yasam becerileri ile risk alma davramiglari elestirel diisiinme, karar verme, empati,
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duygularla basa ¢ikma, 6z farkindalik ve stresle basa ¢ikma kisilerarasi iliskiler arasinda anlaml ve
olumsuz bir iligki vardir. Yasam becerileri ile yaratict diisiinme becerileri arasinda ise anlaml bir iligki
bulunmustur (Bolat ve Korkmaz, 2021). Okul dncesi 6gretmen adaylarmin iletisim ve kisilerarasi
iliskiler becerilerinin en iist diizeyde, duygu ve stresle bas etme becerilerinin ise en diisiik diizeyde
oldugu sonucuna varilmstir (Kasapoglu ve Didin, 2019).

Derslerine zamaninda katildigini ifade eden grubun zamaninda katilmayan gruba gére yasam
becerileri diizeyi 0,43 kat daha yiiksek olarak bulunmustur. Derse zamaninda katilmak zamanin dogru
planlanmasin1 beraberinde getirebilir. Yiicel ve Kanyillmaz’in (2018), arastirmasinda dokuz smif
Ogretmeninden yedisinin yasam becerileri kazandirmaya yoénelik planlama yapmadiklar1 sonucuna
ulagmiglardir. Akademik basar1 ve kidem gibi bazi bagimsiz degiskenler sinif 6gretmenlerinin yagam
becerilerinin daha yiiksek diizeyde olusmasim saglamaktadir (Boysak, 2020). Zaman1 dogru planlamak
da bir yasam becerileri olarak degerlendirilebilir. Ciinkii zaman yonetimi becerisine sahip dgrenciler
zamanini sosyal, kiiltiirel ve akademik olarak daha verimli kullanabilirler (Eranil ve Ozcan, 2018).

Arastirma sonucu alanyazin bulgular ile degerlendirildiginde, 6gretmen adaylarmin sorunlari
cozebilmelerinin ve elestirilere karsi agik olmalarimin yasam becerilerini de artirdigi sdylenebilir.
Zamanini yonetebilen, akademik ilgisi olan sorumluluk sahibi 0grencilerin de yasam becerilerinin
yiiksek oldugu ifade edilebilir.

Bu kapsamda su oneriler yagsam becerileri konusunda sunulabilir:

e Ogretmen adaylarinin dgretim programlari sorun ¢dzme ve elestirel diisiinme agirlikls
yapilandirilabilir.

e  Ogretmen adaylarmin sorumluluk sahibi olarak yetistirilmeleri i¢in sosyal ve akademik
caligmalara yonlendirilmeleri saglanabilir.

e Ogretmen adaylarimin egitim fakiiltelerinde yaratict drama egitimleri almalar
saglanabilir. Boylece ders i¢i aktiviteler glinliik yasam 6rnekleri ile desteklenebilir.

ARASTIRMANIN SINIRLILIGI

Bu arastirma, yasam becerileri 6l¢egi ile elde edilen nicel veriler ile sinirlidir. Arastirma
bulgular1 sadece bir devlet iniversitesinde 6grenim goren Ogretmen adaylari ile sinirhidir. Nitel
arastirmalarla desteklenebilir.

ACIKLAMA BEYANI

Bu arastirma, kamu, ticari veya kar amaci giitmeyen kurum ve kuruluslarinin herhangi birinden
0zel hibe almamustir.
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Abstract

This study aimed to determine the main motivations affecting adults' use of social media to obtain information
within the framework of the uses and gratifications theory. Among the factors motivating individuals to use social
media, the information acquisition factor was examined in the study. In this context, it was aimed to reveal the
sub-factors affecting individuals' use of social media for information acquisition. The data were collected through
a semi-structured interview form; four interviews were conducted face-to-face and one by telephone. The typical
case sampling method, one of the purposive sampling methods, was used to determine the study group in the
research. The study group consisted of five adults over 18 who use social media for information acquisition. The
results were analyzed by the content analysis method. As a result of the study, six sub-factors affecting adults' use
of social media for information acquisition were obtained. They were time-saving, convenience (accessibility in
case of need, physical accessibility), up-to-date information, diversity of information, information sharing
(interaction, content production), and flexibility (choice of personal data, time, place).
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INTRODUCTION

The progress in communication technologies develops and changes the way and scope of people's
relationships (Terence, 2017). Along with the transition from Web 1.0 to Web 2.0 in 2004,
individuals took their place in the web environment as active users rather than passive buyers. Online
platforms allowing individuals to communicate collectively and share information also emerged with
the transition to Web 2.0 technology (Vural & Bat, 2010). It can be said that the popularity of social
media increased when online applications became diversified. Carr & Hayes (2015) define social
media as internet-based, permanent, mass, and personal communication channels that facilitate
interactions without the need for education. Through social media, individuals can take their place in
the media not only as users who access media content but also as active users who can produce and
share content. While one-way communication is established through communication channels such
as print and television, social media differs from traditional media with the various opportunities it
offers (Solmaz et al., 2013). The most significant feature that sets apart this new media from
traditional media is the digitization of materials and the fact that it allows current updates.

Furthermore, the fact that it allows people to establish social ties in the environments where they
access information can be shown as another critical element that distinguishes new media from social
media (Islek, 2012). People can communicate with each other through social media and immediately
find answers to their needs and problems. According to the report of WeAreSocial, 70.8% of the
population are active social media users in Turkey. It is observed that the most used social media
platforms are YouTube, Instagram, and WhatsApp, respectively. Furthermore, WhatsApp,
Instagram, and Facebook are the most time-consuming social media and video-watching platforms
(WeAreSocial, 2021).

The features of the most preferred social media platforms can be summarized as follows. With
YouTube, the most popular social media video platform, people can create and share their videos on
these channels (Mayfield, 2008). With Instagram, photos and videos can be edited easily, and fun
sharing is provided by using filters (Kogoglu, 2020). With WhatsApp that emerged as an alternative
to SMS messages, users can send location and media-based individual or multiple messages for free
and easily (Peled et al., 2021). Through Facebook, users can communicate, socialize and obtain
information (Alzougool, 2018).

Along with the benefits that social media provides, the topic of whether people want to use social
media to meet their needs has gained ground. According to Katz (1959), it is necessary to look for
an answer to the question "What do people do with the media?" rather than the question "What does
the media do to people?" to investigate the functionality of the media. With this question, Katz (1959)
led to the emergence of the Uses and Gratifications theory. According to Katz (1959), one of the
pioneers of the theory, people have some needs of both social and psychological origin, and they
expect to satisfy these needs by using the media or different sources (Yaylagil, 2021). From the
perspective of the uses and gratifications theory, it can be observed that various studies were
conducted to determine the media use motivations of individuals. Studies revealed that individuals
consumed content to meet their information, entertainment, and mood management needs,
participated in the media by interacting with the content and other users to develop social
connections, and used the media to express themselves and realize themselves (Shao, 2009).
Bulduklu and Karacor (2019) indicated that individuals' engagement in mass communication was to
satisfy their social and individual needs, such as obtaining information, spending time, having fun,
social interaction, and communication.

What needs individuals use social media to meet has become the focus of all stakeholders who
produce content on social media (Akgay, 2011; Kdseoglu, 2012; Cemrek et al., 2014). Since social
media appeals to individuals of all age groups, studies vary to include different age groups. As a
result of the studies examining the social media use of university students as the study group within
the framework of the uses and gratifications theory, students' social media use motivations were listed
in different categories. Ucer (2016) determined that students' social media use motivations were
searching/reaching/sharing, spending time, entertainment, relaxation, expression of
thoughts/communication, ease of use/convenience, observation/surveillance, and
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admiration/appreciation. Musa et al. (2015) determined them as communication, news sharing,
investigation, expressing thoughts, maintaining a connection, collaborating, and making friends.
Cemrek et al. (2014) determined them as entertainment, social interaction, awareness, self-
expression, and contribution to social change. Barak (2018) defined them as social interaction,
surveillance, self-expression, self-presentation, and self-image. Ajimakin (2018) gathered young
people's use of social media under sociability, information, self-seeking behavior, and entertainment.
Studies show that young people primarily use social media to socialize, spend time and acquire
information. In the studies investigating why university students use social media applications, it was
observed that students used Facebook for social interaction and information acquisition, Twitter for
reaching news and expressing their thoughts, and Instagram for entertainment and spending time
(Ucer, 2016). As a result of the study conducted to determine how students used online forums and
Twitter in undergraduate education, it was concluded that the student used forums more than Twitter;
however, both tools supported the increase in learning outcomes (Dommet, 2019). As a result of
Tasan's (2018) study examining the social media use motivations of the elderly in the context of the
uses and gratifications theory, it was determined that the information acquisition factor mostly
affected the social media use motivations of the elderly. Other motivations affecting use were
socialization, interaction, and personal identity representation. Tanta et al. (2014) also studied
adolescents' reasons for social media use. They found that they socialize, communicate, discuss
school activities, arrange meetings and get information about social activities.

"Information acquisition" is one of the common factors that emerged in studies examining social
media use within the framework of the uses and gratifications theory. Although some studies examine
users' use of social media in terms of various age groups, no study examined adults' use of social
media for educational purposes from the perspective of the uses and gratifications theory. This study
was conducted to fill this gap in the literature. Therefore, it is considered that the study will contribute
to the literature and content creators who produce course and educational content for adults through
social media. Within the scope of this study examining the main motivations in the adults' use of
social media for information acquisition, the questions to be answered are as follows:

1. What are adults' social media usage preferences for information acquisition?
2. What does social media mean for adults?
3. What factors motivate adults to use social media as an educational tool?
4. Inwhich areas do adults who benefit from the information acquisition dimension of social media
use social media to receive education?
a) How do adults use social media for educational purposes?
b) Do adults prefer education created within a specific program or do they prefer short-
term education? Why?
c) How satisfied are adults with the education they receive?
METHOD

A basic qualitative research design was used in this study, which examines adults' motivations to
use social media to obtain information. According to Merriam (2009), basic qualitative research aims
to reveal how individuals make sense of their experiences and lives. Basic qualitative research
provides in-depth information about behaviors, attitudes, events, and processes in life (Crossman,
2020). Patton (2015) also mentioned that researchers prefer the basic qualitative research approach
to understand situations and interactions in a particular context. Based on this discourse, basic
qualitative research processes were used in this study to reveal adults' motivations to use social media
for information purposes. The main difference that distinguishes the research from the case study
design is that the research was conducted only with the interview technique, one of the basic
qualitative research methods. In the case study, in-depth information about one or more cases is
obtained by collecting data with more than one data collection tool (Yildirim & Simsek, 2021).

In qualitative studies, it is mentioned that trustworthiness should be rather than validity reliability
(Guba & Lincoln, 1982). Lincoln and Guba (1985) grouped credibility criteria under four main
headings: credibility, transferability, consistency, and confirmability. In this direction, to ensure the
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credibility (internal validity) of the research, all stages of the research, from the design process to the
interpretation of the data, were carried out by taking into account the basic qualitative research steps,
and all processes were confirmed by a Computer Education and Instructional Technology (CEIT)
field expert. In order to ensure its transferability (external validity), the process of conducting the
research was clearly defined step by step. In order to ensure confirmability (external reliability), all
raw data, interview recordings, audio files, and notes are kept confidential. For consistency (internal
reliability), the themes and codes obtained by subjecting the data to consistency analysis were
reviewed by the assistant researcher. In this context, the motivations of the participants participating
in the research to use social media for the purpose of obtaining information and the satisfaction they
obtained were investigated in depth.

Study Group of the Research

The study group of the research was determined by the typical case sampling method, one of the
purposeful sampling methods. Purposive sampling method is used to explain an event, phenomenon
and situations (Yildirim & Simsek, 2021). The purpose of the typical sampling method, which is a
type of purposive sampling, is to obtain information about a new situation (Patton, 1987). This study
included adults who use social media to acquire information and are older than18. The study was
conducted with five participants who met these conditions. The fact that each participant had a
varying degree of education was also taken into consideration to shed light on the participants'
reasons for acquiring information about social media. The demographic data of the participants are
presented in Table 1.

Table 1. Demographic data of the participants

Participant Age Educational Status Employment Status
P1 32 Master's Degree Employed
P2 43 High school Unemployed
P3 45 University Employed
P4 30 Master's Degree Employed
P5 45 Doctorate Employed

Data Collection Tools

The goal of qualitative research is to enable an in-depth investigation of a topic (Rubin & Rubin,
2012). As a result, the interview process took place at convenient times and locations for the
participants, allowing for a natural flow of conversation and letting them openly express their
opinions and thoughts. The data were collected using a semi-structured interview form, taking into
account the views of the CEIT field expert on the duration of the interview and the structuring of the
interview questions. Interview questions are presented at the end of the study (Appendix 1). Four
participants were interviewed face-to-face, and one was interviewed by phone. The interviews were
audio recorded with the permission of each participant.

Data Analysis

The interviews recorded in the study were transcribed and transferred to the computer
environment. The data obtained were analyzed by the content analysis method. The opinions of a
subject matter (from CEIT department) expert was also consulted to ensure the validity of the data
while categorizing the collected data. The categories were determined by the decision of the
researchers (coders) together. According to the uses and gratifications theory, individuals have needs
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and achieve satisfaction as a result of meeting these needs. The sub-factors affecting individuals' use
of social media for information acquisition, one of the factors motivating individuals to use social
media, were examined in the study. The interview questions prepared based on the uses and
gratifications theory were divided into three categories to determine need, gratification, and
satisfaction. Table 2 shows the division of questions by categories.

Table 2. Interview questions by categories

Questions on the Need for Use Factors That Motivate Use Obtained Satisfaction
(Gratification)

What social media What does social media How satisfied are adults with
applications do adults use most mean for adults? the education they receive?
frequently for educational
purposes?

What factors motivate adults

In which areas do adults who to use social media as an

benefit from the information educational tool?

acquisition dimension of social
media use social media to
receive education?

How do adults use social
media for educational purposes?

Do adults prefer education
created within a specific program
or do they prefer short-term
education? Why?

RESULTS

The data obtained as a result of the interviews were divided into separate headings for each
interview question and presented as follows.

What are adults’ social media usage preferences for information acquisition?

This question attempted to determine the preferences and reasons for adults' use of social media
for information acquisition and to identify the adults' needs for social media use for educational
purposes from the answers given. Four out of five participants indicated that they first used
YouTube for educational purposes. One participant (P3) never mentioned YouTube in the ranking
of use. Two participants (P1, P4) listed YouTube, Facebook, and Instagram as their most preferred
applications. P2 indicated that he used only two applications, YouTube and Instagram.
Furthermore, P3 and P5 said that they also used Telegram. Only one of the participants (P5) stated
that he used Twitter for educational purposes. Furthermore, only P3 said that he used WhatsApp for
educational purposes. The participants' most preferred social media applications for educational
purposes are presented in Table 3.

Table 3. Participants' social media preferences for educational purposes

P1 P2 P3 P4 P5

1. YouTube 1. YouTube 1. Telegram 1.YouTube 1.YouTube

2. Facebook 2. Instagram 2. Instagram 2. Instagram 2. Twitter

3. Instagram 3. Whatsapp 3. Facebook 3. Telegram and
4. Telegram and WhatsApp
WhatsApp

The reasons for participants' preferences for YouTube for educational purposes can be
summarized as the fact that it contains informative videos, a variety of sources due to the narration
of different people, and the availability of both visual and auditory practical content. The opinions
of the participants who indicated YouTube as their first choice are as follows:
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P4: "YouTube videos are very popular in terms of education right now. If you have a
problem, you can find a solution there. Let me give an example. This is very important, and |
think it will also affect your research. My natural gas was out of order, and there was a problem.
You know, you used to read the booklets, but now I searched and could not find the booklet, then
my brother said that it's on Youtube, someone would definitely explain it. Indeed, when | entered
Youtube, there was a video explaining what and where is that natural gas specific to that brand,
and | solved it from there. It impressed me."

P1: "I use YouTube because of the videos. The videos are very informative, so better than
doing something from the user guide."

P2:" There are so much informative videos on YouTube. There are more resources and videos
than any platforms through which we can learn."

Participants' preferences for Facebook for educational purposes can be summarized as the
opportunity to obtain information from different people, the chance to become a member of various
groups, and the opportunity to provide information flow. The participants' opinions on why they
frequently used Facebook are as follows.

P1: "l use Face because there are different people there. There are various groups we are
members of. Users have different opinions; we can get their opinions or help each other. It's
nice."

P4:" For instance, there are groups on Facebook,"

The participants prefer Instagram for educational purposes to being aware of events, following
posts, following people, and watching short informative videos and reels. Four out of five participants
indicated that they used Instagram for educational purposes. The opinions of the participants who
used Instagram for educational purposes are as follows.

P1:" I use Instagram to be informed about something. There are users I just follow but don't
share anything on their accounts. I use it to be aware of something, in case there is a new event."

P2: "I can find people more easily on Instagram and reach people more easily. First, we
follow Instagram more, then we go to its Youtube page and examine it there."

P3:" I can follow individuals more than groups or pages easily. They (people) can share to
large audiences. | also love Instagram because they save the videos so | can reaccess them
later.”

The reasons for participants' preferences for Telegram for educational purposes can be
summarized as being able to join groups for information purposes, sharing information with large
audiences, and providing privacy because there is no phone number sharing. The opinions of the
participant about Telegram are as follows:

P3: "I prefer Telegram more since there are large groups and groups with larger numbers
of such people. Since there are some groups on Telegram that | belong to are closed groups, in
other words, there are groups that not everyone can enter and leave. They can provide more
autonomous and more qualified education there. Furthermore, | also have some groups that are
at the top academically, they only want to give course to people who are experts in their field,
and they do not want anyone from outside to participate. Therefore, their groups are more
efficient.”

P5:" Telegram is essential for communication with students. For instance, when you open a
group, no one knows anyone's number in Telegram."

Participants' preferences for WhatsApp for educational purposes can be summarized as the
opportunity to follow up-to-date, instant sharing, and sharing different types of files. Examples of
the participants' opinions who used WhatsApp for educational purposes are as follows.

P3:" | receive news about the course videos on WhatsApp. | usually receive links through
Microsoft Teams. The correspondence and sharing are more up-to-date there, and we can reach
them more quickly. WhatsApp is a little more up-to-date for educational purposes. | use
Whatsapp to be more aware of each other."

P4:" If you are doing a project, there are WhatsApp groups for it, you can talk to the teachers
there, you can consult, I mean they share something. For example, they send the YouTube link
of their studies. You can see their good studies in the group. If they provide online course, you
can follow them from there.

The reasons for participants' preferences for Twitter for educational purposes was indicated as
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providing information flow on the subjects interested. Only one of the participants indicated that he
used Twitter for educational purposes. The participant's opinions on Twitter are as follows:
P5: "l only use Twitter for reading and information flow. | follow the posts on the topics that
I am interested in."

What does social media mean for adults?

The researcher investigated this question to determine the factors motivating the use of social
media. The researcher first asked what social media meant for adults, and then the question was
expanded and asked as "'l use social media because........ " and the participants were asked to answer
the next part of the question. Three of the five participants said that social media meant information
(P2), up-to-date information (P3), and new information-a and new perspective (P1) for them. One of
the participants (P4) indicated that social media was an essential part of his life and that he used it a
lot for educational purposes due to his job as an Information Technologies Teacher. The fifth
participant stated that social media meant convenience for him. Examples of the opinions of the
participants are as follows.

P5: "It makes instructional activities easier and faster. Moving a file can handle a lot of
detailed work at once. You are sharing it with everyone you need to share. Otherwise, you will
send it by e-mail, you will do it separately, you have to deal with it. It makes life easier."

P3: "I use social media because | can access up-to-date information."

P1:" I use it because of new information, a new light, or a different field, a new perspective."

What factors motivate adults to use social media as an educational tool?

The categorized representation of the participant's answers is in Table 4.

Table 4. Factors motivating participants' use of social media for educational purposes

P1 P2 P3 P4 P5
1. Time- 1. Itis practical 1. Easily 1. A solution to every 1. Easy and
saving and helpful accessible (No problem fast interaction
2. Higher \_/vhen you are eqmpment 2. Noreading 2. Being up to
X in trouble required) - .
quality required, applied date
information 2. Accessing 2. Eliminates visual solution 3. Supportin
information location- 3. Solutions that are differ%%t fileg
faster than the related . ;
book problems not in the books types in shares
3. Ease of 3. Being away
research from
4. Time-saving environmental
' factors

The results on the factors motivating the participants to use social media for educational purposes
are revelead as; saving time in acquiring information, providing quicker access to information
compared to books to find a solution when faced with a problem that requires information, presenting
visually understandable and applied information rather than obtaining written information from
books, and providing the opportunity to receive education from anywhere without the need for
transportation or additional equipment to receive education. Since the fifth participant was an
academician, he listed the reason for using social media for educational purposes as providing quick
interaction with his students, sharing up-to-date information and course contents, and facilitating
educational activities by supporting different file types. Examples of the opinions of the participants
are presented as follows.

P3:" The first reason | use social media is that it is easily accessible. For instance, if | follow
an interpretation program, | will leave the house, prepare the children, and make the program
accordingly. Still, when | follow on social media, | don't have to worry about leaving the
children somewhere in such physical situations (while the child is crying), even when | am doing
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my work simultaneously without such physical obstacles. This is my first reason; it is physically
accessible. The second reason is that | can easily reach people far away from the location, in
other words, people with 3000-5000 more participants. Where will you fit 5000 people, you
need to find a conference room, think about the noise that will be made when 5000 people are
in one place, even if it is corporate. How organized can you be, and how many participants can
you find? But here, attention is not distracted because only people related to the subject are in
the group.

Since there are programs installed on the phone, it does not require equipment. For example,
if you do not stay connected to the computer, you can follow it easily from the phone. "

P2: "It helps me when | am in trouble, and | benefit from what | use when | use it, which
makes me turn to this place more than the book. Of course, since we can reach them more
quickly, it is easier to research. | get information more quickly, which saves extra time."

In which areas do adults benefit from the information acquisition dimension of social media use
social media to receive an education?

Four participants (P1, P3, P4, P5) indicated that they primarily benefited from the educational
dimension of social media in academic and professional terms. Furthermore, three participants (P1,
P2, P3) indicated that they obtained information about the education and development of children
from social media. Unlike the other participants, one participant (P3) mentioned that he received
information on both religious issues and nutrition and health through social media. Some examples
of the opinions of the participants are presented as follows.

P3:" At first, | have courses on religious subjects that I follow, this comes first, and secondly,
I follow such healthy pages about nutrition. For example, learning new recipes is also an
inspiration. In the field of nutrition, there are people | follow in terms of my profession. | also
follow professionally for information sharing."

P5:" For instance, to be able to do something in the kitchen, to practice or to use a tool, or
to learn if there are things | need to know academically at work."

Table 5. Educational fields of participants

P1 P2 P3 P4 P5

1. Child 1. Children's l.lna 1. Professional 1. Academic

education courses religious sense development development

2. 2. Current 2. Nutrition, 2. Academic 2. Professional

Professional News health development development

Sevelopmen 3. Recipes 3. Professional 3. Available
development practical

3. Academic . knowledge

developmen 4. Child (tool usage,

development

t recipes etc.)

How do adults use social media for educational purposes?

Researchers investigated this question to determine adults' use of social media as an educational
tool and which of the production, consumption, and participation activities stated by Shao (2009)
they exhibit more frequently. Four participants (P1, P2, P4, P5) indicated that they watched the
uploaded videos on social media and obtained information. One participant (P1) said he participated
in live links on Instagram and gained knowledge by interacting on Facebook. Unlike the other
participants, another participant (P3) mentioned that he attended online classes and received
knowledge on various subjects simultaneously. Furthermore, two participants (P4, P5) indicated that
they not only watched videos but also produced and shared content and used social media for
educational purposes. Examples of the opinions of the participants are as follows.



207

P1:" | participate in live links on Instagram, but | also watch videos available on YouTube,
or as | said, there are usually English group discussion pages on Facebook. They usually share
guestions. You share the answers to the questions, or if you have a question, you ask the correct
answer."

P3:" If the subject | follow for educational purposes is something particular, I mean, for
example, | deal with dairy products, if | need to research what a person has done in the past, |
watch YouTube videos or something, it can be a food channel. In other words, | follow online
classes on religious subjects because the teachers, who are very respected in online courses,
attach a little more importance to privacy. They do not want it to be accessible to everyone
regarding sound and image. | join online there."”

Based on the above results, the participants' activities can be classified in Table 6.

Table 6. Participants' ways of using social media for educational purposes

Participation P1, P3, P4, P5 Joining live connections on Instagram, interacting with groups
on Facebook, participating in online classes

Production P4, P5 Creating and sharing contents
Consumption P1, P2, P3, P4, Watching and listening to uploaded contents
P5

According to the table, it was determined that all participants, except for P2, were engaged in both
consumption and participation activities by watching/listening to the uploaded videos or content,
participating in live connections and online classes, and interacting with the groups. Furthermore, it
was observed that two participants (P4 and P5) were engaged in production activities by producing
and sharing content.

Do adults prefer education created within a specific program, or do they prefer short-term
education? Why?

With this question, it was attempted to determine what kind of course adults needed and why they
preferred this course. Three of the five participants (P1, P2, P5) indicated that they attend free, short-
term courses whenever needed, not within a specific program. One of the participants (P1) said he
could not participate in the activity he registered for because he could not find the time. Another
participant (P4) indicated that he could not attend the online course during certain hours because they
coincided with working hours. Two participants (P3, P4) stated that they participated in paid courses
in the form of workshops through social media. Furthermore, participant number four (P4) stated that
he participated in continued classes within a specific program. Examples of the opinions of the
participants are as follows.

P4:" | have never taken or participated in any paid course. For instance, | mentioned that |
attended free course at MIT, as you may remember, but actually, MIT s paid course is excellent.
Still, unfortunately, | cannot participate in the paid parts."

P3: "Sometimes there is a course on photography, | wonder, and | participate in it, or even
at higher levels, in the field of psychology, there is something about child development, there is
a workshop, | participate in it. But they are generally two lessons and three lessons, shorter-
term, | have attended them in the form of workshops, on a paid basis."

How satisfied are adults with the education they receive?

It was attempted to determine the level of satisfaction that adults achieved when they used social
media for educational purposes by determining their satisfaction with the education they received.
The satisfaction statements of the participants are summarized as follows (Table 7).
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Table 7. Satisfaction statements of the participants (Ssummary)

P1 P2 P3 P4 P5
I am very Itis very Itis very Each course adds Itis very useful,
satisfied, it is useful, efficient, and something. | especially in
useful become it adds a lot of improved myself, | practical things.
indispensabl information to used all the course |
e my life. received

As seen in Table 7, all participants (P1, P2, P3, P4, P5) indicated that the course they received
was beneficial and efficient for them. P3 also mentioned that group awareness could be easily
achieved because only people interested in the subject participate in online courses and that he paid
more attention while participating in online courses since live classes had a specific time and were
not repeated if he missed them. Therefore, he said that online classes were efficient for him. Another
participant (P4) indicated that he received courses that he could use and use all he learned.
Furthermore, the same participant mentioned that if he needed to get information by watching the
video, he could get preliminary information about the quality of the video's content by looking at the
comments before watching and that he could choose the videos he would watch accordingly.
Therefore, comments should be considered an indispensable part of social media. Examples of the
opinions of the participants are as follows.

P2:" It is handy, how can we say, indispensable part of the people’s life, in other words, it
is a great convenience, and if you are not satisfied with someone, you are satisfied with another
person. In other words, you definitely benefit from someone who is a trainer, so there is
definitely a teacher who suits you.

P3:"..... There is also another thing, for instance, if you study at a certain university, you
receive education in a certain field and in subjects you want or do not want. In these online
courses, only the most important point is given. Whatever subject you want to get information
about, its course is provided, which is more efficient since you more willingly participate in
them. In terms of both the educator and the trainee".

One of the participants listed the social media applications he used for educational purposes with
the reasons why they were useful. The participant's statement is as follows.

P5:" I mean if | am going to learn how to do something, visual video content and YouTube
are beneficial to me. In other words, it's useful, but if I want to get an image, Twitter is more
useful. If there is one file sharing, the other is more useful, Telegram-WhatsApp. If | learn
something practical, | mainly prefer watching videos. So, is YouTube useful? It is very useful
because we are used to learning by watching videos, especially during the pandemic period."

CONCLUSION AND DISCUSSION

This study aimed to determine the main motivations affecting adults' use of social media for
information acquisition within the framework of the uses and gratifications theory. Among the factors
motivating individuals to use social media, the information acquisition factor was examined in the
study. In this context, the sub-factors affecting individuals' use of social media for information
acquisition were revealed in the study. The results on the factors motivating the participants to use
social media for educational purposes were saving time in acquiring information, providing quicker
access to information compared to books to find a solution when faced with a problem, presenting
visually understandable and applied information rather than obtaining written information from
books, and providing the opportunity to receive education from anywhere without the need for
transportation or additional equipment to receive education. Since one of the participants was an
academician, he listed the reason for using social media for educational purposes as providing quick
interaction with his students, sharing up-to-date information and course contents, and facilitating
educational activities by supporting different file types. Furthermore, all participants indicated they
were satisfied with the knowledge and information they gained through social media. They also
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stated that the live streams were beneficial for them and caused an increase in their use of social
media. As a result of these results, the factors motivating adults to use social media for acquiring
information were grouped into six categories as follows;

(1) time-saving,

(2) convenience (accessibility in case of need, accessibility),

(3) up-to-date information,

(4) diversity of information,

(5) information sharing (interaction, content production),

(6) flexibility (choice of personal information, time, place).

In his study on the use of social media as an educational tool, Gezgin (2018) indicated that the
information control in social media was within the individual and that social media contained
information in terms of gaining general skills and offered flexible environments for active
participation. In the study, the factors motivating adults' use of social media for acquiring information
are compatible with what Gezgin (2018) said. Furthermore, no study examining adults' use of social
media as an educational tool by the uses and gratifications theory has been found in the literature so
far. Therefore, the results obtained from the interviews with the participants within the scope of the
study were discussed based on questions one by one and with the social media studies conducted
based on the uses and gratifications theory.

As a result of the study, it was determined that adults mostly preferred YouTube for information
acquisition, followed by Instagram, Facebook, Telegram, WhatsApp, and Twitter, respectively.
These results are similar to the results of the study conducted by Tasan (2018), in which the
participants' most used social media applications were Facebook, Instagram, YouTube, and Twitter.
As a result of the study, it was concluded that adults used YouTube and Twitter mainly for learning
information and preferred Instagram, particularly for short-term and time-saving courses and
providing preliminary information for comprehensive courses in other applications. It was observed
that WhatsApp and Telegram were primarily used as intermediary applications to get information
about classes. Facebook was used to obtain information from different people and become members
of various groups. These results are observed to be compatible with the results of the studies in the
literature in which Facebook was used with the motivation of being a member of groups and
following events (Yildirim et al., 2018), Twitter was defined as a news tool, a medium where
information is easily and quickly accessed (Ucer, 2016), and WhatsApp was used for socialization
(social interaction), practicality and professional (professional) needs (Goncu, 2018). It was observed
that a teacher who participated in the study mostly used Instagram to follow the projects and
activities. This result can also be supported by Carpenter et al. (2019) study indicating that the most
common purpose of educators' use of Instagram was to examine the content shared by other
educators.

In the study, adults were asked what social media meant to them. The participants briefly
described social media as up-to-date information, new information, convenience, and business. These
results were used in creating "up-to-date information™ and ""convenience" factors, which were among
the factors motivating adults to use social media for educational purposes.

According to Mustafa (2018), since people's expectations, goals and needs are different,
differences can be observed in their use, and the results obtained from this study are compatible. As
a result of the data obtained from the participants' opinions in the study, it was observed that
housewives mostly used social media for the education and development of their children, while
working women primarily used it for their academic and professional development. The housewife
participant indicated that she used social media to learn about current news and new recipes. Unlike
the other participants, one participant stated that he used social media on religious issues and nutrition
and health.

Shao (2009) divided users' behaviors on social media into three categories: consuming,
participating, and producing. While users watch, listen or read prepared content on social media is
described as consuming, their interaction with the content and each other is described as participation,
and the fact that they actively produce and share content is defined as production. In this study, it
was observed that all participants were in the consumption category by watching ready-made videos.
All participants except one participant were also included in the participation category by
participating in live connections, group chats, and online classes, and two participants whose
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profession was teaching were also included in the production category because they produced and
shared content in addition to other categories.

It was observed that the majority of the participants did not prefer paid courses financially and
attended free, short-term, one-time courses. One participant stated that he believed it would be
beneficial for him and that he preferred paid courses only when experts provided them. The
participants indicated that they did not prefer long-term courses because they caused distraction and
difficulty following. All participants indicated that the course they received through social media and
the information they gained was very beneficial for them. Furthermore, they stated that receiving
courses from social media was in line with their own needs as and when they wanted to motivate
them in terms of learning and contribute positively to their personal development.

According to the study's findings, saving time, being reachable in an emergency, having current
information, enabling information diversity by providing information from multiple channels,
promoting interaction and content creation, and allowing flexibility in time and space when choosing
personal information are the factors that drive adults to use social media for information acquisition.
These results are believed to provide producers who create material for adult social media and
instructional designers in educational design with ideas.

RECOMMENDATIONS

This study attempted to determine the factors motivating adults' use of social media as an
educational tool. The study was conducted with five participants. According to the uses and
gratifications theory, individuals have different needs and orientations. Therefore, there is also a
difference in the motivation factors obtained. For instance, in this study, while a participant working
on dairy products mentioned that he used social media to receive courses in the field of nutrition, it
was observed that women who had children received courses from social media primarily in order to
obtain information about child development. The number of interviewees and occupational groups
can be increased to diversify the study's categories. Thus, different user preferences and needs may
be revealed.

Furthermore, it was observed that participants mostly acquired information by watching videos
from the applications such as YouTube. The reason for not preferring other long-term courses was
stated as being tedious and long. From this point of view, it can be recommended that educational
video content, especially for adults, on social media should be prepared in a stimulating and non-
distracting length to include adult education methods and techniques and be associated with daily
life. In addition, while developing an adult education on social media, content producers should pay
attention to the fact that the training is free, accessible from anywhere, recoverable if missed, and
include interaction.
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OZET

Bu ¢aligmanin amaci, yetiskinlerin sosyal medyayr bir egitim araci olarak kullanmalarmni etkileyen temel
motivasyonlar1 kullanimlar ve doyumlar kurami ¢ercevesinde belirlemektir. Calismada yetiskinlerin sosyal medya
kullanimimi motive eden faktorler arasindan, bircok arastirmanin ortak sonucu olan “bilgi edinme” faktorii ele
almmustir. Bu kapsamda calismada yetigkinlerin bilgi edinme amaciyla sosyal medya kullanimim etkileyen alt
faktorlerin ortaya ¢ikarilmasi amaglanmaktadir. Bireylerin sosyal medya kullanim motivasyonlarindan olan biri
olan bilgi edinme faktorii, bu caligmada egitim amagh bilgi edinme anlaminda kullanilmistir ve arastirmaya egitim
amagch bilgi edinen katilimcilar dahil edilmistir. Calismada temel nitel arastirma yontemi kullanilmistir. Veriler
yar1 yapilandirilmis gériisme formu araciligr ile toplanmis olup goriismelerin dort tanesi yiliz yiize bir tanesi ise
telefon araciligi ile yapilmistir. Arastirmada calisma grubunun belirlenmesinde amagli drnekleme yontemlerinden
tipik durum 6rnekleme yontemi kullanilmistir. Calisma grubu, sosyal medyayi bilgi edinme amaciyla kullanan ve
18 yasin iizerinde olan bes yetiskinden olusmaktadir. Arastirma sonucunda elde edilen bulgular igerik analizi
yontemi ile analiz edilmistir. Arastirma sonucu yetiskinlerin sosyal medyay1 bilgi edinme amaciyla kullanmalarini
etkileyen alt1 alt faktor elde edilmistir. Bunlar; zamandan kazang, kolaylik (ihtiya¢ halinde ulasilabilir olmast,
fiziksel olarak erisim kolaylig1), giincel bilgi, bilgi gesitliligi, bilgi paylasma (etkilesim, igerik iiretimi) ve
esnekliktir (kisisel bilgi se¢imi, zaman, mekan).

Anahtar Kelimeler: yetiskin; Kullanimlar ve Doyumlar Kurami; sosyal medya
GIiRiS
Iletisim teknolojilerindeki ilerleme, insanlarm iliskilerinin seklini ve kapsamim gelistirmekte ve
degistirmektedir (Terence, 2017). 2004 yilinda Web 1.0'dan Web 2.0'a gecisle birlikte bireyler pasif
alicilardan ¢ok aktif kullanicilar olarak web ortaminda yerlerini almislardir. Web 2.0 teknolojisine
gecisle birlikte bireylerin toplu olarak iletisim kurmasina ve bilgi paylasmasina olanak saglayan
cevrimigi platformlar da ortaya ¢ikmistir (Vural ve Bat, 2010). Cevrimi¢i uygulamalar gesitlenince
sosyal medyamn popiilaritesinin arttig1 sOylenebilir. Carr ve Hayes (2015) sosyal medyay1 egitime
ihtiya¢c duymadan etkilesimi kolaylastiran internet tabanli, kalici, kitlesel ve kisisel iletisim kanallar
olarak tammlamaktadir. Sosyal medya araciligiyla bireyler sadece medya igerigine erisen kullanicilar
olarak degil, aynm1 zamanda igerik {iiretebilen ve paylasabilen aktif kullanicilar olarak medyada yer
alabilmektedir. Yazili ve televizyon gibi iletisim kanallar1 araciligiyla tek yonlii iletisim kurulurken,
sosyal medya sundugu cesitli olanaklarla geleneksel medyadan ayrilmaktadir (Solmaz vd., 2013). Bu
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yeni medyay1 geleneksel medyadan ayiran en onemli 6zellik, materyallerin dijitallesmesi ve giincel
glincellemelere izin vermesidir.

Ayrica kisilerin bilgiye eristikleri ortamlarda sosyal baglar kurmalarina olanak saglamasi da yeni
medyay1 sosyal medyadan ayiran bir diger kritik unsur olarak gosterilebilir (islek, 2012). Insanlar
sosyal medya aracilifiyla birbirleriyle iletisim kurabilmekte, ihtiya¢ ve sorunlarmna aninda cevap
bulabilmektedir. WeAreSocial'n raporuna gore Tiirkiye'de niifusun %70,8'1 aktif sosyal medya
kullamicist. En ¢ok kullanilan sosyal medya platformlarinin sirasiyla YouTube, Instagram ve
WhatsApp oldugu goriilmektedir. Ayrica WhatsApp, Instagram ve Facebook en ¢ok zaman alan sosyal
medya ve video izleme platformlaridir (WeAreSocial, 2021).

En ¢ok tercih edilen sosyal medya platformlarmin 6zellikleri su sekilde 6zetlenebilir. En popiiler
sosyal medya video platformu olan YouTube ile insanlar bu kanallarda kendi videolarini olusturup
paylasabilmektedir (Mayfield, 2008). Instagram ile fotograf ve videolar kolayca diizenlenebilir ve
filtreler kullanilarak eglenceli paylasimlar saglanir (Kogoglu, 2020). SMS mesajlarina alternatif olarak
ortaya ¢ikan WhatsApp ile kullanicilar, konum ve medya bazli bireysel veya ¢coklu mesajlari iicretsiz
ve kolay bir sekilde gonderebilmektedir (Peled vd., 2021). Facebook araciligiyla kullanicilar iletigim
kurabilir, sosyallesebilir ve bilgi edinebilir (Alzougool, 2018).

Sosyal medyanin sagladig1 faydalarla birlikte insanlarin sosyal medyayi ihtiyaglarini karsilamak
icin kullanmak isteyip istemedikleri konusu giindeme geldi. Katz’a (1959) gore medyanin
islevselliginin arastirilmasi amaciyla “medya insanlara ne yapar?” sorusundan ziyade “insanlar medya
ile ne yapar?” sorusuna cevap aranmalidir. Bu soru ile Katz Kullanimlar ve Doyumlar kurumanin
ortaya ¢ikmasma neden olmustur. Kuramin Onciilerinden Katz’ a (1959) gore insanlarin gerek
toplumsal gerekse psikolojik kokenli bir takim ihtiyaglari bulunmaktadir ve bu ihtiya¢larin1 medyadan
ya da farkli kaynaklardan yararlanarak doyuma ulastirma konusunda beklentiye girmektedirler
(Yaylagiil, 2021). Kullanimlar ve doyumlar yaklagimi perspektifinden bireylerin medya kullanim
motivasyonlarimni belirlemek i¢in ¢esitli arastirmalarin yapildigi goriilebilmektedir. Medya kullanimini
kullanimlar ve doyumlar yaklasimi esliginde inceleyen calismalar sonucunda; bireylerin igerikleri
bilgi, eglence ve ruh hali yonetimi ihtiyaglarim karsilamak icin tiikettikleri, sosyal baglantilari
gelistirmek i¢in igerikle ve diger kullanicilarla etkilesime girerek medyaya katilim sagladiklari,
kendilerini ifade etmek ve kendini gergeklestirmek amaciyla medyayr kullandiklar1 goériilmektedir
(Shao, 2009). Bulduklu ve Karagor (2019) ise bireylerin kitle iletisiminde bulunmalarinin temel
amacini bilgi edinme, zaman gecirme, eglenme, toplumsal etkilesim ve iletisim vb. gibi toplumsal ve
bireysel ihtiyaclarini tatmin etmek oldugunu belirtmistir.

Bireylerin sosyal medyay1 hangi ihtiyaglarmi karsilamak i¢in kullandiginin saptanmasi sosyal
medyada icerik iiretenler tiim paydaslarin odak noktasi haline gelmektedir. Yapilan calismalar
insanlarin sosyal medyay1 bir takim ihtiyaclarini karsilamak amaciyla kullandiklarini ortaya koymustur
(Akgay, 2011; Koseoglu, 2012; Cemrek, Baykus & Ozaydm, 2014; Uner, 2016). Sosyal medya her yas
grubundaki bireylere hitap ettiginden dolay1 calismalar farkli yas gruplarmi da icerecek sekilde
cesitlilik gostermektedir. Calisma grubu olarak {iniversite 6grencilerinin sosyal medya kullanimini
kullanimlar ve doyumlar kurami ¢ergevesinde inceleyen arastirmalar sonucunda 6grencilerin sosyal
medya kullanim motivasyonlar1 farkli kategorilerde siralanmustir. Ucger (2012) &grencilerin sosyal
medya kullanim motivasyonlarini; arama/ulasma/paylasma, zaman gecirme, eglence, rahatlama,
diistincelerin ifadesi/ iletisim, kullanim kolayligy/ rahathigi, gozetleme/gozetim ve begenilme/ takdir
edilme olarak, Musa, Azmi & Ismail (2013) iletisim, haber paylasimi, arastirma, fikirlerini ifade etme,
bir baglantiy1 siirdiirme, isbirligi yapma ve arkadaslar edinmek olarak, Cemrek, Baykus ve Ozaydin
(2014) eglence, sosyal etkilesim, haberdar olma, kendini ifade etme, toplumsal degisime katki olarak,
Barak (2018) ise sosyal etkilesim, gozetim, kendini ifade etme, kendini sunma, benligininin imajini
olusturma olarak belirlemistir. Yapilan calismalarin 6zeti olacak sekilde Ajimakin (2018) ise genclerin
sosyal medya kullanimini, sosyallik, bilgi, kendini arama davranisi ve eglence olarak dort faktor altinda
topladig1 goriilmektedir. Bu ¢aligmalarin ortak sonucu olarak genclerin daha ¢ok sosyallesme, vakit
gecirme, bilgi edinme amaciyla sosyal medya kullandiklar1 sdylenebilmektedir. Universite
Ogrencilerinin sosyal medya uygulamalari kullanim nedenlerinin arastirildigi c¢aligmalarda,
ogrencilerin Facebook'u sosyal etkilesim ve bilgi edinme amaciyla Twitter'' habere ulasma ve
diislincelerini ifade etmek aciyla, Instagram't da daha ¢ok eglence ve zaman gecirme amaciyla
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kullandiklar1 goriilmektedir (Uger, 2016). Lisans Ogreniminde cevrimici forumlar ve Twitter'
Ogrencilerin nasil kullandiklarinin belirlenmesi amaciyla yapilan ¢alisma sonucunda Ogrencinin
forumlar1 Twitter'dan daha fazla kullandig1 ancak her iki aracin da 6grenme ¢iktilarinin artmasina
destek sagladigini sonucuna ulasilmistir (Dommet, 2019). Tasan® m (2018) yashlarm sosyal medya
kullanim motivasyonlarin1 kullanimlar ve doyumlar yaklasimi esliginde inceledigi calismasi
sonucunda, yaslilarin sosyal medya kullanim motivasyonlarini en ¢ok etkileyen faktdr olarak bilgi
edinme faktoriiniin geldigi belirlenmistir. Diger kullanimi etkileyen motivasyonlar da sosyallesme ve
etkilesim, kigisel kimlik temsili olarak belirlenmistir. Tanta, Mihovilovi¢ & Sabli¢ (2014) da ergenlerle
ilgili bir ¢caliyma yapmustir. Ergenlerin facebook kullaniminin hangi ihtiyaglarim karsiladigim tespit
etmek amaciyla yaptiklar: ¢alisma sonucunda, ergenlerin sosyallesmek, iletisimde bulunmak, okul
etkinliklerini tartismak, toplantilar ayarlamak ve sosyal etkinlikler hakkinda bilgi sahibi olmak i¢in
Facebook kullandigini sonucuna ulagilmustir.

Sosyal medya kullanimini kullanimlar ve doyumlar kurami gergevesinde inceleyen ¢aligmalarda
ortaya ¢ikan ortak faktérlerden biri “bilgi edinmedir”. Literatiirde kullanimlar ve doyumlar kurami
kapmasinda yapilan arastirmalarda kullanicilarin sosyal medyayr kullanimlarini gesitli yas gruplari
acisindan inceleyen galismalara rastlanilmasina ragmen yetigkinlerin sosyal medyayi egitim amaciyla
kullamimini, kullanimlar ve doyumlar yaklasimi perspektifinden inceleyen bir aragtirmaya su ana kadar
yapilan literatiir incelemesinde rastlanmamaktadir. Literatiirdeki bu eksikligi gidermek amaciyla
yapilan bu c¢alisma ile yetiskinlerin egitim amagl bilgi edinme araci olarak sosyal medyay1 kullanimi
kullanimlar ve doyumlar yaklasimi agisindan incelenmesi amaglanmaktadir. Bu nedenle arastirmanin
alanyazina ve ayrica sosyal medya araciligiyla yetigkinlere yonelik egitimler ve egitim icerikleri lireten
icerik treticilerine katki saglayacagi diisiiniilmektedir. Yetigkinlerin sosyal medyay1 egitim amach
bilgi edinme araci olarak kullanmalarindaki temel motivasyonlari inceleyen bu arastirma kapsaminda
cevap aranacak sorular su sekildedir:

1. Bilgi edinmek i¢in yetiskinlerin sosyal medya kullanim tercihleri nelerdir?
2. Sosyal medya yetigkinler i¢in ne anlama gelmektedir?
3. Yetiskinleri sosyal medyay1 bir egitim araci olarak kullanmaya motive eden faktérler nelerdir?

4. Sosyal medyanin bilgi edinme boyutundan yararlanan yetiskinler sosyal medyay1 hangi alanlarda
egitim almak i¢in kullanmaktadir?

a) Yetiskinler sosyal medyay1 egitim amacli nasil kullaniyor?

b) Yetiskinler belirli bir program dahilinde olusturulan egitimi mi tercih ederler yoksa kisa
stireli egitimi mi tercih ederler? Neden?

¢) Yetiskinlerin aldiklar1 egitimden ne kadar memnun?

YONTEM

Yetisgkinlerin egitim amacl bilgi edinme araci olarak sosyal medya kullanim motivasyonlarinin
incelendigi bu ¢alismada temel nitel aragtirma tasarimi benimsenmistir. Merriam ‘a (2009) gore temel
nitel arastirmalarda amag, bireylerin deneyimlerini ve yasantilarini nasil anlamlandirdiklarini ortaya
cikarmaktir. Temel nitel arastirmalar ile yasam igindeki davramlar, tutumlar, olaylar ve siirecler
hakkinda derinlemesine bilgi edinilmektedir (Crossman,2020). Patton’ da (2015) arastirmacilarin
temel nitel arastirma yaklagimu ile belirli bir baglamda durumlar1 ve etkilesimleri anlamak i¢in tercih
ettiklerinden bahsetmistir. Bu sdylemden yola c¢ikilarak bu ¢aligmada yetiskinlerin sosyal medyay1
egitim amacl bilgi edinme araci olarak kullanim motivasyonlarmi ortaya ¢ikarmak amaciyla temel
nitel arastirma siiregleri kullanilmistir. Arastirmayi durum caligmasi deseninden ayiran temel fark,
arastirmanin temel nitel arastirma yontemlerinden sadece gorlisme teknigiyle yiirtitiilmiis olmasidir.
Durum caligmasinda ise birden fazla veri toplama araci ile veriler toplanarak bir ya da birden fazla
durum hakkinda derinlemesine bilgi edinilmektedir (Yildirim& Simsek,2021).
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Arastirmanin Calisma Grubu

Arastirmanin ¢aligma grubu amagli drnekleme yontemlerinden tipik durum drnekleme yontemi
ile belirlenmistir. Amacgh Ornekleme yoOntemi, bir olay, olgu ve durumlarin agiklanmasinda
kullanilmaktadir (Yildinm& Simsek, 2021). Amaglhi 6rnekleme yOnteminin bir ¢esidi olan tipik
ornekleme yonteminde amag, yeni bir durum hakkinda bilgi edinmektir (Patton, 1987). Bu ¢alismada
da sosyal medyanin egitsel kullanimini artirmak ve yetiskinlerin bu platformu bilgi edinme amaciyla
kullanimlarin1 motive eden faktorleri ortaya ¢ikarmak amaciyla sosyal medyayr egitim amaciyla
kullanan bireylerin calismaya dahil edilmesi nedeniyle tipik O&rnekleme ydnteminden
yararlanilmistir. Bu dogrultu da arastirmaya dahil olacak katilimcilardan sosyal medyay1 egitim
amaciyla kullanma ve yetigikin olma yasi kabul edilen 18 yas iizerinde olma sart1 aranmaktadir. Bu
kosullara uyan bes (5) katilimer ile ¢aligma yiiriitiilmiigtiir. Katilimcilarm sosyal medyay:r bilgi
edinme boyutunda hangi motivasyonlara sahip oldugunun ortaya ¢ikarilmasi amaciyla ayrica her
katilimeinin farkli egitim seviyesine sahip olmasina dikkat edilmistir. Katilimcilara ait veriler
asagidaki tabloda gosterilmistir.

Tablo 1.Katilimeilara ait demografik veriler

Katilimci Yas Egitim Durumu Calisma Durumu
K1 32 Yiksek Lisans Caligryor

K2 43 Lise Caligmiyor

K3 45 Universite Calistyor

K4 30 Yiksek Lisans Caligiyor

K5 45 Doktora Caligiyor

Veri Toplama Araclari

Nitel aragtirmacilar, bir durumun ya da olayin derinlemesine arastirilmasina olanak taniyacak
sekilde kurgulanmaktadir (Rubin ve Rubin, 2012). Bu nedenle, goriisme siireci dogal diyalogun
olusmasina ve katilimcilarin bakis agilarimi ve yanitlarini 6zgiirce paylagsmalarina izin verecek
sekilde katilimcilarim uygun oldugu zaman ve mekanlarda yapilmistir. Béte alan uzmanin goriisme
siireleri ve goriisme sorularinin yapilandirilmasi konusundaki goriisleri dikkate alinarak veriler yar1
yapilandirilmis goriisme formu kullanilarak toplanmistir. Goriisme sorular1 ¢alismanin sonunda
sunulmustur (Ekl.) Katilimcilardan doérdii ile ylizyilize goriismeler yapilmis, bir katilimcr ile ise
telefon araciligiyla goriisme yapilmistir. Goriismeler yaklasik 15 dakikadan olusmaktadir. Goriisme
esnasinda tiim katilimcilardan izinleri dahilinde ses kaydi alinmastir.

Verilerin Analizi

Arastirmada kayit altina alman goriismelerin transkripti c¢ikarilmis ve bilgisayar ortamina
aktarilmustir. Elde edilen veriler igerik analiz yontemi ile analiz edilmistir. Toplanan verilerin
kategorilere ayrilmas1 siirecinde verilerin gegerliliin saglanmasi1 amaciyla bir Béte alan uzmaninin
goriislerine de basvurulmustur. Boylece kategorilere son sekli verilmistir. Kullanimlar ve doyum
kuramina gore bireylerin ihtiyaclar1 bulunmaktadir ve bu ihtiyaclarini gidermeleri sonucunda bir
doyum elde etmektedirler. Bu arastirmada bireylerin sosyal medya kullanimini motive eden faktorler
arasindan bir¢ok arastirmanin ortak sonucu olan bilgi edinme faktorii ele alinmistir. Bu kapsamda
calismada bireylerin bilgi edinme amaciyla sosyal medya kullanimini etkileyen alt aktorlerin ortaya
cikarilmasi amaglanmaktadir. Kullanimlar ve doyumlar kuramindan yola ¢ikarak hazirlanan goriisme
sorular1 ihtiya¢, doyum ve memnuniyeti belirleyecek sekilde li¢ kategoriye ayrilmistir. Asagidaki
tabloda (Tablo 2.) sorularin kategorilere gore ayrim gosterilmektedir.
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Tablo 2. Kategorilerine gore goriisme sorulari

Kullamm TIhtiyacina Yénelik Kullanim Motive Eden Elde Edilen Doyum
Sorular Faktorler (Memnuniyet)

Yetiskinlerin Egitim Amaglh Sosyal medya yetiskinler igin Yetiskinler aldiklar
En sik Kullandiklar1  Sosyal ne anlama gelmektedir? egitimden ne kadar memnun
Medya Uygulamalar1 Nelerdir? kalmaktadirlar?

Sosyal =~ medyanin  bilgi Yetiskinlerin sosyal medyay1
edinme boyutundan vyararlanan bir  egitim  aract  olarak
yetiskinler hangi alanlarda egitim kullanmalarini ~ motive  eden
almak amaciyla sosyal medyadan faktorler nelerdir?
yararlanmaktadir?

Yetiskinler sosyal medyay
egitim amagh olarak nasil
kullanmaktadirlar?

Yetiskinler belirli bir program
dahilinde olusturulan egitimlere
mi tercih etmektedirler yoksa kisa
sireli ~ egitimleri mi tercih
etmektedirler? Neden?

Gegerlilik ve Gavenilirlik

Nitel arastirmalarda gegerlik giivenilirlikten ziyade inandiriciligin (trustworthiness) olmasi
gerektiginden bahsedilmektedir (Guba& Lincoln, 1982). Lincoln ve Guba (1985) inandiricilik
kriterleri inandiricilik, aktarilabilirlik, tutarhilik ve teyit edilebilirlik olmak {izere dort temel baglik
altinda toplamistir. Bu dogrultuda arastirmanin inandiriciligini (i¢ gegerliligini) saglamak amaciyla
arastirmanin tasarim siiresincen verilerin yorumlanmasina kadar tiim asamalar1 temel nitel arastirma
basamaklar1 dikkate alinarak siirdiiriilmiis ve bir Béte alan uzmani tarafindan tiim siiregler teyit
asamasindan ge¢mistir. Aktarilabilirliginin (dis gegerliligi) saglanmasi amaciyla da arastirmanin
yiiriitiilme siireci adim adim agik bir sekilde tanimlanmustir. Teyit edilebilirligin (dis giivenilirlik)
saglanmas1 adinda da tiim ham veriler, goriisme kayitlari, ses dosyalari, alinan notlar sakli
tutulmaktadir. Tutarlilik (i¢ giivenilirlik) i¢in ise yardimci arastirmaci tarafindan veriler tutarlilik
incelemesine tabi tutularak elde edilen temalar ve kodlar gozden gegirilmistir. Bu baglamda
arastirmaya katilan katilimcilari sosyal medyayi bilgi edinme amaciyla kullanim motivasyonlari ve
elde ettikleri doyumlar derinlemesine arastirilmistir.

BULGULAR

Yapilan goriigmeler sonucunda elde edilen veriler her bir goriisme sorusu icin ayri bagliklara
ayrilarak asagidaki gibi sunulmustur.

Bilgi edinmek icin yetiskinlerin sosyal medya kullanim tercihleri nelerdir?

Bu soru ile yetigkinlerin egitim amaghi sosyal medya kullanim tercihleri ve nedenleri
belirlenmeye calisilmakta ve verilen cevaplardan yetigkinlerin egitim amaciyla sosyal medya
kullanim ihtiyaglar1 saptanmaya ¢alisilmaktadir. Bes katilimcidan dordii egitim amaciyla ilk olarak
YouTube‘u kullandiklarimi belirtmislerdir. Bir katilimci ise (K3), kullanim siralamasinda
YouTube’dan hi¢ bahsetmemistir. iki katilime1 (K1,K4) YouTube, Facebook ve Instagrami en ¢ok
tercih ettikleri uygulamalar olarak siralamislardir. Bir katilimci ise (K2) YouTube ve Instagram
olmak tizere sadece iki uygulama kullandigini belirtmistir. Ayrica K3 numaral kullanict ve K5
numarali kullanict Telegram’1 da kullandiklarmi belirtmislerdir. Katilimeilardan sadece bir tanesi
(KS5) Twitter’i egitim amaciyla kullandigimi belirtmistir. Ayrica yine katilimcilardan sadece biri (K3),
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WhatsApp’1 egitim amaciyla kullandigini sdylemistir. Asagida katilimcilarin egitim amaciyla en ¢gok
tercih ettikleri sosyal medya uygulamalari tablo halinde verilmistir.

Tablo 3. Katilimeilarin egitim amagh sosyal medya tercihleri

K1 K2 K3 K4 K5

1.YouTube 1. YouTube 1. Telegram 1. YouTube 1.YouTube

2. Facebook 2. Instagram 2. Instagram 2 .Instagram 2. Twitter

3. Instagram 3. Whatsapp 3. Facebook 3. Telegram ve
4. Telegram ve WhatsApp
WhatsApp

Katilimeilarin YouTube’u egitim amaciyla tercih etme nedenleri; bilgilendirici videolar igermesi,
farkli kisilerin anlatimindan dolay1 kaynak ¢esitliligi bulunmasi, hem gorsel hem isitsel uygulamali
iceriklerin mevcut olmasi olarak 6zetlenebilir. YouTube’1 ilk sirada belirten katilimcilarin goriisleri
su sekildedir:

K4: “Egitim a¢isindan YouTube videolart ¢ok popiiler su an mesela bir sorun varsa oradan
buluyorsun. Ornek olarak vereyim bu ¢ok énemli bence senin arastirmana da etki edecektir.
Dogalgazim ¢alismiyordu benim, sikintist vardi. Eskiden bilirsin kitapg¢iklarint okurdun ama
simdi bakiyorum bakiyorum kitap¢ik bulamadim, sonra kardesim dediki Youtube’'da vardwr
kesin biri anlatmigtir. Gergekten de Youtube girdigimde o dogalgazin o markasina ézel neyin
nerede oldugunu anlatan bir video ¢alismast vardi ve onu oradan yaptim, o bende bir etki
uyandwnustir.”

KI1: “YouTube kullaniyorum videolardan dolayi, videolar daha bilgilendirici oluyor yani
kitaptan bir sey yapmaktan ziyade”

K2:”YouTube da daha ¢ok sey var, bilgi sahibi olacagimiz daha ¢ok kaynak var, videolar
var.

Katilimeilarin Facebook’u egitim amagli tercih etme nedenleri; farkli kisilerden bilgi edinme
olanaginin olmasi, ¢esitli gruplara {iye olma imkani ve bilgi akisinin saglamasina firsat taniyor olmasi
seklinde 6zetlenebilir. Facebook’u sik kullandigim belirten katilimcilarin goriisleri su sekildedir.

K1: “Face kullantyorum, orada farkl kisiler var, tiye oldugumuz gruplar var. Oradan farkl
goriisler oluyor, onlarin gériislerini alabiliyoruz ya da yardimlagabiliyoruz bu giizel”

K4:”Facebookta konularla ilgili gruplar var mesala,”

Katilimcilarin Instagram’1 egitim amacli tercih etme nedenleri; etkinliklerden haberdar olma, bilgi
paylasimlarini takip etme, kisileri takip etme, kisa bilgilendirici videolar icermesi (reels) olarak
ozetlenebilmektedir. Bes katilimcidan dordii Instagram’t egitim amaciyla kullandigini belirtmistir.
Instagram’1 egitim amaciyla kullanan katilimcilarin goriisleri su sekildedir.

K1:”Instagram kullaniyorum bireysel olarak, onu da bir seylerden haberdar olmak adina,
takip ettigim sayfalar var zaten, paylasim yapmiyorum ama sadece takip etmek icin
kullanyyorum. Bir seylerden haberdar olabilmek adina yeni etkinlik olur onun icin
kullanzyorum.”

K2: “Instagramda daha rahat bulup kisileri daha rahat ulasabilivorum. Ilk Instagram da
daha ¢ok takip edip sonra da bakiyoruz kendi Youtube sayfasina gercegine girip orada inceleme
yapiyoruz.”

K3:”Orada daha ¢ok bireysel kisileri daha kolay takip edebiliyorum. Onlarda(kisiler) genis
kitelere paylasim yapiyorlar. Bir de kaydettikleri icin videolart daha sonradan tekrar
ulagabildigim icin Instagram’1 seviyorum.”

Katilimcilarin Telegram’t egitim amagli tercih etme nedenleri; bilgi amaciyla gruplara dahil
olabilme, genis Kkitlelerle bilgi paylagimi, telefon numarasi paylasimi olmamasindan dolay1
mahremiyet saglamasi seklinde 6zetlenebilir. Telegram ile ilgili katilime1 goriisleri su sekildedir:

K3: “Telegramda genis gruplar, kitlesel olarak béyle daha fazla kisinin katildigi gruplar
oldugu icin daha ¢ok tercih ediyorum. Bir de Telegramda ki bazi benim dahil oldugum gruplar
kapali gruplar yani herkesin girip ¢itkamayacagi gruplar oldugu icin daha dzerk ve daha
nitelikli egitimler verebiliyorlar orada. Ayrica akademik olarak iist seviye olan bazi gruplarim
var onlar mesela herkesin nasil diyim sadece kendi alaminda uzmanlasmis kimselere egitim
vermek istiyorlar ve disaridan kimsenin katilmasini istemiyorlar. O yiizden onlarin gruplari
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’

daha verimli oluyor.’

K5:” Telegram ogrencilerle iletisim agisindan onemli, mesela Telegram da kimse kimsenin
numarasini bilmiyor bir grup actigin zaman.”

Katilimcilarin WhatsApp’1 egitim amagl tercih etme nedenleri; giincel, anlik paylasimlar: takip
edebilme, farkl tiirdeki dosyalar1 paylagma imkan1 sunmasi olarak dzetlenebilir. WhatsApp’1 egitim
amaciyla kullanan katilimcilarin goriiglerinden 6rnekler su sekildedir.

K3:” WhatsApp 'ta genelde Teams tizerinden link atarak aldigim egitimler var. Buralarda
da yazismalar ve paylasimlar daha giincel oluyor, daha ¢abuk ulasabiliyoruz. WhatsApp biraz
daha giincel oluyor egitim amagh daha ¢ok birbirimizden haberdar olmak amaciyla Whatsapp
kullanyyorum.”

K4:”Bir proje yapiwyorsan onun WhatsApp gruplart var, oOgretmenlerle oradan
konusabiliyorsun, istisare yapabiliyorsun, iste onlar bir sey paylasiyorlar. Mesala yaptiklar
calismamin YouTube linkini atiyorlar, yaptiklar: giizel ¢alismalari gruptan gorebiliyorsun,
online egitimler veriyorlarsa onlart da oradan takip edebiliyorsun.

Katilimcilarin Twitter’1 egitim amacli tercih etme nedeni olarak ilgilenilen konularla ilgili bilgi
akig1 saglamasi olarak belirtilmistir. Katilimeilardan sadece bir tanesi Twitter’1 egitim amaciyla
kullandigint belirtmistir. Katilimcinin Twitter ile ilgili goriisii su sekildedir:

K5: “Twitter’t yalnizca okumak igin kullantyorum, okumak derken bilgi akisi, ilgilendigim
konulardaki paylasimlar takip ediyorum.”

Sosyal medya yetiskinler icin ne anlama gelmektedir?

Yetigkinlerin sosyal medyayr anlamlandirmalarinin istendigi bu soru ile sosyal medya
kullanimlarin1 motive eden faktérler belirlenmeye galisilmaktadir. Aragtirmaci tarafindan ilk etapta
yetiskinler i¢in sosyal medyamn ne anlama geldigi sorulduktan sonra, soru genisletilerek “Sosyal
medya kullaniyorum, ¢linkii........ ” geklinde sorularak sorunun ciinkiiden sonraki kismini
cevaplamalar1 istenmistir. Bes katilimcidan {i¢ii sosyal medyanin kendileri igin bilgi (K2), giincel
bilgi (K3) , yeni bir bilgi- yeni bir bakis agis1 (K1) anlamina geldigini s6ylemistir. Katilimcilardan
biri (K4) sosyal medyanin hayatinin 6nemli bir noktasinda oldugunu ve Bilisim Teknolojileri
Ogretmeni olmasindan dolay1 isi geregi egitim amaciyla ¢ok fazla kullandigini belirtmistir. Bes
numarali katilimer ise sosyal medyanin kendisi i¢in kolaylik anlamima geldigini ifade etmistir.
Katilimei goriislerinden 6rnekler asagidaki gibidir.

K5: “ Ogretim faaliyetlerini kolaylastiriyor daha da hizlandiriyor. Bir dolu yapilmasi
gereken teferruat igi bir anda hemen halledebiliyorsun bir dosyayt tasityarak bir anda
paylasman gereken herkese bir anda paylasmig oluyorsun, obiir tirlii e-maille gondereceksin
iste falan ayri ayri yapacaksin, ugrasmak gerekiyor, hayati kolaylastiriyor.”

K3: “Sosyal medya kullantyorum ¢iinkii giincel bilgiye ulasryorum”.

K1:” Kullantyorum ¢iinkii yeni bir bilgi, yeni bir isik diyebilirim, ya farkl bir alan yani yeni
bir bakis agist diyebilir.”

Yetiskinleri sosyal medyay bir egitim araci olarak kullanmaya motive eden faktorler nelerdir?

Bu soru ile yetigkinlerin sosyal medyay1 egitim amaciyla kullanmalarmi motive eden faktorlerin
belirlenmesi amaglanmaktadir. Katilimecilarin verdigi cevaplarin kategorilere ayrilmis gosterimi
asagidaki( Tablo 4) gibidir.

Tablo 4. Katilimcilarin egitim amagh sosyal medya kullanimmi motive eden faktorler

K1 K2 K3 K4 K5
1. Zamandan 1. Sikigtigim 1.Kolay 1. Her soruna bir ¢dzim 1. Kolay hizli
kazang zaman y{trdnnm, erls%leblhr 2. Okuma gerektirmiyor, etkilesim

fayda sagliyor (EKipman . ,
2.Daha erektirmiyor) uygulamali gorsel 2. Glncel
kaliteli bilgi 2 Kitaptan daha Y ¢bzim olmast

cabuk  bilgiye 2. Lokasyonla .

ulagsma ilgili 3. Kitaplarda olmayan 3.Paylasimlarda

problemleri

cozimler farkli dosya
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3. Arastirma kaldirryor fjljel:gllTéme
kolayligi 3.Cevresel

4 Zamandan faktorlerden

N d uzaklasmis

azandirma olma

Tablo 4’te deki gibi 6zetlenen katilimcilarin sosyal medyayi egitim amacli kullanmalarini motive

eden faktorlere dair ortak bulgular; bilgi edinme konusunda zamandan kazang saglamasi, bilgi
gerektiren bir problem durumu ile karsilasildiginda ¢6ziim iiretmek adina kitaplara nazaran daha
cabuk bilgiye ulagim saglamasi, kitaplardan yazili bilgi edinmektense gorsel anlasilir ve uygulamali
bilgi sunulmasi, egitim almak amaciyla bir yere ulagim saglamaya ya da ek ekipmana gerek kalmadan
her yerden egitim alinmasina imkan ve firsat tanidigi seklindedir. Bes numarali katilimcinin
akademisyen olmasindan dolay1 sosyal medyay1 egitim amaciyla kullanim nedenini, 6grencileriyle
hizl etkilesim saglamasi, giincel bilgileri, ders igeriklerinin paylasabilmesi ve farkli dosya turlerini
destekleyerek egitim faaliyetlerini kolaylastirmasi olarak siralamigtir. Katilimer goriislerinden
ornekler agagidaki gibi sunulmustur.

K3:” Sosyal medyayr kullanmamdaki ilk sebep kolay ulasilabilir olmasi. Yani ben mesela
simdi bir tefsir programi takip ediyorsam, iste evden ¢ikacagim hazirlanacagim ¢ocuklart ona
gore programini yapacagim ama sosyal medyadan takip ettigim zaman bu tiir fiziksel engeller
olmadan ayni anda bazen kendi igimi yaparken de mesala iste boyle fiziksel durumlarda (¢ocuk
aglyor o esnada) bir yere birakma derdi olmuyor. Birinci sebebim bu, fiziksel anlamda kolay
ulasilabilir olmasi. Ikinci sebepte lokasyon olarak ¢ok uzakta olan kisilere bile kolaylikla
ulasabildigim igin, yani o kadar mesela 3000-5000 ¢ok daha fazla katilimcr olan insanlar. 5000
kisiyi nereye sigdiracaksin konferans salonu bulman lazim onda da gerek kurumsal olsa da
5000 kisinin bir yerde bulundugunda ¢ikacak giiriiltiiyii diigiin. Ne kadar organize olabilirsin
ne kadar katiimct bulabilirsin. Ama burada sadece konu ile ilgili olan insanlar grupta
bulundugundan dolay: dikkat dagilmiyor.

Telefonda yiiklii olan programlar oldugundan techizat gerektirmiyor fazla mesela
bilgisayara bagh kalmiyorsun telefondan ¢ok rahatlikla takip edebiliyorsun. “

K2: “Sikaistigim zaman yardimct oluyor ve kullandiklarimdan da fayda gériiyorum
kullandigim zamanda. Bu da tabi daha ¢ok buraya yonelmemi sagliyor kitaptan daha ¢ok. Ya
tabi daha ¢abuk ulasabildigimiz icin aragtirmast daha kolay, daha cabuk bilgi sahibi oluyorum,
bu da tabi zamandan kazandiriyor ekstra.”

Sosyal Medyanin Bilgi Edinme Boyutundan Yararlanan Yetiskinler Hangi Alanlarda Egitim
Almak Amaciyla Sosyal Medyadan Yararlanmaktadir?

Bu soru ile yetiskinlerin hangi alanlarda egitim almak amaciyla sosyal medyay1 kullanma ihtiyaci

duyduklari saptanmaya c¢alisilmistir.

Tablo 5. Katilimcilarin egitim alanlari

K1 K2 K3 K4 K5
1. Cocuk 1. Cocuklarm 1.Dini anlamda 1. Mesleki gelisim 1.  Akademik
egitmi dersleri 2 Beslenme, 2. Akademik geligim gelisim
2.Mesleki 2.Guncel saglik 2. Mesleki
gelisim Haberler 3 Mesleki gelisim
3.Akademik 3.Yemek gelisim 3. Kullanilabilir
gelisim tarifleri pratik bilgi (alet
4. . Gocuk kullanimu,tarifle
gelisimi

rvs.)
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Tablo 5’ten de goriildiigii gibi katilimeilardan dordii (K1,K3,K4,K5) daha cok akademik ve
mesleki anlamda sosyal medyanin egitim boyutundan faydalandiklarimi belirtmislerdir. Ayrica
katilimeilardan {igli ( K1,K2,K3) cocuklarin egitimi ve gelisimi iginde sosyal medyadan bilgi
edindiklerini belirtmiglerdir. Diger katilimcilardan farkli olarak bir katilimci (K3)ise hem dini
konularda hem de beslenme ve saglik konusunda sosyal medya araciliiyla bilgi edindiginden
bahsetmistir. Katilimc1 goriislerden bazi 6rnekler asagidaki gibi sunulmustur.

K3:” Ilk basta dini konularda takip ettigim derslerim var ilk sirada bu geliyor, ikincisi
beslenmeyle ilgili boyle saghkl olan sayfalari takip ediyorum. Yeni tarifler dgrenmenin yaninda
ilham da oluyor mesela. Beslenme alaninda, kendi mesleki anlamda da hani takip ettigim kisiler
var. Bilgi paylagimi adina mesleki anlamda da takip ediyorum.”

K5:7 Mesela iste mutfakta bir sey yapabilmek, uygulama yapmak ya da bir alet
kullanabilmek ya da iste akademik anlamda 6grenmem gereken seyler varsa onlari 6grenmek.”

Yetiskinler Sosyal Medyay1 Egitim Amach Olarak Nasu Kullanmaktadirlar?

Bu soru ile yetigkinlerin sosyal medyay: egitim amaciyla kullanim sekillerden Shao’un (2009)
belirttigi tiretim, tiiketim ve katilim faaliyetlerinden hangisini daha ¢ok sergiledikleri belirlenmeye
calisilmaktadir. Katilimcilardan dordii ( K1,K2,K4,K5) sosyal medya lizerindeki yliklenmis videolari
izlediklerini bu sekilde bilgi edindiklerini belirtmislerdir. Bir katilimer (K1) Instagram’daki canli
baglantilara katilarak egitimler aldigin1 ve Facebook iizerinden etkilesime girerek bilgi edindigini
sOylemistir. Bir katilimei ise (K3) diger katilimcilardan farkli olarak, online derslere katildigini ve
eszamanli olarak egitimler aldigindan bahsetmistir. Ayrica iki katilimc1 (K4, K5) sadece video
izlemekle kalmayip igerik {iiretip paylastiklarii ve bu sekilde egitim amacgli sosyal medyayi
kullandiklarini da belirtmislerdir. Katilimcilarin goriislerinden 6rnekler asagidaki gibidir.

K1:” Instagram iizerinden canli baglantilara katilyyorum ama YouTube iizerinden var olan
dosyalari, videolart izliyorum ya da dedigim gibi genelde grup tartismast tarzinda mesela
Ingilizce sayfalar var Facebook ta genellikle orada sorulari paylasiyorlar. Sorularin
cevaplarini ya da senin sorun varsa onu paylasiyorsun, dogru cevabi soruyorsun.”

K3:” Egitim amacgl eger takip ettigim konu ¢ok spesifik bir seyse yani mesela ben siit
trtinleri ile ugrastyorum, bir kisinin ge¢miste ne yaptigini arastirmam gerekiyorsa YouTube
videolart falan izliyorum, yemek kanali da olabilir. Yani dini konularda online dersleri takip
ediyorum ¢link zaten online derslerde ¢ok kiymetli olan hocalar birazcik daha mahremiyete
onem gosteriyorlar. Ses ve goriintii agisindan herkese ulasilabilir olmasini istemiyorlar. Burada
online katilmis oluyorum.”

Yukaridaki bulgulardan yola ¢ikarak katilimeilarin faaliyetleri asagidaki tablodaki gibi (Tablo 6)
smiflandirilabilmektedir.

Tablo 6. Katilimcilarin sosyal medyay1 egitim amaciyla kullanim sekilleri

Katihm K1,K3,K4,K5 Instagram’da canli baglantilara katilma, Facebook’ ta gruplarla
etkilesim, Online derslere katilim

Uretim K4,K5 Icerik iiretip, paylasma
TuUketi K1,K2,K3,K4,K5 Yiiklenmis igerikleri izleme yada dinleme
m

Tabloya gore katilimcilardan iki numarali katilimci digindaki tiim katilimeilarm yiiklenmis
videolar1 yada igerikleri izleyerek/ dinleyerek, canli baglantilara ve online derslere katilarak gruplarla
etkilesimde bulunarak hem tiiketim hem de katilim faaliyetlerinde bulunduklar1 belirlenmistir.
Ayrica iki katihmcinin (K4,K5) icerik iiretip paylagarak iiretim faaliyetinde bulunduklari da
gorilmektedir.
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Yetiskinler Belirli Bir Program Dahilinde Olusturulan Egitimlere mi Tercih Etmektedirler Yoksa
Kisa Siireli Egitimleri mi Tercih Etmektedirler? Neden?

Bu soru ile yetigkinlerin ne tiir egitimlere ihtiyag¢ duyduklar1 ve neden bu egitimleri tercih ettikleri
tespit edilmeye ¢alisilmistir. Bes katilimcidan ticii (K1,K2,K5) vakit buldukga, ihtiyag halinde, belirli
bir program dahilinde degil de kisa siireli, iicretsiz egitimlere katildiklarimi belirtmislerdir.
Katilimcilardan biri (K1), kayit olup dahil olunan egitimlere vakit bulamadigindan dolay1
katilamadigini, bir diger katilimei da (K4) belirli saatleri olan online egitimlere mesai saatlerine denk
gelmesi nedeniyle katilamadigm belirtmistir. Tki katilimer ise (K3,K4) sosyal medya iizerinden
ticretli, atdlyeler seklindeki egitimlere katildiklarint belirtmiglerdir. Ayrica dort numarali katilimei
(K4) belirli bir program dahilinde devami olan egitimlere katildigini belirtmistir. Katilimct
goriislerinden 6rnekler kesitler asagidaki gibidir.

K4:” Ben hig iicretli egitim almadim ya, ticretli egitimlere hi¢ katilmadim yani. Mesela bu
MIT’in falan da iicretsiz egitimlerine katildim bahsetmigtim ya belki hatirlarsin sende ama onun
ticretli egitimleri aslinda ¢ok giizeller ama igte ticretli kisimlarina katilamiyorum maalesef.”

K3: “Bazen fotografcilikla ilgili bir egitim oluyor merak ediyorum, katiliyorum ve ya daha
da st seviye psikoloji alaninda, ¢cocuk gelisimi ile ilgili bir sey oluyor bir atélye oluyor ona
katiliyorum. Ama onlar genelde iki ders ii¢ ders, daha kisa siireli, atolyeler seklinde onlara da
katilmishigim var iicretli olarak.”

Yetiskinler aldiklar egitimden ne kadar memnun kalmaktadwrlar?

Yetigkinlerin aldiklar1 egitimden duyduklari memnuniyetin belirlenmesi ile sosyal medyay1
egitim amaciyla kullandiklarindaki elde ettikleri doyumun diizeyi belirlenmeye calisilmaktadir.
Katilimeilarin memnuniyet ifadeleri asagidaki gibi 6zetlenmistir (Tablo 7).

Tablo 7. Katilimeilarin memnuniyet ifadeleri (6zet)

K1 K2 K3 K4 K5
Bayag1 Cok Cok verimli Her egitim bir Ozellikle
memnunum, faydali oluyor, sey katiyor, uygulamali
faydali oluyor oluyor, hayatima kendimi yapilacak
insanin bircok bilgi gelistirdim, seylerde  ¢ok
eli ayagi katiyor aldigim faydali oluyor.
egitimlerin
hepsini
kullandim

Tablo 6’ da goriildiigii lizere katilimcilarin hepsi (K1,K2,K3,K4,K5) aldiklar1 egitimlerin
kendileri icin faydali ve verimli oldugunu belirtmislerdir. Bir katilimci ayrica (K3), online
egitimlerde sadece o konuya meraki ve ilgisi olan kisilerin katilmasindan dolay1 grup bilincinin
rahatlikla saglanabildiginden ve canli derslerin belirli bir saati oldugu, ka¢irdiginda tekrar1 olmadigi
icin online egitimlere katilirken daha 6zen gosterdiginden bahsetmistir. Bu sebeple online egitimlerin
kendisi agisindan verimli oldugu séylemistir. Bir diger katilime1 (K4) ise kullanabilecegi egitimler
aldigin1 ve ogrendiklerinin hepsini de kullandigin1 sdylemistir. Ayrica yine ayni katilime1 video
izleyerek bir bilgi edinmesi gerekiyorsa izlemeden dnce yorumlara bakarak videonun igeriginin
kalitesi hakkinda 6nbilgi edindigini ve ona gore izleyecegi videolar: secebildigini bu sebeple
yorumlarin sosyal medyanin olmazsa olmazi olarak diisiiniilmesi gerektiginden bahsetmistir.
Katilimcilarin goriislerinden 6rnekler agsagidaki gibidir.

K2:” Cok faydal oluyor nasil tabir edilir insanin eli ayagi, elimiz ayagimiz yani direk ¢ok
biiyiik kolaylik ve hani birinden memnun kalmazsan birinden oluyor. Yani egitmen ¢ok mutlaka
birinden faydalaniyorsun, yani sana uyan mutlaka bir 6gretmen ¢ikiyor.

K3:”....Bir de sey var mesela belirli bir iiniversite okusaniz belirli bir alanda egitim
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alwyorsunuz sizin istediginiz ya da istemediginiz konularda da egitim aliyorsunuz. Bu tip online
egitimlerde sadece nokta atis, hangi konuda bilgi almak istiyorsaniz onun egitimi veriliyor. Bu
da tabi boyle daha insan isteyerek katildigi icin daha verimli gegiyor. Hem egitim veren
agisindan hem de egitim alan agisindan”.

Katilimcilardan biri de egitim amaciyla kullandig1 sosyal medya uygulamalarini faydali olma
sebepleri ile birlikte siralamugtir. Katilimcinin ifadesi su sekildedir.

K5:” yani bir seyin yapilisimi 6greneceksem iste gorsel video icerikleri YouTube bana ¢ok
faydali oluyor yani orada o faydali ama bir gorsel almak istiyorsam daha ¢ok Twitter faydali.
Iste bir dosya paylasimi varsa 6biirii daha faydali, Telegram-WhatsApp. Uygulamali yapilacak
bir sey égreneceksem daha ¢cok video izlemeyi tercih ederim. Oyle olunca da YouTube faydali
mi? Faydast ¢ok ¢iinkii ozellikle pandemi doneminde video izleyerek ogrenmeye alistik.”

SONUC VE TARTISMA

Bu caligmamin amacri; yetigkinlerin sosyal medyayr egitim amacglh bilgi edinme araci olarak
kullanmalarim etkileyen temel motivasyonlari kullanimlar ve doyumlar kurami cergevesinde
belirlemektir. Bu arastirmada bireylerin egitim amaciyla sosyal medya kullanimini motive eden
faktorler arasindan birgok arastirmanin ortak sonucu olan bilgi edinme faktorii ele alinmustir. Bu
kapsamda c¢alismada bireylerin egitim amach bilgi edinme araci olarak sosyal medya kullanimini
etkileyen alt faktorler ortaya ¢ikarilmistir. Calismadaki katilimeilarin sosyal medyayi egitim amagh
kullanmalarin1 motive eden faktorlere dair ortak bulgular; bilgi edinme konusunda zamandan kazang
saglamasi, bilgi gerektiren bir problem durumu ile karsilagildiginda ¢6ziim iiretmek adina kitaplara
nazaran daha ¢abuk bilgiye ulagim saglamasi, kitaplardan yazil bilgi edinmektense gorsel anlagilir
ve uygulamali bilgi sunulmasi, egitim almak amaciyla bir yere ulasim saglamaya ya da ek ekipmana
gerek kalmadan her yerden egitim alinmasina imkan ve firsat tamdig1 seklindedir. Bir katilimcinin
akademisyen olmasindan dolay1 sosyal medyay1 egitim amaciyla kullanim nedenini, 6grencileriyle
hizli etkilesim saglamasi, giincel bilgileri, ders igeriklerinin paylasabilmesi ve farkli dosya tiirlerini
destekleyerek egitim faaliyetlerini kolaylastirmasi olarak siralamistir. Ayrica katilimcilari hepsi
aldiklar1 egitimlerden ve edindikleri bilgilerden memnuniyet duyduklarini belirtmistir. Yine
egitimlerin kendileri i¢in faydali olmasinin, sosyal medya kullanimlarinin artmasina neden oldugunu
belirtmislerdir. Bulgularin sonucunda, yetiskinlerin egitim amacl bilgi edinme araci olarak sosyal
medyay1 bilgi edinme amaciyla kullanmasini motive eden faktdrler;

(1) zamandan kazang,

(2) kolaylik (ihtiyac halinde ulasilabilir olmasi, fiziksel olarak erisim kolayligt),

(3) glincel bilgi,

(4) bilgi cesitliligi,

(5) bilgi paylasma (etkilesim, igerik iiretimi),

(6) Esneklik (kisisel bilgi se¢imi, zaman, mekan) olarak 6 kategoride toplanmistir.

Gezgin (2018) sosyal medyanin egitim araci olarak kullanilmasini konu alan ¢aligmasinda, sosyal
medyada bilgi kontroliiniin kisinin kendisinde oldugunu, sosyal medyanin genel beceriler
kazandirma agisindan bilgi icerdigini, etkin katilim i¢in esnek ortamlar sundugunu belirtmistir. Bu
calismada sosyal medyanin bilgi edinme araci olarak yetiskinler tarafindan kullanilmasini motive
eden faktorler Gezgin’ in sdyledikleri ile ortiisecek sekildedir. Ayrica su ana kadar yapilan literatiir
arastirmasinda yetiskinlerin sosyal medyay1 egitim amach bilgi edinme araci olarak kullanimlar ve
doyumlar yaklasimi esliginde arastiran bir calismaya rastlanmamustir bu sebeple ¢alisma kapsaminda
katilimcilarla yapilan goriismeler sonucunda elde edilen bulgular, tek tek soru bazinda, kullanimlar
ve doyum kurami 15181nda yapilan sosyal medya ¢aligmalar: esliginde tartistlmistir.

Calisgma sonucunda yetiskinlerin bilgi edinme amaciyla en ¢ok YouTube’u sonra sirasiyla
Instagram’1, Facebook’u, Telegram’i, WhatsApp’1 ve Twitter’i tercih ettikleri belirlenmistir. Bu
bulgular, Tasan (2018) ‘in yaptig1 ¢aligma sonucunda katilimcilarin en ¢ok kullandiklar1 sosyal
medya uygulamalarinin Facebook, Instagram, YouTube ve Twitter olarak bulundugu calisma
sonuclari ile benzerlik gdstermektedir. Calisma sonucunda, yetigkinlerin YouTube ve Twitter’1 bilgi
ogrenme agirlikli kullandig1 Instagram’1 daha ¢ok kisa siireli, zaman almayacak egitimler i¢in ve
diger uygulamalardaki kapsamli egitimler i¢in Onbilgi saglamak admna tercih ettikleri sonucuna
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ulasilmigtir. WhatsApp ve Telegram’in da daha ¢ok egitimlerle ilgili bilgi almak amaciyla kullanilan
bir araci uygulama olarak, Facebook’un da farkli kisilerden bilgi edinme, ¢esitli gruplara iiye olmaya
amaciyla kullanildig1 goriilmektedir. Bu bulgular; literatiirde Facebook’un gruplara iiye olma ve
etkinlik takibi motivasyonu ile kullanildig1 (Yildirim, Ozdemir & Alparslan, 2018) Twitter’in bir
haber alma araci, bilgiye kolay ve hizli ulasilan bir mecra olarak tammlandigi (Uger, 2016),
WhatsApp’in sosyallesme (toplumsal etkilesim), pratiklik ve profesyonel ihtiyaglari (mesleki)
gidermek amaciyla kullamldigi (Goncii, 2018) arastirma sonuglari ile Ortlistiigli goriilmektedir.
Calismaya katilan bir 6gretmenin Instagram’t daha ¢ok yapilan proje ve etkinlikleri takip etme
amaciyla kullandign goriilmektedir. Bu bulguda literatiir ile desteklenebilmektedir. Carpenter,
Morrison, Craft ve Lee (2019) caligmalarinda egitimcilerin Instagram kullanimlarinin en yaygin
amacini, diger egitimciler tarafindan paylasilan igerigi incelemek oldugunu belirtmislerdir. Bu
caligmalardan yola ¢ikilarak egitim amagh video yayinlayan yayincilarin videolarin igeriklerini
gelistirirken e- Ogrenme yontem ve tekniklerine gore videolarini diizenleyerek yetiskinlerin
egitimlerine destek olabilecekleri sdylenebilmektedir. Yine ¢aligmada katilimcilarin kisa siireli,
zaman almayacak igerikler barmdiran platformlar: tercih ettikleri gériilmektedir. Bu bilgiden yola
cikarak bu tiir paltformlarda icerik iireten yayincilarin igeriklerin basina icerige dair bilgilendirici,
acik ve her yas grubundan bireyin anlayabilecegi tiirden bir baglik ekleyerek daha fazla katilimciya
ulasabilecegi sdylenebilir.

Calismada yetiskinlere sosyal medyanin kendileri i¢in ne anlama geldigi sorulmustur.
Katilimcilar sosyal medyay1 kisaca; giincel bilgi, yeni bir bilgi, bilgi, kolaylik ve is olarak
tanimlamistir.  Yetiskinlerin sosyal medyayr egitim amaciyla kullanmalarini motive eden
faktorlerden “glincel bilgi” ve “kolaylik™ faktorlerinin olugsmasinda bu bulgulardan yararlanilmustir.
Mustafa’ya gore (2018), kisilerin beklentileri, amaglar1 ve ihtiyaglar1 farkli oldugundan dolay1
kullanimlarinda da farklilik goriilebilmektedir. Buna gore ¢alismadan elde edilen bulgular literatiir
ile uyum gosterecek niteliktedir. Calismada katilimci goriislerinden elde edilen veriler sonucu
katilimcilardan evli olan bayanlarin daha ¢ok ¢ocuklarinin egitimleri ve gelisimleri ile ilgili sosyal
medyadan faydalandiklari, ¢alisanlarin ise ilk olarak akademik ve mesleki gelisimleri agisindan
kullandiklar1 goriilmektedir. Ev hanimi olan katilimci ise giincel haberler hakkinda bilgi edinmek,
yeni tarifler 6grenmek amaciyla sosyal medyadan faydalandigini belirtmistir. Diger katilimcilardan
farkli olarak bir katilimci hem dini konularda hem de beslenme ve saglik konusunda da sosyal
medyadan yararlandigini belirtmistir. Bu bilgilerden yola ¢ikarak yetiskinlerin kolayca, giincel bilgi
edinmelerini kolaylastirmak adina sosyal medya platformlarin reklam béliimlerinin gelistirilmesinin,
maddi reklamlardan ziyade egitim sitelerinin iceriklerine vurgu yapan reklamlarin yayinlanmasinin
yetiskinlerdeki egitime dair alginin gelismesine yardimci olabilecegi sOylenebilir.

Shao (2008) kullanicilarin sosyal medya da gosterdikleri davraniglari; tiiketme, katilma ve tiretme
olarak {i¢ kategoriye ayirmistir. Kullanicilarin sosyal medyada hazir icerikleri izlemeleri, dinlemeleri
ya da okumalari tiikketme, hem igerikle hem de birbirleriyle etkilesim halinde bulunmalar1 katilim,
aktif olarak icerik liretmeleri ve paylagmalari da {iretim olarak nitelendirilmektedir. Bu ¢aligma da
bu bilgiye destekleyecek sekilde tiim katilimcilarin hazir videolar: izleyerek tiiketim kategorisinde
yer aldig1, bir katilimci disindaki tiim katilimcilarin canli baglantilara, grup sohbetlerine ve online
derslere katilarak ayn1 zamanda katilim kategorisinde yer aldig1r ve meslegi 6gretmenlik olan iki
katilimcinin diger kategorilere ek olarak igerik iiretip paylastiklari i¢in {iretim kategorisinde de yer
aldig1 goriilmektedir. Bu bilgilerden yola ¢ikarak bilginin paylasarak ¢ogalmasina katki saglanmasi
amaciyla yetigkinlerin kendi igeriklerini hazirlamalarma imkan tanityan platformalarin sayisinin
artmas1 gerektigi sOylenebilir.

Katilimeilarin ¢ogunlugunun iicretli egitimleri maddi agidan tercih etmedikleri iicretsiz, kisa
siireli tek seferlik egitimlere katildiklar1 goriilmiistiir. Bir katilimci ise kendisi i¢in faydali olduguna
inandig1, uzman Kkisilerin egitimleri oldugunda ancak o zaman {icretli egitimleri tercih ettigini
belirtmistir. Katilimcilar, dikkat dagmikligina yol agtig1 ve takip etmekte zorlandiklari i¢in uzun
siireli egitimleri tercih etmediklerini belirtmiglerdir. Ayrica uzun siireli egitimlerin zaman sinir1
icermesi de bir diger katilmama nedeni olarak belirtilmistir. Buradan yola ¢ikarak ozellikle sosyal
medya da yetiskinlere yonelik hazirlanan egitim ve video igeriklerinin yetigkin egitim yontem ve
teknikleri icerecek sekilde giinliik hayat ile iliskilendirilmis sekilde ilgi ¢ekici ve dikkat dagilmasina
izin vermeyecek uzunlukta hazirlanmasi gerektigi sOylenebilir. Yine igerik treticileri sosyal
medyada yetiskinlere yonelik bir egitim gelistirirken egitimlerin iicretsiz, her yerden erisilebilir,
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kacirildiginda telafi edilebilir olmasina ve etkilesim igermesine dikkat etmelidir.

Katilimcilarin  hepsi sosyal medya iizerinden aldiklar1 egitimlerin, edindikleri bilgilerin
kendileri i¢in ¢ok faydali oldugunu belirtmiglerdir. Ayrica sosyal medyadan kendi ihtiyaglari
dogrultusunda kendi istedikleri siire ve zamanda egitim alabilmelerinin kendilerini 6grenme agisinda
motive ettigini, kigisel gelisimlerine olumlu katkilar sagladigini belirtmislerdir.

Aragtirmanin sonuglaridan yola ¢ikilarak yetigkinlerin egitim amagl bilgi edinme araci olarak
sosyal medyay1 kullaninimin1 motive eden faktdrler; zamandan kazang saglamasi, ihtiya¢ halinde
ulagilabilir olmasi, giincel bilgiler igermesi, bir¢ok kanaldan bilgi edinme imkani saglayarak bilgi
cesitliligine olanak tanimasi, etkilesim ve igerik tiretimi imkan1 tanimasi ve kisisel bilgi segiminde
zaman ve mekan bakiminda esneklik saglamasi olarak sdylenebilmektedir. Bu bulgularin yetiskinlere
yonelik sosyal medya da igerik iireten {ireticilere ve egitim tasariminda bulunan Ogretim
tasarimcilarma fikir verecek nitelikte oldugu diisliniilmektedir.

ONERILER

Bu ¢aligmada yetiskinlerin egitim amagli bilgi edinme araci olarak sosyal medya kullanimim
motive eden faktorler belirlenmeye c¢aligilmistir. Calisma bes katilimer ile gergeklesmistir.
Kullanimlar ve doyum kuramina gore bireylerin farkli ihtiyaclar1 ve yonelimleri bulunmaktadir bu
yiizden elde edilen motivasyon faktorlerinde de farklilik gostermektedir. Ornegin bu calismada siit
iiriinleri ile ilgili ¢alisan bir katilime1 beslenme alaninda egitim almak amaciyla sosyal medyadan
yararlandigindan bahsederken ¢ocuk sahibi olan bayanlarmn ilk etapta ¢cocuk gelisimi ile ilgili bilgi
edinmek amaciyla sosyal medyadan egitimler aldiklar1 goriilmektedir. Calismadaki kategorilerin
cesitlenmesi adina 6rneklem cesitliligi artirilabilir. Boylece farkli kullanim tercihleri ve ihtiyaglari
ortaya ¢ikarilabilir.

Calismada kullanimlar ve doyumlar kurami 1s18inda yetiskinlerin sosyal medyay1 egitim amaglt
bilgi edinme araci olarak kullaniminin daha derinlemesine arastirmasi amaciyla bu arastirmada
kullanilan basit nitel aragtirma yontemlerinin yaninda nicel arastirma yontem ve teknikleri de
arastirmaya dahil edilerek farkli demografik simiflandirmalardaki degisimde izlenebilir.

Calismanin sonuglarmi desteklemek adina bundan sonraki ¢aligmalarda ayni konuya ilgi duyan
yetiskin bireylerin sosyal medyada egitim veren bir fenomenden aldiklar1 egitim ve edindikleri
doyum, kullanimlar ve doyumlar kuramm esliginde fenomoloji yontem ve teknikleri esliginde
arastirilabilir.
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