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Understanding School Principals’ Perspectives on STEM Education: A Qualitative Study in
Turkish Schools *
Gékhan SAVAS™
Cagri AVAN™
Erhan DOLAPCI
Cihan GULGUN™"""

XK KK

Abstract

This study aims to examine the perspectives of school principals working in secondary and high
schools regarding STEM education. Employing a phenomenological research design, the study was
conducted with 12 school principals, and data were gathered through semi-structured interviews.
The collected data were analyzed using content analysis. The findings reveal that although
principals’ awareness of STEM education has increased, their conceptual understanding remains
fragmented. Principals generally perceive STEM as a contemporary pedagogical model that fosters
21st-century skills such as problem solving, analytical thinking, creativity, and collaboration.
Nevertheless, significant barriers to effective implementation were identified, including shortages
of instructional materials, limited teacher competencies, and time constraints. While technology
competitions were acknowledged as enhancing student motivation and supporting more enduring
learning, concerns were raised regarding cost and sustainability. Teachers were described as
demonstrating positive attitudes toward STEM; however, their limited knowledge and experience
were found to restrict effective practice. Furthermore, out-of-school STEM activities were
considered valuable for students’ academic and social development, yet challenges related to
accessibility and continuity were noted. Overall, the study concludes that the institutionalization
of STEM education requires strengthening the leadership roles of principals, supporting teachers’
professional development, expanding access to out-of-school learning environments, and
designing flexible yet standardized implementation plans.

Keywords: School principals, educational management, STEM education, qualitative study
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Introduction

The implementation of educational practices is shaped by how they are understood and
managed at the school level (Moore et al., 2024; Spillane et al., 2002). In this process, school principals
play a central role in setting goals, guiding instructional practices, and creating conditions that support
effective teaching and learning within schools (Hallinger & Murphy, 1985; Leithwood et al., 2008).
Through their leadership, principals influence how teachers interpret new approaches, how resources
are used, and whether practices are sustained over time (Hallinger, 2005; Robinson et al., 2008). For
this reason, school principals play a crucial role in shaping educational practices within schools.

Alongside the growing responsibilities of school principals, the expectations placed on
educational practices have also expanded. Education is currently expected to support competencies
such as problem solving, critical thinking, collaboration, adaptability, self-regulated learning, and
digital literacy. In line with these expectations, education is increasingly shifting away from
memorization and toward learning that can be applied to various contexts and situations (OECD, 2023).
To meet these expectations, STEM (Science, Technology, Engineering, Mathematics) education has
gained attention as an approach that brings different subject areas together in classroom practices
(Bybee, 2010; Kennedy & Odell, 2014).

STEM education enables students to acquire knowledge and develop a broad range of skills,
particularly in solving real-life problems, conducting scientific inquiry, designing solutions, engaging in
entrepreneurial thinking, and collaborating effectively (Akglindiiz et al., 2015; Beers, 2011). Evidence
from OECD’s PISA studies also shows that individuals’ ability to develop science-based solutions to the
complex problems they encounter is closely linked to success in life (OECD, 2019). In Tirkiye, where
PISA performance has shown a gradual improvement, the Ministry of National Education (MoNE) has
placed greater emphasis on STEM since the 2017 curriculum, encouraging the use of project-based
and inquiry-based activities, especially at the secondary school level (MoNE, 2017). More recently, in
The Century of Tirkiye Education Model (MoNE, 2024), STEM education is implicitly reflected, with
related activities structured in line with this emphasis.

The literature emphasises that STEM education should extend beyond classroom-based
instruction and be supported through activities such as out-of-school learning environments,
competitions, science centres, and community-based projects (English, 2018; Freeman et al., 2014).
However, many schools struggle to utilize these opportunities. School administrators often have
limited knowledge and awareness of such practices, while practical challenges such as budget
constraints, teacher unwillingness, and exam pressure further limit access to STEM-related projects
(Guleg Ciftci & Sentlrk, 2024; Hai et al., 2023). These challenges make the role of school principals
particularly important in planning STEM practices, supporting teachers, and keeping STEM activities

going in schools (Talib et al., 2025).
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While teachers’ attitudes towards STEM practices have been widely explored in the literature
(Bicer et al., 2019; Margot & Kettler, 2019), research that examines how school leaders make sense of
STEM and support its implementation within schools remains underdeveloped in comparison (e.g.,
Geiger et al., 2023). This gap is also visible in Tlrkiye, where studies directly examining school
principals’ perspectives on STEM education and their managerial practices related to this process are
quite limited. Existing research in the Turkish context indicates that STEM-related practices in schools
are constrained by several structural and instructional challenges, including limitations in physical
infrastructure, instructional equipment, teacher expertise, and systemic conditions (Ercan, 2020; Glileg
Ciftci & Sentirk, 2024). Within this context, this study aims to fill this gap in the literature, contributing
to both theoretical knowledge and practice by revealing school principals’ perceptions of STEM
education, their leadership roles in this field, the structural and pedagogical obstacles they face, and
their reflections on existing practices. Accordingly, the study examines the views of school principals
working in secondary and high schools regarding STEM education. Within the scope of the research,

answers to the following questions were sought:

1. How are school principals’ knowledge levels and conceptual perceptions of the STEM
approach?
2. How do school principals evaluate the effects of STEM practices on students’

development?

3. What are the evaluations of school principals about the opportunities available for
STEM applications in the schools where they work?

4. What are the attitudes of school principals towards technology competitions such as
TEKNOFEST, MEB Robot, and FRC?

5. How do school principals evaluate teachers’ attitudes towards STEM education and
their implementation levels?

6. What are the knowledge and experiences of school principals about STEM activities
carried out in out-of-school settings?

7. What are school principals’ evaluations of a standardized school plan for STEM
practices?
STEM Education: Global Trends and the Turkish context

STEM education has rapidly become a prominent approach worldwide with the aim of
equipping individuals with 21st-century skills. International studies highlight that STEM is not limited
to science and mathematics but represents an interdisciplinary learning model encompassing
engineering, technology, problem-solving, creativity, and collaboration (English, 2018; National

Research Council [NRC], 2013; Schweingruber et al., 2014). Reports from international organizations
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demonstrate that STEM integration is critical in enhancing scientific literacy and problem-solving
competencies (NRC, 2013; Pokropek, 2024). In this regard, STEM is emphasized for its role in improving
individual learning outcomes and contributing to national development and innovation processes
(Johnson et al., 2015; Kelley & Knowles, 2016).

The development of STEM education in Tirkiye gained momentum in the mid-2010s,
particularly following the publication of the STEM Education in Tlrkiye Report by Akglindiz et al.
(2015), which made the approach more visible within educational policies. Subsequently, the 2017
Science Curriculum incorporated STEM activities and project-based learning into the national
framework (MoNE, 2017). The 2023 Education Vision further emphasized interdisciplinary learning,
design-skill workshops, and technology integration (MoNE, 2018). Most recently, “The Century of
Turkiye Education Model”, while not explicitly using the term STEM, reflects the fundamental
principles of STEM pedagogy through its focus on skill-based, design-oriented, and project-centered
learning (MoNE, 2024).

Although research on STEM in Tirkiye has increased in recent years, the literature has
primarily focused on teachers’ perceptions (Bicer et al., 2019; Margot & Kettler, 2019). Moreover,
research in the Turkish context appears to be dominated by quantitative approaches, with relatively
fewer studies adopting qualitative perspectives (Ecevit et al., 2022). At the same time, international
literature consistently shows that school leadership plays a decisive role in STEM implementation, as
administrators are instrumental in supporting teachers’ professional development, shaping school
vision, and overcoming structural barriers (Geiger et al., 2023; Robinson et al., 2008; Shernoff et al.,
2017). Therefore, investigating school leaders’ perceptions and practices regarding STEM in Tirkiye
addresses a gap in the literature while contributing to meaningful international comparisons.

National competitions and projects also play a vital role in the dissemination of STEM
education. Events such as TEKNOFEST, MEB Robot, and FRC robotics competitions enhance students’
motivation and facilitate the transformation of acquired knowledge into tangible products (Temizhan
et al., 2023). Recent international studies further highlight the significance of school leaders’ roles in
STEM leadership. For instance, research in Qatari public schools indicates that principals associate
STEM leadership with innovation, contextual considerations, and resource-related leadership practices
(Omer & Chaaban, 2025). Similarly, studies in Malaysia indicated that school administrators adopt
instructional leadership strategies to advance science and mathematics education (Jaafar et al., 2024,
Rahman et al.,, 2025). Research suggests that administrators’ STEM-related strategies include
supporting professional development, fostering a positive school culture, improving assessment
processes, and strengthening leadership and management practices (e.g., Talib et al., 2025). Moreover,
emerging research on high-performing STEM teaching teams underscores the importance of

collaboration and planning in curriculum development (Lin et al., 2025). Recent studies also emphasize
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the critical role of STEM leaders in building organizational resilience to sustain STEM initiatives
(Marshall & Galey-Horn, 2024).

In conclusion, while STEM education in Tirkiye has been supported by robust policy
documents, competitions, and projects, the leadership roles of school administrators remain crucial
for institutionalizing these practices. This study not only expands the limited national literature but

also offers a comparative perspective with the international body of research on STEM leadership.

Methodology
Research Design

This study was conducted using a qualitative research method with a phenomenological
design. Qualitative research enables an in-depth exploration of individuals’ experiences, perceptions,
and meaning-making processes (Patton, 2014). Phenomenology, in particular, focuses on examining
how individuals experience a specific phenomenon and the meanings they attribute to it (Moustakas,
1994). Accordingly, this study aims to explore school principals’ views and lived experiences regarding
STEM education from their own perspectives. The phenomenological approach was considered
appropriate, as it provides a systematic way to uncover and interpret principals’ conceptualizations,
experiences, and reflections on STEM education.

Participants

This study included 12 school principals from secondary and high schools in Kastamonu
province, located in the northwestern part of Tiirkiye. The participant identification process continued
until significant repetitions were seen in the data and information saturation was reached; finally, 12
school principals were included in the study (Guetterman, 2015). The maximum variation sampling
technique, one of the purposeful sampling methods, was used in selecting participants. Rather than
generalizing, this sampling method aims to reveal the differences related to the subject being studied
and to make various aspects of the phenomenon under study visible (Blyikoztirk et al., 2017).

In this context, to evaluate the views of secondary and high school principals on STEM
education from different perspectives, principals with various demographic characteristics (type of
school, education level, branch, professional seniority) were included in the study. In selecting the
participants, diversity was considered regarding variables such as school type (secondary and high
school), tenure, and gender. In order to protect the privacy of the participants during the research
process, each principal was assigned a code number (e.g., SP1, SP2, SP3...). Detailed information about

the participants is presented in Table 1.
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Demographic Characteristics of Participants

No Education School Type Management  Expertise

Level Seniority
SP1 Postgraduate High School 12 Religion Education
SP2 Bachelor’s degree Secondary School 3 English
SP3 Postgraduate High School 15 History
SP4 Postgraduate High School 15 Turkish Language
SP5 Bachelor’s degree Secondary School 10 Social Studies
SP6 Postgraduate High School 7 Mathematics
SP7 Bachelor’s degree Secondary School 9 English
SP8 Postgraduate High School 17 Religion Education
SP9 Postgraduate High School 12 Mathematics
SP10 Postgraduate Secondary School 18 Turkish
SP11 Bachelor’s degree Secondary School 12 Social Studies
SP12 Bachelor’s degree Secondary School 16 Science

Data Collection

In this study, data were collected through semi-structured interviews. This technique allows
the participants to convey their own experiences in detail and from their perspectives, while allowing
the researcher to conduct a flexible interview process (Wellington & Szczerbinski, 2007). Semi-
structured interviews are an important tool for obtaining in-depth and open-ended answers about
individuals’ experiences, especially in studies conducted with phenomenological design (Van Manen,
2016).

Before the interviews were conducted, it was clearly stated that the participants voluntarily
participated, could withdraw from the study at any time, and that the information they provided would
only be used for scientific purposes. Identity information was kept confidential to protect participant
privacy, and a written consent form was obtained from each participant (Creswell, 2007).

In creating the interview form, a literature review was conducted, and questions were
developed to understand principals' views in the context of STEM education in depth. The form
consists of two parts: the first part includes the participants' demographic information; the second
part includes school principals’ knowledge, experience, and evaluations on STEM education. In order
to increase the content validity and comprehensibility of the interview form, the opinions of a
professor and an associate professor who are experts in the field of educational administration and
STEM were taken, and the form was finalized by making necessary arrangements in line with the
suggestions of these experts (Miles et al., 2014).

Before the implementation, pilot interviews were conducted with two school principals who
had similar characteristics to the research group but were not included in the study, and the
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applicability of the form, clarity of the questions, and time management were tested (Maxwell, 2009).
After this pilot study, minor corrections were made to the interview form. During the data collection
process, one-on-one interviews were planned with each participant, and the interviews were
conducted face-to-face by the researchers in the school environment. With the participants’
permission, the interviews were audio-recorded, and detailed notes were taken in cases where the
audio recording was not approved. The duration of the interviews varied between 30 and 45 minutes.
After all interviews were completed, the audio recordings were transcribed and analyzed.

Analysis of Data

In this study, the content analysis method was used to analyze the qualitative data obtained.
Content analysis is a technique that enables qualitative data to be analyzed systematically, classified
within a specific coding framework, and presented in meaningful categories and themes (Schreier,
2012). This method was preferred because it allows in-depth analysis of school principals’ experiences
and views on STEM education, while also offering flexibility to capture both anticipated and emergent
issues.

The audio recordings obtained through semi-structured interviews were first transcribed into
written text in the data analysis process. The transcribed texts were shared with the participants to
check their accuracy, and corrections were made when necessary, ensuring the credibility of the data.
Then, the researchers analyzed the texts line by line and created codes to preserve the integrity of
meaning in the data. During this process, both deductive codes based on the research questions and
inductive codes emerging from participants’ own expressions were employed. A preliminary codebook
was developed to define codes clearly and maintain consistency (Miles et al., 2014).

The codes were categorized according to their similarities, and then these categories were
combined under themes based on conceptual similarity. To enhance reliability, two researchers coded
part of the data independently, compared their coding, and reached consensus through discussion
before applying the agreed coding framework to the entire dataset. Analytic notes were kept
throughout the process to document coding decisions and reflections, providing transparency. After
the coding and theme formation process, the findings obtained were interpreted by the researchers
from a broader perspective. In this interpretation process, the themes obtained were evaluated in the
light of the relevant literature and presented comprehensively in the discussion section. In addition,
representative quotations from participants were included to illustrate the themes and to ensure that
principals’ voices were directly reflected in the findings.

Validity and Reliability
In this study, various strategies were employed to ensure the data obtained were valid and

reliable. First, the principle of long-term interaction was maintained to enable a deep understanding
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of the participants’ experiences and opinions, and the interviews were carried out face-to-face and in
the most comprehensive manner possible. Thus, participants were encouraged to express their
thoughts in detail and to establish a trust-based interaction with the researcher (Yildirnm & Simsek,
2011).

The context of the study, data collection process, and participant characteristics were
described in detail to strengthen the transferability of the study. After the interview records obtained
from the participants were transcribed, these records were edited, and participant approval was
obtained. In this process, the transcripts were sent to the participants via e-mail, and the accuracy of
the content was checked (Creswell, 2007). This practice contributed to ensuring the participants’
thoughts were accurately reflected and verifying the data.

In order to ensure the reliability of the research, each stage of the process was documented in
detail. Participant consent forms, audio recordings, written transcripts, interview notes, and
documents related to the analysis processes were carefully archived. In addition, researcher diversity
was used in the data analysis process. The data were analyzed and coded separately by two different
researchers. Then, the codes were compared, themes were formed based on the agreed-upon codes,
and the analysis process was carried out (Lincoln & Guba, 1985). This practice ensured that differences
in interpretation were minimized, and the data were evaluated more objectively.

In addition, to reinforce the reliability of the study, the principle of transparency was adhered
to throughout the research process, and the methodological decisions of the research were clearly
reported. The authenticity of the findings, the systematicity of the research process, and the integrity
in the interpretation of the results support the holistic reliability of the study.

Results

In this section, in line with the purpose of the study, the findings obtained regarding the
awareness levels of the principals towards STEM education, their approaches towards
implementation, the difficulties they face, and their solution suggestions are presented based on the
participants’ statements. The findings were structured around themes and sub-themes, and the
everyday experiences of school principals were described under each theme.

School Principals’ Knowledge Levels and Conceptual Perceptions of STEM

This theme reflects school principals’ general knowledge, conceptual understanding, and
awareness of STEM education. Participants’ perceptions of the role of STEM in education and how they
interpreted the concept were analyzed under this theme.

Awareness of the Role of STEM in Education

The study's findings show that many school principals realize that STEM is gaining more

importance in the education system. Participants describe STEM as a contemporary approach that

contributes to students’ future professional lives and problem-solving skills.
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Some principals drew attention to the interdisciplinary nature of STEM and emphasized that it
allows students to use the knowledge they have holistically acquired in different fields. One participant
expressed this view as follows:

“STEM is not just science or math. It enables children to combine what they have learned into
a useful product in daily life. In this respect, | think it is an innovative educational approach” (SP2).

Similarly, another principal expressed the importance of STEM in terms of preparing students
for the future with the following words:

“In today’s world, it is not possible to move forward without knowing technology and
engineering. The STEM approach both makes students dream and allows them to concretize those
dreams” (SP6).

The study's findings reveal that such statements create a strong awareness of the role of STEM
in education among most school principals.

Limited Perceptions of the STEM Concept

The research findings reveal that some school principals perceive STEM in a narrow and limited
framework. Some participants identify STEM only with specific activities, especially robotics and coding
practices, while awareness of its interdisciplinary, holistic structure remains limited.

A school principal expressed this situation in the following words:

“When we think of STEM, we mostly think of robotics or coding. To be honest, | cannot clarify
exactly how engineering and mathematics are involved” (SP3).

Another principal expressed his uncertainty about the scope of STEM as follows:

“The concept of STEM sounds very broad, but in practice, we are usually limited to science
activities and some projects. In fact, we do not know exactly how much it covers” (SP7).

The research findings show that such statements indicate that the perceptions of some school
principals about the concept of STEM remain fragmented and limited.

School Principals’ Views on the Contributions of Stem to Student Development

This theme includes school principals’ views on the effects of STEM practices on students’
academic, cognitive, social, and affective development.

Contributions of STEM to Students’ Academic and Cognitive Development

The study's findings show that many school principals consider STEM applications a positive
opportunity for students’ academic achievement and cognitive development. Participants emphasized
that STEM supports higher-level skills such as problem-solving, analytical thinking, and creativity.

One principal expressed the skills that STEM provides to students in the following words:
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“Children try to produce solutions to the problems they encounter in STEM activities.
Sometimes they make calculations, sometimes they develop a new idea. In other words, they not only
learn knowledge but also how to use that knowledge” (SP4).

Similarly, another participant explained the contribution of STEM to analytical thinking as
follows:

“Students no longer proceed by rote, but by questioning. They discuss what and why when
conducting an experiment. | think this will affect their views on university and life in the future” (SP9).

The findings of the research reveal that most school principals strongly believe that STEM
contributes to the cognitive development of students.

STEM'’s Contributions to Students’ Social and Affective Development

The research findings show that STEM practices contribute not only to academic but also to
social and affective development. Some participants emphasized that STEM activities support
collaboration, self-confidence, and communication skills.

A school principal expressed this contribution with the following statements:

“In STEM activities, students learn to work together. They produce as a team, not alone. In this
way, both their communication skills improve and their self-confidence increases” (SP1).

Another principal drew attention to the aspect of STEM that increases students’ motivation:

“When students take an active role in projects, they want to learn more. Even children who are
shy in class can show themselves in STEM activities. This also changes their view of school” (SP8).

The research findings reveal that a significant number of school principals consider STEM as a
holistic educational approach that supports not only academic but also social and affective skills.
School Principals’ Views on the Opportunities Available for STEM Applications

This theme includes school principals’ views on the physical, institutional, and human
resources they have to carry out STEM activities and the constraints they face.

Physical and Institutional Facilities Provided for STEM

The research findings show that some school principals stated that certain opportunities for
STEM activities were created in their institutions. Some participants positively evaluated, especially
regarding the support of laboratory, workshop, and project-based activities.

A school principal explained this situation with the following statements:

“We have a science laboratory in our school, and a robotics workshop was established with the
support of the municipality. Thanks to these opportunities, students can do practical work” (SP6).

Similarly, another participant drew attention to institutional support:

“The Directorate of National Education provides material and project support occasionally. Our

teachers also use these opportunities. So we are not in a situation of complete impossibility” (SP2).
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The research findings reveal that some school principals think that certain opportunities are
provided for STEM, although they do not consider the current conditions sufficient.
Limitations Encountered in STEM Practices

The study findings show that most of the school principals point to significant limitations in
disseminating STEM practices. In particular, the prominent problems are lack of materials, teachers’
expertise, and time.

One participant expressed this limitation in the following words:

“Robotic materials are costly; we cannot buy all of them. Children are interested, but our
opportunities are limited. Therefore, it is difficult to reach every student” (SP5).

Another principal drew attention to the teacher dimension:

“Most of our teachers are enthusiastic but have not received much training on this subject.
Therefore, even if they have the materials, they have difficulty practicing” (SP10).

The study findings show that most school principals emphasized that the existing opportunities
for STEM practices are insufficient and that the practices are mostly limited to individual efforts.
School Principals’ Attitudes Towards Technology Competitions

This theme includes school principals’ views on the contributions of technology competitions
to student and school development and the difficulties experienced in participating in these
competitions.

The Contributions of Competitions to Students and the School

The findings of the study show that a significant number of school principals find technology
competitions such as TEKNOFEST, MEB Robot, and FRC valuable for the development of students. Most
participants emphasized that such competitions increase students” motivation, enable them to think
innovatively, and increase the recognition of schools.

A school principal expressed this contribution in the following words:

“When we prepare our students for TEKNOFEST, both their self-confidence increases and the
school's name is recognized. Children have the chance to show themselves on a big stage” (SP8).

Similarly, another participant drew attention to the effect of competitions on learning:

“Participating in competitions allows students to put into practice what they learn in the
lessons. They put theory into practice, which makes learning more permanent” (SP1).

The research findings reveal that most school principals consider technology competitions a

visible and effective part of the STEM approach.
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Limitations Encountered in Participating in Competitions

The study's findings show that some school principals expressed various limitations in
participating in technology competitions. In particular, the participants emphasized costs, lack of
technical equipment, and the time needed to prepare for the competitions.

A school principal expressed this situation as follows:

“TEKNOFEST requires a serious budget. If we cannot find a sponsor, it is challenging to move
forward with our own means. This limits the participation of students” (SP4).

Another principal stated that the process increased the burden on teachers and students with
the following words:

“Preparing for competitions is a very intense process. Teachers fall behind in their classes, and
students have difficulty balancing these studies with exam preparations” (SP9).

The research findings show that although school principals find technology competitions
valuable in general, they face serious obstacles regarding the sustainability of participation.

This theme includes school principals’ views on the physical, institutional, and human
resources they have to carry out STEM activities and the constraints they face.
Opinions of School Principals on Teachers’ Attitudes and Practices towards STEM Education

This theme includes school principals’ evaluations of teachers’ attitudes towards STEM
education, their contributions, and the challenges they face.
Teachers’ Contributions to STEM Education

The research findings reveal that a significant number of school principals have positive
attitudes towards STEM education and contribute to students’ learning processes. Participants stated
that young teachers are more prone to STEM applications, open to innovations, and successful in
attracting students’ interest.

A school principal expressed this situation with the following statements:

“Especially our young teachers are very enthusiastic about STEM. They prepare projects and
open clubs. They also influence students and are more motivated to learn” (SP2).

Another participant explained teachers’ efforts to integrate STEM into their lessons as follows:

“Our science teachers integrate STEM into their lessons by conducting experiments, and math
teachers integrate STEM into their lessons through problem-solving activities. This enables students to
gain different perspectives” (SP10).

The study's findings show that teachers’ efforts contributed to forming a STEM culture in the
school environment and improved students’ interdisciplinary thinking skills.
Teachers’ Limitations in STEM Practices

The research findings reveal that some school principals pointed out various limitations in

teachers’ STEM practices. In particular, the participants emphasized that teachers do not have
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sufficient knowledge about the STEM approach, lack materials and equipment, and have difficulties
with time management.

A school principal expressed this limitation in the following words:

“Most of our teachers support STEM, but their knowledge is limited. We need more seminars
and in-service training. Otherwise, practices remain superficial” (SP6).

Similarly, another participant drew attention to the workload of teachers:

“Teachers are already dealing with a busy curriculum. They have difficulty finding additional
time for STEM. For this reason, more project-based learning, but a limited number of applications can
be done” (SP11).

The research findings show that although teachers have positive attitudes towards STEM, this
approach can be implemented at a limited level due to their lack of knowledge and implementation
difficulties.

Opinions of School Principals on STEM Activities Carried Out in Out-Of-School Settings

This theme includes the views of school principals on the contributions of out-of-school STEM
activities to student development and the limitations experienced in participating in these activities.
Contributions of Out-Of-School STEM Activities

The study's findings show that many school principals find out-of-school STEM activities
extremely valuable in terms of students’ development. Participants emphasized that these activities
increase students’ social skills, collaboration skills, self-confidence, and academic knowledge. In
addition, STEM activities in out-of-school settings seem to keep students’ interest in science and
technology alive.

A school principal expressed this contribution as follows:

“Our students learn in a different environment during out-of-school STEM activities. They work
as a team and put forward their own ideas. This improves both their self-confidence and problem-
solving skills” (SP4).

Another principal emphasized the importance of competitions:

“In events such as TEKNOFEST or science festivals, students come together with different
schools. This broadens their vision and allows them to see what they can do in the future” (SP9).

Research findings reveal that out-of-school STEM activities contribute to students' academic
and social development and make the learning acquired in the school environment more permanent
and motivating.

Limitations of Out-Of-School STEM Activities
The research findings reveal that some school principals pointed out various limitations in

implementing out-of-school STEM activities. Participants emphasized that transportation, financial
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means, and time management limit students’ participation in these activities. In addition, some
principals stated that out-of-school activities could not reach all students equally.

One principal expressed this limitation with the following statements:

“The activities are good, but we cannot take every student. Financial means are limited,
transportation costs are high. Most of the time, only certain students can participate” (SP7).

Another participant drew attention to the time limitation:

“Out-of-school STEM activities are useful, but students are already under a course load.
Therefore, participation can be low or teachers cannot spare time” (SP1).

Research findings reveal that out-of-school STEM activities contribute to the development of
students, but they also show limitations in terms of access and continuity.

School Principals’ Views on A Standard School Plan for STEM Practices

This theme reflects school principals’ views on the contributions and limitations of a standard
school plan for planning STEM practices.
Views on the Contributions of Standard Plans

The research findings reveal that a significant portion of school principals think that a
standardized school plan is needed for STEM practices to be systematic and sustainable. The
participants emphasized that a standardized plan would increase teacher harmony, ensure practices
are carried out within a certain framework, and create a shared vision throughout the school.

One principal expressed this situation with the following statements:

“Everyone in the school is trying to do STEM according to their understanding. However, if there
were a standard plan, all teachers would work in line with the same goal so that it would be more
effective” (SP5).

Another participant drew attention to the long-term contribution of a standardized plan:

“There should be an annual plan for STEM. If it is determined which activities will be done in
each class and which achievements will be targeted, things will work more systematically” (SP8).

The findings of the research show that most of the school principals think that standard plans
will contribute to the institutionalization of STEM practices and gain a holistic vision.

Views on the Limitations of Standard Plans

The research findings reveal that while some school principals acknowledge the benefits of
standardized plans, they are concerned that such plans may reduce flexibility and mechanize practices.
Participants expressed that STEM is inherently innovative, student-centered, and experiential, and that
standardized plans can limit this dynamism.

One principal expressed this limitation as follows:
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“The plan is important, but the spirit of STEM is flexibility. If we tie everything to the plan,
teachers’ creativity will be limited, and we cannot provide flexibility according to students’ interests”
(SP2).

Similarly, another school principal used the following statement:

“STEM is a constantly evolving field. A plan prepared today may be insufficient tomorrow. For
this reason, flexibility should be included in addition to standard plans” (SP6).

The findings suggest that some principals found the standardized plans helpful, but were also
concerned that they might limit flexibility and restrict teachers’ creativity.

Discussion, Conclusion and Limitations

This study examined secondary and high school principals’ views, implementation experiences,
and managerial approaches towards STEM education. The findings revealed that school principals’
awareness of STEM has gradually increased, but conceptual, structural, and practical limitations
persist. Most principals consider STEM a contemporary and interdisciplinary learning model and
emphasize that it contributes significantly to developing 21st-century skills such as problem solving,
analytical thinking, creativity, and collaboration. This result aligns with the literature, indicating that
STEM supports students’ academic, social, and affective development (Cao et al., 2025; Giileg Ciftci &
Sentiirk, 2024; Ozkan & Kettler, 2022; Yildirm & Selvi, 2017). However, the fact that some principals
perceive STEM as limited to robotics and coding activities shows that conceptual awareness remains
fragmented. This finding aligns with studies indicating that the holistic structure of STEM is not
sufficiently internalized, especially at the managerial level (Ercan, 2020; Gileg Ciftci & Sentiirk, 2024).

An important finding of the study is that institutional facilities and leadership capacity play a
critical role in the sustainability of STEM practices. Although some schools have laboratories and
workshops, a lack of materials, limited competencies of teachers, and time pressure cause practices to
remain limited to individual efforts. This result shows that STEM in Turkiye is still carried out through
project-based and discontinuous practices rather than a systematic model. Similarly, the literature also
shows the lack of structural supports and teacher training as an important obstacle in disseminating
STEM (Ercan, 2020; Li & Stylianides, 2018). It was also stated that TEKNOFEST and similar technology
competitions increase students’ self-confidence, make learning concrete, and increase the school's
visibility; however, it was emphasized that the sustainability of participation is difficult due to cost,
technical equipment, and time pressure. This finding is consistent with previous studies that
acknowledged the pedagogical value of competitions but found that their sustainability was weak due
to a lack of institutional support (Lachebo, 2024; Pisgin & Pisgin, 2024).

Administrators evaluated teachers’ contributions to STEM positively, and it was observed that
especially young teachers developed innovative practices. However, their lack of knowledge,
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inadequate materials, and intensive curricula cause the practices to remain superficial. This finding
aligns with studies emphasizing the need for professional development for teachers in STEM education
(Corlu et al., 2014; Shernoff et al., 2017). At this point, the leadership roles of school principals require
creating a vision and organizing continuous learning opportunities to support teachers’ professional
development (Hallinger, 2011; Robinson et al., 2008).

Out-of-school STEM activities were found to be valuable in terms of increasing students’
scientific curiosity, developing their social skills, and gaining self-confidence; however, it was stated
that not all students could have equal access due to transportation, cost, and time limitations. This
result aligns with research showing that out-of-school STEM activities can contribute to positive
student outcomes, such as improved attitudes towards STEM (Baran et al., 2019; Kalik & Kirindi, 2022).
In addition, opinions on standard school plans revealed that a planned framework is necessary to
institutionalize practices; however, STEM's innovative and flexible nature should be preserved.
Therefore, a “flexible standard plan” approach is recommended for institutionalizing STEM: Setting the
basic vision and goals, but allowing teachers' pedagogical freedom.

Consequently, this research suggests that school principals play a critical role in Tirkiye’s
institutionalization process of STEM education. Leadership capacity, supporting teacher competencies,
access to out-of-school learning environments, and promoting competitions at the institutional level
directly affect the success of STEM practices. These findings reveal that STEM should be supported
with holistic strategies aligned with national policy documents (MoNE, 2024).

Based on the research findings, it is recommended that awareness-raising activities for school
administrators, supporting teachers with continuous professional development opportunities, and
providing the necessary financial and hardware resources for the sustainability of STEM education at
the institutional level be increased. In addition, arrangements should be made to increase the
accessibility of out-of-school learning environments, and institutional incentives should be developed
to support participation in technology competitions. However, the preparation of plans that both
determine the institutional framework and provide flexibility to teachers in accordance with the nature
of STEM will contribute to the implementation of practices both systematically and creatively.

This study has some limitations that should be acknowledged. It was conducted with school
principals from a single province, and the findings reflect the perspectives of this specific group. The
data were gathered through qualitative interviews, representing participants’ experiences and
interpretations at the time of the study. Future research that includes different stakeholder groups or

employs multiple data sources may offer a broader understanding of STEM implementation.
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Abstract

This study aims to examine primary school teachers’ existing knowledge of contemporary
assessment tools, their learning needs, and the gains they achieved following a structured in-
service training program. The research used a qualitative case study design. The participants
consisted of 43 volunteer primary school teachers working in the Konak district of izmir, Tiirkiye.
Data were collected through forms based on the KWL technique (What | know, What | want to

learn, What | learned) and analyzed using content analysis.

The findings indicate that teachers’ initial knowledge was largely limited to performance- and
product-oriented tools such as portfolios and rubrics, while their awareness of diagnostic and
process-oriented assessment tools was relatively low. Teachers’ learning needs primarily focused
on becoming familiar with new assessment tools, integrating them into classroom practices, and
receiving guidance on their practical applicability. Following the training, a significant increase in
teachers’ knowledge and awareness of tools such as structured grids, scoring rubrics, word
association tests, and diagnostic branched trees was observed. The results suggest that practice-
based professional development activities are effective in enhancing teachers’ assessment literacy.

Keywords: Contemporary assessment tools, primary school teachers, assessment literacy

Introduction

In contemporary educational paradigms that emphasize the knowledge, skills, and

competencies required in the twenty-first century, assessment and evaluation have evolved beyond

merely determining what students know. They have transformed into a multidimensional structure

that also encompasses the assessment of higher-order cognitive and affective skills, such as critical

thinking, problem-solving, communication, collaboration, and self-regulation (Brookhart, 2010;

Darling-Hammond & Adamson, 2014). This transformation has increased international interest in
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formative, authentic, and performance-based assessment approaches that place the learning process
at the center (Black & William, 2009; Shepard, 2019).

Students are assessed through various methods such as project-based assignments, peer
assessment, self-assessment, portfolios, performance-based tasks, checklists, and other open-ended
approaches (Zimbicki, 2007).

Traditional assessment tools (e.g., multiple-choice tests, short-answer questions, true—false
items) remain limited in their ability to reveal students’ complex thinking processes, conceptual
structures, and their ability to apply knowledge in real-life contexts (Stiggins, 2007; Boud & Falchikov,
2007). These tools are mostly outcome-oriented and insufficient in generating diagnostic feedback to
guide teachers during the learning process (Harlen, 2013). In contrast, contemporary assessment
approaches consider evaluation an integral part of instruction and aim to generate continuous data to
support learning (Nicol & Macfarlane-Dick, 2006).

In this context, contemporary assessment tools such as rubrics (analytic scoring guides),
portfolios, concept maps, structured grids, diagnostic branched trees, word association tests, as well
as self- and peer-assessment, stand out as powerful instruments that can comprehensively reveal
students’ learning processes (Andrade, 2005; Ruiz-Primo & Shavelson, 1996; Brookhart, 2013).
Through these tools, students’ misconceptions can be identified, their performance evaluated in
authentic contexts, and their active participation in learning encouraged (Panadero, Jonsson, &
Botella, 2017; Wiggins, 1998).

The theoretical foundation of contemporary assessment and evaluation is largely based on
constructivist learning theory. According to the constructivist approach, learning occurs not through
passive reception of information but through active construction of knowledge through experience,
interaction, and reflection (Anderson, 1998; Kaufman, 2004). Within this framework, assessment is
viewed not merely as a grading process but as a pedagogical tool that guides, supports, and deepens
learning (Shepard, 2000). Therefore, the effectiveness of constructivist-based curricula is closely
related to teachers’ competencies in implementing assessment practices consistent with this
understanding.

International education policies also support this transformation in assessment and
evaluation. OECD reports define student assessment systems as one of the key policy instruments that
enhance instructional quality, enable the monitoring of learning outcomes, and strengthen equity in
education (OECD, 2013, 2015). Similarly, Eurydice (2009) reports emphasize that formative and
continuous assessment at the compulsory education level is an integral part of the teaching—learning

process. At the European Union level, diversifying assessment tools and improving teachers’
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assessment competencies are considered core components of sustainable education policies (Haldsz,
2016).

However, numerous international studies indicate that teachers experience various difficulties
in integrating contemporary assessment tools into classroom practice. Teachers’ lack of conceptual
knowledge, limited practical experience, large class sizes, time constraints, and the quality of in-service
training are among the main factors contributing to these difficulties (DelLuca, LaPointe-McEwan, &
Luhanga, 2016; Xu & Brown, 2016; Brookhart, 2011).

This situation has brought the concept of assessment literacy to the forefront. Assessment
literacy is defined as teachers’ ability to select, develop, implement, and interpret appropriate
assessment tools and use the resulting data to improve instruction (Stiggins, 1999; Fulcher, 2012).
Teachers with high levels of assessment literacy are known to use formative assessment more
effectively, monitor student learning through multiple sources of evidence, and adjust their
instructional processes accordingly (DelLuca & Klinger, 2010).

In Turkiye, recent curriculum reforms—particularly the Tiirkiye Century Education Model—
have redefined assessment and evaluation as a process-based, evidence-driven approach and
encouraged the systematic use of contemporary assessment tools. However, the successful
implementation of this approach in classroom settings largely depends on teachers’ competencies in
recognizing, applying, and interpreting these tools.

Primary school teachers, in particular, play a critical role at the elementary level, where the
foundations of students’ academic and affective development are established. The assessment
approaches used during this period directly influence students’ attitudes toward learning, self-efficacy
beliefs, and academic motivation (Eccles & Wigfield, 2002; Hattie & Timperley, 2007). Therefore,
examining primary school teachers’ knowledge of contemporary assessment tools, their learning
needs, and the gains they achieve through professional development is of great importance.

The aim of this study is to qualitatively investigate primary school teachers’ current knowledge
of contemporary assessment tools, their learning expectations regarding these tools, and the gains
they achieve after the learning process is implemented. The study is expected to contribute to the
literature on assessment literacy and to provide evidence-based recommendations for improving

teacher education programs and in-service training practices.

Methodology
Research Design
This study was designed as a descriptive research study. Data were collected through open-
ended questions based on the KWL approach. The qualitative data obtained were coded and converted

into numerical data during the analysis process and subsequently analyzed using statistical techniques.
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This approach is consistent with research practices in which qualitative data are quantified to enable
statistical analysis (Creswell, 2014). This process made it possible to identify patterns and distributions
within the data in a more systematic manner.

Research Sample and Participants

Table 1

Frequency Distribution

Teachers’ Years of Experience f %

1-10 4 9.3
11-20 14 32.5
21 years and above 25 58.1
Total 43 100

A 32-hour local in-service training program on the characteristics and use of contemporary
assessment tools was delivered to 43 volunteer teachers working in the Konak district of izmir. At the
beginning of the instructional process, participants were given a form incorporating the KWL
technique. The primary school teachers were asked to complete the first two columns at the beginning
of the training, and the final column at the end of the instructional process. The columns included the
guestions: “What do you know?” “What do you want to learn?”, and “What have you learned?”. In the
personal information section, teachers were asked about their years of professional experience.

Among the 43 primary school teachers who completed and submitted the form in full, years
of professional experience ranged from 1-10 years, 11-20 years, and 21 years and above (Table 1).
Research Instruments

The effectiveness of the instructional process was grounded in the situations expressed
through the KWL technique. This technique is important for determining learners’ prior knowledge of
the topic to be presented and for generating data to evaluate the instructional process (Ogle, 1986).
Data Collection

At the beginning of the instructional process, participants were provided with a form based on
the KWL technique. The primary school teachers were asked to write their responses in the first two
columns at the beginning of the training (“What do you know?” and “What do you want to learn?”)
and in the final column at the end of the instructional process (“What have you learned?”). In the
personal information section, teachers were asked to indicate their years of professional experience.
Analysis of Data

Descriptive analysis was used to analyze the data. In descriptive analysis, data are organized
and summarized according to predetermined themes or questions, allowing for a systematic

presentation of the findings (Yildirnm & Simsek, 2008).
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In this study, the three main questions formed the basis of the analysis. The responses were
coded under these questions and presented in terms of frequencies and percentages. Primary school
teachers’ prior knowledge levels, learning needs, and post-implementation learning outcomes
regarding contemporary assessment tools were examined through cross-tabulations generated using
MAXQDA 24. Frequencies (f) and percentages (%) were interpreted together. The total number of
participants included in the analysis was 43.

Validity and Reliability

According to the inter-coder agreement file, the mean agreement rate was calculated as
93.49% (min = 82.86%; max = 100.00). The mean Cohen’s Kappa value was k = 0.914 (min = 0.000; max
= 1.000). A « value within the range of 0.81-1.00 indicates very high / almost perfect agreement in
coding. This finding demonstrates that the themes were consistently constructed and that the findings
are highly reliable.

Results
Table 2

Distribution of Responses to Teachers’ Knowledge of Contemporary Assessment Tools

Measurement Tools f % Assessment Methods f %
Portfolio 13 30.23 Digital assessment 8 18.60
Rubric / Analytic Scoring Guide 13 30.23 Peer assessment 6 13.95
Rating scales 8 18.60 Process assessment 4 930
Word association test 7 16.28 Performance assessment '
Concept map 6 13.95 Formative and summative ) 465
assessment
Structured grid Self-assessment 2 4.65
Diagnostic branched tree 2 4.65 Individualized assessment 1 2.33
Checklist Other Opinions
Project Only stated that they had 12 2791
1 533 knowledge
Artificial intelligence Receiving feedback 2 4.65
Web 2.0 tools | know how to use it
Does not know how to use it 1 2.33

High validity and reliability

This question aimed to reveal participants’ existing knowledge repertoire regarding
contemporary/alternative assessment tools. The findings indicate that teachers’ knowledge is
concentrated on a limited number of tools, while a substantial proportion of responses remain at the
“general statement” level. The fact that portfolios and rubrics were reported at the highest rates
(30.23%) suggests that participants are more familiar with performance-based and product-oriented
assessment approaches. The results further indicate that primary school teachers have relatively

higher familiarity with commonly used contemporary assessment tools such as portfolios and rubrics;
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however, a considerable proportion of them perceive their knowledge as limited and express a need
for deeper conceptual understanding.

It is evident that participants’ knowledge is concentrated on only a few tools, particularly
portfolios and rubrics, which are the most well-known contemporary assessment instruments.
However, the fact that approximately one-third of the participants merely “stated that they had
knowledge” indicates that although they possess some conceptual awareness, they lack systematic
knowledge regarding the types of tools, their purposes of use, and implementation procedures.

This situation demonstrates that teachers often recognize contemporary assessment tools at
a nominal level, but have limited knowledge about how to pedagogically integrate these tools into the
assessment and evaluation process.

Table 3

Distribution of Responses to Teachers’ Learning Needs Regarding Contemporary Assessment Tools

Measurement Tools f % Other Opinions f %
Al-supported tools 3 6.98 | want to learn new 17 39.53

assessment tools

Structured grid How different assgssment 1 25 58
tools can be used in lessons

2 2 Applicability of new
Diagnostic branched tree PP y 6 13.95
assessment tools
) henti
Mind maps Conducting éut entic 4 930
assessment in my lessons
Identifying and addressing
Smart tests deficiencies related to 3 6.98
assessment tools
. 1 2.33  Learning useful and
Vee diagram .
enjoyable tools
| want to learn the tools 2 2
Rubric (analytic scoring guide) included in the Tirkiye
Century Education Model
. Learning objective
Checklist assessment techniques 1 2.33
Assessment Methods | want to learn more about
rubrics
Digital portfolio assessment
1 2.33
Peer assessment
Self-assessment 3 6.98

The findings related to Question 2 indicate that teachers have strong motivation to learn about
contemporary assessment tools; however, they need practice-based, structured support to use these
tools effectively in classroom settings. The most dominant expectation was “learning new assessment

tools” (39.53%), followed by the need for guidance on “how different assessment tools can be used in
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lessons” (25.58%). This finding suggests that teachers require not only conceptual knowledge but also
concrete examples of practice that can be directly integrated into instructional processes.

The prominence of the “applicability” theme (13.95%) indicates that teachers take contextual
constraints such as time management, class size, scoring workload, criterion setting, and
documentation into account. In addition, the themes “conducting authentic assessment in lessons”
(9.30%) and “identifying and addressing deficiencies” (6.98%) suggest that teachers are beginning to
position assessment not merely as a grading tool but as a formative process that supports learning.

Furthermore, although at lower frequencies, the expression of demands for more specific tools
such as Al-supported tools, structured grids, diagnostic branched trees, digital portfolios, rubrics, and
checklists indicates that teachers are open to diversifying their assessment repertoires. Overall, these
findings demonstrate that teachers hold positive attitudes toward contemporary assessment tools;
however, they also reveal a need for systematic professional development support in terms of
pedagogical implementation knowledge and technical competence.

Table 4

Distribution of Responses to Teachers’ Learning Regarding Contemporary Assessment Tools

Learning Outcomes f %
Structured grid 42 97.67
Rubric (analytic scoring guide) 33 75.72
Word association test 30 70.31
Diagnostic branched tree 28 64.90
Peer assessment 5

Checklist 6 29.49
Gaining information about new tools 23 54.08
Concept map 21 48.67
Self-assessment

Rating scale 19 43.27
Types of rubrics

Concept map

Use of new tools in lessons

Addressing knowledge gaps

Performance assessment 14 32.45
Eliminating misconceptions

16 37.86

Vee diagram 12 27.04
Portfolio assessment
Advantages and disadvantages of assessment tools

5 10.82

Differences among assessment tools
Learning conceptual definitions
Mind map

Note: Percentages are calculated based on the total number of responses, as participants were allowed to provide more than
one response.
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The findings indicate that the implemented learning process substantially enhanced teachers’
knowledge and awareness of contemporary assessment tools. In particular, the high proportion
reported for the ‘structured grid’ (97.67%) suggests that teachers made notable gains in understanding
diagnostic and conceptually oriented assessment tools with which they had previously had limited
familiarity. Overall, these results demonstrate that the study largely achieved its objective of
expanding teachers’ assessment tool repertoires.

The high frequencies reported for tools such as rubrics (75.72%), word association tests
(70.31%), and diagnostic branched trees (64.90%) indicate that teachers have begun to move beyond
solely product-oriented assessment tools toward instruments that reveal students’ thinking processes,
conceptual relationships, and learning deficiencies. This finding suggests a shift in assessment

Ill

understanding from the traditional “outcome determination” approach toward formative and
diagnostic assessment perspectives.

The substantial learning gains observed for participant-centered assessment techniques such
as peer assessment (59.49%), checklists (59.49%), and self-assessment (43.27%) further demonstrate
that teachers have developed a tendency to actively involve students in the assessment process. Such
tools are among contemporary approaches that support students in assuming responsibility for their
learning, recognizing their strengths and weaknesses, and developing self-regulation skills.

Another noteworthy aspect of the findings is that teachers emphasized not only specific tools
but also process- and professional development—oriented gains such as “gaining information about
new tools” (54.08%), “using new tools in lessons” (37.86%), and “addressing knowledge gaps”
(37.86%). This indicates that the learning process fostered sustainable professional development
rather than a mere temporary increase in knowledge.

In contrast, the relatively low frequencies reported for more theoretical dimensions, such as
portfolio assessment (10.82%), the advantages and disadvantages of assessment tools (10.82%), and
conceptual definitions (10.82%), suggest that teachers prioritized directly applicable classroom
practices over abstract theoretical knowledge. This finding is consistent with the teacher education
literature, which indicates that practice-oriented content is more effective in promoting teacher
learning.

Overall, the findings related to the “What have you learned?” question demonstrate that
teachers not only became familiar with contemporary assessment tools but also developed a
functional understanding of how to use them in instructional processes. This result highlights that
structured and practice-oriented professional development activities are effective instruments for

enhancing teachers’ assessment literacy.
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Discussion and Conclusions

The findings of this study indicate that primary school teachers’ knowledge and use of
contemporary assessment tools can change following practice-oriented in-service training. Prior to the
training, teachers tended to rely on more familiar tools such as portfolios and rubrics, while making
more limited use of tools that reveal students’ conceptual understanding and learning processes. This
pattern is consistent with studies showing that teachers often work within a limited repertoire of
assessment methods and tend to favor tools with which they are already familiar (DeLuca et al., 2016;
Brookhart, 2011).

The identified learning needs suggest that teachers are not only interested in becoming
familiar with new assessment tools, but also require concrete guidance on how to implement these
tools in classroom settings. Xu and Brown (2016) similarly report that teachers may possess basic
conceptual knowledge of assessment, yet experience difficulties in translating this knowledge into
classroom practice. In this respect, the needs identified in this study point not only to gaps in
knowledge but also to a need for structured, practice-oriented support.

Following the training, teachers began to incorporate a wider range of assessment tools,
particularly those that make students’ learning processes more visible. Giraldo (2021) likewise
demonstrates that practice-based professional development can influence teachers’ use of
assessment tools. In addition, the increased use of peer and self-assessment reflects a shift toward a
more formative and participatory understanding of assessment (Black & Wiliam, 2009; Panadero et
al., 2017).

However, the relatively limited development observed in the use of more complex tools such
as portfolios suggests that not all aspects of assessment literacy can be developed through short-term
training. Heritage (2010) and Popham (2009) emphasize that the effective use of such approaches
requires sustained and long-term professional learning.

Overall, the findings suggest that practice-oriented in-service training can support teachers in
diversifying their assessment practices, particularly in adopting tools that focus on students’ learning
processes. However, developing a more comprehensive and in-depth understanding of assessment
appears to require continuous professional development. In this regard, teacher education programs
should incorporate practice-based learning opportunities, including microteaching applications and
applied activities focused on contemporary assessment tools. In-service training should be designed
as an ongoing, school-based process. Furthermore, integrating digital and Al-supported assessment
tools into teacher education may contribute to the improvement of assessment practices.
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Ogretmen Motivasyonunun Oniindeki Engeller
Sultan TURAN™
Ender KAZAK™

0z

Bu arastirma, 0Ogretmenlerin motivasyonlarinin 6niindeki engelleri 6gretmen deneyimleri
Uzerinden incelemeyi amaglamaktadir. Nitel arastirma yontemlerinden olgubilim (fenomenoloji)
deseniyle tasarlanan ¢alisma, 2024-2025 egitim-dgretim yilinda Sakarya ve istanbul illerinde gérev
yapan, en az on yil kideme sahip 12 6gretmen ile ylritilmugstir. Amagh 6rneklem yontemiyle
belirlenen katilimcilardan yari yapilandiriimis gériisme formu aracihigiyla veriler toplanmis ve
betimsel analiz teknigiyle ¢6ziimlenmistir. Arastirma bulgulari; motivasyonun éniindeki engellerin
toplumsal, bireysel ve mesleki olmak Uzere (¢ ana temada toplandigini géstermistir. Toplumsal
boyutta ekonomik kaygilar ve velilerin olumsuz tutumlari; bireysel boyutta diisiik 6grenci basarisi
ve mesleki tikenmislik; mesleki boyutta ise idari baski, fiziksel yetersizlikler ve siirekli degisen
mifredat temel engeller olarak saptanmistir. Bu engellerin asilmasina yénelik olarak; mali haklarin
iyilestirilmesi, toplumsal itibarin glglendirilmesi, miifredat sireglerine 6gretmen katiliminin
saglanmasi ve okul ici iletisimi glglendirecek sosyal/mesleki destek mekanizmalarinin kurulmasi
Onerilmistir.

Anahtar Kelimeler: Motivasyon, 6gretmen, nitel arastirma

Barriers to Teacher Motivation

Abstract

This research aims to examine in depth the obstacles to teachers' motivation through teachers'
experiences. Designed using the phenomenology approach, one of the qualitative research
methods, the study was conducted with 12 teachers who have at least ten years of experience and
who were working in Sakarya and Istanbul provinces during the 2024-2025 academic year. Data
from participants selected using purposive sampling were collected through a semi-structured
interview form and analyzed using descriptive analysis techniques. The research findings show that
the barriers to motivation fall into three main themes: social, individual, and professional.
Economic concerns and negative attitudes of parents were identified as the main obstacles at the
social level; low student achievement and professional burnout at the individual level; and
administrative pressure, physical inadequacies, and constantly changing curricula at the
professional level. To overcome these obstacles, it is recommended to improve financial rights,
strengthen social prestige, ensure teacher participation in curriculum processes, and establish
social/professional support mechanisms that will strengthen internal school communication.
Keywords: Motivation, teacher, qualitative research
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Giris

insanlarin, bir amaca yoénelik harekete gecmelerini saglayan durum, ihtiyaclaridir. insanlar
yasamlari boyunca ihtiyaclarini karsilamakla ugrasirlar ve ihtiyaclarini karsiladiklari oranda mutlu
olurlar (Korkmazer, 2021). insani ihtiyaclarina yonelten i¢sel ya da dissal olan her sey motivasyon olarak
adlandirimistir. Motivasyon, insana yasama istegi vererek verimli ¢calismasini saglayan etmenlerin
basinda gelmektedir. Motivasyon, yonlendirici bir gligtiir. Birini motive edebilmek igin, o kisi icin 6nemli
olan seyleri bilmek ve isteklerini cevaplayabilmek gerekmektedir (Geng, 2017). Motivasyon, diger
adiyla glidiileme, amaca yonelik davranislar sergilememizi saglayan gictir (Alan, 2006). Motivasyon,
surekliisleyen bir itici glic olarak bireyin ruhsal enerjisini tasiyan, strekliligini saglayan ve uyumlandiran
bir unsurdur. Ayrica uygun faaliyetlerin kararlilkla ve istekle sirdiridlmesinin ardindaki temel
nedenlerden biridir. Bunun yaninda, bir siirecte yer alan g¢alisanlar ve yoneticiler dahil tim aktorlerin
hazir bulunusluk ve isteklilik dizeylerini belirler (Blaskova vd., 2018). Bir baska tanima goére ise
motivasyon, i¢sel veya dissal kaynaklardan olusan, insanlarin belirli bir ama¢ dogrultusunda
davranmalarini saglayan gtidiilerin toplamidir (Tutar, 2018).

Ryan ve Deci (2020), i¢sel motivasyonu; dissal 6diil ya da baskilardan c¢ok, bireyin dogustan
getirdigiilgi, haz ve tatmin duygusunun yonlendirdigi etkinliklere katilim bicimi olarak tanimlamaktadir.
Bandura’ya goére, bireylerin kendilerine olan glivenleri, yani bir gorevi basariyla tamamlama
yeterliliklerine olan inanglari, motivasyonlarinda kilit rol oynar (Bandura, 1997). Deci ve Ryan’a gore,
bireylerin 6zerklik, yetkinlik ve iligkililik gibi temel psikolojik ihtiyaglari, motivasyonun ana unsurlaridir
ve bunlar icsel ve dissal faktorler araciligiyla beslenmektedir (Ryan & Deci, 2000). Motivasyon kavrami
Gzerine yapilan bu tanimlardan yola gikarak motivasyonun, i¢sel ve digsal faktorlerin etkisiyle, bir amag
dogrultusunda istekli olma durumu ve bu istege yonelik harekete gecme eylemi oldugu, davranisin
yonand, kuvvetini ve devamliligini saglayan psikolojik bir giic kaynagi oldugunu séyleyebiliriz.

Ogretmen, o6grenci kitlesiyle kesintisiz bir iletisim siireci yiriiten, sergiledigi davranis
modelleriyle bireylere rehberlik eden ve 0Ongorilen hedeflerin aktarilmasi noktasinda egitim
mifredatini tatbik eden okulun temel unsurudur; ayni zamanda 6grenmenin kalici hale gelmesi icin
cesitli metot ve teknikleri devreye sokan kisi olarak tanimlanmaktadir (Yasar, 2008). Bu cerceveden
bakildiginda, 6gretmenlik faaliyetini gerceklestirecek olan kisilerin profesyonel ve bireysel eksende
birtakim vasiflari biinyesinde barindirmasi bir gereklilik olarak durmaktadir. Literatiirde, s6z konusu
niteliklerin ekseriyetle kisisel ve mesleki yeterlilikler seklinde iki bashk altinda gruplandirildig dikkati
¢ekmektedir. Erden (2005) tarafindan yapilan degerlendirmeye gore, kisisel 6zellikler boyutunda
ogretmenlerin; sabirh, hosgorill, anlayisli, esnek ve agik fikirli olmalarinin yani sira sefkatli, esprili,

tesvik edici ve destekleyici bir tutum sergilemeleri beklenmektedir. Ayrica 6gretmenin, basariya
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odaklanan ve 6grencinin performansina dair yiiksek beklenti icerisinde olan bir profil cizmesi gerektigi
vurgulanmaktadir.

Ogretmen motivasyonu, ©6grenci profili, egitim politikalari, toplumsal beklentiler,
ogretmenlerin psikolojik tatmin ve refahi gibi pek c¢ok degiskenle yakindan iliskilidir. Son yillarda
O0gretmen motivasyonu lizerine yapilan ve bu iliskileri inceleyen arastirmalarda artis gbézlenmektedir
(Han & Yin, 2016). Ogretmen motivasyonu; bir egitimcinin 6gretme faaliyetine yonelik duydugu istegi,
meslegini yiritmek icin kendisinde buldugu enerjiyi ve bu meslegin gerektirdigi nitelikler ile
sorumluluklara olan baghligini tanimlamaktadir (Sari, 2021). Candan ve Gencel (2015) ise konuyu daha
genis bir perspektifle ele alarak; ogretmenlerin basta Ogrenciler olmak Uzere kendi akademik
gelisimlerine olan arzularini, 6gretim becerilerini gelistirme ¢abalarini, egitim sireglerine ayirdiklari
vakti ve sonug olarak donaniml bireyler yetistirmeye donlk sergiledikleri tutumlari, motivasyonla
iliskilendirmektedir. Bu baglamda, egitim sisteminin ve dolayisiyla okul yapisinin en temel unsuru
olarak gorilen 06gretmenlerin (Bursaloglu, 1982) motivasyon dlzeylerinin, egitim-0gretim
faaliyetlerinin kalitesiyle dogrudan baglantili oldugu ifade edilebilir. Ayrica, 6gretmenlerin ¢alisma alani
olan okullarda motivasyonlarinin yiksek tutulmasi ve bu motivasyonu disiren unsurlarin asgari
diizeye indirilmesi, egitim hizmetinin niteligi bakimindan bilylk 6nem arz etmektedir (Ertlirk & Aydin,
2017).

Ogretmenlerin motivasyon seviyelerini asagi ceken pek ¢ok farkli degisken mevcuttur. Ozellikle
kamu otoritelerinin talepleri ile velilerin beklentileri arasinda kalan 6gretmenler icin egitim stireglerini
yonetmek giderek gliclesmekte, bu hareketli yapi, daha glicli bir motivasyon destegine olan ihtiyaci
artirmaktadir. Ote yandan, dégretmenligin bir meslek alani olarak toplumsal sayginliginda yasanan
asinma ve bu is kolunun gegmise oranla daha az ragbet géren bir statliye gerilemesi (Agezo, 2010) gibi
durumlar, motivasyon (zerinde negatif bir tesir yaratmaktadir. Tim bu etkenler gergevesinde,
gliniimizde 6gretmen motivasyonu énemli bir problem alani olarak karsimiza ¢ikmaktadir.

Egitim Ogretimde yapilan uygulamalar ve c¢alisma kosullari, 6gretmenlerin performansi,
meslegine olan bagliligi, meslege yabancilasmasi ve motivasyonu iizerinde etkilidir. Ogretmenlerin
meslege yabancilasmasi ve motivasyonundaki disistn, egitim sirecindeki verimliligin de diismesine
neden olabilecegi sdylenebilir. Ogretmenlerin motivasyonu (zerinde etkili olan faktérlerin
belirlenmesi, ise olan baglihgin &niindeki engellerin kaldirilmasina yardim edebilir. Ogretmen
motivasyonuna iliskin ilgili literatlire bakildiginda, 6gretmen motivasyonunu ele alan c¢alismalar
bulunmaktadir. Ancak nitel arastirmalarda bulgular, baglama 6zgldir ve genellenebilirlikten ziyade
aktarilabilirlik 6n plandadir (Lincoln & Guba, 1985; Merriam, 1998). Bu nedenle bu ¢alisma, daha 6nce
farkh 6érneklemlerde incelenmis olan (Aktekin & Kuzucu, 2019; Citar vd., 2023; Karabag Kose vd., 2018;

Unsal & Gériicii, 2023; Yildizhan, 2023) motivasyon olgusunu yeni bir evren-6rneklem baglaminda ele

572
J-EDUCAT: Journal of Educational Studies, Volume 4, Issue 1, 2026, p.570-598.



Ogretmen Motivasyonunun Oniindeki Engeller

alarak, bulgularin aktarilabilirligini ve baglamsal farkliliklarini ortaya koymayi amacglamaktadir. Bu

calisma, resmi okullarda goérev yapan 10 yilini doldurmus uzman sinif 6gretmenlerinin motivasyonunu

olumsuz etkileyen faktorleri bitlncil bir bakis agisiyla ele alarak uygulamaya ve literatiire katki

sunmay! hedeflemektedir. Bu baglamda calismanin amaci; Milli Egitim Bakanhgina (MEB) bagh resmi

okullarda gérev yapan uzman sinif 6gretmenlerin okul ortaminda motivasyonlarini olumsuz yonde

etkileyen faktorlerin neler oldugunu belirlemektir. Bu amacla asagidaki alt probleme cevap aranmistir.
Ogretmenlerin gérislerine gore;

1. Ogretmen motivasyonunun éniindeki engeller nelerdir?

Yontem

Arastirmanin Modeli

Bu arastirma, 0gretmen motivasyonunun onindeki engelleri arastirmasi bakimindan nitel
arastirma desenlerinden biri olan olgubilim (fenomenoloji) desenine gore yapilandiriimistir. Nitel
arastirmalar, olaylari bitlnlik icerisinde ve gercekgi olarak ortaya koymaya yonelik nitel bir siirecin
izlendigi, dokiiman analizi, gériisme ve gozlem gibi nitel veri toplama yontemlerinin kullanildig
arastirmalardir (Yildirrm & Simsek, 2021). Olgubilim deseni, fark ettigimiz fakat konu ile ilgili derin ve
ayrintili bir fikre sahip olmadigimiz olgular (zerine odaklanmaktadir (Yildinm & Simsek, 2021). Bu
arastirma tasariminin tercih edilme sebebi, 6gretmen motivasyonuna etki eden faktorleri,
o0gretmenlerin deneyimlerine dayali olarak derinlemesine anlamaya calismaktir.
Calisma grubu

Arastirmanin ¢alisma grubunu, Sakarya ve istanbul ilinde 2024-2025 yili egitim-6gretim yilinda
MillT Egitim Bakanligi’na bagli olan ilkokul kademesindeki okullarda gérev yapmakta olan 12 6gretmen
olusturmaktadir. Nitel arastirma deseninin kullanildigi bu calismada amacli 6rneklem yéntemlerinden
dlcit drneklem ve maksimum cesitlilik érnekleme ydntemi tercih edilmistir. Olgiit érnekleme
yontemindeki temel anlayis, arastirmaci tarafindan daha 6nceden belirlenmis bir dizi 6lgitu karsilayan
tim durumlarin ¢ahisilmasidir. Maksimum gesitlilik 6rneklem yéntemindeki temel anlayis ise goreli
olarak kiiglk bir 6rneklem olusturmak ve bu 6rneklemde calisilan probleme taraf olabilecek bireylerin
cesitliligini maksimum derecede yansitmaktir (Yildirnm & Simsek, 2021). Bu arastirmaya katilma o6l¢itd,
en az on Ogretim yili calisiyor olmak ve mesleki kideme sahip olmaktir. Yas, cinsiyet ve kidem gibi
demografik degiskenler agisindan katilimci grup mimkiin oldugunca farkli 6zelliklere sahip kisilerden
secilmistir. Calismada katilim gosteren 6gretmenlerin adlarinin gizli tutulmasi, kodlar kullanarak
saglanmistir. Bu nedenle o6gretmenler (01, 02, O3) olarak kodlanmistir. Arastirmaya katilan

o0gretmenlerin betimleyici bilgileri Tablo 1’de sunulmustur.
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Tablo 1

Ogretmenlerin Betimleyici Bilgileri
Katihmcilar Cinsiyet Kidem Egitim Dizeyi
01 Kadin 31yl Lisans
02 Erkek 18 yil Yiiksek Lisans
03 Erkek 17 yil Yiiksek Lisans
04 Kadin 21 yil Yiiksek Lisans
05 Kadin 15 yil Yiiksek Lisans
06 Kadin 15 yil Lisans
07 Erkek 17 yil Lisans
08 Kadin 18 yil Yiiksek Lisans
09 Kadin 30 yil Lisans
010 Erkek 20yl Lisans
011 Kadin 11 yil Lisans
012 Kadin 28 yil Lisans

Veri Toplama Araci

Oncelikle, literatiirde arastirma konusuna iliskin detayl bir tarama yapilmistir. Daha sonra
arastirmaci tarafindan yari yapilandiriimis goériisme formu gelistirilmistir. Gorlisme formunda agik uglu
sorulara yer verilmistir. Yari yapilandirilmis gérisme formu toplam 3 sorudan olusmustur. Gérliisme
formundaki sorular olusturulurken kapsam gecerliligi acisindan degerlendirilmek izere egitim bilimleri
alaninda c¢alisan ve nitel arastirmalar yapan bir uzman goristine basvurulmustur. Bu degerlendirme ve
goris dogrultusunda anlam ve bicim yonlinden gerekli diizeltmeler yapilmis, 3 sorudan olusan form
degistirilip, tek soru olarak diizenlenmistir. Arastirmada veri toplama araci olarak yapilandiriimis bir
soru seti yerine, tek bir genis kapsamli “ana tur sorusu” tercih edilmistir. Bu yaklasim, motivasyon gibi
cok katmanli ve 6znel derinligi olan bir kavramin, arastirmacinin 6nsel kategorileriyle sinirlandirilmasini
engellemek amaciyla benimsenmistir (Spradley, 1979). Nitel arastirmanin esnek dogasina uygun
olarak, tek bir uyaran tzerinden katilimcinin kendi 'anlam hiyerarsisini' kurmasina olanak taninmistir.
Boylece motivasyonun alt boyutlari, arastirmaci tarafindan dikte edilmemis; aksine katilimcinin kendi
anlati akisi icerisinde dogal bir bicimde ortaya ¢gikmasi saglanmistir. Kavramsal derinlik ve katmanli yapi,
ana soruyu takip eden ve katilimcinin verdigi yanitlara gore sekillenen 'sondalama' teknigi ile
desteklenerek veri doygunluguna ulasiimistir. Daha sonra iki goénilli uzman sinif 6gretmeni ile pilot
uygulama yapilmistir. Pilot uygulamada, arastirma sorusunun agik ve net oldugu anlasiimis ve asil
goriismelere gecilmistir. On goriismeler analize dahil edilmemistir.
Verilerin Toplanmasi

Arastirmanin verileri toplanmadan &nce Diizce Universitesi Bilimsel Arastirma ve Yayin Etik
Kurulundan gerekli izin alinmistir. Arastirma verileri Sakarya ve istanbul’da Milli Egitim Bakanlig’’na
bagl devlet okullarinda goérev yapan sinif 6gretmenlerinden toplanmistir. Gériismeler 2025 yili gliz

déneminde, katilimcilarin istegi dogrultusunda belirlenen yer ve zamanda yapilmistir. Goériisme
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baslamadan 6nce arastirmaci kendisi ve arastirmanin amaci hakkinda bilgiler vermis, katilimcilarin
kimlik bilgilerinin ve okul isimlerinin kimseyle paylasiimayacagl ifade edilerek, gliven ortami
olusturmaya calismistir. Gériismelere baslamadan 6nce herhangi bir veri kaybi olmamasi amaciyla ses
kaydi icin arastirmaya katilan 6gretmenlerden izin istenmistir ve goérismeler kayit altina alinmistir.
Gorusmeler ortalama 20 dakika stire zarfinda tamamlanmistir. Gériismeleri derinlestirmek i¢in sonda
sorulara basvurulmustur.
Verilerin Analizi

Calisma verileri, toplam 12 sinif 6gretmeni ile gerceklestirilen ve 4 saat sliren milakatlar
aractligiyla toplanmistir. Gortismelerde, motivasyonun ¢ok katmanh yapisini katihmcinin kendi 6znel
deneyimleri tizerinden kesfedebilmek amaciyla "genis kapsamli tur sorusu" stratejisi benimsenmistir
(Spradley, 1979). Bu sirecte kaydedilen ses dosyalari arastirmaci tarafindan desifre edilerek yaklasik
22 sayfalik bir metin dokiimani olusturulmustur. Kayitlar ve tutulan saha notlari Word formatina
aktarilarak verilerin dijital ortama tasinmasi saglanmistir. Dijital hale getirilen bu milakat dokiimleri,
verilerin dogrulugunu teyit etmek amaciyla ilgili katilimcilara iletilmis; katilimci onaylarinin alinmasiyla
birlikte veriler analiz asamasina hazir duruma getirilmistir. Veri ¢oziimleme sirecinde betimsel analiz
teknigi tercih edilmistir. Bu teknik, verilerin dnceden yapilandirilan temalar ¢cercevesinde 6zetlenmesini
ve aciklanmasini temel almaktadir. Analiz siirecinde, motivasyonun derinligini yakalayabilmek amaciyla
timevarimsal bir kodlama stratejisi izlenmistir. Analitik sireg; veriler okunarak anlam birimlerine
ayrilmasi, bu birimlerin kavramsallastirilarak ilk kodlarin Uretilmesi ve ardindan bu kodlarin hiyerarsik
bir kod agaci olusturacak sekilde kategorize edilmesiyle ylritilmustlr. Bu sirecte arastirmaci, kendi
mesleki 6n yargilarini askiya alarak veriye odaklanan 'yansitici bir dis gozlemci' pozisyonunu
korumustur. Yildirim ve Simsek (2021) tarafindan ifade edildigi Gzere betimsel analiz slreci; analiz igin
bir cergevenin olusturulmasi, verilerin bu tematik yapiya uygun islenmesi, bulgularin betimlenmesi ve
son asamada yorumlanmasi seklinde dort basamaktan meydana gelmektedir. Arastirma kapsaminda,
Ogretmenlerin yanitlarindan yola ¢ikilarak ilgili kodlar {Uretilmis ve bu kodlarin birbiriyle
iliskilendirilmesiyle alt temalara ulasiimistir. Olusturulan kodlar benzerlik ve farkhliklarina goére
gruplandirilarak kategoriler altinda toplanmistir. Bulgularin daha anlasilir ve gicli bir sekilde
sunulabilmesi amaciyla katiimci ifadelerinden dogrudan alintilara yer verilmis ve bu alintilar tizerinden
yorumlamalar vyapilmistir. Bu siireg, verilerin daha derinlemesine incelenmesine ve
anlamlandirilmasina katki saglamistir. Belirlenen kod ve temalarin glivenirligini denetlemek amaciyla
bir 6gretim lyesinin degerlendirmesine basvurulmustur. Ogretim (iyesinin gérisleri neticesinde son
halini alan temalar lzerinden, analiz strecinin tutarliigini 6lgmek icin kodlayicilar arasi glvenirlik

analizi gerceklestirilmistir. Bu islemde Guvenirlik= [Goris Birligi / (Goris Birligi + Gorls Ayriligi)] X 100
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formilinden (Miles ve Huberman, 1994) yararlaniimistir. Uyusum vylzdesi formilli neticesinde
kodlayicilar arasinda goriis uyum orani, % 85 olarak bulunmustur.
Arastirmacinin Rolii

Bu arastirmada veri toplama ve analiz siregleri arastirmaci tarafindan yuriGtilmustdr.
Arastirmaci, veri toplama silrecinde katilimcilarla dogrudan etkilesim kurmus olup, analiz slirecinde ise
verileri nesnel bir bicimde degerlendirmeye 6zen gbstermistir. Olasi 6nyargilarin etkisini azaltmak
amaciyla veriler dogrudan alintilarla desteklenmistir.
Gegerlik ve Giivenirlik

Nitel yontemle yiritilen calismalarda "gegerlik" kavrami, kullanilan 6lgme aracinin
hedeflenen olguyu herhangi bir sapma olmaksizin, oldugu gibi ve dogru bir bicimde yansitabilme
kapasitesiyle ilintilidir. Bu baglamda, elde edilen verilerin niteligi gegerlige kanit olusturur. "Glvenirlik"
ise ulasilan bilimsel sonuglarin tekrarlanabilirligi ve kendi igindeki tutarliigina isaret etmektedir
(Yildinm & Simsek, 2021). Mevcut arastirmanin niteligini ylikseltmek amaciyla gegerlik ve givenirlik
hususunda su sistematik dnlemler alinmistir: (i) i¢ gegerligin (inandiricihgin) tesis edilmesi amaciyla;
veri toplama araci olan yari yapilandirilmis formun tasarimi asamasinda kapsamli bir literatiir taramasi
gerceklestirilmistir. Taslak form, iki sinif 6gretmeniyle yapilan 6n uygulamalar ve ardindan alinan
uzman gorusleri dogrultusunda revize edilerek nihai formuna ulastirilmistir. Katilimcilarin herhangi bir
cekince duymadan samimi goris bildirmelerini saglamak amaciyla arastirma hedefleri kendilerine
acikca izah edilmistir. Analiz siirecinden sonra ise verilerin dogrulugunu teyit etmek icin "katimci
onay!" yoluna gidilmistir; bu dogrultuda bulgular 6zetlenerek 6gretmenlere sunulmus, ifadelerine
ekleme veya ¢ikarma yapma imkani taninmistir. (ii) Dis gegerligin (aktarilabilirligin) gliglendirilmesi igin;
tliim arastirma safhalari ve uygulama basamaklari seffaf bir bicimde betimlenmistir. Calismanin deseni,
drneklem vyapisi, veri toplama araglari ve analiz yéntemleri ayrintili olarak raporlanmistir. (iii) i¢
glvenirligin (tutarhhgin) artinlmasi kapsaminda; toplanan veriler arastirmaci yorumu karistiriimaksizin
nesnel bir bigimde sunulmus ve katilimcilarin orijinal ifadelerinden yapilan dogrudan alintilarla veriler
desteklenmistir. Form hazirlama, veri aktarimi ve tematik analiz gibi her asamada uzman denetimine
basvurulmustur. Ek olarak, nitel metodoloji konusunda yetkin bir 6gretim iyesinden bagimsiz kodlama
yapmasl istenmis; arastirmaci ve uzman kodlamalari arasindaki uyum yizdesi hesaplanarak tutarlilhk
denetlenmistir. (iv) Dis glvenirligin (teyit edilebilirligin) saglanmasi amaciyla; arastirmada
derinlemesine betimleme teknigi kullanilmistir. Bulgularin detayl aktariminin yani sira, katilimcilarin
kodlanma bicimi, sunulan verilerin tutarhligini kontrol etmeye ve teyit etmeye olanak taniyacak bir

dizen icerisinde yapilandiriimistir.
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Bulgular

Yapilan analizler sonucunda ortaya cikan alt temaya iliskin kodlar tablo 2’de gosterilmistir.

Katilimci gorisleriile ilgili dogrudan alintilar tablolarin altinda sunulmusgtur.

Ogretmen Motivasyonunun Oniindeki Engellerine iliskin Bulgular

Arastirmanin sorusu, “Ogretmen motivasyonunun éniindeki engeller nelerdir?” seklindedir. Bu

baglamda elde edilen bulgular Tablo 2’de gosterilmistir.

Tablo 2
Ogretmen Motivasyonunun Oniindeki Engeller
Alt Kodlar Katilimci Kodu
Temalar
Ekonomik kaygilar 91’ 02,03, 04,05, 07, 09,
012
Velilerin 8gretmene karsi olumsuz tutumu 01, 03, 04, 05, 06, 08, 09
Egitimin toplumda dnemini kaybetmesi 01, 02, 03, 06, 07, 011,
i’ 012
gc'o Toplumda égretmenin degersizlesmesi 02, 010, 011
w Okul-aile is birliginin yetersiz olmasi 04, 012
g Okulun sosyo-ekonomik diizeyi 05, 012
3 Velilerin 6grencilerin disiplin sorunlarina kayitsiz U
§' kalmasi 09,010
llgisiz, iletisime kapali veli 010, 012
Ogretmenin yaptigi ise saygli duyulmamasi 09
Velilerin gereksiz talepleri 012
Olumsuz égretmen haberleri 06
Ogrenci basarisinin disiik olmasi 02, 03, 05, 06, 08, 010,
011
Ogrenciden olumlu déniit alamamak 09, 010, 011
Meslegini sevmeyerek yapmak 02, 09, 011
N Degersizlik hissi 01,011
% Ogretmenin ruhsal durumunun kétii olmasi 09, 010
a0 Surekli ulasilabilir olmak 06, 012
uT: Ogretmenlerin bireysel olarak cabalamamasi 02, 05
:>; (?érencide normallesmis olumsuz davranislar 01
= Ogretmekten keyif almamak 09
Ogretmenin kendini baski altinda hissetmesi 03, 07
Ozbakim becerisi gelismemis 6grenciler 03
Tukenmislik sendromuna kapilmak 010
Okul icinde ve disinda birlikte vakit gecirebilecek 010
ogretmenlerin olmamasi
Okul idaresinin olumsuz tavri 04, 05, 06, 07, 08, 010,
= 012
?’o Surekli degisen miifredat 62, 03, 04, 67, 010
S Okulun fiziki sartlari 06, 08, 010, 011, 612
= Olumsuz okul iklimi 04, 05, 06, 010, 012
> Mesleki dejenerasyon 01, 62, 65
2 Okul idaresi ve 6gretmen arasindaki diyalog 09, 07

yetersizligi
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Sosyal etkinliklerin yetersizligi 04, 08
il-ilce capinda yapilan édiillendirmelerin yetersizligi 01, 010
Etkili hizmet ici egitim almamak 010, 012
Mesleki yipranma 01, 02
Fazla ve gereksiz evrak yiiki 010, 012
Ogretmenin kendine gelistirme firsati verilmemesi 011, 012
Ogretim lideri olarak mudiiriin yénlendirmemesi 06, 08
Zimreler arasi yaris 06, 08
Ogretmene gereksiz miidahale edilmesi 09
Koordinator 6gretmen olmamasi 04,
Noébet tutmak 04

Ders materyallerinin azlig 012

Tablo 2 incelendiginde, 6gretmen gorislerine gore, 6gretmen motivasyonunun onlindeki
engeller, toplumsal, bireysel ve mesleki olmak tzere Uc alt tema altinda gruplandiriimis daha sonra her
alt tema kendi icinde kodlara ayrilmistir. Ogretmenlerin gorislerine gére, gretmen motivasyonunun
onindeki engellerin basinda ekonomik kaygilar, velilerin 6gretmene karsi olumsuz tutumu ve okul
idaresinin olumsuz tavri gelmektedir. Ayrica siirekli degisen mifredat, olumsuz okul iklimi, egitimin
toplumda 6nemini kaybetmesi ve 6grenci basarisinin dislik olmasi, 6gretmenlerin motivasyonunun
ontindeki engellerden bazilaridir.

Ogretmen Motivasyonunun Oniindeki Toplumsal Engeller

Ogretmenlerin ekonomik kaygilarinin olmasi, toplumun goéziinde 6gretmenin degersizlesmesi,
velilerin 6gretmene karsi olumsuz tutum ve davranislari, 6gretmenler ile ilgili sosyal medyada ¢ikan
olumsuz haberler 6gretmenlerin motivasyonunun 6niindeki toplumsal engellerden bazilaridir. Her
koda iliskin en az bir 6gretmen gorisiine asagida yer verilmistir.

Ekonomik kaygilar. Ogretmenlerin motivasyonlarini kaybetmesinde ekonomik kaygilar biiyiik
onem tasimaktadir. Ekonomik kisitlanmanin, 6gretmenlerin motivasyonu uzerinde olumsuz yénde
etkili oldugu vurgulanmaktadir.

“Ekonomik sikintilar da motivasyonu etkiliyor. Tek maasli, kirada oturan, evli ve ¢ocuklu

oégretmenler icin maas artisi 6nemli bir motivasyon kaynadi olur. Ciinkii, etrafimda gérdiigiim

6gretmenlerin cogu ekonomik sebeplerden dolayi ¢esitli kanallara sevk olmus kimisi farkl farkli
yatirim enstriimanlari aramaya baslamis. Kemal Sunal’in égretmen oldugu bir film de imza
sana olarak égretmen pazarda limon satiyor, domates satiyor hesabi. Simdi de égretmenler
iste ne alayim ne satayim borsa mi altin mi bunlara kafalarini ¢cok yoruyor. Bu da asil egitim

isimize odaklanmamiza engel oluyor.” (07)

Toplumda 6gretmenin degersizlesmesi. Ogretmen motivasyonunun éniindeki bir diger engel
de toplumun goéziinde 6gretmenlik mesleginin itibar kaybetmesi ve toplumsal degerinin yitirilmesidir.

Bu bakis acisi 6gretmenlerin motivasyonlarini olumsuz yonde etkilemektedir.

578
J-EDUCAT: Journal of Educational Studies, Volume 4, Issue 1, 2026, p.570-598.



Ogretmen Motivasyonunun Oniindeki Engeller

“..6gretmen motivasyonu séyle, tepeden baslayarak saglanmasi lazim. Yani bu égretmenligi
tirnak icinde séyliiyorum, tekrardan béyle toplumda sunu asilamamiz lazim. Iste Hz. Ali'nin de
dedigi gibi iste bana bir harf égretenin kirk yil kélesi olurumdan nerelere gelindi? Bunu tepeden
baslayarak, daha Milli Egitim Bakanligi'ndan baslayarak 6gretmenligin, nasil séyleyeyim size

bu, degerini tekrar hissettirmemiz lazim iilkede.” (02)

Velilerin 6gretmene karsi olumsuz tutumu. Velilerin 6gretmene karsi gostermis olduklari
olumsuz tutum ve davranislar, 6gretmen motivasyonun kaybinin 6nemli sebeplerinden birisi olarak
gorulmektedir.

“Oncelikle 6gretmenin motivasyonunu en cok kiran seylerden birisi veli. Ogretmen-veli iliskisi.

Velilerin asiri derecede egitimin icerisinde kendini var olma hissiyatinin verdigi zorunlulukla

beraber 6g§retmeni bir baski altina almasi...” (03)

“Velilerin 6gretmene bakis agisi 6gretmenle iletisime giris durumu ya da sonuglarinda bir sinav

sonucu olur ya da ¢ocukla ilgili bir sorun olur. Bunun sonucunda bize karsi tutumlari, bizim hem

sinifa hem de é§retmenlige karsi motivasyonumuzu etkiliyor.” (06)

Egitimin toplumda 6nemini kaybetmesi. Ogretmenlere gére, egitimin toplumun goziinde
6nemini kaybetmesi ve degersizlesmesi, 6gretmen motivasyonunun éniindeki engellerden birisi olarak
gorilmektedir. Egitimin itibarsizlastirilmasinin motivasyon distkligline sebep oldugu vurgulanmistir.

“Yani insanlar iste ne var 6gretmenlik iste 6gretmen olsa da olur olmasa da olur yani ben de

iyisini biliyorum ¢ocugum daha iyi olmali. Onemli olan benim cocugum ya da iste en ufak bir

sikintida 6§retmene karsi olumsuz bir tavir takinma gergeklesiyor.” (06)

Okul-Aile isbirliginin yetersiz olmasi. Ogretmen motivasyonunun dniindeki engellerden birisi
de okul ve aile isbirliginin az veya yetersiz oldugunun distintilmesidir.

“Ama aile isinin igerisine girmedigi zaman bu bizim motivasyonumuzu diisiirebiliyor. Veli 6dev

istiyor, sen ¢ok fazla 6dev verip cocugu bunaltmak istemiyorsun. Bunlar benim igin hepsi engel.”

(04)

Olumsuz 6gretmen haberleri. Sosyal medyada ve dijital platformlarda ¢ikan 6gretmen
aleyhinde yapilan olumsuz haberlerin, 6gretmenlerin motivasyonunu duslrdigli ve motivasyon
kaybina sebep oldugu distinilmektedir.

“Dijital kaynakli, yani haberlerin égretmenler éniindeki dederini verilen kiymeti diisiirdiigiinii

diisiintiyorum ben. Ciinkii en ufak bir olumsuz noktayi bile bizim icin haber yapabiliyorlar. O

ylizden bunun sosyal erisim agisindan da ¢ok kullanilir oldugu igin insanlar géziindeki degerimizi

de diistirtiyor.” (06)

Velilerin 6grencilerin disiplin sorunlarina kayitsiz kalmasi. Ogretmen motivasyonunun

onlindeki engellerden bir tanesi de velilerin, 6grencilerin okuldaki disiplin sorunlarina karsi yetersiz ve
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kayitsiz kalmasidir. Velilerin, 6grencinin disiplin sorunlarina karsi isbirligine yanasmamalari, 6gretmen
icin blylk problem olmakta ve 6gretmenin motivasyonunu énemli dl¢lide diisirmektedir.

“..Odrenci velilerinin disiplin sorunlariyla karsilasildiginda is birliine yanasmamalari bence

biiyiik sikinti yaratiyor...” (010)

Ogretmenin yaptig1 ise saygi duyulmamasi. Ogretmenlik meslegi yizyillardir insanoglunun
kutsal mesleklerinden birisi olmustur. Ancak ginimizde 6gretmenlik mesleginin itibarinin
dismesinden kaynakli, 6gretmenin yaptigl ise saygl duymamak oOgretmenlerin motivasyonlarini
disiren sebeplerden birisi haline gelmistir.

“..Velilerin ¢ogu zaman durmasi gereken yerde durmamasi ve yaptigimiz ise saygi

duymamalari benim sahsi motivasyonum cok fazla engelleyen seylerden bir tanesi.” (09)

llgisiz, iletisime kapali veli. Ogretmen motivasyonunun éniindeki engellerden bir tanesi de
ilgisiz ogrenciden cok ilgisiz veli ile muhatap olunmasidir. Ogretmenin muhatap olacagi veliyi
bulamamasidir. Velinin ilgisiz ve iletisime kapali olmasi 6gretmenin motivasyonunu disiren
sebeplerden birisi olarak goérilmektedir.

“..llgisiz iletisime, kapali 6grenci velileri. Bunlarla birlikte, 6§retmenin zamanini fazlasiyla

calyorlar...” (010)

Velilerin gereksiz talepleri. Velilerin 6gretmenlerin gorevleri disinda beklenti icine girmeleri ve
buna yonelik talepte bulunmalari da 6gretmenin motivasyonunun diismesinin nedenlerinden birisi
olarak gortlmektedir.

“Velilerin egitim 6gretim faaliyetleri disindaki talepleri. Eve geldikten sonraki WhatsApp

yazismalari.” (012)

Okulun sosyo-ekonomik diizeyi. Ogretmen motivasyonunun éniindeki engellerden birisi de
okulun sosyo-ekonomik diizeyi olarak gorilmektedir.

“Dis motivasyon faktérlerinde, okulun sosyoekonomik diizeyi de 6nemlidir. Bu engeller aslinda

biitiin bu ilk soruda séyledigimiz motivasyon énciilerinin olmamasinin yani sira sosyoekonomik

olarak olan égretmenin kendini gelistirememesi, sosyal anlamda bu gelisiminin desteklenmesi

bu motivasyonun maalesef ket vuran égeleridir.” (O5)

Ogretmen Motivasyonunun Oniindeki Bireysel Engeller

Ogretmenlerdeki degersizlik hissi, 6grenci basarisin disiik olmasi, meslegi sevmeyerek
yapmak, 6gretmenin kendini baski altinda hissetmesi gibi bireysel nedenler 6gretmen motivasyonunun
onindeki engellerden bazilaridir. Her koda iliskin en az bir 6gretmen goriisiine asagida yer verilmistir.

Degersizlik hissi. Ogretmenlerin meslegini yerine getirirken kendilerini degersiz hissetmeleri

motivasyon kayiplarindan birisi olarak gortilmektedir.
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“Veliler, cocuklar 6gretmene deger vermeli. Ogretmenin yaptidi her seyin cocuklarin iyiligi icin
oldugunu anlamallar. Mesleki degerin yaninda ekonomik olarak da édretmen
6zgiirlestirilmeli.” (01)

Ogretmenin ruhsal durumunun koétii olmasi. Ogretmen motivasyonunun oniindeki
engellerden bir tanesi de 6gretmenin kendisini ruhsal agidan iyi hissetmemesi olarak gérilmektedir.

“Onun disinda huzurlu ve mutlu bir hayat yasiyor olmak, huzurlu ve mutlu bir hayatin iginde

olmak bu meslekteki yine ikinci 6nciil bana gére motive eden ikinci énciil ¢linkii. Bunlar cocuga

direk olarak huzurlu auralar, mutlu aurolar ¢ocudga direk olarak yansiyor. Huzursuz ev
ortamindan sikintili gelmis bir 6gretmenin ¢ocuda yansittigi seylerin ¢ok pozitif olabilecegine

inananlardan degilim.” (09)

Ogrenci basarisinin diisiik olmasi. Ogretmen motivasyonunun éniindeki engellerden birisi de
dgrenci basarisinin diisiik olmasi olarak gériilmektedir. Ogrencinin basarili ya da basarisiz olmasinin
ogretmenlerin motivasyonunun Uzerinde etkisi oldugu ortaya cikmaktadir.

“Ogrenci basarisi beni motive eder. Onun disinda ders iceriklerindeki aldiGimiz, derslerde

aldigimiz geri déniikler, 6grenci basarilari, égrencilerin egitiminin sonunda geri déniitlerimiz

bizi motive eder. Daha dogrusu 6grenci mutlulugu asil bizi motive eden sey, 6yle diisiinliyorum.

Bunlarin olmamasi 6§renci basarisinin diisiik olmasi motivasyonumu direk etkiler.” (03)

Ogrencide normallesmis olumsuz davranislar. Ogrencilerin olumsuz davranislarinin
O6gretmenin motivasyonunu etkiledigini ve olumsuz 6grenci davranislarinin motivasyon kaybina neden
oldugu distnilmektedir.

“Cocuklardaki normallesmis olumsuz davranislar motivasyonu diisiiren unsurlardan biri. Clinkii

beni en ¢ok cocuklarda gérdiigim olumlu davranislar ve gelismeler motive eder.” (01)

Ogretmekten keyif almamak. Asil gérevi 6gretmek olan dgretmenlerin farkli sebeplerden
otliri 6gretmekten keyif almamalari, motivasyon engellerinden biri olarak gérilmektedir.

“Cocuklarla iletisimden gergekten keyif alan bir kisilik ézelligine sahip olmak, yani kimisi bir sey

o6dgretmeyi ¢ok sevmez. Yani ¢ocuga da biiyiige de de eriskine de bir sey 6gretmekten haz

duymaz ve motivasyonu diiser. Ogretmenin verdi§i hazzi yasayan bir kisilik ézelligine sahip

olmak gerekir.” (09)

Ogretmenin kendisini baski altinda hissetmesi. Ogretmen motivasyonun &6niindeki
engellerden birisi de 6gretmenin kendisini baski altinda hissetmesi olarak gortlmektedir.

“Bu projeleri yetistirmek kendimi baski altinda hissediyorum, dayatma projeler diyorum ben

buna. Bunlarin zaten daha iyilerini biz okullarda yapiyoruz ama bunun evrak dékiimii bana biraz

gostermelik geliyor agikcasi benim igin en biiyiik motivasyonumu bozan sey angarya isler.” (07)
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Meslegini sevmeyerek yapmak. Her meslekte oldugu gibi 6gretmenlik mesleginde de isini
sevmeyerek yapmak hem kendi hem de diger c¢alisanlarin gbziinde motivasyon kaybina sebep olabilir.
Ayrica bundan kaynakh olumsuz 6gretmen davranislari, 6gretmen motivasyonunun oniindeki engel
olarak gortlmektedir.

“..Meslegini sevmeyen bu yiizden olumsuz G6dgretmen davranislari gibi sebepleri

siralayabilirim.” (07)

Ogrenciden olumlu déniit alamamak. Ogretmen motivasyonunun éniindeki engellerden bir
tanesi de 6grenciden olumlu doénit alamamak olarak gérilmektedir.

“Sonrasinda 6grenciden gelen déniit ok 6nemli benim igin. Yeterli geri bildirim almayan biri

dgretmenin veriminin diistiigii kanaatindeyim.” (011)

Ozbakim becerisi gelismemis 6grenciler. Ogretmen motivasyonunun éniindeki engellerden
birisi de, 6zbakim becerisi gelismemis 6grencilerin egitim ve 0Ogretim slirecini aksatmasi olarak
gorulmektedir.

“Glinliik yasam becerilerini edinememis dgrenciler olarak en ¢cok karsilastigim sene bu sene. Su

an hala bir sinif okutmaktayim ve bunu cok asiri derecede gézlemliyorum. Kendi ¢antasini

tastyamayan, kendi istiinii giyemeyen, ayakkabisini baglayamayan, artik onu da gectim kendi
yemedini yiyemeyen dGgrenciler yetismekte su an. Su an 6yle égrenciler geliyor. Tabii ki bu
becerileri de kazandirmak igin elimizden geleni yapiyoruz ama bir yere kadar. Bu da sizin sinif

icerisindeki motivasyonunuzu engelliyor.” (03)

Siirekli ulasilabilir olmak. Ogretmenlerin siirekli ulasilabilir olmasi, gece-giindiiz kendisine 6zel
alan kalmadigi disiincesi 6gretmen motivasyonun 6niindeki engellerden birisi olarak gériilmektedir.

“Yani veliler ile siirekli iletisim icinde olmamiz glinliik hatta saatlik bazen telefon numaralarimizi

verdigimiz icin anlik. Yani o an aklima gelen sey bana yazabiliyor. Evet durumlar onun yazdigi

mesaj ya da iste glin icinde ¢cocukla ilgili bir durum oldu bunu konustuk veliyle ama eve gittikten
sonra beni arayabiliyor. Hocam bu béyle miydi iste béyle uygun oldu mu sizce seklinde yine

motivasyonumu engelleyebiliyor.” (06)

Tiikenmisglik sendromuna kapilmak. Ginimiz yasam sartlarinin zorluguna bagh olarak
ogretmenlerin kendilerini yetersiz hissetmesi ve tlkenmislik sendromu yasamalari 6gretmen
motivasyonunun 6nindeki engellerden birisi olarak goriilmektedir.

“..Ve tiikenmislik sendromuna kapiimak.” (010)

Okul iginde ve disinda birlikte vakit gegirebilecek 6gretmenlerin olmamasi. Ogretmen
motivasyonunun oniindeki engellerden birisi olarak 6gretmenlerin okul ici ve okul disinda yetersiz vakit

gecirmesidir.
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“Okul idaresinin hem okul icinde hem okul disinda 6gretmenlerinin motivasyonlarini artiracak

ortamlar hazirlamasi bence etkilidir.” (010)

Ogretmenlerin bireysel olarak g¢abalamamasi. Ogretmen motivasyonunun oniindeki
engellerden birisi de 6gretmenlerin bireysel olarak caba géstermemesi bunun yerine farkh kisilerden,
idareden ya da merkezi yonetimden destek beklemesi motivasyon kaybina sebep olarak
gorilmektedir.

“Oncelikle ic motivasyon égretmenin kendini gelistirmesiyle, kendi icinden gelen istekle,

egitimiyle, diisiinceleriyle alakali iken, dis motivasyon da bunlari etkileyen faktérlerdir.” (O5)
Ogretmen Motivasyonunun Oniindeki Mesleki Engeller

Ogretmen motivasyonunun éniindeki mesleki engeller miifredatin siirekli degismesi, mesleki
dejenerasyon, olumsuz okul iklimi, ziimreler arasi yaris gibi nedenlerdir. Her koda iliskin en az bir
O0gretmen gorisline asagida yer verilmistir.

Mesleki dejenerasyon. Ogretmenlerin goriislerine gére mesleki dejenerasyon 6gretmen
motivasyonunun 6nindeki engellerden birisi olarak goriilmektedir.

“Yani s6yle, 17 yilik meslek hayatimda sunu gérdiim. Mesleki yipranma her meslekte oluyor

tabii. Buna badli olarak mesleki dejenerasyon da séz konusu olabiliyor.” (02)

Nobet tutmak. Ogretmenlerin sinif icinde gorevlerinin disinda, sinif disinda nébet tutmanin,
ekstra yorulmaya bunun akabinde performanslarinin diismesine, bundan dolayr da motivasyon kaybi
yasamalarina neden oldugu disinilmektedir.

“..Ya da biz mesela nébet tutuyoruz. Nébet tutmak da bizim motivasyonumuzu ¢ok diisiiren bir

sey. Nébet tutmayalim da. Onun haricinde sadece nébetgi 6gretmen statiisiinde bir kadro

agilmali diye diisiiniiyorum mesela. Bu bir meslek olmali yani. Ben ¢iinkii siirekli teneffiislerde

ayakta durdugum zaman o giin performansim ¢ok diisiik oluyor mesela.” (04)

Ders materyallerinin azligi. Ogretmen motivasyonunun éniindeki engellerden bir tanesi de
sinif icerisinde ders materyallerinin azlig1 olarak goérilmektedir.

“...Maddi ve manevi yetersizlikler. Kaynak kitap bile aldiramamak.” (012)

Okul idaresi ve 6gretmen arasindaki diyalog yetersizligi. Okul idaresinin 6gretmeni ile yeterli
ve gerekli diyalogu kurmamasi, bu diyalog eksikligine karsi iletisim problemlerinin olmasi 6gretmen
motivasyonun 6nindeki engellerden birisi olarak gorilmektedir.

“Idareci ve 6§retmen diyalogunun gergin olmasi 6gretmen motivasyonunu ¢ok fazla engelleyen

seylerden bir tanesi.”

Sosyal etkinliklerin yetersizligi. Ogretmen motivasyonunun éniindeki engellerden birisi sosyal

etkinliklerin yetersizligi olarak diistiniilmektedir.
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“Ama sizi desteklemiyorsa sadece egitim olarak degil, 6gretim olarak da sportif etkinlikler
olabilir, kiiltiirel etkinlikler olabilir, geziler olabilir. Yani bunu sadece ders olarak bakmamak
lazim. Bunlar da size destek oluyorsa siz de motive bir sekilde derslere gidebiliyorsunuz. Bazi
okullarda, mesela calistigim okullarda iste idareciler gezilere destek vermiyor. Bu sefer
cocuklarin kiiltiir anlaminda geride kaliyorlar.” (08)

Etkili hizmet i¢i egitim almamak. Ogretmen motivasyonun éniindeki engellerden bir tanesi de
yeterli ve etkili hizmet igi egitim almamak ve verilen hizmet igi egitimin beklentiyi karsilamamasidir.

“..Gergekten de islerine yarayabilecek béyle hizmet ici egitimler almak.” (010)

Ogretmene gereksiz miidahale edilmesi. Gérev tanimindaki yiikiimliiliikleri yerine getiren, hali
hazirda okulda bulunan 6gretmenlere okul idaresinin yapmis oldugu gereksiz miidahaleler, 6gretmen
motivasyonunu disliren sebepler arasinda gorilmektedir.

“..Odretmenin birazcik yaptidi ise fazla miidahil olunmasi, benim motivasyonumu ¢ok fazla

diisiiren seylerden bir tanesi.” (09)

Mesleki yipranma. Ogretmenlerin mesleki yasamlarinda karsilastiklari stres, tiikenmislik ve
motivasyon kaybi gibi durumlar 6gretmenlerin mesleki yipranmasina sebep olmaktadir.

“..Maddi ve manevi yénden meslegin bozuldugunu, giivenin ve istegin azaldigini

disiiniiyorum.” (01)

Fazla ve gereksiz evrak yiikii. Ogretmen motivasyonun 6niindeki engellerden bir tanesi de
o0gretmene yliklenen fazla ve gereksiz evraklardir. Gorev tanimi disinda evraklarla ugrasmak, angarya
is olarak gorilmekte ve 6gretmenleri gereksiz yordugu distntlmektedir.

“Gereksiz evrak isleri dersler disinda égretmene yliklenilen projeler, raporlar. Bunlarla birlikte

dgretmenin motivasyonunu ¢ok diisiiriiyor. Odretmenin zamanini fazlasiyla ¢aliyor.” (010)

Okulun fiziki sartlan. Okulun fiziki sartlarinin 6gretmenlerin motivasyonlari lizerinde dogrudan
ve dolayli olarak etkili oldugu disliniimektedir. Fiziki ortamin yetersizligi, 6gretmenin hem psikolojik
iyi olusunu hem de mesleki verimliligini olumsuz etkilemektedir.

“Ornegin 6§retmen bir drama yapmak istiyorsa okulda bir drama salonunun olmasi. O§retmen

bir miizik ¢calismasi yapmak istiyorsa bir miizik salonunun olmasi ve malzemelerinin olmasi

dgretmenin motivasyonu etkilemektedir.” (O8)

Koordinatér 6gretmen olmamasi. Ogretmenlerin motivasyon kayiplarindan birisi olarak,
o0gretmenleri yonlendirecek ve yol gosterecek koordinator bir 6gretmenin olmamasi ifade edilmis ve
yonlendirmenin motivasyonu etkileyecegi belirtilmistir.

“...bence okullarin her birinde bir tane koordinatér 6gretmen olmali. Bu koordinatér égretmen

ayni zamanda bizim sadece problemler (izerine degil de biz bu isi daha nasil etkili yapabiliriz

tizerine belli noktalarda biz mesela 6yle géstermelik toplantilar degdil de onunla bir arada oturup
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bunlar iizerine konusup atiyorum. Uzerine konusup neler yapabilecedimizi énceden belirleyip

planlarsak daha fazla motive bir sekilde derslere girebilecegimizi diisiiniiyorum. Yani bu

koordinatér-6gretmen fikri hep vardir bizde...” (04)

Siirekli degisen miifredat. Ogretmen motivasyonun éniindeki engellerden birisi de siirekli
degisen mifredat, yeni mifredata alisma siiresi, yeterli bilgi ve deneyim elde edememe gibi konulardir.
Ogretmenlere gére bu durum motivasyon lizerinde oldukga etkili olmaktadir.

“Stirekli planlar degistiriliyor. Mevzuat degistiriliyor, yonerge degistiriliyor. Ayni hiikiimet

olmasina ragmen siirekli egitim politikalari degistiriliyor. Stabil bir egitim politikasi yok. Evet.

Tabii, ben simdi sinif 6gretmenligi icin konustugum zaman. Yani son 15 yilda bir siirii sey degisti.

isin icinde oldugumuz icin séyliiyorum. Evet. Yani iste 50 yildir dedisiyor, bambaska bir sey

geliyor. 4 arti 4 geliyor. Evet, bu diyorlar, bu kétii. Baska bir sey tartisiliyor. istenilmis olmadidi
zaman tabii ki uzun vadede bunun déniitiinii alamiyoruz ag¢ik¢asi. Olumsuz yénde aliyoruz.”

(02)

il-ilge capinda yapilan 6diillendirmelerin yetersizligi. Ogretmen gorislerine gére 6gretmen
performanslarinin 6dillendirme azligi ve takdir edilme sikhigi 6gretmen motivasyonun onlndeki
engellerden birisi olarak distintlmektedir.

“Hem maddi hem manevi agidan desteklendigimi gérmek bana motivasyon saglar. lice veya il

capinda yapilan édiillendirmeler de etkili. Calistigim bazi okullarda bunlari hissettim. Ayrica

mesleki deger agisindan 'baségretmen’, 'uzman Ggretmen' gibi unvanlar da motive edici

olabilir.” (01)

Olumsuz okul iklimi. Ogretmenlere gére calistiklari okul ortaminda yasanan olumsuzluklar,
olumsuz okul iklimi ve kendilerini rahat hissetmemeleri 6gretmen motivasyonunun onilindeki
engellerden birisi olarak gortlmektedir.

“Ogretmen motivasyonu ilk olarak okul iklimine bagli oldugunu diisiiniiyorum. Gérev yaptiginiz

okulun iklimi cok 6nemli...” (04)

“...0lumsuz okul iklimi ciddi oranda motivasyonumuzu zedelemektedir.” (O5)

Okul idaresinin olumsuz tavri. Ogretmen motivasyonun dniindeki engellerden bir tanesi de
okul idaresinin 6gretmenine karsi olumsuz davranislari, tutumlari olarak gériilmektedir. Ogretmenlerin
¢ogu, idarenin bu tavrinin motivasyonlarini dogrudan etkilediklerini belirtmislerdir.

“..Daha sonra idare geliyor. idare sizin arkanizda olursa size yaptiginiz etkinliklerde calismalara

destek verirse gayet basarili bir sekilde ilerliyorsunuz. Nasil saglanir? En basta idareyle saglanir.

[darenin égretmenler icin olusturacadi tiim olumlu érnekler, tiim ortamlar 6Gretmeni motive

eder. Ornedin 6gretmen bir drama yapmak istiyorsa okulda bir drama salonunun olmasi.

Ogretmen bir miizik calismasi yapmak istiyorsa bir miizik salonunun olmasi ve malzemelerinin
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olmasi. Evet. Onun disinda yine 6gretmen bir kurs vermek istiyorsa bununla ilgili idarenin destek

olarak gerekli yerlerle gériismesi...” (O8)

Ziimreler arasi yaris. Ogretmenlere goére ziimreler arasindaki kiskanclik, haksiz rekabet
durumlari ortak galisma ve is birligi ruhunu zayiflatabilir ve motivasyonu dislrebilir. Rekabetin is
birligini gblgelemesi ve olumsuz ortam olusturup motivasyonu dislirdigi diisiinilmektedir.

“Onun disinda diger 6gretmen arkadaslar da siirdiiriilebilir egitimde, motivede paydas

oluyorlar. Onlar eger sizinle beraber ayni etkinliklerde yer almak isterlerse daha zevkli bir egitim

ortami oluyor. Ziimre isbirligi mi diyorsunuz? Ziimre isbirligi, aynen. Bu nedenle mesela kéy
okullarinda bu biraz daha zor olabiliyor. Clinkii tek ziimre olundugu igin bilgi alisverisi yapilacak
diger bir arkadas olmayabiliyor. Bu anlamda biiyiik okullar daha avantajl diye diisiiniiyorum.

K6y okullari biraz daha bu konuda dezavantajli. Onlar da diger okullarla belki isbirligi

yapilabilir...” (08)

Ogretim lideri olarak miidiiriin yonlendirmemesi. Ogretmen motivasyonunun éniindeki
engellerden birisi olarak okul muduaridnidn yeterli yonlendirme yapmamasi, 6gretim lideri olarak
ogretmenlere yoneticilik yapmamasi olarak gortlmektedir.

“Stirdiirtilebilir olmasinin en énemli bas destedi ben yine idare olarak gériiyorum. idare tiim

ortamlari hazirlarsa 6gretmen zaten onu yapmak icin elinden gelen biitiin motivasyonunu

saglayacaktir. Yani bir dgretim lideri olarak okul midiiriiniin destek olmasi gerekir.

Yéneticilikten ziyade liderlik yapmasi lazim, 6Gretim liderligi yapmasi gerekiyor.” (O8)

Tartisma ve Sonug

Ogretmenlerin motivasyonlar {izerinde negatif etki yaratan unsurlar tespit etmek ve séz
konusu etkileri minimize etmeye yonelik ¢6ziim 6nerileri sunmak amaciyla gerceklestirilen bu ¢alisma,
nitel arastirma metodolojisiyle tasarlanmistir. Elde edilen bulgular dogrultusunda, 6gretmenlerin
motivasyon kaybina sebebiyet veren temel kaynaklarin; mevcut egitim sistemi ve uygulanan politikalar,
veli tutumlari, okul idarecileri, 6grenci yaklasimlari ve meslektaslar arasi iliskiler oldugu saptanmistir.

Calisma grubu kapsaminda elde edilen sonuglar, genel egitim politikalari baglaminda 6gretmen
motivasyonunu olumsuz etkileyen unsurlar arasinda; 6gretim programlari ile mifredatin sik¢a revize
edilmesi, meslegin sosyo-ekonomik getirisinin yetersizligi ve toplumsal prestijindeki gerileme oldugunu
gostermistir. Bu sonug, egitim politikalarinin ve mesleki kosullarin 6gretmenlerin motivasyonu
Uzerinde dogrudan etkili oldugunu ortaya koymaktadir. Bunlarin yani sira birokratik islemlerin
yogunlugu, okul 6ncesi kademesinin zorunlu egitim kapsaminda bulunmamasi, okullardaki yardimci
personel eksikligi, ders materyallerinin niceliksel yetersizligi ve o6gretmenlerin 6zlik haklarindaki
noksanliklar bu kategorideki temel etkenler olarak o6ne c¢ikmaktadir. Bu bulgular, 6gretmen

motivasyonunun ¢ok boyutlu ve hem yapisal hem de mesleki kosullara baglh oldugunu ortaya
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koymaktadir. Veli kaynakl motivasyon distrtci faktorler incelendiginde ise; ebeveynlerin ¢cocuklarina
karstilgisiz ve sorumsuz tutumlari, egitsel sireclere katki sunmamalari veya tam tersine siirece midahil
olarak 0Ogretmen (izerinde baski kurmalari dikkat c¢ekmektedir. Bu durum, &gretmenlerin
motivasyonunu etkileyen faktorlerin yalnizca kurum ve mesleki kosullarla sinirl olmadigini, aile katilimi
ve ogrenci-veli iliskilerinin de belirleyici oldugunu ortaya koymaktadir. Ayrica, 6gretmene yonelik
sikdyet mekanizmalarinin kullanilmasi ve suclayici yaklasimlarin sergilenmesi de velilerden
kaynaklanan diger 6nemli sorunlardir.

Calisma grubu baglaminda elde edilen sonuglar, okul yoneticilerinden kaynaklanan ve
O0gretmen motivasyonunu zayiflatan unsurlar arasinda; egitimcilere yonelik kullanilan nezaketsiz
iletisim dili ve Uslup sorunlari oldugunu goéstermistir. Bununla birlikte, 6gretmenlerin karsilastigi
mesleki glicliiklerde idarecilerin dayanisma sergilememesi, sorunlarin ¢oziimiinde yapici bir yaklasim
benimsememesi ve elde edilen basarilarin takdir edilmemesi motivasyonu olumsuz etkilemektedir.
Ayrica yonetim sireclerinde sergilenen baskici tutumlar, firsat esitligine aykiri ve adaletsiz uygulamalar
ile yoneticilerin isin gerektirdigi mesleki donanim ve liyakatten yoksun olmalari, 6gretmenlerin
motivasyon kaybi yasamasindaki temel idari faktorler olarak saptanmistir. Derslere karsi ilgisiz ve
isteksiz olma, egitim-6gretim icerisindeki faaliyetlerinden daha ¢ok egitim-6gretim disi faaliyetlerle
ilgilenme, hazirbulunuslugunu 6grenme icin yeterli diizeye getirmeme, dikkat siiresi kisalig 6grenci
kaynakli faktérlerdir. isbirligine yanasmama ve yapilan ¢alismalara destek olmayip olumsuz elestiri
yapma, kiskanclik iceren rekabet anlayisi ve kendinden daha az calisma siiresi bulunan arkadaslarina
kidem baskisi yapmak, meslektas kaynakh faktorler olup tiim bu faktorlerin 6gretmenlerin okul
ortaminda motivasyonlarini distrduikleri sonucuna ulasiimistir.

Calisma grubu baglaminda elde edilen sonuglar, literatiirde yer alan 6nceki arastirmalarla
(Cosgun, 2019; Ertiirk ve Aydin, 2017; Karabag Kése vd., 2018) karsilastirildiginda, bulgularin genel
itibariyla 6rtiistigli, ancak bazi noktalarda ayristigi gérilmiistiir. Ogretmenlerin okul iklimi icerisinde
motivasyon diizeylerini dislren etkenler baglaminda ilgili ¢alismalar incelendiginde; "6gretmen
motivasyonu onlindeki engeller" bashgi altindaki toplumsal nedenler temasina dair ulasilan verilerin,
alan yazindaki sonuglarla paralellik arz ettigi saptanmistir. S6z konusu toplumsal nedenler temasi
kapsaminda 6ne ¢ikan bulgulardan biri, gretmenlerin yasadigi ekonomik kaygilardir. Literatiirde Unsal
ve Ustiin (2024) ile Can (2019) tarafindan yiiriitiilen calismalar da bu bulguyu destekler nitelikte
sonuclar ortaya koymustur. Unsal ve Ustiin (2024) calismasinda, diisiik maddi kazancin 6gretmen
motivasyonunu olumsuz etkiledigi, paranin konustugu devirde ekonomik kaygilarinin fazla oldugu ifade
edilmektedir. Can’in (2019) calismasinda ekonomik sorunlarin 6gretmen motivasyonunu etkiledigi
maastaki artisin motivasyon (zerinde etkili oldugu belirtilmistir. Bu durum godstermektedir ki,

ekonomik kaygilarin olmasi, maasin yetersiz bulunmasi 6gretmen motivasyonunun éniindeki énemli
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bir engel olarak goriilmekte ve motivasyonlarinda disise sebep olugu distnilmektedir. Alanyazinda
McDowal ve Schaughency (2016) da ¢alismasinda, ayni sonuglara ulasmistir. Ogretmen maaslarinin
iyilestirilmesi gerektigi vurgulanmakta ve maddiyatin motivasyon kaybina sebep oldugu
disinidlmektedir.

Senaras ve Cetin (2018) tarafindan yapilan ¢alismada, ebeveynlerin 6gretmenlerle olan
miinasebetlerinde hassasiyet gostermeleri gereken cesitli hususlar Gzerinde durulmustur. Buna gore
anne ve babalarin, ¢cocuklarinin gelisim evrelerinde okulun isleyisine veya 6gretmenlerin profesyonel
alanina midahale etmeksizin stirece dahil olmalari ve is birligi icerisinde hareket etmeleri temel bir
gerekliliktir. Esasen okul-veli arasindaki bu es glidim, akademik basariyi artirmasinin yani sira
ogrencilerin sergiledigi davranissal problemlerin de 6nemli 6l¢clide azalmasina zemin hazirlamaktadir.
Ancak arastirmada, bu olumlu tablonun velilerin siniftaki egitimciye yonelik nezaket sinirlarini ihlal
eden, yargilayici ve miidahaleci davranislariyla degil; aksine hem 6gretmene hem de 6grenciye karsi
bilingli, duyarh ve yapici bir tutum sergilemeleriyle miimkiin olabilecegi belirtilmistir. Ozetle, siirecin
basarisi, velilerin okuldaki egitim-6gretim faaliyetlerini takip ederek destekleyen ve pekistiren bir rol
Ustlenmelerine baghdir. Sonuc olarak, velilerin ¢ocuklarinin egitim silirecinde 6gretmenlerle is birligi
icinde ve saygili bir sekilde hareket etmeleri cok 6nemlidir. Okul ve aile arasinda bu uyum saglanirsa,
hem 6grencilerin akademik basarilari artar hem de davranissal sorunlar azalabilir. Bunun olabilmesi
icin velilerin miidahaleci veya yargilayici degil, bilingli ve yapici bir tutum sergilemesi gerekmektedir.
Kisacasl, slirecin basariyla ilerlemesi, velilerin okuldaki egitim-6gretim faaliyetlerini desteklemelerine
bagli.

Galisma grubu baglaminda elde edilen sonuglar, egitimin toplumda énemini kaybetmesi ve
degersizlesmesi, 0©gretmenler tarafindan motivasyon kaybinin sebeplerinden birisi olarak
gorilmektedir. Velilerin is birligi yapma konusunda eksik kalmasi ve o6gretmene yeterli destegi
vermemesi 6gretmen motivasyonunun onilindeki engellerden birisidir. Kagan vd.’nin (2019), velilerin
egitim slirecine katimini engelleyen nedenleri inceledigi arastirmada, ebeveynlerin uygun olmayan
tutum ve davranislarinin aile katilimini engelleyen bir etmen olarak 6gretmenlerce gorilmedigi
bulgusu, bu arastirma bulgularindan farklilasmaktadir. Ayrica ilkokullarda yasanan 6gretmen-veli
iliskisindeki sorunlarda velilerin okulda yapilan egitim hakkindaki bilgilerinin eksikligi, rol karmasasi
yasamalari, egitim isini okula birakarak is birligine ihtiya¢c duymamalari, medyada 6gretmenlerle ilgili
cikan haberler, sosyal medya aracglarinin yanhs amaglar icin kullanilmasinin da etkili oldugu
duslintlmektedir.

Arastirmacilar, 6gretmenlerin medya lzerindeki temsil bicimlerinden rahatsizlik duyduklarini
ve bu durumun motivasyonlarini negatif etkiledigini vurgulamislardir. Katilimcilarin buytk bir kismi,

haberlerde 6gretmenlik mesleginin daha ¢ok siddet, taciz ve ihmal gibi olumsuz igeriklerle (Glingor ve
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Saltiirk, 2021) giindeme gelmesinin kendilerini yiprattigini belirtmektedir. Bu tarz olumsuz igerikler
o0gretmenlerin zamanla motivasyonlarini yitirerek verimliliklerinin azalmasina neden olabilir. Oysa
motivasyon, 6rgiitiin arzu edilen hedeflerine ve amaclarina ulasmasini saglayan psikolojik bir stirectir.
Motivasyon, bir érgltte calisanlari cekmenin ve elde tutmanin yani sira, onlari en verimli ve etkili
sekilde calismaya tesvik etmenin en 6énemli yollarindan biridir (Rahman vd., 2016). Ote yandan
Yurtseven (2019), 6gretmenlerin mesleki mutlulugunun sadece dis faktorlerle sinirl kalmadigini; okul
kiltlirt, yonetim tarzi, orgiitsel adalet duygusu ve fiziki imkanlar gibi okul ici dinamiklerin yani sira
mesleki yorgunluk ve ¢esitli demografik degiskenlerden de dogrudan etkilendigini ifade etmistir. Sonug
olarak, olumsuz kosullar, ©gretmenlerin zamanla motivasyonunu duslrip verimliliklerini
azaltabilmektedir. Motivasyon ise yalnizca 6diil ya da cezaya bagl degil; 6gretmenler, okulun kdlturd,
yoneticilerin yaklasimi, adalet duygusu, fiziki olanaklar ve kendi mesleki yorgunluklari gibi pek ¢ok
etkenden dogrudan etkilenmektedir. Bu nedenle hem kisisel ¢aba hem de okul i¢i ortam,
o0gretmenlerin islerini istekli ve verimli yapmalarinda kritik rol oynuyor denilebilir.

Alan yazin incelendiginde, 6gretmen motivasyonunu sekillendiren faktorlerin ¢ok boyutlu
oldugu gorilmektedir. Aktekin ve Kuzucu (2019), agir is yiki, yetersiz fiziki ve ekonomik sartlar ile
mesleki sayginlik kaybi gibi unsurlarin motivasyonu zayiflattigini saptamistir. Ote yandan, Addison ve
Brundrett (2008) basarili ve istekli 6grencilerin, 6gretmenleri motive ettigini savunurken; Akman
(2018) okulun fiziki imkanlarinin is motivasyonu tzerindeki etkisine dikkat ¢cekmistir. Arastirmalarda;
adil bir ydonetim, glicli sosyal dayanisma, teknolojik donanim, uygun sinif mevcutlari ve veli destegi gibi
olumlu okul iklimi bilesenlerinin motivasyonu artirdigi sonucuna ulasiimistir. Motivasyonu disliren
etkenler baglaminda Karabag Kose vd. (2018); sik degisen politikalari, belirsizlikleri ve asiri is yukini
on plana gikarmaktadir. Ayrica 6gretmenlik mesleginin bilingsizce veya zorunluluktan segilmesi, hem
bireysel hem de toplumsal kayiplara yol agabilecek bir risk faktoriidir (Cermik vd., 2010). Meslek
secimindeki yonlendirme eksikligi, kariyer hayatinda mutsuzluga zemin hazirlamaktadir. Nitekim Ertiirk
ve Aydin (2017), 6zgliven eksikligi, yanhs meslek tercihi ve yetersizlik hissi gibi bireysel durumlarin,
o0gretmenlerin is motivasyonunu dogrudan olumsuz etkiledigini vurgulamaktadir.

Okul yonetiminin velilerle saglikli bir bag kurabilmesi, 6ncelikle muhatap oldugu kitleyi dogru
analiz etmesine baghdir. Seligman (1979), okullarin karsilasabilecegi veli portféylind; katilimcr veya
ilgisiz, ihmalkar, asiri yardimsever, profesyonel, miikemmeliyetgi, is birligine acik, dismanca veya
sikayetci tavir sergileyen; yiksek beklentili, asiri koruyucu ve ailevi sorunlari olan veliler gibi olduk¢a
genis bir yelpazede siniflandirmaktadir. Her egitim kurumunda rastlanabilecek bu farkh karakter
yapilarinin iyi tahlil edilmesi, iletisim stirecinde karsilikli anlayisin tesisi icin kritiktir. Buna ek olarak
Martin ve Waltman (2000), etkili bir iletisimin 6n kosulu olarak; durustlik, karsilikh given, saygi,

sorumluluk paylasimi, esneklik ve kesintisiz bilgi akisi gibi temel degerlerin varligina isaret etmektedir.
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Ote yandan, 6gretmen motivasyonunu engelleyen unsurlar sadece dissal degil, ayni zamanda bireysel
caba eksikligi gibi icsel nedenlere de dayanabilmektedir. Barin vd. (2018) tarafindan yapilan ¢alisma da
bu durumu destekler niteliktedir. Arastirmacilar, okuldaki teknik donanim yetersizliginin yani sira,
ogretmenlerin kisisel problemleri ve meslektaslar arasi negatif elestirilerin motivasyonu diisliren temel
dis etkenler oldugunu saptamislardir. Sonug olarak, 6gretmen motivasyonu sadece dis kosullara bagh
degil; kisinin kendi cabasi, okul icindeki ortam ve teknik olanaklar da belirleyicidir. Arkadaslar
arasindaki olumsuz elestiriler, yetersiz ekipman ve kisisel sorunlar birlesince motivasyonu ciddi sekilde
dusiirebilmektedir. Ote yandan, okulda giiven, saygi ve acik iletisim gibi degerler saglanirsa,
motivasyon ve verimliligin artacagi soylenebilir.

Calisma grubu baglaminda, Ogretmen motivasyonunun oOnindeki engellerden mesleki
nedenler alt temasinda elde edilen sonuglar ile alanyazinda elde edilen sonuglarin benzerlik gésterdigi
gorulmistir. Ogretmenlik mesleginin dejenere oldugu belirtilmistir. Kaya’ya (2020) gére Mesleki
dejenerasyon, bireyin meslegini icra ederken zamanla etik ilke ve degerlerden uzaklasmasi, mesleki
sorumluluk bilincini yitirmesi ve bu durumun hem bireysel performansi hem de hizmet kalitesi tGizerinde
olumsuz etki yaratmasidir. Bu durum genellikle tiikenmislik, doyumsuzluk, kurumsal baskilar ya da
mesleki gelisim eksikligi gibi nedenlerle ortaya cikar. Egitim kurumlarinda adaletsizlik hissedilen bir
diger alan, nébet gorevlerinin planlanmasi ve bu siirecin denetlenmesidir (Meri¢ ve Erdem, 2013).
Bunun yani sira, yoneticilerin 6gretmenlerle kurduklar kisisel yakinlklara bagh olarak sergiledikleri
toleransh yaklasimlar, belirli kisilere iltimas gecilmesi veya bazi hatalarin géormezden gelinmesi
(Glndeyerli ve Apay, 2021) egitimciler arasinda ciddi bir rahatsizlik kaynagi olarak gortilmektedir. Bu
tlir kayirmaci tutumlar, 6gretmenlerin adalet duygusunu zedeleyerek motivasyonlarini olumsuz
etkileyen kritik unsurlar arasinda yer almaktadir. Ogretmen goériisiine gére ders anlatmak disinda nébet
tutmanin hem kendilerini yordugunu hem de motivasyonlarini disirdigiini belirtilmistir. Sonug
olarak, yoneticilerin 6gretmenlere yonelik farklilastiriimis ve kayirmaci tutumlari, 6gretmenler arasinda
adalet algisini zedeleyen ve motivasyonu olumsuz etkileyen dnemli bir unsur olarak éne ¢ikmaktadir.
Bununla birlikte, ders disi gorevler kapsaminda yiritilen nébet uygulamalarinin 6gretmenlerde
yorgunluga yol actigl ve motivasyonu dislird(igu ifade edilmektedir.

Ogretmen motivasyonunun 6niindeki mesleki engellerden birisi de okullarda koordinatér
O0gretmen olmamasi olarak goérilmektedir. Cosgun (2019) tarafindan yapilan c¢alismada ise
o6gretmenlerin okul ortaminda motivasyonunu olumsuz etkileyen faktérlerden bu calismanin bulgulari
arasinda bulunan sik degisen egitim programlari ve miifredat ve kidem baskisi faktorleri yer almamistir.
Galler'in mufredat reformu cabasini inceleyen Evans (2022), “6gretmenlerin, reform giindeminin
gercekten [egitimciler ve politika yapicilarin] ortak cabasi oldugundan ve mifredat reformu igin

karsilikli sorumlulugun garanti edildiginden emin olmalar1” gerektigini vurgulayarak bu konuya dikkat
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cekmistir. Zira global bir sorun olarak uygulayicilarin politika formilasyon slrecinden menedilmesi
(Datnow, 2020) egitim politikalarinin basarisizlikla sonuglanmasinin temel nedenleri arasinda
gosterilmektedir (Fullan, 2015).

Ogretmen motivasyonunun éniindeki bir diger engel, 6diillendirme mekanizmalarinin yetersiz
gorilmesidir. Silah (2007), édillendirilen egitimcilerin daha verimli ve mutlu oldugunu savunurken;
Gursel (2003), takdir edilmeyen o6gretmenlerin kurumda kalma isteginin zayiflayacagina dikkat
¢cekmistir. Okul iklimi ve motivasyon arasindaki etkilesimi inceleyen Giindiiz (2008) ile Polat (2018) ise
bu iki kavram arasinda orta dlizeyde bir korelasyon saptamislardir. Kurum ici iliskiler baglaminda Cinar
ve Akpunar (2017), 6gretmenlerin ¢ogunlukla idareciler tarafindan mobbinge maruz kalmadigini
belirtse de, alanyazinda siddet iceren davranislara isaret eden pek cok arastirma mevcuttur. Ornegin
Ergener (2008); dislanma, tehdit edilme ve kisisel alana midahale gibi eylemleri raporlamis; Altinok
(2014) ise bilgi saklama ve fikirlere deger vermemeyi birer siddet tlri olarak tanimlamistir. Alper Apak
(2009) tarafindan yapilan calismada, 6gretmenlerin yaklasik %30'unun psikolojik siddetle karsilastigi,
%20'sinin ise dogrudan magdur oldugu tespit edilmistir. Ogrenci boyutunda ise Kahveci ve Sever
(2018), bolgenin sosyo-kiltiirel yapisina gore degisen bir rekabet ikliminden bahsetmektedir.
Ogrencilerin birbirlerini kiyaslayarak girdikleri bu yarisci tutum, is birligini azaltarak olumsuz
davranislara yol agabilmektedir. Ote yandan Serin ve Bulug (2012), okul middirlerinin "6gretim liderligi"
rollerinin 6nemine deginmistir. Mudurlerin okul amaclarini paydaslarla birlikte belirlemesi, glinin
sartlarina gore giincellemesi ve 6gretmenlerin gorislerine basvurmasi, hem ilgili alanyazinla hem de
bu calismanin bulgulariyla paralellik gostermektedir. Middrlerin sadece idari isleri ytrtten kisiler degil,
ayni zamanda egitime yoén veren liderler olmasi beklenmektedir. Ogretmenlerle birlikte hedef
belirlemeleri, degisen sartlara gore bu hedefleri glincellemeleri ve 6gretmenlerin gorislerini dikkate
almalari gerekmektedir. Ancak bulgular, bu liderlik roliiniin her zaman yeterince yerine getirilemedigini
gostermektedir.

Sonug olarak 6gretmen motivasyonunun onlindeki engellere iliskin toplumsal, bireysel ve
mesleki birgok faktor oldugu sdylenebilir. Bu faktorler 6gretmenleri olumsuz etkilemekte ve
motivasyonunu diisiirmektedir. Ogretmen motivasyonunun artiriimasinda, MEB’in dgretmenlere
destek saglamasi ve onlarin saygl gérmesini, itibarinin ylikselmesini saglayacak daha fazla politikalarin
ylriatilmesiyle bu sorunun lstesinden gelinebilecegi soylenebilir.

Oneriler

1. Arastirma sonucunda O6gretmenlerin ekonomik kaygilar icerisinde bulunmasinin
motivasyonlarini etkiledigi sonucuna ulasiimistir. Bu engeli asmak icin 6gretmenlerin maas ve ek
derslerinde gerekli diizenlemeye gidilmesi ve mevcut durumlarinin iyilesmesi 6gretmenleri motive

edecektir.
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2. Arastirma sonucunda toplumda o6gretmenin degersizlesmesi, itibar kaybetmesi
dgretmenlerin motivasyonunun olumsuz yénde etkiledigi sonucuna ulasiimistir. Ogretmenlere verilen
degerin arttirilmasi ve bununla ilgili tesvikte bulunulmasi 6gretmenleri motive edecektir.

3. Basinda ve sosyal medyada 6gretmenler hakkinda c¢ikan olumsuz 6gretmen haberleri
O0gretmenlerin motivasyonlarini dogrudan etkilemekte ve (zilmelerine sebep olmaktadir. Bu
haberlerin 6niine gecilirse 6gretmenlerin motivasyonu arttirabilir.

4. Egitim mifredati ve 6gretim programlarinda yapilacak degisiklik stireclerine 6gretmenlerin
daha etkin katiminin saglanmasi, karar alma asamasinda ¢ogunlugun gorislerinin dikkate alinmasi
bliyik 6nem arz etmektedir. Bu yaklasim, 6gretmenlerin siirece dair aidiyet hissini gliclendirerek ve
kendilerini degerli hissetmelerini saglayarak, sunulan egitimin kalitesini ve motivasyonunu artirabilir.

5. Veliler ve okul idarecileriigin 6gretmenle saglikl iletisim kurmaya yonelik egitim programlari
dizenlenmelidir. Bu sayede paydaslar arasindaki yanlis anlamalardan veya iletisim eksikliginden
kaynaklanan motivasyon kaybi minimize edilerek daha uyumlu bir ¢calisma ortami tesis edilebilir.

6. Okul yonetimleri tarafindan 6gretmenler arasindaki sosyal baglari kuvvetlendirecek kilturel
ve sosyal aktiviteler organize edilmelidir. Bu tir etkinlikler, 6gretmenlerin mesleki dayanisma ve is
birligine yonelik tutumlarini gelistirerek kurumsal bagliligi olumlu yénde etkileyebilir.

7. Mesleki kidem arttikca ortaya cikabilecek motivasyon distkligiu ve tikenmislik hissini
onlemek adina cesitli tesvik mekanizmalari gelistirilmelidir. Bu kapsamda 6gretmenlerin kisisel
gelisimlerini destekleyen hizmet ici egitimler, kariyer basamaklarinda yiikselme olanaklari, yipranma
payi gibi mali iyilestirmeler ve basariyi taltif eden 6dillendirme sistemleri hayata gecirilmelidir.

Arastirma ve Yayin Etigi
Bu c¢alismada “Yiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi”
kapsaminda uyulmasi belirtilen tim kurallara uyulmustur. Yonergenin ikinci bélimu olan “Bilimsel
Arastirma ve Yayin Etigine Aykiri Eylemler” bashgl altinda belirtilen eylemlerden higbiri
gerceklestirilmemistir.
Etik kurul izin bilgileri
Etik degerlendirmeyi yapan kurul adi: Diizce Universitesi Bilimsel Arastirma ve Yayin Kurulu
Etik degerlendirme kararinin tarihi: 24.06.2025
Etik degerlendirme belgesi sayl numarasi: 2025/417
Yazarlarin Katki Orani
Birinci yazar %80, 2. yazar %20 oraninda katki saglamistir.
Cikar Catismasi
Yazarlar arasinda bir ¢ikar catismasi yoktur.
Destek ve Tesekkiir
Gorlismeyi kabul edip zaman ayiran katilimcilara tesekkir ederiz.

Kaynaklar

Addison, R. & Brundrett, M. (2008). Motivation and demotivation of teachers in primary schools. The challenge

of change. Education 3-13, 36(1), 79-94. https://doi.org/10.1080/03004270701733254

592
J-EDUCAT: Journal of Educational Studies, Volume 4, Issue 1, 2026, p.570-598.


https://doi.org/10.1080/03004270701733254

Ogretmen Motivasyonunun Oniindeki Engeller

Agezo, C. K. (2010). Female leadership and school effectiveness in junior high schools in Ghana. Journal of

Educational Administration, 48(6), 689-703. https://doi.org/10.1108/09578231011079557

Akman, Y. (2018). Investigating the relationship between organizational justice, work motivation and teacher
performance.  Cukurova  University  Faculty of Education Journal, 47(1), 164-187.

https://doi.org/10.14812/cuefd.371642

Aktekin, S. & Kuzucu, T. (2019). Ogretmenlerin motivasyonlarini etkileyen okul ici ve okul disi faktérlerin analizi.

Diyalektolog Ulusal Sosyal Bilimler Dergisi, 21, 35-66. http://dx.doi.org/10.29228/diyalektolog.37319

Alan, U. (2006). Motivasyon teorileri ve motivasyonun is hayati tizerindeki etkileri (Yayimlanmamis Yiiksek Lisans
Tezi). Beykent Universitesi.

Alper Apak, E. G. (2009). Yildirma eylemleri ve érgiitsel adanmuslik iliskisi: ilkégretim okulu 6§retmenleri iizerinde
bir arastirma. (Yayimlanmamis Yiiksek Lisans Tezi), Marmara Universitesi.

Altinok, V. (2014). Egitim kurumlarinda y&neticilerin psikolojik siddet anlayisi. Selcuk Universitesi Sosyal Bilimler
Enstitiisi Dergisi, 32, 213-224. https://izlik.org/JA54ND79CU

Bandura, A. (1997). Self-efficacy: the exercise of control. W. H. Freeman.
Barin, M., Han, T. & Sari, S. (2018). Factors affecting teacher motivation and demotivational-reasoning in a second
service area school in Turkey: A single-case research. Journal of Language and Linguistic Studies, 14(4),

226-242. https://izlik.org/JA36LS67SN

Blaskova, M., Figurska, I., Adamoniene, R., Polackova, K., & Blasko, R. (2018). Responsible decision making for

sustainable motivation. Sustainability, 10, 3393. https://doi.org/10.3390/su10103393

Bursalioglu, Z. (1982). Okul yénetiminde yeni yapi ve davranis. Ankara Universitesi Egitim Fakiltesi Yayinlari.
Can, E. (2019). Ogretmenlerin mesleki gelisimleri: Engeller ve éneriler. Egitimde Nitel Arastirmalar Dergisi —

Journal of Qualitative Research In Education, 7(4), 1618-1650. https://izlik.org/JA65EP87HS

Candan, D. G., & Gencel, I. E. (2015). Ogretme motivasyonu dlcegini Tiirkce’ye uyarlama ¢alismasi. Mehmet Akif
Ersoy Universitesi Egitim Fakiiltesi Dergisi, 1(36), 72-89. https://izlik.org/JA88TFI6WG

Cosgun, A. (2019). Kamuya ait okullarda 6gretmen motivasyonunu etkileyen kosullarin Herzberg’in ¢ift faktér
kurami ¢ercevesinde incelenmesi (Yayimlanmamis Yiiksek Lisans Tezi). Necmettin Erbakan Universitesi.

Cermik, H., Dogan, B., & Sahin, A. (2010). Sinif 6gretmenligi 68retmen adaylarinin 6gretmenlik meslegini tercih
sebepleri. Pamukkale Universitesi E§itim Fakiiltesi Dergisi, 28(28), 201-212.

Cinar, O., & Akpunar, E. N. (2017). Mobbing ve is performansina iliskin 6gretmen algilarinin cesitli degiskenler
acisindan degerlendirilmesi. Mustafa Kemal Universitesi Sosyal Bilimler Enstitiisii Dergisi, 14(37), 41-58.

https://izlik.org/JA74GZ38TL

Crtar, E., Kilig, M, Koyuncu, R., Cigdem, N., & Coskun Coban, T. (2023). Ogretmenlerin motivasyon durumlari ve
karsilastiklari sorunlara iliskin gorislerinin degerlendirilmesi. International Academic Social Resources

Journal, 8(52), 3300-3313. http://dx.doi.org/10.29228/ASRJOU RNAL.71121

Datnow, A., & Castellano, M. (2000). Teachers’ responses to success for all: How beliefs, experiences, and
adaptations shape implementation. American Educational Research Journal, 37(3), 775-799.

https://doi.org/10.3102/00028312037003775

Erden, M. (2005). Ogretmenlik mesledine giris. Ekinoks Yayinlari.

593
J-EDUCAT: Egitim Arastirmalari Dergisi, 2026, Cilt 4, Sayi 1, s. 570- 598.


https://doi.org/10.1108/09578231011079557
https://doi.org/10.14812/cuefd.371642
http://dx.doi.org/10.29228/diyalektolog.37319
https://izlik.org/JA54ND79CU
https://izlik.org/JA36LS67SN
https://doi.org/10.3390/su10103393
https://izlik.org/JA65EP87HS
https://izlik.org/JA88TF96WG
https://izlik.org/JA74GZ38TL
http://dx.doi.org/10.29228/ASRJOU%20RNAL.71121
https://doi.org/10.3102/00028312037003775

Sultan TURAN, Ender KAZAK

Ergener, B. (2008). ilkégretim okullarinda gérev yapan égretmenlerin yildirma yasamalari ile érgiitsel badhhiklari
arasindaki iliski (istanbul ili 6rnedi). (Yayimlanmamis Yiiksek Lisans Tezi), Gazi Universitesi.

Ertiirk, R., & Aydin, B. (2017). Ogretmenlerin is motivasyonunu artiran ve olumsuz etkileyen durumlarin
incelenmesi. The Journal of Academic Social Science, 58, 582-603.

Evans, G. (2022). Back to the future? Reflections on three phases of education policy reform in Wales and their
implications for teachers. Journal of  educational change, 23(3), 371-396.

https://doi.org/10.1007/s10833-021-09422-6

Fullan, M. (2015). The new meaning of educational change. Teachers college press.

Geng, N. (2017). Yénetim ve organizasyon ¢agdas sistemler ve yaklasimlar (5. Baski). Seckin Yayincilik.

Gundeyerli, B., & Aypay, A. (2021). Okul yoneticilerinin kayirmaci tutum ve davraniglarina iliskin 6gretmen
gorisleri.  Anadolu  Universitesi  Egitim  Fakiiltesi — Dergisi ~ (AUJEF),  6(3), 251-276.
https://doi.org/10.34056/aujef.1028012

Gundiz, H. (2008). flkégretim okullarinda 6rgiitsel iklim ile 6gretmenlerin is doyumu arasindaki iliski,
(Yayimlanmamus Yiiksek Lisans Tezi), Gaziantep Universitesi.
Glingor C., & Saltiirk, A. (2021). Yazili basinda 6gretmenler ile ilgili cikan haberlerin incelenmesi. Trakya Egitim

Dergisi, 11(1), 514-531. https://doi.org/10.24315/tred.795452

Gursel, M. (2003). Okul yénetimi. Egitim Kitabevi.
Han, J., & Yin, H. (2016). Teacher motivation: Definition, research development and implications for teachers.

Cogent Education, 3, 1217819. https://doi.org/10.1080/2331186X.2016.1217819

Kahveci, H. (2021). Ogretmenlerin rekabetgi tutumlarinin egitim felsefesi inanglari tarafindan yordanma
diizeyinin belirlenmesi. Cukurova Universitesi Egitim Fakiiltesi Dergisi, 50(2), 1069-1099.

Karabag Kése, E., Tas, A., Kiiciikcene, M., & Karatas, E. (2018). Ogretmen motivasyonunu etkileyen faktérlere
iliskin yénetici ve 6gretmen goriisleri tizerine karsilastirmali bir inceleme. Mehmet Akif Ersoy Universitesi
Egitim Fakdiltesi Dergisi, (48), 255-277.

Kaya, A. (2020). Meslek etigi ve profesyonel yozlasma tizerine bir degerlendirme. Egitim Bilimleri Arastirmalari
Dergisi, 10(2), 145-160.

Korkmazer, F. (2021). Kamu hizmetlerinde motivasyon akademik personele y6nelik fenomenolojik bir arastirma.
Gazi Kitapevi.

Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. Sage Publications.

Martin, M., & Waltman, C. (2000). Cocugunuzun okulla ilgili sorunlarini ¢ézebilirsiniz. Sistem Yayincilik.

McDowall, P. S., & Schaughency, E. (2016). Elementary school parent engagement efforts: Relations with
educator perceptions and school characteristics. The Journal of Educational Research, 110(4), 348-365.

https://doi.org/10.1080/00220671.2015.1103687

Merig, E., & Erdem, M. (2013). ilkdgretim okullarinda gérev yapan dgretmenlerin algilarina gére okul yénetiminde
kayirmacilik. Kuram ve Uygulamada Egitim Yénetimi-Educational Administration: Theory and Practice,

19(3), 467-498. https://izlik.org/JA35ME64HX

Merriam, S. B. (1998). Qualitative research and case study applications in education. Jossey-Bass.

594
J-EDUCAT: Journal of Educational Studies, Volume 4, Issue 1, 2026, p.570-598.


https://doi.org/10.1007/s10833-021-09422-6
https://doi.org/10.34056/aujef.1028012
https://doi.org/10.24315/tred.795452
https://doi.org/10.1080/2331186X.2016.1217819
https://doi.org/10.1080/00220671.2015.1103687
https://izlik.org/JA35ME64HX

Ogretmen Motivasyonunun Oniindeki Engeller

Miles, M, B., & Huberman, A. M. (1994). Qualitative data analysis: An expanded Sourcebook. (2nd ed). Thousand
Oaks, CA: Sage.

Kacan, M. 0., Kimzan, I., Giiler Yildiz, T., & Cagdas, A. (2019). Ogretmen ve ebeveynlerin aile katiimini etkileyen
etmenlere yonelik gorislerinin incelenmesi. Egitim Kuram ve Uygulama Arastirmalari Dergisi, 5(3), 370-

381. https://izlik.org/JA77HM68MX

Polat, D. D. (2018). Ogretmenlerin yilmazlik diizeyleri ile is doyumu, mesleki tiikenmislik diizeyleri ve 6rgiit iklimi
algilari arasindaki iliskilerin incelenmesi. (Yayimlanmamis Yiiksek Lisans Tezi), Sakarya Universitesi.

Rahman, M. N., Abedin, M. Z.,, & Mohiuddin, M. (2016). Sustainable motivational factors towards the
enhancement of employees productivity and efficiency. European Journal of Business and Innovation
Research, 4(6), 11-25.

Ryan, R. M., & Deci, E. L. (2000). Self-determination theory and the facilitation of intrinsic motivation, social
development, and well-being. American psychologist, 55(1), 68.

Ryan, R. M., & Deci, E. L. (2020). Intrinsic and extrinsic motivation from a self-determination theory perspective:
definitions, theory, practices, and future directions. Contemp. Educ. Psychol. 61, 101860.
https://doi.org/10.1016/j.cedpsych.2020.101860

Sari, T. (2021). E§itim 6rgiitlerinde motivasyon. (Ed. F. Nayir), Egitimde Orgiitsel Davranis, 181-200, Ani Yayincilik.

Seligman, M. (1979). Strategies for Helping Parents of Exceptional Children. AGuide for Teacher. New York Free
Press.

Serin, M. K., & Bulug, B. (2012). ilkégretim okul midirlerinin dgretim liderligi davranislari ile égretmenlerin
orglitsel bagliliklar arasindaki iliski. Kuram ve Uygulamada Egitim Yénetimi, 18(3), 435-459.

Silah, M. (2007). Egitim ©oérglitlerinde hizmetin niteligini arttirmak igin personelin édiillendirilmesi.
http://www.cumhuriyet.edu.tr/edergi7makale/94.pdf (27 Mayis 2007).

Spradley, J. P. (1979). The ethnographic interview. Holt, Rinehart and Winston.

Seker, F. (2019). Fen egitiminde siirdliriilebilirlik kavraminin degerlendirilmesi ve model programin olusturulmasi
(Doktora tezi). Kastamonu Universitesi.

Senaras, B., & Cetin, S. (2018). Okul mudirleri ile 6gretmenlerin algilarina gore ilk ve ortaokullarda veli baskisi:

nitel bir arastirma. Milli Egitim Dergisi, 47(220), 157-176. https://izlik.org/JA84UD75UL

Tutar, H. (2018). Gudiiler ve glidiilenme. H. Tutar (Ed.), Davranis bilimleri (s. 93-134). Ankara: Seckin Yayincilik.
Unsal, S. & Gériicli, Y. D. (2023). Ogretmen motivasyonunu etkileyen dgrenci, veli ve ydnetici davranislari.

Kahramanmaras Egitim Fakiiltesi Dergisi, 5(2), 148—170. https://izlik.org/JA37WP76ET

Unsal, G., & Ustiin A. (2024). Okul ortaminda &gretmenlerin motivasyonunu olumsuz etkileyen faktérlerin
o6gretmen gorislerine gore incelenmesi. Journal of Social, Humanities and Administrative Sciences,

10(4), 577-587. https://doi.org/10.5281/zenodo.13 118767

Yasar, S. (2008). Ogretmenlik mesledi ve éGretmenin nitelikleri. Egitim bilimine giris icinde. M. Giltekin (Ed.),
Eskisehir: Anadolu Universitesi Yayini No:1825.

Yildirim, A., & Simsek, H. (2021). Sosyal bilimlerde nitel arastirma yontemleri. Seckin Yayincilik.

595
J-EDUCAT: Egitim Arastirmalari Dergisi, 2026, Cilt 4, Sayi 1, s. 570- 598.


https://izlik.org/JA77HM68MX
https://doi.org/10.1016/j.cedpsych.2020.101860
https://izlik.org/JA84UD75UL
https://izlik.org/JA37WP76ET
https://doi.org/10.5281/zenodo.13%20118767

Sultan TURAN, Ender KAZAK

Yildizhan, S. (2023). Okullarda 6gretmen motivasyonunu etkileyen faktorlerin incelenmesi: Altindag ilcesi 6rnegi.
International  Social ~Mentality and Researcher  Thinkers Journal, 9(73), 4023-4034.
http://dx.doi.org/10.29228/sm ryj.71051

Yurtseven, S. (2019). Ogretmenlerin mesleki mutluluklarinin incelenmesi. (Yiksek Lisans Tezi), Marmara

Universitesi.

Extended Abstract
Introduction

The situation that drives people to act toward a goal is their needs. Throughout their lives,
people strive to meet their needs and are happy to the extent that they meet them (Korkmazer, 2021).
Everything internal or external that directs a person toward their needs is their motivation. Motivation
is also one of the main factors that gives people the will to live and enables them to work productively.
Motivation is a guiding force. Motivation, also known as drive, is the force that enables us to exhibit
goal-oriented behavior (Alan, 2006). Based on these definitions of the concept of motivation, it can be
said that motivation is a psychological force that provides the direction, strength, and continuity of
behavior. It is related to the state of being willing to act toward a goal and the act and behavior of
acting on this desire, influenced by individual and environmental factors.

A teacher is someone who is constantly interacting with students, guiding them through their
actions, and implementing educational programs to help students achieve desired goals (Yasar, 2008).
Teacher motivation refers to the teacher's desire to teach, the energy they find within themselves to
practice the teaching profession, and their commitment to the requirements and qualities of the
teaching profession while practicing it (Sari, 2021). There are many variables that negatively affect
teacher motivation. For teachers who remain the focus of public authorities and parental expectations,
the implementation of educational processes becomes more difficult, and this dynamic process
creates a need for high motivation. Educational practices and working conditions affect teachers'
performance, commitment to their profession, alienation from their profession, and motivation. It can
be argued that teachers' alienation from their profession and decline in motivation may lead to a
decrease in the efficiency of the educational process.

This study aims to contribute to practice and the literature by comprehensively examining the
factors that negatively affect the motivation of specialist classroom teachers who have completed 10
years of service in public schools. In this context, the purpose of the study is to determine the factors
that negatively affect the motivation of specialist classroom teachers working in public schools
affiliated with the Ministry of National Education (MEB) in the school environment. To this end, the
following sub-problem was addressed. According to the teachers' views;

1. What are the obstacles to teacher motivation?
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Method

This research is structured according to the phenomenology study design, one of the
qualitative research designs, in terms of investigating the barriers to teacher motivation. Qualitative
research involves following a qualitative process aimed at presenting events in a holistic and realistic
manner, using qualitative data collection methods such as document analysis, interviews, and
observation (Yildirm & Simsek, 2021). The phenomenological design focuses on phenomena that we
notice but do not have a deep and detailed understanding of (Yildirim & Simsek, 2021). This research
design was chosen in order to gain an in-depth understanding of the factors affecting teacher
motivation based on teachers' experiences. The study group consists of 12 teachers working in primary
schools affiliated with the Ministry of National Education in Sakarya and Istanbul during the 2024-2025
academic year. Purposive sampling methods, specifically criterion sampling and maximum diversity
sampling, were preferred. The criteria for participation in the study were having at least ten years of
teaching experience and professional seniority. The names of the participants were kept confidential
and codes were used. A literature review was conducted to collect data, and a semi-structured
interview form was developed. The form consisted of three questions, which were reduced to a single
guestion after expert opinion and pilot testing. The interviews were conducted in the fall semester of
2025 at the request of the participants and were recorded. Descriptive analysis was used to analyze
the data.
Result and Discussion

The research question is: “What are the barriers to teacher motivation?” The findings are
grouped into three main themes: social, individual, and professional barriers. Social barriers include
economic concerns, parents' negative attitudes toward teachers, the loss of importance of education
in society, and the devaluation of teachers in society. In addition, insufficient school-family
cooperation, the socio-economic level of the school, parents' indifference to students' disciplinary
problems, parents' uninterested and uncommunicative attitude, lack of respect for the teacher's work,
parents' unreasonable demands, and negative news about teachers are also social factors that
negatively affect motivation. Individual barriers include the student's low achievement, not receiving
positive feedback from the student, not enjoying one's profession, feelings of worthlessness, the
teacher's poor mental state, constant availability, the teacher feeling under pressure, and burnout
syndrome. Professional obstacles; negative attitude of the school administration, constantly changing
curriculum, physical conditions of the school, negative school climate, professional degeneration, lack
of dialogue between the school administration and teachers, lack of social activities, lack of rewards,

inability to receive effective in-service training, professional wear and tear, excessive paperwork, and
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limited opportunities for teachers to develop themselves. The findings show that teacher motivation
faces multidimensional barriers.

This study examined the barriers to teachers' motivation in terms of social, individual, and
professional factors. Among the social barriers, economic concerns, the devaluation of teachers,
negative attitudes of parents, and the declining importance of education in society stood out.
Individual barriers included student disengagement, teacher burnout and loss of motivation,
reluctance to pursue the profession, and lack of cooperation. Professional barriers were identified as
the negative attitude of school administration, frequently changing curriculum, negative school
climate, inadequate physical conditions, additional paperwork, insufficient rewards, and limited
professional development opportunities. These findings are consistent with the literature (Cosgun,
2019; Ertlrk & Aydin, 2017; Karabag Kose et al., 2018). Economic concerns, the low financial return
and loss of prestige of the teaching profession, parents' intrusive and unsupportive attitudes, negative
school climate, and professional degeneration were identified as important factors that reduce
motivation. In conclusion, teacher motivation is a multidimensional phenomenon, and social,
individual, and professional barriers negatively affect motivation. To overcome this situation, it is
recommended to improve teachers' salaries and benefits, increase social and professional support,
establish effective communication with school management and parents, and strengthen reward

systems.
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Student Engagement and Withdrawal in Synchronous Online FSP in Algeria: A Systemic Approach

Dr. Yamina BOUNOUARA™

Abstract

This study examines the nature and dynamics of student engagement in synchronous French for
Specific Purposes (FSP) at the University of Batna 1 (Algeria), within the context of post-COVID-19
digital transformations. Grounded in a systemic approach, the study draws on the
multidimensional engagement theory and the Community of Inquiry framework. It also
incorporates the interactionist perspective on language learning and conceptualizes withdrawal as
a systemic regulator. The research employs an adapted and validated version of the Live Online
Classes Engagement Scale (LOCES) with 144 undergraduate economics students. The results reveal
high overall engagement (M = 3.91/5), a finding that is counterintuitive given contextual
constraints. The analysis highlights a clear hierarchy of dimensions: instructional engagement (M
= 4.25) and behavioral engagement (M = 4.05) constitute a core, while social, emotional, and
technological dimensions act as moderators. The withdrawal dimension emerges as an integrated
antagonistic regulator, negatively correlated with all positive forms of engagement (r from -.37 to
-.57) and loading negatively onto a single latent factor (-.704). Correlations and confirmatory factor
analysis suggest that positive forms of engagement mutually reinforce each other, whereas
withdrawal signals latent disinvestment. These findings, rooted in the Algerian university context,
highlight the systemic nature of engagement and emphasize the importance of active pedagogical
practices and institutional vigilance regarding withdrawal signals.

Keywords: Student engagement, withdrawal, synchronous online FSP, Algerian higher education,
Live Online Classes Engagement Scale (LOCES).

Introduction

Over the past two decades, higher education has undergone profound transformations due to
the widespread adoption of digital learning environments. The COVID-19 pandemic acted as an
unprecedented accelerator, imposing a massive shift to distance education and revealing new
opportunities alongside major challenges concerning student motivation, participation, and sustained
engagement (Bao, 2020). In synchronous formats, which require real-time presence, these challenges
are particularly acute: students must simultaneously mobilize cognitive, relational, and digital skills
while regulating their attention in response to screen fatigue (Bailenson, 2021; Fauville et al., 2021)

and potential social isolation (Martin & Bolliger, 2018).

* Associate Professor, Faculty of Economics, University of Batna 1, Algeria, yamina.bounouara@univ-batna.dz,
ORCID: orcid.org/0009-0004-3842-2273
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Student engagement, recognized as a key factor in persistence and academic success (Tinto,
1993), is particularly critical in language learning contexts (Bergdahl, 2022). Language learning is not
limited to the acquisition of declarative knowledge but fundamentally relies on interaction, the co-
construction of meaning, and active participation in communicative exchanges (Long, 1996; Vygotsky,
1978). In synchronous environments, behavioral engagement—such as speaking up, turning on the
microphone, and responding to prompts—is not merely an indicator of participation. Rather, it is
through these behavioral manifestations that learners mobilize the multimodal resources of the
environment and co-construct meaning (Hampel & Stickler, 2012), a process at the heart of language
development. Consequently, any form of withdrawal or minimal participation is likely to weaken this
process.

In this perspective, engagement takes on additional significance in the field of French for
Specific Purposes (FSP). FSP addresses non-specialist language learners, for whom language mastery is
primarily a tool for their future profession (Mangiante & Parpette, 2004). In the Algerian university
context, the post-pandemic generalization of distance learning has made synchronous FSP courses a
key site for examining engagement dynamics. Students from scientific and business fields must
navigate the dual challenge of acquiring specialized knowledge through a second language while
engaging in a fully online learning environment, thereby intensifying the demands placed on their
engagement.

Despite the growing importance of synchronous FSP instruction, empirical research remains
limited in this specific context. To the best of our knowledge, no study to date has provided
guantitative evidence on student engagement in synchronous FSP courses in the Algerian context. This
absence of local studies is consistent with a broader trend, as engagement dynamics in synchronous
FSP courses remain largely unexplored in the Francophone literature. The ways in which students
mobilize different dimensions of engagement, the interrelations among these dimensions, and the
potential role of withdrawal as a regulatory mechanism remain largely unexplored, particularly in the
Francophone literature. This lack of empirical evidence highlights a clear research gap and underscores
the need for systematic investigation into engagement dynamics in online FSP contexts.

To address this gap, the present study adopts a systemic approach to student engagement
capable of accounting not only for its positive manifestations but also for the tensions and regulatory
processes that shape it. Understanding these dynamics is essential for designing adapted pedagogical
frameworks, supporting learner motivation, and addressing withdrawal phenomena. The study
specifically aims to examine student engagement in synchronous FSP courses at the University of Batna

1 by identifying the factors that structure it and the relationships among its different dimensions.
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Theoretical Framework: A Systemic Approach to Engagement in Synchronous FSP

To construct our analytical framework, this study primarily builds on the multidimensional
model of student engagement proposed by Fredricks et al. (2004), which provides the core conceptual
foundation for understanding engagement as a set of interrelated dimensions. To account for the
specificities of synchronous FSP contexts, this framework is complemented by additional theoretical
perspectives. The Community of Inquiry model (Garrison et al., 2000) informs the role of technological
mediation and online presence; the interactionist perspective (Long, 1996) highlights the constitutive
role of interaction in language acquisition; and the educational interface framework (Kahu & Nelson,
2018) provides a basis for conceptualizing withdrawal as a regulatory mechanism in response to
systemic tensions. This section proposes a conceptual framework that integrates these different
perspectives into a systemic approach. The aim is to move beyond an additive view of engagement
dimensions to account for the dynamic interactions among its components, as well as the regulatory
mechanisms that permeate it, foremost among which is withdrawal.

Engagement as a Multidimensional Construct (Fredricks et al., 2004)

Student engagement has been recognized, since the foundational work of Fredricks et al.
(2004), as a multidimensional construct comprising three interrelated dimensions. The cognitive
dimension refers to the learner's intellectual investment, learning strategies, and metacognitive
reflection. The emotional dimension encompasses affective reactions toward the learning
environment—interest, boredom, sense of belonging, anxiety—which condition persistence and
investment. The behavioral dimension, finally, is manifested through observable actions: participation
in activities, attendance, compliance with instructions, and perseverance in the face of difficulties.

This framework, originally developed for face-to-face instruction, remains the reference
point for understanding engagement. However, its application to synchronous digital environments
requires adjustments to account for the reconfigurations induced by technological mediation.
Engagement in Synchronous Context: Reconfigurations and Challenges

In synchronous online courses, the absence of physical co-presence and technological
mediation reconfigure the expression of the three dimensions of engagement. The emotional
dimension becomes both more difficult to foster—due to the lack of non-verbal cues—and more
decisive for learner persistence (Tu et al.,, 2025). The behavioral dimension takes on new forms:
activating the microphone, turning on the camera, participating in the chat. Yet, these manifestations
do not always overlap with genuine involvement. Handel et al. (2022) show, for instance, that camera
activation is only weakly correlated with oral participation, revealing a possible dissociation between
visible presence and actual engagement. Similarly, Dixon and Syred (2022) highlight differentiated uses

of digital tools, as students seek to balance participation with the preservation of their privacy.
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The literature identifies several categories of challenges in these contexts: insufficient learner-
instructor interaction, limited peer interactions, restricted interactions with pedagogical content, and
technological constraints (connection quality, tool proficiency, screen fatigue). Nevertheless, the work
of Wang et al. (2023) indicates that synchronous engagement is primarily influenced by pedagogical
practices and learner characteristics, with technical dimensions playing a more indirect role. This
finding suggests that technological challenges, while real, can be mitigated through appropriate
instructional design.

Technological Mediation: The Community of Inquiry Model (Garrison et al., 2000)

The Community of Inquiry (Col) model, developed by Garrison et al. (2000) to analyze
asynchronous, text-based online learning environments, provides a complementary framework for
conceptualizing the conditions of learning in digital contexts. It distinguishes three presences that
interact to support the educational experience. Social presence refers to learners' ability to project
their personality and establish affective relationships at a distance. It conditions the sense of security
necessary for taking linguistic risks. Cognitive presence corresponds to the processes through which
learners construct meaning via interaction and reflection. Teaching presence, finally, structures
activities, provides scaffolding, and regulates interactions. This model complements the dimensions
proposed by Fredricks et al. (2004) by making explicit the environmental conditions that enable them:
social presence supports emotional engagement, cognitive presence partially overlaps with cognitive
engagement, and teaching presence is a major determinant of perceived instructional engagement.
The Specificity of French for Specific Purposes (FSP): Contributions of the Interactionist Perspective

The issue of engagement in synchronous contexts takes on particular significance in the field
of French for Specific Purposes (FSP) for theoretical reasons. The interactionist perspective in second
language acquisition (Long, 1996) posits that learning emerges from the negotiation of meaning and
the production of output (Swain, 2005). In synchronous contexts, behavioral engagement—speaking
up, responding to interventions, requesting clarification—is therefore not merely an indicator of
participation; it is constitutive of the acquisition process itself. Moreover, learners in FSP are non-
specialists in the language, enrolled in diverse disciplinary programs. Their relationship to learning is
instrumentalized by professional needs (Mangiante & Parpette, 2004), which can both support
engagement, through perceived relevance, and weaken it, if the cognitive load becomes too heavy.
Withdrawal as a Systemic Regulator (Kahu & Nelson, 2018)

The literature often treats disengagement as the simple opposite of engagement, or as a binary
state. A systemic approach invites a more nuanced conceptualization. Following Kahu and Nelson
(2018), we consider withdrawal as a regulatory mechanism that enables learners to adjust their

investment in response to the tensions and demands of the environment. From this perspective,
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withdrawal is not the absence of engagement, but a particular modality of the learner's relationship
to the environment that can serve multiple functions: protection against language anxiety, regulation
of cognitive load, signaling discomfort in an unsupportive environment, or a strategy for preserving
privacy (Dixon & Syred, 2022). This conceptualization resonates with the observations of Handel et al.
(2022) regarding the dissociation between visible presence and actual involvement.
Synthesis: An Integrative Systemic Model

The articulation of these theoretical contributions makes it possible to construct an integrative
framework specifically adapted to the context of synchronous FSP. This framework, synthesized in
Figure 1, posits that engagement in synchronous FSP is a dynamic system characterized by:

¢ A core: instructional and behavioral engagement, strongly interconnected through mutual
influence. Instructional engagement structures the learning environment; behavioral engagement
generates the opportunities for interaction and output that are constitutive of language acquisition.

¢ Modulating dimensions: social, emotional, and technological engagement maintain
bidirectional relationships with the core. They play a modulating role: social engagement conditions
the sense of linguistic security; emotional engagement regulates risk-taking; technological
engagement mediates access to the other dimensions.

¢ An antagonistic dimension: withdrawal is integrated as a regulator in a negative bidirectional
relationship with the core. It signals tensions within the system and calls for pedagogical vigilance.

¢ A specific context: the entire system is embedded within the framework of synchronous FSP,
which highlights the constraints and resources specific to this field: mediated learning, interactional
demands, and a non-specialist audience.

Figure 1.
Proposed Conceptual Framework of Student Engagement in Synchronous FSP

Synchronous FSP Context

Technological
Engagement
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Figure 1 - Legend

¢ The solid black double-headed arrow represents the strong mutual influence between the
two dimensions of the core (instructional and behavioral).

¢ The green dashed double-headed arrows illustrate the bidirectional modulating relationships
between the core and the social, emotional, and technological dimensions.

* The two solid red arrows pointing in opposite directions—one from withdrawal to the core
and the other from the core to withdrawal—accompanied by a negative sign, symbolize the
antagonistic and regulatory relationship between withdrawal and the core.

Operationalization of the Model

To empirically test this model, we draw on the Live Online Classes Engagement Scale (LOCES)
developed by Kogak and Goksu (2023). This scale has the advantage of operationally translating the
complexity of the construct into six dimensions: social, instructional, technological, emotional,
behavioral, and withdrawal—corresponding exactly to the components of our theoretical model. Table
1 details the correspondence between each LOCES dimension and its theoretical underpinnings,
illustrating the coherence of our integrative approach.

Table 1
Correspondence between LOCES Dimensions and Theoretical Underpinnings

LOCES Main Theoretical Underpinning Function in the System

Dimension

Social Social presence (Col) Conditions the sense of linguistic
security

Instructional Teaching presence (Col) Structures the environment and

guides learning

Technological  Technological presence / Environment (Col)  Mediates access to the other

dimensions

Emotional Emotional dimension (Fredricks et al., 2004)  Regulates risk-taking and persistence

Behavioral Behavioral dimension (Fredricks et al., 2004) Generates opportunities for
+ Interactionism (Long, 1996; Swain, 2005) acquisition

Withdrawal Systemic regulation (Kahu & Nelson, 2018) Signals tensions and the need for
adjustment

This integrative theoretical framework and its operationalization through the LOCES form the
basis for the research questions and hypotheses presented in the following section.
Research Questions and Hypotheses

Based on the integrative theoretical framework presented in the previous section and the

systemic model of engagement in synchronous FSP (Figure 1), we formulate the following research
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questions and hypotheses. These aim to explore the structure, relationships, and dynamics of
engagement within the specific context of the University of Batna 1.

Q1. What is the overall level of student engagement in synchronous FSP courses in Algeria?

H1. Student engagement in synchronous FSP courses may be fragile due to multiple
constraints. These include cognitive fatigue, potential social isolation, challenges of technological
mediation, and the dual cognitive demands of language and disciplinary learning. We therefore
hypothesize that the mean overall engagement score will fall significantly below the scale’s median
threshold (set at 3), reflecting the fragility of engagement in this context.

Q2. How are the different dimensions of engagement—instructional, behavioral, social,
emotional, technological, and withdrawal—ranked in this context?

H2. In accordance with our systemic model, which distinguishes a core and modulating
dimensions, we hypothesize a clear hierarchy:

e Instructional and behavioral dimensions, directly linked to teacher action and observable
participation, are expected to have the highest means.

¢ Social and emotional dimensions, more dependent on the quality of remote relationships
and the sense of belonging, are expected to occupy an intermediate position.

¢ The technological dimension, often perceived as a constraint, and withdrawal, reflecting
potential disinvestment, are expected to show the lowest levels.

Q3. What relationships exist among the positive dimensions of engagement (instructional,
behavioral, social, emotional, technological)?

H3. In line with the systemic approach, which posits dynamic interactions among the
components of engagement, we hypothesize that these dimensions are interconnected and mutually
reinforcing. Significant positive correlations are expected among all these dimensions, with the
strongest links likely observed between:

e Emotional and behavioral engagement, reflecting the affective-participatory dynamic: a
student who feels emotionally secure will be more likely to speak up and expose themselves in L2.

¢ Social and emotional engagement, reflecting the role of belonging in fostering a positive
affective climate.

Q4. How does withdrawal interact with the other forms of engagement?

H4. In accordance with the conceptualization of withdrawal as an integrated antagonistic
dimension within the engagement continuum (Kahu & Nelson, 2018), we hypothesize:

e A structural opposition: withdrawal should be negatively correlated with all positive

dimensions of engagement.
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¢ Integration into the same latent construct: withdrawal should load on the same factor as the
other dimensions, but in the opposite direction (negative loading), confirming that it is not a separate

phenomenon but an antagonistic component of the same system.

Methodology
Study Context

In Algerian higher education, French for Specific Purposes (FSP) holds a particular position: it
addresses non-specialist language learners, for whom mastery of French constitutes a tool for their
future profession. The COVID-19 pandemic profoundly transformed its teaching, as it did for other
subjects within discovery and transversal teaching units (UE), now delivered entirely online. This
evolution reinforces the role of synchronous digital environments in students' academic pathways and
makes the study of FSP particularly relevant for analyzing student engagement. Indeed, this discipline
involves diverse cohorts from non-linguistic fields, for whom active participation in virtual classes is a
condition for success. This configuration exposes students to a triple cognitive load—disciplinary,
linguistic, and digital —which makes the analysis of their engagement particularly heuristic.

It is precisely to explore these dynamics that the present study was conducted at the University
of Batna 1 (Algeria), with third-year undergraduate students in economics enrolled in the French
module during the first semester of the 2025-2026 academic year. This module is delivered entirely
online in the form of synchronous tutorials, with one weekly session of 1.5 hours (1 credit, coefficient
1). This arrangement offers a valuable opportunity for observing and analyzing student engagement in
a synchronous FSP context.

Participants

All students enrolled in the module were invited to participate via an online questionnaire.
Participation was voluntary and anonymous, corresponding to a self-selection sampling procedure. Of
the 200 enrolled students, 144 responded to the questionnaire, yielding a response rate of 72%. All
participants attended the same FSP course taught by the same instructor, which allowed us to control
for the effect of the instructor variable on engagement.

Regarding demographics, the sample comprised 98 women (68.1%) and 46 men (31.9%). The
dominant age group was 20-25 years, accounting for the vast majority of participants (134 students,
93.1%). The remaining age groups were underrepresented: under 20 years (9 students, 6.3%) and 26—
30 years (1 student, 0.7%). This distribution reflects the typical undergraduate population,
characterized by a female majority and a strong concentration in the age group corresponding to the

first cycle of university studies.

606
J-EDUCAT: Journal of Educational Studies, Volume 4, Issue 1, 2026, p.599-623.



Student Engagement and Withdrawal in Synchronous Online FSP in Algeria: A Systemic Approach

Data Collection Instruments
The Live Online Classes Engagement Scale (LOCES)

To explore the dynamics of engagement in synchronous FSP, this study employed the Live
Online Classes Engagement Scale (LOCES), developed and validated by Ko¢ak and Gdksu (2023) with
Turkish university students. This scale was specifically designed to measure student engagement in
synchronous online courses and is based on a multidimensional structure articulated around six
dimensions: social, instructional, technological, emotional, behavioral, and withdrawal. The
guestionnaire comprises 46 items distributed across these six dimensions, with responses collected on
a five-point Likert scale (1 = strongly disagree; 5 = strongly agree). However, its use in the Algerian
context required linguistic and contextual adaptation, which is detailed in the following section.
Adaptation and Translation

In its original version, the LOCES was designed to assess student engagement during a specific
online class session (“in the live class”). The items were formulated in the past tense (e.g., “l was happy
to see my friends”, “The lecturer taught the lesson in a comprehensible way”). For the purposes of our
study, which aims to capture engagement as a stable tendency rather than a momentary state, we
adapted the instrument. The objective was to measure students’ perceived engagement globally,
referring to all online French sessions attended during the semester.

This adaptation involved reformulating the items to reflect the overall experience of the
course. The wording was modified to include expressions such as “during the online French sessions”
or “in the sessions”. Furthermore, verb tenses were adjusted to the present or present perfect to
reflect a cumulative experience. For example, the original item “I was happy to see my friends in the
live class” was adapted and translated as “I am happy to see my classmates during the online French
sessions”. This modification was intended to capture a stable tendency of engagement, less subject to
circumstantial variations (isolated technical problems, temporary fatigue, etc.) and more
representative of the overall relationship students maintain with the learning environment. It thus
aligns with a systemic approach in which engagement is understood as a durable phenomenon.

A back-translation procedure was implemented to ensure semantic equivalence. The adapted
English version was translated into Arabic by an English teacher (native Arabic speaker), then
independently back-translated by a second English teacher. Comparison revealed no major
discrepancies. The Arabic version was pre-tested with five students. The adapted English version and
the administered Arabic version are presented in Appendices A and B, respectively.

Reliability of the Adapted Version
The internal reliability of the LOCES scale adapted to the Algerian context was verified using

Cronbach’s alpha and McDonald’s omega, the latter being considered a more robust indicator of
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reliability in factor analysis contexts as it relies on less restrictive assumptions and better reflects the
factorial structure of the data (Goodboy & Martin, 2020; Hayes & Coutts, 2020). The results (see
Table 2) show excellent overall consistency, both for alpha (a = 0.944) and omega (w = 0.987) across
all 46 items. By dimension, coefficients ranged from 0.742 to 0.935 for alpha, and from 0.753 to 0.973
for omega, indicating satisfactory to excellent reliability for each subscale. The calculation based on
composite scores of the six dimensions also confirmed high internal consistency (a = 0.866). These
results validate the robustness of the instrument in the studied context.

Table 2
Reliability Indices of the Adapted LOCES Version

Dimension Number of Items McDonald’s w Cronbach’s a
Social 5 0.753 0.742
Instructional 12 0.956 0.911
Technological 5 0.965 0.859
Withdrawal 3 0.824 0.786
Emotional 10 0.927 0.916
Behavioral 11 0.973 0.935
Total (scale) 46 0.987 0.944

Construct Validity: Confirmatory Factor Analysis

To test the factor structure of the adapted version of LOCES (Kogak & Goksu, 2023), a confirmatory
factor analysis (CFA) was conducted using JASP software (version 0.95.4) on the 46 items. The DWLS
(Diagonally Weighted Least Squares) estimation method was chosen, as it is particularly suitable for
ordinal data (five-point Likert scale). The tested model specified six correlated factors corresponding
to the dimensions of the scale: Social, Instructional, Technological, Withdrawal, Emotional, and
Behavioral.

The results (Table 3) indicate a very good fit of the model to the data. The y?/df ratio is 1.46
(¥*(974) = 1421.806, p < .001), below the recommended threshold of 3. Incremental and absolute
indices are all satisfactory: CFl = .959; TLI = .956; GFl = .984. The root mean square error of
approximation (RMSEA) is .057 (90% Cl [.050-.063]), and the standardized root mean square residual
(SRMR) is .074, both below the acceptable threshold of 0.08.

Table 3
Fit Indices of the Six-Factor Model

Index Value Recommended Threshold
x2/df 1.46 <3

CFI .959 >.90

TLI .956 >.90

GFI .984 >.90

RMSEA [90% Cl] .057 [.050-.063] <.08

SRMR .074 <.08
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The examination of standardized factor loadings revealed that all items had high and statistically
significant coefficients (p <.001). Table 4 presents the range of loadings for each dimension, confirming
that each item is a strong indicator of its construct. Inter-factor correlations were examined and are
reported in the Results section (see Table 6), confirming the expected relationships among
engagement dimensions.

Table 4
Range of Standardized Factor Loadings by Dimension

Dimension Range of Loadings
Social .508 —.800
Instructional .667 —.974
Technological .791-.894
Withdrawal .627 —.891
Emotional .526-.913
Behavioral .766 —.905

Note. All loadings are significant at p <.001.

Overall, these results attest to the construct validity of the adapted LOCES version in the study
context. The six-factor structure, including withdrawal as a full-fledged component, appears relevant
for measuring student engagement in synchronous FSP in Algeria. These findings confirm that the
factor structure of the adapted version is robust and well-suited to our context.

Procedure

The questionnaire was administered online via Google Forms from November 18 to 20, 2025.
To avoid any bias related to the presence of the FSP instructor, the link was distributed by a colleague
from another module, who orally presented the objectives of the research and invited students to
respond outside class hours. The homepage of the form outlined the ethical guarantees: anonymity of
responses, no impact on grades, freedom to participate, and the right to withdraw at any time without
justification. Returning the completed questionnaire was considered implicit consent. Completion took
approximately 10 minutes.

Statistical Analyses

Data were analyzed using SPSS software (version 25). To address the research questions,
several analyses were conducted. First, a one-sample t-test was performed to compare the mean
global engagement score with the median value of the scale (H1). Second, a repeated-measures
analysis of variance (ANOVA), followed by Bonferroni post-hoc tests, was used to compare the means
of the six engagement dimensions (H2). Sphericity was tested using Mauchly’s test; when violated, the
Greenhouse—Geisser correction was applied. Third, Pearson correlations were calculated to examine
the relationships among the positive engagement dimensions (H3), as well as between the withdrawal

dimension and the other dimensions (H4). To further test the theoretical conceptualization of
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withdrawal as an integrated antagonistic component within the same system (H4), a principal
component analysis (PCA) was conducted on the scores of the six dimensions. While CFA validated the
six-factor structure of the adapted LOCES, the PCA served as a complementary method to illustrate the
antagonistic relationship between withdrawal and the positive engagement dimensions, consistent

with the systemic approach. The significance threshold was set at p < .05.

Results

This section presents the study's results, organized according to the research hypotheses.

Overall Level of Student Engagement (H1)

Hypothesis H1 posited that students’ overall engagement in synchronous FSP courses tends to
be low. However, the results of the one-sample t-test show a mean score of M = 3.91 (SD = 0.57),
significantly higher than the median threshold of the scale (t(143) = 82.74, p <.001, 95% Cl [3.82, 4.00]).
These results refute H1 and indicate that, despite pedagogical, technological, and social constraints,
engagement levels observed in this sample were relatively high. Figure 2 illustrates the distribution of
scores: the median is clearly above 3, with moderate variability and a few outliers that do not alter the
observed central tendency.

Figure 2
Boxplot of the Overall Engagement Score

QOverall engagement score

1,00

Variability Across Engagement Dimensions (H2)

Descriptive statistics reveal a clear differentiation among the dimensions of engagement (see
Table 5). The instructional dimension shows the highest mean, followed by the behavioral dimension.
The social and emotional dimensions occupy an intermediate position, while the technological and

withdrawal dimensions appear weaker.
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Table 5

Means and Comparisons of Engagement Dimensions

Dimension M SD 95% CI [LL, UL] Significant Comparisons

Instructional 4.25 0.53 [4.16, 4.34] > Social, Emotional, Technological, Withdrawal
Behavioral 4.05 0.67 [3.94, 4.16] > Social, Emotional, Technological, Withdrawal
Social 3.76 0.68 [3.65, 3.87] < Instructional, Behavioral

Emotional 3.75 0.74 [3.63, 3.87] < Instructional, Behavioral

Technological 3.48 0.94 [3.32, 3.63] < Instructional, Behavioral, Social, Emotional
Withdrawal 3.55 0.93 [3.40, 3.71] < Instructional, Behavioral

To verify whether these differences were significant, a repeated-measures ANOVA was

conducted. Since Mauchly’s test of sphericity was violated (W = .365, x*(14) = 142.32, p < .001), the

Greenhouse—Geisser correction was applied (€ = .724). The main effect of dimension was significant,

F(3.62, 517.50) = 44.64, p < .001, n?p = .238, indicating that the means differed across dimensions.

Bonferroni post-hoc comparisons confirmed that the instructional and behavioral dimensions were

significantly higher than the others, while the technological and withdrawal dimensions were

significantly lower. These results confirm H2: engagement dimensions manifest in differentiated ways,

with a clear hierarchy between positive forms of engagement and the tendency toward disengagement

(see Figure 3).

Figure 3.
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Correlational Structure of Engagement Dimensions and the Role of Withdrawal (H3 & H4)

Pearson correlations were computed to examine the relationships among all six engagement

dimensions. The results, presented in Table 6, reveal a clear pattern: all positive dimensions of
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engagement (social, instructional, technological, emotional, behavioral) are significantly and positively
interconnected, while the withdrawal dimension shows significant negative correlations with all
positive dimensions.

Table 6.
Pearson Correlations Among All Engagement Dimensions

Dimension 1. Soc 2.1ns 3. Tech 4. Emo 5. Beh 6. With
1. Soc —

2.1ns LS55 —

3. Tech 50** 50** —

4. Emo 70%** .63** .60** —

5. Beh 67** .56** AQ** .80** —

6. With - 44%* -52%* -37%* -57** -52%* —

Note. 1 = Social; 2 = Instructional; 3 = Technological; 4 = Emotional; 5 = Behavioral; 6 = Withdrawal
All correlations are significant at the .01 level.
Positive Interconnections (H3)

Consistent with hypothesis H3, all positive dimensions of engagement are significantly and
positively correlated, indicating that these dimensions are associated with each other. The strongest
links are observed between emotional and behavioral engagement (r= .80, p < .001), reflecting a
dynamic of reinforcement between affective involvement and active participation. Social engagement
is also strongly correlated with emotional engagement (r=.70, p < .001) and behavioral engagement
(r=.67, p< .001), suggesting that the sense of belonging fosters affective investment and engaged
behaviors. Instructional and technological dimensions show moderate but significant correlations with
all other positive dimensions (ranging from .44 to .63), confirming their contribution to the overall
systemic synergy.

Negative Opposition of Withdrawal (H4 - first part)

In line with hypothesis H4, withdrawal is negatively correlated with all positive dimensions of
engagement. Coefficients range from -.37 (with technological) to -.57 (with emotional), confirming a
clear statistical opposition between withdrawal and positive engagement.

Integration of Withdrawal into the Same Latent Construct (H4 — second part)

To further test the theoretical conceptualization of withdrawal as an integrated antagonistic
component of the same system (rather than a separate construct), a principal component analysis
(PCA) was conducted on all six dimensions, with withdrawal in its initial coding. The PCA revealed a
unifactorial structure explaining 63.6% of the total variance. As shown in Table 7, the five positive
dimensions load strongly and positively onto this single factor (loadings ranging from .704 to .910),

while the withdrawal dimension loads negatively (-.704). This result suggests that withdrawal loads
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negatively on the same factor as the positive dimensions, indicating directional opposition within a
shared statistical structure.

Table 7
Factor Loadings from PCA Including Withdrawal

Dimension Loading on Factor 1
Social .815

Instructional .784

Technological .704

Emotional .910

Behavioral .846

Withdrawal (raw scores) -.704

Taken together, these results lend support to both H3 and H4. The positive dimensions of
engagement form a coherent, interconnected system, while withdrawal emerges as an integrated

antagonistic component within the same underlying construct.

Discussion

This study aimed to examine the nature and dynamics of student engagement in synchronous
FSP within the Algerian university context, mobilizing an original systemic approach. The results
provide a nuanced and counterintuitive view of the phenomenon, suggesting the relevance of our
model and opening both theoretical and practical perspectives. Below, we discuss the main findings.
High Overall Engagement: The Surprise of a Structuring Context

Contrary to hypothesis H1, which postulated low engagement, students exhibited relatively
high overall engagement, significantly higher than the median threshold. This counterintuitive result
invites us to move beyond an overly pessimistic view of the constraints of synchronous FSP and to
question the conditions that make this engagement possible.

Several complementary explanations can be advanced. The particularly high instructional
dimension suggests that teaching quality and scaffolding may have compensated for potential
fragilities. In FSP, where learners depend heavily on teacher guidance to navigate between disciplinary
content and language competence, clear pedagogical framing can act as a security factor that liberates
engagement rather than constraining it. This finding aligns with Heilporn et al. (2025), who show that
engagement can remain high in hybrid or online modalities provided pedagogical practices are
adapted. It is also consistent with Wang et al.'s (2023) conclusions on the predominant role of
instructional practices in synchronous engagement, with technical dimensions exerting only an indirect
influence.

The post-COVID context may have normalized digital formats, reducing their potentially

anxiety-inducing effect. Recent work (Baeza & Hinostroza, 2025) shows that synchronous
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environments can become engaging when socio-emotional and pedagogical aspects are fully
integrated. This nuances Bergdahl's (2022) observations on the complexity of online disengagement,
highlighting the moderating role of local contexts and instructional practices. Finally, the instrumental
motivation inherent to FSP (Mangiante & Parpette, 2004)—Ilearning directly connected to students'
future profession—likely sustained engagement despite imperfect technological or social conditions.
The Hierarchy of Dimensions: The Instructional-Behavioral Core

The confirmation of H2 (instructional > behavioral > social/emotional >
technological/withdrawal) illuminates engagement's internal structure and lends support to our
systemic model (Figure 1). The preeminence of instructional engagement confirms the teacher's
central role: in FSP, clear, well-paced instruction reduces the cognitive load of processing language and
content simultaneously, freeing attentional resources for active participation. This is consistent with
Vaughan (2014), who links engagement to pedagogical interaction quality, and with Wang and Huang's
(2024) systematic review, which identifies pedagogical strategies as the most effective lever for
maintaining attention, far ahead of technical solutions. Wang (2025) also points to teacher empathy
as a key engagement factor, alongside learner self-control and the learning environment.

The strong link between instructional and behavioral engagement suggests that students
respond to scaffolding with behavioral investment—speaking, completing tasks—which is precisely the
vector of L2 learning (Swain, 2005). This synergy appears to form engagement's "core”. The
intermediate position of social and emotional dimensions indicates that belonging and affectivity,
while present, are not primary drivers. This nuances Tu et al. (2025), who attribute a central role to
emotional engagement in predicting behavioral intentions. In our context, the emotional dimension
appears to function more as a modulator—reinforcing engagement without being its source. This may
reflect FSP's utilitarian nature (Mangiante & Parpette, 2004): instrumental motivation may override
affects in the decision to engage. The technological dimension's relative weakness indicates that
technology, while potentially an obstacle, is not a sufficient engagement lever, a finding that aligns
with Wang et al. (2023) on the indirect role of technical dimensions. The digital tool is necessary but
insufficient; it requires pedagogical and social framing. As for withdrawal, its relatively high mean
reminds us that disengagement remains a latent threat, a point we develop further below.

Positive Interconnections and the Negative Association of Withdrawal

The correlational analysis (Table 6) reveals two complementary patterns that together are
consistent with the systemic nature of engagement. First, all positive dimensions are significantly and
positively interconnected, with the strongest link between emotional and behavioral engagement. This
indicates that engagement is not an aggregate of independent components but a coherent system

where investment in one dimension tends to reinforce others. This finding is consistent with research
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on affect in language risk-taking (Dewaele & Macintyre, 2014; Horwitz, 2001): positive affect —
pleasure, interest, belonging— appears to be closely associated with active participation. The high
social-emotional correlations further support the role of belonging in constructing a positive affective
climate, with social presence (Garrison et al., 2000) emerging as a key lever for emotional and
behavioral engagement. These results are consistent with Baeza and Hinostroza (2025), who
emphasize integrating socio-emotional knowledge and instructional strategies to foster online
presence.

Second, withdrawal is negatively correlated with all positive dimensions, with coefficients
ranging from moderate to strong. This lends support to the first part of H4: withdrawal appears to
stand in structural opposition to positive engagement. However, as the PCA results in the following
section will show, this opposition does not mean withdrawal is a separate construct—rather, it
operates within the same system.

Withdrawal as an Integrated Antagonistic Regulator

The PCA results complete the picture by revealing withdrawal's deeper nature. The unifactorial
structure explaining most of the variance, with positive dimensions loading strongly positively and
withdrawal loading negatively (-.704), suggests that withdrawal is not a separate construct but an
integrated dimension acting in directional opposition within the same continuum as positive
engagement.

This provides empirical support for interpreting withdrawal as a systemic regulator (Kahu &
Nelson, 2018): far from reflecting mere absence of engagement, withdrawal signals system tensions.
Through this regulation, a withdrawing student manifests the difficulties they encounter—cognitive
(overload), emotional (anxiety), social (isolation), or technological (connection instability). Our
interpretation builds on previous observations: Dixon and Syred's (2022) adjustment strategies—
where students negotiate exposure to preserve privacy—can be read as manifestations of this
regulatory mechanism. Handel et al.'s (2022) dissociation between visible presence and actual
involvement suggests that turning off the camera does not necessarily equate to disengagement.

Our findings enrich this work by showing that these behaviors appear not to be marginal but
rather integrated into the same latent construct as positive engagement, representing its antagonistic
counterpart. This also responds to Sun et al.'s (2025) methodological concerns, who call for finely
capturing all dimensions of synchronous engagement, including its least visible manifestations.
Practically, it invites interpretive vigilance: a high withdrawal score signals system tensions, not simple

failure, calling for targeted instructional adjustments.
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Pedagogical Implications and Perspectives

These findings shed light on the conditions for engagement in synchronous FSP within the
Algerian university context and suggest several avenues for pedagogical action, grounded in the
specific characteristics of this setting.
Supporting the Core

The centrality of the instructional and behavioral dimensions calls for particular attention to
teaching quality and the stimulation of active participation. In this setting, where weekly contact time
is limited and courses are delivered online, this involves designing sessions that clearly articulate
disciplinary content and language competence, providing progressive scaffolding, and multiplying
opportunities for oral interaction. Breakout rooms, collaborative activities, and individualized prompts
are all levers for strengthening this core.
Addressing the Modulators

The social, emotional, and technological dimensions, while not central, play a role in fine-
grained regulation. In the Algerian higher education context, marked by the post-pandemic
generalization of distance learning, strengthening the social dimension, establishing group rituals
(personalized welcome, informal exchange time) and valuing peer discussion spaces (forums, support
groups) can consolidate the sense of belonging and mutual support. Furthermore, fostering a
supportive classroom climate, where error is accepted and everyone feels recognized, can reinforce
emotional engagement and, in turn, behavioral engagement. Supporting students in mastering digital
tools and ensuring the technical quality of sessions can reduce technological barriers.
Interpreting Withdrawal as a Signal

Withdrawal, far from being a simple failure, should be understood as an indicator of tensions
within the system. A student who withdraws (camera off, microphone muted, minimal participation)
does not necessarily cease to be involved in learning; they may be expressing a need for regulation.
Close attention to these weak signals, along with targeted interventions (individual interviews,
pedagogical adjustments, technical support), can prevent a downward spiral into disengagement.
Contextualizing Pedagogical Action

The specificities of FSP—where non-specialists must simultaneously master disciplinary
content, do so in a second language, and navigate a synchronous digital environment—expose learners
to a triple cognitive load. This characteristic, inherent to synchronous FSP, takes on particular acuity in
the Algerian context, where students have only limited time (1.5 hours per week) to develop their
language skills in relation to their specialty. Therefore, pedagogical strategies cannot be mechanically

transferred from other contexts; rather, a contextualized approach, sensitive to local needs, resources,
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and constraints, is essential. This study provides empirical evidence that can guide the adaptation of
pedagogical practices to the realities of Algerian higher education.
Limitations and Future Research

Several limitations must be acknowledged. First, the cross-sectional and self-reported nature
of the data limits causal inference, as it measures perceived engagement rather than actual
engagement itself. Observational studies, analyses of digital traces (frequency of speaking, camera
activation, chat participation), or in-depth interviews would allow these self-reports to be cross-
referenced with objective behaviors.

The second limitation relates to the size and specificity of the sample, which was limited to a
single cohort within a single discipline (economics). Interdisciplinary and cross-institutional
comparisons would be necessary to test the generalizability of the model and examine the impact of
contextual variables (field of study, academic level, digital infrastructure) on the hierarchy of
dimensions. Furthermore, the sampling relied on a self-selection procedure, which may introduce
volunteer bias: students who were more engaged or more comfortable with French may have been
more inclined to respond. However, the high participation rate (72%) mitigates this risk and reinforces
the representativeness of the sample within the target population.

The third limitation concerns the adaptation of the LOCES from a session-specific to a global
measure. This modification, although justified by our systemic approach, may introduce a recall bias
(students reconstructing their past experience). A replication of the confirmatory factor analysis on an
independent sample would help confirm the stability of the factor structure of this adapted version
beyond the specific context of this study.

These limitations open up several research perspectives. It would be relevant to explore,
through mixed methods, the regulatory strategies that students implement in response to the tensions
of the synchronous environment. How do they negotiate the balance between visible engagement and
protective withdrawal? What are the thresholds beyond which regulatory withdrawal becomes chronic
disengagement? Longitudinal studies would also allow for capturing the temporal dynamics of
engagement, which is likely not stable but fluctuates across sessions and encountered difficulties.
Finally, the implementation of intervention studies, testing the effect of pedagogical modifications on
engagement and withdrawal, would enable a shift from a descriptive to a transformative logic.

Conclusion

This study examined the nature and dynamics of student engagement in synchronous FSP
within the Algerian university context, by mobilizing a systemic approach combining classical
dimensions of engagement, technology-mediated presences, and the regulatory function of
withdrawal. The results support the relevance of this approach by revealing a hierarchical structure in
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which the instructional and behavioral dimensions constitute a core, the social, emotional, and
technological dimensions appear to play a modulating role, and withdrawal seems to act as an

integrated antagonistic regulator within the same continuum.

These findings contribute to enriching the theoretical understanding of engagement in
synchronous contexts and open avenues for pedagogical action: supporting teaching quality, fostering
active participation, interpreting withdrawal as a warning signal, and contextualizing interventions.
Beyond its limitations—self-reported data and a restricted sample—this research may lay the
groundwork for future investigations into learners’ regulatory strategies and the temporal dynamics
of engagement, thus potentially contributing to a better understanding of the specificities of FSP in

digital environments.
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Appendices
APPENDIX A. Adapted English Version of the LOCES

Social Engagement

1.
2.
3.
4

5.

| am happy to see my classmates during the online French sessions.

| share my opinions with my classmates regarding the online French sessions.

A discussion atmosphere is created around the topics covered in the online French sessions.

| communicate with my classmates via voice calls, video calls, or messages during the online
French sessions.

| communicate with the teacher during the online French sessions.

Instructional Engagement

6.
7.

8.
9.

10.
11.
12.
13.
14.
15.
16.
17.

The teacher provides appropriate feedback and comments during the online French sessions.
The teacher explains the lesson in a clear and understandable way during the online French
sessions.

The teacher treats all students fairly during the online French sessions.

The teacher delivers the lesson at an appropriate pace during the online French sessions.
The teacher manages the session effectively during the online French sessions.

The teacher manages the session duration well during the online French sessions.

The contents of the online French sessions are generally related to the course objectives.
The contents of the online French sessions are related to what | have learned previously.

The font size and style on the screen are appropriate during the online French sessions.

The teacher’s knowledge in the subject area is sufficient during the online French sessions.
The contents presented in the online French sessions are clear, explicit, and understandable.
The teacher has the necessary technical skills to manage online sessions.

Technological Engagement

18.
19.
20.
21.

22.

The audio and video quality in the online French sessions is appropriate.

Voices are generally clear and understandable during the online French sessions.

The Internet connection speed is generally sufficient to follow the online French sessions
without problems.

| do not experience any problems with the device | use to connect to the online French
sessions.

The online learning platform system is practical and easy to use.

Withdrawal (Disengagement)

23.
24,
25.

| sometimes feel that the teacher is teaching for themselves during the online French sessions.
| sometimes think about leaving the online French sessions.
| am often distracted during the online French sessions.

Emotional Engagement

26.
27.
28.
29.
30.
31.
32.
33.
34.

| feel that the teacher considers me during the online French sessions.

| feel as if | am in a real classroom during the online French sessions.

The online French sessions are enjoyable.

The online French sessions are useful.

My desire to learn increases through the online French sessions.

| am satisfied with the online French sessions.

Successfully completing the online French sessions makes me feel good.

I look forward to the next online French sessions.

| do not notice how quickly time passes during the online French sessions.
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35. I generally understand the topics covered in the online French sessions.
Behavioral Engagement

36. | attend the online French sessions willingly.

37. I attend the online French sessions prepared.

38. | attend the online French sessions on time.

39. | answer the teacher’s questions during the online French sessions.

40. | take notes on what | consider important during the online French sessions.

41. | actively participate in the online French sessions.

42. | follow the general rules during the online French sessions.

43. | participate in the activities proposed during the online French sessions.

44. | make efforts to learn during the online French sessions.

45. | listen carefully to the teacher during the online French sessions.

46. | complete the tasks assigned during the online French sessions.

APPENDIX B. Administered Arabic Version of the LOCES
Szl bl
A 5 Aadyl) a3 3hoj ola) ie Boladl sl .1
dad e &dyill pam> Jg> LT 3D ge Dl 2
A 08 Fayill sz § Agyhaall mdlsall dg> A o 52 a3
dad 56 dd 8l paas <1 duaill S5yl ol 45all of ddgall OISl e (3De) ao Juolgsl .4
A 58 Ayl Ganas sUST (8)3Lwdl ae Juolsil .5
adazl! Jolyssyl
A58 o8 eyl Ganas (§ duaslio Slagdaly SlasMe (8)36wdl ply .6
Ax 58 dadydl) Gasa (§ degghne Ayl ol (B)3Lud Zde 7
Axd 58 Gyl panas (§ Jday ddlall e (8)30dl Jolny .8
dad 56 G il panas (§ dewlio Ay oyl (8)3Ldl pddy .9
dnd e &dydll pasa> (§ e S Laxdl (8)3bud)l pap 110
a5 0 Ayl pana (3 e S D) i) 5ol (8) 36 oy .11
Balodl C3laal Bale Aadye dad (e Ao d)l jasa> Sligiza .12
ol diolal Loy aad 8 dedydll Jasa> Slgioe lad)s 113
Aad 8 dpdydll > (§ Gunlio daLid) Jo bl aalg x> .14
Axd e &udydll e (§ 48K duoydy S el (§ (6) 3Ll ddyms 15
doggieg dulrg dnply dnd 8 Ayl pasa> § daliall Cbgimall .16
And 5 Ay panan pd Sl e dapMI &l lgall (8)3bud iz .17
SENI o3l
dpaslian Al o Aeudyill panas § Bygaally Ogaall 539> .18
.\.a.; O M_ﬂﬂ\ o> 31 Bale Eu%_zug az,o'pb CJb,.p‘}“ .19
Sline 093 dad e & a1 (asa> daliad Bole duwlio 3BYL JUa3l ds w .20
A5 5 i@l s JUai disdscial S lal o6 At JSlise axlsl Y 21
‘3‘.,\.‘5;'2.«»)" Jews ‘;).A.C dad e pl;dJ\ dyain ﬁl.]bj 22
Gl
Axd 58 dpdybll pasm> (§ dundid (a3 (8)30dl O Blnt ja2l 23
a5 55 udyill pana Bylas (3 Bt S6T 24
Al 8 Ayl Gasas LT adl Ciie 98T e T4S .25
bl b5yl
xS 58 Ayl pasas (3 (8)3bad)l plaal Joxo (51 y2sl .26
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LU yaal sz iy usd e dundydll pasa> JUS| .32

A 58 ool dd il panas> ) Caido allasl .33

.J.a.; O w)o.!\ o> <L &53.”_)3)‘«.)):.&1}’ .34
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Sl byl
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Ugurtma Yapma Etkinliklerinin Ogrencilerin Uzunluk Olgme, Geometri, Simetri ve Kesir
Basarilarina Etkisi*

Yesim YAVUZ ™"
Hatice Kiibra KIBIR
Prof. Dr. Kenan DEMIR
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Bu calismada ilkokul 3. sinif 6grencileri geri donistim malzemeleri kullanarak farkli bicim ve 6zelliklerde
ucurtma yapmistir. Arastirmada bu ugurtma yapma etkinliklerinin 6grencilerin uzunluk 6lgme, geometri,
simetri ve kesir ile ilgili basarilarina etkisi incelenmistir. Calisma kontrol gruplu 6n-son test deneysel desen
kullanilarak tasarlanmis ve uygulanmistir. Arastirmacilarin matematik kazanimlarini temele alarak uzman
gorislerine gore gelistirdigi basar testi ¢alisma 6ncesinde ve sonrasinda kullanilmistir. Ayrica ilkokul
ogrencileri, sinif 6gretmeni ve katihmci gézlemci olarak calismalarda yer alan iki 6gretmen adayinin
gorusleri alinarak nitel veriler elde edilmistir. Calismada yer alan tiim paydaslarin gérislerini almak igin
yine uzman gorislerine gore acgik uglu sorulardan olusan goriisme formlari kullanilmigtir. Calisma igin
hazirlik, slire¢c ve degerlendirme asamalarindan olusan etkinlik planlari yine uzman gorislerine gore
gelistirilmis ve uygulama sireci 16 ders saati sirmdistlr. Basari testinin 6n ve son uygulamasindan elde
edilen nicel verilerin karsilastirlmasinda parametrik olmayan istatistikler kullanilmistir. Gorismeler
yoluyla elde edilen nitel veriler ise sdzclk sézciik incelenerek icerik analiziyle incelenmistir. Calisma
sonunda ugurtma yapim etkinlikleriyle kazanimlara ulasma gabasi gosteren deney grubu ile 6gretmen
anlatimi ve ders kitabina dayali 6gretim yapilan kontrol grubunun basarilarinin son test lehine oldugu
belirlenmistir. Gruplar arasi karsilastirmada ise deney grubunda yapilan etkinliklerin 6grencilerin
basarilarini kontrol grubuna goére anlamli derecede artirdigi ortaya cikmistir. Nitel verilerin analizi
sonucunda ise deney grubunda yapilan etkinliklerin 6grencilerin 6grenmesine ve 6zellikle duygularina
olumlu katki sagladigi belirlenmistir.

Anahtar Kelimeler: Geometrik sekiller, simetri, uzunluk 6lgme, kesir, etkinlik temelli 6grenme, ucurtma
yapma etkinlikleri

The Effect of Kite-Making Activities on Students' Achievement in Length
Measurement, Geometry, Symmetry, and Fractions

Abstract
In this study, third-grade primary school students made kites of different shapes and characteristics using
recycled materials. The research examined the effect of these kite-making activities on students'
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achievement in length measurement, geometry, symmetry, and fractions. The study was designed and
implemented using a pre-test and post-test experimental design with a control group. An achievement
test, developed by the researchers based on mathematical learning outcomes and expert opinions, was
used before and after the study. Qualitative data was also obtained from the opinions of primary school
students, their classroom teacher, and two prospective teachers who participated as observers. Interview
forms consisting of open-ended questions, again based on expert opinions, were used to gather the
opinions of all stakeholders involved in the study. Activity plans, consisting of preparation, process, and
evaluation phases, were developed based on expert opinions, and the implementation process lasted 16
lesson hours. Non-parametric statistics were used to compare the quantitative data obtained from the
pre- and post-administration of the achievement test. Qualitative data obtained through interviews were
analyzed word by word using content analysis. The study concluded that the experimental group, which
attempted to achieve learning outcomes through kite-making activities, and the control group, which
received instruction through teacher explanation and textbook-based teaching, showed better results in
the post-test. A comparison between the groups revealed that the activities in the experimental group
significantly increased student achievement compared to the control group. Analysis of the qualitative
data indicated that the activities in the experimental group positively contributed to students' learning
and, in particular, their emotions.

Keywords: Geometric shapes, symmetry, length measurement, fraction, activity-based learning, kite-
making activities

Giris

Ogretme-6grenme siirecinin dgrenci aktifligi Gizerine kurgulanmasi ve uygulanmasi gerektigini
One silren yapilandirmaci anlayis bireylerin énceki inanclarinin, bilgilerinin ve becerilerinin dikkate
alinmasi gerektigini ve bu sayede de 6grenmenin keyifli ve tesvik edici bir slire¢ olacagini
vurgulamaktadir (Ersen & Ergiil, 2022). Ogrencilerin 6grenme siirecinden zevk almalarinin, ilgi
duymalarinin ve bunu faydali ve tatmin edici olarak algilamalarinin, kendilerini rahat hissetmelerinin,
o6grenmenin katkilarini fark etmelerinin ve 6grenme hedeflerini anlamalarinin 6grenme sonuglarinda
iyilesmeye yol actig bilinmektedir (Harefa, 2023).

Bu duruma ragmen Bozkurt ve Akalin (2015) matematik 6gretiminin 6gretme-uygulama ekseni
cercevesinde bigcimlendirildigini, bu slirecte 6grencilerin 6nceden belirlenmis, herkes i¢in tek dogru
cevabi olan sorulari ¢ézmeye ¢alistiklarini ve bu durumun olagan hale gelerek geleneksel bir anlayisa
donlstiglini ifade etmektedir. Matematigi “yasamin bir soyutlanmis bigimi” olarak tanimlandigini
ifade eden Altun (2010) matematik 6gretiminin daima 6nemsendigini, bilimsel ve teknik alanlardaki
gelismelerin matematigin iyi 6grenilmesine baglandigini ifade etmistir. Umay (1996) ise insan zihninin
olusturdugu soyut bir sistem olarak ifade ettigi matematigin cesitli yapilardan ve bu yapilar arasindaki
iliskilerden meydana geldigini belirtmistir. Skemp’in (1986, aktaran Altun, 2010) belirttigine gore
cocuklar oyun oynamaktan, harekete dayali etkinliklerden, problemler, olaylar ve meseleler (izerinde
disinmekten hoslanirlar ve hoslandiklari icin yapar, yaptiklari icin gelisirler. Dahasi, matematigi
anlamak, etkili veya "iddiali" 6gretimin yalnizca bir bilesenidir. Daha dogru bir ifadeyle, matematik
Ogretimi zengin ve esitlikci 6grenme ortamlarinin yaratilmasini gerekli kilar. Béyle bir 6gretme-
O0grenme ortamini yaratmadaki zorluk, her 6grencinin yalnizca etkili matematiksel diisiinmenin

temelini olusturan bilgi ve uygulamalari gelistirmesini degil, ayni zamanda anlamlandirma siirecine
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katilma konusunda 6zgiliven gelistirmesine de yardimci olan saglam 6grenme ortamlari yaratmaktir.
Okullarda gicli matematigin zorluklarini ele almanin 6niindeki baslica engeller arasinda, zengin ve
anlamli matematige yonelik 6gretim programi desteginin genel olarak yoklugu, 6grencileri matematige
davet etmeyen Ogretim uygulamalari, disinmeye odaklanmayan degerlendirmeler, 6grencilerin
ogrenme firsatlari ve deneyimlerinden ziyade 6gretmenin ne yaptigina odaklanan mesleki gelisim ve
hem okullarin disinda hem de icinde son derece esitsiz bir kiltiirel baglam yer almaktadir (Schoenfeld,
2022).

Belirtilen bu engellere ragmen Gur (2004, ss. 13-14) gecmisten glinlimize ayrim gézetmeksizin
tim toplumlarin sekillenmesinde matematigin 6nemli bir rol oynadigini, matematigin ugak
teknolojisinden bilgisayarlara kadar hemen hemen her alanda yaygin olarak kullanildigini, rakamsal
(dijital) cagin merkezine yerlestigini ifade etmektedir. Ayrica bitin egitim gérmis kisilerin diinyaya
sayilar Gzerinden baktigini, anne ve babalarin cocuklarinin matematikten yiksek not almasini
istediklerini, okullarda matematige daha ¢ok saat ayirildigini ve (Universitelerdeki en 6nemli
bolimlerden birinin matematik bolim oldugunu vurgulamaktadir.

Sayilar, sekiller, semboller ve bunlarin birlesiminden olusan cesitli kurallar olarak bilinen
matematigin asil dinyasi sanildigi kadar karmasik degildir. Temel gramer kurallarini 6grenerek bir dil
ogreniliyorsa matematik de bu sekilde 6grenilebilir (Kdsece & Taskaya, 2005). Alanyazinda 6grencilerin
oturarak pasif bicimde dersi dinledikleri, izledikleri, tim materyalleri 6gretmenin sagladigl ve bu
sekilde o6gretimi gerceklestirdigi 6grenme ortamlarinin geleneksel 6gretim olarak tanimlandigi ve bu
ogretim seklinin eski paradigma anlayisina dayali oldugu belirtilmektedir (Ebret, 2015).

Matematik ancak 6grencilerin deneme, soru sorma, kesfetme, yansitma, bulus yapma,
tartisma gibi aktif oldugu etkinliklere katilimlariyla etkili bir sekilde 6grenilebilir (Gir & Seyhan, 2006).
Bu dogrultuda matematik 6gretiminde akil ylritme, problem ¢ézme, anlatim, oyun, etkinlik, origami
olmak (zere birgok 6gretim yolu kullanilmaktadir (Baykul, 2001; Altun, 2010, 2014; Késece & Taskaya,
2015). Ote yandan, matematik egitimi alaninda yapilan calismalar, égrenme-6gretme siirecinde
benimsenen yaklasim ve stratejiler ile kullanilan yontem, teknikler ve sinif igi etkinliklerin, 6grencilerin
bilgi ve beceri kazanimlari tGizerinde farkh sonuglar dogurdugunu géstermektedir (Ersoy & Erbas, 2005).

Ogretmenin 6grenme ortamini nasil diizenledigi ve d6grenme siirecini ne sekilde planladig,
ogrencilerin dersteki basarilarini ve derse yonelik tutumlarini etkilemektedir. Zaten soyut bir ders olan
matematik 6gretiminin gorsellerle zenginlestirilmesi, konularin 6grenciler tarafindan daha kolay
anlasilmasini saglamakta ve daha olumlu sonuglar ortaya koymaktadir (Toptas et al., 2017). Uzunluk
olgcme, matematik egitiminde temel bir beceri olup, 6grencilerin kavramsal ve prosediirel anlayislarinin
gelismesi acisindan kritik bir 6neme sahiptir. Bu konu ilkokul déneminde 6grencilerin temel kavramsal

altyapiyr edinmelerinin beklendigi dnemli bir gegis sirecidir. Bu dénemde 6grencilerin kavramsal
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yeterliliklerinin belirlenmesi, 6gretim programlarinin gelistirilmesi ve etkili 6gretim stratejilerinin
olusturulmasi agisindan biyik 6nem tasimaktadir (Sari & Tertemiz, 2025).

Girefe ve Ozdil (2018) ise ilkokul Ugilincii sinif &grencilerinin biitiin, yarim ve ceyrek
kavramlarini ifade etme sirecinde, fiziksel buyuklikleri referans almalarindan kaynaklanan bazi
hatalara sahip olduklarini belirtmislerdir. Bununla birlikte yapilan bazi calismalarda 6grencilerin
kesirlerle ilgili islemsel bilgiden ziyade kavramsal bilgileri anlamlandirmada zorlandiklari vurgulanmistir
(Soylu & Soylu, 2005). Geometride temel kavramlardan biri olan simetri, glinliik yasamda sikca
karsilasilan bir olgu olmasina ragmen farkli alanlarla da iliskilendirilebilmektedir. Bu nedenle simetri
kavrami, bireylerin zihninde c¢icek, insan, kristal, desenli bir 6rtii ya da molekil gibi cesitli nesne ve
yapilara dair imgelerin olusmasina olanak tanimaktadir (Savas, 2023). ilkégretimde kesirlerin kalici ve
etkili 6gretilmesinde ve 6grenilmesinde somut, yari somut ve soyut ilkesine dayali etkinlikler ylrGtilen
bir calismada Soylu (2008), 6gretmenlerin matematikle ilgili temel kavramlarin 6grenilmesi ve
Ogretilmesinde daha dikkatli davranmasi gerektigini vurgulanmistir. Moyer (2001) matematik
o0gretiminde materyallerin 6nemini belirtirken soyut matematik kavramlarinin ancak materyaller
yoluyla somutlastirilabilecegini ifade etmistir. Yine materyallerin 6grencilerin duygularini harekete
geciren gorsel ya da hareketli nesneler oldugunu belirtmistir. Bu dogrultuda fasulyeden boncuga,
paradan bloklara kadar bircok somut nesnenin matematikte kullanilabilecegi ve bu sayede soyut
matematik kavramlarinin somutlastirilarak daha kolay 6gretilebilecegini vurgular. Benzer sekilde
Bozkurt ve Akalin (2015) matematik 6gretiminde somut materyal ya da nesnelerin matematigin soyut
yanini somutlastirarak 6gretimin daha etkili gerceklestirilmesine katki getirecegini ifade etmektedir.

Matematik 6gretimi ile ilgili alanyazinda yapilan bir¢ok ¢alismada oldugu gibi Tutak (2019)
gorsel materyallerle 6gretimin 6grencilerin matematik basarisini anlamli derecede artirdigini; Biyik
(2023) sanat etkinlikleri ile simetri 6gretiminin 6grencilerin simetriyi anlama ve uygulama becerilerinin
gelistirdigini, motivasyonlarini arttirdigini, bu sayede 06grencilerin matematik dersini degerli
gordiklerini, matematigin estetik boyutunu fark ettiklerini, matematikle sanati iliskilendirdiklerini
tespit etmistir. Kan (2019) gergek¢i matematik uygulamalarinin; Dagdelen (2012) kagit katlama
(origami) etkinliklerinin ilkogretim 6grencilerinin simetri basarilarini; Ukdem (2021) somut ve sanal
manipulatif materyaller kullanmanin 6grencilerin kesirleri kavrama dizeyini anlamli derecede
artirdigini belirlemislerdir. Katipoglu et al. (2017) eglence ve mizah iceren karikatirler yoluyla yapilan
etkinliklerin 6grencilerin matematik basarisini artirmada, matematik kaygisini azaltmada geleneksel
olarak ifade edilen 6gretim yontemine gére daha etkili oldugunu bulmuslardir.

Matematik 6gretiminde etkili sonuglar veren bu calismalara ragmen ¢ocugun biitlin 6grenim
hayati boyunca 6nemli bir ders olan matematikte kavram ve kurallarin birbirleriyle siki bir iliski icinde

olmasli, Ogrenilenlerin daha sonra 06grenilenlere temel olusturmasi, gittikce soyutlasmasi gibi
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nedenlerle bu dersin 6grenciler ve egitimciler icin zor ve anlasiimasi gii¢ bir ders olarak algilanmasina
neden olmaktadir (Aydin & Dogan, 2012).

Matematigin sadece bir ders olarak goriilmesi, Ogretim sirecinin ginlik yasamla
bagdastirilamamasi, ailenin destek olmamasi, 6gretmenin ders anlatimi, 6grenciye yaklasimi, konusma
sekli, hal ve hareketleri, matematik kaygisi, korkusu gibi duygusal sorunlar 6grenciye itici gelerek derse
karsi olumsuz tutum gelistirmesine neden olmaktadir (Dagdelen & Unal, 2017). Matematik egitimi
alaninda 6zellikle programlarda yapilan biitiin iyilesme ve yenilesme hareketlerine ragmen matematik
programi uygulamalarinin yeterli olmadigi, bu durumun Tirkiye’de hakim olan, “bilen 6gretir”
anlayisini degistirmeye yeterli gelmedigi, O0gretmenlerin programlarin istedigi cagdas Ogretim
yollarindan ¢ok, klasik matematik anlayisina uygun geleneksel 6gretim yontemlerini tercih ettikleri
Tiras (2024) tarafindan agiklanmaktadir. Yine Kdymen’in (1991, aktaran Tiras, 2024) ifade ettigi gibi
yapilan bircok arastirmada oOzellikle matematik alaninda gorilen basarisizlik, derse ve okula karsi
gelistirilen olumsuz tutumlarin arkasinda 6gretmenlerin yontem sorununun bulundugu belirtilmistir.

Alanyazin incelendiginde, matematik 6gretiminde etkinlik temelli uygulamalarin 6nemine
vurgu yapilmasina ragmen; program, Ogretim uygulamalari, 6gretmen, 6grenci, veli gibi bircok
degiskenden kaynaklanan sorunlar nedeniyle matematik alaninda basarisizligin hakim oldugu
belirtilmektedir. Bu ¢alismada matematik 6gretiminin yaygin uygulama bigimi; 6gretmen anlatiminin
uzaginda ilkokul 3. sinif 6grencilerinin tamamen kendilerinin kesfettigi, anlamlandirdigi ve yaptigi
etkinlikler tasarlanmis ve uygulanmistir. Uygulamalarin 6gretme-6grenme sirecinde 6grenciler
oncelikle verilen hazir kagit ucak ya da ¢itali ugurtmalari (materyalleri) incelemis, acilimini ve kapanisini
yaparak olgimlerini yapmis, bu siirecte geometrik sekilleri ve 6zelliklerini kesfetmis, daha sonra kendi
o0grenmeleri lGzerine kendi ugaklarini, ugurtmalarini tasarlamis ve ugurmuslardir. Birlikte yarGttikleri
bu calismalarda uzunluk dlgme, geometrik sekiller (Ucgen, Dértgen, Kare, Dikdortgen, Besgen ve
Altigen), simetri ve kesir ile ilgili amaglanan 6grenmeleri gergeklestirmislerdir. Bu baglamda deneysel
olarak yurutilen calismada, 6grencilerin ugurtma tasarlama ve yapma sireglerine aktif katilim
saglayarak matematiksel kavramlari somutlastirmalarina ve 6grenme siirecini deneyim temelli
yasamalarina olanak taninmistir. Calismada ¢ocuklarin gercek yasamda ig ice olduklari ugurtma yapma
eylemleri Gzerinden yiritilen calismanin 6zellikle yapilandirmaci yaklasima ve 6grenci aktifligine
ornek teskil edecegi disliniilmektedir.

Arastirmanin Amaci

Bu calismada ilkokul 3. sinif 6grencileriyle yirttiilen ucurtma yapma etkinliklerinin 6grencilerin

uzunluk 6lgme, geometri, simetri ve kesir ile ilgili 6grenme c¢ikti ya da kazanimlarina ulastirmadaki

etkisini belirlemek amaclanmistir.

628
J-EDUCAT: Journal of Educational Studies, Volume 4, Issue 1, 2026, p.624-644.



Ugurtma Yapma Etkinliklerinin Ogrencilerin Uzunluk Olgme, Geometri, Simetri ve Kesir Basarilarina Etkisi

Arastirmanin Problem Ciimlesi

Ucurtma yapimi yoluyla bitlinlestirilen etkinliklerin 6grencilerin geometri, kesir ve uzunluk
olgme ile ilgili basarilarina etkisi nedir?
Alt Problemler

1. Deney grubu Ogrencilerinin ylrittigl ucurtma yapim etkinlikleri ile kontrol grubunda
yapilan ders kitabi ve 6gretmen anlatimina dayali etkinliklerin gruplarin kendi icindeki 6n-son test
puanlarini artirmada anlamli bir etkiye sebep olmus mudur?

2. Deney ve kontrol grubunun 6n-son test arasindaki fark puanlari istatistiksel olarak anlaml
midir?

3. Ucgurtma yapma etkinliklerinin yiritildigi deney grubu 6grencilerinin, sinif 6gretmeninin
ve katilimci goézlemci 6gretmen adaylarinin uygulamalara iliskin gorisleri nelerdir?
Sinirhliklar

Bu c¢alismada Milli Egitim Bakanligi (MEB) ilkokul 3. sinif matematik dersi 6gretim
programindaki (MEB; 2024a) 6grenme ciktilari temele alinmis ve etkinlikler bu ciktilara goére
diizenlenmistir. Ogrencilerin ucurtma yapimi siirecinde diger derslerin (MEB, 2024b; 2024c; 2024d;
2024e) 6grenme ciktilari ile bag kurmasina dikkat edilmistir ve bu derslerin 6grenme ciktilar Sekil 1'de
verilmistir.
Sekil 1.

Benim En lyi O§retmenim Bir Ucurtma Etkinlikleriyle ilgili Dersler ve O§renme Ciktilari

) Tiirkce Dersi Hayat Bilgisi Dersi
Ogrenme Ciktilan Ogrenme Ciktilan
T3.1.11. :
T3.1.13 Matematik D] m”] Eﬁiéé
- - t--)u EC " 0 ¢
T322 MAT3.19.
MAT.3.1.10.
MAT33.1.
Gorsel Sanatlar MAT.3.3.2. Beden Egitimi ve Oyun
= MAT334. .
Dersi Ogrenme Dersi Ogrenme Ciktilan
Ciktslan MAT3.3.6. BO32228.
G.3.1.1. MAT.3.3.7. B0O.3.2.2.209.
G3.16. B0.3.2.22.10.

Sekil 1’de verildigi gibi 6grencilerin ugurtmalarini diger derslerin 6grenme ¢iktilarina uygun
etkinliklerle yapmasi saglanmistir. Matematik dersi 6grenme ¢iktilarina ulasilip ulasilmadigi basari testi
ile 6lctlmustir. Planlama ve uygulama silirecinde matematik dersi kazanimlari ulasilmasi gereken birer
amag olarak temele alinmistir. Diger derslerin kazanimlari ise matematik dersi kazanimlarina

ulastirmada yardimci olacak 6grenme materyali gelistirmede birer ara¢ olarak distniimis ve

629
J-EDUCAT: Journal of Educational Studies, Volume 4, Issue 1, 2026, p.624-644.



Yesim YAVUZ, Hatice Kiibra KIBIR, Kenan DEMIR

kullanilmistir. Ornegin dgrencilerin oyun oynarken beden egitimi dersi, ucurtma ile ilgili resim vb. isleri
yaparken gorsel sanatlar dersi, calismalari yiritlrken iletisim kurmalari Tirkge dersi kazanimlari
etkinlik gelistirmede arag olarak kullaniimistir. Bu nedenle de diger derslerdeki kazanimlari 6lcmede
kullanilacak bir 6lcme araci gelistiriimemis ve kullanilmamistir. Bu kazanimlarla ilgili gérismelerden

elde edilen ve ilgili olan veriler bulgularda kullaniimistir.

Yéntem

Arastirma Deseni

Ogrencilerin calisma ®ncesinde ve miidahale sonrasinda basarilar dlgiilen bu calismada
kontrol gruplu 6n-son test zayif deneysel arastirma deseni kullanilmistir. Arastirmada ogrenciler, sinif
ogretmeni ve katilimci gozlemci 6gretmen adaylarinin gorislerine basvurulmus, gériismelerden elde
edilen nitel veriler nicel verileri destekleyecek sekilde bulgularda kullaniimistir.
Calisma Gruplari

Calismada amagli 6rnekleme yoluyla kolay ulasilabilirlik ve gonullilik esaslari dikkate alinarak
deney ve kontrol gruplari belirlenmistir. Burdur il merkezinde bulunan ve calismalara gondlla katilim
gosteren bir okulun A-B-C subeleri ¢alisma icin secilmistir. Bu gruplardan hangisinin deney ve kontrol
grubu olacagina ise yine sinif 6gretmenlerinin ve 6grencilerin gonlli olmasi olgltl dikkate alinmis ve
kura cekilerek siniflardan biri deney digeri de kontrol grubu olarak belirlenmistir. Deney grubunda 16,
kontrol grubunda ise 21 6grenci basari testinin 6n ve son uygulamasinda yer almistir.
Veri Toplama Araglari
Basari Testi

GCalismada 6grencilerin 6grenme dizeylerini belirlemek egitim programlari ve 6gretim, lgme
ve degerlendirme ile sinif 6gretmenlerinden olusan uzmanlarin goérislerine gére bir basari testi
gelistirilmistir. Bu testteki maddelerin dil, yazim, sekil, sorularin kazanimlara ve 6grenci diizeylerine
uygunluguna iliskin énerilere gore gerekli dizenlemeler yapilmistir. Matematik dersinin ilgili 6grenme
¢iktilari dikkate alinarak hazirlanan ve uzman gorislerine gore yeniden diizenlenen 6rnek iki madde

Sekil 2’de verilmistir.
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Sekil 2.
Ogrenme Ciktilarini Olgmede Kullanilan Madde (Soru) Ornekleri

SORU 1: Asagida verilen seKillerde boyah Kisumlara karsihk gelen kesirleri belirtiniz.
Sekillerin boyah kisumlarmma gire biitiin, yarim, ¢eyrek olduklarim yvaziniz.

I
—

SORU 3: Ucurtmanin cevresini 6lcmek icin metre ve cetvel disinda kullanabilecegimiz
araclarin ismini yaziz.

Sekil 2’de verilen birinci maddede Ogrencilerinden madde kokinid okumalari, sekilleri
incelemeleri ve cevaplarini birakilan bosluga yazmalari istenmistir. Yine 6rnek olarak verilen 3.
maddede ise &grenciler verilen metni okumus ve cevaplarini birakilan bosluga yazmistir. Ogrencilerin
yazdig1 her bir dogru cevap 1 puan lzerinden puanlanarak toplam puana ulasilmistir. Basari testinde
bu iki temel madde tirlyle olusturulan 8 madde yer almis ve 6grencilerin bu maddeler verebilecekleri
kisa cevap sayisi ise 39 olarak belirlenmistir. Bu formun 6n uygulamasi bir baska okulda yapiimis ve
ogrencilerin 40 dakikalik bir ders saatinde bu sorulari cevaplayabildigi gbzlenmistir.

Calismanin basinda 6n ve son test olarak kullanilan bu formun 6n uygulamasinda elde edilen
puanlar gruplarin galismalara es diizeyde baslayip baslamadiklarini belirlemek igin kullaniimistir.
Gruplarin eslestirilmesinde kullanilan bu puanlar ile Mann-Whitney U testi ile yapilan karsilastirma ve
ilgili betimsel istatistikler Tablo 1'de verilmistir.

Tablo 1.

Deney ve Kontrol Grubunun On Test Puanlarinin Karsilastirilmasi

Sira Siralar Mann- Anlamlilik Duzeyi
Gruplar N X SS Ortalamasi  Toplami  Whitney U Z p
Deney 16 825 5,58 16,19 259,00
123,000 -1,384 ,175%
Kontrol 21 10,05 4,76 21,14 444,00

*p>0,05

Tablo 1'de gorildUgi gibi basar testinin 6n uygulamasindan ugurtma yapma etkinliklerinin
uygulandigl deney grubu calismalara 8,25; 6gretmen anlatimi ve ders kitabina dayali etkinliklerin

yapildigi kontrol grubu ise 10,05 ortalama puan alarak baslamistir. iki grubun 6n test puanlari
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arasindaki farkin istatistiksel olarak 0,05 dizeyinde anlamli olmadigi belirlenmistir. Bu analiz
sonucunda her iki grubun calismalara benzer basari diizeyi ile basladiklari tespit edilmistir.
Goériisme Formlari

Calismanin nitel verilerini elde etmek icin sinif 6gretmeniyle bireysel ve deney grubundaki
ogrencilerle de odak grup gorismesi yapilmistir. Sinif 6gretmeni ve 6grencilerin gorisleri uzman
gorisleri alinarak gelistirilen ve acik uclu sorulardan olusan gorisme formlari ile elde edilmistir.
Birbirine paralel olarak gelistirilen bu formlarda deney grubunda yapilan ¢alismalarin 6grencilerin proje
amacina yonelik kazanimlara iliskin 6grenmelerine, duygularina ve aralarindaki etkilesime katkisina
yonelik sorular yer almistir. Calismada iki arastirmaci disinda matematik 6gretmenligi bolim 6grencisi
iki 6gretmen aday! da katilimci gézlemci olarak yer almistir. Bu iki 6gretmen adayi ile de bireysel
gortsme yapilmis ve goriismelerde ucurtma yapimina dayali etkinliklerin 6grencilere katkilarina iliskin
gozlemlerini ortaya cikarmaya yonelik sorulara yer verilmistir.
Verilerin Analizi

Arastirmada kullanilan nicel ve nitel veri toplama araglarindan elde edilen verilerin nasil analiz
edildigi asagida aciklanmustir.
Nicel Verilerin Analizi

Basari testinin 6n ve son uygulamasindan elde edilen nicel verilerin analizi igin 6ncelikle normal
dagihm gosterip gostermedigi normallik testi ile test edilmistir. Dagilimlarin normal dagilim
gostermemesi ve ozellikle gruplardaki 6grenci sayilarinin kiiclik 6rneklem 6zelligine uygun olmasi
nedeniyle istatistiksel islemlerde parametrik olmayan testler kullanilmistir. Gruplarin kendi icinde
karsilastirimasinda bagiml (iliskili) testlerden Wilcoxon isaretli Siralar Testi, gruplarin birbirleriyle
karsilastirilmasinda ise yine non-parametrik bagimsiz (iliskisiz) testlerden Mann-Whitney U Testi
kullanilmistir. Karsilastirmalarda anlamlilik diizeyi 0,05 olarak kabul edilmis ve anlamli ¢ikan farkin etki
blylklGgini hesaplamak igcin Wendt (1972) tarafindan Onerilen ve Mann-Whitney U testi icin etki

blylklugu olgutl olarak kabul géren (Tak Yabanci ve Ercan, 2025) “Rank-Biserial Korelasyon ()

formla kullaniimis ve bu formil asagida verilmistir.

2U
.'I] )(PIZ

rrb—'l—

Nitel Verilerin Analizi

Ogrencilerle yapilan odak grup, sinif dgretmeni ve iki 6gretmen adayi ile yapilan goériismeler
sonucunda elde edilen niteliksel veriler igerik analizi yoluyla irdelenmistir. Bu inceleme siirecinde her
bir sozciik kodlama i¢in temel birim (6lglt) kabul edilmis ve niteliksel ifadeler sozcik sozcik

incelenmistir. Ogretmen, 6gretmen adayi ve dgrencilerin gériislerinin analizi sonunda ortak olarak
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“Ogrenme” ve “Duygular” temalari ortaya ¢ikmistir. Nitel analiz sonunda elde edilen bulgular nicel

bulgulari desteklemek igin kullaniimis 6gretmen, 6gretmen adayi ve 6grencilerin gorisleri dogrudan

alintilanarak bulgularla birlikte 6rneklendirilmistir.

Uygulama Siireci

ilkokul 3. sinif dgrencileriyle “Benim En iyi Ogretmenim Bir Ugurtma” adiyla yiritiilen bu

calisma 16 ders saati siirmis ve bu 6gretme-6grenme slirecinde yuritilen atolyeler ve etkinlikler Tablo

2’de ana hatlariyla agiklanmistir.

Ta

blo 2.

Benim En lyi Odretmenim Bir Ucurtma Atélyeleri ve Yapilan Etkinlikler

Atolyeler

Deney Grubunda Yiratilen Atolyelerde Yapilan Calismalar

[EnN

. Tanisma-iletisim

Bu atdlyede o6grencilerin birbirlerini, arastirmacilari ve katihmci gézlemci olan
O0gretmen adaylarini tanimalarina, birbirleriyle iletisimlerini gliclendirmelerine ve
motivasyonlarini arttirmalarina katki getirmek icin egitsel oyunlar oynatilmistir.

Bu atdlyede, 6grencilerin kendilerine ve birbirlerine giivenmeyi ve birlikte hareket
etmeyi deneyimlemelerine katki saglayan uyum ve giiven oyunlari oynanmistir. Bu

2. Uyum-guven oyunlarla birlikte “Geometri canavarimi canlandiriyorum” gibi oyunsu etkinliklerle
de ogrencilerin geometrik sekiller ve ozellikleriyle ilgili 6n bilgilerini harekete
gegiren etkinlikler yapiimistir.

Ogrenciler daha &nceden hazirlanmis kagit ucaklarin agiimini ve kapatiimasini

3. Kagrttan ucak yapmis ve bu sireci yazarak kendilerine ugak yapip asamalarini gésteren rehber

yapimini
6greniyorum ve
kendim yapiyorum

hazirlamiglardir. Boylelikle ugagin yapim seklini, ugaktaki simetriyi ve olusan
geometrik sekilleri kendileri fark etmis, ozelliklerini yazmis ve arkadaslariyla
paylagsmistir. Daha sonra her 6grenci yeni bir ucak yapmis ve bu ugagin yapim
asamalari ile 6grendigi 6zellikleri afisleri Gizerinden reklamini yapan TV programi vb.
hazirlamiglar ve sonra sahnede canlandirmiglardir.

Bu atélyede 6grenciler, ilk olarak ugurduklari ipli (seytan) ugurtmalarini 6gretmen

4. ipli (Seytan) rehberliginde gruplar halinde inceleyerek yapim siirecini 6grenmis ve kendi
ugurtmasi ugurtmalarini olusturmuslardir. Ogrenciler ugurtmanin simetri dogrusuna gére
yapiyorum geometrik desenlerle slislemistir, ugurtmalar 6grenciler arasinda degistirilmis ve bu

desenlerin simetrisi tamamlanarak ¢alisma bitirilmistir.
e e Bu atdlyede 6grenciler, geometrik cisimler konulu wordwall calismasi yapmistir.

5. Geri donlisim v & & sally yapmiz

Urtnlerinden
ugurtma yapilyorum

Ardindan gruplar halinde pipet, ¢op sis, poset gibi atik ve artik malzemeler
kullanilarak kendi c¢itali ugurtmalarini yapmislardir. Kendi yaptiklari ugurtmalar
Uzerinden butln, yarim, ceyrek, birim kesir kavramlarini belirlemislerdir.

. Citali ugurtma
yaplyorum ve
uguruyorum

Bu atdlyede, Ogrenciler arastirmacilar ile katiimci gozlemci olan 0Ogretmen
adaylarinin rehberliginde geometrik sekiller, uzunluk 6lgme, kesir, simetri
kavramlarini ¢itali ugurtma yapma siirecinde kullanmis gostermis ve anlatmislardir.

. Batilin ¢alismalan
degerlendiriyorum

Calismalarin sonunda 6grenciler ve sinif 6gretmeni ile birlikte proje sirecine dair
gorisleri, onerileri ve diger degerlendirmeleri alinmistir. Daha sonra ise tim grup
okul bahgesinde yaptiklari gitali ugurtmalarini ugurmustur.

Tablo 2'de kisaca agiklandigi gibi bu ¢alismalarda kagit, ¢ita, pipet, agagtan yapilan i1zgara sisi

gibi cubuklar, agac¢ dallari, plastik torbalar basta olmak lzere ¢ok c¢esitli ve her ¢ocugun kolayca

ulasabilecegi, asina oldugu artik-atik malzemeler kullaniimistir. Ogrencilerin bu malzemelerle ugurtma

yapmalari saglanmis ve bu siirecte 6zellikle matematik dersi kazanimlarina iliskin olarak kesir, simetri,

geometrik sekiller ve 6zelliklerini yaparak 6grenmelerine ortam hazirlanmistir. Tim atdlyeler igin
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uygulama Oncesinde uzman gorisleri alinmis ve gerekli dizenlemelerden sonra ilkokulda
uygulanmistir. Atolyelerin planlarinda giris, slire¢ ve degerlendirme etkinlikleri asamalari izlenmistir.
Giris etkinliklerinde 6grencilerin motive olmalari, ¢alismaya dikkat kesilmeleri, gecmis 6grenmelerini

hatirlamalari igin egitsel oyunlar oynatiimistir. Yapilan planlardan bir 6rnek asagida verilmistir.

3. Atilye Etkinlik Plam
Konu : Geometrik geloillerin Szelliklers Siire: 40+-40 dakika
Mekin + Okul bahgesd, suuf
Katnhmeilar : Ilkckul 3. Simf &grencileri
Kazanmmlar :
MAT.3.3.1. Geometrik cizimlenin Szelliklering vorumlayabilme.
MAT 332 Kenar sayilarina gre geometrik gekillent simflandirabilme.
MAT . 3.5.6. Birden fazla simetri doZrusy clan geloillen ¢Szimleyebilme.
Kavramlar: Simetri, geometrik seliller (cgen, ddrtzen, begpen, alhigen), geri donizim
Ozretim Yintemi: Yaratics Drama, Tartigma
Ogretim Teknikleri: Dogaclama, Fol oynama, Egitsel oyun, Vizilt 44
Arac-gereg: ATIK-ARTIK olmak iizere (Kagit, kalem, kdZit ugak vapimi karts, ince renkli
plastik pogetler, afiste bulunmas gereken Slgttler karts, vzunluk Slome araglan (cetvel,
kalem vh.)

Mhizik (https:www youtube comiwatch v=Hays W IDwvIel),

OGRETME-OGRENME SURECI

IL. HAZIRLIK -ISINMA (Giris Etkinlikleri)
Etkinlik 1 (Renkli pogetleri ugumyorum)
Etkinlik 2 (A4 kiFitlarim ugurmaya calisiyorum)
Etkinlik 3 (Kagittan vgaklan incelivorum- katlanmig verlerinden acryorum-aciluming yvazryomim)
Etkinlik 4 (Acidmig ugaklan geri katlayarak eski haline getirtyorum-kapatihy seklinin agamalarim

yaztyormm-ucak vapinayi SErendyorum)
Etkinlik 5 (Sifirdan ugak yapiyorm-isim veriyonun-ugunyyonsm)
III. CANLANDIRMA ETKINLIKLERI (Siirec Etkinlikleri)

Etkinlik 6 (Ugagi Gzerine bdlimlerini ve gekillerinin adim, Szelliklerini  yaziyorom,
arkadaglarima anlatiyoram)

Etkinlik 7 (Ugagin dzelliklerini tanitan bir afiy hazalivorum-ugak vapum reklam videosu gekermiy
gibi ugagmiz ve Szellikderini tanitiyoruz):

IV. DEGERLENDIRME ETKINLIKLERI (Sinama Durumlari-Sonug Etkinlikleri)
Etkinlik 8 (Vizilt1 44 ile Ogrendiklerimi ve duygulanmi tartizryorum sonsa tim simfimla

paylagryorum):

Verilen atélye plani 6rneginde goruldigi gibi 6grencilerin geri doniisiim drinlerini kullanarak
ve etkin katilimla ugurtma yapmalarini saglayacak yaratici drama ve tartisma yontemi ise kosulmustur.
Yaratici drama etkinliklerinde dogaglama ve rol oynama, tartisma igin ise vizilti 44 kullanilmistir. Girisg
etkinliklerinde basitten karmasiga ve bilinenden bilinmeyene dogru bir siirec izlenmistir. Oncelikle
ogrencilerin plastik torbalari ugurmalari, 6nceden yapilmis kagittan ugaklari ¢ozerek ve ayni sireci
tersten takip ederek katlamalari ve bu yolla ucurtma yapimini kendilerinin 6grenmelerine imkan
saglanmistir. Bu slire¢ 6grencilerin sifirdan bir ucak yapmalariyla bitirilmis ve silirec etkinliklerinde
sahneye c¢ikarak ugurtma yapimi slrecini canlandirma yoluyla sahnelemeleri istenmistir. Dersin
sonunda ise vizilti 44 tartisma teknigi kullanilarak 6grencilerin siireci degerlendirmeleri saglanmistir.

Diger atoOlyelerde yaratici drama ve tartisma yontemi disinda 6grencilerin tamamen kendilerinin
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o0grenmelerine imkan taniyacak is birligine dayali 6grenme teknigi birlesme I, grup arastirmasi,
gosterip-yaptirma, egitsel oyun, oyunlastirma gibi yollar kullaniimistir.
Arastirmanin Gegerlik ve Giivenirligi i¢in Yapilan Calismalar

Bu calismada yer alan tim boélimler arastirmanin amaci ve cevap aranan sorular ¢ergevesinde
birbirlerine uyumlu bir sekilde organize edilmistir. Ayrica halen ilkokullarda uygulanmakta olan 3. sinif
matematik dersi 6gretim programindaki 6grenme ciktilari (MEB, 2024a) temele alinmis ve bu ciktilarin
dogrulugu hem programlarla hem de uzman gorisleriyle teyit edilerek kapsam gecerligine dikkat
edilmistir. Ugurtma yapim etkinlikleri icin uzman gorisleri alinarak atolyeler ayrintili bir sekilde
planlanmistir. Atélye planlarinin nasil gelistirildigine bir 6rnek verilerek anlatima ve uygulamalarin nasil
yapildigina kanit sunulmustur. Arastirmanin nicel veri toplama araci 6grenme ciktilari temele alinarak
gelistirilmis ve bu basari testi uzman gorusleri alinarak kapsam, Tiirkce dil ve uyum gecerligini saglama
calismasi yapilmistir. Ucurtma yapma etkinliklerinin yapildigi 6gretme-6grenme siirecinde arastirmaci
ile birlikte sinif 6gretmeni ve katihmci gdzlemci 2 6gretmen adayi yer almistir. Bu katilimcilarla birlikte
ogrencilerin gorusleri alinarak elde edilen bulgular gérislerden dogrudan alintilar yapilarak veriler teyit

edilmistir.
Bulgular

Basari testinin calisma 6ncesinde uygulanmasi sonucunda deney grubu 8,25, kontrol grubu ise
10,05 ortalama puan elde etmistir. Calisma bitiminde basari testinin tekrar uygulanmasi ile deney
grubu 18,19 ortalama ve 6,56 sapma puani elde etmistir. Kontrol grubu 6grencilerinin ise ortalama

puani 12,86, standart sapma puani 5,55 olarak belirlenmistir.

Benzer diizeyde basari ile galismalara baslayan gruplarin kendi igindeki ilerlemesinin anlamli
olup olmadigini belirlemek icin 6n ve son dl¢iim puanlari bagiml (iligkili) testlerden Wilcoxon isaretli
Siralar testi ile karsilastirilmis ve elde edilen bulgular Tablo 3’te verilmistir.

Tablo 3.

Gruplarin On ve Son Ol¢iim Puanlari Arasindaki ilerleme Puanlarinin Karsilastiriimasi

Sira Siralar Anlamhlik Duzeyi

Gruplar N Ortalamasi  Toplami Z p

Negative Ranks 152 9,00 135,00 -3,470° ,001%*
Deney Positive Ranks 1° 1,00 1,00

Ties 0°

Total 16

Negative Ranks 152 11,77 176,50 -2,679° ,007*

Positive Ranks 5b 6,70 33,50
Kontrol .

Ties 1°

Total 21

*p<0,05 (a.0n test <son test) —(b. 6n test > son test) — (c. 6n test = son test)
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Gruplarin 6n-son test puanlari arasindaki ilerleme puaninin anlamli olup olmadiginin
belirlendigi Tablo 3’e gére deney ve kontrol gruplarinda yapilan etkinliklerin 6grencilerin basarilarini
anlamli derecede artirdigi tespit edilmistir. Bu bulguya gére deney grubunda yapilan ugurtma yapma
etkinlikleri 6grencilerin basarilarini anlamli derece yikseltmistir. Ayni sekilde kontrol grubunda
O0gretmen anlatimina ve ders kitabina dayali etkinliklerin de kontrol grubu 6grencilerinin basarilarini
anlamli olarak artirdigi belirlenmistir.

Gruplardaki anlamli bulunan bu ilerleme puanlarinin gruplar arasinda anlamli olup olmadigi
Mann-Whitney U testi kullanilarak test edilmis ve elde edilen bulgular Tablo 4’te gosterilmistir.

Tablo 4.

On ve Son Test Puanlari Arasindaki Fark Puanlarinin Karsilastirilmasi

Mann- Anlamhhik Etki
Sira Siralar ~ Whitney Dizeyi BlyUkligu
Gruplar N X SS  Ortalamasi Toplami U Z p (r)

Deney 16 9,94 5,30 26,41 422,50

49,500 -3,644 0,000* 0,60**
Kontrol 21 2,81 4,18 13,36 280,50

*p<0,05

Tablo 4’te verildigi gibi deney grubu kendi icinde 9,94; kontrol grubu ise 2,81 ortalama puanlik
ilerleme gostermistir. Bu bulguya gore deney grubunda yuritilen ugurtma yapma etkinliklerinin
ogrencilerin basarilarini, kontrol grubunda yapilan 6gretmen anlatimi ve ders kitabi temele alinarak
ylratialen etkinliklere gére anlamli sekilde artirdig belirlenmistir. Bir baska ifadeyle Tablo 4’te verilen
bulgular (U = 49,500 p=0,000, z=-3,644, r=-0,60) her iki grubun ilerleme puanlari arasinda deney grubu
lehine olusan anlamli farki gostermektedir.

Yapilan g¢alismada etki buyukliginin ise 0,60 oldugu belirlenmistir. Elde edilen bu etki
blyikliginin deney grubundaki 6grencilerin farkh bicim ve 6zelliklerde ugurtma yaparak matematik
dersi ile ilgili 6grenme c¢iktilarina ulagsmasinin gercek etki diizeyinin yiksek oldugu géstermistir. Bu
durum deney grubunda uygulanan etkinliklerin gercek uygulama alanindaki etkisini gostermesi
bakimindan 6nemlidir.

Nitel verilerin analizi ile elde edilen “Ogrenme” ve “Duygular” temalarina iliskin 6gretmen ve
Ogrenci gorisleri sirayla verilmistir.

Ogrenme Temasina iliskin Gériisler

“... Son degerlendirmeyi heniiz yapmadim ama ben faydali oldugunu diisiiniiyorum. Ciinki nasil
diistiniiyorum faydali oldugunu? Normal biz hani sohbet konusunda bu yaptiklari
etkinliklerden bahsederken, anlatirken evet o kelimeleri kullaniyorlard....” Sinif Ogretmeni

“... Mesela simetri dogrusunu matematidi bir de ugurtma ugcurmayi égrendik...” Ogrenci 1
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“

“

“

“

... Matematigi eglenceli bir sekilde 6grendik kesirleri geometrik cisimleri bazilarini 2. Sinifta

dgrenmistik ama simdi iyice pekistirdik...” Ogrenci 3

...Geometrik sekilleri égrendik, ucak yapmayi 6grendik, melek ucurtmasi yapmay: égrendik,

kendimiz ucurtma yapmayi 6§rendik baya bir sey 6grendik cok giizel gecti...” Odrenci 11

... “Benim En lyi Ogretmenim Bir Ucurtma" projesi kapsaminda gerceklestirdigimiz bu etkinlik,

matematigin kdgit lzerinde kalan soyut tarafini somut bir deneyime déniistiirdi. ...”
Ogretmen aday 1

... Matematiksel kavramlari el becerisiyle harmanlayan bu uygulama, tiim zorluklarina ragmen

hem sabri hem de birlikte basarma duygusunu pekistiren, zevkli ve akademik agidan ufuk
agici bir gézlem imkéni sundu...” O§retmen adayi 2

Ogrenciler, sinif dgretmeni ve katihmci gdzlemci 6gretmen adaylarinin dogrudan alintilan

gorlslerinden de goruldiglu gibi Ogrencilerin  ¢alismanin  amaglarina  yonelik 6grenme

gerceklestirdikleri ifade edilmistir. Bu bulgunun deney grubundaki etkinliklerin 6grencilerin basarilarini

anlamli

derecede artirdigina iliskin nicel bulguyu destekledigi belirlenmistir.

Duygular Temasina lliskin Gériisler

“

“

“

“

“

.. Etkinlige ilk basta heyecan duydular, sevindiler. Su anda mesela bugiin evet son giindeyiz ve

bugiin de ben onlari yine heyecanli gérdiim. ilk bastaki hevesleri devam ediyordu. Bu tarz
projelerin artarak devam etmesini isterim. Ciinkii 6grencilerdeki heves bende de olustu ...”
Ogretmen

.. lyi gecti, giizel gecti, cok muhtesem gecti, giizel gecti eglendim, cok mutlu oldum...” Ogrenci

2-3-5-7-8-9-11-12-13

... giizel gecti ucurtmayi daha ¢ok ugurmak istiyordum...” Ogrenci 14

... Siniftaki kaynastirma 6grencilerinin baslangictaki cekimser tavirlarini birebir destekle asmak

ve onlarin da iiretim siirecine dahil oldugunu gérmek, gercekten cok mutlu etti...” Ofretmen
adayr 1

... Sinif disinda yaptigimiz etkinliklere hepsi aktif bir sekilde katildi, ¢cok eglendiler ve vermek

istedigimiz bilgileri 6grendiler...” Ogretmen adayi 2

Ogrenciler, sinif 6gretmeni ve katilimc gdzlemci 6gretmen adaylarinin duygular ile ilgili

gorisleri incelendiginde 6grencilerin ¢alismalardan memnun kaldiklari sevdikleri, mutlu olduklar

gozlenmistir. Ayrica sinif 6gretmeni sadece 6grencilerin mutlulugunda bahsetmemis bu etkinliklerin

kendisinin de heveslendirdigini ifade etmistir.

ve kesir

Tartisma ve Sonug
Bu calismada deney grubundaki ilkokul 3.sinif 6grencilerinin uzunluk 6lgme, geometri, simetri

ile ilgili 6grenme ¢iktilarina ulasmalari icin geri donlstim Grdnlerinden kagit ucurtma (ucak),

ipli ucurtma, citali ugurtma gibi cesitli sekillerde ucurtma yapmalari saglanmistir. Kontrol grubunda

ylritilen etkinliklere miidahale edilmemis, bu grupta 6gretmen kendi ge¢cmis 6gretim sirecinin

devam ettirmistir. Deney ve kontrol grubun 6n ve son dlgcim puanlarinin karsilastiriimasi sonunda her

iki grupta yapilan etkinliklerin 6grencilerin basarilarini anlamli derece artirdig1 sonucuna ulasilmistir.

637
J-EDUCAT: Journal of Educational Studies, Volume 4, Issue 1, 2026, p.624-644.



Yesim YAVUZ, Hatice Kiibra KIBIR, Kenan DEMIR

Kendi icinde anlamli ilerleme gosteren gruplarin ilerleme puanlarinin karsilastirmasi ile de deney
grubunda yapilan etkinliklerin kontrol grubunda yapilan etkinliklere gére o6grencilerin basarilari
artirmada daha etkili oldugu belirlenmistir.

Alanayazindaki bir¢cok calismada matematik 6gretiminde istendik basariya ulasilamamasinin
program, 6gretmen, Ogrenci, aile, okul, 6grenme ortami gibi ¢ok cesitli nedenleri oldugu ifade
edilmektedir. Bu dogrultuda 6gretmenlerin 6grencilerle az ilgilenmesi, tekrar yapmamasi, tam ve
ayrintill ders islememesi, Ogrencilerin derste uygulama yaptirmamalari, 6grencilere materyal
kullandirmamalari gibi sorunlar 6ne ¢ikmaktadir. Ogretmenle ilgili bahsedilen bu sorulara ilaveten Tiras
(2024) 6gretmenlerin gegmisten gelen matematik 6gretimine iliskin yontem bilgisizligine ek olarak
alanini yeterli diizeyde bilemeyen 6gretmen sorunu eklendigi ifade etmistir. Ayrica materyal eksikligi
ve anlasilmayan materyallerin olmasi, 6grencinin dikkat ve ilgi eksikligi, derse karsi 6nyargili olmasi,
dgrenme ortaminin yetersizlikleri, gegmis konulardaki eksiklikler gibi (Dagdelen & Unal, 2017) sorunlar
matematik basarinin 6niindeki engeller olarak belirtiimektedir.

Alanyazinda bahsedilen somut ve sanal manipiilatif materyaller, sanat, origami, karikatr,
egitsel oyun, drama vb. yollarla yapilan matematik 6gretiminin 6grencilerin basarilari basta olmak
Gzere becerilerine, duygularina ve tutumlarina olumlu katki getirdigi ifade edilmistir (Biyik, 2023;
Bayraktar Kurt, 2012; Cuha, 2004; Dagdelen, 2012; Arli inal, 2024; Giil, 2025; Katipoglu et al., 2017;
Kendiizler Efe, 2023; Ozdemir, 2024, Ukdem, 2021).

Ucurtma yaparak matematik 6grenme ciktilarina uygun yapilandirilan etkinliklerin 6grencilerin
ogrenmelerine ve duygularinin gelisimine olumlu katki getirdigi sonucuna ulasiimistir. Alanyazindan
orneklendirilen galismalarin birgogunda oldugu gibi bu calismada da 6grenci merkezli etkinliklerin
Ogrencilerin 6grenmesine ve duygularina olumlu katkilar getirdigi belirlenmistir.

Soyut bir alan olan matematigin somut ve gercek yasamdan orneklerle islenmesi 6grenci
basarisini anlamli derecede artirmaktadir sonucuna bagl olarak o6zellikle ilkokullarda matematik
Ogretiminin Ogrencilerin gercek yasamdan o6rneklendirilen bir is yaparak 6grenmesine olanak
taninmalidir. Bunun igin de 6grencilerin yasamlarinda yeri olan ugurtma yapma ve ugurma, oyuncak
yapma gibi bircok gercekci etkinliklerin matematik dersi 6gretim programlarinda yer almasi
saglanmalidir.

Gorevdeki 6gretmenlerin matematigi somut isler Gzerinden 6gretmesine iliskin uygulamali
hizmet ici egitimler diizenlenmelidir. Ozellikle egitim fakiiltelerinde 6gretmen adaylarinin bu baglamda
yetistirilmesine yonelik olarak derslere, etkinliklere ve projelere yer verilmelidir.

Arastirma ve Yayin Etigi

Bu calismada “Yiiksekdgretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi”
kapsaminda uyulmasi belirtilen tiim kurallara uyulmustur. Yonergenin ikinci bolimi olan “Bilimsel
Arastirma ve Yayin Etigine Aykiri Eylemler” bashg altinda belirtilen eylemlerden highbiri
gerceklestirilmemistir.
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Etik kurul izin bilgileri
Etik degerlendirmeyi yapan kurul adi: Burdur Mehmet Akif Ersoy Universitesi Girisimsel Olmayan Klinik
Arastirmalar Etik Kurulu
Etik degerlendirme kararinin tarihi: 18.06.2025 -2025/6
Etik degerlendirme belgesi sayr numarasi: GO 2025/1712
Yazarlarin Katki Orani

Bu calismada yer alan yazarlarin katki oranlari birinci yazar igin %35, ikinci yazar igin %35 ve
U¢lincl yazar icin %30 olarak belirlenmistir.
Cikar Catismasi

Gahsmayi is birligi icinde vylrlten vyazarlar arasinda herhangi bir c¢ikar ¢atismasi
bulunmamaktadir.
Destek ve Tesekkiir

Bu calisma TUBITAK 2209-A- Universite Ogrencileri Arastirma Projeleri Destekleme Programi
2024 Yili 1. Dénem (B.14.2.TBT.0.06.01.00-221-760956) kapsaminda yuriitilmstar.
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Extended Abstract

Introduction

This study involved the organization of kite-making activities designed for third-grade
elementary school students in order to support their learning of fundamental mathematical concepts
and their properties related to symmetry, fractions, length measurement, and geometry within the
mathematics curriculum. In this process, students constructed kites using recycled materials in various
shapes and forms such as paper, string, slats, straws, sticks, and tree branches, which were deliberately
selected to enrich the learning environment. The main purpose of this instructional process was to
enable students to achieve curriculum-based learning outcomes, including geometric shapes such as
triangles, squares, quadrilaterals, pentagons, and hexagons, as well as concepts such as sides and
vertices, whole numbers, halves, quarters, measurement of length, symmetry, and basic fraction
understanding through active engagement in kite-making activities. In accordance with this purpose,
the study addressed the following research question: What is the effect of integrated kite-making
activities on students’ academic achievement in geometry, fractions, and length measurement
domains?

Method

Students’ academic achievement was measured by means of a mathematics achievement test
administered both before and after the implementation of kite-making activities. The study employed

a weak experimental design with a pre-test and post-test control group structure, and in this process

the views of students, classroom teachers, and participating observer teacher candidates were also

taken into consideration as complementary qualitative evidence. The experimental and control groups
were determined through purposive sampling based on convenience and voluntariness principles. In
addition, the assignment of the groups as experimental and control was carried out considering the
voluntary participation of both classroom teachers and students, and within this framework one class
was randomly assigned as the experimental group while the other class was designated as the control
group. An achievement test was developed in order to determine students’ learning levels, based on

expert opinions obtained from curriculum and instruction specialists, measurement and evaluation
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experts, and experienced classroom teachers. The items included in this test were revised in
accordance with expert feedback related to language clarity, spelling accuracy, formatting structure,
and alignment with curriculum learning outcomes and student developmental levels. Pre-test scores
obtained from this instrument were used to determine whether the groups started the study at an
equivalent level. The comparison of these scores through the Mann—Whitney U test indicated that
there was no statistically significant difference between the mean scores of the groups, demonstrating
that both groups began the study at a similar achievement level. To obtain qualitative data for the
study, individual interviews were conducted with the classroom teacher, and focus group interviews
were also carried out with students in the experimental group. The opinions of both the classroom
teacher and students were collected using interview forms developed with expert validation and
consisting of open-ended questions. These interview protocols included questions regarding the
contributions of the activities to students’ learning processes, emotional experiences, and interaction
patterns in relation to the objectives of the project. In addition to the researcher, two prospective
mathematics teachers participated as observers in the implementation process. Individual interviews
were also conducted with these teacher candidates, and the interview questions focused on their
observations regarding the contributions of kite-making activities to students’ cognitive and affective
development. In order to analyze the quantitative data obtained from the pre-test and post-test
administrations of the achievement test, a normality test was first conducted to examine whether the
distribution of data satisfied the assumption of normality. Since the data did not show a normal
distribution and the sample size of the groups was relatively small, non-parametric statistical tests
were preferred for analysis. In this context, the Wilcoxon signed-rank test was used for within-group
comparisons, while the Mann—Whitney U test was applied for between-group comparisons.

The qualitative data obtained from focus group interviews with students and individual
interviews with the classroom teacher and two teacher candidates were analyzed through content
analysis. In this analytical process, each word was considered as the basic unit of analysis, and
gualitative responses were examined in a detailed word-by-word manner. All relevant words were
grouped together and organized into meaningful thematic categories. As a result of this analysis, two
main themes emerged from the data: Learning and Emotions. The qualitative findings were used to
support and triangulate the quantitative results, and direct quotations from both teachers and
students were included to illustrate the findings in detail. The implementation process of the research
began with introductory workshops that included “Getting to Know Each Other and Communication”
activities and “Harmony and Trust Building” exercises. The study continued with a sequence of
workshops such as “Learning to Make Paper Airplanes and Self-Making Activities,” “Constructing String
(Devil) Kites,” “Designing Kites from Recycled Materials,” “Building and Flying Kites with Wooden

Frames,” and finally “Evaluating the Entire Learning Process and Activities.”
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Result and Discussion

The analysis of quantitative data obtained from the achievement test revealed that the
experimental group obtained a mean score of 8.25 in the pre-test, while the control group obtained a
mean score of 10.05. In the post-test, the experimental group achieved a mean score of 18.19, whereas
the control group obtained 12.86. The comparison of these results demonstrated that there was a
significant improvement in both groups following the instructional process. However, when the
difference scores between the experimental group, in which kite-making activities were implemented,
and the control group, in which teacher-centered instruction and textbook-based activities were
conducted, were compared, it was found that the improvement in the experimental group was
significantly higher than that of the control group. Based on the opinions of classroom teachers,
students, and observer teacher candidates, it was determined that the activities implemented in the
experimental group made a positive contribution to students’ learning processes. Furthermore, it was
also revealed that these activities had a positive effect on students’ emotional engagement and

affective responses toward mathematics learning.

Copyrights

Copyright for this article is retained by the author(s), with first publication rights granted to the Journal.
This is an open-access article distributed under the terms and conditions of the Creative Commons
Attribution 4.0 International (CC BY) License.

(CMOM

Canonical URL https://creativecommons.org/licenses/by/4.0/

644
J-EDUCAT: Journal of Educational Studies, Volume 4, Issue 1, 2026, p.624-644.



Tastepe, M., Dogruéz, E. & Oztiirk, S. (2026). Errors in transitions between algebraic and other representations:
A qualitative study of 7th and 8th grade students. J-EDUCAT: Journal of Educational Studies, 4 (1), 645-675.
https://doi.org/ 10.5281/zenodo.19926807

J-EDUCAT: Journal of Educational Studies
J-EDUCAT: Egitim Arastirmalari Dergisi
(ISSN: 3023-8145)

http://www.jeducat.com
Received: 11.02.2026, Accepted: 17.04.2026, Published: 01.05.2026
Article Type: Research Article
Doi: https://doi.org 10.5281/zenodo.19926807/
Creative Commons Attribution 4.0 International (CC BY) License

Errors in Transitions Between Algebraic and Other Representations: A Qualitative Study of
7th and 8th Grade Students”

Mehtap TASTEPE™
Edanur DOGRUOZ™™"
Sule OZTURK™™

Abstract

Mathematical understanding is closely related to how concepts are represented and how learners
coordinate different forms of representation. Within this context, multiple representations
constitute a central component of mathematics learning by enabling students to construct and
communicate meaning. This study aims to examine 7th and 8th grade students' ability to transition
between multiple representations (e.g., graphical, tabular, and verbal forms), focusing specifically
on the errors made in transitions from algebraic representations to other forms and vice versa.
This study was designed as a qualitative case study. The study group consisted of middle school
students, and data were collected through open-ended tasks requiring students to translate
between different representations. The analysis was guided by a multiple representation
framework based on Lesh (1979) and Janvier (1987), and the data were analyzed using content
analysis. The findings indicate that students experienced the greatest difficulty in transitions from
graphical to algebraic representations. Many students failed to interpret key graphical features
such as slope and intercept and translate them into algebraic expressions. While transitions
between tabular and algebraic representations showed similar error patterns across grade levels,
differences emerged in algebraic—graphical and algebraic—verbal transitions. The most common
error was performing numerical calculations without constructing algebraic expressions. In many
cases, students focused on computing specific values rather than generalizing symbolically.
Overall, the results highlight significant difficulties in representational transitions and emphasize
the need for instructional practices that explicitly support representational fluency and conceptual
understanding.

Keywords: Multiple representations, representation translation, algebraic representation, errors,
middle school
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Introduction

Mathematics plays an important role in many areas of daily life and supports individuals’
reasoning and problem-solving skills; however, its abstract nature often leads students to perceive it
as difficult and incomprehensible. This challenge arises not only from the complexity of mathematical
concepts but also from how these concepts are presented. In this regard, the type and use of
mathematical representations have a critical influence on learning (Goldin & Shteingold, 2001).

This study is grounded in a multiple representation theoretical perspective, which emphasizes
that mathematical understanding develops through the coordination, transformation, and integration
of different representational forms. Deep mathematical understanding requires learners to view
concepts from multiple perspectives and express them through different forms. According to NCTM
(2000), using multiple representations enhances learning and promotes mathematical thinking.
Representations serve as tools that help individuals concretize and communicate abstract
mathematical ideas (Delice & Sevimli, 2010). Goldin and Shteingold (2001) define multiple
representations as expressing a mathematical idea in different ways. Recent international research
highlights that students’ representational fluency—their ability to move flexibly between
representations—is a key determinant of conceptual understanding. However, students often struggle
with coordinating multiple representations and maintaining consistency across them (McCulloch et al.,
2022; Adom, 2020; Giilkilik et al., 2023).

Although representations are used across all mathematics domains, they are particularly
central in algebra instruction (Confrey & Smith, 1991; Kaput, 1989; MEB, 2018). Research consistently
shows that representational diversity enhances students’ understanding of algebraic concepts.
Stylianou (2010) found that interpreting graphs directly influences comprehension of algebraic
relationships, while Blanton and Kaput (2005) emphasized the importance of transitioning between
representations in the development of algebraic reasoning. In addition, recent studies emphasize that
students tend to focus on surface-level features of representations rather than underlying
mathematical relationships, which leads to persistent misconceptions and errors, especially in
transitions between graphical and algebraic forms (McCulloch et al., 2022; Adom, 2020).

Representations are not merely tools for displaying information; they are integral to learning
itself (NCTM, 2000). Using multiple representations deepens conceptual understanding (Even, 1998;
Hiebert & Carpenter, 1992) and improves students’ ability to transition flexibly between
representational forms (Bosse et al., 2011). Furthermore, technology-enhanced learning environments
provide dynamic opportunities for connecting representations; however, research shows that such
environments do not automatically eliminate students’ difficulties in representational transitions

(Gulkilik et al., 2023).

646
J-EDUCAT: Egitim Arastirmalari Dergisi, 2026, Cilt 4, Sayi 1, s. 645-675.



Errors in Transitions Between Algebraic and Other Representations: A Qualitative Study of 7th and 8th Grade
Students

In Turkiye, the concept of representation was formally included in the mathematics curriculum
in 2013, and the 2018 program emphasized the importance of formulas, models, graphs, and tables.
However, textbook analyses show that algebraic representations dominate, while graphs and real-life
contexts receive limited attention (incikabi & Biber, 2017). Studies in Tirkiye indicate that multiple
representations improve achievement and conceptual understanding (Yapici, 2013; Kaya, 2015; Cetin,
2024; Baran, 2024). However, students continue to experience significant difficulties, particularly with
graphical representations (Yagiz & Broutin, 2022). Despite the growing body of research, there remains
a need for studies that systematically examine the nature, sources, and types of errors occurring during
two-way transitions between representations, particularly at the middle school level. The 7th and 8th
grades were selected because these years represent a critical stage in algebra learning, where students
transition from arithmetic thinking to more abstract algebraic reasoning. This period is particularly
sensitive for investigating representational fluency, as students begin to encounter multiple
representation forms in both symbolic and graphical contexts.

Theoretical Framework

This study is based on the theory of multiple representations in mathematics education, which
posits that mathematical knowledge is constructed through the interaction, coordination, and
transformation of different representational forms.

Representation in Mathematics Learning

Representations are central to mathematical thinking and learning, as they enable learners to
externalize, interpret, and communicate abstract ideas (NCTM, 2000). Goldin and Shteingold (2001)
conceptualize representations as systems that encode mathematical meaning, while Lesh (1979)
emphasizes their role in linking real-world situations with formal mathematical structures.

From a cognitive perspective, representations function as mediational tools that support meaning-
making processes and reduce cognitive load by structuring complex information (Ainsworth, 2006).
Types of Representations

Different frameworks categorize representations in various ways. Bruner (1966) classifies
them as enactive, iconic, and symbolic, reflecting developmental stages of learning. Lesh (1979)
extends this classification to include real-life situations, concrete models, visual representations,
symbolic expressions, and verbal descriptions. Later studies classify representations as graphical,
tabular, algebraic, verbal, and pictorial (Herbel-Eisenmann, 2002; Cleaves, 2008).

These classifications highlight that no single representation is sufficient; rather, understanding

emerges from the coordination of multiple forms.
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Representational Fluency and Transitions

A central component of this framework is representational fluency, defined as the ability to
interpret, translate, and connect different representations (Lesh et al., 2003).
Recent studies emphasize that difficulties in learning mathematics often stem not from understanding
individual representations, but from challenges in transitioning between them (McCulloch et al., 2022).
Students frequently experience difficulties in: maintaining consistency between variables, interpreting
graphical structures, translating symbolic expressions into meaningful contexts (Adom, 2020; Didis et
al., 2016).
Role of Representations in Algebra Learning

Algebra is a domain where representations play a particularly critical role due to its abstract
and symbolic nature (Kaput, 1989). Representations help students connect symbolic expressions with
meaning and support algebraic reasoning (Blanton & Kaput, 2005).
Graphical and tabular representations are especially important for understanding functional
relationships; however, students often struggle to interpret these representations meaningfully
(Stylianou, 2010).
Errors in Representational Transitions

Errors in representational transitions are not random but systematic and indicative of
underlying conceptual misunderstandings. Research identifies several common error types: focusing
on visual appearance rather than mathematical structure misinterpreting slope and intercept
inconsistent variable usage incorrect mapping between representations (McCulloch et al., 2022;
Adom, 2020).
Technology and Representations

Digital tools provide dynamic representations that can support conceptual understanding.
However, recent findings suggest that technology alone is insufficient; without proper instructional
guidance, students may still fail to establish meaningful connections between representations (Glkilik
et al., 2023). This study uniquely contributes to the literature by systematically investigating
representational transitions specifically at the 7th and 8th grade levels in Tiirkiye, highlighting both the

types of errors and the cognitive challenges that emerge in middle school algebra.

Methodology
Research Design
A single-case explanatory case study design was used to examine 7th- and 8th-grade students'
transitions between multiple representations and the errors they make during this processThe primary

reason for choosing a case study as a research design was the need to gain an in-depth and contextual
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understanding of the cognitive processes students experience when transitioning between
representations and the nature of the errors that occur during this process. According to Creswell
(2021), a case study is a qualitative research design that allows for a detailed examination of a situation
or phenomenon within its context over a specific period of time (p. 99). In this context, it is an
appropriate design for this study, which seeks to answer "how" and "why" questions such as "how do
students make these transitions?" and "what are the types of errors?" because it offers a powerful
research approach in situations where the boundaries between phenomenon and context are unclear
and where participants' individual thought processes and experiences are central.

Here, the "case" is defined as the individual student's process of transitioning between
algebraic, graphical, tabular, and verbal representations in solving mathematics problems. Unlike
guantitative methods, case studies provide the opportunity to reveal the complexity of student
thinking processes and describe the possible underlying causes of errors (conceptual, procedural, etc.)
in detail through rich data such as interviews, observations, and document analysis.

Research Participants

The study was conducted at a middle school affiliated with the Ministry of National Education
in Sinop province. The study group was formed using "convenience sampling," a purposive sampling
method. Convenience sampling ensures the proximity of the study group to the researcher(s)
conducting the study and ease of access (Patton, 2014). Fifty-four students participated in the study:
24 seventh-grade students and 30 eighth-grade students. The 8th-grade students selected for the
study group were coded as S.8.1, S.8.2, ..., 5.8.30, while the 7th-grade students were coded as S.7.1,
S.7.2,...,5.7.24. This also ensured that the students' identities remained confidential.

Data Collection

To examine students' transitions between algebraic representations and those involving
graphs, tables, and verbal representations, the researchers used a data collection tool consisting of 10
main questions and 14 subquestions. The frequencies and percentages of the questions used, based

on different representations, are presented in Table 1.

Table 1

Frequencies and Percentages of Questions Regarding Transitions in Representations
Types of Representation Transitions Frequency (f) Percentage (%)
Transition from Algebraic to Graphical 2 14,28

Representation

Transition from Graphical to Algebraic 3 21,42
Representation

Transition from Algebraic to Tabular 2 14,28
Representation
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Transition from Tabular to Algebraic 3 21,42
Representation

Transition from Algebraic to Verbal 2 14,28
Representation

Transition from Verbal to Algebraic 2 14,28
Representation

Total 14 100

According to Table 1, students were asked five questions each about algebraic representation,
graphical representation, and tabular representation, while students were asked four questions about
algebraic representation and verbal representation. An example of these questions is presented in
Figure 1.

Figure 1.

Example of a Problem Item

&£ &£
515 + ™ 21
The equation above shows how Cemil and Ahmet read the same book daily.
a. Explain the number of pages Ahmet and Cemil read daily by showing them in a table.
b. Explain the number of pages Ahmet and Cemil read graphically.
c. Express the above equation verbally.

When preparing the questions, first, 7th- and 8th-grade textbooks, question books developed
by the Ministry of National Education, and literature were reviewed. The questions were then
prepared and evaluated through a pilot study with 5 students to ensure clarity and appropriateness of
the items. Based on these opinions, the questions were revised and finalized. Data collection,
conducted in a natural classroom setting under the supervision of two researchers and the relevant
classroom teacher, consisted of two class hours with each study group.

In addition to written problem-solving tasks, semi-structured interviews were conducted
individually with each student to gain deeper insights into their reasoning and transition strategies
between representations. Interview questions focused on students’ thought processes, difficulties
encountered, and explanations for errors.

Analysis of Data

The qualitative data obtained from students’ solution sheets and semi-structured interviews
were analyzed through content analysis. Content analysis enables researchers to systematically
categorize and interpret qualitative data by organizing them under meaningful themes and concepts
(Yildinnm & Simsek, 2021).

The analysis process followed a systematic and iterative procedure. First, all raw data were

independently reviewed by three researchers to gain familiarity with the dataset. During this initial
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phase, preliminary codes were generated to capture students’ transition processes between
representations (e.g., algebraic to graphical, graphical to algebraic, verbal to algebraic) and the types
of errors encountered in these processes. Based on this preliminary coding, a comprehensive coding
framework was collaboratively developed. The dataset was then re-examined and coded according to
this framework. Throughout the analysis, constant comparison between 7th- and 8th-grade students’
data was employed to identify similarities, differences, and trends in errors and transition strategies.
The themes were finalized by grouping related codes under broader conceptual categories
representing representation transitions and problem-solving errors.

Validity and Reliability

To enhance the trustworthiness of the study, strategies addressing credibility, dependability,
confirmability, and transferability were implemented. Credibility was ensured through researcher
triangulation. Three researchers independently examined and coded the data, minimizing individual
bias and increasing the accuracy of interpretations. To establish dependability, inter-coder reliability
was calculated. Thirty percent of the dataset was independently coded by the three researchers. The
agreement rate was calculated using the formula suggested by Miles and Huberman (1994): Reliability
= Consensus / (Consensus + Disagreement) x 100

The inter-coder reliability coefficient was found to be 92%, indicating a high level of
consistency among coders. Following independent coding, discrepancies were discussed in joint
evaluation meetings. Through consensus-based revisions, the coding framework was refined and
finalized. This collaborative review process also strengthened confirmability, as interpretations were
grounded directly in the data rather than individual assumptions.

Finally, to support transferability, detailed descriptions of the research context, participants,
data collection tools, and analysis procedures were provided, enabling readers to assess the
applicability of the findings to similar contexts. These procedures collectively enhanced the
methodological rigor and trustworthiness of the study.

Results

Within the scope of this study, the success and error tendencies of 7th and 8th grade students
in transitions among algebraic, graphical, tabular, and verbal representations were examined. The
findings reveal student performance, types of errors made, and the frequency of these errors for each
type of representation transition.

Transition from Algebraic to Graphical Representations and the Transition from Graphical to
Algebraic Representations

When transitioning from algebraic to graphical representations, 27 (25%) of all students

answered two problems correctly, 56 (51.85%) gave blank answers, and 15 (13.88%) gave incorrect
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answers. Of the 7th grade students' answers, 12 (25%) were correct, 28 (58.33%) gave blank answers,
and 8 (16.6%) were incorrect. Of the 8th grade students' answers, 15 (25%) were correct, 38 (63.33%)
gave blank answers, and 7 (11.66%) were incorrect.

The most common mistake students made when graphically representing algebraic
expressions was failing to draw the graph appropriately. Seventh-grade students, in particular, drew
graphs or produced fixed graphs without analyzing the algebraic expression. Both seventh- and eighth-

grade students struggled with data placement and selecting the graph type.

Table 2
Types of Errors Made by 7th and 8th Grade Students in the Transition from Algebraic to Graphical
Representation

Identified Error Types

Grade Question True Blank False  Total Drawing Placing Drawing Total
level number graphs that  data the graph
do not incorrectly  incorrectly
correspond
to values in
the
algebraic
expression
7th Question 11 11 2 24 1 0 1 2
Grade 2
Question 1 17 6 24 5 1 1 7
5
Total 12 28 8 48 6 1 2 9
8th Question 7 21 2 30 2 0 0 2
Grade 2
Question 8 17 5 30 2 2 2 6
5
Total 15 38 7 60 4 2 2 8
Grand 27 56 15 108 10 3 4 17
Total

According to the data in Table 2, the types of errors students made when transitioning from
algebraic to graphical representation were: drawing graphs that do not correspond to the values in the
algebraic expression, placing data incorrectly, drawing the graph incorrectly, and placing data but not
drawing the graph.

The most common error made by 7th grade students when transitioning from algebraic to

graphical representation was drawing graphs that do not correspond to the values in the algebraic
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expression (66.66%), while other common errors were drawing graphs incorrectly (22.22%) and placing
data incorrectly (11.11%). There were no errors in placing data but not drawing the graph.

Figure 2.
Examples of the Types of Errors Made by 7th Grade Students in the Transition from Algebraic to
Graphical Representation

2. 5. 16.x =800

X x

15 + 20 21 The equation above shows the filling process of a pool.
The equation above shows how Cemil and Ahmet read  Accordingly:

the same book daily.

b. Explain the number of pages Ahmet and Cemil read b. Draw a graph and interpret how long it takes to fill

graphically. the pool.
;ﬁ(;:’fj > 7(;.Xf \ :\J{ )T“L
AN
b)
R s oran
3 —“”4 & — b - - LRSS S <
1 E 9. . G é e : ' A S E
a. Drawing a graph that does not correspond to the b. Incorrect data placement, incorrect graph drawing
data in the algebraic expression (Student with code (Student with code S.7.22)
S.7.19)

In Figure 2, the student coded S.7.19, without analyzing the algebraic expression given in
Question 2, used x/15 as the number of pages Ahmet reads daily and x/20 as the number of pages
Cemil reads daily, and plotted them on the graph accordingly. This also does not match the graph
requested in the question. The student coded S.7.22 did not understand the purpose of the algebraic
expression given in the question and wrote the portion of the pool filled in the column according to
his own specified intervals. He also made an error by incorrectly specifying the algebraic expression
and claiming that the pool would fill in 6 hours.

The most common error made by 8th-grade students when transitioning from algebraic
representation to graphical representation was drawing a graph that did not correspond to the values
in the algebraic expression (50.00%), while other common errors were placing the data incorrectly
(25.00%) and drawing the graph incorrectly (25.00%). The least common error was placing the data
but not drawing the graph (11.11%). In Figure 3, the student with code S.8.26 did not show the increase

in the occupancy of the pool while drawing the graph, but drew a fixed graph.
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Figure 3.
Examples of the Types of Errors Made by 8th Grade Students in the Transition From Algebraic to
Graphical Representation

1. 16.x=800
The equation above shows the filling process of a pool. Accordingly:
b. Draw a graph and interpret how long it takes to fill the pool.

Gt
\ " Lo
Y Hersar ¢y
do(d i
5 C
{
9 N {
L - 0 {1b
A 2345 3840k
0.8.15
a. Drawing the Graph Incorrectly (Student coded b. Drawing graphs that do not correspond to the
$8.26) values in the algebraic expression, placing data

incorrectly, drawing the graph incorrectly
(student coded S8.15)

Student S.8.15, on the other hand, did not place the data in an orderly manner. He was unable
to represent the pattern in the algebraic expression on the graph. According to student S.8.15's graph,
the pool's occupancy rate at hour 16 was 50 m”*3. He made the error of drawing a graph that did not

correspond to the values in the algebraic expression.

When 7th and 8th grade students were considered together, it was determined that while 7th
grade students did not make the error of placing data but not drawing the graph, 8th grade students
made this error. The most common error in both groups was drawing a graph that did not correspond

to the values in the algebraic expression.

When the errors made by 7th and 8th grade students when transitioning from algebraic to
graphical representations were generally considered, it was determined that, although there were
minor differences, the error trends were similar. For example, the most common error in both groups
when transitioning from tabular to graphical representation was placing data but not drawing the
graph. Similarly, the most common error in transitioning from algebraic to graphical representation
was drawing a graph that did not correspond to the values in the algebraic expression. However, there
are exceptional cases, such as the error of "Drawing the Graph Incorrectly" being made significantly
more frequently in 7th graders than in 8th graders when transitioning from verbal to graphical
representation. When transitioning from graphical to algebraic representation, 10 (6.17%) of the
students' answers to the three problems were correct, 119 (73.45%) were blank, and 33 (20.37%) were

incorrect. Of the 7th grade students' answers, 4 (5.55%) were correct, 45 (62.5%) were blank, and 23

654
J-EDUCAT: Egitim Arastirmalari Dergisi, 2026, Cilt 4, Sayi 1, s. 645-675.



Errors in Transitions Between Algebraic and Other Representations: A Qualitative Study of 7th and 8th Grade
Students

(31.95%) were incorrect. Of the 8th grade students' answers, 6 (6.66%) were correct, 74 (82.22%) were

blank, and 10 (11.11%) were incorrect.

Table 3
Types of Errors Made by 7th and 8th Grade Students in the Transition From Graphical to Algebraic
Representation
Identified Error Types
Gra Questi True Bla False Tot Creating Solving Ignoring Creatin  Using Total
de on nk al an numerically  the units gan the
leve numbe algebraic  without on the x- incompl wrong
I r expressio  creating an axis ete operati
n that algebraic algebrai on
does not  expression c (such as
correspo expressi  using
nd to the on subtract
graphical Total ion
represent instead
ation of
additio
n)
7th  Questi 1 14 9 24 2 6 0 1 0 9
Gra onl
de Questi 2 10 12 24 2 7 0 2 2 13
on7
Questi 1 21 2 24 0 2 0 0 0 2
on9
Total 4 45 23 72 4 15 0 3 2 24
8th  Questi 2 27 1 30 0 0 0 1 0 1
Gra onl
de Questi 2 23 5 30 3 2 0 0 1 6
on7
Questi 2 24 4 30 0 1 3 0 0 4
on?9
Total 6 74 10 90 3 3 3 1 1 11
Grand 10 11 33 162 7 18 3 4 3 35
Total 9

According to the data in Table 3, the errors students made when switching from graphical to

algebraic representations were: creating an algebraic expression that does not correspond to a verbal

expression, solving numerically without using an algebraic expression, ignoring the units on the x-axis,

creating an incomplete algebraic expression, and using an incorrect operation.

The most common errors made by 7th-grade students when switching from graphical to

algebraic representations were solving numerically without creating an algebraic expression (62.5%),

creating an algebraic expression that does not correspond to a graphical representation (16.66%),

creating an incomplete algebraic expression (12.5%), and using an incorrect operation (8.33%).
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Examples of the Types of Errors Made by 7th Grade Students When Switching from Graphical to

Algebraic Representation

urney.

Speed Time Graph

1 2 3 4 %,ime6 7 8 9 10

a. Create and solve the algebraic expression for the
distance traveled with respect to time.

, ‘\:\:58\\3
e

a. Solving numerically without creating an algebraic
expression, using incorrect operations (S.7.12)

1. The graph below shows the speed-time graph of Onur's

7. Ayhan, the greengrocer, buys potatoes for 25 TL per
kilo and sells them for 30 TL. The chart below shows
the daily amount of potatoes Ayhan sells each
weekday.

HSO
225
B 20
]
“ 15
@
8 5
2 o ]
[
_S ’b\\ 6@* b’b* b’b\\ \6’8\
5 & @ & <
3 0~ < & )
&
Day

a. Based on the information provided above,
write and solve the algebraic expression
representing the amount of profit Ayhan the
greengrocer made.

O =x9+ 5+ 12 A\lUr2S
¥ =26+ 29

X¥= b5 e

b. Solve numerically without using algebraic
expressions (S.7.8)

According to Figure 4, student S.7.12 used numerical expressions that did not correspond to

the graphical representation. Student S.7.8 solved the question using only numerical expressions, even

though the question asked for a transition from graphical to algebraic representation.

The most common errors made by 8th-grade students when transitioning from graphical to

algebraic representation were creating an algebraic expression that did not correspond to a verbal

expression (27.27%), solving numerically without creating an algebraic expression (27.27%), and

ignoring the units on the x-axis (27.27%). Other errors included creating an incomplete algebraic

expression (9.09%) and using incorrect operations (9.09%). Figure 6 provides examples of the types of

errors made by 8th-grade students when transitioning from graphical to algebraic representation.
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Figure 5.
Examples of the Types of Errors Made by 8th Grade Students When Switching from Graphical to
Algebraic Representation

7. Ayhan, the greengrocer, buys potatoes for 25 TL per 9. The graph below shows the status of two
kilo and sells them for 30 TL. The chart below shows the plants over time.
daily amount of potatoes Ayhan sells each weekday.

30 . .

R Height Time Graph of Two
= 20 Plants
: 15
2 10 10
= E 8
85 N S
2 o = 6
kS| A A A A A 2, /
e (\b’b %&b ‘o&b (—;& & £ /
c & K & R <& - 2
3 v < & <& S

N ©
E X

Day April  May June July August

Time (Mounth)

a. Based on the information provided above, write
and solve the algebraic expression representing
the amount of profit Ayhan the greengrocer
made. a. Express algebraically the time-dependent

growth of two plants. Find the location where
their heights are equal by solving the equations
you obtained.

Based on the information provided above:

e B L T —rn

D G A

amarua Lol Ll hﬂ..‘-.« s dablas

a. Creating an algebraic expression that does not
correspond to a graphical representation (student

coded $.8.27) b. Not taking into account the units on the X-axis

(student coded S.8.16)

According to Figure 5, student S.8.27 attempted to create an algebraic expression that did not
correspond to the graphical representation. Student S.8.16, on the other hand, created an algebraic
expression expressing the amount of growth by only taking the heights of the plants in the first and
last months into account. He disregarded other months and factors such as the slope of the graph. He

ignored other data on the x-axis.

When 7th and 8th grade students are considered together, the error of solving numerically

without creating an algebraic expression occurred much more frequently in 7th grade students than

in 8th grade students, while the error of ignoring the units on the x-axis was a type of error that
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occurred only in 8th grade students. Creating an algebraic expression that did not correspond to the
graphical representation, creating an incomplete algebraic expression, and using an incorrect
operation were identified as errors that occurred at similar frequencies in both groups. This finding
supports previous research by Goldin & Shteingold (2001) and Arcavi (2003), indicating that students
struggle to understand context and connect symbols with context when transitioning between

mathematical representations.
Transition from Algebraic to Tableau and from Tableau to Algebraic Representation

When transitioning from algebraic to tableau, 24 (22.22%) of the student answers to the two
problems posed were correct, 72 (66.66%) were blank, and 12 (11.11%) were incorrect. Of the 7th-
grade student answers, 13 (27.08%) were correct, 25 (52.08%) were blank, and 10 (20.83%) were
incorrect. Of the 8th-grade student answers, 11 (18.33%) were correct, 47 (78.33%) were blank, and

2 (3.33%) were incorrect.

Table 4
Types of Errors Made by 7th and 8th Grade Students When Transitioning from Algebraic to Table

Identified Error Types

Grad  Question True Blank  False Total Incorrectly Not naming Rows  Total
e number establishing and Columns
level data (Drawing error)
relationships

7th Question 2 12 7 5 24 4 4 8
Grad  Question 5 1 18 5 24 3 4 7
e

Total 13 25 10 48 7 8 15
8th Question 2 6 24 0 30 0 0 0
Grad  Question 5 5 24 1 30 1 1 2
e

Total 11 47 2 60 1 1 2

Grand Total 24 72 12 108 8 9 17

According to the data in Table 4, the types of errors students made when transitioning from
algebraic to tabular representation were identified as incorrectly establishing data relationships and

not naming rows and columns.

7th grade students made the most errors of not naming rows and columns (53.3%). They
then made the most errors of incorrectly establishing data relationships (46.66%). At the 8th grade
level, they made one error each of incorrectly establishing data relationships and not naming rows

and columns.
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Figure 6.
Examples of Mistakes Made by 7th Grade Students in Transitioning to Algebraic Representation Table
Representation Type

=921 5. 16.x =800

2. The same book of Cemil and Ahmet shows the same  The equation above shows the filling status of a
reading situations on daily basis. pool. Accordingly;

a. Explain the number of pages that Ahmet and Cemil a. Show and interpret the filling status of the pool
read daily by showing them. by minute in a table.

AR

ht)o = Tax Hi‘

0 B [l 2y | )«;;s\xw\ |

B \ '\\” | 63(” b 1] P2 Rt

a. Incorrectly establishing the relationship between b. Incorrectly establishing the data relationship
data, not naming rows and columns (student coded (student coded S.7.3)
S.7.5)

In Figure 6, student S.7.5 failed to establish a relationship between the algebraic expression
given in the question and the table. Student S.7.3 incorrectly established a relationship between the
algebraic expression given in the question and the table, and created an incorrect table by confusing

the pool's filling status with the time.

When considering 7th and 8th grade students together, it was determined that 7th grade
students made significantly more errors than 8th grade students in the transition from algebraic to
tabular representation. The errors identified in this section were "Incorrectly Establishing Data
Relationships" (f=7) and "Not Naming Rows and Columns" (f=8), which were the most common errors
made by 7th grade students. The errors "Incorrectly Establishing Data Relationships" (f=1) and "Not

Naming Rows and Columns" (f=1) were only made once in question 5 by 8th grade students.

The most common error made by students when creating a table from algebraic expressions
was skipping the tabulation stage by performing a numerical solution. Error types such as incorrect
operations and equation selection were observed in 8th graders, while 7th graders mostly preferred
direct numerical solutions. Difficulties were noted, particularly with tabular representation of two-

variable expressions.

Of the three questions regarding the transition from tabular to algebraic representation, 20
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(12.34%) of the student answers were correct, 103 (63.58%) were blank, and 37 (22.83%) were
incorrect. Of the 7th grade student answers, 9 (12.5%) were correct, 45 (62.5%) were blank, and 18
(25%) were incorrect. Of the 8th grade student answers, 11 (12.22%) were correct, 58 (64.44%) were
blank, and 19 (21.11%) were incorrect.

Table 5

Types of mistakes made by 7th and 8th grade students in the transition from table representation
type to algebra representation type

Identified Error Types

Grade Question True Blank False Total Creatingan Solving Using the Using two-  Total
level number algebraic numerically  wrong variable
expression that  without operation equations
does not creating an (such as
correspondtoa algebraic using
table expression subtraction
representation instead of
addition)
7th Question 4 12 8 24 2 6 0 0 8
Grade 4
Question 3 15 6 24 2 3 1 0 6
8
Question 2 18 4 24 4 0 0 0 4
10
Total 9 45 18 72 8 9 1 0 18
8th Question 4 19 7 30 3 4 2 0 9
Grade 4
Question 5 20 5 30 5 0 1 0 6
8
Question 3 20 7 30 6 0 1 1 8
10
Total 11 58 19 90 14 4 4 1 23
Grand 20 103 37 162 22 13 5 1 41
Total

According to the data in Table 5, the errors students made when switching from tabular to
algebraic representations were: creating an algebraic expression that does not correspond to the
tabular representation, solving numerically without creating an algebraic expression, using incorrect

operations, and using two-variable equations.

The most common error made by 7th grade students when switching from tabular to algebraic
representations was solving numerically without creating an algebraic expression (50%), while other
errors included creating an algebraic expression that does not correspond to the tabular

representation (44.44%) and using incorrect operations (5.55%).
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Figure 7.

Examples of the Types of Mistakes 7th Grade Students Make When Transitioning from Tabular

Representation to Algebra Representation Type

Day |1|2[3|4|5]|6]7

8. The daily walking times of Firdevs and
ilknur are given in the table below.

Plante | 2 | 5/ 5|/ 5|5|5|5
dField | O
(m?)

a.Show algebraically the daily walking
situations of Firdevs and ilknur.

The field above shows Nisa's
daily planting status.

According to the information given above;

10. The table below shows the
absenteeism status of students in the
secondary school where Ali Principal was
newly appointed in the last 4 years.

a. Express and interpret the students'

absenteeism in the last 4 years

Accordingly;
a. Write and solve the algebraic
expression that shows how
many meters of area Nisa

Days 1. 2. 3. 4.
day day | day | day

planted. Firdevs 30 50 | 70 | 90
| ilknur 25 55 | 85 | 115
oz 65120
4 ) =
devs | I '

a. Solving numerically without
creating an algebra
representation (Student coded
S.7.4)

b. Using the wrong operation (Student
with code S.7.16)

algebraically.
Year 5. 6. 7. 8.
year | yea | yea | year
r r
abse 25 30 35 40
nce
statu
S
g4
>,
= @ﬁ
i
_%/ Z‘_’a

c. Solving numerically without creating an
algebra representation (student coded
S.7.9)

In Figure 7, the student coded S.7.4 and the student coded S.7.9 solved the question without

creating an algebraic expression. The student coded S.7.16 used the wrong operation while creating

the algebraic expression.

While the most common mistake made by 8th grade students when switching from tabular

representation type to algebraic representation type was determined as creating an algebraic

expression that does not correspond to the table representation (60.86%), the other mistakes they

made were solving numerically without creating an algebraic expression (17.37%), using the wrong

operation (17.37%) and using two-variable equations (4.34%). Figure 5 shows examples of the types of

mistakes 8th grade students made when transitioning from table representation type to algebra
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representation type.

Figure 8.
Examples of the Types of Mistakes 8th Grade Students Make When Switching From Tabular
Representation Type to Algebra Representation Type

Day 1 2 (3|4 |5|6/|7
Cultivated | 20 | 5 | 5| 5| 5|5 |5
Field

(m®)

The field above shows Nisa's daily planting status. Accordingly;
a. Write and solve the algebraic expression that shows how many square meters of land Nisa
planted.

l 3\ ”
00,b5=20.20= foort alofg Yalk QL‘WI |a=2 (x41) =4 5 (4125

A8 g1 ¥ =51

: O‘gl S.dg

S

a. Solving numerically without creating an algebraic
expression, using the wrong operation (Student b.

coded S.8.18)

Creating an algebraic expression that does
not correspond to a table representation
(student with code S.8.22)

According to Figure 8, the student coded 0.8.18 tried to solve the question containing a table
without using algebraic expressions and tried to add the field planted in the next 6 days to the field
planted on the first day. However, in his solution, he made the mistake of using the wrong operation
by doing the operation 20.6.5 instead of 20+(6.5). The student coded 0.8.22 created an algebraic

expression that did not correspond to the data in the table.

When 7th and 8th grade students are taken together; It was determined that 8th grade
students made more mistakes in creating algebraic expressions that did not correspond to the table
representation than 7th grade students. The error of using two-variable equations was determined to
be a mistake that only occurred in 8th grade students. The error of solving numerically without creating
an algebraic expression was determined to be a mistake that occurs more frequently in 7th graders
than in 8th grades. The error of using the wrong operation was a type of error that occurred more
frequently in the 8th grade. These findings indicate that students struggle to convert multivariable data
relationships from tables into algebraic expressions and tend to prefer direct numerical solutions over
forming algebraic expressions. This suggests that concrete-operational representation processes, as

proposed by Dienes (1960) and Confrey (1990), are not adequately supported.
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Transition From Algebra Representation To Verbal Representation And Transition From Verbal

Representation To Algebra Representation

In the transition from algebra representation to verbal representation, 11 (10.18%) of the

answers given by the students to the 2 problems were correct, 68 (62.96%) were blank, and 29

(26.85%) were incorrect. Of the answers given by 7th grade students, 9 (18.75%) are correct, 29

(60.41%) are blank and 10 (20.83%) are wrong. Of the answers given by 8th grade students, 2 (3.33%)

were determined as blank, 39 (65%) and 19 (31.66%) were incorrect.

When students were asked to explain algebraic expressions verbally, it was observed that they

could not understand the context of the given algebraic expression and made incorrect or incomplete

explanations. 8th grade students made more mistakes in this transition, especially the lack of support

with numerical data and uncertainty in verbal expression were noted.

Table 6

Types of Mistakes Made by 7th and 8th Grade Students in the Transition from Algebraic
Representation Type to verbal representation type

Identified Error Types

Grad Questio True Bla  False Tota Inco Exp Not Adding Express Expressin Express Total
e n nk I mplet ress using datathat ingthe gthe ing the
level number e ing any isnotin solutio  equation equatio
verba sem numeri the nofthe mathem  nsemi-
I i- cal algebraic equatio atically mathe
expre alge data expressio n matical
ssion  brai (verbal) nwhen verball ly
of the call writing y
data y verbally
in the
algeb
raic
expre
ssion
7th Questio 6 12 6 24 1 1 0 2 2 0 0 6
Grad n2
e Questio 3 17 4 24 0 0 0 3 1 0 0 4
n5
Total 9 29 10 48 1 1 0 5 3 0 0 10
8th Questio 1 21 8 30 2 2 1 1 3 2 2 13
Grad n2
e Questio 1 18 11 30 0 0 0 11 10 0 0 21
n5
Total 2 39 19 60 2 2 1 12 13 2 2 34
Grand 11 68 29 108 3 3 1 17 16 2 2 44
Total

According to the data in Table 6, the types of errors students made when transitioning from

algebraic to verbal representation were identified as: verbally expressing incomplete data in the
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algebraic expression, semi-algebraically expressing it, using no numerical data (verbally), adding data
not present in the algebraic expression while writing verbally, verbally expressing the solution of the

equation, expressing the equation mathematically, and expressing the equation semi-mathematically.

The most common error made by 7th grade students when transitioning from algebraic to
verbal representation was adding data not present in the algebraic expression while writing verbally
(50%). Other most common errors were verbally expressing the solution of the equation (30%), semi-
algebraically expressing it (10%), and verbally expressing incomplete data in the algebraic expression
(10%). They did not make the errors of not using any numerical data, expressing the equation

mathematically, or expressing the equation semi-mathematically.

Figure 9.

Examples of the Types of Errors Made by 7th Grade Students in the Transition from Algebraic to Verbal

Representation
16.x =800

The equation above shows the filling status of a pool. Accordingly:

c. Verbally describe the filling status of the pool.

The volume of the pool is 800 dm3. The pool fills in 50 minutes, on average 1 hour. |

Adding data not present in the algebraic expression when writing verbally (Student with code S.7.11)

In Figure 9, the student coded S.7.11 made an error by confusing the concepts of time and

volume when converting the given algebraic expression to a verbal expression.

The most common errors made by 8th-grade students in the transition from algebraic to verbal
representation were: verbally expressing the solution to the equation (38.23%) and adding data not
present in the algebraic expression while writing verbally (35.29%). Other errors included: verbally
expressing incomplete data in the algebraic expression (5.88%), semi-algebraically expressing the
equation (5.88%), mathematically expressing the equation (5.88%), semi-mathematically expressing
the equation (5.88%), and not using any numerical data (verbally) (2.94%). Figure 10 shows examples
of the types of errors made by 8th-grade students in the transition from algebraic to verbal

representation.

664
J-EDUCAT: Egitim Arastirmalari Dergisi, 2026, Cilt 4, Sayi 1, s. 645-675.



Errors in Transitions Between Algebraic and Other Representations: A Qualitative Study of 7th and 8th Grade
Students

Figure 10.
Examples of the Types of Errors Made by 8th Grade Students in the Transition from Algebraic to Verbal
Representation

P il ; ;
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Cemel L _/04»14#/) mﬂ“
cemods (3 dert bl
8 8 Té b. Expressing the equation semi-

mathematically (student coded (.8.27)

a. Adding data that is not in the algebraic expression
while writing verbally, expressing incomplete data
in the algebraic expression verbally (student coded
S.8.16)

In Figure 10, the student coded S.8.16 added data, such as a multiple of 3, when converting
the algebraic expression given in the question into a verbal expression. However, he was unable to
translate the data in the algebraic expression into a verbal expression and left it incomplete. The
student coded S.8.27, on the other hand, attempted to verbally express the algebraic expression given
in the question using expressions such as "Cemil's daily book reading," but also used mathematical
expressions such as "dividing a number by 15." Indeed, he attempted to verbally transform the

algebraic expression into a semi-mathematical expression.

When considering 7th and 8th grade students together, errors such as adding data not
included in the algebraic expression while writing verbally and verbally expressing the solution to the
equation were made much more frequently by 8th grade students than by 7th grade students. The
errors made by both groups were: incomplete verbal expression of data in algebraic expression, semi-
algebraic expression, no numerical data (verbal), expressing the equation mathematically, and

expressing the equation semi-mathematically, and were made at similar frequencies.

Of the two problems related to the transition from verbal to algebraic representation, 16
(14.81%) of the student answers were correct, 61 (56.48%) were blank, and 31 (28.70%) were
incorrect. Of the answers given by 7th grade students, 4 (8.33%) were correct, 27 (56.25%) were blank,
and 17 (35.41%) were incorrect. Of the answers given by 8th grade students, 12 (20%) were correct,
34 (56.66%) were blank, and 14 (23.33%) were incorrect.
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Table 7
Types of Errors Made by 7th and 8th Grade Students When Transitioning From Verbal to Algebraic
Representation
Identified Error Types
Grade Question True Blank False Total Creatingan Solving Making Total
level number algebraic numerically operational
expression without errors (unit
that does not  creating an conversion)
correspond algebraic
to a verbal expression
expression
7th Question 2 12 10 24 3 4 3 10
Grade 3
Question 2 15 7 24 0 7 0 7
6
Total 4 27 17 48 3 11 3 17
8th Question 3 17 10 30 2 6 2 10
Grade 3
Question 9 17 4 30 0 4 0 4
6
Total 12 34 14 60 2 10 2 14
Grand 16 61 31 108 5 21 5 31
Total

According to the data in Table 7, the errors students made when switching from verbal to

algebraic representation were identified as creating an algebraic expression that does not correspond

to the verbal expression, solving numerically without creating the algebraic expression, and making

computational errors (unit conversion).

The most common error made by 7th grade students when switching from verbal to algebraic

representation was solving numerically without creating the algebraic expression (64.70%). Other

errors included creating an algebraic expression that does not correspond to the verbal expression

(17.65%) and making computational errors (unit conversion) (17.65%).

Figure 11.

Examples of the Types of Errors Made by 7th Grade Students in the Transition from Verbal to Algebraic

Representation

6. Coffee maker Veli sells an average of 15 cups of tea
per hour from his samovar, which holds 240 cups of
tea. Mr. Veli brews tea at 9:00 a. At what time does
he brew his next cup of tea?

a. Write and solve the algebraic expression showing
how long it will take for the tea in Mr. Veli's samovar
to finish.

3. Ms. Ayse went to a dietitian to lose weight. Ms.
Ayse's initial weight was 96 kg. Ms. Ayse and her
dietitian prepared a diet plan that would allow her
to lose 500 g of weight per day. Given that Ms.
Ayse's desired weight is 80 kg, find the following:

a. Express algebraically how many days it will take
Ms. Ayse to reach her desired weight, and solve.
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a. Solve numerically without creating an Solving numerically without creating the algebraic
algebraic representation (student with code  representation (student with code S.7.1)
S.7.21)

According to Figure 11, student S.7.21 did not use algebraic expressions but resorted to a
direct numerical solution. This error was made because we asked them to represent the problem as
an algebraic expression. Student S.7.21, on the other hand, used verbal expressions instead of

algebraic expressions when solving the problem.

The most common error made by 8th-grade students when transitioning from verbal to
algebraic representation was solving numerically without creating an algebraic expression (71.42%).
Other errors included creating an algebraic expression that did not correspond to the verbal expression
(14.28%) and making an operational error (unit conversion) (14.28%). Figure 6 provides examples of
the types of errors made by 8th-grade students when transitioning from verbal to algebraic

representation.

Figure 12.
Examples of the Types of Errors Made by 8th Grade Students When Transitioning from Verbal to
Algebraic Representation

6. Coffee maker Veli sells an average 3. Ms. Ayse went to a dietitian to lose weight. Ms. Ayse's initial

of 15 cups of tea per hour from his weight was 96 kg. Ms. Ayse and her dietitian prepared a diet plan
samovar, which holds 240 cups of that would allow her to lose 500 g of weight per day. Given that Ms.
tea. Mr. Veli brews tea at 9:00 a. At Ayse's desired weight is 80 kg, find the following:

what time does he brew his next cup

of tea?

a. Express algebraically how many days it will take Ms. Ayse to reach

a. Write and solve the algebraic i )
her desired weight, and solve.

expression showing how long it
takes for the tea in Mr. Veli's
samovar to finish.
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(student coded S.8.7)
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According to Figure 12, student S.8.11 attempted to solve the verbal problem numerically and
did not use any algebraic expressions. Student S.8.17, on the other hand, created an algebraic
expression that was inappropriate for the given word problem. Student 5.8.20 made a computational

error (unit conversion) by writing 96 kilograms as 9600 grams and 80 kilograms as 8000 grams.

When 7th and 8th grade students are considered together, the most common error in both
groups was solving numerically without creating an algebraic expression, which is a significant
difference from other error types. Creating an algebraic expression that does not correspond to a
verbal expression and making numerical errors were other error types observed at similar frequencies
in both groups. This indicates that students have difficulties establishing verbal-mathematical
relationships and struggle to connect symbolic and verbal representations during mathematical

meaning-making processes (Blum & Leiss, 2007).
General Evaluation and High Rate of Blank Responses

Overall, the high rate of blank responses (average 50-65%) indicates that students face
difficulties in representation transitions, attempt to proceed without understanding the topic, or fail
to develop problem-solving strategies. Error types generally involve misalignments across
representations, such as creating graphs or tables inconsistent with algebraic expressions, performing

numerical solutions without forming algebraic expressions, or adding data to verbal statements.

These findings suggest that representation transitions are cognitively challenging for students
and that instructional strategies should be structured to support these transitions with clear and

concrete examples.

Relation to theoretical framework: The findings support the notion, within the framework of
mathematical representation theory, that students exhibit weaknesses in processes of transforming,
interpreting, and contextualizing representations. In particular, the findings confirm that the ability to
transition between representation types, emphasized by Hiebert and Carpenter (1992) and Goldin

(1998), is central to mathematical understanding.

Discussion and Conclusions
The findings of this study demonstrate that 7th- and 8th-grade students experience significant
structural and conceptual difficulties when transitioning among algebraic, graphical, verbal, and
tabular representations. Especially, the high error rates in transitions involving abstract and symbolic
operations reveal insufficient representational fluency among students (Ainsworth, 1999; Duval,
2006). This indicates that representational transitions should not be treated merely as procedural

conversions, but rather as processes of meaning construction grounded in conceptual understanding.
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Notably, the high rate of unanswered items in transitions from graphical to algebraic forms
indicates conceptual gaps in interpreting visual data and translating it into symbolic language. In line
with Duval’s (2006) view of representation as meaning-making, students appear to struggle with
constructing mathematical meaning from visual information. Similar difficulties related to
symbolization and mathematical language have been reported by Stylianou (2010) and Janvier (1987).
These findings suggest that students face conceptual deficiencies in the process of mathematical

meaning-making and require instructional support in representational transitions.

Students performed relatively better when converting algebraic expressions into graphical
representations, possibly due to greater instructional exposure to graphing tasks (Leinhardt, Zaslavsky,
& Stein, 1990). However, Yagiz and Broutin (2023) reported that generating graphs posed significant
challenges for 7th graders. This discrepancy may arise from differences in prior experience, task
structure, or the integration of dynamic tools. Thus, instructional experience and opportunities for

visualization emerge as critical factors influencing students’ representational transition performance.

Regarding tabular representations, students were more successful in generating tables from
algebraic expressions than in producing algebraic expressions from tables. While reading and
organizing data seem manageable, generalizing patterns and expressing them symbolically require
higher levels of abstraction and cognitive flexibility (Kaput, 1989; Confrey & Smith, 1994). The findings
also show that students often provide numerical answers instead of constructing algebraic
expressions, reflecting reliance on arithmetic reasoning rather than algebraic generalization (Booth,
1988; Kieran, 2007; Altun & Arslan, 2006; Umay, 2003). Additionally, mismatched graphs and
inconsistent algebraic expressions indicate incomplete understanding of the structural constraints

inherent in different representational systems (Duval, 2006).

Grade-level comparisons revealed that 7th graders provided more correct responses, whereas
8th graders left more items unanswered. This pattern may reflect affective factors such as increased
academic pressure, anxiety, or reduced self-efficacy among older students (Pekrun et al., 2002).
Sulhan, Bozkurt, and Isirgan (2024) similarly observed that older students tend to avoid responding
when uncertain, indicating that emotional and motivational variables may significantly influence

students’ engagement with representational tasks.

Overall, representational fluency is not a procedural skill but a foundational component of
mathematical learning intertwined with conceptual understanding and cognitive flexibility (Lesh,
Cramer, Doerr, Post, & Zawojewski, 2003). The use of dynamic mathematics software (GeoGebra,
Desmos) allows students to explore relationships among representations and strengthen symbolic—

visual connections (Chen & Herbst, 2021; Hitt, Gonzalez-Martin, & Mazdén, 2023; Mosese &
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Ogbonnaya, 2021). Instructional design should intentionally include structured activities that require
students to work across multiple representations. Teacher professional development should
emphasize strategies for guiding representational transitions and diagnosing related errors.
Assessment practices should evolve to evaluate not only final answers but also the processes,
strategies, and misconceptions evident in students’ representational work. Scaffolded instruction,
metacognitive activities, and classroom discussions are crucial for fostering students’ critical and

flexible mathematical thinking.

In conclusion, this study reinforces that the difficulties students face in representational
transitions are conceptually grounded and that supporting students in constructing meaning across
multiple representations can enhance algebraic thinking and deeper mathematical understanding.
Future studies involving diverse age groups, curricula, and cultural contexts are necessary to better
understand the developmental trajectory of representational fluency and the long-term effects of
instructional interventions. Moreover, affective variables such as mathematics anxiety, self-efficacy,
and perfectionism require closer examination, as they may significantly influence students’

engagement with complex representational tasks and overall learning trajectories.
Limitations and Implications

While this study provides important insights into students’ transitions among algebraic,
graphical, verbal, and tabular representations, several limitations should be considered when
interpreting the findings. The study was conducted with a specific group of 7th- and 8th-grade students
within a particular educational context; therefore, the generalizability of the results may be limited.
Students’ experiences with representations are shaped by curricular structures, instructional
approaches, and socio-cultural factors, suggesting that broader and more diverse samples are needed

to strengthen external validity.

In addition, the study relied primarily on written responses to examine students’ errors and
representational transitions. Although written data provide valuable evidence of observable
performance, they may not fully capture the underlying cognitive processes, reasoning strategies, and
misconceptions that shape students’ responses. Students’ difficulties in transitioning between
representations may involve more complex mental processes than those reflected in written work
alone. Furthermore, the cross-sectional design of the study limits conclusions about the
developmental progression of representational fluency. Observed differences between grade levels
may reflect cohort-specific characteristics rather than true developmental change. Longitudinal

studies are therefore needed to better understand how these competencies evolve over time.

Another important limitation concerns the role of affective factors. Although the findings
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suggest that variables such as anxiety, avoidance, and self-efficacy may influence students’
performance, particularly in the case of unanswered items, these factors were not directly measured.

As a result, interpretations regarding students’ emotional and motivational states remain tentative

Despite these limitations, the findings offer several important implications for both
instructional practice and future research. First, the results indicate that representational fluency
should be considered a central component of mathematics learning rather than a secondary or
procedural skill. Instruction should be intentionally designed to include tasks that require students to
translate, compare, and coordinate multiple representations. Particular emphasis should be placed on
reverse transitions (e.g., graph-to-algebra, table-to-algebra), which were found to be especially

challenging.

Moreover, instructional practices should move beyond procedural approaches and focus on
supporting meaning-making processes. Teachers can facilitate this by explicitly addressing the
relationships between representations, encouraging students to justify their reasoning, and
incorporating activities such as error analysis and structured comparison tasks. Such approaches may

help reduce common misconceptions and promote deeper conceptual understanding.

The integration of dynamic digital tools, such as GeoGebra or Desmos, also holds potential for
strengthening connections between symbolic and visual representations. However, these tools should
be embedded within carefully designed pedagogical frameworks to ensure that students engage in

meaningful interpretation rather than superficial manipulation.

Teacher professional development is another critical area. Programs should focus on
enhancing teachers’ ability to identify students’ representational difficulties and to design instruction
that effectively addresses these challenges. Supporting teachers in understanding the cognitive

demands of representational transitions is essential for improving classroom practice.

From a research perspective, future studies should adopt more comprehensive
methodological approaches, such as mixed-method designs that include interviews, think-aloud
protocols, and classroom observations, in order to better capture students’ reasoning processes.
Longitudinal research is particularly important for examining the development of representational

fluency over time and the long-term effects of instructional interventions.

Finally, further research should explore the role of affective variables—such as mathematics
anxiety, self-efficacy, and motivation—in shaping students’ engagement with representational tasks.
Comparative and cross-cultural studies may also provide valuable insights into how different

educational contexts influence students’ representational competencies and help inform the
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development of more effective instructional approaches.
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