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Chapter 1

The Promise and Paradox of Authenticity in
Intercultural Foreign Language Education with Al

Bora BASARAN!

Why Authenticity, Why Now?

In foreign language education, authenticity is generically categorized as
"authentic text," "authentic task," or "authentic assessment." However,
authenticity is not a label; authentication is a lived experience where learners feel
that they are using language authentically in a meaningful way that has an
audience, consequences, and identity (Alvarez Valencia & Michelson, 2022;
McArthur, 2022). Intercultural education supports authenticity because of the
nature of communicating across differences, which requires learners to make
meaning amidst uncertainty and cultural norms. Authenticity arises less from the
objects identified as "authentic" than from the learners' agentive participation in
situated cultural contexts (Ou & Gu, 2020).

Positioning Linguistic competence with Intercultural competence is a shift that
places the learner in the role of co-constructor of meaning (Pais Marden &
Herrington, 2020; Némethova, 2020). Authentic resources, including video,
literature, and interactive tasks, introduce students to cultural nuances and
communicative practices (Kopaneva & Pervil, 2021; Ungboeva & Djumabaeva,
2023; Zhang, 2020). Socio-cultural texts provide students with available cultural
performances and keep them engaged through navigating (and most likely not
avoiding) the messiness of intercultural experience (Béresova, 2015; Lushchyk
et al., 2021). Authenticity also should be part of assessment. Traditional written
testing does not engage the multilayered complexities of intercultural
communication. Traditional assessments without context do not provide learners
motivations and modify communicative flexibility through contextualized
language learning (Adnan et al., 2019; Liu & Dong, 2024; Nad-Kolozhvari,
2022). Authentic assessment is a way to activate learner agency and identity
formation while engaging with and negotiating cultural factors (Dai & Sun, 2021;
Zotzmann, 2020; Sadam, 2022; Bigun & Yatskiv, 2022; Yuyun & Simamora,
2021). There are two distinctions that warrant attention. First, interculturality is
not multiculturalism, with the former mediator being about dialogic encounter
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and meaning-making from the moment the latter keeps learners in a shallow
assessment of coexistence (Abdzadeh & Baker, 2020; Cancino & Nuiiez, 2023;
Schwarzenthal et al., 2020; Boonen et al., 2021; Huang, 2020; Santana &
Betancourt, 2021; Tanir, 2025). Teachers act as mediators who help develop
intercultural sensibility through multimodal, ethically accountable participation
(Munandar & Newton, 2021; Cubero, 2021; Xie, 2023).

Second, provenance does not equal authenticity. That is, learning materials from
the target culture are not authentic by virtue of their origin. Authenticity arises
when learners are active authors, who are engaged in meanings of their inquiry
and making interpersonal risks (Pais Marden & Herrington, 2020; Gebre &
Polman, 2020; Chen & Zhou, 2024; Ercanlar, 2025, Reeve & Shin, 2020). Co-
design, collaborations and task-based approaches further support authenticity
through providing ownership and learner agency (Hasrol et al., 2022; Kessler et
al., 2021; Chen, 2022; Hidayati et al, 2023; Moral & Benito, 2021; Simanjuntak
& Sukresna, 2023).

In summary, authenticity is relational, emergent and grounded in learner
engaged participation. The disposition is not whether Al can be authentic but
under what pedagogical conditions involves inquiry, co-creation, and
intercultural encounters in a globalized and digital context.

Conceptual Foundations

Language education should nurture intercultural action competence (ICC)
rather than "native-like" proficiency. ICC contains linguistic, sociopragmatic,
affective, and metacognitive components, for example, tolerance for ambiguity
and vagueness, the ability to take the perspective of the other, and strategic
flexibility (Alvarez Valencia & Michelson, 2022; Fantini, 2020; Némethova,
2020). Because ICC is developmental and context-dependent, it depends on an
educational environment that provides varied opportunities for participatory
possibilities (Pryshliak et al., 2020; Qi, 2023; Zhong et al., 2024).

The literature indicates that ICC is a process rather than a destination.
Introducing culturally-influenced instruction into language education enhances
adaptability and cross-cultural capability (Braslauskas, 2021; Holubnycha et al.,
2021). Guided exchanges and reflective practices help develop sensitivity and
flexibility (Mu & Yu, 2023; Tecedor & Vasseur, 2020; Ghasemi et al., 2020).
The learners' desire to act as "global citizens" are also significant in terms of their
openness towards intercultural encounters.

Educators play an integral role in connecting language learning to cultural
reflection and in enabling learning out of the classroom (Arif & Jusuf, 2022;
Barili & Byram, 2021, Sarkiler, 2025). Professional learning opportunities for



educators are essential to help them include intercultural pedagogy in their
teaching (Nugent, 2020), but also provide opportunities to document the
development of ICC (Barnatt et al., 2020). Authenticity, which is related to
learners' identities and authorship, can be nurtured when the pedagogy values
their cultural histories and multimodal practices; which has been shown to occur
in a number of cases (Liao et al., 2020; Jiang et al., 2020). The authentic digital
learning environments are also reported to increase motivation, support critical
thinking, and create connections to the outcome (Braslauskiené et al., 2021).

In higher education, authentic learning involves aligning classroom content
with professional practice to facilitate transfer and motivation, but it entails
thoughtful and mindful scaffolding (Hagvall Svensson et al., 2021; Nachtigall et
al., 2022, 2024; Timperley & Schick, 2024). Educators can model authenticity
through transparent communication and commitment (Plust et al., 2020).
Moreover, authentic pedagogy can also be directed to online spaces and reflective
practice (for example, autoethnography) (Lee, 2020; Radovi¢ et al., 2020).

Intercultural Encounters and Authentic Learning Cycles

Intercultural interactions often take place in “in-between” spaces characterized
by uncertainty and misalignment (Jergensen et al., 2020; Zettinig et al., 2021). A
pedagogical stance towards structured risk encourages learners to productively
engage with misunderstandings as learning resources (Dodman et al., 2021).
These interactions create opportunities to foster empathy, reflection and
collaboration (Kong et al., 2020; Tang & Calafato, 2024; Piipponen et al., 2021).
Authentic learning is cyclical: experience, reflect, abstract, experiment (Valiente-
Riedl et al., 2021; Yuan, 2023). Emotional connections, such as curiosity,
anxiety, pride, and frustration, are also integral to achieving authentic learning.
Cooperative structures validate emotions as shared resources for individuals to
learn collectively (Liu & Dong, 2024). Teachers also participate in this process,
bringing together authenticity and vulnerability, while modeling reflexivity and
empathy (Noda & Hua, 2022; Gkonou & Miller, 2020, 2023). Authentic
encounters cannot be ‘faked’, and are reliant on multimodal resources, reflective
dialogue, and supportive pedagogy (Cubero, 2021; Tutunea, 2021; Echcharfy,
2020; Gliméng, 2022). In both face-to-face and virtual contexts, authenticity
enables the transformations of intercultural misunderstandings into shared
resources for tools, which can foster competence, identity, and accountability.

The Promise of Al for Authenticity
Al tools—chatbots, speech-to-text, multimodal environments, simulation—can
promote authenticity in pedagogy if situated within pedagogy. They lower the



thresholds for participation by eliminating barriers to participation through
translation and accessibility benefits (Akinsemolu & Onyeaka, 2025; Crompton
et al.,, 2024; Efrizal, 2024; Wei, 2023), enhance personalization and
individualization of learning through adaptive systems (Mohebbi, 2024; Yangs
& Kyun, 2022; Zou, Dave & Symons, 2024), and create environments where
rehearsal and interpersonal risk-taking can occur in safe spaces (Divekar et al.,
2021; Konyrova, 2024; Pack, 2023). Al can support reflection through analysis
of interactional patterns with reflexive feedback to support learners' intercultural
competence (Alharbi, 2023; Shi, 2024). There are also issues of privacy,
algorithmic bias, and the risk of removing teacher mediation in learning (Kohnke
etal., 2023; Kanont et al., 2024) that serve as potential pitfalls. Authenticity, then,
is a question less about the technology than pedagogical frameworks that
privilege human interaction (Patnaik et al., 2025, Ustiin et al. 2025).

The Paradox of Al for Authenticity

Al provides exciting new possibilities for language education, while
simultaneously producing paradoxes that endanger the very conditions it needs
to strengthen. Engaging in simulated encounters via chatbots, avatars, or
generative agents may feel like authentic encounters, while not being reciprocal,
and then replacing real human encounters. This means that learners may have
safe interactions but not authentic interactions that include wvulnerability,
empathy, and dialogue that are more than surface-level (Kim et al., 2024; Zhou
& Hou, 2024). Such “safe spaces” may limit exploration of interculturality and
the discomfort that builds the potential for real growth.

Bias and homogeny are other issues. Large Al models are trained with large
datasets that create dominant cultural norms without taking into account
marginalized voices, flattening cultural plurality and erasing important nuances
for intercultural learning (Shi, 2024; Zong & Yang, 2025). Bias diminishes
meaningful engagement (Dai et al., 2024). Bias in Al is also exacerbated by its
opacity: users rarely see the logic behind its outputs (Rabbianty et al., 2023; Rezai
et al.,, 2024). This lack of knowledge undermines trust and accountability.
Furthermore, it also eliminates the agency of learners as the line between
authored voice and machine-generated voice becomes increasingly blurred.

Over-reliance on Al also has the potential to diminish the learner identity and
agency. Rather than learners customizing themselves as meaning-makers or
meaning-creators, they simply become facilitators of machine-generated content
(Akintayo et al., 2024; Wu et al., 2024). Most importantly, authorship, a visceral
interpersonal risk-taking opportunity integral to intercultural competence, is
forsaken, perpetuating emotional disconnection and a potential narrative of



acculturation, while diverting students away from the critical discomfort and
conflict pivotal to building resilience, empathy, and intercultural awareness
(Alzahrani, 2024; Jenks, 2024).

Ethics and relationship dimensions are even more complicated. Al cannot
rationalize ethically as humans are, straining intercultural ethics and equitable
communicative design (O’Regan & Ferri, 2024). In higher education, trust,
transparency, and rigour ought to remain principles of importance, even while Al
confers new affordances for professional and intercultural communication
(Francis, 2025; Dai et al., 2024). Unmonitored cultural representativeness in Al
affordances, may only serve to reinforce ethnocentric biases.

In the end, the paradox of Al and authenticity is contextual. Al has the potential
to connect language learners with accessibility, personalization, and reflective
engagement while risking trivialization, bias, opacity, and engagement. Thus,
building Al literacy and adaptive proficiencies among learners and educators is
imperative (Yan et al., 2024). Moreover, ethical research must be ongoing, as the
cultural and interpersonal ramifications of Al have the potential to have long-
term effects on cognition, creativity, and intercultural communication for
authentic learning situations.

Negotiating the Promise and the Paradox

Increasingly, the integration of Al into education leads to attempts to
reconceptualize authenticity as multi-authored, relational, and ethically situated.
Under this view, it is not the technology or Al being used that is authentic, but the
pedagogical context in which the Al is being used to support authentic interaction
rather than displace it. In this respect, authenticity can be developed through learner
agency, reciprocity, and reflection - reaffirming learners as co-constructors of
meaning (Akgilin & Greenhow, 2021; Mohamed, 2024). It is now incumbent upon
educators to orchestrate classrooms where Al is mediating and scaffolding their
interaction while keeping standard human dialogue and intercultural space central.

Professional learning is vital in supporting the balance between Al and pedagogy.
Teacher education needs to cultivate a technical knowledge of Al, ethical knowledge
of Al, and pedagogical knowledge, so educators can contextualize authenticity using
Al that connects to someone's experiences (Mouta et al., 2024; Pack & Maloney,
2024). Educators can model authenticity for their students by demonstrating humility,
criticality and authenticity when using Al. Professional learning must also lay the
foundations to make Al-literacy and fundamentals so educators can design their
learning with integrated Al to support learners' critical engagement in intercultural
contexts (Holmes et al., 2021; Walter, 2024).

Students also need Al literacy, such as the awareness of when Al may augment
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dialogue or limit dialogue and a way to navigate through the paradoxes of human and
Al mediated interaction (Kohnke & Zou, 2025; Ng et al., 2021). Therefore, educators
should place priority on self- and co-regulated learning that allows the learners and
the Al systems to construct knowledge together (Lodge et al., 2023). Against a
critical lens of equity, poverty, bias and inclusivity, students will develop more than
just linguistic competence; they will develop ethical citizenship-participation in
digital intercultural spaces (Gkintoni et al., 2025; Mohamed, 2024).

We must remember the ethical imperatives to consider. Privacy, bias and
commodification are structural issues of learning ingrained in learning (Holmes et
al., 2021; Koévari et al., 2024; Lundervold, 2025). If institutions cannot identify
solutions to deter bias and other inequalities that arise in learning, Al also has the
potential to reinforce limited choice and marginalize the underrepresented (Igbokwe,
2024; Ray & Ray, 2024). Therefore, educational institution must to create and
implement transparent policies and frameworks that are community driven, to allow
for innovation and accountability in its implementation (Dakakni & Safa, 2023;
Francis et al, 2025). In this way, assessments and learning designs that support critical
engagement, creativity, ethics and language performance will be used responsibly,
every time we design instruction.

In conclusion, while Al as a technology has the potential to impact intercultural
foreign language education, it necessitates a relational space of co-construction with
learners, teachers, technologies and communities using ethical literacy, critical
reflection and human-centered engagement to reposition Al from being a threat to
authenticity to a place for intercultural understanding and responsible digital
citizenship.

Implications for Intercultural Foreign Language Education

The introduction of artificial intelligence (AI) in education invites a
reconceptualization of authenticity as multi-authored, relational, and ethically
situated. Authenticity does not come from the technology or Al's capabilities
itself but rather from the environments in which pedagogies apply Al to support
authentic interactions, rather than take them over. It is within the defined contexts
that we cultivate movement along dimensions of learner agency, reciprocity, and
reflection, affirming learners not simply as recipients of knowledge but as co-
constructors of meaning (Akgilin & Greenhow, 2021; Mohamed, 2024). In such
contexts, the challenge for educators becomes to be intentional in their design of
classrooms and learning contexts in ways that Al acts as our mediator, scaffolds
interaction and reflection, and broadens participation, while still keeping as
central the need for human conversations and intercultural space.

Professional learning is just as important in the example of balancing Al design
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and pedagogy. Teacher educators should provide a professional learning
practicum that develops deep technical knowledge, ethical and pedagogical
framings that give teachers the tools to innovatively contextualize authenticity
(Mouta et al., 2024; Pack & Maloney, 2024). With ethical pedagogy as a
framework, by modelling ways of being vulnerable, critical, and authentic with
Al, educators can serve as an example for learners to strive towards. Professional
learning should also help educators develop their own Al literacy and Al
prompted designs to not only situate Al pedagogically but to help students to
interact with Al critically, especially in situating the role of Al in intercultural
learning (Holmes et al., 2021; Walter, 2024).

Also important, is to develop students' Al literacy. Students must learn to cycle
into and out of Al interactions responsibly, understanding when Al enhances
dialogue or when it limits dialogue, as well as how to parse the paradoxes of Al-
mediated dialogue (Kohnke & Zou, 2025; Ng et al., 2021). Additionally,
educators should support self-regulated and co-regulated learning practices where
humans and Al systems generate knowledge together (Lodge et al., 2023).
Students should be equipped to self-reflect critically regarding fairness, bias, and
inclusion within Al engagements, as these also strengthen their linguistic capacity
as well as their ability to act as ethical participants in digital intercultural spaces
(Gkintoni et al., 2025; Mohamed, 2024).

The ethical imperatives of Al must remain central in our intercultural pedagogy.
Privacy, algorithmic bias, and commodification are not peripheral aspects, but
environmentally structural realities that define the conditions of learning (Holmes
et al., 2021; Kévari et al., 2024; Lundervold, 2025). Al is absent of deliberate
safeguards and is at risk of reproducing inequities and perpetuating through
silencing less represented voices, thus undermining plurality which intercultural
education relies upon (Igbokwe, 2024; Ray & Ray, 2024). With this
responsibility, institutions need to develop transparent policies and community-
engaged frameworks that ensure a symbiosis of innovation and integrity (Dakakni
& Safa, 2023; Francis et al., 2025). This becomes an opportunity to ensure that
both assessments and learning designs reflect critical thinking, creativity, and
ethical rationales balanced with language performance.

In summary, incorporations of Al in intercultural contexts of foreign language
education requires fundamentally relational approach where authenticity is
continuously co-constructed among learners, teachers, technologies, and
community. By fostering ethical literacy, stimulating critical reflection regarding
Al, and prioritizing human-centered engagement, it is possible to see Al goes
from posing the threat of authenticity to being a springboard for deeper
intercultural understanding and pedagogies of responsible digital citizenship.
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Conclusion: Toward Sustainable Authenticity with Al

Authenticity in education is vulnerable based on reciprocity, vulnerability, and
awareness. Al offers both promise and paradox: accessibility and reflection with
the danger of bias, commodification, and loss of agency (Zhou & Hou, 2024). To
achieve sustainable authenticity, balance is needed: Al are the mediators and
mirrors, not a community in and of themselves, centered in human dialogue.

Well-designed, intentional Al could enable personalized learning, collaborative
engagement, and authentic feedback (Francis et al., 2025; Yan et al., 2024;
Ifelebuegu, 2023; Lang, 2024). However, an over-reliance on Al could lead to a
commodification of the learning experience while creating ethical challenges
(Thanh et al., 2023; Abubakar et al., 2024; Creely, 2024). Educators must develop
Al literacy, teach professional competence, and cultivate shared ethical
responsibilities with their students (Alm, 2024; Tutton & Cohen, 2025; Sharples,
2023). In the end, authenticity is not a functional attribute, it is a pedagogical
goal, achievement, or accomplishment. By negotiating the promises and
paradoxes of Al the creating community that emerges privilege, first, the co-
construction of authenticity, then attend to interculturality, and remains attentive
to the centrality of human interaction in foreign language teaching and learning.
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Comprehensive Analysis of
Eye-Tracking Research in Education
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Abstract

The evolution of eye-tracking research, spanning from early 20th-century
methodologies to contemporary video-based systems, has profoundly impacted
neuroscience and education. This study examines 339 articles from the Web of
Science database, focusing on the educational utility of eye-tracking
technology. Through analysis with R Studio, key trends emerge: the “Computer
& Education” journal dominates publications, while scholars like “Halszka, J.”
and institutions like the ‘“Natl Taiwan Normal Univ” stand out for their
influential contributions. Notably, countries such as China and the USA lead in
impactful research output. The findings shed light on publication patterns,
keyword distributions, and the ascendance of influential journals, offering
valuable insights for stakeholders in vision screening, policy development, and
systematic review studies. Understanding these trends fosters a deeper
comprehension of the evolving landscape of eye-tracking research within
educational contexts, enabling informed decision-making and strategic planning
for future research endeavors.
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Introduction

Eye-tracking research, which commenced its modern approach in the third
quarter of the 20th century with the development of video-based eye trackers in
subsequent years, was initially employed by affixing markers to specialized
contact lenses in the early 20th century (Einhduser et al., 1996; Duchowski et
al., 2000; Winston, 2012; Forsyth, 2015). It has been posited that eye-tracking
provides an optimal neuroscience model for exploring the intricate relationship
between brain mechanisms and behavior (Luna, Velanova & Geier, 2008). Eye-
tracking, boasting a long-standing history in medical and psychological research
as a tool for recording and scrutinizing human visual behavior, is utilized to
examine gaze patterns during visual perception and the underlying information
processing activities (Erckstein et al., 2017; Rayner, 2019; Yang & Wang,
2023). It elucidates the fundamental mechanisms of these behaviors by
translating ocular behaviors into measurable eye movements to discern the focal
points of attention (Duchowski, 2017; Erckstein et al., 2017; Ashraf et al.,
2018). Common measurement data from eye trackers include changes in initial
focusing time, alterations in pupil size, the velocity of eye repositioning to new
regions in images, the duration of eye movements, and the cumulative focusing
time (Ozdogan, 2008; Dolgunsdz, 2015; Krueger, Koch & Ertl, 2016). Eye-
tracking measurements furnish researchers with two fundamental components
of eye movement behavior: “eye fixations,” delineating where a subject gazes
and for how long, and “eye movements,” specifying the subsequent shifts in eye
positioning (Robinson, 2012). These measurements offer crucial insights,
enabling the identification of areas of attention, overlooked information, and
disturbances, facilitating real-time assessment of task responses (Erckstein et
al., 2017; Omur & Gorgiilii Aydogdu, 2017).

Due to the significant correlation between eye movements and cognition in
contemporary research, eye-tracking has garnered considerable interest across
various experimental domains, emerging as a versatile technology for
investigating human cognitive processes (Hoffman & Subramaniam, 1995;
Patney et al., 2016; Virtual Reality Society, 2017; Clay, Konig & Koenig,
2019). Eye-tracking, constituting an online recording of eye movements, serves
as a prevalent and valuable method for observing visual attention and
distractions across various domains, encompassing phenomena such as eye
blink, pupil dynamics, vision perception, visual search, and language processing
(Robinson, 2012; Fischer & Hartmann, 2014; Carter & Luke, 2020; Yang &
Wang, 2023). Extensively explored in realms such as marketing and
advertising, eye-tracking employs video-based systems, leveraging computer
vision techniques for data collection, facilitating the investigation of human
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cognition through the provision of substantial datasets and enabling rapid,
precise tracking of eye movements (Wedel & Pieters, 2017; Hoffman &
Subramaniam, 1995; Hansen & Ji, 2010; Virtual Reality Society, 2017).

Problem Status

Eye-tracking measurements, encompassing cognitive skills, learning
strategies, and the tracking and recording of eye movements across various
fields, including complex cognitive processes in education, represent one of the
effective methodologies utilized in educational research to comprehend the
cognitive processes unfolding in the mind. This method furnishes researchers
with insights into how individuals learn and how they can enhance their
learning effectiveness and efficiency (Alemdag & Cagiltay, 2018; Kovari,
Katona & Costescu, 2020). Eye-tracking measurement data and eye tracking
technology are particularly well-suited for educational research as they offer
information pertaining to cognitive skills, learning strategies, and complex
cognitive processes in education. Individuals assimilate vast amounts of
information into their cognitive processes through their eyes (Halszka,
Holmgqvist, & Gruber, 2017; Kovari, Katona & Costescu, 2020). Eye-tracking
yields critical data concerning the aspects to which researchers and learners
direct their attention during the learning process, delineating how students and
teachers perceive the world, their actions, the duration and intensity of their
attention, thus shedding light on the dynamics of learning (Beach & McConnell,
2019; Shvarts & Abrahamson, 2019). Consequently, there has been a surge in
intensive research recently to scrutinize teaching and learning processes through
the lens of eye-tracking (Lai et al.,, 2013; Yang et al., 2013; Alemdag &
Cagiltay, 2018; Dostalova, Juhanak & Plch, 2022; Ma et al., 2022; Tsai et al.,
2022; Zhai et al., 2022).

Although bibliometric studies on the subject have been carried out abroad,
no such publication has been found in our country and language. Studies in our
country have generally been researched by focusing on a single subject, concept
or discipline and in association with eye-tracking. The important points of the
studies will be revealed. A general overview of the subject will be presented. It
will be a resource for both industry professionals and researchers. In addition to
contributing to literature, examining the evolution of influential publications,
authors and sources, and the themes of the subject within the scope of the study
will guide new publications. The fact that it will contribute to an issue that
affects the whole society reveals the importance of study. With the aid of
various analyses and statistical methods applied to academic publications, it is
feasible to conduct bibliometric studies that examine sources of information
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regarding eye-tracking. Utilizing statistical indices enables the evaluation of the
effectiveness of scientific research across institutions, authors, countries,
journals, and citations, thereby providing access to diverse sources of
information pertaining to research trends in this field (Papadimitriou & Kidman,
2012).

Method

In the research, the aim is to conduct a bibliometric analysis of articles
pertaining to the use of “eye-tracking” in “education” subjects. Bibliometric
research enables the identification of trends in the field by measuring and
evaluating various aspects of research within a specific domain (Ahmi, 2022).
Bibliometrics, a quantitative and statistical technique, facilitates the generation
and dissemination of scientific knowledge within a particular field. It serves as a
valuable method for identifying influential and highly cited articles, emerging
topics, prominent researchers or research groups, as well as potential
collaborators or competitors within the subject area (Huang et al., 2019;
Agarwal et al., 2016). Zupic and Carter (2015) highlighted that bibliometric
analysis reveals co-authors, publications, and identifies leading authors,
organizations, and countries involved in the subject under scrutiny.
Furthermore, bibliometric analysis enables the dissemination of high-impact
findings and offers visualization of authors, institutions, and trending keywords
(Huang et al., 2019). Despite the recent application of bibliometric approaches
in education, it has only recently emerged as a coherent and contemporary
alternative for examining research (Hernandez-Torrano et al., 2020).

Data Collection Process

In this study, articles from the Web of Science (WoS) database were used for
bibliometric analysis. WoS is widely recognized for its utility in academic and
bibliometric research, as it consistently encompasses journal coverage of
scientifically published articles (Li et al., 2018). The terms “eye-tracking (all
fields)” or “eye tracking (all fields)” and ‘“education (all fields)” were
scrutinized from the search interface of the WoS database. Topics relevant to
“Education” were included in the filter via the “Citation Topic Meso” section.
In the ‘Document Types’ section, only ‘Article’ OR ‘Review Article’
documents were considered. English was selected as the preferred language to
mitigate potential data loss during keyword analysis, primarily due to the
limited number of publications in other languages. Subsequent to these
constraints, 356 data sets obtained in the research as of January 16, 2023, were
exported for analysis. The research utilized a flow chart, as illustrated in Figure
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1. Today, different tools such as CiteSpace, WOSviewer, HirsCite and
CitNetExplorer are available for performing bibliometric studies (Moral-Mufioz
et al., 2020). In the study, the R software supported Biblioshiny program was
adopted to obtain a general view of eye tracking studies written in the field of
education. The Biblioshiny software was developed by Massimo Aria and
Corrado Cuccurullo from the University of Naples and Luigi Vanvitelli from
the University of Campania (Hao, 2018). Biblioshiny software supports to
analyze WoS, Scopus and Dimensions data (Aria and Cuccurullo, 2017).

ol Designing the Research

02 Searching in WoS Database (n=356)
'
Flow }
Diagram A 03 Enlhlunmetnc.&nalysisor Data
H ile
‘.
.,.— 04  Visualization of Analysis Results
05 Interpretation of Analysis Results

Figure 1. Flow Diagram of Research
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Results

In this section, the findings of the research are given. The research findings
were analyzed in sub-headings according to the problem statements. General
information about the research is given in Table 1.

Table 1. Main Overview

Description Results
Articles 339
Timespan 2005:2022
Sources (Journals, Books, etc) 120
Author’s Keywords 925
Authors 794
Authors of single-authored articles 13
Authors of multiple-authored articles 781
Average citations per articles 19,37
References 11264
Article per authors 0,36

When Table 1 is examined, it is seen that 339 articles were written between
the years 2005-2022. The articles were published by 120 different sources and
written by 764 authors. A total of 925 keywords were included in these studies.
While 13 different articles were determined to be written by a single author, 781
people wrote 326 different articles by multiple authors. It was found that 19.37
citations were received per article. The authors used 11264 references to their
work. It has been determined that there are 0.36 articles per author. In Figure 2,
the growth graph of the articles written about eye-tracking in the field of
education by years is given.
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Findings for Journals

In the Web of Science database, 339 articles on the concept of eye-tracking
in education were published in 120 different sources. These data are given in
Table 2.

Table 2. Top 20 Journal with the Most Article

. . PY
* *

Journal ArtN h index | g index | TC start*
Computers & Education 25 16 25 1081 2009
Computers In Human Behavior 23 16 23 714 2010
Physical Review Physics Education 15 7 1 137 2017
Research

Learning And Instruction 14 11 14 436 2010
Journal Of Computer Assisted Learning 14 7 11 132 2015
Frontiers In Psychology 14 5 11 142 2014
Instructional Science 11 8 11 386 2012
Journal Of Chemical Education 11 7 11 183 2012
Educational Psychology Review 8 7 8 151 2018
International Journal of Science and

Mathematics Education 8 7 8 207 2014
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British Journal of Educational

Technology 8 127 2014
Applied Cognitive Psychology 7 195 2005
Educational Technology & Society 6 108 2015
Intema.tlonal Journal of Science 6 100 2008
Education

Journal Of Science Education and 6 64 2011
Technology

Interactive Learning Environments 5 69 2011
Teaching And Teacher Education 5 176 2014
Journal Of Educational Psychology 4 99 2018
Acta Chimica Slovenica 3 17 2016
Etr\&D-Educational Technology 3 19 2012

Research and Development

35




Cor
Sources

Articles

E Z Source log(Rank)

Figure 3. Bradford’s Law

It was seen that “Coputers /& Education” Journal made the most
publications among 20 journals (ArtN=25). The total number of citations of the
same journal was also found to be the highest (TC=1081). The second most
published journal on eye-tracking research in education was “Computers in
Human Behavior” (ArtN=23). Among the 20 journals with the highest number
of publications, “Applied Cognitive Psychology” was determined to be the
journal that started the oldest publication (PY start=2005).

The h-index and g-index values of the journals are also given in the table.
The H-index is the value that emerges from the popularity and interest level of
the journal in the scientific community (Glénzel, 2006). Considering these
values, it is seen that the journals “Computers \& Education” and “Computer in
Human Behavior” have the highest index with 16 (h-index=16). Again, the g-
index values of the journals are a criterion that gives popularity credits
according to the citations given to the journals (Tol, 2008). In the G-index
values, it was seen that “Computers & Education” journal was ahead of the
others with 25. In Figure 3, the distribution of journals according to Bradford’s
Law is given. It appears that the 7 journals are “first zone” journals according to
Bradford’s law.

Findings for Author

In studies on eye tracking in the field of education, 794 different authors
were found to work in the WoS database (Table 1). The number of publications,
indexes, total citations and the first years they worked on the 20 authors who
have done the most work in this field are given. When the table is examined,
Halszka, J. is the leader in eye-tracking studies in education with a total of 13
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publications (h-index=11; g-index=13). The citation numbers of the articles of
the authors in the data set are also given in the table. Accordingly, Tsai MJ is
the most cited author with 560 citations (h-index=7; g-index=9). Among the top
20 authors in the table, Halszka, J. published his first article on the subject in
2008. Kuechemann S, on the other hand, is the newest author to make its first
publication in 2019 and participate in the publications in the table. The article
publication efficiency of the 10 authors with the highest number of publications
by time is given in Figure 4.

Tablo 3. Top 20 Authors with the Most Article

Author ArtN h_index g_index TC PY start
Halszka, J. 13 11 13 478 2008
Bruenken, R. 11 8 11 287 2015
Van Gog, T. 11 7 11 454 2005
Tsai, Mj. 9 7 9 560 2012
Jian, Yec. 9 6 9 89 2015
Klein, P. 9 6 9 93 2018
Azevedo, R. 8 5 8 182 2016
Kuhn, J. 8 5 8 82 2018
Cagiltay, K. 8 4 8 410 2009
Park, B. 7 7 7 259 2015
Pi, Z. 7 5 7 88 2016
Yang, FY. 7 5 7 356 2013
Bubic, A. 6 5 6 113 2014
Planinic, M. 6 5 6 113 2014
Susac, A. 6 5 6 113 2014
Van Wermeskerken, M. 6 5 6 146 2016
Kuechemann, S. 6 4 6 51 2019
Korbach, A. 5 5 5 159 2015
Mayer, Re. 5 5 5 120 2018
Chiou, GL 4 4 4 328 2013
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Figure 4. Authors’ Production over Time

The citations made by the authors in the data set to each other in the articles
they published were examined. Accordingly, the first 20 articles with the
highest number of citations in the data set are presented in figure 5. When
the table is examined, Cagiltay K is the most cited author with 78 citations.
Mason L and Pluchino P are the authors ranked second with 77 citations.
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Findings for Affiliations and Countries

In Table 4, 20 universities with the highest number of publications on eye
tracking studies in education are given. Among the 20 institutions with the most
publications, the university with the most publications was the ‘“National
Taiwan Normal University” (ArtN=59). At the same time, 3 different Taiwan
universities were included in the top 20 universities with the highest number of
publications.
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Table 4. Top 20 Affiliations with the Most Articles

Affiliation ArtN
Natl Taiwan Normal Univ 59
Open Univ Netherlands 33
Univ Zagreb 25
Saarland Univ 23
Univ Utrecht 23
Cent China Normal Univ 22
Natl Taiwan Univ Sci and Technol 14
Erasmus Univ 13
Lund Univ 13
Natl Chiao Tung Univ 13
Open Univ 12
Tech Univ Kaiserslautern 12
Univ Cent Florida 12
Univ Georgia 12
Univ Tubingen 12
Univ Padua 11
Univ Turku 11
Ludwig Maximilians Univ Munchen 10
Middle East Tech Univ 10
Univ Burgos 10

In addition, the countries of the authors who sent the article, their
cooperation with other countries and the total number of citations they received
are given in Table 5. Accordingly, China is the country with the highest number
of publications in this field (ArtN=69), Germany ranks second with 68
publications, and the USA ranks third with 61 publications. Germany
(MCP=27) is the leader with 27 articles in the articles published in
collaboration. The country with the highest number of citations was again China
(TC=1287). The USA, which is the closest to China, received 1223 citations.
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Table 5. Top 20 Countries with the Most Articles

Country ArtN SCP* MCP* TC
CHINA 69 63 6 1287
GERMANY 68 41 27 1047
USA 61 49 12 1223
NETHERLANDS 30 16 14 1021
TURKEY 11 11 0 427
UNITED KINGDOM 9 6 3 74
AUSTRALIA 8 2 6 263
CANADA 8 7 1 167
CZECH REPUBLIC 7 6 1 17
FINLAND 7 6 1 81
NORWAY 7 4 3 117
CROATIA 6 4 2 113
SWEDEN 6 3 3 47
SPAIN 5 3 2 40
ITALY 4 3 1 305
JAPAN 4 3 1 14
SWITZERLAND 4 1 3 23
BELGIUM 3 2 1 119
NEW ZEALAND 3 2 1 3
POLAND 3 3 0 23

In Figure 6, the cooperation map of the countries is given. According to the
map given above, the countries with the highest cooperation were Germany and
the Netherlands (MCP=17). For a more detailed representation, the
collaboration network is given in figure 7.
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Figure 6. Collaboration WorldMap

When the cooperation network is examined, it is seen that the cooperation
between countries is in the form of 3 different clusters. In the “red” colored
cluster, Germany is in the center, the “blue” colored cluster is the central USA,
and in the “green” colored cluster, 3 countries are a cluster together.
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Figure 7. Collaboration Network

Findings for Citiation Status

In Table 6, the global and local citation status of the articles in the data set
are given. The most cited article in terms of global citations was “A review of
using eye-tracking technology in exploring learning from 2000 to 2012~
(GC=240) written by Lai ML. However, it could not be cited as a local
reference (LC=0) in the data set. Of the 20 articles with the highest number of
global citations (GC), 5 did not receive any local citations (LC). The most cited
article locally was “Do fourth graders integrate text and picture in processing
and learning from an illustrated science text? Evidence from eye-movement
patterns” (LC=43) published in Computer \& Education journal, written by
Mason L.
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Table 6. Top 20 Articles with the Most Global Citation

Document DOI Year | GC* | LC*
Ezlv ML, 2013, Bduc Res | 1016/ edurev.2013.10.001 2013 | 240 | 0
T., 2005, E

Van Gog, T, 2003, I Exp 10.1037/1076-898X.11.4.237 2005 | 185 | 0
Psychol -Appl
Drmello 8., 2012, Int JHum = |} 4 016 s 2012.01.004 2012 | 161 | 0
Comput Stud
Tsat, M.J., 2012, Comput 10.1016/j.compedu.2011.07.012 | 2012 | 154 | 37
Educ
Ozeelik, E., 2010, Comput 1 116/ chb.2009.09.001 2010 | 149 | 26
Hum Behav
Mason, L., 201

ason, L., 2013, Comput 10.1016/j.compedu.2012.07.011 2013 | 145 | 43
Educ
gdzzzhk’ £., 2009, Comput 1 1616/ compedu.2009.03.002 | 2009 | 119 | 25
Alemdag, E., 2018, Comput |\ | 5164 compedu.2018.06.023 | 2018 | 112 | 24
Educ
Van Gog, T., 2005, Appl
Coan Peychol 10.1002/acp.1112 2005 [ 102 | 0
Mason, L., 2013, J Exp Educ | 10.1080/00220973.2012.727885 | 2013 | 95 | 34
Wolff, Ce., 2016, Instr Sc1 | 10.1007/s11251-016-9367-z 2016 | 91 | 23
Cook, M., 2008, Sct Educ 10.1002/sce.20262 2008 | 89 | 14
Halszka, J., 2012, Instr Sc1 10.1007/s11251-012-9218-5 2012 | 86 14
Van Den Bogert, N., 2004, |1 116/ tate.2013.09.001 2014 | 84 | 24
Teach Educ
Debue, N., 2014, Front

s N S0 10.3389/£psyg.2014.01099 2014 | 84 | 4

Psychol psyg
Lenzner, A., 2013, Instr Sc1 10.1007/s11251-012-9256-z 2013 | 72 7
A R., 201

zevedo, R., 2019, Comput |10 116/ chb.2019.03.025 2019 | 68 | 8
Hum Behav
Koc-Januchta, M., 2017, 10.1016/j.chb.2016.11.028 2017 | 66 | 5
Comput Hum Behav
Halszka, J., 2017, JEye Mov. |1 1 6010/5emr.10.1.3 2017 | 65 | 0
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Keywords and Trend Topics

In the research, the keywords in the articles of the authors were analyzed, 25
keywords were defined on WordCloud as a result of the analysis. Analysis
results are given in figure 7.

expertise Mullimedia_education “*

| a

Figure 7. WordCloud of Research

There are 972 keywords in total for eye-tracking studies in education. The 25
most frequently repeated words from these keywords are shown on WordCloud.
The most recurring keyword is big, and the next ones have sizes according to
their frequency. The concept of “eye tracking” was used as a keyword 172
times. The concept of “eye tracking” is used together with synonymous words.
The concepts of “eye-tracking”, “

2 “ EEANO

eye tracking”, “eye”, “tracking” was collected
as a single keyword. After the concept of eye tracklng, ‘multimedia learning”
was the second most frequently repeated keyword (f=31), and “learning” was
the third most frequently repeated keyword (f=27). The trending status of the
keywords given above by years is presented in Figure 8.

The distribution of the keywords used by years is given in Figure 8.
According to this figure, it has been determined that the keywords
“comprehension”, “visual”, “eye movements” have been replaced by the

EE AT

keyword’s “simulation”, “science learning” and “Professional Vision” in recent

years.
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Figure 8. Trend Topics

Discussion and Conclusion

Pupil size variation, repositioning velocity of the eyes, eye movement
lengths, and fixation time in aggregate are a few of the straightforward outputs
obtained from eye trackers, and these outputs provide users with various kinds
of information about focus of attention and cognition. Eye tracking is a very
important and serious tool utilized in various domains (like psychology,
marketing, human-computer interaction, and neuroscience) today. Eye tracking,
providing data and yield especially on attention, perception, and cognition, aids
in maximization of the interface design within human-computer interaction,
besides helping in judging advertising effectiveness when it comes to
marketing. Eye movements also have diagnostic value for cognitive impairment
and are significant in the research of skill acquisition in fields like aviation and
surgery. In general, eye tracking provides significant information on human
behavior and cognition and is of critical significance in research as well as
everyday application. Eye tracking is a potent tool in education for untangling
cognitive ability, learning approaches, and complex cognitive processes. Eye
tracking, by measuring people's gaze and behavior in relation to studying
material, makes visible effective modes of learning and pedagogy. Current
literature reports growing research on the use of eye-tracking technology to
study learning and teaching dynamics because of its increased role in education
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studies. Given the vast quantity of publications in the field, the bibliometric
review provides a quantitative overview for distinguishing trends, leading
researchers, and foundation journals in eye-tracking studies in education.
Through tools such as Biblioshiny, researchers can discern patterns,
collaboration networks, and shifts in keywords over time, fostering a
comprehensive understanding of research trajectories and scholarly
contributions. This synthesis underscores the interdisciplinary importance of
eye-tracking research in elucidating human cognition and educational
methodologies, signaling a fertile ground for exploration and innovation.

This study aims to examine studies on eye-tracking in education from a
bibliometric perspective. For this purpose, the journals, authors, institutions and
countries that published the most on the subject were determined. The citation
status of the publications was examined in detail. The distribution of keywords
and trending titles regarding the concept of eye-tracking in education by year
was examined.

In the research, it was examined which journals published the most articles
on eye-tracking. It was determined that Computer &/ Education (ArtN=25) and
Computer in Human Behavior (ArtN=23) journals (Table-2) gave the most
space to articles on eye-tracking. In the bibliometric analysis conducted by
Chen and Ho (2020) on Technology-enhanced learning in higher education,
Computer &/Education journal again made the most publications. In contrast, in
a study conducted by Ali, Heldal and Helgelsen (2021), 499 references were
examined between 2019 and 2021 (excluding 2021) with the help of
Bibliometrics and WOSviewer. In these references, it was determined that the
source journal in which such articles were published most was the Journal of
Vision, with a total of 21 articles.

Halszka, J. was determined to be the author who did the most research on
eye-tracking (Table-3). It was determined that most of the research conducted
by Halszka, J. and other authors was conducted after 2015. It is also reflected in
the results that the most cited authors locally (authors who wrote articles on the
subject of eye-tracking in education) are Cagiltay K (TC=78), Mason L
(TC=77) and Halszka, J. (TC=76). In the research conducted by Brasil,
Andrade, and Komati, (2020) between 2004 and 2019, the author with the most
publications in terms of the number of publications was determined to be Prof.
Dr. Oleg Komogortsev. This can be considered as an indicator of how different
results can be obtained when similar studies are carried out in different time
periods.

It was determined that the university where eye-tracking studies were carried
out the most in education was “Natl Taiwan Normal University” (ArtN = 59). It
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was also concluded that the countries where eye-tracking research was most
conducted in education were China (ArtN=69), Germany (ArtN=68) and the
USA (ArtN=61). Karakus, Ersozlu and Clark (2019) found in their bibliometric
analysis on augmented reality research in education that China (ArtN=87) and
the USA (ArtN=67) made the most publications. Julia et al. (2020)’s
bibliometric analysis on flipped classroom, the USA (ArtN = 155) and China
(ArtN = 59) lead in the distribution of publications by country. It can be
concluded that China and the USA are the leading countries in research on the
use of technology in education. In a study on eye-tracking conducted in 2021,
the dataset of 2456 articles taken from the Web of Science Core Collection
(WoS) database was analyzed using WOSviewer and the Bibliometrix R
package. According to research data, extensive collaboration networks were
identified between the USA (35.3%), the UK (9.5%) and Germany (7.3%), the
three countries with the highest scientific production (Zammarchi &
Conversano, 2021). In addition, a study conducted by Ali, Heldal and Helgelsen
(2021) aims to analyze and visualize articles published from Web of Science
databases. Using Web of Science databases, 499 references were examined
between 2019 and 2021 (excluding 2021) with the help of Bibliometrics and
WOSviewer. It was found that literature from the USA received the most
citations with n = 3939 from only 163 articles. On the other hand, in the study
conducted by Atabay and Giizeller (2021) on the concept of eyetracking within
the scope of tourism, the Czech Republic was determined to have the highest
number in terms of broadcast frequency between countries.

Among the articles included in the research, it was determined that the
article with the most global citations belonged to Lai (2013) (GC=240). In a
study conducted by Salgado-Fernandez et al. (2022) on the concepts of "eye-
tracking" and "academic achiev", it was determined that there was a study
published by Deubel et al. in 1999 with a citation index of 214.

In the final analysis, the keywords of the articles subject to the research were
examined statistically. The concepts of “eye tracking”, “eye-tracking”, “eye”
and “tracking” along with their synonyms were the most repeated keywords
(f=172) and the word “learning (f=31)” was the most frequently repeated
keyword. It was determined that the word.

As a result of the research, the general characteristics of the articles included
in the WoS database in order to conduct bibliometric analysis of the documents
obtained by using the concepts of “education” and “eye-tracking” (table-1), the
increasing annual accumulation on the subject (table-2), The most influential
authors, sources and keywords have been compiled. It was determined that the
articles were mostly published in the “Computer &/Education” journal, the most
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influential author was “Halszka, J.”, the most influential university was “Natl
Taiwan Normal Univ” and the most influential countries were “China and the
USA”. The research will help shed light and guide other research on eye-
tracking in education.

One of the biggest elements that makes this study special when compared to
studies carried out within the framework of the same theme and concept is that
the concept of eye-tracking is examined meticulously in the focus of education.
When we consider the current state of technology and education, it can be said
that the fact that these two concepts have not been studied before is a major
deficiency in literature. In parallel with this study, the concept of eye-tracking
has been researched with various methods in many fields such as tourism,
marketing, medicine, and economy (Ali, Heldal, & Helgesen, 2021; Atabay &
Gizeller, 2021; Chen et al., 2021; Li & Wong, 2022; Liu, 2022; Pei et al., 2023;
Salgado-Fernandez et al., 2022; Xu et al., 2022; Zammarchi, & Conversano,
2021). Studies similar to the methods and techniques used in this study also
focused on the same themes (tourism, marketing, medicine, etc.). However, in
this study, the eye-tracking concept was implemented entirely in the focus of
education. All studies conducted in previous years recommend that the eye-
tracking concept be examined together with various disciplines (Brasil,
Andrade, & Komati, 2020; Zammarchi, & Conversano, 2021).

Recommendations

When the findings and other studies are compared, obvious differences as
well as similarities stand out. This situation reveals the importance of
expanding, repeating, specificating and deepening the research, even in research
conducted on a single concept according to years, fields or different variables.
Additionally, a study conducted by Zhi-Tiao et al. (2022) showed that
publications on eye movements scanned in the literature until March 2021 have
increased rapidly in the last two decades. Repeating similar studies will bring a
different perspective to the studies carried out in this field in the coming years.
Future studies can produce studies that provide interesting and new perspectives
by analyzing various academic databases or new databases and different types
of publications more comprehensively (language, culture, academic unit, etc.).
In addition, future studies can contribute to literature by using different
bibliometric techniques, while enriching it with various keywords can
emphasize the popularity and importance of the eye-tracking concept under
various headings.
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Chapter 3

Item Analysis in Tests with Different Software:
A Practical Comparison Using
Manual Calculation, TAP, and SPSS

Fatma Gokcen AYVA YORU!

Introduction

When creating a test, it is necessary to calculate statistics related to the items
that will be included in the test. This allows for item analysis to be performed
when deciding which items should not be included in the test or which items
should be modified before being included in the test. The applications presented
in this section are discussed from the perspective of Classical Test Theory (CTT).
Additionally, the applications are intended for item analysis of items scored
dichotomously (1-0), where correct responses receive 1 (full credit), and
responses that are multiple-selected, left blank, or incorrect receive 0 points.

1. Statistics Used in Item Analysis

The most commonly used item statistics, calculated separately for each item
in the test, can be summarized as item difficulty index, item discrimination index,
item variance, and item reliability coefficient.

1.1. Item Difficulty Index (p)

The item difficulty index, calculated for each item in the test, provides
information about the difficulty levels of the items. For dichotomously scored (1—
0) items, it can be defined as the average score of each item (Crocker and Algina,
1986; Baykul, 2010). In other words, it is the rate at which items are answered
correctly by students. The item difficulty index value can be calculated using the
Henryson method and the upper-lower (%27) group method.
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1.1.1. Item Difficulty Index Using the Henryson Method

In this method, the item difficulty index is calculated by taking into account
the responses of the entire group taking the test. The calculation according to the
method is presented in Equation 1.

pi=nemi /N Equation (1)

p;: Difficulty index of the jth item
n¢riy: Number of respondents who answered the question correctly
N: Total number of examinees

For example, if 50 students participated in a test and 50 students answered a
question correctly, the correct answer rate for that question would be 50/50=1.
Therefore, all students answered correctly and the question is very easy. If 25
students answered the same question correctly, the correct answer rate would be
25/50=0.5.

In this case, the item would be considered of medium difficulty. If all students
answered the same item incorrectly, the ratio would be 0/50 = 0, and the item
would be considered very difficult. In this context, the item difficulty index takes
values between 1 and 0. The distribution of item difficulty index values is
presented in Figure 1.

piﬂ Piﬁ pi
.

The item becomes more difficult The item becomes more easier

Figure 1. Distribution of test item difficulty indices

According to Figure 1, as the percentage of people who answer the item
correctly increases (approaching 1), the item becomes easier, and as the
percentage of people who answer the item correctly decreases (approaching 0),
the item becomes more difficult. Criteria and explanations regarding item
difficulty index values are presented in Table 1 (Basol, 2015).
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Table 1. Criteria for item difficulty index values

Values Comments
1-0,85 Very easy (Item should be removed from the test)
0,84 - 0,61 Easy (Item can be revised if it can be made more difficult. If not, and if it
measures an important feature, it can be used at the beginning of the test.)
0,60 — 0,40 Moderate difficulty (ideal item)
0,39-0,16 Difficult (the item can be revised if it can be made easier. If not, and if it
measures an important feature, it can be used to motivate successful
students.)
0,15-0 Very difficult (the item should be removed from the test without hesitation.)

1.2. Item Discrimination Index

Items included in the test are expected to distinguish between students who
possess the characteristics to be measured by the item and those who do not
(Atilgan, 2015: 301). The item discrimination index is used as an indicator of
this situation. The item discrimination index can be calculated using the point-
biserial correlation coefficient or the upper-lower (%27) group method.

1.2.1. Calculation of the Item Discrimination Index Using the Point-
Biserial Correlation Coefficient

For dichotomously scored (1-0) items, the point-biserial correlation
coefficient is used to calculate the item discrimination index, as presented in
Equation 2.

X1—Xx i
— _HT 2 [Pj :
I'point biseral = Tjx = S s Equatlon (2)
X qj
I'pp: Tjx: [tem discrimination index
X,r: Mean total score of examinees who answered item j correctly

X,: Mean test score
pi: Item difficulty index q;: (1-pj)
Sx: The standard deviation of test scores

Sx = /Pjqj
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The item discrimination index ranges from -1 to +1. The criteria used to
evaluate the item discrimination index are presented in Table 2 (Basol, 2015).

Table 2. Item discrimination index values

Values Comments
0,40 and above Very good discriminator
0,39-0,30 Good discriminator
0,29 -0,20 Item should be revised
0,19 and below Item should not be included in the test

Corcker and Algina (1986) state that when the item discrimination index value
rjx = 0,30, the item can be used directly in the test, 0,20 = rjy = 0,29, the item
can be used in the test after being revised, and rj; < 0,19, the item should either

be completely revised or not used at all.

1.3. Item Variance and Item Standard Deviation

Item variance is equal to the product of the percentage of respondents who
answered the item correctly (item difficulty index, p) and the percentage of
respondents who answered the item incorrectly. The equation for item variance
is given in Equation 3 (Lord and Novick, 1968; Crocker and Algina, 1986).

S]-2 = Ppj-qj Equation (3)

sz: Item variance
pj: Item difficulty index of the jth item (percentage of respondents who

answered the item correctly)
qj: Percentage of respondents who answered the jth item incorrectly

(95 =1-pj)

1.4. Calculation of Item Difficulty and Item Discrimination Index Values
According to the Upper-Lower Group Method

In the upper-lower group method, test scores are used as the “criterion,” while
the “criterion groups” are the upper-lower groups of 27%. In applying this
method, the group size should be at least 100, preferably around 200.

When forming the upper-lower groups, first determine 27% of the number of
people in the group. Then, rank the test scores from highest to lowest, and the
first 27% with the highest scores form the upper group, while the last 27% with
the lowest scores form the lower group (Baykul, 2010).
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Then, the responses given by the upper and lower groups (for each item)
to the options are collected and a table is prepared. The distribution of
responses given by individuals in the upper and lower groups for each option
is presented in Table 3.

Table 3. Distribution of responses according to the upper-lower group
method

A B C* D Total
Upper group nu(A) nu(B) nu(C) nu(D) Ny
Lower group nL(A) ni(B) n(C) n.(D) NL
Total N(A) N(B) N(C) N(D) N

Note: * Correct answer

According to Table 3;
ny(A): Number of people who selected option A in the upper group
ni(A): Number of people who selected option A in the lower group
N(A): Number of people who selected option A in the upper and lower
groups
Nu: Total number of people in the upper group
Ni: Total number of people in the lower group
N: Total number of people in the upper and lower groups

The item difficulty index is presented in Equation 4.
pi=(nu+nr)/N Equation (4)

The item discrimination index is presented in Equation 5.
1 =(ny-nr.)/Ny Equation (5)

2. Applications of Material Analysis According to Different Software
Programs

Under this heading, examples of three different methods of applying
material analysis are presented. These are, in order:

2.1. Manual calculation

2.2. Using the TAP program

2.3. Using the SPSS program
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2.1. Manual Calculation Method

2.1.1. Creating a Matrix for Item Scores

Before conducting statistical analyses of the items and the test after the test
administration, it is necessary to score the participants' responses to the items.
Table 4 shows the item response patterns of 15 students on a 15-item test and the
answer key for the test.

Table 4. Item response patterns for the test

ID 1 2 4 5 6 7
271001
271002
271003
271004
271005
271006
271007
271008
271009
271010
271011
271012
271013
271014
271015

Answer key
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First, the item response patterns in Table 4 are converted into a dichotomous
(1-0) scoring matrix by assigning a score of “1” to correct responses and a score
of “0” to incorrect and blank responses. This matrix is then used to calculate item
and test statistics. The dichotomous (1-0) scoring format of the item response
pattern is presented in Table 5.
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Table 5. Dichotomous (1-0) scoring matrix of item response pattern

ID 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 Xi
271000 0 1 0 O O 1 1 1 0 1 1 1 1 0 1 9
271002 1 1 1 1 1 1 1 1 1 1 1 0 1 1 1 14
271003 0 O 1 O O O o o0 o0 0 o0 0 O 1 0 2
271004 0 1 1 1 0 1 1 0 0 0 0 0 1 1 1 8
271005 0 1 1 0 0 1 1 0 0 0 0 0 O 1 1 6
271006 1 1 0 0 0 1 o 1 0 1 0 0 O 1 1 7
271007 0 1 0 O O O o 1 0 1 0 O 0 O 1 4
271008 1 0 O O O 1 1 0 0 0 1 0 O 1 1 6
271009 0 1 0 0 0 1 1 1 0 1 1 0 1 0 0 7
271010 1 0 1 1 1 1 1 1 0 1 1 1 1 1 1 13
271011 1 1 0 0 1 1 1 0 0 1 1 0 1 1 1 10
271012 1 1 0 1 1 1 1 0 1 0 0 0 O 1 0 8
271013 0 1 0 O 1 1 1 0 0 0 1 o0 1 0o 0 6
271014 0 1 0 O O 1 o o0 0 0 o0 o0 1 1 0 4
271015 0 0 O O O 1 o o0 1 0 0 0O 0 0 O 2

Is 6 11 5 4 5 13 10 6 3 7 7 2 8§ 10 9 106

p 04 07 030303 09 07 0402 05 05 01 05 07 0.6

q 06 03 070707 01 03 06 08 05 05 09 05 03 04

Table 5 shows the ID (student number) of 15 students, the total score for
each item (I;), and the raw score for each student (X;). For example, the raw
scores obtained by students with ID numbers 271001 and 271002 are X,=9
and X,=14, respectively. The total item scores indicate how many students
answered each item correctly. For example, the first item was answered
correctly by a total of 6 students (I, =6). Additionally, the sum of the item
scores (Z]-“=1 = 21-1:51 I; = 106) is equal to the sum of the students' raw scores

(Z?:l X; = 11:51 X; = 106).

2.1.2.Calculation of Item Difficulty Index
The item difficulty indices of items 1 and 2 are calculated as follows.

bj = nT/N

py = nT/N = 6/15 =04

Interpretation of the item difficulty index for Item 1: Item 1 was answered
correctly by 40% of the students who took the test and is a difficult item.

n
po="T/y = 11/15 =07

Interpretation of the item difficulty index for Item 2: Item 2 was answered
correctly by 70% of the students who took the test and is an easy item.
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2.1.3.Calculation of Item Variance and Item Standard Deviation
The item variance (sz) and item standard deviation (S;) of items 1 and 2 in

Table 5 are calculated as follows.

S? =p;.q; = 0,4%0,6 =0,24
S1=4/P1.91 =04 0,6 = 0,49
S2 =p,.q, =0,7%0,3=0,22
Sy = /P2-q2 =+/0,7 ¥ 0,3 = 0,47

2.1.4.Calculation of the Item Discrimination Index
r — . = X]D - Xx pj
point bisera jx SX qj

The discrimination index for Items 1 and 2 is calculated as follows. Six
students answered Item 1 correctly, and their raw scores are as follows:
X;=14,7,6, 13, 10, and 8. The average score of these students is:
Xp=(14+7+6+13+10+8)/6=9.67.
The average of the raw scores of all students who took the test is:
Xx= (9+14+2+.. +6+4+2)/15=7.07
The standard deviation of the test scores is:

15 (v 72 _ 2 _ 24... — 2 _ 2
s :J L=1(X X) :J(g 7,07)2+(14-7,07)%+---+(4—7,07)%+(2-7,07) :\/170,93 — 3’49
n-1 15—-1 14

The discrimination index of item 1 is;

Xip—Xx 9,67-7,07 0,4
T = 2B 22T 220 608
Sx q1 3,49 0,6

2.1.5. Calculation of Item Difficulty and Item Discrimination Index
According to Lower-Upper Groups

A class of 156 people was divided into lower and upper groups, each
comprising 27% of the total, according to lower and upper group analysis. The
distribution of responses to item 20 according to the lower-upper group method
is presented in Table 6.
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Table 6. Distribution of responses according to the lower/upper group method

Item 20 A* B C* D E Total
Upper group 30 10 0 0 42
Lower group 11 7 8 8 8 42
Total 41 17 10 8 8 84

According to Table 6 Item difficulty index;
pj=(ny+ny)/N=(30+11)/84 = 0.49, which is a medium difficulty item.
Item discrimination index;
rix=(ny-nr)/Ny=(30-11)/42=0.45, which is a very good discriminating item.

2.2. Item analysis in the Test Analysis Program (TAP)
In this section, the substance analysis process in the Test Analysis Program
(TAP) is presented step by step.

Step 1: Before performing the analysis in the TAP program, the “.txt” data
file prepared is loaded into the program as shown in Figure 2.

I8 TAP: Test Analysis Program (version 19.1.4) — X
File Options Examples Help
NS Analyze (F9) OUTPUT
) Enter New Data e, Vi s S0..
O Open TAP fie @ Save Quick Examinee Results (*.EXM)
O Insert a TEXT fie (see Help v ¢ 8 Save Quick Item Analysis (*.ITM)
) Generate Sample Data \ 8 Save Quick Options Analysis (*.0PT)
() Edit Data in Data Editor ) Save Individual Grade Reports (*.RPT)
Go To Data Editor
Please let me know how you are using TAP (brooksg@ohio.edu). Thanks. ~~~Gordon

This i duction is also i in the HELP Menu

Figure 2. Loading the TAP data file
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Step 2: Information about the data file is introduced to the program as
shown in Figure 3.

' Data Editor
| File Data Convert Options Help

Title: exam (70 character maximum)
Comments: (70 character maximum)
# Students: 15 # Test Items: {15 Length of Examinee Names/IDs (# characters):] 7
Item# 1 1
o octlooodilo o ood

Key: aAEACDBBBEAABBA

Options: 555555555555555 /
Include: yyyyyyyyyyyyyyy e

DAT W data wil be treated as MISSING DATA --- valid data values are (0-8, A-H, a-h, T, t F, f

7 AAFACDBBBEAEBBA
71003 EEEEDCDECDCDDBD
71004 CAEAEDBAECDCBBA
71005 EAECBDBDEDDECBA
7100€é AADDEDEBEEDCEBA
71007 EADEDCEBEEEEEDA
71008 AEDBDDBCACAEEBA
71009 CAAEDDBBCEADBAD
71010 ADEACDBBEEARABBA
71011 AADECDBEDEAEBBA
71012 AABACDBDEDDDDBE|
71013 BADECDBDDDABBDE
71014 DABCEDECDCCDBBE
71015 EEDDDDDABCBCCDD

X Cancel Save File v OK « Close & Analyze

Figure 3. Entering data in TAP

In Figure 3, the number of students taking the test (Students) and the
number of items in the test (test items) must be entered. In addition, the
number of characters used for the ID information at the beginning of each row
must be entered in the “Length of examinee names” field. For example, in the
data entry “27101 BDACEBDACE,” the ID length refers to the number of
characters preceding the response data, so 7 should be entered. Then, if the
items are not scored on a 1-0 scale, the answer key (key field) is entered. The
number of options (e.g., A B C D E: 5 options) is specified. For items to be
included in the analysis, “y” is entered in the include box. If all items are to
be included in the analysis, ‘y’ is entered for each item. If items 5 and 8 were
not to be included in the analysis, “yyyynyynyy” would be entered in the
include box.
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Step 3: After the data file is introduced to the program, click the “OK” and
“Close and Analyze” buttons. The analysis results are presented in Figures 4, 5,
and 6.

Title: =xan
QUICK EXAMINEE RESULTS QUICK TEST / ITEM RESULTS

Number of Examinees Number of Items Excluded

Total Possible Score= Number of Items Analyzed = 15
Minimum Score = Mean Item Difficulty = 0,471
Maximum Score = Mean Discrimination Index = 0,567
Median Score = Mean Point Biserial = 0,489
Mean Score = Mean Adj. Point Biserial = 0,381
Standard Deviation = KR20 (Alpha) = 0,776
Variance = KR21 = 0,720
Skewness = SEM (from KR20) = 1,596
Kurtosis = High Grp Min Score (n=4) = §,000
Low Grp Max Score (n=4) = 4,000
Click the "View Examinee Output™ button above to
VIEW or SAVE or PRINT the detailed Examinee results # Potential Problem Items = 2

or hit F5 on your keyboard (similarly for detailed defined as: difficulty
Items and Options output, but FULL TEST does not or: difficulty 0,95(0
include Options or Examinee). or: D index 0,00(1

or: AdjPtBiserial <= 0,00(0)

0,20(2)

Figure 4. View test analysis results

Figure 4 shows statistics on the test scores of the group that took the exam.
For example, the total number of people in the group that took the exam (N=15),
the highest and lowest scores obtained in the exam, and the measures of central
tendency and central dispersion of the scores are shown. Additionally, the
average difficulty of the test, average discriminative power, KR-20 reliability
coefficient, and standard error of measurement are also provided in the view test
analysis results screen. The analysis results related to item analysis are presented
in Figure 5.
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hITLE: exam
COMMENT :

B i T b o S S o o o]

Quick Item Analysis

B T S S o b o o o

Number Item Disc. § Correct $ Correct Point Adj
Item Rey Correct Diff Index in High Grp in Low Grp Biser PtBis
Item 01 (1 ) 6 0,40 0,75 3 (0,75) 0 (0,00) 0,63 0,53
Item 02 (1 ) 11 0,73 0,25 3 (0,75) 2 (0,50) 0,24 0,11
Item 03 (S ) S 0,33 0,25 2 (0,50) 1 (0,25) 0,32 0,19
Item 04 (1 ) 4 0,27 0,50 2 (0,50) 0 (0,00) 0,66 0,57
Item 05 (3 ) S5 0,33 0,75 3 (0,73) 0 (0,00) 0,66 0,57
Item 06 (4 ) i3 0,87 0,50 4 (1,00) 2 (0,50) 0,47 0,39
Item 07 (2 ) 10 0,67 1,00 4 (1,00) 0 (0,00) 0,68 0,60
Item 08 (2 ) 6 0,40 0,50 3 (0;73) 1 (0,25) 0,47 0,34
Item 09 (2 )% 3 0,20 0,00 1 ({0.,23) 1 (0,25) 0,14 0,02
Item 10 (S ) v 0,47 0,73 4 (1,00) 1 (0,25) 0,58 0,46
Item 11 (1 ) 7 0,47 1,00 4 (1,00) o (0,00) oO0,61 0,51
Item 12 (1 )% 2 0,13 0,50 2 {0;50) 0 (0,00) 0,46 0,37
Item 13 (2 ) 8 0,53 0,75 4 (1,00) 1 (0,25) 0,57 0,46
Item 14 (2 ) 10 0,67 0,25 3 0,735) 2 (0,;,50) 0,3} 0;17
Item 15 (1 ) S 0,60 0,75 4 (1,00) 1 (0,25) 0,54 0,42

Figure 5. Quick item analysis results

Figure 5 shows the item difficulty index, item discrimination index, and the
number of students who answered the item correctly in the upper and lower
groups for each item in the test. For example, item 1 was answered correctly by
6 students. The number of students who answered correctly in the upper group
was 3, while the number of students who answered correctly in the lower group
was 2. The item difficulty index is p=0.40, indicating moderate difficulty. The
item discrimination index is 0.75, and the point-biserial correlation coefficient is
0.63. Therefore, it can be said that Item 1 effectively distinguishes students based
on the desired trait. The results of the option analysis are presented in Figure 6.

v
hITLE: exam
COMMENT :
e Immmmmmm M, T I I T ImImmImnIIImmmIhIhrImmhhMmMIhImnmmmInmnhhr
Quick Options Analysis

e I ImmmmmTmImmTnIIII I InmmrrrTnIImIIIIoI I I
4 is keyed answer, # is option that discriminates better than keyed answer

Item Group Option 1 Option 2 Option 3 Option 4 Option S
1 TOTAL €*(0,400) 2 (0,133) 2 (0,133) 1 (0,0867) 4 (0,2€7)
) High 3 (0,750) 1 (0,250) 0 (0,000) 0 (0,000) 0 (0,000)
Low 0 (0,000) 0 (0,000) 0 (0,000) 1 (0,250) 3 (0,750)
Diff 3 (0,750) 1 (0,250) 0 (0,000) -1(-0,250) -3(-0,750)
2 TOTAL 11+ (0,733) 0 (0,000) 0 (0,000) 1 (0,0867) 3 (0,200)
High 3 (0,750) 0 (0,000) 0 (90,000) 1 (0,250) 0 (0,000)
Low 2 (0,500) 0 (0,000) 0 (0,000) 0 (0,000) 2 (0,500)
Diff 1 (0,250) 0 (0,000) 0 (0,000) 1 (0,250) -2(-0,500)

Figure 6. Options analysis results
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Figure 6 shows the distribution of responses to each item's options according
to the upper and lower groups. For example, the correct answer for item 1 is
option A, and the number of respondents who marked the correct answer in the
upper group is 3, while in the lower group it is 0. Those in the lower group were
most likely to choose distractors E and D.

2.3. Applying Item Analysis in SPSS

When performing item analysis in the SPSS program, the first step is to
convert student responses into a scoreable format. To do this, correct answers
must be recoded as “1” and incorrect or blank answers as “0.” Figure 7 shows the
stages of scoring item responses as 1-0.

Step 1. Converting item responses to 1-0 scoring in SPSS

From the menu: Select Transform — Recode into Different Variables.

For example, for item 1, the correct option (e.g., “A”) — ‘1’

Other options (e.g., B, C, D, E) — “0”

sw Data Transform Analyze Graphs  Utilities Extensions  Window  Help

_'_—:j ke | ~3d @-ﬂ Recode into Ditterent Vanables

String Variable -> Qutput Variable: Output Variable

& D m1| m2| m3 mAl ‘fID 3 mi=>? Name:
271001B A C D :gxi [y |
271002 A A E A Fa m4 Label:
271103E [E E E ||gams ==
2711000C A E A ‘ m Recode into Different Variables: Old and New Values
27100:E A E C j
271005A |A D D | |§ oeale New Valuz
21100/E o D E | |4 | ©¥ae ® Value: |
211005 E D B | |d | | | | © system-missing
271000C A A E g
27101DA D E A b © System- or user-missing R
2711011A A D E o
2711012A A B A B0
27110138 A D E C | C—>0
2110140 |A B ¢ E | D=0
271101fE E D D D | -0

Output variables are strings

© All other values Convert numeric strings to number

[Qonﬁnun][ Cancel ][ Help ]

Figure 7. Stages of scoring item responses on a 1-0 scale
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2.3.1. Calculating the Item Difficulty Index
After the data has been coded on a 1-0 scale, follow the steps below to

calculate the item difficulty index:

e Select Analyze — Descriptive Statistics — Descriptives.

e The items for which the item difficulty index will be calculated (e.g., M1 _key
...) are transferred to the “Variables” box.

e Select only “Mean” from the Options menu. (The mean here directly gives the
item difficulty index (p-value) because it shows the percentage of students

who scored 1.

e When you press OK, the mean values for each item are obtained.
Figure 8 shows the steps for calculating the item difficulty index.

"D (m1_m2_m3_
key key key| ki

271001 0
271002 1
271003 0
271004 0
271005 0
271006 1
271007 0
271008 1
271009 0
271010 1
271011 1
2710121
271013 0
271014 0
271015 0

[ [ [N QN R B Y R ' [ R [ R ) N Y

oo O O 0 4o 0 o0 O 4 A aao

m

] @ Descriptives

& D

o o o 2o

| [ Save standardized values as |

Lo )

i

Variable(s):
&b m2_key ‘
&> m3_key
&b mé_key

.| B ms kev
@ ‘- ——
&

l‘a Descriptives: Ortions

[ Mean ] Sum

Dispersion

n [] Minimum

ololalal=

b | b |k |

(= = R

oo o ol

-0 O 2o

Options.

i

[7] variance [ Maximum
T|] [] Range [] S.E. mean
0 Characterize Posterior Distribution
0 | | @ Kurtosis Skewness
o
0 { r Display Order

|| @ Variaple list
© Alphabetic

© Ascending means
© Descending means

Figure 8. Stages of calculating the item difficulty index

Step 3: Evaluation of the analysis results of the item difficulty index

The item difficulty index results are presented in Figure 9.
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Descriptive Statistics

N Mean
m1_key 15 40
m2_key 15 a3
m3_key 15 33
md_key 15 27

-_—r L an

F igu;é 9. Item difficulty index results

Figure 9 shows the item difficulty index values for each item. For example,
the item difficulty index for item 1 is 0.40 (difficult item) and for item 2 it is
0.73 (easy item).

2.3.2. Calculation of Item Discrimination Index

Step 4. Calculation of Total Score

To calculate the item discrimination index, the total score must first be
calculated. To calculate the total score in SPSS, follow these steps:

e Transform — Compute Variable

e Target Variable: X (TotalScore)

e Numeric Expression: Sum (ml_key+m2 key3+...+ml5_key)

After calculating the total score, follow the steps below to calculate the point-
biserial correlation coefficient. Figure 10 shows the steps for calculating the item
discrimination index.

ﬂ'ﬂ? Bivariate Correlations X
Variables:
&0 = & mi
£
@b m4
& mé
& m7
& m8
A ma bt

Correlation Coefficients
 Pearsop || Kendall's tau-b [ | Spearman

Test of Significance
® Two-ailed © One-tailed

/| Flag significant correlations

(_ok ][ paste | Reset | (cancel] [ Help |

Figure 10. Calculation of the item discrimination index (point-biserial
correlation coefficient)
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Figure 11 presents the analysis results of the point-biserial correlation
coefficient

Correlations

Pearson Correlation 1 ,629'

Sig. (2-tailed) 012

N 15 15
m1 Pearson Correlation ,61‘9' 1

Sig. (2-tailed) 012

N 15 15

Figure 11. Item difficulty index (point-biserial correlation coefficient)
analysis results
According to Figure 11, the item discrimination index value of item 1 was
obtained as approximately 0.63. Therefore, item 1 can be said to be a good
discriminating item.
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Chapter 4

Examining Undergraduate Students' Attitudes
Towards Environmental Problems in Terms of
Various Variables

Gokhan DEMIRCIOGLU!

1. Introduction

Humanity's struggle with nature has been increasingly ongoing since the dawn
of humanity. At the core of this struggle lies the idea of dominating and
controlling nature. This struggle accelerated, particularly with the industrial
revolution. While other living things struggled to live in harmony with nature,
humanity attempted to control nature to the extent of its power (Yildiz,
Sipahioglu & Yilmaz, 2000). Conversely, the belief that nature's resources were
infinite or constantly renewing led humanity to consume them unconsciously and
rapidly. The unconscious and rapid consumption of resources that emerged with
the industrial revolution, combined with humanity's struggle to control nature,
has led to the emergence of significant environmental problems over time.

Yesilyurt, Giil, and Demir (2013) define the environment as “the setting in
which living and non-living things coexist and interact”. Similarly, Keles and
Hamamci (2005) define the environment as “all of the natural and artificial
elements that condition human life.” Gékmen (2007) defines the concept of
environment as “the totality of biological, chemical, physical, climatic, and
geographic factors that can be effective in a particular living setting”. Similarly,
Sungurtekin (2001) defines the environment as “the totality of physical, chemical,
biological, and social factors that may have a direct or indirect effect on human
activities and living things at a specific time”. Yiicel and Morgil (1998) define
the concept of environment as "all biotic and abiotic (social, cultural, historical,
climatic, physical) factors that affect a living organism or a community
throughout its lifespan." In addition to this last definition, they emphasize that
social and cultural activities should also be considered within the concept of
environment. It is incorrect to view the environment solely as elements within
which living and nonliving entities interact or operate. Rather, it should be
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understood that settings that are invisible to us and not within our range of action,
as well as living and nonliving entities that previously lived or existed in those
settings, should also be included within the definition of environment.

Environmental pollution is defined as the intense mixing of foreign substances
into the air, water, and soil, which negatively affects the health of living things,
harms inanimate objects, and degrades their quality (Cepel, 2008). According to
2021 United Nations Environment Programme (UNEP) report, approximately 11
million tons of plastic waste enters the oceans worldwide annually (UNEP, 2021).
Furthermore, the Intergovernmental Climate Change Analysis (IPCC) 2023
report emphasizes that if global temperature increases exceed 1.5°C compared to
pre-industrial levels, we will face irreversible environmental impacts (IPCC,
2023). Environmental problems can be classified by source as natural (volcanic
eruptions, earthquakes, natural forest fires, tsunamis) and human-induced
(industry, fossil fuels, chemical use in agriculture, urbanization, waste
production). Another classification can be made based on their impact magnitude:
local (noise pollution, solid waste management), regional (pollution of river
basins, forest destruction), and global (global warming, ozone depletion, sea level
rise). Environmental problems can be classified based on their impact: air
pollution (greenhouse gas (CO2, CH4) emissions, acid rain, particulate matter
pollution), water pollution (industrial waste, household waste, agricultural
chemicals (nitrate, phosphate, etc.)), and soil pollution (heavy metals, solid waste,
pesticide residues). As can be seen, multiple classifications can be made for
environmental problems. This demonstrates the importance and interdisciplinary
nature of this issue.

Today, environmental problems, such as global warming, air and water
pollution, and biodiversity loss, have become increasingly threatening. The rise
in greenhouse gases like CO2 and methane in the atmosphere is driving global
average temperatures higher. Industrial facilities and transportation vehicles
release harmful waste directly into the air and water. Forests are being destroyed
for reasons such as agricultural land clearing, mining, and construction. The
destruction of natural habitats threatens the extinction of many species. These
problems directly impact not only ecosystems but also human health and quality
of life. Therefore, the awareness and attitudes of individuals and societies towards
environmental problems play a critical role in solving these problems. Because
the human factor constitutes the core of environmental problems, the adoption of
an educational approach that will change people's perspective on the environment
(Gokge, Kaya, Aktay, & Ozden, 2007) and its urgent implementation are
considered crucial. Environmental education at the primary and secondary school
levels contributes to children's more respectful behavior toward nature. It has
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been argued that university students taking courses in environmental education,
environmental engineering, ecology, or sustainability contribute to more positive
attitudes toward the environment (Erdkten & Durkan, 2010). However,
understanding environmental problems, generating solutions, and inducing
positive changes in people's environmental behavior are not possible solely
through environmental education (Ozbugutu, 2014). A true solution to
environmental problems is possible when people living in a shared environment
become more aware of the environment, consider it in all their activities,
prioritize it, and encourage each other to protect it (Wang et al., 2004). In other
words, it can only be achieved by everyone taking responsibility. UNESCO's five
fundamental concepts for environmental education -knowledge, awareness, attitude,
skills, and participation (Unal & Dimisk1, 1998)- require a holistic approach to the
environment. Raising environmental awareness in educational institutions is seen as
the key to creating lasting and positive behavioral changes in individuals. Studies
conducted in line with this purpose reveal that environmental education is not just
about conveying information; it also aims to develop individuals' sensitivity to
environmental problems and to review their attitudes and behaviors (Demir & Yal¢in,
2014; Kizil, 2012).

The sociocultural environment, demographic characteristics, and life experiences
of an individual play a significant role in the development of environmental
awareness, as do their educational level. Ozgen's (2012) study found that female
teacher candidates have higher environmental sensitivity than male teachers, and that
significant differences exist between departments, while no significant differences
exist based on grade level or location. Similarly, Erol (2005) found that female
students develop more positive attitudes toward the environment than male students,
and that age, number of siblings, and mothers' occupations are also determinants of
environmental attitudes. On the other hand, the participants' place of residence,
geographical region, father's profession, mother and father's education level, the
house they live in, family income level and having taken environmental courses
before were not seen as important factors in their attitudes towards the environment
(Erol, 2005). Another study found that the attitude scores of female middle school
students were statistically significantly different from those of male students, but no
significant differences were found between the attitude scores in terms of age, grade
level, school type, parental education, or income levels (Agtas, Bektas, & Giineri,
2019). Karaismailoglu (2018) found in his study that female teachers had
significantly higher attitude and knowledge levels than male teachers, but there was
no significant difference between them in terms of environmental behavior. In a study
conducted with middle school students, Mutlu Yiiceer (2025) determined that female
students' perceptions of environmental issues were higher than male students. This
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suggests that gender is a common variable in shaping environmental attitudes. In their
study with prospective teachers, Yilmaz and Zorlutuna (2024) determined that
environmental awareness and sensitivity were strong determinants of behavior
toward environmental issues.

Today's increasing environmental problems necessitate a reevaluation of
individuals' attitudes and behaviors toward the environment. The studies examined
reveal that environmental awareness is influenced by many factors. When the results
of these studies are evaluated, it is observed that they are highly supportive of each
other. A high level of awareness and awareness of environmental issues, particularly
among university students, who constitute the young population and will shape the
future, and among teacher candidates who will serve as role models for and train
future generations, is considered crucial for a healthier environment. In other words,
the environmental awareness and attitudes of university students are crucial for
ensuring environmental sustainability within the ever-changing social structure.
Therefore, university students were selected as the sample for this study.

1.1. The Purpose of Research
The primary purpose of this study was to examine the environmental attitudes
of students studying in various departments at Trabzon University (Public
Relations and Advertising, Journalism, and Primary Science Education) in terms
of various demographic variables. Within this primary objective, the following
sub-objectives were addressed:
1. Do students' attitudes towards environmental problems differ in terms of
gender?
2. Do students' attitudes towards environmental problems differ in terms of
department variable?
3. Do students' attitudes towards environmental problems differ in terms of
family income status?
4. Do students' attitudes towards environmental problems differ in terms of
the overall academic average (OAA) variable?
5. Do students' attitudes towards environmental problems differ in terms of
age?
6. Do students' attitudes towards environmental problems differ in terms of
place of residence?
7. Do students' attitudes towards environmental problems differ in terms of
the mother's education level variable?
8. Do students' attitudes towards environmental problems differ in terms of
the father's education level variable?
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2. The Method of Research

This study, which aims to assess university students' attitudes toward
environmental issues across various variables, was conducted using descriptive
survey methods, a quantitative research method. According to Karasar (2006),
survey models are studies that aim to describe/portray a past or present situation
as it is, without intervening in the environment. This study employed a descriptive
survey method because it aimed to describe the current perceptions of
participating university students toward environmental issues.

2.1. The Sample of Research

The sample for this study consisted of 293 students (175 female and 118 male)
studying in the Public Relations and Advertising, Journalism, and Primary
Science Education programs at Trabzon University. The distribution of the study
sample by variables is presented in Table 1.

Table 1. Distribution of the study sample according to variables

Variable Category f %
Gender Female 175 60.0
Male 118 40.0
Department Public Relations 101 344
Journalism 79 27.0
Primary Science Edu. 113 38.6
Family income Low 68 23.2
Medium 201 68.6
High 24 8.2
Overall Academic Low 29 9.9
Average Medium 187 63.8
High 77 26.3
Age 18-20 91 31
21-23 168 57
24+ 34 12
Settlement Village 58 19.8
City 212 72.3
Metropolis 23 7.8
Mother's education Primary School 112 38.2
level Middle School 73 25
High School 88 30
University 20 6.8
Father's education Primary School 67 22.9
level Middle School 65 222
High School 115 39.2
University 46 15.7

78



As can be seen from Table 1, the proportions of the participants according to
the type of variable: for the gender variable, 60% are female and 40% are male;
for the department variable, 34.4% are Public Relations and Advertising, 27% are
Journalism and 38.6% are Primary Science Education; for the income variable,
23.2% are low, 68.6% are medium and 8.2% are high; for the overall academic
average variable, 9.9% are low, 63.8% are medium and 26.3% are high; for the
age variable, 31% are 18-20, 57% are 21-23 and 12% are 24+; for the settlement
variable, 19.8% are village, 72.3% are city and 7.8% are metropolis; for the
mather’s education level variable, 38.2% are primary school, 25% are middle
school, 30% are high school and 6.8% are university; For the father's education
level variable, 22.9% were primary school, 22.2% were middle school, 39.2%
were high school and 15.7% were university.

2.2. Data Collection Tool

In the present study, Attitude Scale towards Environmental Problems,
developed by Giiven (2013), was used to determine university students’ attitudes
towards environmental problems. She prepared the scale by taking into account
affective domain stages in Bloom’s Taxonomy. The scale consists of 45 items on
a 3-point Likert type (I agree, I am undecided, I disagree). Five of the items are
intended to measure the sub-factors of receiving (2, 3, 6, 7, 8, 12, 18, 36), 17 of
them are intended to measure the sub-factors of responding (1, 4, 10, 11, 17, 22,
23, 24, 25, 30, 32, 35, 37, 38, 40, 43, 45), 4 of them are intended to measure the
sub-factors of valuing (9, 14, 29, 39), 11 of them are intended to measure the sub-
factors of organizing (13, 15, 16, 20, 26, 27, 31, 33, 34, 41, 44) and the remaining
5 are intended to measure the sub-factors of characterizing (5, 19, 21, 28, 42).
The items were scored by giving 1 point for disagreeing, 2 points for being
undecided, and 3 points for agreeing. 13 of the questions in the scale (5, 6, 7, 13,
15, 16, 17, 27, 31, 34, 41, 43, 44) are negative. These questions are scored in
reverse. The Cronbach alpha internal consistency coefficient of the scale was
calculated as 0.88 by Giiven (2013). The Cronbach alpha value for the first factor
was also found as 0.93, for the second factor as 0.90, for the third factor as 0.68,
for the fourth factor as 0.75, and for the last factor as 0.59.

2.3. Data Analysis

The lowest possible score on the scale used in the study was determined as 1,
and the highest as 3. First, the mean scores obtained by each participant from the
total scale and each subfactor were calculated. The dataset thus obtained was
subjected to appropriate data analyses, taking into account the study variables.
Independent samples t-tests and Welch t-tests were used for pairwise
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comparisons, while Welch ANOVA was used for comparisons of three or more
groups because the number of individuals in the groups was not equal. Because
the variances were not homogeneously distributed, the Games-Howell test was
used for multiple comparisons (Field, 2009).

3. Results

The normality of the data across the total scale and its sub-factors was
examined through histogram analysis, skewness and kurtosis coefficients, and
normality tests, and it was determined that they exhibited a normal distribution.
Therefore, parametric statistics (independent samples t-test, Welch's t-test, and
Welch ANOVA) were used when comparing the relevant means. Descriptive
statistics and t-test results for the data obtained from the scale for the gender
variable are presented in Table 2.

Table 2. Descriptive statistics and t-test results of the data obtained from the
scale for the gender variable

Gender N M SD t Df P

Female 175 2.57 0.18
1v1 %
Receiving Male 118 250 024 2.639 206.35  0.009

Female 175 2.60 0.18
Respondi 5.835%  160.87  0.000
esponding Male 118 240 034

Female 175 2.44 0.34
lui .050*  203.14 .
Valuing Male 118 229 0.46 3.050 03 0.003

Female 175 1.99 0.23
izi 1134 291 2
Organizing Male 118 2.0l 0.23 3 ? 0-258

Female 175 251 027
Characterizing ;/In;‘ee U8 243 o34 2116% 21424 0.035

Female 175 242 0.12
*
Scale Total Male 118 210 020 4.931 175.01  0.000

* Shows significant differences (p<0,05); M= Mean; SD: Standard Deviation

The Levene test results showed significant differences in the sub-factors of
the scale; receiving, responding, valuing and characterizing and in the total scale.
Therefore, the data in the organizing factor were analyzed with the independent
samples t-test, and the data in the other dimensions were analyzed with the
Welch's t-test.

In the total scale, the mean for women was 2.42 (SD=0.12) and the mean for
men was 2.32 (SD=0.20). When the means were compared with the t-test, the
difference was determined to be significant in favor of women (t=4.931;
p=0.000<0.05). In the receiving factor of the scale, the mean for women was 2.57
(SD=0.18) and the mean for men was 2.50 (SD=0.24). When the means were
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compared with the t-test, a significant difference was found in favor of women
(t=2.639; p=0.009<0.05). In the reacting factor of the scale, the mean for women
was 2.60 (SD=0.18) and the mean for men was 2.40 (SD=0.34). When the means
were compared with the t-test, the difference was determined to be significant in
favor of women (t=5.835; p=0.000<0.05). In the valuing factor of the scale, the
mean for females was found to be 2.44 (SD=0.34) and the mean for males was
found to be 2.29 (SD=0.46). When the means were compared with the t-test, it
was determined that the difference was not significant in favor of females
(t=3.050; p=0.003<0.05). In the organizing factor of the scale, the mean for
females was found to be 1.99 (SD=0.23) and the mean for males was found to be
2.01 (SD=0.23). When the means were compared with the t-test, it was
determined that the difference was not significant (t=-1.134; p=0.258>0.05). In
the personification factor of the scale, the mean for females was found to be 2.51
(SD=0.27) and the mean for males was found to be 2.43 (SD=0.34). When the
means were compared with the t-test, it was determined that the difference was
significant in favor of females (t=2.116; p=0.035<0.05).

Descriptive statistics, Welch ANOVA and Games-Howell test results of the
data obtained from the scale for the section variable are given in Table 3.

Table 3. Descriptive statistics, Welch ANOVA and Games-Howell test results
for the department variable

Games-

N M SD F P Howell

Public relations (1) 101 2.56 0.23

Receiving Journalism (2) 79 2.52 024 0.827 0.438
Science Edu. (3) 113 2.54 0.17
Public relations (1) 101 2.50 0.28

Responding Journalism (2) 79 2.40 0.31 11.513 0.000  3-2;3-1
Science Edu. (3) 113 2.60 0.20
Public relations (1) 101 2.21 0.41

Valuing Journalism (2) 79 2.34 0.42 20.756 0.000  3-2;3-1
Science Edu. (3) 113 2.54 0.29
Public relations (1) 101 1.99 0.26

Organizing Journalism (2) 79 1.98 0.20 0352 0.704
Science Edu. (3) 113 2.01 0.22
Public relations (1) 101 2.39 0.32

Characterizing  Journalism (2) 79 2.49 0.32  9.580 0.000 3-1
Science Edu. (3) 113 2.56 0.25
Public relations (1) 101 2.35 0.17

Scale Total Journalism (2) 79 2.33 0.18 12.727 0.000
Science Edu. (3) 113 2.44 0.12

3-2; 3-1;
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Because the number of participants in the groups was unequal for the
department variable, means were compared using Welch ANOVA. Because the
variances of the groups were not homogeneously distributed, the Games-Howell
test was used for multiple comparisons (Field, 2009).

The total mean for the public relations group was 2.35 (SD=0.17), the mean
for the journalism group was 2.33 (SD=0.18), and the mean for the science group
was 2.44 (SD=0.12). When the means were compared using Welch ANOVA, the
differences between the group means were found to be significant (F=12.727;
p=0.000<0.05). The Games-Howell test revealed that the differences favored
science in the science group, journalism, and public relations.

In the receiving factor of the scale, the mean for the public relations group was
found to be 2.56 (SD=0.23), the mean for the journalism group was found to be
2.52 (SD=0.24) and the mean for the science group was found to be 2.54
(SD=0.17). When the means were compared with Welch ANOVA, it was
determined that there was no significant difference between the means of the
groups (F=0.827; p=0.438>0.05). In the responding factor of the scale, the mean
for the public relations group was found to be 2.50 (SD=0.28), the mean for the
journalism group was found to be 2.40 (SD=0.31) and the mean for the science
group was found to be 2.60 (SD=0.20). When the means were compared with
Welch ANOVA, it was determined that the differences between the means of the
groups were significant (F=11.513; p=0.000<0.05). As a result of the Games-
Howell test, it was determined that the differences were in favor of science
between the science group and the journalism group, and between the science
group and public relations group (p<0.05). In the valuing factor of the scale, the
mean for the public relations group was 2.21 (SD=0.41), the mean for the
journalism group was 2.34 (SD=0.42), and the mean for the science group was
2.54 (SD=0.29). When the means were compared with Welch ANOVA, the
differences between the means of the groups were determined to be significant
(F=20.756; p=0.000<0.05). The Games-Howell test revealed that the differences
were in favor of science between the science group and the journalism group, and
between the science group and public relations group (p<0.05). In the organizing
factor of the scale, the mean for the public relations group was 1.99 (SD=0.26),
the mean for the journalism group was 1.98 (SD=0.20), and the mean for the
science group was 2.01 (SD=0.22). When the means were compared with Welch
ANOVA, it was determined that there was no significant difference between the
means of the groups (F=0.352; p=0.704>0.05). In the scale's characterizing
factor, the mean for the public relations group was 2.39 (SD=0.32), the mean for
the journalism group was 2.49 (SD=0.32), and the mean for the science group
was 2.56 (SD=0.25). When the means were compared using Welch ANOVA, the
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differences between the groups were found to be significant (F=9.580;
p=0.000<0.05). The Games-Howell test revealed that the difference between the
science group and the public relations group was in favor of the science group
(p<0.05).

Descriptive statistics and ANOVA results for the data obtained from the scale
for the family income variable are presented in Table 4. Because the number of
participants in the groups was unequal for the income variable, means were
compared using Welch ANOVA.

Table 4. Descriptive statistics and Welch ANOVA results for
the family income level

Level N M SD F p

Low 68 2.54 0.21

. Medium 201 2.54 0.21
Receiving High 2 252 0.18 0.130 0.878

Total 293 2.54 0.21

Low 68 2.52 0.29

. Medium 201 2.52 0.27
Responding High o 547 021 0.395 0.674

Total 293 2.52 0.27

Low 68 2.34 0.38

. Medium 201 2.38 0.40
Valuing High 24 242 0.40 0.422 0.656

Total 293 2.38 0.39

Low 68 2.02 0.26

. Medium 201 1.99 0.22
Organizing High o 1.97 023 0.488 0.615

Total 293 2.00 0.23

Low 68 2.51 0.30

. Medium 201 2.47 0.31
Characterizing High 2 246 0.26 0.474 0.623

Total 293 2.48 0.30

Low 68 2.39 0.17

Medium 201 2.38 0.17
Scale Total High o4 235 0.12 0.390 0.677

Total 293 2.38 0.16

When the total scale for the income variable was evaluated, Table 4 shows
that the mean for the low group was 2.39 (SD=0.17), the middle group was 2.38
(SD=0.17), and the high group was 2.35 (SD=0.12). The Welch ANOVA analysis
determined that the mean differences between the groups were not significant
(F=0.390; p=0.667>0.05). When the data obtained from the receiving subfactor
of the scale for this variable were evaluated, it was understood that the mean for
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the low group was 2.54 (SD=0.21), the middle group was 2.54 (SD=0.21), and
the high group was 2.52 (SD=0.18). The differences between the means for this
factor were also found to be insignificant (F=0.130; p=0.878>0.05). Similarly,
the differences between the means in the factors of responding (F=0.395;
p=0.674>0.05), valuing (F=0.422; p=0.656>0.05), organizing (F=0.488;
p=0.615>0.05) and characterizing (F=0.474; p=0.623>0.05) were not found to be
significant.

Descriptive statistics, Welch ANOVA, and Games-Howell test results for the
overall variable obtained from the scale are presented in Table 5.

Table 5. Descriptive statistics, Welch ANOVA, and Games-Howell test results
for the overall academic average variable

Level N M SD F p Games-Howell
Low 29 2.52 0.29
. Medium 187 2.54 0.20 0.140 0.869
Receiving .
High 77 2.54 0.21
Total 293 2.54 0.21
Low 29 227 044 _
, Medium 187  2.54 023 15311  0.000 High-Low:
Responding . Midium-Low
High 77 2.57 0.23
Total 293 2.52 0.27
Low 29 2.11 0.52 -
_ Medium 187 241 038  7.493  0.001 High-Low:
Valuing Midium-Low
High 77 2.41 0.35
Total 293 2.38 0.39
Low 29 2.01 0.22
o Medium 187 1.99 0.23 0.265 0.768
Organizing .
High 77 2.01 0.23
Total 293 2.00 0.23
Low 29 2.34 0.33
. Medium 187 2.50 0.30 3.452 0.033 Midium-Low
Characterizing
High 77 2.48 0.28
Total 293 2.48 0.30
Low 29 2.24 0.26 )
Medium 187 239 015 11638  0.000 High-Low;
Scale Total . Midium-Low
High 77 2.40 0.14
Total 293 2.38 0.16

M: Mean; SD: Standard Deviation
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Because the number of individuals in the groups was unequal in the overall
academic average variable, the means were compared using Welch ANOVA.
Because the variances of the groups were not homogeneously distributed, the
Games-Howell test was used for multiple comparisons (Field, 2009).

When the results obtained from the overall scale were evaluated in terms of
the general academic average variable, Table 5 shows that the scale mean for
individuals with a high general academic average was 2.40 (SD=0.26), for those
with a moderate level was 2.39 (SD=0.14), and for individuals with a low average
was 2.24 (SD=0.26). As a result of the Welch ANOVA analysis, it was seen that
the differences between the means were significant (F=11.638; p=0.000<0.05).
The Games-Howell test result determined that the significant differences were in
favor of high group between high and low and in favor of medium group between
medium and low (p<0.05). When the results obtained from the receiving sub-
factor of the scale were examined, it was determined that the mean differences
between the groups were not significant (F=0.140; p=0.869>0.05). When the
results obtained from the responding sub-factor of the scale were examined, it
was determined that the mean differences between the groups were significant
(F=15.311; p=0.000<0.05) and the differences were in favor of high group
between high and low and in favor of medium group between medium and low
(p<0.05). When the results obtained from the valuing sub-factor of the scale were
examined, it was determined that the mean differences between the groups were
significant (F=7.493; p=0.001<0.05), and the differences were in favor of high
group between high and low, and in favor of medium group between medium and
low (p<0.05). When the results obtained from the organizing sub-factor of the
scale were examined, it was determined that the mean differences between the
groups were not significant (F=0.265; p=0.768>0.05). When the results obtained
from the characterizing sub-factor of the scale were examined, it was determined
that the mean differences between the groups were significant (F=3.452;
p=0.033<0.05), and the difference was in favor of medium between medium and
low (p<0.05).

Descriptive statistics and Welch ANOVA results for the data obtained from
the scale for the age variable are presented in Table 6.
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Table 6. Descriptive statistics and Welch ANOVA results for the age

Age N M SD F p
18-20 91 2.57 0.21

Receiving 21-23 168 2.52 0.21 1.874 0.155
24+ 34 2.57 0.21
18-20 91 2.54 0.27

Responding 21-23 168 2.52 0.26 0.691 0.502
24+ 34 2.47 0.32
18-20 91 2.38 0.41

Valuing 21-23 168 2.37 0.40 0.151 0.860
24+ 34 241 0.37
18-20 91 2.00 0.21

Organizing 21-23 168 1.98 0.23 1.981 0.140
24+ 34 2.07 0.26
18-20 91 2.53 0.28

Characterizing 21-23 168 2.46 0.30 1.820 0.164
24+ 34 243 0.33
18-20 91 2.39 0.16

Scale Total 21-23 168 2.37 0.16 0.844 0.431
24+ 34 2.38 0.19

When the data obtained for the age from the total scale were evaluated, it was
seen in Table 6 that the mean for the 18-20 age group was 2.39 (SD=0.16), the
21-23 age group was 2.37 (SD=0.16), and the 24+ age group was 2.38 (SD=0.19).
As aresult of the ANOVA analysis, it was determined that the mean differences
between the groups were not significant (F=0.884; p=0.431>0.05). When the data
obtained from the receiving sub-factor of the scale for this variable were
evaluated, it was understood that the mean for the 18-20 age group was 2.57
(SD=0.21), the 21-23 age group was 2.52 (SD=0.21), and the 24+ age group was
2.57 (SD=0.21). The differences between the means in this factor were also found
to be insignificant (F=1.874; p=0.155>0.05). Similarly, the differences between
the means in the factors of responding (F=0.691; p=0.502>0.05), valuing
(F=0.151; p=0.860>0.05), organizing (F=1.981; p=0.140>0.05) and
characterizing (F=1.820; p=0.164>0.05) were not found to be significant.

Descriptive statistics and Welch ANOVA results of the data obtained from the
scale for the location variable are given in Table 7.
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Table 7. Descriptive statistics and Welch ANOVA results for the settlement

Settlement N M SD F p

Village 58 252 0.22

. City 202 255 0.21
Receiving Metropolis 23 2.51 0.24 0.527 0.591

Total 293 2.54 0.21

Village 58 252 0.28

. City 212 252 0.27
Responding Metropolis 23 2.53 0.31 0.013 0.987

Total 293 2.52 0.27

Village 58 237 0.40

. City 212 237 0.39
Valuing Metropolis 23 2.28 0.46 0.743 0477

Total 293 238 0.40

Village 58 194 0.24

. City 212 2,01 0.23
Organizing Metropolis 23 2.02 0.19 2218 0.1

Total 293 2.00 0.23

Village 58 2.44 0.33

. City 212 2.50 0.28
Characterizing Metropolis 23 243 0.41 1.089 0.338

Total 293 248 0.30

Village 58 236 0.18

City 212 239 0.15
Scale Total Metropolis 23 )37 021 0.819 0.442

Total 293 2.38 0.16

When the data obtained for the settlement variable from the total scale were
evaluated, it is seen in Table 7 that the mean for the village group was 2.36
(SD=0.18), the city group was 2.39 (SD=0.15), and the metropolis group was 2.37
(SD=0.21). As a result of the Welch ANOVA analysis, it was determined that the
mean differences between the groups were not significant (F=0.819; p=0.442>0.05).
When the data obtained from the receiving sub-factor of the scale for this variable
were evaluated, it was understood that the mean for the village group was 2.52
(SD=0.22), the city group was 2.55 (SD=0.21), and the metropolis group was 2.51
(SD=0.24). The differences between the means in this factor were also found to be
insignificant (F=0.527; p=0.591>0.05). Similarly, the differences between the means
in the factors of responding (F=0.013; p=0.987>0.05), valuing (F=0.743;
p=0.477>0.05), organizing (F=2.218; p=0.111>0.05) and characterizing (F=1.089;
p=0.338>0.05) were not found to be significant.
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Descriptive statistics, Welch ANOVA, and Games-Howell results for the data
obtained from the scale for the maternal education level variable are presented in
Table 8.

Table 8. Descriptive statistics, Welch ANOVA, and Games-Howell results for
the mother’ education level variable

N M SD F P Games-Howell

Primary 112 252 0.20
Middle 73 254 0.24

Receiving High School 88 2.57 0.20 1.076 .360
University 20 252 0.17
Total 293 254 021

Primary 112 248 0.28
Middle 73 249 030

Responding High School 88 2.58  0.23 2.531 0.057
University 20 2.54 0.26
Total 293 252 027

Primary 112 235 041
Middle 73 233 041

Valuing High School 88 241 037 2.291 0.078
University 20 2.56 039
Total 293 238 0.39

Primary 112 199 0.25
Middle 73 2.00 023

Organizing High School 88 2.04 0.19 1.220 0.303
University 20 1.96 0.20
Total 293 2,00 0.23

Primary 112 249 031
Middle 73 242 032

Characterizing High School 88 252 0.28 1.665 0.175
University 20 248 0.26
Total 293 248 030

Primary 112 235 0.16
Middle 73 235 0.19

Scale Total High School 88 243 0.13  3.611 0.014 S;i?;‘;ary'
University 20 239 0.14 Yy
Total 293 238 0.16

When the results obtained from the overall scale were evaluated in terms of the
mather’ education level variable, Table 8 shows that the mean for the primary school
group was 2.35 (SD=0.16), the middle school group was 2.35 (SD=0.19), the high
school group was 2.43 (SD=0.13), and the university group was 2.39 (SD=0.14).
Welch ANOVA analysis revealed that the differences between the means were
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significant (F=3.611; p=0.014<0.05). The Games-Howell test revealed that the
significant difference between the high school and primary school groups was in
favor of the high school group (p<0.05). When the sub-dimensions of the scale were
evaluated, the differences between the means were not significant in the receiving
(F=1.076; p=0.360>0.05), responding (F=2.531; p=0.057>0.05), valuing (F=2.291;
p=0.078>0.05), organizing (F=1.220; p=0.303>0.05), and characterizing (F=1.665;
p=0.175>0.05) factors.

Descriptive statistics, Welch ANOVA and Games-Howell results of the data from
the scale for the father's education level are given in Table 9.

Table 9. Descriptive statistics, Welch ANOVA and Games-Howell results for
the father's education level variable
N M SD F P Games-Howell

Primary 67 2.54 0.19
Middle 65 257 0.24

Receiving Secondary 115 2.53 0.22 0.571 0.635
University 46  2.52 0.18
Total 293 2.54 0.21

Primary 67 2.50 0.25
Middle 65 2.53 0.24

Responding Secondary 115 2.50 0.32 1.050  0.371
University 46  2.58 0.23
Total 293 252 027
Primary 67 237 0.40 . .
Middle 65 229  0.40 UI;Y;TFY'
Valuing Secondary 115 235 041  4.882  0.003 UniLer;t’y_
University 46  2.57 0.31 Primary
Total 293 238 0.39

Primary 67 2.01 0.26
Middle 65  2.00 0.25

Organizing Secondary 115 1.99 0.21 0.135  0.939
University 46  1.99 0.19
Total 293 2.00 0.23

Primary 67 2.50 0.29
Middle 65 245 0.33

Characterizing Secondary 115 245 0.32 1.679  0.172
University 46  2.56 0.23
Total 293 248 0.30

Primary 67 237 0.14
Middle 65 2.38 0.17

Scale Total Secondary 115 2.36 0.19 1.370  0.252
University 46  2.42 0.12
Total 293  2.38 0.16

M: Mean; SD: Standard Deviation
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When the results obtained from the overall scale were evaluated in terms of
the father's education level variable, Table 9 shows that the mean for the primary
school group was 2.37 (SD=0.14), the middle school group was 2.38 (SD=0.17),
the high school group was 2.36 (SD=0.19), and the university group was 2.42
(SD=0.12). The Welch ANOV A analysis determined that the differences between
the means were not significant (F=1.370; p=0.252>0.05). When the valuing sub-
factor of the scale is examined, it is seen that the mean for the primary school
group is 2.37 (SD=0.40), the middle school group is 2.29 (SD=0.40), the high
school group is 2.35 (SD=0.41), and the university group is 2.57 (SD=0.31).
Welch ANOVA analysis determined that the differences between the means were
significant (F=4.882; p=0.003<0.05). Games-Howell test result determined that
the significant differences in this factor between the university group and the
primary school group and between the university group and the middle school
group were in favor of the university group (p<0.05). When the other sub-
dimensions of the scale were evaluated, the differences between the means in the
factors of receiving (F=0.571; p=0.635>0.05), responding (F=1.050;
p=0.371>0.05), organizing (F=0.135; p=0.939>0.05) and characterizing
(F=1.679; p=0.172>0.05) were not found to be significant.

4. Discussion and Conclusions

It was found that men had higher means than women only on the organization
factor of the scale, but the difference was not significant. Women had higher
means on the other factors and the total scale, and the differences were significant
in favor of females (see Table 2). This suggests that gender is a significant
variable in demonstrating sensitive behavior toward environmental issues. In
other words, considering that the study was limited to three departments and 293
participants, it can be said that females are more sensitive to environmental issues
than men. It should be noted that this result may differ with the results of studies
conducted with larger samples and in different universities and departments.
When the findings regarding the gender variable in the literature are examined, it
is understood that Ozgen (2012) and Aydede Yal¢in and Cayci (2018) found that
female teacher candidates have higher sensitivity towards the environment than
male teachers; Erol (2005) found that female students developed more positive
attitudes towards the environment than male students; Agtas, Bektas, and Giineri
(2019), Gok and Afyon (2015), and Mutlu Yiiceer (2025) found that the attitude
scores of female middle school students showed a statistically significant
difference from the attitude scores of male students; Karaismailoglu (2018) found
that the attitude and knowledge levels of female teachers in Ankara province were
significantly higher than male teachers; Peker and Ceylan (2020) claimed that the
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attitudes of fourth-grade primary school students towards the environment were
in favor of females; and Bolat (2024) claimed that gender is an important variable
in shaping environmental attitudes. As can be understood from this, the results of
the studies in the literature are consistent with the results of this study. On the
other hand, it is claimed that gender has no effect on the environmental awareness
of prospective teachers (Demircioglu, Demircioglu, & Yadigaroglu, 2015) and
the attitudes of primary school prospective teachers (Kahyaoglu, Daban, &
Yangin, 2008) and secondary school students (Sogukpmar & Karigsan, 2019)
towards the environment. Similarly, in a study conducted by Yildiz et al. (2021)
on students studying in different departments of the faculty of sports sciences,
they determined that attitudes towards environmental problems did not differ
statistically in terms of gender, but the average was higher for females. As a result
of the evaluations made regarding the gender variable and taking into account the
limitations of the study, it was concluded that female's attitudes towards
environmental problems were higher than male.

When the data were examined in terms of the department variable, it was
understood that the students in the science education program differed
significantly from the students in the other two programs (see Table 3). A more
detailed examination of Table 3 reveals that the science group exhibited
significant differences in the total scale and three sub-factors, while no significant
differences occurred in the receiving and organizing factors. On the other hand,
the public relations group had a higher mean in the receiving sub-factor of the
scale. This suggests that the department variable has a decisive effect on attitudes
toward environmental problems. This is an expected result, as the science group
is exposed to more environmental concepts, either directly or indirectly, due to
the structure of the program. There is evidence in the literature that environmental
education courses positively affect the environmental attitudes of university
students (Unal & Dimuski, 1999; Zelezny et al., 2000). A study comparing the
environmental awareness levels of physics, chemistry, and biology preservice
teachers claimed that no significant differences were found between programs
(Demircioglu et al., 2015). Given that all three programs are science-based, the
lack of a difference between them was considered natural. Yildiz et al. (2021)
examined the attitudes of students studying in different departments of the
Faculty of Sports Sciences toward environmental issues and determined that there
were no significant differences between departments. Similarly, Kahyaoglu,
Daban, and Yangin (2008) reported that the department variable had no effect on
the environmental attitudes of primary school teacher candidates. On the other
hand, Ozgen (2012) found statistically significant differences in environmental
awareness between social studies teacher candidates and classroom and
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mathematics teacher candidates, with the former favoring the latter. Similarly,
Aksoy and Karatekin (2011) found that science teacher candidates had higher
affective tendencies toward the environment than social studies and classroom
teacher candidates.

When the data obtained from the study were examined in terms of the family
income status variable, it was determined that there were no significant
differences between student groups with different income status in the total scale
and its sub-factors (see Table 4). When the studies in the literature were
examined, it was determined that there were claims that the attitude levels of
middle school students towards the environment (Agtas, Bektas, & Giineri,
2019), the attitude levels of fourth-grade primary school students towards the
environment (Peker & Ceylan, 2020), the attitude and perception scores of 4th
and 5th-grade primary school students towards the environment (Demirci Giiler
& Saglam, 2013), the attitudes of middle school students towards the
environment (Sonmez & Yerlikaya, 2017), the attitudes of second-year primary
school teaching students towards the environment and environmental problems
(Erol, 2005), the environmental awareness levels of high school students
(Dalkili¢ et al., 2024), the environmental awareness of prospective teachers
(Aydede Yalcin & Cayci, 2018), and the attitudes of primary school students
towards the environment (Gokge et al., 2007) did not differ according to family
income status. The study's findings regarding income level support the relevant
literature. However, studies suggesting the opposite are also found. Nalgac1 and
Beldag (2012) argue that the environmental attitudes of 7th and 8th grade primary
school students are significantly more favorable to those with higher incomes,
and Sama (2003) argues that the attitudes of prospective teachers toward
environmental issues are significantly more favorable to those with higher
incomes. As can be seen here, the majority of studies indicate that income does
not significantly affect environmental attitudes and awareness. A limited number
of studies indicate that environmental attitudes increase as income levels
increase. Considering the data from this study, it is concluded that attitudes
toward environmental issues do not vary according to family income levels.

When the data obtained from the study were examined in terms of the overall
academic average variable variable, the attitudes toward environmental issues of
individuals with high and moderate overall academic averages differed
significantly from those with low overall academic averages in the overall scale
and the sub-factors of responding and valuing. This suggests that students'
attitudes toward environmental issues generally increase as their overall
academic averages increase (see Table 5). This finding supports the results of the
study by Gokge et al. (2007). Gokge et al. (2007) argue that primary school
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students with high overall academic averages have higher environmental attitudes
than those with low and moderate overall academic averages. On the other hand,
Aydede Yal¢in and Cayci (2018) argue that preservice teachers' environmental
awareness does not differ based on their overall academic averages. Rather than
other variables, overall academic averages has not been included as a variable in
many studies in the literature. In this study, it was included because the prevailing
belief was that successful students would have different perspectives on events
than unsuccessful students. The data suggest that overall academic average is a
significant predictor of students' attitudes toward environmental issues.

When the data obtained from the study were examined in terms of the age
variable, it was understood from the data obtained from both the total scale and
its sub-factors that the age variable was not a determinant of participants' attitudes
towards environmental issues (see Table 6). There are different results in the
literature regarding this finding. Studies in the literature claim that the
environmental awareness levels of high school students do not differ by age
(Dalkilig et al., 2024), that the environmental attitudes of fourth-grade primary
school students decrease with age (ages 9, 10, and 11) (Peker & Ceylan, 2020),
and that the environmental attitudes of pre-service classroom teachers increase
with age (Erol, 2005). When the data obtained from the study are examined in
terms of the residence variable, it is understood from the data obtained both in
the total scale and in its sub-factors that the residence variable is not a determinant
of the participants' attitudes towards environmental problems (see Table 7).
While Erol (2005) claims that the environmental attitudes of classroom teacher
candidates do not change according to their place of residence, Sama (2003)
claims that the attitudes of teacher candidates towards environmental problems
differ according to their place of residence, with the difference being in favor of
those living in densely populated areas.

When the data obtained from the study were examined in terms of the parental
education level variable, it was understood that while the mother's education level
made a significant difference in the total scale, the father's education level did not
(see Tables 8 and 9). The father's education level only made a significant
difference in the valuation sub-factor. This difference was found between the
children of fathers with university education and those with fathers who
graduated from middle or primary school, favoring the university graduates. The
mother's education level, however, favored the high school graduates when it
came to the children of fathers with high school and primary school. This suggests
that the mother's education level, compared to the father's education level, has a
significant impact on individuals' attitudes toward environmental issues.
Degirmenci (2012) found that primary school students’ attitudes towards the
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environment increase as their mothers’ level of education increases; Kose (2010)
found that high school students’ attitudes towards the environment increase as
their parents’ level of education increases; Ozpmar (2009) found that 4th and 5th
grade primary school students’ views on environmental problems become more
positive as their parents’ level of education increases; Aydin and Cepni (2012)
found that secondary school students’ attitudes towards the environment increase
in favor of fathers who are university graduates; Sama (2003) found that
prospective teachers’ attitudes towards environmental problems increase with
their fathers’ level of education; and Demirci Giiler and Saglam (2013) found that
4th and 5th grade primary school students’ attitude and perception scores towards
the environment increase as their fathers’ level of education increases. This
suggests that environmental awareness increases with higher education levels.
The results of the current study partially support these findings. It can be argued
that parents with high environmental awareness pass this same awareness on to
their children. In conclusion, environmental education is a process that begins in
the family and continues to develop in official institutions. However, a study has
also been found claiming that children with lower maternal education levels have
significantly higher attitudes towards the environment than those with higher
education levels (Sogukpimnar & Karisan, 2019). This may be due to conscious
mothers devoting more time to their children's education rather than education
itself. On the other hand, studies have also been found indicating that the
environmental attitudes of primary school students (Aydin & Cepni, 2012; Gok
& Afyon, 2015; Gokee et al., 2007; Sagir et al., 2008; Sahin & Erkal, 2010),
fourth-grade primary school students (Peker & Ceylan, 2020), and prospective
classroom teachers (Erol, 2005), as well as the environmental awareness of
prospective teachers (Aydede Yalcin & Cayci, 2018) and high school students
(Dalkilig et al., 2024), do not differ according to maternal education
level.Similarly, there are also results indicating that the environmental attitudes
of primary school students (Gok and Afyon, 2015; Gdkge et al., 2007; Sagir et
al., 2008; Sahin and Erkal, 2010), 4th and 5th grade primary school students
(Demirci Giiler and Saglam, 2013), and prospective classroom teachers (Erol,
2005) do not differ based on the educational background of their fathers, as do
the environmental awareness levels of high school students (Dalkilig et al., 2024),
4th grade primary school students (Peker and Ceylan, 2020), and prospective
teachers (Aydede Yalcin and Cayci, 2018). Consequently, it is not possible to
explain environmental attitudes based on a single variable. The current study and
previous studies have attempted to explain environmental attitudes through many
different variables. Therefore, the results obtained from these studies should not
be evaluated from a single perspective.
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5. Recommendations

Because environmental problems are multidimensional and complex,
solutions must also be multifaceted. In this regard, the synchronized action of
individuals, institutions, local governments, and the government is crucial. For a
sustainable future, we must act with an awareness that sees "the world as a trust
given to us, not an inheritance," and we must cultivate individuals with this
awareness. The importance of education in fostering this awareness should not
be overlooked. Environmental education should be prioritized at all levels of
education.

Students should be encouraged to become members of environmental Non-
Governmental Organizations and volunteer to contribute to raise their awareness
within the scope of community service practices courses. They should also be
encouraged to support environmental awareness campaigns on social media.

In Tiirkiye, waste separation should be expanded in public institutions and
schools through the "Zero Waste Project," and university students should be
actively involved in this process. Efforts should be undertaken to expand the use
of separate recycling bins for glass, plastic, metal, and paper within universities.
Promising research projects should be developed with students on topics such as
recycling, waste management, and energy efficiency within the university.

Environmental engineering, ecology, or sustainability-focused environmental
courses should be available at every level of education, from preschool to
university, and if possible, they should be made mandatory. Environmental topics
should even be integrated into some disciplines.

To encourage parents to be environmentally conscious and raise
environmentally responsible children, universities, municipalities, and civil
society organizations should organize public environmental seminars focused on
sustainability to increase environmental literacy and attitudes not only among
students but also among all citizens.

95



6. References

Agtas, B., Bektas, O., & Giineri, E. (2019). Ortaokul 6grencilerinin ¢evreye
yonelik tutum diizeylerinin belirlenmesi. Online Fen Egitimi Dergisi, 4(1),
66-85.

Aksoy, B., & Karatekin, K. (2011). Farkli programlardaki lisans 6grencilerinin
cevreye yonelik duyussal egilimleri. Tirkiye Sosyal Arastirmalar Dergisi,
15(3), 23-36.

Aydede Yalgin, M. N., & Cayci, B. (2018). Ogretmen adaylarinin cevresel
farkindaliklarinin  sosyodemografik 6zellikleri agisindan incelenmesi.
Trakya Egitim Dergisi, 8(3), 578-590.

Aydin, F., & Cepni, O. (2012). ilkdgretim ikinci kademe dgrencilerinin gevreye
yonelik tutumlarimin bazi degiskenler agisindan incelenmesi (Karabiik ili
ornegi). Dicle Universitesi Ziva Gokalp Egitim Fakiiltesi Dergisi, 18, 189-
207.

Bolat M. (2024). Okul éncesi donem ¢ocuklarinin ¢evresel farkindalik diizeyleri
ile g¢evreye yonelik tutumlarinin incelenmesi (Yayimmlanmamis yiiksek
lisans tezi). Marmara Universitesi Egitim Bilimleri Enstitiisii, Istanbul.

Cepel, N. (2008). Ekolojik Sorunlar ve Coziimleri. (3. Baski). Ankara:
TUBITAK.

Dalkili¢, E., Erbasi, A., & Erbasi, N. (2024). Lise dgrencilerinin g¢evresel
farkindalik, ¢evresel kaygi ve cevresel tutum diizeylerinin ve kavramlar
arasindaki iligkilerin belirlenmesi. Bogazici University Journal of
Education, 41(2), 93-111.

Degirmenci, M. (2012). Ilkogretim &grencilerinin ¢evreye karsi tutumlarmin
farkl1 degiskenler agisindan incelenmesi (Kayseri ili Ornegi). Journal of
European Education (JEE), 2(2), 4753.

Demir, E., & Yal¢in, H. (2014). Tiirkiye’de ¢evre egitimi Derleme makalesi, Tiirk
Bilimsel Derlemeler Dergisi, 7(2), 07-18.

Demirci Giiler, M. P., & Saglam, S. (2013). Ikdgretim 4 ve 5. simf dgrencilerinin
cevreye yonelik tutum ve algilarmin ¢esitli degiskenler acisindan
incelenmesi. The Journal of Academic Social Science Studies, 6(4), 283-
303.

Demircioglu, G., Demircioglu, H., & Yadigaroglu, M. (2015). Fizik, Kimya ve
Biyoloji 6gretmen adaylarinin ¢evre biling diizeylerinin degerlendirilmesi.
Adiyaman Universitesi Sosyal Bilimler Enstitiisii Dergisi, 19, 167-193.

Erol, G. H. (2005). Sinif ogretmenligi ikinci sinif 6grencilerinin ¢evre ve ¢evre
sorunlarina yonelik tutumlart (Yayimlanmamig yiliksek lisans tezi).
Pamukkale Universitesi Fen Bilimleri Enstitiisii, Denizli.

96



Erdkten, S., & Durkan, N. (2010). Cevre egitimi dersinin 0grencilerin ¢evreye
kars1 tutumlar1 ve davraniglari iizerine etkileri. Education Sciences, 5(4),
1861-1867.

Field, A. (2009). Discovering Statistics using SPSS (3rd ed.), SAGE Publications.

Gok, E., & Afyon, A. (2015). [Ikdgretim 6grencilerinin gevre bilgisi ve gevresel
tutumlari tizerine alan arastirmast. Tiirk Fen Egitimi Dergisi, 12(4), 77-93.

Gokee, N., Kaya, E., Aktay, S., & Ozden, M. (2007). Ilkdgretim dgrencilerinin
cevreye yonelik tutumlari. [lkogretim Online, 6(3), 452-468.

Gokge, N., Kaya, E., Aktay, S., & Ozden, M. (2007). Ilkdgretim 6grencilerinin
cevreye yonelik tutumlari. [lkogretim Online Dergisi, 6(3), 452-468.

Gokmen, S. (2011). Genel ekoloji. Ankara: Nobel Akademik Yayincilik.

Giiven, E. (2013). Cevre sorunlarina yonelik tutum oOl¢eginin gelistirilmesi ve
ogretmen adaylarmin tutumlarmin belirlenmesi. Gazi Universitesi Gazi
Egitim Fakiiltesi Dergisi, 33(2), 411-430.

IPCC (Intergovernmental Panel on Climate Change) (2023). Climate Change
2023: Synthesis Report. Climate Change 2023: Synthesis Report.
Contribution of Working Groups I, II and III to the Sixth Assessment
Report of the Intergovernmental Panel on Climate Change [Core Writing
Team, H. Lee and J. Romero (eds.)]. IPCC, Geneva, Switzerland, pp. 35-
115, doi: 10.59327/IPCC/AR6-9789291691647.

Kahyaoglu, M., Daban, S., & Yangin, S. (2008). Ilkogretim dgretmen adaylarmin
cevreye yonelik tutumlari. Dicle Universitesi Ziya Gokalp Egitim Fakiiltesi
Dergisi, 11, 42-52.

Karaismailoglu, E. S. (2018). Ogretmenlerin ¢evre bilinci diizeyinin
belirlenmesi- Ankara Etimesgut 6rnegi (Yayimlanmamis yiiksek lisans
tezi). Hacettepe Universitesi Egitim Bilimleri Enstitiisii, Ankara.

Karasar, N. (20006). Bilimsel arastirma yontemi (10. Baski). Ankara: Nobel Yayimn
Dagitim.

Keles, R., Hamamci, C., & Coban, A. (2009). Cevre Politikasi (6. Baski). Ankara:
Imge Yaymecilik.

Kizil, M. (2012). Cevre Bilimi dersinin fen bilgisi 6gretmen adaylarimin ¢evre
bilgisi ve ¢evreye karsi tutumlarina olan etkisinin incelenmesi
(Yayimlanmamis Yiiksek Lisans Tezi). Nigde Universitesi Egitim
Bilimleri Enstitiisii, Nigde.

Kése, E. O. (2010). Lise 6grencilerinin gevreye yonelik tutumlarina etki eden
faktorler. Tiirk Fen Egitimi Dergisi, 7(3), 198-231.

Mutlu Yiiceer, E. (2025). Ortaokul dgrencilerinin ¢evre sorunlarina yonelik
algilari: Konya ili Cumra ilgcesi ornegi (Yayimlanmamis yiiksek lisans
tezi). Necmettin Erbakan Universitesi Egitim Bilimleri Enstitiisii, Konya.

97



Nalcaci, A., & Beldag, A. (2012). ilkdgretim 7. ve 8. simuf dgrencilerinin cevre
tutumlarinin belirlenmesi (Erzurum o6rnegi). Dogu Cografya Dergisi,
17(28), 141-154.

Ozbugutu, E., & Karahan, S. (2014). Cevre egitimi ve alternatif yontemler-
literatiir taramas1. Mustafa Kemal Universitesi Sosyal Bilimler Enstitiisii
Dergisi, 11(25), 393-408.

Ozgen N. (2012). Ogretmen adaylarinin gevre sorunlarina yonelik tutumlart:
Tirkiye 6rnegi. Kastamonu Egitim Dergisi, 20(2), 403-422.

Ozpmar, D. (2009). ilkégretim 4. ve 5. simf dgrencilerinin ¢evre sorunlart
hakkindaki goriisleri (Afyonkarahisar ili 6rnegi) (Yayimmlanmamis Yiiksek
Lisans Tezi). Afyon Kocatepe Universitesi, Sosyal Bilimler Enstitiisii,
Afyonkarahisar.

Peker, R., & Ceylan, S. (2020) ilkokul dérdiincii simf 6grencilerinin ¢evreye
yonelik tutum ve davranislarinin incelenmesi. Bilecik Seyh Edebali
Universitesi Sosyal Bilimler Dergisi, TBMM 100. Y1l Ozel Sayis1, 60-90.

Sagir, S. U., Aslan, O., & Cansaran, A. (2008). Ilkdgretim 6grencilerinin gevre
bilgisi ve g¢evre tutumlarmin farkli degiskenler acisindan incelenmesi.
Ilkégretim Online, 7(2), 496-511.

Sogukpinar, R., & Korucu, D. K. (2019). Ortaokul 6grencilerinin ¢evreye yonelik
tutumlarinin  incelenmesi. Mehmet Akif Ersoy Universitesi Egitim
Fakiiltesi Dergisi, 53, 583-606.

Sénmez, E., & Yerlikaya, Z. (2017). Ortaokul 6grencilerinin g¢evresel bilgi
diizeyleri ve c¢evreye yonelik tutumlari {izerine bir alan arastirmasi:
Kastamonu ili 6rnegi. Kastamonu Egitim Dergisi, 25(3), 1239-1249.

Sungurtekin, S. (2001). “Uygulamali Cevre Egitimi Projesi” kapsaminda ana ve
ilkdgretim okullarinda Miizik Yoluyla Cevre Egitimi. Uludag Universitesi
Egitim Fakiiltesi Dergisi, 14(1), 167-178.

Sahin, H., & Erkal, S. (2010). The attitudes of middle school students
towards the environment. Social Behavior and Personality, 38(8), 1061-
1072.

Sama, E. (2003). Ogretmen Adaylarinin Cevre Sorunlarma Yo6nelik Tutumlar.
Gazi Egitim Fakiiltesi Dergisi, 23(2). 99-110.

UNEP (United Nations Environment Programme) (2021). From Pollution to
Solution: A global assessment of marine litter and plastic pollution.
chrome-
extension://efaidnbmnnnibpcajpcglclefindmkaj/https://medblueconomypl
atform.org/wp-
content/uploads/2021/10/2021_frompollutiontosolution.pdf. Erigim tarihi
20.07.2025.

98



Unal, S., & Dimuiski, E. (1999). UNESCO UNEP Himayesinde Cevre Egitiminin
Gelisimi ve Tiirkiye’de Ortadgretim Cevre Egitimi. Hacettepe Universitesi
Egitim Fakiiltesi Dergisi, 16(17), 142-154.

Wang, H., Bi, J., Wheeler, D., Wang, J., Cao, D., Lu, G., & Wang, Y. (2004).
Environmental performance rating and disclosure: China's GreenWatch
program. Journal of Environmental management, 71(2), 123-133.

Yesilyurt, S., Giil, S., & Demir, Y. (2013). Biyoloji Ogretmen Adaylarinin Cevre
Bilinci ve Cevresel Duyarliligi: Olgek Gelistirme Calismasi. Mehmet Akif
Ersoy Universitesi Egitim Fakiiltesi Dergisi, 25, 38-54.

Yildiz, K., Giirbiiz, P. G., Esentas, M., Besik¢i, T., & Balik¢1, 1. (2021).
Universite dgrencilerinin siirdiiriilebilir cevre egitimi ve cevre sorunlarina
yonelik tutumlari arasindaki iliskinin incelenmesi. International Journal of
Social Science Research, 10(1), 35-49.

Yildiz, K., Sipahioglu, S., & Yilmaz, M. (2000). Cevre bilimi. Ankara: Giindiiz
Egitim ve Yayincilik.

Yilmaz, S., & Zorlutuna, S. (2024). Ogretmen Adaylarinin ¢evresel duyarlilik,
cevre bilinci ve ¢evre sorunlarina yonelik  davranislarinin
incelenmesi. Sinop Universitesi Sosyal Bilimler Dergisi, 8 (Egitim
Bilimleri Ozel Sayis1), 25-49.

Yiicel, S., & Morgil, F. 1. (1998). Yiiksekdgretimde ¢evre olgusunun
arastirilmasi. Hacettepe Universitesi Egitim Fakiiltesi Dergisi, 14, 84-91.

Zelezny, L. C., Chua, P. P.,, & Aldrich, C. (2000). Elaborating on gender
differences in environmentalism. Journal of Social Issues, 56(3), 443-457.

99



Chapter 5

Examination Of Master Theses on the Topic
"Gender And Language" in Universities in Turkey
According to Different Variables

Kadriye OZTURK!, Giilcan CAKIR?

1. Introduction

It is a known fact that Turkey, as a dynamic, modern and productive country,
Establishment of the Republic of Turkey strives to develop in every field. This
productivity can also be seen in the theses prepared by universities in the fields
of science. Although Gender and Language is a young field, it has started to find
its place in the written master's theses. What is important here is the number of
theses that deal with the issue of gender and language, the gender of the thesis
writers, the language, methods and topics they use in the thesis. This research was
conducted based on document analysis and an attempt was made to structure the
master theses written on this subject based on who wrote them, their subjects and
methods by typing the terms "Gender and Language" in the search button from
Yoktez (data bank of thesis von YOK-higher education institution), where
scientific theses written in Turkey are published online. An attempt was made to
provide information by obtaining both qualitative and numerical data through
graphs and tables. While the number of universities in Turkey is over 200, the
number of universities where master's theses about gender and language are
produced has been determined to be 34. Although this may be due to the fact that
only the term gender and language is searched in the search button in the thesis,
it is because when only language or only gender is typed, more theses will appear
and will not be limited to just language. As of December 2004, the number of
theses entered into the thesis under the title of gender and language was over 900,
and since we encountered unexpected thesis topics under this title due to words,
it was deemed necessary to make an elimination, and only those covering the
subject of gender and language were examined. This means that the number of
theses discussed could be determined as 58. The German word for this field is

' Prof. Dr., Anadolu University, Faculty of Education, Department of German, Eskisehir/Turkey-e-
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"Geschlecht und Sprache", and when you click on the button, no theses are found
on this subject, but when you type in the term "geschlechtsspezifisch", you can
find very few theses, one of the aims and expectations of this research was the
possibility of encountering more German theses in accordance with the
researcher's field, but it was seen that more theses were written within the
framework and language of the Anglo-Saxon school.

The study sought answers to the following questions:

1. In how many universities in Turkey has the subject of Gender and language
been addressed in master's theses?

2. How many of the people doing the research are women and how many are
men?

3. What is the language used by researchers in their theses?

4. What methods did the researchers use in their theses?

5. In which years and how often were theses made?

6. In which scientific disciplines was gender and language discussion carried
out?

7. What are the topics covered?

2. Methodology

Document analysis was preferred in this research as the method required to
find answers to the above questions. In this research, the document analysis
method was preferred because in the theses open to open access in the YOK
conducted in Turkey, the subjects of "Gender and language" in English and
"Geschlecht und Sprache" in German were entered as titles and those that did not
fully cover the subject of "gender and language" were eliminated from over 900
theses and only 58 theses that included these two terms, namely "gender and
language", were reached. These theses were quantified in terms of the language
used in the theses, the fields of the theses, the methods used in the theses, the
distribution of the theses according to the universities in Turkey, and the gender
of the researchers and were tried to be explained with tables and figures. n line
with the questions asked at the beginning of the research, some results were tried
to be reached through document analysis.

Document analysis is a frequently used method in research and makes it easier
to obtain some data from archived electronic or written documents about the
subject under research. Bowen and Glenn are among those who provide the most
information about this method.

Document analysis is a systematic procedure for reviewing or evaluating
documents—both printed and electronic (computer-based and Internet-
transmitted) material. Like other analytical methods in qualitative research,
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document analysis requires that data be examined and interpreted in order to elicit
meaning, gain understanding, and develop empirical knowledge.( Bowen, Glenn
2009, 27)

As explained in this excerpt, conducting research on the subject of "gender
and language" and showing the importance and value that universities in Turkey
give to this subject is a very valuable method in terms of seeing in which language
fields or in which other fields theses are written, and it is also frequently used in
research as a method that reduces the time loss and financial burden in research.
Documents that may be used for systematic evaluation as part of a study take a
variety of forms (Bowen, Glenn 2009, 28)

This study can also be called a mixed method because both data collection
was done and some numerical data were used in the research. Just as Bowen and
Glenn wrote. “Mixed-methods studies (which combine quantitative and
qualitative research techniques) sometimes include document analysis.” (Bowen,
Glenn 2009, 31).

3. Language-Gender-Relations

Although the field of gender studies seems to be separated from language,
language studies and linguistic-grammatical fields, it is in direct connection with
language. Gender-related indicators include physical appearance, body structure,
clothing preference, as well as adjustment of voice tone, emphasis, word choice,
high or low voice, affectionate or harsh speech, and reveal the direct connection
of gender with language. In many societies, those who are classified as men are
called "feminine" due to their choice of words, and men who dress in skirts, high-
heeled shoes, bustier and pink colors are described as homosexual, and women
who have short hair and dress like men (such as suits and ties) are also affected
by different definitions. Under all these definitions, coding and labeling, it is
possible to avoid some deviations.

While the use of language enables communication between genders, it also
causes miscommunication and can sometimes have bad consequences. The
language use of men and women varies according to both gender and the
meanings and roles that society assigns to those genders. In general, women stand
out in societies as the gender that does not shout, scold, or use fighting language,
while men stand out as the gender that stands out everywhere with the loudness
and loudness of their voice. While women do not even speak out about violence,
men can be portrayed as the ones causing violence. From arguments about giving
way in traffic to arguments about rights at home, raising one's voice or remaining
silent is among the characteristics that distinguish men and women from each
other in male-dominated societies. The behavior attributed to women in the form
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of chatter can be said that women talk a lot among themselves, not in front of
men, and remain silent in front of men, and only talk a lot and loudly for defense
purposes when they are in an unfair situation. When a woman speaks loudly, she
is said to be like a man, while a man who speaks slowly and politely is labeled as
a woman. Women's language and men's language, which is also the subject of
scientific studies, investigates the language used by women in both literature and
linguistics and includes the language use of men in the subject. Recently, the
language of transgender individuals has entered the literature both phonetically
and on the basis of words and sentences, and new research areas have emerged.
Have men and women been given certain linguistic criteria since the beginning
of humanity, or were these biological in origin? Or, as societies grew and
developed, were the languages used by men and women molded into social,
religious, economic and psychological bases?

The incidents of violence that women face every day, women killed by their
divorced husbands, young women stabbed in several places by their ex-
boyfriends, have caused attention to be drawn to the phenomenon of women
today. Women's studies, feminist theories and practices remained in writing and
could not prevent or provide a solution to women's humiliation, contempt or
exposure to violence, because in male-dominated societies, when the foundations
of Turkish culture are researched, matriarchy is the origin, Turkey can be
included among these, men have the say and divorce or separation, which means
opposing men, is not welcomed in patriarchal societies and often results in a
family massacre. While well-educated and higher-educated women were also
victims of these massacres, the murderers. In this context, it can be seen in the
writings of some academics that a new world order is desired through language.
In terms of language, the model of men shouting in old Turkish movies has been
replaced by the model of men who try to talk very politely, but still murder their
ex-wife after the divorce. All these stories have influenced research in many
scientific and social fields. Sometimes it has caused political governments to
design measures and become elements that will attract votes. Sometimes it was
said that homosexuality should be banned, and sometimes there were efforts to
normalize this situation. The question of where gender and language fit into all
of this forms the basis of this research. For example, it is seen that the phrase "my
love", which has just begun to become established in Turkish society and which
lovers say to each other, is said by a woman to a woman, a man to a man, and a
woman to her child. Girls actually use the term "abi" (my older brother) among
themselves, which is used for older men in Turkish society, which actually means
accepting that the male language is more dominant and imitating it. Gender,
which is sometimes described as a gender trouble by some feminist researchers, is
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actually within the research area of many disciplines(Butler 1990, 2007). Butler
focused on gender differences based on Lacan, and this is evident from a feminist
perspective.

The views of some philosophers and scientists also give us information about how
women are seen, and according to Butler, who conveys these, women are not seen in
a very high position. J.J Rousseau about the women’s place: a woman's honor is to
be careful about her husband, and that the basis of her happiness lies in her family.
Women's syntax is primitive (Klann-Delius 2005, 4-5).

The views of some philosophers and scientists also give us information about how
women are viewed, and according to Butler, who quotes these, women are not seen
in a very high positionAnd the tongue can push against the back or front of the
alveolar ridge (the ridge directly behind the teeth), or the teeth a white woman, and
in the other the picture was of an Asian woman (Eckert, Mcconnell 62).

This excerpt also demonstrates how important phonetic differences and gender
are. Sometimes we cannot tell whether a singer is male or female from the tone of
her voice, or sometimes multilingual people use different phonetics in their native
language and in a foreign language (Eckert, Mcconnell- Ginets. 79-80).

4. Language and gender -a problem?

Language and gender are actually the focus of research in both society and
science. The reason for this is who wrote down the language used and who used
it in its application areas. This means, is there male supremacy in the language
used in daily life and is there a language imposed on female individuals? Is there
a male-dominated language that prevails in the language of science? Do female
scientists publish their scientific publications differently than male scientists? In
this context, the existence of a male-dominated language is not questioned in
women and language studies in Turkey, and it is argued that perhaps a new
language form may have a different usage form than this male-dominated
language form. Those in this position may also be highly educated. As for gender
research, the first step towards women's rights in Turkey gained an official
dimension with the granting of women the right to vote and be elected in Ataturk's
Turkey. Universities in Turkey started to open women's studies programs and
institutes and tried to raise awareness by highlighting the social place of women.
In fact, language and gender are in direct relationship with each other. “Is it
possible to create a new language and completely cleanse the uses that cause the
reproduction of the ingrained patriarchal structure or to transform it into other
uses? ( Belek Ersen 2018, 2).

The researcher predicts that this will be achieved through the efforts of
women. Interestingly, it is emphasized that women need to develop their own
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development. Women should come together and talk. They must construct their
own sentences and appropriate their words. A new women's language must be
established, boundaries must be redrawn and definitions must be re-created. In
this way, we can begin to discuss new fictions and definitions of gender (Belek
Ersen 2018, 36).

Although this may seem correct and possible at first glance, it is not possible
to eradicate the written language that has existed so far. About biological sex, it
is generally expressed in all languages. As a language without grammatical
gender, biological gender is observed in Turkish, like all other languages.
Biological sex comes to the fore especially in person terms, as the person's gender
is reflected in the word. For example, in Turkish, male-female, mother-father,
son-daughter, male-female; Expressions that overlap with social and biological
gender content in German, such as Mann-Frau, Mutter-Vater, Sohn-Tochter,
Herr-Frau, are words that emphasize the word in a semantic dimension. At the
same time, there are also word pairs in languages that refer to animal genders,
such as chicken- cockerel, ox-cow, sheep-ram, goat-billy goat (Oztiirk
Dagabakan 2011, 283).

The linguistic differences between men and women are seen in every field.
There are different theories about the language using differences of men and
women. According to some of these, military, cultural, etc. Meetings cause
people to get closer to different languages. Sometimes men and sometimes
women are affected by the convergence of these languages, and different
linguistic behaviors emerge.(Mohammed , C. H. & Casim, A. M. 2023, 6346).
So many sub-topics can also be included in this topic in the context of language
and gender, such as linguistic socialization, communication or disagreements
between two gender “men and women”, dependency, commanding, asking
questions, giving advice, keeping silent, making insinuations* (Kdhler 2008, 1).
Food preferences, humor and conflict, actions, beliefs, the people are surrounded.
The Word swarms with ideas about gender-and these ideas are so commonplace
that we take it for granted that they are true, accepting common adage as scientific
fact (Eckert&McConnell Ginet 2003, 9). The names of toys are some examples
for gender differences. Many of male terms were used when the children
anthropomorphized object. The train was Mister train, while the different-shaped
terin tracks were Mister Turny and Mister Downhill. A toy dog was assigned a
masculine gender and called Joey, and masculine-specific terms were used for
job titles (...)(Weatheral 2002, 15). Language is a pervasive part of human
experience, and by implication is likely to contribute to the maintenance of
existing beliefs about the characteristics and differences between certain groups
Patterns of language use have also been hypothesized to perpetuate stereotypes,
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protecting them against counterexamples. For example, if there is a stereotype of
an outgroup being stingy, then positive outgroup behavior can be explained
within a concrete context without altering or inducing more abstract
categorization. Gender stereotypes manifest in language. For example, the
magnitude of gendered pronoun usage in books at different points in history has
been linked to women’s societal status in the United States
(Goodhew&Reynolds&Edwards&Kidd 2022, 220).

Generative semantics, also linguistics and movement of women are a part of
the researches about the differences between women and men. Generative
semantics and the women’s movement had similarly revolutionary origins and
subvert established beliefs. The interest of Tolmach in the intersection of
language and gender arose on two fronts: her political involvement in the
women’s movement and my academic engagement in the transformational
dispute. If generative semantics could demonstrate that it could distinguish those
concepts that required underlying structure representation from those that did not,
we could demonstrate that our grammar was finite. But what kinds of concepts
required inclusion? One potential answer: gender.”(Tolmach Lakoff 2004, 18)..
Both tend, as we shall see, to relegate women to certain subservient functions:
that of sex-object, or servant; and that therefore certain lexical items mean one
thing applied to man, another to women, a difference that cannot be predicted
except with reference to the different roles the sexes play in society (Lakoff 1973,
46). Often a word that may be used of both men and women (and perhaps of
things as well), when applied to women, assumes a special meaning that, by
implication rather than outright assertion, is derogatory to women as a group.
When a word acquires a bad connotation by association with something
unpleasant or embarrassing, people may search for substitutes that do not have
the uncomfortable effect - that is, euphemisms. Since attitudes toward the original
referent are not altered by a change of name, the new name itself takes on the
adverse connotations, and a new euphemism must be found. An obvious example
concerns the various words for that household convenience into which human
wastes are eliminated: toilet, bathroom, rest room, comfort station, lavatory,
water-closet, 1oo, and all the others(Lakoff, 1973, 57).

5. Gender problem

Is gender really a problem? Or is it being problematized? There are many
views on this subject, but it is possible to see gender as a nuisance or as a natural
occurrence. Why are there problems when we can continue our existence in the
world as biologically different, and these are reflected in the language? Has
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gender always been viewed as a problem since the beginning of the world? It is
also possible to see those who explain it this way:

The earliest work on men, women and language attended no “sex
differentiation”. Studies of such differences were carried out by Europeans (and
other “Westerners”) with an interest in anthropology. They have tended to
concentrate on phonological and lexicogrammatical “exotica” (sound patterns,
Word and structures). A great deal of this kind of study has focused on the
existence of different pronouns or affixes specific to men and women, whether as
speakers, spoken to or spoken about. Sex differentiation of this kind is uncommon
in languages of European origin. The pronoun systems of Germanic Languages -
such as English and Danish-only distinguish sex in third person singular reference
(He/him, she/her or it). That is when one individual is speaking to a second one
about a third, the sex of the third person is specified. (Talbot 2010, 4)

There are some differences in linguistic usage or usage due to word choice. If
this were not the case, women and men would use the same symbolic language,
the same semantic expressions, and the same phonetic sounds. We can see this as
follows with examples.

In some traditional, tribal societies, men and women have a whole range of
different vocabularies that they use (while presumably understanding “male” and
female” forms but not using both). An extreme example of this phenomenon was
in the language used by the Carib Indians (who inhabited what is now Dominica,
in the Lesser Antilles): When explorers from Europe first encountered these
people, they thought the women and the men were speaking distinct languages.
(Talbot 2010, 5)

The following quote explains which language women prefer within the
framework of bilingualism or why they prefer one language rather than another.
The following quote explains which language women prefer within the
framework of bilingualism or why they prefer this language rather than another.
It is based on a number of research results.

-in the landmark study by Gal (1978), she noted that Hungarian-German
bilingual women avoided using Hungarian — and relationships with men who
preferred Hungarian — because of its association with peasant life and the
undesirable roles for wives within that community (Fuller 2009, 183).

Another issue that ties men and women together is that both of them work as
sex workers. Of course, there are economic difficulties for both men and women.
Although economic difficulties cause this situation, sometimes it can also be a
matter of choice for a woman or a man to become a sex worker. Even the
existence of such words is actually based on language and is made permanent by
being transferred into language and writing. If the word Sex worker is not known,

107



it cannot be known whether this job can be done or not. Male sex workers do not
just face the stigma of prostitution as immoral, regardless of their clients’ gender,
but also face the additional shame of homosexuality if their clients are
male (Makoni 2023, 351).

6. Analysis and visualization of findings according to different variables
6.1. Language using variable by the researcher

German 0

French || 1
m English
Turkish [ 7
m Turkish
english [ =0 ® French
o 10 20 30 40 = German
English Turkish French German
m Language
g. g 30 27 1 0
Using

Figure 1: Language Using by the researcher in the master theses

When started this research, the actual question sentence, that is, the problem
statement, was "Are there any gender and language theses written in German?"
However, it is also seen that German is almost never used as a language. It is
noticeable that the language usage is mostly English and Turkish. While there is
one in French, there is no German.

The language used in the master's theses examined provides us with
information on issues such as which language sources are used more in theses, in
which fields theses are written, and the importance given to language in the
universities where theses are written. In this graph, it is seen that the language of
most master's theses examined is English, the number of theses written in English
is 30, while the number of theses written in Turkish is 27, the number of theses
written in French is 1. There is a thesis in the field of German Language
Education and it seems to be written in Turkish.
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Figure 2

In this section, an attempt has been made to distribute gender and language

theses written at universities in Turkey. It is seen that 5 theses were written at the

Middle East Technical University and 4 theses were written at Istanbul
University. In other universities, the distribution is between 2 and 1.

6.3. Gender distribution of researchers

Male;

47; 81%

Distribution of theses according to gender of researchers

Figure 3
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In this section, it was attempted to determine whether the master's theses were
written by female or male researchers, and it was determined that female
researchers were ahead with around 47 female researchers, this means % 81, as
shown in the figure.

6.4. Number of theses by year

Z 2005 w—
2024

umber of theses by year

Figure 4: Distribution of master theses by year

In this section, the distribution of theses on gender and language by year has
been tried to be shown. As can be seen, in some years no studies have been done
on this subject, while in some years the number of studies seems to have
increased. No thesis has been written in these years: 1996,
1998,1999,2000,2001,2004,2008,2010,2013,2014. After 2014, the number of
theses written on the subject of gender and language began to increase. The
number of theses written on the mentioned subject reached its peak in 2019 and
2024.
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6.5. Research fields

N

= Teaching German as a foreign language
= German Language and Literature
Teaching English as a foreign language
English Language and Literature
= Teaching French as a foreign language
= French Language and Literature
= Teaching Turkish({as a foreign language) and social fields
= Turkish Language and Literature
= Health Areas
= arts
= Engineering fields
= Women studies
= field of international relations
Psychology
Linguistics
field of journalism
PR
Law
= measurement and evaluation
= American culture and literature

= sociology

Figure 5: Research Fields of the Researchers

It is seen that master's theses written on gender and language are not only
written in the fields of philology and language education, but also in the field of
natural sciences. The fields that embrace this subject are very diverse. It is
noteworthy that the fields of sociology, medicine or engineering have also

addressed this subject.
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6.6. Using methods by the researchers

Table 1: Methods

fields

methods

Teaching
German as a
foreign language

not accessible

German not accessible

Language and

Literature

Teaching descriptive analytical method, qualitative research, analysis of gender

English as a
foreign language

representations and ethnic diversity in ELT textbooks, (SPSS Statistics,
Version 22.0) by using the “Wilcoxon-Mann Whitney, written
questionnaire, audio-recordings of group discussions, and semi
structured interviews, qualitative procedures. Mixed methods,
quantitative correlational design, data Collection, data Analysis, the data
collection instrument and data collection procedure, research questions,
MANOVA (Multivariate Analysis of Variance). ANOVA (Analysis of
Variance) method, quantitative approach

English
Language
Literature

and

SPSS, Cronbach's Alpha test, Kolmogorov-Smirnov Test, 4-Variance
Inflation Factor and Tolerance test, Multiple regression coefficients, the
Pearson correlation coefficient (Pcc), Speech act theory and gender
performativity, feminist stylistics has emerged as a sub-branch of
discourse stylistics, data collection techniques and methodology,
interpretation process

Teaching French
as a foreign
language

document analysis

French Language
and Literature

not accessible

Teaching microsoft SPSS 21.0, One-Way ANOVA with t-test, content analysis

Turkish (as a | and semi-structured interview methods, case study from qualitative

foreign research methods, scanning model

language)  and

social fields

Turkish scanning model, discourses, Word Count Program (Linguistic

Language and | Inquiry and Word Count/ LIWC), analysis method

Literature

Health TEDIL test and Mann Whitney U Test, data analysis, using SPSS 25.0
program, Gender-Inclusive Parental Verbal Expressions Scale,
Exploratory Factor Analysis (EFA), Confirmatory Factor Analysis
(CFA), Turkish Early Language Development Test (TEDIL), data
Collection, survey technique

Arts feminist theatre analysis, content analysis method, questioning

perspective, content analysis technique, quantitative analysis methods
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Engineering

Word2Vec and GloVe, European Court of Human Rights (ECtHR)
corpus, BERT-based models, LexGLUE benchmark, scope of NLP,
GPT-3.5, GPT-4, Gemini, and Claude.

Women studies

a consciousness beyond political views in the use of sexist language,
collected data, the interview protocol, feminist linguistics

International anti-gender activists frame contentious

relations

Psychology Gender Theory Questionnaire (GTQ), Demographic Information Form,
Gender-Specific System Justification Scale (GSSJ), Ambivalent Sexism
Inventory (ASI), Family Change Model

Linguistics Questionnaire, sociolinguistics, the individual difference measure,
descriptive research, concerned with the description of data

Journalism content analysis technique, quantitative analysis methods

PR literature review , content analysis methods

Law interview

Measurement Mantel-Haenszel (MH), Simultaneous, Item Bias Test (SIBTEST),

and evaluation

logistic regression (LR)

American culture
and literature

critique of society, literary analysis

Sociology

content analysis, interviews, the data collection techniques, literature
scanning methods

As a method, researchers have used different methods in technical fields and
in different interpretative fields, that is, in social fields. Content analysis, literary
analysis, feminist linguistics, quantitative analysis methods, scanning model,
discourses, descriptive analytical method, qualitative research, semi-structured
interview methods, case study are the methods in social fields. Corpus, BERT-
based models, Exploratory Factor Analysis (EFA) are the methods of the
technical fields.
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6.7. Topics of theses

Table 2: Topics

No | Researcher/gender | The title of Mastern thesis

1 S. Sanli(F) Studying the receptive and expressive language skills of children
between the ages of 2-7, who do or do not show language
development appropriate to their age, in the context of gender and
age

2 V. Balat(M) Exploring frequency of speaking strategies usage by learners of
Turkish as a foreign language in terms of gender age and language
level

3 N. Sevim(M) Analysis of gender bias in legal texts using natural language
processing methods

4 R.R. Ali Ali(M) Gender differences in learning languages by means of technology

5 M. P. Giiden(F) Sexism in language: studying on Turkish language from the
perspective of feminine and masculine expressions

6 M. Kocaman | Gender representations in two different levels of English language

Okucu(F) teaching course books: English File elementary and English File

intermediate

7 D. Agalday(F) On the framing strategies of the transnational anti-gender
movement: lifting the lid off the 'new' language of mobilization

8 M.Timurogullari(F) | The effect of essentialist gender views and gender-specific system
justification on attitudes toward using sexist language

9 E. Celen(F) Construction of femininity and masculinity through language in
Charlotte Perkins Gilman's Herland and Doris Lessing's The Cleft

10 | D. Kaya Bakay(F) Language and gender ideologies: A feminist stylistic analysis of
Monica Ali's Brick Lane and In the Kitchen

11 | R. Bayram(F) Gender bias and ethnic diversity in English language textbooks

12 | E. Yigman | Gender effect on multilingual students' beliefs about learning

(F) English as a foreign language
13 | M. A. | Attitudes of prospective English language teachers towards
Tiirkmenoglu(F) learning materials focusing on gender sensitivity
14 | N. Pekmezci(F) Language learners' attitudes towards native speakers and their

countries regarding achievement and gender

15 | A. Aksoy(F) Relationship between ambiguity tolerance and learners' gender,
anxiety levels and language learning strategies choice

16 | Z. Durna(F) Invitational leadership practices at a school of foreign languages
from a gendered perspective: A case study

17 | A. Engin (F) Variation of scores in language achievement tests according to
gender, item format and skill areas

18 | D. Ersen(F) Gender ideologies in Turkish language of advertising since 1980s
to present

19 | M. Bas(F) Gender-preferential language use in the writing style of teenagers

20 | O. Aslan(M) The role of gender and language learning strategies in learning

English
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21 | G. Kurtsoy(F) The relationship between language and gender in david Mamet's
plays

22 | E. Dursun(M) An investigation into reasons of gender differences in foreign
language learning success at university level prep classes

23 | B. H. Unal | A study on language learning strategies of 8th grade students

Acunsal(F) according to their nationality, academic achievement and gender

24 | V. Yimaz(M) Language learning strategies of Turkish EFL students and the
effects of proficiency level and gender on strategy use

25 | Y. Yasak(F) Role of language in relation to gender role stereotypes

26 | S. A Comparative study of gender differnces in English foreign

Behgetogullari(F) language praficiency among Turkish University preparatory school

learners

27 | E. B. Kolkilig(F) Investigating difficulties experienced by French languageteaching
prospective teachers in learning gender distinctionof words

28 | A.C. Akkaya(M) The relationship between the gender role attitudes of parents with
children in the 0-6 age group and the language they use with their
children

29 | E. N. Dede(F) Examination of the relationship between gender and language
development in children with hearing loss

30 | A. Gokmen(F) A qualitative exploration of Turkish as a foreign language learners'
awareness regarding gender discourse in Turkish literature classics

31 | B. N. Karatas(F) Awareness of secondary school 6th, 7th and 8th grade students
about gender inequality and its use in language

32 | A. Ozbek(F) The effect of gender and language on the references to the days of
the week in Turkish

33 | Y. D. Sahbaz(F) Investigation into press language regarding news of violent against
women in Turkey of: An analysis on Hiirriyet, Sabah, Sozcii

34 | G. Dogan(F) The role of the language in the gender inequality as an agent of
construction of thought

35 | C. Canbaz(F) Examining the relationship between language and gender in theater
plays

36 | D.Y. Cetin(F) The reflection of gender roles in 100 Basic Works to the language

37 | A.R. Giingdr(M) The analysis of language used in advertising messages in terms of
gender: A research on women's and men's magazines

38 | S. Arslan Cosar(F) | An analysis of the primary school dictionary published by the
Turkish Language Association in terms of gender

39 | Y. Polat(F) Language use of 8th grade students in primary school in terms of
gender variation

40 | M. Kolikpinar(F) Language in the context of gender in the narratives of Dede Korkut

41 | S. Sevim(F) Investigation of women language in Turkish Novel with
(Linguistic Inquiry and Word Count/LIWC) in sociolinguistic

42 | M. Altiok(M) Masculine language in football and reflection to the turkish
television football discussion programs: Samples of the Yenilsen
de Yensen de and Beyaz Futbol

43 | E. Uzun(F) The representation of the 'Other' in new Turkish cinema: masculine

language of Nationalism
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44 | D. Sarigigek | The survey of the german coursebooks as a foreign language in the

Bidav(F) context of gender roles

45 | H. E. Suna(M) Differential item functioning (DIF) investigation of TIMSS 2007
Science Items in terms of language and gender

46 | G.S. Ercan(F) Language use in op-ed articles: Hedges and gender

47 | S. Uylas(M) The Feminine in Arabic language

48 | G. Ansin(F) The sociological language of tattooing in women: Mardin example

49 | A. B. Tuna(F) Sexist language and harassment in social media in the narrative of
female journalists

50 | A. Dost(F) The Relationship between self construals and language for
emotions in personal narratives of Turkish males and females

51 | S. Inceoglu(F) An analysis of heroines in the language use of Pamela and Moll
Flanders

52 | S. Sendur(F) Reflections of bias: Large language models analysis on professions
and gender perception

53 | H. igsen(F) The effectiveness of Social and Emotional Learning (SEL)-

embedded Sustainable Development Goal 5 (SDG-5 Gender
Equality) oriented teaching program on high school EFL students'
SDG-5 awareness, SEL competencies and language development

54 | D. Ersen(F) Gender ideologies in Turkish language of advertising since 1980s
to present

55 | M. Basg(F) Gender-preferential language use in the writing style of teenagers
Ergenlerin yazi isluplarindaki toplumsal cinsiyet tercihli dil
kullanimi

56 | G. Kurtsoy(F) The relationship between language and gender in david Mamet's
plays

57 | B. Tungsiper(F) Investigating impact of English language teachers' gender and

experiences on students' online learning engagement

58 | S. Tanriverdi(F) The effect of teacher immediacy behaviors on students' motivation
and attitude towards language learning according to the gender,
level, educational background and region of the students

Topics include looking at language development in students generally defined
as boys and girls according to gender, examining the frequency of using speaking
strategies in terms of gender, age and language level, sexist prejudices in legal
texts, gender differences in technology and language learning, gender
discrimination in language, gender representations in textbooks, the transnational
anti-gender movement, The effect of essentialist gender views, the construction
of femininity and masculinity through language in two literary works, examining
language and gender ideologies in literary works, gender and ethnic diversity,
gender and language, gender-sensitive teaching. materials; Native language
users, achievement and gender affiliation; gender, anxiety levels and language
learning strategies; gender ideologies in advertising language; use of gender-
preferential language; The relationship between language and gender in literary
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works; the linguistic problems they encountered regarding gender discrimination
in words; Examining news of violence against women; Language and gender
relationship in theater play texts; lexical analysis in terms of gender; female
language; masculine discourse; the sociological language of tattoo.

7. Conclusion

In this study based on document analysis, gender and language were discussed
and some data were used to analyze master's theses written at universities in
Turkey. The connection between language and gender covers many areas such as
biology, phonetics, opera, health sciences, language teaching, literary linguistics,
sociology, and in fact, life itself. The expectation in the research was the
possibility of encountering many studies in the German language, because the
German language also has a gendered language structure and most opera singers
sing German texts. In addition, German literature also includes many female
writers. As expressed in the graphs and tables, female researchers have focused
more on this issue, but the issue of gender and language, how female and male
voices sound, how women and other genders use their language in medicine or
other fields, the issue of lisping in homosexual language use, etc., has been seen
as a deficiency in not addressing issues such as pronunciation.

As a result, language and gender are interconnected, the language used by
women and men sometimes differ. When looking at master's theses, it is seen that
women researchers are more in number in researching the subject of gender and
language. As a subject, contemporary researchers have mostly researched
language and gender in the fields of language teaching. As a result, language and
gender are interconnected, the language used by women and the language used
by men sometimes differ. When looking at master's theses, it is seen that female
researchers are more in number in researching gender and language. As a subject,
contemporary researchers have researched language and gender in the fields of
language teaching. With document analysis, language and gender issues have
been tried to be analyzed in master's theses according to year, gender of
researchers, methods, topics and distribution in universities. It was expected that
different topics could have been investigated, but no thesis topic was found on
gender and language where women's voices and men's voices were measured with
instruments. The voices of male students, female students, or male teachers'
voices and female teachers' voices were also not included in the topics. However,
it can be seen that this issue of sound is mentioned in the articles.

Voice Types: In men; tenor, baritone, bass. In women; soprano, mezzo-
soprano and alto. Opera literature requires more voice type distinctions. For
example, bass, bass buffo, bass baritone, dramatic baritone, lyric baritone, lyric
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tenor dramatic tenor, tenor buffo, etc. In women's voices, dramatic soprano,
spinto soprano, lyric soprano, leger soprano, subret, coloratura soprano, dramatic
coloratura, mezzo-soprano, lyric mezzo, alto, lyric alto, etc. The lowest tone that
can be reached is contra fal = 43 Hz, the highest tone is mi4 = 2610 Hz. The
lowest tone in bass literature is re = 72.6 Hz. However, in female voices, the
laryngeal whistling sound can reach up to 4000 Hz. (Aladag, 2017,32).

The reason why I ended this text with this quote is to ensure that the subject
is approached from different perspectives such as linguistic, sociological, cultural
and psychological under the term gender and language.
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Chapter 6

What Drives Student Adoption of Al in Education?
Unpacking the Key Factors and Practical Strategies

Mehmet Fatih YiGIiT!

Abstract
This chapter explores the critical factors influencing students’ adoption of

artificial intelligence (Al) tools in educational settings, drawing on established
technology acceptance models. It highlights key determinants including
performance expectancy, effort expectancy, perceived trust, hedonic motivation,
Al literacy, and social influence, emphasizing their distinct roles in shaping
students’ attitudes and behaviors toward Al integration. The chapter also
addresses the transformative impact of Al on education and underscores the
importance of fostering students’ acceptance to realize AI’s full potential in
personalized and adaptive learning. Finally, practical strategies are proposed to
enhance adoption by improving perceived benefits, ease of use, trustworthiness,
enjoyment, competence, and leveraging social norms, providing actionable
guidance for educators, developers, and policymakers to support meaningful and
sustained Al use in learning environments.

Keywords: Artificial intelligence, Al, education, adoption, students, factors,
strategies
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1. Introduction
An analysis of the emergence and evolution of technological innovations

reveals a recurring pattern: technologies that were once considered mere fantasies
often evolve into integral components of everyday life. This trajectory is evident
in the case of artificial intelligence (AI) as well. Once confined to the realms of
science fiction literature and film, Al has now become a routine and widely
accepted aspect of contemporary society. By definition, Al refers to computer
systems capable of performing tasks that typically require human intelligence,
such as learning from data, recognizing patterns, making decisions, and engaging
in natural language communication (Kutlucan & Seferoglu, 2024). The ability
and effectiveness of Al in performing the aforementioned tasks continue to grow
steadily, in parallel with rapid advancements in the fields of machine learning and
natural language processing.

One of the most significant characteristics of Al is its transformative nature.
Across various sectors—from industry and healthcare to the economy and social
behaviors—AI applications have markedly altered and evolved these fields
compared to the past (Saihi et al., 2024). The education sector is certainly no
exception to this transformative impact; in fact, Al has influenced education as
much as, if not more than, many other domains (Altun, 2024). Within this context,
Al has triggered a paradigm shift in how knowledge is created, communicated,
accessed, and assessed in educational settings (Aydemir & Seferoglu, 2024).
Furthermore, Al-driven tools such as adaptive learning platforms, intelligent
tutoring systems, automated grading software, and virtual learning assistants have
introduced important innovations and opportunities for students. These
advancements challenge the outdated one-size-fits-all approach by enabling
personalized learning pathways tailored to individual progress and preferences.
They also provide adaptive feedback and guidance through intelligent tutoring
systems, deliver automatically generated content aligned with students’ evolving
competencies, enhance accessibility via real-time translation and speech-to-text
tools, and empower students to monitor and regulate their own performance more
effectively through data-driven analytics.

However, the opportunities that Al offers to students do not arise
automatically. The realization of these benefits and their positive impact on
learning outcomes largely depends on students’ adoption and subsequent use of
Al tools. Therefore, it is critical to focus on the issue of students’ acceptance and
adoption of Al applications. Equally important in this context is understanding
the factors that drive students to embrace Al technologies. Based on this premise,
this book chapter aims to explore the determinants influencing students’ Al
adoption by drawing insights from existing acceptance and adoption models in
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the literature. Identifying these factors is crucial not only for comprehending why
students choose to adopt Al tools but also for determining how such adoption can
be effectively supported and encouraged. Indeed, the effective and sustainable
integration of Al technologies in education hinges on a deep understanding of the
attitudes, perceptions, and usage tendencies of students toward these innovations.
Knowing which factors significantly affect student adoption enables educators,
institutions, and policymakers to design informed and targeted interventions.
Consequently, this can foster a more willing, meaningful, and efficient use of Al
tools by students.

2. Key Factors Influencing Students’ Adoption of Al in Education
With the introduction of every new technology into the educational field,

academic research has increasingly focused on understanding the extent and
conditions under which these technologies are adopted. In educational technology
studies, the concept of adoption refers to the process whereby individuals develop
a positive attitude toward a technological innovation, form an intention to use it,
and subsequently integrate it into their daily practices. Recently, Al has emerged
as a leading technological advancement in education, prompting researchers to
investigate the factors influencing its adoption in this context. The adoption and
acceptance of Al applications in education is not solely dependent on access to
these tools; rather, it encompasses a complex interplay of cognitive, affective,
and social factors. To identify these factors, well-established models and theories
explaining the adoption of technological tools in the literature are frequently
utilized. In particular, foundational frameworks such as the Theory of Reasoned
Action (TRA) (Fishbein & Ajzen, 1975), the Theory of Planned Behavior (TPB)
(Ajzen, 1991), the Technology Acceptance Model (TAM) (Davis, 1989), and the
Unified Theory of Acceptance and Use of Technology (UTAUT/UTAUT2)
(Venkatesh et al., 2003; Venkatesh, Thong, & Xu, 2012) have been employed by
scholars to determine the key driving factors behind students' adoption of Al
tools. Building on this, the following subsections present the core factors (see
Figure 1) derived from these theories and models, explaining the specific roles
each plays in shaping students’ adoption of Al tools within learning
environments.
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Figure 1. Key factors influencing students’ adoption of Al in education

2.1. Performance Expectancy
One of the most influential factors affecting students’ adoption of Al tools is

performance expectancy (PE). PE is generally defined as an individual’s belief
that using a particular technology will enhance their job performance (Venkatesh
et al., 2003). When applied to the context of students adopting Al, PE refers to
their perception that utilizing Al technologies will improve their academic
achievement, deepen their understanding, and contribute positively to the overall
effectiveness and efficiency of their learning process. Many recent studies in the
literature indicate that PE, a key factor within the UTAUT framework, stands out
as one of the most significant determinants influencing the adoption of Al
(Foroughi et al., 2024; Helmiatin, Hidayat, & Kahar, 2024; Mohd Rahim et al.,
2022; Nagy et al., 2024). Some research has also examined the related concept
of perceived usefulness (PU) from the TAM, which inspired the development of
PE, and has consistently demonstrated its significant impact on Al adoption (Ma
& Lei, 2024; Ursavas et al., 2025). Consequently, when students hold a strong
belief that Al tools will enhance their learning performance, they tend to be more
motivated and willing to integrate these tools into their educational activities.
This belief not only influences the initial adoption of Al but also supports the
sustained use of these technologies over time.

2.2. Effort Expectancy
Effort expectancy (EE) is another significant factor that shapes students’

decisions to adopt Al tools in educational settings. Within the UTAUT
framework, EE builds upon the earlier concept of perceived ease of use (PEU)
introduced in the TAM, encompassing users’ perceptions regarding the ease of

124



using a particular system (Venkatesh et al., 2003). In the context of Al adoption,
EE refers to how simple, user-friendly, and accessible students perceive Al tools
to be. A growing body of research emphasizes the critical role of EE—and its
conceptual equivalent, PEU—in determining whether students are willing to
adopt AI technologies (Al-Momani & Ramayah, 2024; Chatterjee &
Bhattacharjee, 2020; Foroughi et al., 2024; Maheshwari, 2024; Pillai et al., 2024;
Tiwari et al., 2024). At its core, EE reflects an individual’s belief about the
amount of physical and cognitive effort required to effectively use a technology
in everyday tasks. When people perceive that Al applications can be used with
minimal effort, their likelihood of adopting such tools increases. Conversely, if
they perceive a tool as complicated or burdensome, they may be discouraged
from using it. In this regard, students are generally more open and motivated to
adopt Al tools that feature intuitive interfaces, align with usability principles, and
offer clear, straightforward functionality—as opposed to tools with complex
navigation or ambiguous usage instructions.

2.3. Perceived Trust
The literature has highlighted perceived trust as another key factor influencing

students’ acceptance and adoption of Al tools. Perceived trust is defined as
individuals’ belief that the technology itself—and the organizations that develop
it—operate in a secure, honest, and integrity-driven manner (Bilquise, Ibrahim,
& Salhieh, 2024). While this construct is not included in the original formulations
of TAM or UTAUT, it is frequently incorporated into their extended versions,
where it is recognized as a significant determinant in understanding user
acceptance of emerging technologies.

Perceived trust, a critical component of human-computer interaction, plays a
particularly important role in students’ adoption of Al tools (Polyportis, 2024).
In the context of Al adoption, perceived trust can be understood as students’
belief that Al systems operate in a reliable, honest, and ethical manner. However,
many Al-based applications lack transparency regarding the rationale behind
their decisions and recommendations, leading users to perceive them as "black
box" systems. This lack of clarity can foster hesitation regarding the accuracy and
trustworthiness of the information provided by such systems. A related concern
that further amplifies the importance of perceived trust is the issue of Al
hallucination—the generation of information that appears credible but is, in fact,
incorrect or fabricated (Kumar ef al., 2023). This phenomenon raises further
doubts about the reliability of Al outputs in educational contexts. Therefore,
when Al systems are designed and communicated in ways that foster trust—
through transparency, accountability, and ethical operation—students are more
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likely to accept and integrate these tools into their learning processes. Supporting
this, numerous recent studies have highlighted the significant impact of perceived
trust on Al adoption among students (Mohd Rahim et al., 2022; Pillai et al., 2024;
Polyportis, 2024).

2.4. Hedonic Motivation
Students’ integration of Al tools and applications into their learning processes

is also influenced by another important factor: hedonic motivation. Simply put,
hedonic motivation refers to the pleasure, enjoyment, and satisfaction individuals
experience while using a technology (Venkatesh, Thong, & Xu, 2012). This
construct, which was later incorporated into the extended version of UTAUT,
shifts the focus from purely functional or performance-based evaluations of
technology toward the affective, emotional experiences associated with its use.

From the perspective of Al adoption, hedonic motivation refers to the degree
to which students find the use of Al tools enjoyable, stimulating, and engaging.
Studies in the literature have shown that, as with other technologies, hedonic
motivation is a significant determinant in students’ acceptance and adoption of
Al applications (Foroughi et al., 2024; Sergeeva et al., 2025). This is particularly
relevant given the digital-native profiles of today’s learners, who tend to engage
with technology not only for functional or task-oriented purposes but also for
entertainment and enjoyment. Therefore, if students perceive Al tools as fun to
use, visually appealing, and intellectually stimulating, they are more likely to
integrate these tools willingly into their learning processes. Conversely, even if
Al tools are effective in helping students complete academic tasks, a lack of
engaging or enjoyable features may eventually lead students to abandon them or
shift toward alternatives that offer both educational and entertaining value.

2.5. AI Literacy
The adoption of an innovation also depends on the ability to use it competently

from a technical standpoint. In this regard, Al literacy plays a significant role in
whether students embrace and effectively utilize Al tools (Ma & Lei, 2024). Al
literacy encompasses the knowledge and skills necessary to understand Al
systems, interact with them effectively, and critically evaluate their outputs (Ng
et al., 2021). Students with higher levels of Al literacy are more aware of the
potential of Al applications to enhance their learning experiences. They also
possess a clearer understanding that Al systems can generate inaccurate
information, which necessitates caution when interpreting and applying their
outputs. As aresult, adequate Al literacy enables students to better recognize both
the strengths and limitations of Al tools and to adopt a mindset focused on
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managing and compensating for potential drawbacks rather than abandoning the
technology altogether. This, in turn, facilitates greater acceptance and integration
of Al tools and applications into educational settings.

2.6. Social Influence
While the factors discussed above primarily relate to an individual’s own

perceptions, beliefs, evaluations, and abilities, the adoption of an innovation is
not solely dependent on such internal elements. A person’s social environment—
and the opinions, beliefs, and attitudes of others within that environment—can
significantly shape their decision to adopt a new technology. In this regard, the
literature identifies social influence as a critical factor affecting students’
adoption of Al tools and their integration into learning experiences (Bilquise,
Ibrahim, & Salhieh, 2024). Within the UTAUT framework, social influence
corresponds to the concept of subjective norm found in earlier models such as the
TRA (Fishbein & Ajzen, 1975) and the TPB (Ajzen, 1991).

Social influence refers to the degree to which an individual perceives that
"other people" believe they should use a particular technology (Venkatesh ef al.,
2003). In other words, a person’s decision to adopt or reject an innovation can be
significantly shaped by the opinions of those they consider important in their
social environment. This influence can manifest directly through explicit
recommendations, encouragement, or expectations, as well as indirectly by
observing the behaviors of others and the prevailing trends within the learning
environment. Accordingly, when students see respected peers or instructors
actively using Al systems, or when institutional policies and classroom practices
encourage their use, their willingness to adopt Al tools in education can be
accelerated. Conversely, if people in their environment do not use Al tools or
approach them with skepticism, students may refrain from adoption. Empirical
studies support this view, showing that both social influence (Bilquise, Ibrahim,
& Salhieh, 2024; Foroughi et al., 2024; Sergeeva et al., 2025) and its earlier
conceptualization as subjective norm (Ivanov et al., 2024; Ma & Lei, 2024;
Rahman et al., 2025) are significant predictors of students’ adoption of Al tools.

3. Practical Strategies
Identifying the factors that influence students’ adoption of Al tools in

education is important; however, perhaps even more crucial is translating these
insights into actionable strategies. Building on this perspective, the following
paragraphs present practical recommendations derived from each factor, thereby
offering educators, developers, and policymakers clear guidance on how to
enhance students’ acceptance and effective use of Al tools. This approach not
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only bridges the gap between theory and practice but also ensures that the findings
can lead to tangible improvements in educational settings.

Starting with performance expectancy, one of the most effective ways to foster
students’ adoption of Al technologies is for educational institutions to clearly
demonstrate the tangible benefits these tools bring to the learning process
(Foroughi et al., 2024). This can include showcasing how Al-driven features such
as personalized feedback, adaptive learning systems, and real-time performance
analytics enhance learning outcomes. Moreover, presenting real-world success
stories of students who have achieved notable academic improvements through
the use of Al can be highly persuasive (Sergeeva et al., 2025). At its core, the
strategy should focus on highlighting the concrete, positive impacts of Al tools
on learning performance, as this emphasis plays a central role in convincing
students to integrate such technologies into their educational practices (Ma & Lei,
2024).

Designing Al tools to be user-friendly and ensuring their constant accessibility
is also critical for promoting adoption. In this regard, educational Al applications
should feature intuitive interfaces, clear usage instructions, and minimal technical
complexity to reduce perceived effort (Helmiatin, Hidayat, & Kahar, 2024; Nagy
et al., 2024). The availability of ongoing technical support is equally important
to address potential issues and challenges that may arise during use. In short,
students’ first impressions of Al tools should be free from intimidation and
instead convey the sense that "I can use this easily", thereby fostering confidence
and willingness to engage with the technology.

An individual’s decision to use a new technology is closely linked to the trust
they have in it. Accordingly, it is crucial for developers to provide users with
clear transparency about how Al tools function and the basis on which their
outputs are generated. Moreover, incorporating features that enable students to
verify Al-generated results or compare them against authentic sources can
enhance their critical thinking skills while simultaneously boosting their
confidence and trust in the system.

When a technological innovation offers an enjoyable experience, the
likelihood of its adoption increases significantly. Therefore, Al tools that feature
interactive and visually appealing interfaces provide students with an enjoyable,
engaging, and stimulating experience (Foroughi et al., 2024), transforming
learning from a tedious task into an enjoyable activity. Furthermore, equipping
Al tools with the ability to produce multimedia outputs such as audio, images,
and videos alongside text gives students an added reason to use these tools with
greater enthusiasm and enjoyment.
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When individuals feel confident and competent in using a system, their
likelihood of adopting it becomes stronger. Therefore, supporting students in
developing Al literacy, which is a foundational requirement for effectively
benefiting from Al tools, is critically important. In this regard, educational
institutions should integrate programs aimed at enhancing Al literacy into their
curricula. These programs should not only cover technical knowledge—such as
understanding how Al systems work and their limitations—but also address
ethical considerations, data privacy, and the critical evaluation of Al-generated
outputs (Ursavas ef al., 2025). Additionally, workshops, tutorials, and hands-on
activities can be utilized to further strengthen students’ skills and confidence in
using Al technologies.

Since schools are inherently social environments, it is important to leverage
the power of social influence in promoting the adoption of innovations such as
Al tools. Therefore, learning environments should be designed to clearly
communicate and continuously reinforce positive social expectations regarding
Al usage to encourage its acceptance among students. In this context, instructors,
peers, and academic leaders should be actively encouraged to use Al tools in
teaching and learning processes (Sergeeva et al., 2025). This approach helps
normalize Al use within the environment, creating normative pressure that
motivates others to follow suit (Bilquise et al, 2024). As a result, Al adoption
becomes significantly easier and more widespread among students in that setting.
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Bolum 7

Egitimi Iyilestirmede Alan Dis1 Egitim ve
Mikro Ogretim Politikalar

Fethi KAYALAR!

1. Giris

Egitim, toplumlarin mevcut refah diizeyi ile nesiller arasindaki sosyal ve
ekonomik hareketliliginin en ©nemli belirleyicilerinden biridir. Ulkelerin
kalkinmasi igin egitim kalitesinin, egitimde kalma siiresinden daha etkili oldugu
bilinmekte olup kiiresel gelismeler egitimden beklentileri hizlica degistirmektedir
(Kalkinma Bakanligi, 2014).

Degisim ve doniisiim odagi, egitimin iyilestirilmesi i¢in temeldir. Burada, dort
genis odak alani, alan dis1 6gretim olgusunun bir sonucu olarak ortaya ¢ikan bir
dizi sorunu belirlemektedir: (1) 6gretim ve 6gretmen kalitesi, (2) 6grenci basarisi,
(3) egitim ve okul liderligi ve (4) okullardaki isgiicii istikrari.

Alan dis1 dgretimin en temel sorunlarindan biri, 6gretmenlerin bilgilerinin
cesitli operasyonel yonlerine getirdigi kisitlama ve yiiktiir; bu bilgiler, alan dist
gorevlerinin yeni ve alisgiimadik ortamina uyum saglamak icin doniistiiriilmelidir.
Igerik bilgisi, pedagojik bilgi ve pedagojik igerik bilgisi gibi smrl dgretmen
bilgileri, 6grencilerin egitiminin kalitesi, sinif ortami1 ve okullarin etkili 6grenme
ortamlar olarak i¢ ve dis algilar1 iizerinde 6nemli bir etkiye sahiptir. Pedagojik
diyalog, 6gretmenlerin 6grencileri nasil gordiikleri ve 6grenme ortamindaki
bireysel varliklarini nasil kabul ettikleri ile ilgilidir. Bernstein (2000) miifredatin
etkili bir sekilde yapilandirilmasi i¢in pedagojik diyalogun etkisini vurgulamistir;
van Manen (2016a) da bilginin insa edildigi ve igsellestirildigi alanda
dgretmenlerin pedagojik diisiinceliliginin degerini vurgulamistir. Ogretmenlerin
bir miifredati yapilandima ve yiiriirliige koyma konusundaki pedagojik
becerileri, bilgiyi ¢esitli 6grenme ve sosyal gruplar i¢in uyarlama etkinliklerini
etkiler (Scott, 2008). Alan dig1 6gretmenlerin yaganmis deneyimleri, yerinde bilgi
doniisiimiiniin getirdigi gerginlik nedeniyle pedagojik yeteneklerinin yerinden
oynadigint; pedagojik diigiinceliliklerinin zayifladigini ancak bu énemli konunun
politika tarafindan goéz ardi edildigini gostermektedir. Hedefli iyilestirme
politikalari, alan dis1 6gretmenleri miifredat: amaglandig1 gibi uygulayabilmeleri
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icin donatma, yonlendirme ve destekleme siirecinden izole -edilemez;
Ogretmenler, belirli gorevleri igin saglam pedagojik eylemlerle ne kadar
donanimli olursa, okullarin ve &grencilerin hedeflere ve gelecekteki hedeflere
ulagma sans1 o kadar artar (Bondesio ve De Witt, 2004). Alan dis1 6gretmenlerin
deneyimledigi pedagojik kopukluk, hem etkili bir sekilde 6gretme hem de
okullarinin basarili kurumlar olarak itibarini insa etme konusunda yasadiklari ve
miicadele ettikleri karmagik zorluklarin temelini olusturur. Dahasi, bu basari
olmadan 6gretmenlerin 6z yeterlilikleri ve dzgiivenleri sarsilir. Ogretmenlerin
mesleki varliklart ve yasam diinyalari, kaliteli egitimi insa eden, tesvik eden ve
destekleyen politikalar i¢in her tiirlii stratejik plani etkilemeli ve motive etmelidir.
Ogretim kalitesinin nasil saglanacagi, 6gretmen Kalitesinin nasil iyilestirilecegi
veya zorlu sinif ortamlaria ragmen 6grenci basarisinin nasil tesvik edilecegi ve
desteklenecegi gibi temel odak noktalari etrafinda olusturulan mikro egitim
politikalarinin, 6gretim ve 6grenme baglaminin bir parcasi haline gelebilecegini
ve alan dis1 6gretim olgusu icin uygulamaya konulmus kaynaklar saglama
potansiyeline sahip oldugu savunulmaktadir.

2. Mikro Egitim Politikalar:

21 yy ilk yillarinda diinyanin birgok iilkesi, egitim sistemlerinin niteligini
artirmak icin c¢esitli alanlarda kapsamli reformlar uygulamiglardir. Bu
reformlarin, egitimin ydnetiminden finansmanina, egitim programlarindan
Ogretmen yetistirme modellerine kadar ¢ok genis bir alam1 kapsadigi
goriilmektedir. Bu reformlarin temel ¢ikis noktasi, kiiresellesmeyle birlikte 6ne
¢ikan bilgi ekonomisini ve ekonomik rekabetgiligi artirmaktir. Kiiresellesme ve
bilgi ekonomisine gecisin gerektirdigi yeni ekonomik ortamda, hem 6grenmeyi
o6grenme hem de ¢aliganlarin becerilerini siirekli giincel tutma gibi kavramlar 6n
plana ¢ikmigtir. Bunun sonucunda, egitim sistemleri, iletisim becerileri yliksek,
takim c¢alismasina uyumlu, elestirel ve analitik diisiinceye sahip kisiler
yetistirmeye daha ¢ok 6nem vermiglerdir. Bu ¢ergevede, yagam boyu 6grenme bir
egitim politikas1 olarak 6n plana ¢ikmaktadir. Avrupa Birligi gibi kimi ulus-6tesi
kuruluslar bu konuda cesitli ¢aligmalar1 desteklemektedirler. Daha genel olarak
ifade etmek gerekirse, geleneksel olarak ulus-devletin tekelinde olan egitim
politikalarini belirlemede bir¢cok ulus-6tesi aktor ve kurulus gittikce daha belirgin
bir rol almistir (Kalkinma Bakanligi, 2014).

Egitim reformu, okul veya okul sisteminin ¢alisma seklini degistirerek egitimi
iyilestirmeyi amaglayan devam eden bir siirectir. Genellikle ¢esitli paydaglarin is
birligiyle gerceklesen bu degisiklikler, 6gretim metodolojilerini veya idari
uygulamalari igerebilir. Egitim reformunun amaci, tiim 6grencilerin ihtiyaglarimi
karsilayan ve siirekli degisen bir toplumun taleplerini karsilayan kaliteli bir
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egitim sistemi olusturmaktir. Son zamanlarda egitim reformculari, daha fazla fon,
daha iyi O0gretmen egitimi, ayrimciligin ortadan kaldirilmasi ve daha kiigiik
smiflar gibi belirli iyilestirmeler talep etmektedirler.

Egitim reformlari, degisim siirecinin Ogretmenlerin yasam diinyalar1
iizerindeki zorlu ve bazen olumsuz etkisi nedeniyle genellikle 6gretmen kayip
oranlarini artirir (Lindqvist, Nordédnger ve Carlsson, 2014). Reform stratejileri,
politika reformu yaklasimlarinin okul iklimleri ve o6gretmenlerin egilimleri
iizerindeki etkilerinin farkinda olarak yonetilmelidir. Egitim reformu, kiiresel
alan dig1 6gretim sorunu gibi olgularin ortaya koydugu karmagik zorluklar1 ve
egitim sorunlarin1 dikkate almalidir. Mikro egitim politikas1 gelistirme ve
uygulama, alan dist  Ogretim  uygulamalarmin  baglam  bilincinde
kavramsallagtirilmasi yoluyla etkili bir egitim reformunu etkileyebilir.

Alan dis1 6gretim olgusunun kavramsallastirilmasi, Gadamer’in (1975) anlam
olusturma felsefesinde, varolusumuz ve yasam diinyamiz lizerinde genig bir
etkiye sahip deneyim birimlerinden olustugu seklinde yer almaktadir. Alan dist
Ogretim olgusu ile iyi tasarlanmis politika cerceveleri arasindaki iliski, her
ikisinin de 6grenme faktorlerini nasil etkileyebilecegiyle i¢ ige gecmistir; bu
ogrenme faktorlerinin, ev ve okul ortamlarindaki belirli 6grenme ihtiyaglarinin
yani sira bunlarin i¢ ice gecmis baglamsal ve fiziksel faktorleriyle de iligkili
oldugu unutulmamalidir (Pirrie, 2017). Lave ve Wenger (1991), pedagoji, bilgi
ve Ogrenme gibi faktorleri, o6gretim ve Ogrenme alaninda kimliklerin
gelistirilmesi i¢in belirli bir ortamda temel unsurlar olarak ele almiglardir.

Sinift ve onun nihai amacini korumay1 hedefleyen politikalara, bir 6gretmenin
uygun sekilde nitelikli olmadigi bir gorevi yonetmek icin gereken beceri ve
yeteneklere sahip olup olmadigina dair giiven eksikligi ve kendinden siiphe
duymasinin 6grenme alaninin etkinligini kisitlayabilecegi alan disi 6gretim
baglami gibi karmasik O0gretim baglamlarinda ihtiyag duyulmaktadir. Siirh
giiven ve belirsizlik, aktif 6gretmen katiliminin olmamasi nedeniyle siniflardaki
sosyokiiltiirel 6grenme iizerinde olumsuz etkilere sahiptir. Mikro egitim
politikalarinin, kaliteli 6gretim ve 6grenmede iyilestirmeler saglama stratejileri
oldugunu ve kullanildiklar1 baglamla yapisal ve islevsel olarak baglantili olmalari
nedeniyle 6gretim ve 6grenme alaninin yanlis yorumlanmasini ortadan kaldirma
veya sinirlama potansiyeline sahiptir. Ayrica, mikro egitim politikalar1 degerler,
normlar ve etkiledikleri toplumla ilgili endiseleri de karsilayabilir ve iyi
gelistirildiklerinde, bu tiir politikalar siifla baglantilar1 ve 6gretim ve 6grenme
alanin1 iyilestirmek icin uygulamaya konmus kaynaklar olarak potansiyelleri
nedeniyle giiveni tegvik eder.

Ogretmen yeterliligini artirmak ve daha fazla aday 6gretmen ve yeni 6gretmen
istihdam etmek, okullardaki alan dis1 6gretim sorununu tek basina ¢ézemez.
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Ancak, alan dis1 6gretim olgusunu Ozel olarak hazirlanmis mikro egitim
politikalariyla etkili bir sekilde yonetmeye odaklanmanin, olgunun 6gretmenlerin
performansi ve dolayisiyla 6grenci basarilart iizerindeki etkisini sinirlayabilir.
Okullarda alan dis1 6devlerin yonetimi, kendilerine 6zgii zorluklarini kabul eden
yapilandirilmis stratejiler veya politika gerceveleri olmadan gergeklesir, ancak
sinif ortaminda iyi tanimlanmis prosediirlerin olmamasi 0grenmeyi yine de
etkiler (Marzano, 2007). Dahasi, Barlow (2002), 6gretmenlerin alan dist
Ogretimin sebebi olmadiginin daha fazla kabul edilmesinin énemini vurgulamis
ve okullarda alan dist durumlarin baskin olmasinin, konuyla ilgili siyasi
motivasyon eksikligine isaret ettigini ve bunun da daha sonra ortaya g¢ikan
karmagik alan dis1 sorunlardan sorumlu olan daha az etkili idari uygulamalara yol
actigimi ileri slirmiistlir. Alan dis1 6gretmenler, liderlik 6n yargilan tarafindan
uygunsuz gorevlendirmeleri i¢in zaten yeterli olarak algilanir (Barlow, 2002) ve
bu oOnyargi, okul liderlerinin bu Ogretmenleri nasil ydnetecekleri ve
yonlendirecekleri konusundaki kararlarin1 etkiler. Ancak mikro egitim
politikalari, alan dis1 6gretim ve O0grenme ortamlarindaki kabul edilmemis
kesintilere baglam bilincine sahip bir yap1 saglayabilir. Mikro egitim politikalari,
oncelikle okul liderlerini alan dis1 c¢alisanlarinin yasanmis deneyimlerinin
yonlerini fark etmeye tesvik eden ve ikinci olarak da onlar1 amaca uygun sekilde
desteklemek i¢in yerinde mikro politika kaynaklari olusturmalarini saglayan daha
genis ve sistemik cercevelere duyulan ihtiyaci ele alir.

Ogretme ve OFrenmenin temelleri, Vygotsky'nin (1978) sosyokiiltiirel
O0grenme felsefesinde, Van Manen'in (2016a) Ggretmenlerin loco parentis
statiisiinii kabul etmesinde ve Lave'nin (2009) 6grenme siirecinin dgrenme
etkinliginin gerceklestigi sosyal diinyadan izole olmadig1 goriisiinde agiklama
bulmaktadir. Ogretmenler, tiim Ogrencilerinin ihtiyaclariyla ilgilenmekten
sorumludur; bu da hem kendi hem de grencilerinin zaferler, aksilikler ve aidiyet
duygular gibi ger¢ek yasam deneyimlerinin ¢esitliligini fark etmeyi ve aktif bir
katilim saglamay1 gerektirir. Giinliik deneyimler 6gretme ve 6grenme baglamini
etkiler ve politika tarafindan goéz ardi edilmeye veya etkisiz bir sekilde
yonetilmeye devam etmek zorunda degildir. Alan dist olgudan etkilenen kaliteli
O0grenme siirecinin ve mekanizmalarinin karmagiklifi, yasanan deneyimler,
sosyal diinya ve bunun sonucunda gelisen biligsel ylik hakkinda diisiinceli
davranabilen mikro egitim politikalar1 gerektirir. Lave (2009), 6grencilerin bir
sinifin sosyal diinyasina katiliminin, 6ziinde nasil ve ne 6grendiklerine dair
yaklasim ve uygulamalar1t kavramsallastirdigini ve  konumlandirdigini
vurgulamigtir. Dolayisiyla 6grenme siireci, ¢esitli 6grenme yaklagimlarini tesvik
eden ve Ogrencilerin sosyal ve duygusal 6grenme deneyimlerini, 6grenmenin
nasil yapilmasi gerektigini kat1 bir sekilde belirlemeden kabul eden bir kiiltiire
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sahip bir ortamda en iyi sekilde gergeklestirilir (Durlak, Weissberg, Dymnicki,
Taylor ve Schellinger, 2011). Ornegin, bireysellige deger verme, onu kabul etme
ve saygl duyma, kiginin kendisi olmasinin ve hata yapmasinin kabul edilebilir
oldugu sdylemini destekler (Arnold, 2005).

3. Alan Dis1 Ogretim Ortamlarinda Mikro Egitim Politikasinin Onemi

Mikro egitim yontemi, kuruluslarda ve sirketlerde gayri resmi &grenme
siireclerini desteklemeyi amaglayan bir yaklagimdir. Bu anlamda 6grenme, aktif
bir bilgi yaratma siirecinin sosyal etkilesimler i¢inde, ancak resmi 6grenme
ortamlar1 veya egitim tesislerinin disinda gergeklesmesi anlamina gelir. Bu siirec,
Mikro egitim yonteminde oldugu gibi, iyi tasarlanmis ve yapilandirilmig
sistemler ve destekleyici iletigsim ve is birligi yontemleriyle kolaylastirilabilir. Bir
Mikro egitim diizenlemesi, her 6grenme oturumu icin 15-20 dakikalik bir zaman
dilimini kapsar ve seriler halinde bir araya getirildiginde 6grenme siireglerini
daha uzun siire etkinlestirebilir ve siirdiirebilir. Bir Mikro egitim oturumu yiiz
ylize, ¢evrimigi veya bir e-68renme senaryosuna entegre edilebilir (Kris, 2025).

Mikro egitim politikasi, asagidan yukartya politika gelistirme anlamina gelir.
Simiflardaki sorunlar, O6grenci merkezli ortamlara iligkin giincel bilgiyi
yansitmayan Ogretmen uygulamalari ve pedagojiyle daha da karmasiklasir
(Allen, 2010). Yukaridan asagiya politika kararlar etrafindaki sdylem, alanda
genellikle goz ardi edilir; goriisler, politikanin gergekten 6nemli olmadigi,
yalnizca boliimler, isverenler ve diizenleyici kurumlar gibi sistemik varliklar
korumak i¢in tasarlanmis bir dizi strateji oldugu yoniindedir. Ancak asagidan
yukariya politika gelistirme, odak noktasinin sinif baglami oldugu anlamina gelir;
bu durumda, alan dis1 simif baglamlari, ele alinmasi gereken gercgekleri ortaya
cikarir. Hedef odaklt mikro egitim politikalarinin, esneklikleri ve baglamsal
uyarlanabilirlikleri sayesinde simiflarin yogun ve i¢ ice gecmis meselelerine
ulasabilecegini ve bdylece politikayi, 6gretim ve 6grenmenin alan dis1 6gretim
uygulamalariyla zorlandig1 siniflarda erisilebilir ve faydali hale getirebilir.

Mikro Ogretim, aday Ogretmenlere siirekli egitim ve smif Ogretmenlerine
simiile edilmis bir ortamda yeniden egitim olanagi saglar. Bu uygulama
oturumlari, aday 6gretmenlerin smifta uygulamadan once 6gretim tekniklerini
milkemmellestirmelerini saglar. Mikro O6gretim oturumlart ayrica, aday
ogretmenlerin farkli beceri seviyelerine ve ge¢mislere sahip Ogrencilerle
caligmak da dahil olmak iizere ¢esitli sinif senaryolarina hazirlanmalarina olanak
tanir. Son olarak, mikro 6gretim 6z degerlendirme ve akran geri bildirimi i¢in
degerli firsatlar sunar.

Ozellikle politikalar, 6grencilerin ve Ogretmenlerin 6gretme ve dgrenme
yaklasimlarin1 kesfedebilecekleri "basit, spesifik, acik ve Ol¢iilebilir" (Barbetta,
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Norona ve Bicard, 2005) yap1 ve gercevelerle olumlu bir sinif ikliminin ingasin
destekleyebilir. Ogretme ve Ogrenme ortamlari, dgretmenlerin siniflarindaki
s0zlii ve sozsiiz iletisimlerinin bir {irlinii olan ve 6grencilerine sdylediklerinin
Otesinde belirli bir mesaj ileten giiclii bir dgretmen sOylemiyle desteklenir.
Ogretmen sdylemi, pedagojilerinin, inanglarnin ve dgrenme felsefelerinin bir
yansimasidir ve Ogrencilerinin gelisimini, basarilarint (Marzano, 2007) ve
Ogrenmenin gerceklestigi ortamin atmosferini biiylik dlciide etkiler. Bu anlamda,
etkili bir siif ortamu, etkili 6gretmen sdyleminin gii¢lii ve olumlu sinif yapilari
tarafindan sekillendirilir. Bourdieu (1977), Ogretmenlerin, sinif ortamlarimi
Ogretmenler ve Ogrencileri i¢in bulusma alanlar1 olarak gelistirdiklerini
vurgulamigtir. Bu alanlar, 6grencilerin anlamli 6grenme yoluyla basariya ve
goriiniir performans sonuglarma ulagma yolculuklarini  olumlu yo6nde
desteklemelidir. Ogretmen tarafindan olusturulan yapi, yapici dgretmen-grenci
iligkileri, moral verici ve destekleyici meslektas iligkileri, ev ve okul arasinda
saglikli is birligi, bagimsiz ve destekli 6z-belirleme, akademik yeterlilik ve
siniftaki tiim paydaslarin bilingli farkindaligi gibi unsurlarin  gelisimini
destekleyen stratejilerle desteklenebilir (Doll, Zucker ve Brehm, 2004).

Mikro egitim politikalari, “6gretim ve 6grenme alani zorlayici veya islevsiz
hale geldiginde 6gretmenlerin belirsizligi ve 6grencilerin kaygisi gibi sdylemler”
gibi Ogretim ve Ogrenme alaninda mevcut tiim sdylemlerle uyumlu olarak
gelistirilebilir. Bu zorlu pozisyonlardaki &gretmenlerin, desteklendiklerini ve
yonlendirildiklerini hissedebilecekleri bir giivenlik ag1 sunmak i¢in yiirtirlige
konmus politika kaynaklar1 olarak mikro okul politikalarina ihtiyaglar1 vardir.
Alan dig1 6gretmenler, asina olmadiklar1 derslerde veya yil seviyelerinde
kendilerini "evdeymis gibi" hissetmezler; bunun yerine kendilerini
"derinliklerinin disinda" ve "yersiz" olarak algilarlar ve belirli 6gretmenlik
pozisyonlarina ait olmayan "yetersiz Ogretmen" olarak goriirler (Du Plessis,
2014). Islevsiz smif ortamlar1 acikca algi agisindan bir sorun teskil eder; ancak
ayni zamanda Ogretme ve Ogrenme alam1 hakkindaki egilimler yani
ogretmenlerin, velilerin ve Ogrencilerin {lizerinde giliglii etkileri vardir. Okul
topluluklari iginde okullarin elverigli 6grenme ortamlari ve olumlu okul kiiltiirleri
saglamasi gerektigi yoniindeki genel beklenti, toplulugun daha sonra kaliteli
Ogretim ve egitim olarak algiladig1 seyi etkiler; ancak kritik olarak bu ayni
zamanda 6gretmenlerin 6z yeterlilik duygulari {izerinde de etkiler yaratir. Dahast,
olumsuz 6grenme deneyimleri, bu deneyimlere katilanlar {izerinde siirekli bir
sorun yaratabilir. Gadamer (1975), onceki deneyimlerin mevcut yasanmis
deneyimlerin anlagilmas1 iizerindeki etkisini vurgulamistir. Ogretmenlerin ve
Ogrencilerin smif i¢i baglamlardaki tarihsel ciktilari ve Onceki &grenme
deneyimleri, olumlu veya olumsuz, bu ortamlara iligkin anlayislarini etkiler. Bu
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anlayis, yasam deneyimlerini etkiler ve bu baglamin, ortamim "bir parcasi”
olmanin dogru oldugu duygusunu olusturur. Olumlu yasam deneyimleri ise
yerini, bu ortamda kendilerini evlerinde hissetme veya "o diinyaya ait olma" gibi
belirli duygulara birakir (Gadamer, 1975, s. 258). Ozgiiven eksikligi yasayan ve
belirli bir konu alan1 veya sinif diizeyi hakkinda sinirli bilgiye sahip olan alan dis1
ogretmenlerin, sinif yonetiminde belirli bir etkinlik diizeyini siirdiirme ¢abalarini
baglamsal olarak destekleyebilecek, iyi tasarlanmis ve Ozenle uygulanmis
politikalara giivenebilmeleri gerekir.

Arastirmalar, alan dig1 6gretim olgusunun, 6gretim ve 6grenme alanindaki
mesleki iligkileri ve iletisimi bozabilecegini ve siklikla bozdugunu, zaten zorlu
olan alan dis1 siniflarin zorluklarini daha da artirdigini gostermistir (Du Plessis,
2017). Bu ortamlar, iletisim belirsizlikleri, yetersiz etkilesimler, karsilanmayan
beklentiler, kotiilesen tutumlar ve paydaslar arasindaki yanlis anlamalar
nedeniyle yogun ve duygusal a¢idan kirilgan ortamlara doniigebilir (Du Plessis,
2014). Ogrencilerini yeni bilgiyi olusturmalar1 ve igsellestirmeleri igin dikkatlice
yonlendirme yetenekleri ve kapasiteleri konusunda kendilerine giivenen
Ogretmenler, smif i¢i duygularin 6grenme deneyimi ve performansina bagl
oldugunu anlarlar. Bu &gretmenler, konu odakli pedagojileri benimseyerek
O0grenme devam ederken duygularin, gerilimlerin, kisisel karsilagmalarin ve
deneyimlerin korundugu etkili bir sinif yonetimi stratejisi gelistirme becerilerine
sahip olduklarindan emindirler (Redmond, 2010). Sinif ortaminin etkili yonetimi,
iki yonlii iliskilere dayanir (Joyce, Weil ve Calhoun, 2000). Ogrenciler, anlamli
etkilesim ve biitliinlesmenin gergeklestigi 6grenme alanlarinda kendilerini
giivende hissederler ¢iinkii anlamli etkilesim performansi tegvik eder ve motive
eder. Bruner (1996), Ogrenci-0gretmen degisiminin Ogretim ve Ogrenme
ortamlarinda en sik kullanilan ara¢ oldugunu vurgulamaistir.

Alan dig1 6gretim deneyimi, 6gretmenlerin smiflaryla giivenli etkilesimlerini
ve iletisimlerini, etkili rehberlik, iyi ifade edilmis hedefler, iyi bilgilendirilmis
kararlar ve smif kontroli sunumunu kisitlar ve bu da sinif ortaminda sosyal
baskiya neden olur (van Niekerk, 2003). Ogretme ve dgrenmenin sosyokiiltiirel
tonu her zaman duruma O6zgii insan deneyimlerini benimsediginde, smnif
etkilesimini etkileyen dgretim ve 6grenme ortamindaki altta yatan ve devam eden
sosyal baski hislerinin, bu faktorii bilgi insasinin temeli olarak kabul eden okul
politikalar1 tarafindan bilingli bir sekilde ele alinmasi1 gerekir. Ogretmenler ve
Ogrencilerde  kaygi  duygulan, politika gereklilikleri  &gretmenlerin
sunabileceklerinden fazlasini talep ettiginde yogunlasir. Okul gelistirme
politikalari, bu tiir baglamsal sonuglar1 kavrayabilmeli ve mevcut koruyucu
cergeveler ve yaklasimlar araciligiyla bu kirillgan sinif ortamlarinin dikkatli bir
sekilde yonetilmesini tesvik edebilmelidir.
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4. Siif Kiiltiirii ile Mikro Egitim Politikas1 Arasindaki iliski

Smif kiiltiirti, sinifin ortaminin, iligkilerin ve davranislarin bir araya gelerek
olusturdugu bir kiiltiirdiir. Siif kiltiirii, 6grencilerin 6grenme siireglerine, sinif
arkadaglartyla olan etkilesimlerine ve 6gretmenleriyle olan iliskilerine dogrudan
etki eder. Olumlu bir smif kiiltiirii yaratmak, her 6grenciye de§er vermeyi,
6grenmeye odakli bir ortam olusturmay1 ve dgrencilerin yaraticiligini, merakini
ve Ogrenme arzusunu sinirlamadan iyi davramslart tesvik etmeyi igerir.
Tanimlanmast ve gelistirilmesi hem esit derecede dnemli hem de zordur.

Amach bir sinif kiiltiirli, cocuklara okulda ve okul diginda basarili olmak i¢in
ihtiya¢ duyduklar1 sosyal-duygusal becerileri 6gretir. Bu beceriler arasinda
duygulart anlama ve yonetme, hedef belirleme ve bunlara ulagsma, bagkalarina
karst empati duyma ve gosterme, olumlu iliskiler siirdiirme ve sorumlu kararlar
alma yer alir.

Sif kiiltlirleri, sosyal etkilesim ve bireysel ihtiyaglara ve gesitlilige saygi
etrafinda gelisir. Alan1 disindan gelen Ogretmenlerin Ogrencileriyle giiven
iligkileri kurmakta zorlanmalarindan endige duyulabilir (Du Plessis, 2018b); bu
ylizden Ogrencilerin 6gretmenleriyle duygusal olarak bag kurmalar gerekir
(Groundwater-Smith, Ewing ve Le Cornu, 2011). Ancak, 6grencilerin kendilerini
bilgili veya bilgili bir bagkas1 olarak gosterme bilgisinden yoksun ve 6grencilerin
Ozel ihtiyaclarina gére 6grenmeyi yonlendirmek ve desteklemek i¢in arabulucu
ve kolaylastirict bir rol {istlenemeyen bir 6gretmenden duygusal olarak kopuk
oldugu siniflarda giiven iliskileri kiiltiirii gelisemez. Ancak, hedefli mikro egitim
politikalari, zorlu &gretmenlik pozisyonlarindaki Ogretmenlere saygiy1
sirdirmek ve olumlu bir 6gretim ve O6grenme ortami gelistirirken onlar
desteklemek icin sinif i¢i kaynak yapilar olusturabilir. Sinif i¢i ekip galigmasi
kiiltiirti, 6grenmeyi, 6gretmenleri, 68rencileri ve bazen de velilerini de igeren i
birlik¢i bir anlam yaratma eylemi olarak destekler. Bilgi insasinda yer alan bu
sosyal dzellikler, 6gretmenler ve 6grencilerden tam katilim ve baglilik kiiltiiriiniin
yani sira velilerden, Ogretim iiyelerinden ve Ogrenci akranlarindan destek
gerektirir.

Smif baglaminin gergekligi, her zaman duruma 6zgii yasanmis deneyimleri
icerir (Van Manen, 2016a), bu da mikro egitim politikalarinin, alan dist
zorluklarin ¢ok katmanli yonlerini destekleme stratejileri olarak uygunlugunu
dogrular. Ornegin, okul liderlerinin, alan dist Ogretmenlerin smiflarinda
yasadiklar1 karmasikliklar1 desteklemeye odaklanan politikalar gelistirdigi
okullarda, arastirmalar, bu okullarin bu 6gretmenleri, alan dis1 gorevleriyle ilgili
olumlu egilimler gosterecek sekilde desteklemeyi basardigini gdstermistir (Du
Plessis, 2017).
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Bu eylem, okul yonetiminin siniftaki gerceklerle etkilesim kurmasi ve
olgunun okula ve paydaslarin bu ortamlardaki deneyimlerine getirdigi degisim ve
doniisim konusunda ag¢iklik kiiltiiriinii  tegvik etmesiyle dogal olarak
desteklenmektedir. Olgunun ogretmenlerin kaliciligi, Ogretim kalitesi ve
Ogrencilerin 6grenmesi lizerindeki etkilerini yonetebilecegimizi ve baslangig
noktasiin mikro egitim stratejileri ve ¢ergeveleri oldugu sdylenebilir. Politikalar,
kaliteli 6gretimi ve 6grenci 6grenimini gelistirmek ve desteklemek icin kaynak
gorevi gorebilir ve boylece d6gretim ve 6grenme alanini insa edebilir. Bu alanin
nasil goriinmesi gerektigine dair beklentiler, 6gretmenlerin, liderlerin ve veliler,
Ogrenciler ve politikacilar gibi diger paydaslarin algi ve deneyimlerinden
etkilenir. Ancak kritik bir sekilde, gergek yasam deneyimlerinin agik ve diiriist bir
sekilde paylasilmasi, alan dis1 0gretmenlerin yasam deneyimleri yonetim ve
politika gelistirme silireglerinde g6z ardi1 edildiginde veya bir kenara
birakildiginda  kisitlanmaktadir.  Liderlerin  okullarin ~ sagladigi  veya
Ogretmenlerden beklenen destek tiirii hakkinda geri bildirim almaya agik
olmamasi ve alan dis1 simif baglamlarinda kiiltiirel degisimler yaratmak i¢in
cerceve ve yollarin bulunmamasi, alan dis1 6gretmenlerin, tiim dgretmenlerin
caligmalarin1 destekleyen iligkisel baglantilarin giivencesine sahip olmadan,
smiftaki giinliik yagsamlarinin ek zorluklariyla miicadele etmeleri anlamina gelir.
Bu 6gretmenler, liderlerinden kopuk ve baski altinda ders vermeye devam eder
ve kopukluk ve izolasyon deneyimleri, sinif i¢inde ve disinda 6gretmenlerin
kaliteli Ggretim ve Ogrenme ortamlart gelistirme giivenini, kapasitesini ve
yetenegini daha da asindiran kiiltiirler gelistirebilirler.

Sinif iklimlerinin ve baglamlarinin saglikli ve olumlu 6gretim ve 6grenme
ortamlar1 saglamasi ve smif lideri olarak 6gretmenin, 6grencilerin 6grenmesini
dikkatlice yonlendiren bilgili bir diger kisi roliinii listlenmesi beklenir; ve bu
gercekei olmayan bir beklenti degildir. Ancak, bu beklentinin, kalic1 alan dis1
olgusu ve bunu iyi gelistirilmis politikalar ve destek programlariin yardimi
olmadan deneyimleyen 6gretmenler ve dgrenciler igin ne kadar gercekei oldugu
sorgulanabilir. Alan dis1t 6gretmenin smifi, kolayca istikrarsiz bir duruma
doniisebilen kirilgan bir baglamdir.

5. Sonug

Egiticiler icin mesleki 6grenimi doniistiirmenin bir araci olan mikro egitim
politikalari, uygun bir zamanda ortaya ¢ikmaktadir Arastirmacilar, 6gretmenler
arasinda gercek ve yapilandirilmis bir is birligiyle tanimlanan dogru mesleki
gelisimin 6grenci bagarisimi artirdigini belirtmektedir. Egitim reformcular1 ve
politika liderleri, okullarin her 6grenci i¢in yetkinlik temelli ve kisisellestirilmis
O0grenme deneyimleri olusturmasi ve dgrencilerin nasil is birligi yapip iletisim
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kuracaklarini bilmelerini saglamasi i¢in, onlara egitim verenlerin de kendi
O0grenme siireclerini yonetmeleri gerektigini fark etmeye baslamislardir.

Son derece c¢esitli ve zorlu Ogrenci gruplarindan sorumlu, alan dist
Ogretmenlerin, yerlesik ve zamaninda uygulama yonergeleriyle desteklenen
cergevelerin, stratejilerin ve politikalarin destegine ihtiyaglar1 vardir. Belirli
baglamlar ve kosullar, alan dig1 Ogretmenlerin ve Ogrencilerinin yasam
deneyimlerini, siniflarda alisilmisin 6tesinde yogunlastirir. Ozenle tasarlanmis
cerceveler, yalnizca siniflarinda ortaya ¢ikan ic ice gecmis duygusal ve egitimsel
ciktilarin takdirini artirmakla kalmamali, ayn1 zamanda okulun kaliteli egitim
sunan bir ortam ve 6gretmenlik meslegi imajinin da net bir sekilde ele alinmasini
saglamalidir. Ayrintilar 6nemsiz goziikse de bir biitiiniin pargasidir ve o biitiinii
olusturur. Ayrica, 6gretmenlerin ve dgrencilerinin refahin1 korumaya odaklanan
politikalarin, alan dis1 6gretmenlerin mesleki kimliklerini stres, tiikenmislik,
devamsizlik veya kayipla kendi kendine ¢o6ziilmesine izin vermek yerine,
gelistirmek i¢in okullara kaynak saglamasi gerekir. Politika gelistiriciler, hem risk
altindaki 6gretmenlerin hem de risk altindaki 6grencilerin ana akim okul ve
egitimde kalmasmi saglamak i¢in politikalara ihtiya¢ duyuldugunu akilda
tutmalidir. Ogretmen ve 6grenci refahmin, alan dis1 dgretim olgusunun cok
katmanli karmagikliklariyla nasil i¢ ice gegtigine dair farkindalik ve anlayis,
politikanin gelistirilmesine ve karmasik 6gretim durumlarindaki roliine yeni bir
bakis acis1 saglayacaktir. Alan dis1 6gretim olgusunu deneyimleyen 6gretmen ve
ogrencilerin potansiyel olarak kirilgan refahi, politikanin yasanmis deneyimlerin
ihtiyaglarint1 ~ yansitmasi  gerektigi  tartismasina onem ve aciliyet
kazandirmaktadir.
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Boliim 8

Okul Miidiirlerinin Karsilastig Etik ikilemler
Miinir SAHIN!

Girig

Etik, bireylerin veya kurumlarin neyin “dogru” ya da “yanlis” olduguna iligkin
deger, norm ve ilkeler biitiiniidiir (6rnegin 6zen etigi, adalet etigi, meslek etigi).
Egitim literatiirinde etik; karar siireclerinde bireylerin vicdani yonelimleri,
mesleki degerleri ve toplumun beklentileri baglaminda incelenir (Tekel ve
Karadag, 2017; Karayaman, 2021).

Okul yoneticiligi baglaminda etik; adaletli davranma, toplumsal sorumluluk,
kaynaklarin dogru kullanimi, ve yasalara uygunluk gibi bagliklarin kesisiminde
sekillenir (Balikg1, 2022). Ayrica orgiitsel etik, hem bireysel etik bilincini hem de
kurumsal kiiltiirii kapsar (Demirkol, 2023).

Etik Ikilem

Etik ikilem, karar verme siirecinde, birden fazla etik ilke veya deger
catistiginda, hangi yonde davranilacagina dair dogru ¢dziimiin acik olmadigi
durumlar ifade eder. Bu tiir ikilemler, ¢ift yonlii normlar arasinda uyusmazliga
veya c¢atismaya yol agar; Oornegin adalet ile merhamet arasinda se¢im yapma
durumu. Egitim yoneticileri agisindan; yasal diizenlemeler, okulun ¢ikarlari,
Ogrenci, veliler, Ogretmenlerle iliskiler gibi farkli sorumluluklar arasinda
catigmalar dogurabilir (Tekel ve Karadag, 2017; Karayaman, 2021).

Okul yoneticilerinin ve Ogretmenlerin yasadigi baz1 etik ikilemler
bulunmaktadir. Uzaktan egitimde not verirken 6l¢iitlere uyum saglama ¢abasi ile
bireysel adalet arzusu arasinda kalmak, program degisikligi yapma zorunlulugu
ile plan biitiinliigli arasinda tercih yapmak gibi ikilemler etik ikilem iginde
verilebilir. Bu ¢er¢evede 6gretmenlerin etik ikilem yasadigi pek ¢ok durum farkl
caligma gruplari tarafindan belgelenmistir (Yiicel, 2022)

Okul Miidiirlerinin Yasayabilecekleri Etik Ikilem Ornekleri
Tiirkiye’de ve uluslararas1 karsilagtirmali ¢alismalarda okul miidiirlerinin
cesitli etik ikilem yasadiklar1 ortaya konmustur:

'Tokat Gaziosmanpasa Universitesi, Erbaa Sosyal ve Beseri Bilimler Fakiiltesi, Tletisim ve Tasarim Boliimii
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Davranissal, yapisal, politik ve sistemsel boyutlar agisindan degerlendirmeler
yapilmig, okul miidiirlerinin genel olarak orta diizeyde etik ikilem yasadigi
bulunmustur. Ozellikle yapisal boyutta (kural vs. esneklik) yiiksek ikilem riski
vurgulanmistir (Erdogan, 2019).

e Yurtdis1 ¢alisma (Tiirkiye-Kanada karsilastirmasi) okul miidiirlerinin ¢cogu
zaman kisisel c¢ikarlar ve elestirel etik, yargi etigi arasinda ¢ikmazlar
yasadigini gostermistir (Budak ve Camadan, 2020).

Tekel ve Karadag (2017) 6rnek vakalar lizerinden; {istiiniin baskisi vs. vicdan,
Ogretmenler arasinda adalet saglama, 6grenci ve veli iligkilerinde etik krizler gibi
temalar dile getirilmistir. Midiirler bu durumda elestiri etigi, adalet etigi ve
meslek etigi perspektifleri kullanarak kararlar almaya galisir.

Karayaman (2019) ¢alismasinda okul yoneticilerini etik ikileme iten baski
kaynaklari, baski gruplar1 ve gii¢ kaynaklar1 (6rnegin iist yonetimin beklentileri,
velilerin talebi, ilge milli egitim miidiirliigii baskis1 gibi) analiz edilmistir.

Demirkol (2023) okul miidiirlerinin 6rgiit yararina etik dig1 davranig sergileme
ikilemi (6megin Tiibitak proje Odeneklerini amacimin disinda kullanma,
destekleme kurslarinda yonerge disi uygulamalar vs.) yasadiklarini ve bunun

yasal, mesleki sonuglar dogurabilecegini raporlamistir.

Tablo 1. Okul Miidiirlerinin Karsilastiklar1 Etik Ikilem Tiirleri ve Ornekleri

Etik ikilem
Tiirii

Ornek Durum

Aciklama

Orgiit Yararia
Etik Dis1 Davrans

DYK (Destekleme ve
Yetistirme Kurslar)
kapsaminda y6nerge dist
ogretmen gorevlendirme

Miidiir, 6grencilerin faydasi igin
yonetmelige aykirt ama niyet bakimidan
olumlu bir karar verir. Bu durum yasa ile
meslek etigi arasinda ¢atisma yaratir
(Demirkol, 2023)

Kavnak TUBITAK projesi Kamu kaynaginin farkl bir egitimsel
Ayna . biitcesinin farkli amaca aktarimi; iyi niyetli olsa da etik
Kullanimi ve Mali N S, .
Etik harcamalarda dis1 olarak degerlendirilebilir (Demirkol,
kullanilmasi 2023).
. Miidiirtin etik ol bir taleb
Baski Gruplari llge MEM’in udurun etk ofmayan it ta'ebe

ve Yonetim Arasi
Sikisma

“torpilli” 6gretmeni
gorevlendirme istegi

kars1 direnmesi; meslek etigi ile st
otorite beklentisi ¢atigir (Karayaman,
2019).

Personel Adaleti
ile Kisisel Baghlik

Yakin arkadas olan
Ogretmenin performans
diistikliigiine ragmen
idare karar1 alinmamast

Adalet ilkesine gore uyarilmasi
gerekirken, kisisel iligkiler miidiiriin
karar siirecini etik ikileme sokar (Tekel
ve Karadag, 2017).
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Merhamet — adalet ¢atismasi yasanir;

Kuralci Disiplin cezas1 almasi o AR .
. miidiir, okulun genel imaj1 ile 6grencinin
Uygulama — gereken basarili bir . .
R S .. . . bireysel hakki arasinda segim (Tekel ve
Esneklik Ikilemi ogrencinin affedilmesi B
Karadag, 2017)yapmak zorunda kalir.
Veli Miidiir, 68renci giivenligi ya da etik

Memnuniyeti vs. Veli baskisiyla okul ilkeler yerine toplumsal baskiy1 (veli

. L e kurallarinin esnetilmesi talebini) 6n plana almak zorunda
Ogrenci Giivenligi

birakilabilir (Erdogan, 2019).

Tablo 1’de, okul midiirlerinin mesleki pratiklerinde siklikla karsilastiklar
etik ikilem tiirleri, 6rnek durumlar ve bu durumlarin agiklamalari, giincel
akademik c¢aligmalar temel alinarak 6zetlenmistir. Bu etik ikilemler, miidiirlerin
karar alma siireclerinde karsilastiklari ¢oklu sorumluluk alanlar1 ve catisan deger
sistemlerinden kaynaklanmaktadir. Ozellikle egitim y&netiminde etik kararlar,
yalnizca yasal diizenlemelere uygunlukla smirli degildir; ayn1 zamanda adalet,
mesleki diiriistliik, toplumsal sorumluluk ve 6grenci yarari gibi birden ¢ok ilkenin
dengelenmesini gerektirir.

Ornegin, miidiiriin Destekleme ve Yetistirme Kurslari'nda (DYK) yonerge
dis1 gorevlendirme yapmasi, yasa ile 0grenci yarari arasinda bir etik ikilem
dogurur. Benzer sekilde, TUBITAK projeleri gibi 6zel kaynaklarin amacina
uygun kullanilip kullanilmamasi da, miidiiriin hem kamu sorumlulugu hem de
okulun ihtiyaglar1 dogrultusunda karar vermesini zorlastirir. Diger yandan, veli
baskisiyla okul politikalarinin esnetilmesi, miidiirii hem kurumsal adalet hem de
paydas memnuniyeti arasinda sikigsmaya iter. Bu tiir durumlar, okul miidiirlerinin
sadece yonetsel degil, ayn1 zamanda etik liderlik rollerini de etkin bigimde
iistlenmelerini zorunlu kilar.

Ayrica, kigisel iligkilerle (6rnegin 6gretmenle yakinlik) kurumsal adalet
arasinda yaganan geligkiler veya basarili ancak disiplin sorunlari olan 6grencilerle
ilgili kararlar, miidiirlerin vicdani ve mesleki etikleri arasinda se¢im yapmalarina
neden olur. Literatiir, bu tiir etik ikilemlerin sadece bireysel degerlerle degil; aynm
zamanda kurumsal yap1, mevzuat ve toplumsal beklentilerle sekillendigini ortaya
koymaktadir (Demirkol, 2023; Tekel ve Karadag, 2017; Karayaman, 2019).
Dolayisiyla, okul miidiirlerinin karsilastigi etik ikilemler ¢ok katmanli, dinamik
ve baglamsal 6zellikler tagimaktadir.

1. Orgiit Yararma Etik Disi Davrams (Unethical Pro-Organizational
Behavior - UPB)

Orgiit yararina etik dis1 davrams (Unethical Pro-Organizational Behavior —
UPB), etik ve yasal normlara aykiri olmasina ragmen, orgiitiin menfaatine hizmet

(13

ettigi gerekcesiyle rasyonellestirilen ve ¢ogu zaman bireyler tarafindan “iyi
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niyetli” olarak degerlendirilen eylemleri ifade eder. Bu tiir davranislar, bireylerin
kendi kisisel ¢ikarlarindan ¢ok kurumun basarisi, itibari ya da lider figlirlerinin
beklentileri dogrultusunda gerceklestirilir (Umphress ve Bingham, 2011). Etik
dis1 olmasina ragmen igsellestirilen bu davranis bicimi, 6zellikle orgiit kiiltiiriinde
sadakat ve aidiyetin agir1 vurgulandigi yapilarda daha yaygindir (Kish-Gephart
vd., 2010). Egitim kurumlar gibi ¢ok aktdrlii ve kamu yaran giiden sistemlerde,
bu tiir davranislar sadece etik bozulmaya degil, aynm1 zamanda kamu hizmetinin
niteliginin diigmesine de neden olabilir.

Egitim ortamlarinda UPB ornekleri, genellikle yoneticilerin ya da
Ogretmenlerin okulun genel bagarisini artirma amaciyla gergeklestirdigi, ancak
uzun vadede 6grencilerin haklarina zarar veren ya da toplumsal adalet anlayigini
zedeleyen eylemler bigiminde karsimiza gikar. Ornegin, bir okul miidiiriiniin,
ulusal smavlardaki basar1 oranini artirmak amaciyla not ortalamasi diisiik ya da
disiplin sorunlart yasayan 6grencilerin bagka okullara yonlendirilmesini tesvik
etmesi bu tiir bir davranistir. Miidiir bu tutumunu, okulun itibarin1 ve kamuoyu
nezdindeki goriiniirliigiinii koruma amaciyla gerekgelendirebilir; ancak bu eylem,
ogrencilerin egitim hakkinin ihlali anlamina gelir. Ayrica bu tiir yonlendirmeler,
okuldan ¢ok bireysel yonetici performansina dayali degerlendirme sistemlerinde
daha sik gézlemlenir (Demirkasimoglu, 2010).

Benzer bigimde, bazi okul yoneticileri sinav basarisini artirmak amactyla 6zel
Ogretim kurumlariyla isbirligi yaparak okul derslerini bu kurumlarin sinav odakli
miifredatina goére sekillendirebilir. Bu uygulama, kisa vadede bagar
istatistiklerini yiikseltebilir; ancak uzun vadede 6grenci gelisiminin biitiinciil
yapisin1 bozar ve pedagojik ¢esitliligi sinirlar. Ogrencilerin bireysel farkliliklarini
dikkate almayan, yalnmizca performansa dayali basariy1 yiicelten bu tiir etik dis1
yonelimler, egitim sisteminde adalet ve kapsayicilik ilkelerine zarar verir (Arar
ve Oztekin-Bayir, 2021).

Arastirmalar, UPB davraniglarinin 6rgiitsel diizeyde sistemik hale gelmesinin,
sadece yoneticinin kisisel etik anlayisiyla degil, ayn1 zamanda 6rgiit iginde hakim
olan normatif beklentilerle dogrudan iligkili oldugunu gostermektedir. Ozellikle
liderin ya da st diizey yoneticilerin performans temelli baski yarattigi
ortamlarda, etik dist ama oOrgiitsel hedeflere hizmet eden davraniglarin
mesrulastirilmasi kolaylagsmaktadir (Pitesa ve Thau, 2013). Egitim yoneticilerinin
"basartya her ne pahasina olursa olsun ulasilmasi gerektigi" yoniindeki ortiik
mesajlar1, gretmenleri de UPB davramslarina ydnlendirebilir. Ornegin, bazi
Ogretmenlerin sinavlarda ogrencilerine gizlice yardim etmeleri ya da notlari
yapay big¢imde sisirmeleri, Ogrencilerin basarisini degil, dogrudan okulun
istatistiksel performansini yiikseltmeye doniik bir etik dis1 orglitsel davranig
bi¢imidir.
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Bunun yaninda, UPB’nin kurumsal kiiltiir tizerindeki yikici etkisi de
literatiirde sik¢a vurgulanmaktadir. Bu tiir davraniglar, baslangigta “feda edilen
etik degerler” olarak goriilse de, zamanla orgiit icinde norm haline gelerek daha
biiyiik etik sapmalara zemin hazirlar. Kurum igindeki giiven iliskileri, esitlik ve
seffaflik ilkeleri zedelenir. Calisanlar arasinda "orgiite faydali olmak icin etik dist
yollar miibahtir" anlayis1 yayginlastiginda, egitim kurumlarimin asli amaglar1 —
yani bireyin gelisimi, hakkaniyet ve kamusal yarar — ikinci plana atilir
(Tenbrunsel ve Smith-Crowe, 2008). Dolayistyla UPB yalnizca bir yoneticinin
niyetinden ibaret degil; aynm1 zamanda Orgiitsel yapinin, kiiltiiriin ve liderligin
biitiinsel bir sonucudur.

Egitim yoneticilerinin UPB riskini azaltmak i¢in etik liderlik 6zelliklerini
gelistirmesi ve karar alma siireglerinde acik iletisim, hesap verebilirlik ve yasal
cergeveye uygunluk gibi degerlere dncelik vermesi gerekir. Ayni zamanda orgiit
icinde etik egitimin yayginlastirilmasi, etik kodlarin gelistirilmesi ve etik
ikilemlerle basa ¢ikma becerilerinin artirilmas: da onemlidir. Ozellikle okul
midiirlerinin "basar1" kavramini sadece sayisal gostergelerle degil, 6grenci
refahi, §grenme siirecinin niteligi ve toplumsal sorumluluk gibi boyutlarla birlikte
degerlendirmesi etik dis1 davranislar1 6nlemede temel rol oynar (Celik, 2017).

2. Kaynak Kullanimi ve Mali Etik

Egitim kurumlarinin idari yapilarinda yoneticilere emanet edilen kamu
kaynaklari, dogas1 geregi toplumsal bir sorumluluk yiikii tasir. Bu sorumlulugun
temelinde mali etik kavrami yer alir. Mali etik, bireylerin ve kurumlarin parasal
kaynaklar1 yonetirken adalet, diiriistliik, agiklik, yasal uygunluk ve kamusal yarar
ilkeleri dogrultusunda hareket etmesi gerektigini ifade eder (Bowman ve West,
2015). Ozellikle kamuya ait kurumlarda gérev yapan okul yéneticileri i¢in mali
etik, sadece mesleki bir gereklilik degil, aym1 zamanda toplumsal gilivenin
stirdiiriilebilirligi agisindan da hayati 6neme sahiptir.

Okul yoneticileri, kendilerine tahsis edilen biitgeleri yalnizca mevzuata uygun
bicimde kullanmakla kalmamali; ayn1 zamanda tiim harcama siireglerini
belgelenebilir, denetlenebilir ve rasyonel gerekcelere dayali bicimde
gerceklestirmelidir. Ornegin, okulun kirtasiye, temizlik ya da bakim-onarim
kalemlerinden yapilan her tiirlii harcama, okulun ihtiya¢ analizlerine dayanmali
ve okul gelisim planiyla uyumlu olmalidir. Bu baglamda, okul miidiiriiniin okul
biitcesinden ayrilan bir kalemden, 6rnegin kirtasiye harcamalarindan, kisisel
masa takvimi ya da hediyelik esya gibi bireysel faydaya yonelik iirlinler satin
almasi agik bir mali etik ihlali olusturur. Benzer sekilde, velilerden ya da &zel
kuruluslardan temin edilen bagislarin okul dis1 alanlarda (6rnegin miidiir odasinin
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dekorasyonu, 6zel davetler vb.) kullanilmasi hem etik disi1 hem de yasal
sorumluluk dogurabilecek bir durumdur (Ural, 2019).

Tiirkiye'deki egitim sisteminde okul yoneticilerinin biiyiik ¢ogunlugu, biitge
yonetiminde hem kamu kaynaklarint hem de goniillii bagislar1 idare etmekle
yiikiimliidiir. Bu da mali etikle ilgili karar alma siire¢lerinin daha karmasik ve
hassas olmasina neden olur. Ornegin, okul aile birlikleri iizerinden gelen
bagislarin  kullanimimnda okul midiriiniin  tek yetkili olmasi, kontrol
mekanizmalarinin zayifladigi durumlarda etik disi uygulamalari artirabilir. Bu
nedenle, biitge yonetiminde "paydas katilimi" ilkesinin etkin bi¢imde
uygulanmasi ve seffaf raporlama sistemlerinin olusturulmasi gerekir (Yildiz,
2014).

Mali etik, sadece bireysel diiriistliikle degil, ayn1 zamanda orgiitsel sistemlerin
yapistyla da yakindan iligkilidir. Arastirmalar, etik kodlara sahip olan, diizenli
denetim siireglerine tabi tutulan ve karar alma siireglerinde kolektif yonetimi
benimseyen okullarda mali etik ihlallerinin ¢ok daha diisiik diizeyde
gerceklestigini gostermektedir (Ozdemir ve Sezgin, 2021). Ornegin, okulun
ihtiyaglarin1 belirlemek amaciyla O6gretmenler kurulundan alman goriislerin
harcama planina dahil edilmesi, hem yoneticinin tek basina karar vermesini
engeller hem de kaynaklarin egitimsel faydaya doniistiiriilmesini garanti altina
alir.

Mali etik ihlallerinin en yaygin nedenlerinden biri, yoneticilerin “yararc1” etik
anlayis1 cergevesinde hareket etmeleridir. Bu durumda yoneticiler, “6nce okulun
yarar1” gerekgesiyle prosediir disi harcamalar yapabilirler. Ornegin, ihtiyac
duyulan bir bilgisayarin kamu ihale siire¢leri disinda, tanidik bir saticidan daha
uygun fiyata alinmasi, kisa vadede avantajli gibi goriinse de seffaflik ve esitlik
ilkelerine aykir1 oldugu i¢in mali etik ihlalidir. Bu tiir uygulamalar, zamanla
orgiitsel kiiltiirde yozlagsmaya neden olur ve kamu kurumlarinin hesap verebilirlik
yapisini zedeler (Ferreira ve Otley, 2009).

Egitim yoneticilerinin mali etik ilkelerini igsellestirmeleri, sadece bireysel
niyetle degil, ayn1 zamanda kurumsal diizenlemelerle de desteklenmelidir. Bu
noktada etik rehberler, mali yonetim el kitaplari, harcama protokolleri ve i¢
denetim sistemleri hayati rol oynar. Ayrica, okul yoneticilerinin mali etik
alaninda diizenli olarak hizmet i¢i egitime tabi tutulmalari, etik farkindalik
diizeylerini artirir ve karar alma siireclerinde etik dis1 uygulamalara kars1 direng
gelistirmelerini saglar (Arslantas ve Ozdemir, 2023).

Kamu okullarinda etik dist mali davranislarin goriiniirliigii ¢cogu zaman
diigiiktlir. Ciinkii bu tiir davranmislar genellikle kiiglik ¢apli ve giindelik
uygulamalarla  gizlenebilir. Ornegin, okul gezileri sirasinda alman
sponsorluklarin detaylarinin agiklanmamasi ya da bazi harcamalarin makbuzsuz
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yapilmasi gibi durumlar, yasal denetimlerden kaginmay1 kolaylastirir. Bu nedenle
mali etik yalnizca bireyin i¢sel ahlak anlayisiyla degil, ayn1 zamanda etik iklim,
orgiitsel kiiltiir ve dis denetim sistemleriyle biitiinciil bicimde insa edilmelidir
(Huberts, 2018).

Sonug olarak, okul yoneticilerinin mali etik ilkelerine uygun davranmalari,
yalnizca bireysel bir gorev degil, ayn1 zamanda kamusal hizmetlerin kalitesi ve
stirdiiriilebilirligi agisindan da belirleyicidir. Bu davranis bi¢imi, egitim sistemine
duyulan toplumsal giivenin devamini saglayacagi gibi, kurum i¢i moral diizeyinin
yiikselmesine ve daha demokratik bir yonetim anlayisinin yerlesmesine katki
sunar. Ozellikle seffaflik, hesap verebilirlik ve yasa uygunlugu ilkeleri okul
yoneticilerinin  karar alma siireglerinin temelini olusturmalidir. Egitim
kurumlarinin, kamu vicdaninda “temiz ve diiriist yonetilen” yapilar olarak
algilanmasi i¢in bu ilkelerden taviz verilmemelidir.

3. Baski Gruplari ve Yonetim Arasi Sikisma

Modern egitim sistemlerinde okul yoneticilerinin karsilastig1 en karmasik etik
ikilemlerden biri, digsal baski gruplarinin talepleri ile iist yonetim politikalar
arasinda kalmaktir. Bu durum, literatiirde “etik karar sikigsmasi” veya “politik
etkilesim ikilemi” olarak kavramsallagtirilmakta olup, okul miidiirlerinin hem
yasal sorumluluklar1 hem de yerel topluma karsi tagidiklar1 sosyal sorumluluklar
arasinda denge kurmakta zorlandiklarmi gostermektedir (Ball, 2008). Baski
gruplar1 genellikle siyasetciler, yerel yoneticiler, okul aile birlikleri, sendikalar,
cesitli sivil toplum kuruluslar1 ya da yerel medya gibi farkli aktorlerden olusabilir.
Bu gruplarin talepleri, cogu zaman egitim politikalariyla dogrudan ¢elisebilecek
nitelikte olup, okul yoneticisini hukuki ve ahlaki anlamda zor durumda
birakabilir.

Ornegin, yerel bir belediye baskaninin, secim bdlgesinde yasayan bir
yakininin 6gretmen olarak gorevlendirilmesi i¢in okul miidiiriine dolayli veya
dogrudan baski uygulamasi, etik ve yasal agidan ciddi bir sorun yaratir. Bu tiir bir
talebe olumlu yanit verilmesi durumunda, liyakat ilkesi agik¢a ihlal edilmis olur.
Dahasi, bu tiir atamalar kurum iginde gliven bunalimina, esitlik ilkesinin
zedelenmesine ve ¢aliganlar arasinda etik dis1 rekabet ortaminin dogmasina neden
olur (Denhardt vd., 2013). Egitim gibi kamuya acik ve tarafsizlik ilkesinin esas
oldugu bir alanda, bu tiir miidahaleler sadece bireysel bir etik problem degil, ayni
zamanda kamu hizmetinin kalitesini diisiiren yapisal bir sorundur.

Bu sikigmanin bir diger boyutu ise okul yoneticilerinin kendi hiyerarsik
iistlerine — yani ilge/il milli egitim miidiirliikklerine veya Bakanlik yetkililerine —
karsi duyduklart sorumluluktur. Bu iist yapilar ¢ogu zaman merkeziyet¢i bir
yonetim anlayisiyla hareket ederken, yerel baski gruplarinin talepleri daha
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pragmatik ve hizli ¢6ziim odakli olabilir. Bu iki ug arasinda kalan okul yoneticisi,
hangi kararin daha “dogru”, “ahlaki” veya “yasal” oldugu konusunda ciddi bir
celiski yasar. Nitekim bu durum, egitim yoneticiligini yalnizca bir teknik
yoneticilik degil, ayn1 zamanda yliksek etik muhakeme giicli gerektiren bir
liderlik pozisyonu haline getirir (Campbell, 2003).

Arastirmalar, okul yoneticilerinin bu tiir baskilar kargisinda gelistirdikleri etik
direnis stratejilerinin, yoneticinin bireysel etik degerlerine, liderlik tarzina,
orgiitsel destek sistemine ve yasal okuryazarlik diizeyine bagli oldugunu
gostermektedir (Starratt, 2012). Ornegin, etik liderlik anlayigmna sahip bir okul
midiirii, baski gruplariin taleplerini dogrudan reddetmek yerine, siireci daha
seffaf, belgeye dayali ve mevzuata uygun bi¢cimde yoneterek dolayli bir direnis
gelistirebilir. Bu tiir stratejiler, “yasal cercevede kalirken ahlaki tutarlilig:
koruma” ilkesine dayanir.

Okul miidiirlerinin baski gruplartyla iligkilerinde karsilastig1 bir diger ikilem
ise toplumsal mesruiyet arayisi ile profesyonel 6zerklik arasindaki gerilimdir.
Yerel yoneticilerin veya etkili velilerin taleplerine direnmek, kisa vadede
yOneticinin toplumsal baskiya maruz kalmasina, diglanmasina ya da gorev
siiresinin sona erdirilmesine neden olabilir. Ancak bu taleplere boyun egmek de
okulun etik durusunu zedeler. Tiirkiye’de bazi aragtirmalar, okul miidiirlerinin
idari gorev siirelerinin kisa tutulmasi ve atama siire¢lerinin belirsizligi nedeniyle,
digsal baski gruplarma kars1 direnglerinin diisiik oldugunu ortaya koymaktadir
(Ozdemir ve Eraslan, 2016). Bu durum, yoneticileri “sistemin kurallarina uymak
yerine aktorlerle uyum icinde olmak™ gibi pragmatik ama etik dis1 bir ¢izgiye
cekebilmektedir.

Bu noktada sistem diizeyinde yapisal reformlara ihtiya¢ duyulmaktadir. Etik
dist miidahalelere karsi okul yoneticilerini koruyacak bir yasal cergevenin
olusturulmasi, miidiir atama ve degerlendirme siireglerinde seffaflik ve objektif
kriterlerin esas alinmasi, etik denetim mekanizmalarinin yayginlastiriimasi gibi
Onlemler baski gruplarinin etkisini azaltmada etkili olabilir (Karaman-
Kepenekei, 2010). Ayrica okul yoneticilerine yonelik etik ikilemlerle basa ¢ikma
becerilerini gelistiren hizmet i¢i egitim programlarinin olusturulmasi da bu
baglamda 6nemlidir.

Sonug¢ olarak, okul yoneticileri ¢agdas egitim liderliginde sadece idari
sorumluluklar degil, ayn1 zamanda etik durus ve sosyal dengeyi saglama gorevini
de tasimaktadir. Baski gruplarmin talepleri ile yonetim politikalar1 arasinda
sikigan okul miidiirii, yalnizca kisisel etik ilkelerine degil, ayn1 zamanda sistemik
etik farkindaliga da sahip olmalidir. Bu baglamda, yoneticinin stratejik iletisim
becerileri, yasal bilinci ve etik liderlik kapasitesi belirleyici rol oynar. Egitim
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kurumlarinin kurumsal 6zerkligini ve yoneticilerinin etik direncini artirmak,
nitelikli ve adil bir egitim sisteminin ingast1 i¢in gereklidir.

4. Personel Adaleti ile Kisisel Baghhk

Okul yoneticilerinin en temel gorevlerinden biri, egitim kurumunun insan
kaynaklar1 yonetimini adalet, liyakat ve objektif performans kriterlerine gore
yuriitmektir. Bu baglamda yoneticilerin, 6gretmenlerle olan bireysel iliskilerini
kurumsal rollerinden bagimsiz bir sekilde diizenlemeleri biiyiik Onem
tagimaktadir. Ancak pratikte, birgok okul ydneticisi zamanla Ogretmenlerle
duygusal baglar kurmakta, bu da &zellikle degerlendirme, gorevlendirme ve
odiillendirme gibi konularda etik agidan hassas bir ikilem yaratmaktadir. Bu
durum, yoneticilerin hem adalet ilkelerini hem de profesyonellik sinirlarini
zorlayabilecek bir zemin yaratmaktadir (Ehrhart, 2004).

Personel adaleti kavrami, yalnizca esit muamele degil, ayn1 zamanda siirecin
seffaf, nesnel ve tutarli bicimde isletilmesini de kapsar. Adaletin ii¢ temel bileseni
olan dagitimsal adalet (kisilerin elde ettikleri sonuglarin hakkaniyeti), islemsel
adalet (karar siireglerinin seffaflig1 ve tutarliligi) ve kisiler aras1 adalet (iletisim
ve saygi boyutu), okul ortaminda yonetici-Ogretmen iliskilerinde siklikla
sinanmaktadir (Colquitt, 2001; Greenberg, 1990). Ornegin, diisiik performans
gosteren ancak yoneticisiyle 6zel iliskileri olan bir 6gretmenin gdérevine devam
etmesi ya da terfi ettirilmesi, hem dagitimsal hem islemsel adaleti
zedelemektedir. Bu tlir durumlar, diger 6gretmenlerin demoralize olmasina,
gbrev motivasyonlarinin diismesine ve genel Orgiitsel iklimin olumsuz
etkilenmesine yol agmaktadir (Cropanzano ve Mitchell, 2005).

Arastirmalar, yoneticilerin bireyler arasi iliskilerde profesyonel mesafeyi
koruyamamalar1 durumunda, "iliski temelli adaletsizlik" (relational injustice)
kavraminin ortaya c¢iktigini gdstermektedir. Bu baglamda, yoneticinin kisisel
yakinlik temelinde kararlar almasi, orgiit icindeki adalet algisini olumsuz
etkilemekte ve uzun vadede yoneticinin liderlik otoritesini sarsmaktadir (Zhao
vd., 2007). Ayrica, boyle bir yaklagim orgiitte hizipgilige, kutuplasmaya ve giiven
erozyonuna neden olabilmektedir.

Ote yandan, yéneticilerin Ogretmenlerle saghkli iletisim kurmalari,
destekleyici bir liderlik gdstermeleri ve duygusal zeka kullanarak iliskileri
yonetmeleri elbette onemlidir. Ancak bu iligkiler kurumsal sinirlar ¢ergevesinde
ve etik ilkelere bagh kalarak yiiriitiilmelidir. Liderin empati yetenegi, adalet
duygusuyla dengelenmediginde, duygusal baglar kararlar1 sekillendiren birer
tehdit unsuru haline gelebilir (Goleman, 2000). Bu noktada etik liderlik ve
profesyonel yonetsel durus, etik disi egilimlere kars1 bir koruma kalkani islevi
gorebilir.
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Bu cercevede okul yoneticilerinin, kisisel baglarin personel kararlarim
etkilemesini Onleyecek etik kodlara bagli kalmalar1 ve kararlarda nesnel
performans kriterlerini temel alarak seffaflik saglamalar1 gerekmektedir. Liyakat
temelli odiillendirme sistemleri, diizenli performans degerlendirmeleri,
geribildirim odakl1 toplantilar ve i¢ denetim mekanizmalari, yoneticilerin bu tiir
etik ikilemlerle basa ¢ikmalarinda etkili araglar olabilir (Northouse, 2021). Aksi
takdirde, bireysel sadakatlerin kurumsal rasyonaliteyi golgede birakmasi, sadece
bireysel degil kurumsal etik kiiltiiriin de aginmasina neden olacaktir.

Sonug olarak, okul yoneticilerinin etik liderlik anlayisiyla, kisisel baglilik ile
personel adaleti arasinda net bir ayrim yapmalar1 gerekmektedir. Bu hem
kurumsal giivenin tesisi hem de egitim ortaminin siirdiiriilebilirligini saglamak
acisindan kritik bir gerekliliktir. Etik karar verme siireclerini igsellestiren
yoneticiler, sadece adaletli yonetim anlayisini kurumsallastirmakla kalmaz; ayni
zamanda orgiitsel bagliligi, motivasyonu ve verimliligi de artirirlar.

5. Kurale1 Uygulama — Esneklik ikilemi

Egitim yoneticilerinin karsilastig1 en temel etik ikilemlerden biri, yonetmelik
ve mevzuatlara harfiyen bagl kalarak uygulama yapmak ile insani ve baglamsal
durumlar  gozeterek esneklik gOstermek arasindaki dengeyi kurma
zorunlulugudur. Ozellikle okul yéneticileri acisindan bu ikilem, &grenciler,
Ogretmenler ve velilerle olan iligkilerde sik¢a kendini gdstermektedir. Okul
yOnetimi, hem kamu yararm1 hem de bireysel adaleti gozetmekle yiikiimlidiir.
Ancak bu iki sorumluluk arasinda kalindiginda ortaya ¢ikan c¢eliski, etik karar
verme siireclerinde zorluklara yol agmaktadir (Stefkovich ve O’Brien, 2004).

Ornegin, bir okul miidiiriiniin, devamsizlik smirin1 asan bir dgrencinin
durumunu, ailenin iginde bulundugu ekonomik zorluklari dikkate alarak
gormezden gelmesi, ilk bakigta “vicdani” bir tutum gibi goriinebilir. Ancak
benzer durumda olan bagka bir 6grenciye ayni yaklasimi gdstermemesi,
uygulamada keyfilige ve adaletsizlige neden olur. Bu durum, “secici esneklik”
olarak tanimlanmakta ve etik ilkelere aykirilik teskil etmektedir. Esnekligin etik
acidan savunulabilir olmasi i¢in, tiim benzer durumlara esit bicimde uygulanabilir
olmasi, seffaf bicimde gerekgelendirilmesi ve kurumsal ilkelerle uyumlu olmast
gerekir (Duignan, 2006).

Egitim yoneticilerinin  karsilastig1r ikilemler, siklikla “kuralct etik”
(deontolojik yaklagim) ile “duruma gore degerlendirme” (teleolojik yaklasim)
arasinda salinmaktadir. Kuralci etik, mevzuata, yonetmeliklere ve standartlara
bagl kalarak davranmay1 onceler. Buna karsilik esnek uygulamalar, baglamsal
ve empati temelli bir etik anlayis1 yansitir. Strike, Haller ve Soltis (2005), egitim
liderliginde etik kararlarin sadece kurallara dayanarak degil, ayni zamanda
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Ogrencinin ve toplumun uzun vadeli iyiligi goz 6niinde bulundurularak verilmesi
gerektigini savunurlar. Bu noktada etik karar vermede kullanilan yaklagim,
sonuglarin degerlendirilme bigimini de belirler.

Ancak, esneklik her zaman etik disi anlamina gelmemektedir. Egitim
yoneticileri baz1 durumlarda kurallarin 6grenciler iizerinde yikici sonuglara yol
acabilecegini gdzlemleyebilir. Bu nedenle, etik liderlik yaklagimi, hem kurallar
uygulamayr hem de gerektiginde baglamsal yorum yapabilmeyi gerektirir
(Fullan, 2003). Esnekligin etik bir bicimde uygulanabilmesi i¢in yOneticilerin
igsel etik ilkelerle donanmis olmasi, karar siireglerinde tutarlilik saglamasi ve
gerekirse bu kararlar1 list kurumlara gerekgeleriyle aciklayabilecek sorumluluk
bilincine sahip olmas1 gerekir.

Arastirmalar, 6zellikle sosyoekonomik agidan dezavantajli bolgelerde gorev
yapan okul yoneticilerinin, yonetmeliklerin kat1 bicimde uygulanmasinin
ogrencilerin okulla iligkisini koparabilecegini fark ettiklerini, bu nedenle esneklik
uygulamalarina bagvurduklarini ortaya koymaktadir (Kutsyuruba vd., 2015).
Ancak bu esneklik pratikleri kurumsallasmadiginda, keyfilik, adam kayirmacilik
ve ayrimcilik gibi etik dis1 sonuglar dogurabilmektedir.

Bu ikilemin yonetilmesinde okul miidiirlerinin sahip olmasi gereken en
onemli yetkinliklerden biri de “etik muhakeme becerisi”’dir. Etik muhakeme,
benzer durumlar1 karsilastirmali bi¢imde analiz etme, ge¢mis uygulamalardan
ders ¢ikarma, paydaslarin ihtiyac ve beklentilerini dengeleme ve kararlarinin etik
dayanaklarimi agik big¢imde ifade edebilme kapasitesidir (Shapiro ve Gross,
2013). Ayrica okul yoneticilerinin etik liderlik sergilemeleri, dgretmenlerin,
velilerin ve 6grencilerin adalet duygusunu pekistirmekte ve kurumsal giliveni
artirmaktadir.

Sonu¢ olarak, egitim yoneticilerinin karsilastigi “kuralct uygulama —
esneklik” ikilemi, sadece idari bir sorun degil; ayn1 zamanda bir etik sorunsaldir.
Esneklik, iyi niyetli olsa dahi tutarsiz bigimde uygulandiginda adalet ilkesini
zedeler. Ote yandan, kurallarin kat1 ve baglamdan kopuk bigimde uygulanmasi
da egitimde insani degerlerin goz ardi edilmesine yol agar. Bu nedenle
yoneticiler, her iki yaklasimin da sinirlarini ve sonuglarini etik perspektiften
degerlendirmeli, kararlarin1 gerekgelendirebilir ve siirdiiriilebilir kilabilir bir
sekilde yapilandirmalidir.

6. Veli Memnuniyeti vs. Ogrenci Giivenligi

Egitim kurumlarinda okul yoneticilerinin karsilastigi en kritik ikilemlerden
biri, veli memnuniyetini saglama ¢abasi ile 6grencilerin glivenligini temin etme
zorunlulugu arasindaki dengenin kurulmasidir. Veli memnuniyeti, okulun
toplumsal itibari, destek kaynaklarina erisimi ve genel isleyisi acgisindan son
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derece Onemli bir unsurdur (Epstein, 2011). Velilerin beklentilerine duyarl
olmak, egitim kurumlarinin ailelerle is birligi yapmasini kolaylastirir ve egitim
kalitesine olumlu katkilar saglar. Ancak bazi durumlarda, 6zellikle 6grencilerin
fiziksel ve psikolojik gilivenligi s6z konusu oldugunda, veli taleplerinin
onceliklendirilmesi ciddi etik sorunlar yaratabilir.

Ornegin, bir veli, cocugunun okul icinde cep telefonu kullanmasina izin
verilmesini talep ettiginde, okul yonetmeligi ve glivenlik politikalar1 buna kars1
durabilir. Okullarda cep telefonu kullanimi genellikle ders disiplini, dikkat
daginikligint  6nleme ve Ogrenci gizliligini koruma  gerekceleriyle
sinirlandirilmigtir (Lepp vd., 2015). Miidiiriin, velinin taleplerini reddetmesi,
Ogrencilerin giivenligi ve egitim ortaminin korunmasi agisindan gerekli bir
karardir. Ancak bu karar, veli memnuniyetsizligi ve olasi sikayetlere yol agabilir.
Yoneticinin bu tlir durumlarda seffaf iletisim stratejileri gelistirmesi, velilere
nedenlerin acgik ve anlasilir sekilde anlatilmasi, kriz iletigimi ve ¢atigma yonetimi
becerilerinin 6nemini artirir (Christensen ve Kearney, 2013).

Ogrenci giivenligi, okulun &ncelikli sorumluluk alanlarindan biridir ve bu
baglamda yoneticiler, bazen toplumun genel beklentileri ve baskilarina karsi
direng gostermek zorunda kalabilirler. Ozellikle kriz anlarinda — pandemi
stireci, dogal afet tatbikatlari, okul i¢i acil durumlar gibi — ydnetimin “toplumun
isteklerine uyum” yerine “O6nce 6grenci giivenligi” ilkesini benimsemesi hayati
onem tasir (Beauchamp ve Childress, 2019). Bu baglamda, etik karar verme
siireglerinde yoneticilerin “Once zarar verme” (nonmaleficence) ilkesine siki
sikiya bagli kalmalar1 gerekmektedir. Bu ilke, 6grencilerin fiziksel ve psikososyal
zarar gdrmemesi i¢in alinacak onlemlerin vazgegilmez oldugunu vurgular.

Ogrenci giivenligi ile veli memnuniyeti arasindaki gerilim, ayn1 zamanda
egitimde adalet ve esitlik kavramlariyla da yakindan iligkilidir. Bazi velilerin
bireysel taleplerini karsilamak adina alinan kararlar, 6grenciler arasinda ayricalik
ve haksizlik algisi yaratabilir. Bu durum, hem 6grencilerin okul iklimine iliskin
giivenini azaltir hem de egitimde firsat esitligi ilkesini zedeler (Thapa vd., 2013).
Bu nedenle, okul yoneticilerinin hem bireysel hem de toplu diizeyde etik ve
profesyonel sorumluluklarin1 dengelemeleri gerekir.

Literatiirde etkili okul yoneticilerinin, ailelerle gii¢lii iliskiler kurarken ayni
zamanda net ve tutarli sinirlar koyabildikleri vurgulanmaktadir (Epstein, 2011).
Etkili iletisim ve liderlik, veli memnuniyeti ile 68renci giivenligi arasindaki bu
hassas dengeyi yonetmede anahtar rol oynar. Ayrica, okullarin kriz yonetimi ve
etik karar verme politikalarinin 6nceden belirlenmis, calisanlar ve veliler
tarafindan bilinen ve kabul edilen protokoller olmasi, kriz anlarinda
yasanabilecek catismalari azaltir (Mitroff ve Anagnos, 2001).
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Sonug olarak, okul yoneticileri, veli memnuniyetini saglama arzusuyla
Ogrencilerin gilivenligi arasinda bir tercih yapmak zorunda kaldiklarinda, her
zaman Ogrencilerin giivenligini Onceliklendirmelidir. Bu yaklagim, hem etik
sorumlulugun hem de egitim liderliginin temel gerekliliklerinden biridir. Ayrica,
yoneticilerin bu tiir durumlarda etik karar alma siireclerini seffaf, acik ve
paydaslarla iletisim halinde siirdiirmeleri, okul toplumunun giivenini artiracaktir.

Sonug ve Degerlendirme

Etik kelimesi; bireysel degerler, kurumsal normlar ve toplumsal beklentilerin
birlesimini ifade eder. Egitim yonetiminde 6zellikle adalet, meslek etigi ve kamu
sorumlulugu 6n plandadir.

Etik ikilem, birden fazla etik ilkenin ¢atistig1, net bir kararin belirgin olmadig:
durumlardir. Okul miidiirleri i¢in kimi zaman yasalarla, kimi zaman mesleki
etikle catigsmalar olusabilir. Tiirkiye’deki ¢alismalarda okul miidiirlerinin orta
diizeyde etik ikilem yasadiklari; yapisal ve davranissal boyutlarda farklilasmalar
gosterdikleri bulunmustur (Erdogan, 2019; Karayaman, 2019; Tekel ve Karadag,
2017).

Gincel nitel calismalar, okul miidiirlerinin Orgiit yararina etik dis1 davranis
sergilemek zorunda kaldiklari; bunun yasal, mesleki ve etik sonuglarini
diisiindiiklerini gostermektedir (Demirkol, 2023). Kiitiiphane, Google Scholar,
DergiPark, ULAKBIM iizerinden erisilebilecek bu ¢alismalar, etik ikilemler
konusunda hem nicel hem de nitel perspektifi bir arada sunmaktadir.
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