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Aistear Egitim Programinin Bes Yas Cocuklarinin Benlik Algisi ve Ogretmen-
Cocuk iliskisi Uzerindeki Etkisi

Examining the Effects of the Aistear Early Childhood Curriculum on Five-Year-
Olds’ Self-Concept and the Quality of Teacher-Child Relationships

*Filiz Erata!, Saide Ozbey?
Abstract

The study was planned to examine the effect of “Aistear Education Program” on self-perception and teacher-child
relationship of five-year-old children. Pretest-posttest, retention test and experimental model with control group were
used in the quantitative dimension of the study, and case study model was used in the qualitative dimension. The study
group consists of 60 children aged 5 and older who attend official kindergartens affiliated to the Trabzon Provincial
Directorate of National Education in the 2021-2022 academic year. As a result of the pretest analyzes conducted
before the program, three groups were determined, one of the groups with no significant difference between them, as
the experimental group and the other two as the control group. In the study, “General Information Form” was used to
obtain information about the children, “Demoulin Self-Perception Scale for Children” and “Student Teacher
Relationship (STRS) Scale” were used to obtain quantitative data; “Researcher Observation Notes”, “Parent Interview
Form” and “Teacher Interview Form” were used to obtain qualitative data. In the study, the Aistear program was
applied to the experimental group, and the teachers' routine daily education program was applied to the control group
children. As a result of the research; It was determined that the Aistear education program created a statistically
significant difference in the teacher-child relationship and self-perception levels of the children in the experimental
group compared to the control group. According to the qualitative analysis results, the parents and teachers of the
children in the experimental group; stated that the implemented education program made a positive contribution to
the children's teacher-child relationship and self-perception levels. The researcher's observations also support the
quantitative findings and parent-teacher views. In addition, according to the qualitative findings of the study, it was
revealed that the Aistear program also improved children's daily life, language and cognitive skills. The study
contributed to the field in terms of creating an effective pre-school education program example based on learning
centers in pre-school education.

Keywords: Pre-school Education, Aistear, Self-Perception, Teacher-Child

Ozet

Arastirmada, “Aistear Egitim Programi” nin bes yas ¢ocuklarin benlik algilari ile 6gretmen-gocuk iliski durumlarina
etkisinin incelenmesi amaciyla planlanmigtir. Arastirmanin nicel boyutunda ontest-sontest, kalicilik testi ve kontrol
gruplu deneysel model, nitel boyutunda ise durum g¢alismasi modeli kullanilmigtir. Arastirmanin ¢aligsma grubu 2021-
2022 egitim dgretim yilinda Trabzon i1 Milli Egitim Miidiirliigiine bagl resmi anaokullarina devam eden bes yas
grubu 60 ¢ocuktan olusmaktadir. Program dncesi yapilan ontest analizleri sonucu aralarinda anlamli fark olmayan
gruplardan biri deney, ikisi kontrol grubu olmak iizere ii¢ grup belirlenmistir. Arastirmada ¢ocuklara iligkin bilgi
edinebilmek i¢in “Genel Bilgi Formu”, nicel verilerin elde edilmesinde “Demoulin Cocuklar i¢in Benlik algis1 Olcegi”
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ve “Ogrenci Ogretmen Iliski (STRS) Olgegi” kullanilirken; nitel verilerin elde edilebilmesi icin “Arastirmact Gozlem
Notlar” “Ebeveyn Goriisme Formu” ve “Ogretmen Gériisme Formu” kullamilmugstir. Arastirmada deney grubuna
Aistear programi, kontrol grubu gocuklara ise dgretmenlerin rutin gilinliik egitim programi uygulanmistir. Arastirma
sonucunda; Aistear egitim programinin deney grubundaki c¢ocuklarin 6gretmen-gocuk iliskisi, benlik algilart
diizeylerinde, kontrol grubuna gore istatiksel olarak anlaml farklilik yarattigi saptanmistir. Nitel analiz sonuglarina
gore deney grubundaki ¢ocuklarin ebeveynleri ve dgretmeni; uygulanan egitim programinin ¢ocuklarin 6gretmen-
cocuk iligkisi ve benlik algilar1 diizeylerine yonelik olumlu katki sagladigini belirtmistir. Arastirmaci gozlemleri de
nicel bulgular1 ve ebeveyn-6gretmen goriiglerini destekler niteliktedir. Ayrica aragtirmanin nitel bulgularina gore
Aistear programinin ¢ocuklarin giinlitk yasam, dil ve biligsel becerilerini de gelistirdigi ortaya ¢ikmistir. Arastirma
okul oncesi egitimde 6grenme merkezlerini temel alan etkin bir okul 6ncesi egitim programi 6rnegi olusturma
agisindan alana katki sunmustur.

Anahtar Kelimeler: Okul Oncesi Egitim, Aistear, Benlik Algis1, Ogretmen-Cocuk

Giris
Erken ¢ocukluk donemi, bireyin benlik algisi, sosyal iliskileri ve duygusal becerilerinin
sekillendigi en hassas ve belirleyici gelisim evrelerinden biridir. Bu dénem, ¢ocugun kendisini ve
cevresini algilamaya bagladigi, sosyal normlarla tanistigi ve ilk 6grenme deneyimlerini edindigi
yogun bir gelisim siirecini kapsar (UNICEF, 2022). Cocuklarin bu doénemde edindikleri

deneyimler benlik algisi bilesenleri olan 06z-yeterlilik ve 6zsaygiin insasinda dogrudan rol
oynamaktadir (Bronfenbrenner & Morris, 2006; Shonkoff & Phillips, 2000).

Pozitif psikoloji perspektifiyle bakildiginda, benlik algisinin temel bilesenlerinden olan 6z-
saygt ve 0z-yeterlilik, cocuklarin psikolojik saglamlik, 6grenmeye karst motivasyon ve sosyal
iligkiler kurma becerileri agisindan belirleyici yapilardir (Ryff & Singer, 2008; Seligman &
Csikszentmihalyi, 2000). Oz-saygi1, bireyin kendine duydugu sevgi ve deger duygusunu ifade
ederken; 0z-yeterlilik, bireyin kendi yasamini yonlendirme ve zorluklarin iistesinden gelebilme
konusundaki inancidir (Bandura, 1997). Bu yapilarin erken yasta desteklenmesi, bireyin ileriki
yasaminda daha tiretken, saglikli ve dayanikli olmasini saglar (Zimmerman, 2000).

Benlik algisi, bireyin kendi degerini, yeteneklerini ve kimligini nasil gordiigiine iliskin igsel
bir kavrayistir. Bu kavrayis, ¢ocuklukta sekillenmeye baslar ve biiyiik 6l¢lide gevresel etkilerle
bi¢cimlenir. Marsh ve Shavelson (1985), benligi akademik, sosyal ve duygusal alanlardaki
degerlendirmelerin biitlinsel bir temsili olarak tanimlarken; Harter (2015) bu yapinin ¢ocuklukta
sekillenmeye basladigini ve yasam boyu siirecek etkiler yarattigini belirtmektedir. Cocuklarin
benlik algilar biiyiik oranda sosyal ¢evreleriyle olan etkilesimleri dogrultusunda olusur ve gelisir.
Ozellikle 6gretmen-gocuk iliskisi, bu gelisimin y&niinii belirleyen en dnemli unsurlar arasinda yer
almaktadir (Hamre & Pianta, 2001). Kaliteli 6gretmen-¢ocuk iliskilerinin ¢ocuklarin benlik
gelisimini destekledigi; giivenli baglanma, duygusal giiven, 6zgiiven ve 6grenmeye agiklik gibi
olumlu ¢iktilarla iliskilendirildigi pek ¢ok calismayla ortaya konmustur (Curby et al., 2013; Rimm-
Kaufman et al., 2009). Ogretmenin duyarli, destekleyici ve yapilandirict bir rehberlik sunmasi,
cocugun sadece akademik basarisini degil, ayn1 zamanda sosyal uyumunu ve 6z-yeterlilik inancini
da olumlu yonde etkilemektedir (Verschueren & Koomen, 2012).

Ozellikle okul 6ncesi egitimde benimsenen yaklasim ve uygulamalar, cocugun benlik
gelisimini dogrudan etkilemektedir. Son yillarda yapilan ¢aligmalar, okul dncesi egitimde oyun
temelli yaklasimlarin, ¢ocuklarin benlik algilarin1 giiglendirme potansiyeline sahip oldugunu
gostermektedir (Whitebread et al., 2012; Hirsh-Pasek et al., 2009).Oyun temelli yaklasimlar,
cocuklarin kendilerini ifade etmelerine, problem ¢dzme yeteneklerini gelistirmelerine ve yaratici
diistinmelerine olanak tantyarak benlik algisini giiclendirmektedir.

Bu baglamda, irlanda Ulusal Cocuk Gelisimi Konseyi (National Council for Curriculum and
Assessment [NCCA], 2009) tarafindan gelistirilen Aistear programi, ¢ocuklarin sosyal-duygusal
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ve biligsel gelisimini destekleyen ¢ok boyutlu bir ¢erceve sunmaktadir. Aistear, 0—6 yas arasi
cocuklarin aktif 6grenme, kesif, is birligi ve oyun araciliiyla 6grenmelerini saglayan, tematik ve
oyun temelli bir egitim modelidir (NCCA, 2009).

Programin temelinde, ¢ocuklarin kendi 6grenmelerine katilimini tesvik etmek, yaratici
diistinmelerini desteklemek ve olumlu benlik algist gelistirmelerine katki saglamak yer almaktadir
(French, 2007; Daly et al., 2014). Aistear, 6grenmeyi dort ana tema cercevesinde yapilandirir: 1yi
olma hali, kimlik ve aidiyet, iletisim, arastirma ve diisiinme. Bu temalardan 6zellikle 'kimlik ve
aidiyet' 6gesi, ¢ocuklarin kendilerine dair algilarim1 gelistirmelerinde temel bir rol oynar. Oyun
temelli etkinlikler, ¢ocugun karar alma, problem ¢6zme, isbirligi yapma ve kendini ifade etme gibi
beceriler kazanmasina imkan tanirken, ayn1 zamanda “basarabilme”deneyimlerini artirarak olumlu
benlik algisinin gelisimine katki saglar (Bandura, 1997).

Bu 6grenme ortamlarinda ¢ocuk, risk almay1 6grenir, hatalar yapar ve deneyim yoluyla
Ogrenir. Bu siirecler cocugun kendi potansiyelini kesfetmesini saglarken, 6z-yeterlik ve 6zsaygi
gelisimine de hizmet eder. Wood (2010), ¢ocuklarin oyun sirasinda hem sosyal rollerle hem de
bireysel basarilarla kimliklerini inga ettiklerini belirtmektedir. Aistear’da yapilandirilmis oyunlar,
cocuklara aktif katilim firsat1 sunarak benlik gelisiminin desteklenmesine olanak saglar.

Bu siiregte 6gretmenlerin rehberlik rolleri, yalnizca biligsel gelisimi desteklemekle kalmayip
duygusal giivenlik ortami olusturmak agisindan da biiyiik 6nem tagir. Ogretmen, gocukla kurdugu
giivene dayali iligski sayesinde onun bireysel ihtiyaclarii gozlemler, 6grenme deneyimlerini
zenginlestirir ve ¢ocugun giiclii yonlerini destekleyen geri bildirimler sunar (Pianta, 1999). Bu
yoniiyle 6gretmen, ¢ocugun kendi degerini fark etmesine katki saglayan bir ayna islevi goriir
(Howes & Ritchie, 2002).

Ozellikle Vygotsky’'nin (1978) Yakinsak Gelisim Alani (Zone of Proximal Development —
ZPD) kurami cergevesinde degerlendirildiginde, Ogretmen rehberligi c¢ocugun potansiyelini
gerceklestirmesinde kilit bir rol oynar. Aistear 6gretmeni, ¢ocugun oyununa miidahale etmeden,
gerektiginde ipuglari vererek ve uygun destekleyici ortamlar sunarak gocugun gelisimsel sinirlarini
zorlamasina imkan tanir (Hayes, 2007). Bu baglamda 6gretmenin rolii, ¢gocugun benlik algisini
dogrudan etkileyen pedagojik bir unsurdur.

Aistear, cocuklara rehberlik eden Ogretmenlerin bireysel farkliliklar1 goézetmesini,
cocuklarin duygu ve diisiincelerini 0zgiirce ifade etmelerine olanak tanimasini hedefler. Bu
baglamda, c¢ocuklarin duygusal dayanikliligini, Ozgiivenini ve sosyal etkilesim yetilerini
gelistirerek onlar1 yasamin ileriki donemlerine hazirlar (Sheridan vd., 2009). Program kapsaminda
ogretmenlere sunulan rehberlik materyalleri, cocuklarla giivene dayali iliskiler kurmay1 ve onlari
destekleyici, saygili bir §grenme ortaminda bulusturmay1 6nermektedir.

Gilinlimiizde bir¢ok cocuk, ebeveynlerinin is hayatinda aktif olmalar1 nedeniyle erken
yaglardan itibaren 6nemli bir zaman dilimini okul 6ncesi kurumlarda ge¢irmektedir. Bu durum,
dgretmenlerin cocugun gelisiminde iistlendigi rolii daha da 6nemli hale getirmektedir. Ozellikle
ogretmenlerin simif ortaminda sergiledigi rehberlik becerileri, ¢ocuklarin sosyal-duygusal iyi
oluslari, benlik saygisi ve akademik gelisimleri {lizerinde dogrudan etkili olmaktadir (Sabol &
Pianta, 2012; McMullen vd., 2016).

Tiirkiye’de yiiriirliikte olan MEB Okul Oncesi Egitim Programi, gretmenin rehberlik
roliinii vurgulamakla birlikte, bu roliin sinif i¢i uygulamalarda nasil hayata gecirilecegine dair acik,
somut ve uygulanabilir bir ¢cer¢geve sunmamaktadir. Bu durum, ¢ocuklarin egitim siirecine aktif
katilimin1 smirlamakta ve Ogretmenin rehberliginin pratikte nasil sekillenmesi gerektigi
konusunda belirsizlik yaratmaktadir (Tuncer, 2015). Bu baglamda, ¢ocuklarin oyun yoluyla
ogrenmesini tesvik eden, onlarin kendilerini kesfetmelerine olanak taniyan ve Ogretmenlere
uygulamaya doniik rehberlik sunan Aistear gibi programlarin, Tiirkiye’deki erken ¢ocukluk egitim
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politikalarina entegre edilmesi biiylik 6nem tagimaktadir. Bu durumun ortaya koydugu gereksinim
dogrultusunda bu arastirma, Aistear Egitim Programi’nin bes yas ¢ocuklarin benlik algilar ile
o0gretmen-cocuk iliski durumlarina etkisinin incelenmesi amaciyla planlanmistir. Bu ¢alismayla,
erken ¢ocukluk egitiminde benlik algisini giiglendiren, 6gretmen-cocuk iletisimini destekleyen
pedagojik uygulamalara yonelik nitelikli veriler sunmak ve Aistear yaklasimiin Tiirkiye
baglaminda uygulanabilirligini degerlendirmek hedeflenmektedir.

Yontem
Arastirmanin Modeli

Aragtirma, nicel ve nitel yontemlerin bir arada kullanildigr karma yontemli bir yapida
yuritiilmiistiir. Nicel boyutta, 6n test-son test kontrol gruplu deneysel desen tercih edilmistir. Bu
desen, arastirma siirecinde neden-sonug iliskilerinin aragtirmaci gézetimi ve denetimi altinda
incelenmesini ve elde edilen verilerin karsilastirmali olarak degerlendirilmesini miimkiin
kilmaktadir (Karasar, 2008). Nitel boyutta ise, Aistear egitim programinin deney grubundaki
cocuklarin benlik algilari ile 6gretmen-gocuk iletisimi lizerindeki etkisini derinlemesine incelemek
amaciyla, ebeveyn ve 0gretmen goriisleri ile arastirmact gézlemlerinin yer aldigi durum ¢alismasi
deseni kullanilmistir.

Calisma Grubu

Arastirmanin nicel boyutunda ¢aligma grubu belirlenirken, COVID-19 pandemisi nedeniyle
vaka sayisinin smirli olmasi ve saha kosullarinin elverisliligi dikkate alinmistir. Bu kapsamda,
nicel 6rneklemi olusturmak amactyla ulasilabilirligi yliksek, zaman ve kaynak agisindan pratiklik
saglayan uygun ornekleme (convenience sampling) yontemi tercih edilmistir (Fraenkel vd., 2012;
Yildirim & Simsek, 2013).

Arastirmanin nitel boyutunda ise, belirli dlgiitleri karsilayan 6rneklerin se¢ilmesine olanak
tanityan amagli drnekleme yontemlerinden Ol¢iit 6rnekleme yontemi kullanilmistir. Bu yontem,
onceden belirlenen bazi niteliklere sahip bireylerin, gruplarin ya da olaylarin seg¢ilmesine
dayanmaktadir (Biiylikoztirk et al., 2014). Bu calismada belirlenen oOl¢iitler; okullarin sinif
materyalleri ve donanim agisindan benzer yapida olmasi, 6grenme merkezleri ile agik hava oyun
alanlarina sahip olmalar1 ve smiflardaki ¢ocuk sayilarin olabildigince esit olmasi seklinde
tanimlanmustir. Trabzon il Milli Egitim Miidiirliigii ile gerceklestirilen goriismeler dogrultusunda
bu olciitleri karsilayan anaokulu ve anasiniflar1 belirlenmis; uygun kurumlara karar verilerek
calisma gruplari olusturulmustur.

Belirlenen anaokullarinda 6n testler uygulanmig, puanlar1 birbirine yakin olan ¢ocuklar
seckisiz olarak bir deney ve iki kontrol grubuna atanmistir. Arastirmanin nitel ve nicel ¢alisma
grubunu, Trabzon Il Milli Egitim Miidiirliigii’ne bagli resmi anaokullarinda grenim géren 60-72
ay arasindaki toplam 60 ¢cocuk olusturmaktadir. Arastirmaya katilan ¢ocuklarin %33,3 {iniin deney
grubunda [6 ki1z (%30) ve 14 erkek (%70)], %33,3’1inilin kontrol 1 grubunda [10 kiz (%50) ve 10
erkek (%50)] ve %33,3’1linilin kontrol 2 gurubunda [12 kiz (%60) ve 8 erkek (%40)] yer aldig1
goriilmiistiir. Cocuklarin %100’iiniin 5 yasinda oldugu; %46,7’sinin kiz, %53,3’iinlin erkek
oldugu goriilmiistiir.

Arastirmanin Etik Yonii

Bu ¢aligmada Yiiksekogretim Kurumlar: Bilimsel Arastirma ve Yaym Etigi yonergesinde
belirtilen tiim kurallara uyulmustur. Yiiriitiilen ¢alisma i¢in etik kurul izni Gazi Universitesinden
07/09/2020 tarih ve E.93101 sayili karar ile alinmistir. Aragtirma 6ncesinde ¢alisma gurubundaki
cocuklarin ailelerine arastirma ile ilgili bilgi verilmis, yazili onamlar1 alinmistir.

Veri Toplama Araclan
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Arastirmada c¢ocuklara iligkin bilgi edinebilmek i¢in “Genel Bilgi Formu”, nicel verilerin
elde edilmesinde “Demoulin Cocuklar i¢in Benlik algis1 Olgegi” ve “Ogrenci Ogretmen Iliski
(STRS) Olgegi” kullanilirken; nitel verilerin elde edilebilmesi i¢in “Arastirmact Gdzlem Notlar1”
“Ebeveyn Gériisme Formu” ve “Ogretmen Goriisme Formu” kullanilmistir.

Genel Bilgi Formu: Aastirmaya katilan g¢ocuklar hakkinda demografik bilgileri elde
edebilmek amaciyla arastirmaci tarafindan genel bilgi formu hazirlanmistir. Formda ¢ocugun
yasina, cinsiyetine ve devam ettigi kurum tiiriine iligkin sorulara yer verilmistir. Genel bilgi formu,
cocuklarin devam ettikleri okullardaki 6gretmenleri tarafindan doldurulmustur.

Nicel Veri Toplama Araglar
Demoulin Cocuklar icin Benlik Algis1 Olcegi

Donald Demoulin tarafindan 1995-1998 yillar1 arasinda “Kendimi Seviyorum” adli benlik
algisin1 desteklemek amaciyla hazirlanan program kapsaminda gelistirilmistir (Demoulin, 2000).
Test, Turash (2006) tarafindan 60-72 aylik ¢ocuklar i¢in Tiirkge’ye uyarlanmustir. iki alt boyuttan
olusan testin asil formu 6z saygi (15 madde) ve 6z yeterlik (15 madde) olmak iizere toplam 30
maddeden olugmaktadir. Testin Tiirkge’ye uyarlama siirecinde 6z saygi boyutundan bir madde
cikarilarak 29 maddeye diisiiriilmiis ve giivenirlik Cronbach Alfa puani 0.885 olarak bulunmustur
(Turasli, 2014). Cocuklarin kendilerini bir grubun icinde nasil algiladiklarina yonelik
degerlendirmeler 6z saygi boyutunu (ilk 14 soru), cocuklarin kendileri ile ilgili 6z
degerlendirmeleri ise 6z yeterlilik (son 15 ifade) boyutunu olusturmaktadir. Test, ¢ocuklarla
bireysel olarak uygulanmaktadir. Test her ¢ocuk i¢in tek tek ve gruptan ayri1 uygulanmaktadir.
Testin her ¢ocuk i¢in uygulamasi yaklasik 15 dakika stirmektedir. Cocuklara yiiz ifadelerinin
bulundugu kagit verilerek, arastirmacinin ona yonelttigi durumla ilgili kendine en yakin gordiigii
yiiz ifadesini, istedigi renk kalemle boyamalari istenmektedir. Degerlendirme formunda bulunan;
her giilen yiiz 3 puan, her ifadesiz yiiz 2 puan ve her mutsuz yiiz 1 puan iizerinden
degerlendirilmektedir. Oz Yeterlik alt boyutu igin 14-23 aras1 diisiik, 24-33 aras1 orta, 34-42 aras1
yiiksek, Ozsaygi alt boyutu igin, 15-24 arasi diisiik, 25-34 aras1 orta ve 35-45 arasi yiiksek, Toplam
Benlik Algis1 puaninda ise; 29-48 arasi diigiik 49-68 arasi orta 69-87 arasi yiiksek oldugunu ifade
etmektedir. Bu ¢alisma i¢in Demoulin Cocuklar i¢in Benlik Algis1 Testinin Cronbach alfa degeri,
0,735 olarak bulunmustur.

Ogrenci-Ogretmen iliski Olcegi (Student-Teacher Relationship Scale [STRS])

Cocuk-Ogretmen 1ligki Olgegi, Pianta (2001) tarafindan gelistirilmis olup Sahin (2014)
tarafindan Tiirkge’ye uyarlanmustir. Olgek 3 alt boyutta 28 maddeden olusmaktadir. Alt boyutlari;
catisma (12 madde), yakinlik (11 madde) ve bagimlilik (5 madde) olarak ele alan likert tipi bir
olgektir. Olgekte bulunan her madde 1 (kesinlikle uymuyor) ile 5 (kesinlikle uyuyor) arasinda bir
degerle kodlanmaktadir. Ogretmen tarafindan her bir c¢ocuk icin ayri kullanilan &lcekte,
ogretmenin ¢ocukla kurdugu iliskiyi, ¢ocugun davranislarini ve cocugun hakkinda diistincelerini
algiladig1 bicimde ifade ederek isaretlemeleri yapar. Olcekte bulunan 4. ve 19. maddeler igerikleri
geregi ters puanlanmaktadir. Olgekten alinabilecek toplam ham puan 28 ile 140 arasindadir.
Toplam puanin yiiksek olmasi, cocugun 6gretmeni ile diisiik diizeyde ¢atigsma ve baglilik yasarken
yuksek diizeyde yakinlik oldugunu ve iliskiye genel cerceveden bakildiginda olumlu 6zellikler
tasidigin1 gostermektedir. Olgegin cronbceh alpha giivenirlik katsayilar catisma alt dlgegi igin .84,
yakinlik alt oOlgegi icin .80, bagimlilik alt Slgegi icin .72, ve toplam puanda .86 olarak
hesaplanmistir. Bu ¢alismada ise 6l¢egin elde edilen giivenirlik katsayis1.71 olarak hesaplanmigtir.

Nitel Veri Toplama Araglar
Arastirmaci Gozlem Notlari

Aragtirmanin nicel bulgularini derinlemesine yorumlayabilmek amaciyla nitel veri toplama
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araci olarak yapilandirilmamis (dogal) gézlem teknigi kullanilmistir. Aistear Egitim Programi’nin
uygulandigi deney grubu ¢ocuklariyla ilgili veriler, arastirmaci tarafindan sistemli bir bigimde
tutulan alan gozlem notlar1 araciligiyla elde edilmistir. Bu notlar, ¢cocuklarin dogal ortamda
sergiledikleri davranislart ve etkilesimleri kayit altina alarak verilerin biitiinciil analizine katki
saglamistir.

Ogretmen ve Ebeveyn Goriisme Formlar:

Deney grubundaki ¢ocuklarin 6gretmenleri ve ebeveynlerinin Aistear Egitim Programi’na
iliskin goriislerini almak amaciyla aragtirmaci tarafindan iki ayr1 goriisme formu gelistirilmistir:
“Ogretmen Goriisme Formu” ve “Ebeveyn Goriisme Formu.” Bu formlar olusturulurken alan
yazin taranarak kapsamli bir soru havuzu hazirlanmis, ardindan bu sorular uzman goriisiine
sunulmustur. Uzmanlardan alinan geri bildirimler dogrultusunda sorular yeniden diizenlenmistir.
Nihai olarak, smif 6gretmenine programin ¢ocuklarin benlik algisi gelisimini degerlendirmeye
yonelik, ebeveynlere ise programin cocuklarin gelisimsel siireclerine katkisini sorgulamaya
yonelik birer agik uclu soru yoneltilmistir.

Programin Gelistirilmesi ve Uygulama Siireci

Programin olusturulmasi dort temel asamada gerceklestirilmistir. ilk olarak, Aistear egitim
yaklagiminin temel felsefesi ayrintili bigimde incelenmistir. Ardindan, arastirmaci Aistear temelli
bir program gelistirmek ve sahada uygulamak amaciyla Irlanda’da CPD College tarafindan
sunulan egitime katilarak Aistear egitmenligi sertifikasi almustir. Ugiincii asamada, Aistear
programina ait hedef ve kazanimlar Tiirk¢eye ¢evrilmis; bu kazanimlar Milli Egitim Bakanligi’nin
2013 tarihli okul 6ncesi egitim programi kazanim ve gostergeleriyle karsilastirilmistir. Yapilan
analiz sonucunda, her iki programin bir¢ok acidan ortiistiigii ve yeni bir kazanim eklenmesine
gerek duyulmadigi belirlenmistir. Son asamada ise, ¢ocuklarin gelisim diizeyleri, kiiltiirel ¢evre,
mevsimsel 6zellikler ve materyal kosullar1 dikkate alinarak programin temalar1 “Ben”, “Ciftlik”
ve “Deniz” olarak se¢ilmistir.

Tema basgliklar1 belirlendikten sonra, alan yazin taranarak yerli ve yabanci okul dncesi
etkinlik kaynaklari, bilimsel yaymlar, ¢esitli internet siteleri ve Aistear’in uygulama Grnekleri
incelenmigstir. Bu incelemeler dogrultusunda, Aistear’in pedagojik cercevesi temel alinarak oyun
alanlar1 icin bir ¢ergeve plan ve giinliik etkinlik planlar1 hazirlanmistir. Oyun alanlar1 gercegeve
planinda materyal se¢imi ve yerlesimi, alan diizenlemeleri, 6§retmen rehberliginin kapsami ve
degerlendirme stirecleri yer almigtir. Giinliik planlar ise, tematik biitiinliigii saglayacak sekilde;
gezi, bilim, sanat, matematik, miizik ve degerler egitimi gibi farkli alanlardan biitiinlestirilmis
etkinlikleri icerecek bicimde yapilandirilmistir.

Hazirlanan program, goriis almak amaciyla irlanda’da Aistear alaninda uzmanlasmis iki
akademisyen ve sahada gorevli ili¢ 6gretmen ile Tiirkiye’de okul 6ncesi egitimi alaninda uzman {i¢
akademisyene e-posta yoluyla gonderilmistir. Uzmanlardan gelen oneriler dogrultusunda program
tizerinde etkinlik siireleri, yas grubu uygunlugu, ilgi diizeyi ve etkinlik siralamasi gibi konularda
gerekli diizenlemeler yapilarak program son halini almistir. Nihai program, “Ben”, “Ciftlik” ve
“Deniz” temalaria dayal1 toplam 27 etkinlikten olugsmaktadir.

Uygulama asamasinda, deney grubuna bu program 9 hafta boyunca haftada 5 giin
uygulanmistir. Haftanin ii¢ glinli arastirmaci rehberliginde, iki giinii ise arastirmaci gozetiminde
serbest oyun siireci olarak planlanmistir. Rehberlik edilen giinlerde etkinlikler; bir saatlik serbest
oyun siiresi ardindan biitlinlestirilmis egitim planlarinin uygulanmasi seklinde giinliik toplam 5
saatlik egitimle yiirtitiilmiistiir. Kontrol gruplarinda ise 6gretmenler, MEB’in 2013 tarihli programi
dogrultusunda hazirladiklar rutin egitim planlarini uygulamaya devam etmislerdir.
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Verilerin Analizi
Nicel Verilerin Analizi

Arastirmada toplanan nicel veriler SPSS for Windows 22.0 programi yardimiyla analiz
edilmistir. Verilerin normal dagilima uygunlugu carpiklik, basiklik ve standart hata degerleri
kullanilarak tespit edilmistir. Arastirmaya katilan Demoulin Benlik Algis1 Olgeginin alt boyutlar
olan &6z yeterlik ve 6z saygi; Ogrenci-Ogretmen Iliski Olgeginin alt boyutlar1 olan ¢atisma ve
yakinlik degiskenlerinin gruplar arasindaki iliskinin tespiti i¢in parametrik testlerden bagimsiz
orneklem t testi, gruplarin Ontest, sontest ve deney gurubu icin kalicilik testi sonuglar1 arasindaki
iligkinin tespiti i¢in parametrik testlerden bagimli Orneklem t testi ile analiz edilerek
karsilastirmalar yapilmistir.

Nitel Verilerin Analizi

Aragtirma kapsaminda goriisme formlar1 araciligiyla elde edilen verilerin ¢oziimlenmesinde
icerik analizi kullamlmustir. igerik analizi nitel verilerin belli kavramlar ve temalar biinyesinde
okuyucunun anlayacagi bir bi¢ime doniistiiriiliip bir araya getirilerek yorumlandig1 bir teknik
olarak tanimlanmaktadir (Fraenkel et al., 2012; Y1ldirim & Simsek, 2005). I¢erik analizinde amag
verileri agiklayabilecek kavramlara ve iligkilere ulagmaktir (Yildirim ve Simsek, 2005). Goriisme
formlari ile elde edilen verilerin ¢6ziimlenmesinde; verilerin kodlanmasi, kategorilerin bulunmast,
kodlarin ve kategorilerin diizenlenmesi, bulgularin yorumlanmas: (Yildirnm & Simsek, 2005)
asamalar1 izlenmistir. Elde edilen ham verilere bu dogrultuda kodlar atanmis, kodlardan benzer
ozellikte olanlar gruplandirilarak tema ve alt temalar belirlenmistir.

Arastirmacinin  gozlem verilerinin analiz edilmesinde ise betimsel analiz yontemi
kullanilmistir. Betimsel analiz; arastirmanin kavramsal ¢ergevesinden ya da arastirma sorularindan
yola ¢ikilarak dnceden belirlenen bir gercevenin olusturuldugu ve verilerin bu belirlenen gerceve
kapsaminda belirlenen temalara gore 6zetlendigi bir analiz tiiriidiir. Betimsel analizde elde edilen
gozlemlere iligkin c¢arpict detaylarin yansitilabilmesi i¢in dogrudan alintilara siklikla yer
verilmektedir (Merriam, 2013; Yildirim & Simsek, 2005). Bu kapsamda arastirma sorularindan ve
kuramsal ¢erceveden yola cikilarak veri analizi i¢in “sosyal performans”, “6z kontrol”,
“atilganlik”, “duygusal istikrar”, “gorev yonelimi”, “kesfetmekten hoslanma” temalar1
olusturulmustur. Veriler, daha once olusturulan temalar kapsaminda 6zetlenmis ve dogrudan
alintilarla 6rneklendirilmistir.

Bulgular

Bu béliimde, arastirma bulgular1 nicel bulgular ve nitel bulgular basliklar1 altinda ayr1 ayri ele
alinmistir.

Demoulin Benlik Algisi Ol¢egi / Deney ve Kontrol 1 Grubu On Testlerin Karsilastirilmasi

Deney grubu ve kontrol 1 grubu Demoulin Benlik Algis1 Olgegi éntest puanlarina iliskin bagimsiz
orneklem t testi Tablo 1’de gosterilmistir.

Tablo 1. Demoulin Benlik Algisi Olgegi Deney ve Kontrol 1 Grubu On Testlerine Iliskin Bagimsiz Orneklem t
Testi Sonuglari

Alt Boyut Grup n X Ss t p

} } Deney Grubu 20 28,10 3,23

Ontest Oz yeterlik 0,00 1,00
Kontrol 1 Grubu 20 28,10 2,71

Ontest Oz saygi Deney Grubu 20 30,45 5,89 -0,60 0,55
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Kontrol 1 Grubu 20 31,35 3,28

Tablo 1 incelendiginde, Demoulin Benlik Algis1 Olcegi 6zyeterlik ve 6z saygi alt boyutlarinda
deney ve kontrol 1 grubu 6n test puanlart arasinda anlamli farklilik bulunmadigi goriilmektedir

(p>0.05). Grup ortalamalarinin her iki alt boyutta da birbirine yakin oldugu goriilmektedir.
Demoulin Benlik Algis1 Ol¢egi / Deney ve Kontrol 2 Grubu On Testlerin Karsilastirllmasi

Deney grubu ve kontrol 2 grubu Demoulin Benlik Algis1 Olgegi dntest puanlarina iliskin bagimsiz

orneklem t testi Tablo 2’de gosterilmistir.

Tablo 2. Demoulin Benlik Algis1 Olgegi Alt Boyutlarinin Ontest Degerlerine Gére Deney Grubu ile Kontrol 2
Grubu Bagimsiz Orneklem t Testi Sonuglari

Alt Boyut Grup n X Ss t p

. . Deney Grubu 20 28,10 3,23

Ontest Oz yeterlik 0,26 0,80
Kontrol 2 Grubu 20 27,80 4,01

. . Deney Grubu 20 30,45 5,89

Ontest Oz sayg1 -0,49 0,63
Kontrol 2 Grubu 20 31,20 3,41

Tablo 2 incelendiginde, Demoulin Benlik Algis1 Olgegi dzyeterlik ve 6z saygi alt boyutlarmda
deney ve kontrol 2 grubu 0n test puanlart arasinda anlamli farklilik bulunmadigi goriilmektedir

(p>0.05). Grup ortalamalarinin her iki alt boyutta da birbirine yakin oldugu goriilmektedir.
Demoulin Benlik Algis1 Ol¢egi / Deney ve Kontrol 1 Grubu Son Testlerin Karsilastirilmasi

Aragtirmaya katilan deney grubu ve kontrol 1 grubu Demoulin Benlik Algisi Olgegi son test

puanlarina iliskin bagimsiz 6rneklem t testi Tablo 3’de gdsterilmistir.

Tablo 3. Demoulin Benlik Algis1 Olgegi Deney ve Kontrol 1 Grubu Son Testlerine Iliskin Bagimsiz Orneklem t
Testi Sonuglari

Alt Boyut Grup n X Ss t p
. Deney Grubu 20 37,85 2,11
Sontest Oz yeterlik 9,22 0,00%*
Kontrol 1 Grubu 20 29,45 3,49
. Deney Grubu 20 41,40 1,14
Sontest Oz saygi1 15,26 0,00%*
Kontrol 1 Grubu 20 32,85 2,23

#%p<0,01, *p<0,05
Tablo 3 incelendiginde, Demoulin Benlik Algis1 Olgeginden deney ve kontrol 1 grubunun aldiklar:
son test puanlar1 arasinda, 6l¢egin tiim alt boyutlarinda deney grubunun lehine anlamli farklilik

bulundugu goriilmektedir (p<0,05).
Demoulin Benlik Algis1 Olcegi / Deney ve Kontrol 2 Grubu Son Testlerin Karsilastirilmasi

Deney grubu ve kontrol 2 grubu Demoulin Benlik Algist Olgegi son test puanlarma iliskin
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bagimsiz 6rneklem t testi Tablo 4’de gosterilmistir.

Tablo 4. Demoulin Benlik Algisi1 Olgegi Deney ve 2.Kontrol Grubu Son Testlerine iliskin Bagimsiz Orneklem t

Testi
Alt Boyut Grup n X Ss t p
} Deney Grubu 20 37,85 2,11
Sontest Oz yeterlik 8,00 0,00**
Kontrol 2 Grubu 20 30,45 3,56
. Deney Grubu 20 41,40 1,14
Sontest Oz saygi1 12,14 0,00%*
Kontrol 2 Grubu 20 31,90 3,31

**p<0,01, *p<0,05

Tablo 4 incelendiginde, Demoulin Benlik Algis1 Olgeginden deney ve kontrol 2 grubunun aldiklar:
son test puanlar1 arasinda, dlgegin tiim alt boyutlarinda deney grubunun lehine anlamli farklilik

bulundugu goriilmektedir (p<0,05).
Demoulin Benlik Algis1 Ol¢egi / Deney Grubu On Test ve Son Testlerin Analizi

Deney grubunun Demoulin Benlik Algis1 Olgegi 6n test ve son test puanlarina iliskin bagiml

orneklem t testi Tablo 5’de gosterilmistir.

Tablo 5. Demoulin Benlik Algis1 Olgegi Deney Grubu On Test ve Son Test Degerlerine Gore Bagimli Orneklem t
Testi Sonuglari

Grup Alt Boyut n X Ss t P
Ontest Oz yeterlik 20 28,10 3,23

Deney Grubu - -11,40 0,00%*
Sontest Oz yeterlik 20 37,85 2,11
Ontest Oz saygi 20 30,45 5,89

Deney Grubu - -8,52 0,00%*
Sontest Oz sayg1 20 41,40 1,14

##p<0,01, *p<0,05

Tablo 5 incelendiginde, deney grubu c¢ocuklarin Aistear programi oncesinde ve sonrasinda
Demoulin Benlik Algis1 Olgeginden aldiklar1 puanlar arasindaki anlamli farkin son test lehine

oldugu goriilmektedir (p<0,05).
Benlik Algisi Ol¢egi (Demoulin) / Kontrol 1 Grubu On Test ve Son Testlerin Analizi

Arastirmaya katilan kontrol 1 grubunun Demoulin Benlik Algis1 Olgegi 6n test ve son test

puanlarina iligkin bagimli 6rneklem t testi Tablo 6’da gosterilmistir.

Tablo 6. Benlik Algist Olgegi kontrol 1 Grubu On Test ve Son Test Degerlerine Gére Bagimli Orneklem t Testi

Sonuglari
Grup Alt Boyut n X Ss t p
Kontrol 1 Grubu Ontest Oz yeterlik 20 28,10 2,71 -1,57 0,13
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Sontest Oz yeterlik 20 2945 3,49
Ontest Oz saygi 20 31,35 3,28

Kontrol 1 Grubu N -1,91 0,07
Sontest Oz saygi 20 32,85 2,23

Tablo 6 incelendiginde, kontrol 1 grubunun Demoulin Benlik Algis1 Olgeginden aldig1 én ve son

test puanlari arasinda anlamli farklilik bulunmadigi goriilmektedir (p>0,05).
Demoulin Benlik Algis1 Ol¢egi / Kontrol 2 Grubu On Test ve Son Testlerin Analizi

Arastirmaya katilan kontrol 2 grubunun Demoulin Benlik Algis1 Olgegi 6n test ve son test

puanlarina iligkin bagimli 6rneklem t testi Tablo 7°de gosterilmistir.

Tablo 7. Demoulin Benlik Algist Olgegi kontrol 2 Grubu Ontest ve Sontest Degerlerine Gére Bagimli Orneklem t
Testi Sonuglari

Grup Alt Boyut n X Ss t p
Ontest Oz yeterlik 20 27,80 4,01

Kontrol 2 Grubu N -3,53 0,00%*
Sontest Oz yeterlik 20 30,45 3,56
Ontest Oz saygi 20 31,20 3,41

Kontrol 2 Grubu N -1,05 0,31
Sontest Oz sayg1 20 31,90 3,31

**p<0,01, *p<0,05

Tablo 7 incelendiginde, kontrol 2 grubunun Demoulin Benlik Algis1 Ol¢eginden aldig1 6n ve son
test puanlarinda 6z yeterlik alt boyutunda son test lehine anlamli farklilik bulundugu gortiliirken

(p<0,05), 6z saygt alt boyutunda anlamli farklilik bulunmadigi goriilmektedir (p>0,05).
Demoulin Benlik Algisi Olcegi / Deney Grubu Son Test ve Kahcilik Testinin Analizi

Deney grubunun Demoulin Benlik Algis1 Olgegi son test ve kalicilik puanlarina iliskin bagimli

orneklem testi Tablo 8’de verilmistir.

Tablo 8. Demoulin Benlik Algis1 Olcegi Deney Grubu Son Test ve Kalicilik Testi Degerlerine Gore Bagimli
Orneklem t Testi Sonuglari

Grup Alt Boyut n X Ss t p
Sontest Oz yeterlik 20 37,85 2,11

Deney Grubu - -1,61 0,12
Kalicilik Testi Oz yeterlik 20 38,55 1,61
Sontest Oz saygi 20 41,40 1,14

Deney Grubu - -5,44 0,00**
Kalicilik Testi Oz sayg1 20 42,85 0,59

##p<0,01, *p<0,05

Tablo 8 incelendiginde, deney grubu cocuklarin Aistear egitimi programi sonrasinda Demoulin
Benlik Algis1 Olgeginden aldiklar1 son test ve kalicilik puanlar1 arasinda 6zyeterlilik boyutunda
anlamli farklilik bulunmadig: goriiliirken (p>0,05), 6z sayg1 boyutunda farkin kalicilik testi lehine
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oldugu goriilmektedir (p<0,05).
ﬁgrenci-(“)gretmen Miski (“)lg:egi (STRS) / Deney ve Kontrol 1 Grubu On Testlerin
Karsilastirilmasi

Arastirmaya katilan deney grubu ve kontrol 1 grubu Ogrenci-Ogretmen iliski Olgegi (STRS) 6n
test puanlarina iliskin bagimsiz 6rneklem t testi Tablo 9’da gosterilmistir.

Tablo 9. Ogrenci-Ogretmen iliski Olgegi Deney ve 1.Kontrol Grubu On Testlerine iliskin Bagimsiz Orneklem t
Testi Sonuglari

Alt Boyut Grup n X Ss t p
Deney Grubu 20 19,55 432

Ontest Catisma -0,27 0,79
Kontrol 1 Grubu 20 20,00 6,10
Deney Grubu 20 22,80 3,07

Ontest Yakinlik -1,03 0,31
Kontrol 1 Grubu 20 23,85 3,38

Tablo 9 incelendiginde, Ogrenci-Ogretmen iliski Olgegi (STRS) catisma ve yakimlik alt
boyutlarinda gruplarin aldiklar1 6n test puanlart arasinda anlamli farklilik bulunmadigi
goriilmektedir (p>0.05).

Ogrenci-Ogretmen 1liski Olcegi (STRS) / Deney ve Kontrol 2 Grubu On Testlerin
Karsilastirilmasi

Arastirmaya katilan deney grubu ve kontrol 2 grubu Ogrenci-Ogretmen iliski Olgegi (STRS) 6n
test puanlarina iliskin bagimsiz 6rneklem t testi Tablo 10’da gosterilmistir.

Tablo 10. Ogrenci-Ogretmen iliski Olgegi Deney ve Kontrol 2 Grubu On Testlerine Iliskin Bagimsiz Orneklem t
Testi Sonuglari

Alt Boyut Grup n X Ss t P

.. Deney Grubu 20 19,55 4,32

Ontest Catisma 0,58 0,57
Kontrol 2 Grubu 20 18,60 5,92

.. Deney Grubu 20 22.80 3,07

Ontest Yakmlik -0,42 0,68
Kontrol 2 Grubu 20 23,30 4,32

Tablo 10 incelendiginde, Ogrenci-Ogretmen Iliski Olgegi (STRS) catisma ve yakinlik alt
boyutlarinda gruplarin aldiklar1 6n test puanlar1 arasinda anlamli farklilik bulunmadigi
goriilmektedir (p>0.05).

Ogrenci-Ogretmen iliski Olcegi (STRS) / Deney ve Kontrol 1 Grubu Son Testlerin
Karsilastirilmasi

Arastirmaya katilan deney grubu ve kontrol 1 grubu Ogrenci-Ogretmen iliski Olgegi (STRS) son
test puanlarina iligkin bagimsiz 6rneklem t testi Tablo 11°de gosterilmistir.

Tablo 11. Oprenci-Ogretmen iliski Olgegi Deney ve Kontrol 1 Grubu Son Testlerine Iliskin Bagimsiz Orneklem t
Testi Sonuglari

Alt Boyut Grup n X Ss t p
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Deney Grubu 20 8,55 1,61
Sontest Cat 9,41 0,00%*
ontest Gatisma Kontrol 1 Grubu 20 21,30 5,84 : :
Deney Grubu 20 34,45 0,89
Sontest Yakinlik 7,94  0,00%*

Kontrol 1 Grubu 20 25,15 5,16

**p<0,01, *p<0,05

Tablo 11 incelendiginde, Ogrenci-Ogretmen Iliski (STRS) Olceginden deney ve kontrol 1
grubunun aldiklar1 son test puanlari arasinda, 6l¢egin tiim alt boyutlarinda deney grubunun lehine
anlaml farklilik bulundugu goriilmektedir (p<0,05). Deney grubu sontest ¢atigsma ortalamas1 X
=8,55; kontrol 1 grubunun sontest ¢atisma ortalamasinin X= 21,30 oldugu goriilmiistiir. Deney
grubunun sontest yakinlasma ortalamasi X =34,45 kontrol 1 grubunun sontest yakinlagma
ortalamasinin X=25,15 oldugu goriilmiistiir.

Ogrenci-Ogretmen 1liski Olcegi (STRS) / Deney ve Kontrol 2 Grubu Son Testlerin
Karsilastirilmasi

Arastirmaya katilan deney grubu ve kontrol 2 grubu Ogrenci-Ogretmen liski Olcegi (STRS) son
test puanlarina iliskin bagimsiz 6rneklem t testi Tablo 12’de gosterilmistir.

Tablo 12. Ogrenci-Ogretmen iliski Olgegi Deney ve Kontrol 2 Grubu Son Testlerine iliskin Bagimsiz Orneklem t
Testi Sonuglari

Alt Boyut Grup n X Ss t p
Deney Grubu 20 8,55 1,61

Sontest Catigma -8,45 0,00%*
Kontrol 2 Grubu 20 19,25 5,43
Deney Grubu 20 34,45 0,89

Sontest Yakinlik 11,48 0,00**
Kontrol 2 Grubu 20 24,60 3,73

*#%p<0,01, *p<0,05

Tablo 12 incelendiginde, Ogrenci-Ogretmen liski Olgegi (STRS) Olceginden deney ve kontrol 2
grubunun aldiklar1 son test puanlar arasinda, dl¢egin tiim alt boyutlarinda deney grubunun lehine
anlaml farklilik bulundugu goriilmektedir (p<0,05). Deney grubu sontest ¢atisma ortalamasi
X=8,55; kontrol 2 grubunun sontest ¢atisma ortalamasinin X=19,25 oldugu goriilmiistiir. Deney
grubunun sontest yakinlasma ortalamasi X=34,45 kontrol 2 grubunun sontest catisma
ortalamasiin X=24,60 oldugu goriilmiistiir.

Ogrenci-Ogretmen 1liski Olgegi (STRS) / Deney Grubu On Test ve Son Testlerin
Analizi

Deney grubu Ogrenci-Ogretmen iliski Olgegi (STRS) 6n test ve son test puanlarna iliskin
bagimli 6rneklem t testi Tablo 13’de gdsterilmistir.

Tablo 13. Ogrenci-Ogretmen iliski Olgegi Deney Grubu On Test ve Son Test Degerlerine Gére Bagimli
Orneklem t Testi Sonuglari

Grup Alt Boyut n X Ss t p
Ontest Catisma 20 19,55 4,32

Deney Grubu 13,56 0,00**
Sontest Catisma 20 8,55 1,61
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Ontest Yakinhk 20 22,80 3,07
Deney Grubu -16,81 0,00%*
Sontest Yakinhik 20 34,45 0,89

**p<0,01, *p<0,05
Tablo 13 incelendiginde, deney grubu cocuklarin Aistear programi oncesinde ve sonrasinda

Ogrenci-Ogretmen Iliski (STRS) Olgeginden aldiklari puanlar arasindaki anlaml1 farkin son test
lehine oldugu goriilmektedir (p<0,05).

Ogrenci-Ogretmen iliski Ol¢egi (STRS)/ Kontrol 1 Grubu On Test ve Son Testlerin Analizi
Kontrol 1 grubu Ogrenci-Ogretmen Iliski Olgegi (STRS) 6n test ve son test puanlarma iliskin

bagimli 6rneklem t testi Tablo 14’de gosterilmistir.

Tablo 14. Ogrenci-Ogretmen iliski Olgegi Kontrol 1 Grubu On Test ve Son Test Degerlerine Gére Bagiml
Orneklem t Testi Sonuclari

Grup Alt Boyut n X Ss t p
Ontest Catisma 20 20,00 6,10

Kontrol 1 Grubu -1,36 0,19
Sontest Catisma 20 21,30 5,84
Ontest Yakinlik 20 23,85 3,38

Kontrol 1 Grubu -1,03 0,32
Sontest Yakinlik 20 25,15 5,16

Tablo 14 incelendiginde, Ogrenci-Ogretmen Iliski Olgegi (STRS) 6lgeginden alman son test
puanlarinda anlamli farklilik bulunmadig gériilmektedir (p>0,05).

(")grenci-(")gretmen Tliski (")lg:egi (STRS) / Kontrol 2 Grubu On Test ve Son Testlerin Analizi

Kontrol 2 grubu Ogrenci-Ogretmen Iliski Olcegi (STRS) 6n test-son test puanlarina iligkin

bagimli 6rneklem t testi Tablo 15°de gosterilmistir.

Tablo 15. Ogrenci-Ogretmen fliski Olcegi kontrol 2 Grubu On Test ve Son Test Degerlerine Gére Bagiml
Orneklem t Testi Sonuclari

Grup Alt Boyut n X Ss t p
Ontest Catisma 20 18,60 5,92

Kontrol 2 Grubu -1,14 0,27
Sontest Catisma 20 19,25 5,43
Ontest Yakinlik 20 2330 4,32

Kontrol 2 Grubu 2,39  0,03*
Sontest Yakinlik 20 24,60 3,73

##p<0,01, *p<0,05

Tablo 15 incelendiginde, Ogrenci-Ogretmen Iliski (STRS) 6lgeginden alinan son test
puanlarinda 6l¢egin yakinlik alt boyutunda son test lehine anlamli farklilik bulundugu
goriilirken (p<0,05), catisma alt boyutunda anlamli farklilik bulunmadigi goriilmiistir

(p>0,05).
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Ogrenci-Ogretmen iliski Olgegi (STRS) / Deney Grubu Son Test ve Kalicihk Testinin
Analizi
Deney grubu Ogrenci-Ogretmen iliski Olgegi (STRS) son test — kalicilik testi puanlarma iliskin

bagimli 6rneklem t testi Tablo 16’da gosterilmistir

Tablo 16. Ogrenci-Ogretmen iliski Olgegi Deney Grubu Sontest ve Kalicilik Degerlerine Gére Bagiml
Orneklem T Testi Sonuclart

Grup Alt Boyut n X Ss t p
Sontest Catisma 20 8,55 1,61

Deney Grubu 1,45 0,16
Kalicilik Testi Catisma 20 8,25 0,72
Sontest Yakinlik 20 34,45 0,89

Deney Grubu -1,45 0,16
Kalicilik Testi Yakinlik 20 34,65 0,81

Tablo 16 incelendiginde, deney grubunun deney grubu g¢ocuklarin Aistear egitimi programi
sonrasinda Ogrenci-Ogretmen iliski (STRS) Olgeginden aldiklar1 sontest ve kalicilik puanlari

arasinda anlamli fark gériillmemistir (p>0,05).

Arastirmanin Nitel Bulgular:

Arastirmact Gozlemleri

Aistear egitim programinin ¢ocuklarin benlik algis1 ve Ogretmen g¢ocuk etkisine yonelik
aragtirmaci gézlemlerine Tablo 17°de yer verilmistir.

Tablo 17. Aistear Egitim Programimin Cocuklarin Benlik Algisina ve Ogretmen-Cocuk Iliskisine Etkisine Yonelik
Aragtirmac1 Gozlemlerine iliskin Bulgular

Tema Kodlar

»  Ogzyeterlilik
Benlik Algist = Ozsaygi

=  (Catisma

Ogretmen-Cocuk Iligkisi s Vakinlik

Tablo 17 incelendiginde arastirmaci gozlemlerinden elde edilen veriler temalar ve bu temalara
bagl kodlarla kategorize edilmistir. Aragtirmaci gézlemlerinden elde edilen veriler dogrultusunda
programin ¢ocuklara katkismin oldugu alanlar ogretmen-gocuk-iletisimi temasi; ¢atisma ve
yakinlik kodlarindan benlik algis1 temasi; Ozyeterlilik ve 6zsaygi kodlarindan olusmaktadir.
Aistear egitim programinin ¢ocuklarin Benlik algis1 ile §gretmen-gocuk iletisimine etkisine
yonelik arastirmaci gozlemlerindeb bazilarina asagida yer verilmistir.

Gozleml: Deney grubu ¢ocuklar1 her farkli temada giinliikk yasam siirecini deneyimleme firsati
bulduklar1 i¢in kendileri, arkadaslari, aileleri ve diger insanlar hakkinda fikirler edindikleri
gdzlenmistir. “Sen kimsin, kendini tanitmak istermisin?” sorusuna uygulamanin baslarinda sadece
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adin1 soyleyen ya da fiziksel ozelliklerinde birkagini1 sdyleyen c¢ocuklar uygulama sonrasinda
duygularindan, ailesinden, kiiltiiriinden, farkli insanlardan bahsetmeye basladig1 gozlenmistir.

Gozlem 2: Cocuklarin 6zellikle yetiskinden yardim isteme, okula uyum, yeni deneyimlere agik
olma, topluluk i¢inde sozlii beceriler gosterme, sozlii olarak kendini ifade etme, konusma, sarki,
sOyleme, yapamadigi durumlarda olumlu tutum sergilemeye yonelik becerilerinde gelismeler
gozlenmistir.

Gozlem 3: Uygulamanin ilk haftalarinda ¢ocuklara bireysel olarak yoneltilen sorulara ¢ocuklar
“glizel” “evet” “hayir” gibi tek kelimelik yanitlar verirken, uygulamanin ilerleyen giinlerinde
cocuklarmin genelinde duygularini detayli bir sekilde ifade etme, duygularini bilme, bagkalarinin
duygularin1 anlama, sevgiyi ifade etmeye yonelik pozitif yonde davramis degisiklikleri
gozlenmistir.

Gozlem 4: Uygulama baslangicinda okula gelmek istemeyen yada okula gelse bile egitim siireci
icinde aglayan, eve gitmek istedigini sdyleyen, grup etkinliklerine katilmaya isteksizlik gosteren
cocuklarin uygulama siireci igerisinde 6zellikle okula gelme istegindeki artis, cocuklarin okuldan
ayrilmak istemeyisi, okula karsi olumlu tutum gelistirme, 6gretmene ve okuldaki yetigkinlere kars1
sempatik davranma, arkadaslariyla oynamaktan mutlu olma, kendine yonelik olumlu tutum
gelistirme, kendi basina oynayabilme ve bundan mutlu olabilme davranislart gdzlenmistir.

Gozlem 5: Oyun alanlarinda 6gretmenin ¢ocuklarla oynamasi ¢ocuklarin 6gretmene kars1 yakinlik
duymalarini artiran en etkili faktor oldugu gozlenmistir.

Gozlem 6: Cocuklarin oyun esnasinda sosyal kurallar1 takip etmeleri nedeniyle diirtii
kontrollerinin gelismesi olumsuz durumlarin azalmasi buna bagli olarak birbirleriyle ve
ogretmenle hizli bir sekilde kaynasma siirecinin sagladigi gozlenmistir.

Gozlem 7: Ogretmenin, cocuklara ihtiyaclarina uygun oyun ortamlari sunmasinin ¢ocuklarda
ogretmene kars1 yakinlik ve siikran duygularini gelistirdigi gézlenmistir.

Gozlem 8: Uygulama siireci sonunda ¢ocuklarla 6gretmen arasinda giiclii bir sevgi bagi gelistigi,
gelisen bu sevgi bagina bagli olarak ¢atigmanin olmadigr yakinlik igeren bir 6gretmen-gocuk
iligkisinin gelistigi gozlenmistir.

Gozlem 9: Farkli tema konularinda ¢ocuklar farkli becerileri ve 6zelliklerini de ortaya koydular

bu durum 6gretmen-gcocuk yakinlasmasini sagladi, bu durumun ¢ocuklara daha etkili rehberlik
etme firsat1 sundugu gozlenmistir.

Ogretmen Goriisii

Aistear egitim programina yonelik deney grubu 6gretmeninin goriislerine Tablo 18 de yer
verilmistir.
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Tablo 18. Aistear Egitim Programimin Cocuklari Benlik Algisina ve Ogretmen-Cocuk iligkisine Etkisine Ogretmen
Goriislerine Iliskin Bulgular

Aistear Egitim Programina Yénelik

Ogretmen Gariisii

 a—

o o o o

Sinifin Fiziksel Ortam Ogretmen Cocuk Etkilesimi Benlik Algisi Psikolojik iyi olus

o o e o

Oyun Materyal Rehberlik Duygusal Duygulari Olumlu Atilganhk  Mutlu  iletisim Oz Uyum
Alanlar Kullanimi Bag Tamima Benlik Merak Olma Denetim
Gelistirme

Deney grubu sinif 6gretmeninin Aistear egitim programina yonelik goriislerini 6grenmek amaciyla
“Aistear Egitim Programina yonelik diisiinceleriniz nelerdir?” Sorusu sorulmus ve Yapilan
goriisme neticesinde goriisme sorularina verilen cevaplardan yola ¢ikilarak temalar ve alt temalara
olusturulmustur.

Tablo 18’de belirtildigi gibi Sinifin fiziksel ortam1 temasi; 6grenme merkezleri, materyal kullanimi1
alt temalarindan olusmaktadir. Ogretmen cocuk etkilesimi temasi; rehberlik, duygusal bag alt
temalarindan olugsmaktadir. Benlik algisi temasi; duygular1 tanima, olumlu benlik gelistirme alt
temalarindan olusmaktadir. Psikolojik iyi olus temasi; atilganlik, merak, mutlu olma, iletisim, 6z
denetim, uyum alt temalarindan olugmaktadir.

Deney grubu 6gretmeninin benlik algisina ve 6gretmen-¢ocuk iliskisine etkisine iliskin goriisleri
incelendiginde Aistear programimin ¢ocuklarin kendi ozelliklerini ve diger arkadaglarinin
ozelliklerini tammalarina firsat verdigini, ¢ocuklarin arkadaslik iligkilerini gelistirdigini, empatik
davramslar sergilediklerini, duygularini tamimaya programin aracilik ettigini belirtmistir.
Osretmen goriislerinden bir kismina asagida yer verilmistir.

“.Aistear egitim programina katilan cocuklar oyun alanlarini gériince inanilmaz bir cosku
vasadilar. Cocuklar oyun alanlarinda birden kaynastilar. I¢e kapanik ¢ocuklar arkadas edinerek
daha rahat davranmaya basladi.”

“...Programda duygulara yonelik planlanan egitim siiregleri ¢ocuklarin empatik diigiinme
becerilerini gelistirdi. Birlikte oynarken paylasmay, birbirlerine saygt duymayr 6grendiler.
Birlikte oyun kurma ve oynama becerilerini gelistirdiler.”

“...Oyun esnasinda bir sorun yasamadan yada sorun yasansa bile sézel olarak kendilerini ifade
ederek uzlasma sagladilar, benim miidahale etmemi gerektirmeyecek bir siirece girdiler.”

“...Aistear egitim programi uygulama siirecinin ¢ocuklarin ogretmene karsi sevgi ve baglilik
duygusunu da ortaya ¢ikardigini gérdiim. Ciinkii ogretmenin grubu kontrol altinda tutmak gibi bir
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sorunu olmuyor. Cocuklara sesini yiikseltmek zorunda kalmiyor. Cocuklar ve ogretmen igin
oldukg¢a eglenceli ve gelistirici bir egitim siireci oluyor. Aistear egitim programinmin genel sinif
uygulamalarinda ogretmen ¢ocuk yakinligi boyutunda daha olumlu gelistigini, sinif i¢i ¢atismayi
azaltma yontinde etkili oldugunu diigiintiyorum.”

Ebeveyn Goriisleri

Aistear egitim programinin uygulanmasi siirecinde ¢ocuklarinda goézlemledikleri gelisimsel
farkliliklara iligkin ebeveyn goriislerine Tablo 19 de yer verilmistir.

Tablo 19. Aistear Egitim Programinin Cocuklarin Benlik Algisina ve Ogretmen-Cocuk Iliskisine Etkisine Ebeveyn
Goriislerine Iliskin Bulgular

Ebeveynlerin
Aistear Egitim Programinin

Gocuklar Uzerindeki Gelisimsel Katkilarina iliskin Garusleri

Sosyal Gelisim Biligsel Gelisim Dil Geligimi Ozbakim Gelisimi
- Okula uyum ‘ Problem ¢dzme - Yeni kelimeler 6grenme - Kigisel bakimimi yapma
- Okula gitme istegi ‘ Dikkat Alact konusma Saglikh beslenme farkindahg
- Atilganlik - Esnek diislinle Duygularini sozel olarak ifade Glnldk yasam becerileri
- Arkadas edinme ‘ Kavram bilgisi
- iletigimi gelistirme ‘ Yaratici disinme
- Ozglven ‘ Sekil, sayl, renk
- Oz diizenleme
- Olumlu benlik gelistirme
- Mutlu olma (iyi olus)

Tablo 19 incelendiginde, deney grubu c¢ocuklarinin ebeveynleriyle goriigmelerden elde edilen
kodlar Sosyal Duygusal Gelisim, Bilissel Gelisim, Dil Gelisimi, Ozbakim Gelisimi temalari
altinda toplanmustir.

Aistear programina yonelik olarak ebeveynler; ¢ocuklarinin okula kolay uyum sagladiklarini,
okula istekli gittiklerini, ogretmenlerinden, okuldan ve arkadaslarindan siklikla bahsettiklerini,
arkadas edindiklerini, ozgiivenlerinin arttigini, selamlasma, empati, paylasma, giriskenlik gibi
noktalarda programin ¢cocuklara olumlu katkilarinin oldugunu belirtmiglerdir.

Tartisma

Arastirma bulgularmma gore Aistear egitim programinin deney grubu cocuklarin benlik
algilarin1 pozitif yonde gelistirdigi ayn1 zamanda deney grubu ¢ocuklarin benlik algisi puan
ortalamalarinin her iki kontrol gurubuna gore daha yiiksek oldugu sonucuna ulagilmistir. Aistear
egitim programina katilan deney grubu c¢ocuklarin pozitif benlik gelisimin uygulama sonrasinda
da devam ettigi ve kalict oldugu sonucuna ulasilmstir.

Aistear’mn hedeflerinden biri de ¢cocuklarm pozitif benlik algisim desteklemektir. Ozellikle
21. yiizy1l becerileri arasinda yer alan 6z-diizenleme, duygusal dayaniklilik ve motivasyon gibi
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kisisel giiclerin kiiclik yaslarda kazandirilmasi, ¢ocuklarin ileriki yasamlarindaki basarilari igin
temel olusturmaktadir (OECD, 2015). Arastirma bulgusunu destekler nitelikte Aistear programini
konu alan aragtirmalar incelendiginde ¢ocuk liderligindeki zenginlestirilmis oyun alanlarinda
oynamanin ¢ocuklarda sosyal etkilesimini artirdig1 bu etkilesimin neticesinde dil ve kendini ifade
becerilerini gelistirdigi ayrica pozitif benlik algisina katki sagladigi 6gretmen goriisleriyle ortaya
konulmustur (Fallon, 2015; Fazal, 2019; Gray & Ryan, 2016; Healy, 2021; Woods et al., 2022).

Aistear egitim programindan elde edilen bulgulari destekler nitelikte pozitif benlik
gelistirmede uygulanan bazi egitim programlarinin da etkili sonuclar elde ettigi goriilmektedir.
Aydin (2023)’in yapmis oldugu arastirmada okul oncesi egitim alan ¢ocuklarin Farkindalik
(Mindfulness) Egitim programinin ¢ocuklarin duygusal zeka, benlik algis1 ve yonetici islev
diizeylerinde pozitif yonde katki sagladigi saptanmistir. Samur (2020) Montessori yaklasimi
temelli STEM etkinliklerinin 60-72 aylik ¢ocuklarin akademik benlik saygilar1 {izerindeki etkisini
inceledigi arastirmada uygulanan programin ¢ocuklarin akademik benlik saygilarmin gelistigi
sonucuna ulasilmistir.

Aragstirmanin nitel verileri olan aile goriisleri, 6gretmen goriisii ve arastirmaci goézlemleri de
sonucu destekler niteliktedir. Arastirmaci gozlem notlarindan elde edilen verilere gore; sinif
icinde ve agik alanlarda planlanan oyunlar, ¢cocuklarin birlikte ¢aligma, is birligi yapma ve sosyal
etkilesim becerilerini gelistirmelerine olanak sagladigi gortilmistiir. Grup oyunlari, ¢cocuklarin
baskalartyla iletisim kurma, sorumluluk alma ve liderlik becerileri gelistirmelerini saglamistir. Bu
stiregte ¢ocuklar, kendilerini ifade etme, bagkalarin1 anlama ve empati kurma becerilerini de
gelistirmislerdir.

Arastirmanin nitel bulgularindan sinif 6gretmenin goriislerine gore; arastirma boyunca
cocuklarin oyun alanlarinda dili aktif kullanarak iletisimi gelistirdikleri boylece kendilerini daha
cok ifade ederken arkadaslarin1 da daha iyi anladiklar1 belirtilmistir. Aileler ise; ¢ocuklarinin
arkadagiyla sevgi dolu bir bag kurduklarini, empati becerilerinin gelistigini, sosyal iligkilerini
yonetme becerilerinin gelistigini, oyunlarinin ¢esitlendigini, kendi fiziksel ve kisisel 6zelliklerine
yonelik farkindalik kazandiklarini belirtmislerdir.

Ayrica cocuklar tekrar tekrar ayn1 alanlarda ve farkli alanlarda ¢alisma firsati bulduklari igin
oyun alanlar1 cocuklara deneme-yanilma siireci yasama ve hata yapma imkani tanimistir. Bu yolla
cocuklarin oyun sirasinda farkli stratejiler denedikleri, hatalardan yeni seyler 6grendikleri ve
basarilartyla gurur duyduklar1 kaydedilmistir. Bu siireclerin ¢ocuklarin = 6zgiivenlerinin
gelismesine ve benlik algisinin gliglenmesine katki sagladig1 sylenebilir.

Aistear egitim programinin deney grubu c¢ocuklarla 6gretmenin iletisiminin pozitif yonde
gelistirdigi, ayrica son test puanlarma goére deney grubu cocuklarin §gretmen-gocuk iletisim
diizeylerinin kontrol gurubu cocuklara goére pozitif yonlii daha yiliksek oldugu sonucuna
ulagilmistir. Aistear egitim programina katilan deney grubu ¢ocuklarin 6gretmen-cocuk iletisim
kalitesinin uygulama sonrasinda da pozitif yonde devam ettigi ve kalici oldugu sonucuna
ulasilmustir.

Arastirma bulgusunu destekler nitelikte Aistear programimi konu alan arastirmalar
incelendiginde Ogretmen tarafindan tasarlanan nitelikli oyun alanlarinin 6gretmen-g¢ocuk
etkilesimine olanak sagladigi, ¢ocuklarin oynarken 6gretmenlerine ve arkadaglarma fikirlerini
Ozgiirce ifade ettikleri, ayrica simf i¢i igbirligini tesvik ettigi, programin G6gretmen-gocuk
iletisimine olanak sagladigi sonucuna ulasilmistir (Fallon, 2015; Fazal, 2019; Gray & Ryan, 2016;
Healy, 2021; Woods et al., 2022).

168



Aistear Egitim Programinin Bes Yas Cocuklarinin Benlik Algis1 ve Ogretmen-Cocuk iliskisi Uzerindeki Etkisi

Cobanoglu (2017) tarafindan yapilan arastirmada Ogretmenlerin Ozyeterlilik algisi ile
o0gretmen-cocuk iliskisini incelemis ve mesleki yetersizlik, sinif igerisinde verimsizlik, cocuklar
icin zenginlestirici nitelikteki etkinliklerin yoksunlugu ve bazi etkili olmayan ogretmenlik
uygulamalarinin 6gretmen-gocuk iliskisini olumsuz etkiledigine dikkat ¢ekmistir. MEB 2013
programi incelendiginde Ogretmenin rehber olma yoniline dair aydinlatici detayli bir kilavuz
bulunmamaktadir. Rehber olma algis1 kimi 6gretmenler tarafindan anlagilmisken kimi 6gretmenler
tarafindan hala anlagilamamis olabilecegi diislinlilmektedir. Arastirma sonuglarina bakildiginda
kontrol gruplarinin deney grubuna gore d6gretmen-gocuk iliskisi yakinlik gelistirme diizeylerinin
diisiik oldugu goriilmektedir. Bu sonucun nedeni olarak Ogretmenlerin rehber olma rolleri
konusunda yeterli bilgi ve kaynaga sahip olmamalar1 s6ylenebilir.

Arastirmanin nitel verileri olan aile goriisleri, 6gretmen goriisii ve arastirmaci goézlemleri de
sonucu destekler niteliktedir. Deney grubu cocuklarin ebeveynleri cocuklarin okula uyum
saglamalarinin kisa stirdiiglinii, okula istekli devam ettiklerini, ¢ocuklarin okula neredeyse hig
devamsizlik yapmadiklarini, okula yonelik olumlu tutum gelistirdiklerini belirtmislerdir. Bununla
birlikte olumsuz davraniglarin olumlu yonde gelistigini, ¢ocuklarin duygusal olarak mutlu
olduklarini ve mutlulugun fiziksel sagliklarina etki etmesi sonucu hastalanma oranin diistiigiinii,
cocuklarin 6gretmenlerini ¢ok sevdiklerini belirtmislerdir.

Ogretmen-gocuk iliskisine yonelik deney gurubu 6gretmenin goriisleri de Aistear egitim
programin 6gretmen-cocuk yakinligir boyutunda daha olumlu, ¢atismay1 azaltma yoniinde etkili
oldugunu gostermektedir. Deney grubu Ogretmeni Aistear’in mesleki yeterlilik gelisimi i¢in
donanimli kaynaklara sahip oldugunu, Aistear programinin 6gretmene ¢ocuklarla yakin iletisim
gelistirmek icin kilavuzlar sundugunu bunun da 6gretmen-cocuk iligkisine olumlu yansidigini
ifade etmistir.

Arastirmac1 gozlemlerine gore; sinifta belirli araliklarla temalarla iligkili olarak farkli ve
degisen igerikte oyun alanlarinin hazirlanmasi ve alanlarda 6gretmenin ¢ocuklarla oynamasi
cocuklarin dgretmene karsi yakinlik duymalarini artiran en etkili faktdr oldugu gozlenmistir.
Cocuklarin her farkli temada, oyun alanlarinda coskuyla oynamalari, siirecten mutlu olmalari,
oyun esnasinda sosyal kurallar1 takip etmeleri nedeniyle diirtii kontrollerinin geligsmesi, olumsuz
durumlarin azalmasi buna bagli olarak birbirleriyle ve 6gretmenle hizli bir sekilde kaynasma siireci
yasanmasini sagladigi gozlenmistir. Ogretmenin gocuklara farkli oyun ortamlart sunmasinin
cocuklarda 6gretmene kars1 yakinlik ve siikran duygularini gelistirdigi gozlenmistir. Uygulama
stireci sonunda ¢ocuklarla 6gretmen arasinda giiglii bir sevgi bagi gelistigi, gelisen bu sevgi bagina
bagli olarak catigmanin olmadigi yakinlik iceren bir Ogretmen-cocuk iliskisinin gelistigi
gdzlenmistir.

Arastirmanin bulgular ilgili literatiir ile birlikte degerlendirildiginde arastirma kapsaminda
Ogretmen, cocuklarin kesfedebilecekleri, dokunabilecekleri, manipiile edebilecekleri ve
deneyebilecekleri zengin ortamlar saglanmistir. Cekingen kaynasma sorunu olan ¢ocuklari diger
cocuklarla kaynastirarak baglayici gorevi listlenilmis, giiven verici bir yol izlenmistir. Uygulama
boyunca c¢ocuklarla aktif iletisim kurulmus ¢ocuklara sorular sorulmus, tahminlerde bulunmalari
saglanmis ve diisiincelerini gelistirilmistir. Ozellikle cocuklari daha iyi tanimak amaciyla oyun
alanlarinda iletisim kuruldugunda ¢ocuklarin egilimleri, ilgileri, bilgileri, becerileri, anlayislari,
tutumlar1 ve degerleri iizerinde fikirler edinilmis ve yakinlasacak baglar kurulmasi saglanmaistir.
Dolayisiyla arastirma sonucuna gore Aistear e§itim programinin 0gretmen-cocuk iletisimine
pozitif yonde katkilarinin oldugunu séylemek miimkiindiir.

Sonug ve Oneriler
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Aragtirma sonucunda Aistear egitim programinin deney grubu ¢ocuklarin; pozitif benlik
algist gelistirmelerine anlamli katki sundugu ayni zamanda ogretmen-cocuk iletigimini
giiclendirdigi hem nicel hemde nitel verilerle elde edilen sonuglarla ortaya koyulmustur.

Arastirmadan elde edilen sonuglara gore asagidaki onerilerde bulunulabilir;

e Aistear, Ogretmen-cocuk iliskisini gii¢glendirmek adina, cocugun duygularina ve
ihtiyaglarina duyarli bir yaklasimi benimsemektedir. MEB programinda da iliskisel
pedagojiyi esas alan yaklasimlara yer verilmesi, 6gretmen ile ¢gocuk arasinda giiven temelli
bir bag kurulmasina katki saglayacaktir.

e Aistear yaklasimi, 6gretmenlerin ¢ocuklarin ilgi, ihtiyag ve gelisim diizeylerini dogru
sekilde analiz edebilmesini gerektirir. Bu dogrultuda, hizmet i¢i 6gretmen egitimlerinde
gozlem, cocukla etkili iletisim kurma ve duyarlilik temelli rehberlik becerilerine
odaklanilmasi dnerilmektedir.

e Ogretmen-cocuk etkilesiminin en etkili bicimde kuruldugu alanlardan biri oyun
ortamlaridir. Aistear, oyun yoluyla 6grenme siirecinde 6gretmenin rehberligini 6n plana
cikarir. MEB programinda da yapilandirilmis ve serbest oyun etkinliklerinin sayisinin
artirllmasi ve 0gretmenin bu siiregte aktif gdzlemci ve destekleyici rol tistlenmesi tegvik
edilmelidir.

e Aistear programinda 6gretmen, yalnizca bilgi aktaran bir figilir degil; ¢ocugun gelisimini
destekleyen, duyarli, gozlemci ve rehber bir role sahiptir. MEB programinda da 6gretmen
rehberliginin, ¢ocugun duygusal, sosyal ve bilissel gelisimini destekleyecek sekilde
yeniden tanimlanabilir.

e Aistear Egitim Programi’nin benlik algisi iizerindeki olumlu ve kalict etkileri dikkate
alindiginda, benzer programlarin farkli yas gruplar {izerinde uygulanabilirligi
arastirilabilir. Boylece erken ¢ocukluk doneminin farkl: gelisim basamaklarinda programin
etkililigi degerlendirilebilir.

e Aistear gibi oyun temelli ve ¢cocuk merkezli programlardan ilham alinarak MEB programi
giincellenebilir. Bu tiir programlarin pedagojik yaklagimlari, cocugun bireysel farkindalik,
sosyal etkilesim ve benlik gelisimi gibi alanlarda 6nemli katkilar sagladigi g6z oniinde
bulundurulmalidir.

e Ogretmen rehberligini yapilandiran uygulamali gergeveler gelistirilebilir. Mevcut okul
Oncesi egitim programi Ogretmenin rehber roliinii vurgulasa da, bu roliin sinif igi
uygulamalarda nasil gergeklestirilecegine dair somut kilavuzlar hazirlanmalidir. Boylece
ogretmenlerin rehberlik siirecinde daha etkili ve bilingli davranmalar1 saglanabilir.

e Gelecek aragtirmalarda Aistear yaklasimi, farkli sosyo-ekonomik ve kiiltiirel baglamlarda
incelenebilir. Bu sayede, programin ¢esitli toplumsal yapilar i¢indeki uygulanabilirligi ve
uyarlanabilirligi hakkinda daha kapsamli veriler elde edilebilir.

¢ Nitel ve nicel yontemlerin birlikte kullan1ldig1 karma desenli ¢alismalar artirilabilir. Bu tiir
caligmalar, hem 6gretmen ve ebeveyn goriislerinin hem de 6lgme araglariyla elde edilen
sonuglarin bir araya getirilmesiyle daha biitiinciil analizler yapilmasina olanak saglayabilir.

e Benlik algisi ile psikolojik iyi olus arasindaki iligkiyi inceleyen daha uzun siireli izleme
(longitudinal) aragtirmalar1 gergeklestirilebilir. Bu tiir calismalar, programlarin uzun vadeli
etkilerinin belirlenmesine katki sunabilir.
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e Aile katilmimin cocuklarin benlik gelisimi {iizerindeki etkisini daha derinlemesine
inceleyen c¢aligsmalara agirlik verilebilir. Bu dogrultuda ebeveynlerin programlara aktif
katilimini tesvik eden farkli yontemlerin etkililigi karsilastirmali olarak degerlendirilebilir.

e Ozel gereksinimli gocuklar iizerindeki etkisi arastirilabilir. Bdylece kapsayici egitim
baglaminda programin uygulanabilirligi artirilabilir.

e Aistear gibi oyun temelli ve ¢ocuk merkezli programlardan ilham alinarak MEB programi
giincellenebilir. Bu tiir programlarin pedagojik yaklagimlari, gocugun bireysel farkindalik,
sosyal etkilesim ve benlik gelisimi gibi alanlarda 6nemli katkilar sagladigi g6z Oniinde
bulundurulmalidir.

e Ogretmenlere yonelik hizmet i¢i egitim programlari ¢esitlendirilebilir. Ozellikle cocuklarin
benlik algisint ve sosyal-duygusal gelisimini destekleyecek uygulamali egitimler,
ogretmenlerin mesleki yeterliliklerini artirabilir.

Aile katilimini 6nceleyen politika ve uygulamalar gelistirilebilir. Arastirma bulgulari, ailelerin
stirece dahil olmasinin ¢ocuklarin duygusal ve sosyal gelisimini destekledigini gostermektedir. Bu
nedenle, ebeveynlerin egitim siirecine aktif katilimini kolaylastiran modeller yayginlastirilabilir.
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Reconceptualising Well-Being through Mencius’ Ideal of Joy

Mencius’un Nese idealinden Hareketle Iyi Olusun Yeniden
Kavramsallastirilmasi

Charlene TAN!

Abstract

A survey of the existing literature shows that there is limited philosophical inquiry into the construct of well-being,
particularly from East Asian spiritual traditions. Framed by Yu et al.’s (2010) method of philosophical retrieval and
philosophical reconstruction, this article reconceptualises well-being by critiquing the prevailing constructs of well-
being, and proposing an alternative formulation from Confucian philosophy. I argue that the dominant categorisation
of well-being into hedonic and eudaimonic has engendered two major weaknesses. First, the emphasis on positive
emotions in hedonic well-being privileges individualism and self-interest, catalysed by the positive psychology
movement. Secondly, there is a lack of clarity on the role of emotions and the place of virtues in self-actualisation for
eudaimonic well-being. I then sketch a Confucian interpretation of well-being by drawing on Mencius’ ideal of joy.
My argument is that Mencian well-being revolves around virtue-directed joy, which is experienced through the
extension of innate moral feelings. Instead of an artificial dichotomy of well-being into hedonic and eudaimonic well-
being, Mencius harmonises both by acknowledging both positive emotions and self-actualisation. Confucian
perspectives extend the existing scholarship by providing an original interpretation of well-being that foregrounds the
primary role of emotions in character development.

Keywords: Confucianism, eudaimonic well-being, hedonic well-being, Mencian well-being
Ozet

Mevcut literatiiriin incelenmesi, 6zellikle Dogu Asya spiritiiel geleneklerinden hareketle, iyi olus kavramina yonelik
felsefi arastirmalarin sinirli oldugunu gostermektedir. Yu ve ark. (2010) tarafindan 6nerilen felsefi geri kazanim ve
felsefi yeniden insa yontemi c¢ercevesinde, bu makale iyi olusu hakim kavramsallagtirmalari elestirerek ve
Konfiigyiisgii felsefeden alternatif bir formiilasyon onererek yeniden kavramsallagtirmaktadir. iddiam sudur ki, iyi
olusun haze1 (hedonic) ve 6zgergeklestirici (eudaimonic) olarak kategorize edilmesi iki temel zayifliga yol agmustir.
Birincisi, haze1 iyi olusta olumlu duygulara yapilan vurgu, bireycilik ve kisisel ¢ikar1 6ne ¢ikarmakta, bu da pozitif
psikoloji hareketi tarafindan daha da tesvik edilmektedir. Ikincisi ise, 6zgergeklestirici iyi olusta duygularim rolii ve
erdemlerin kendini gerceklestirmedeki yeri konusundaki belirsizliktir. Bu noktada, Mencius’un nese idealinden
hareketle iyi olusun Konfiigyiis¢ii bir yorumunu tasarltyorum. Argiimanim sudur ki, Menciusgu iyi olus, dogustan
gelen ahlaki duygularin genisletilmesi yoluyla deneyimlenen erdem-ydnelimli nese etrafinda sekillenir. lyi olusu
yapay bir sekilde hazci ve 6zgergeklestirici olarak ikiye ayirmak yerine, Mencius her ikisini de uyumlastirir; hem
olumlu duygulart hem de kendini gergeklestirmeyi kabul eder. Konfiigyiis¢ii perspektifler, duygularin karakter
gelisimindeki birincil roliinii 6ne ¢ikararak mevcut literatiire 6zgiin bir iyi olug yorumunu kazandirmaktadir.
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Introduction

A concept that is intricately tied to mental health is well-being. The notion of well-being
has become a “much celebrated” concept in the academic and popular discourses (Graham et al.,
2016, p. 367), given its “strong social and political appeal” (Powell & Graham, 2017, p. 214).
Research has reported that a high level of well-being has a direct impact on a person’s mental
health, enabling one to be more creative and productive, acquire information more effectively and
enjoy strong inter-personal bonds (Powell et al., 2018). Notwithstanding the substantial research
on well-being, a review of the extant literature shows that there is limited philosophical inquiry
into the construct of well-being, particularly from East Asian philosophical traditions.

On the dearth of philosophical discourses, a survey of the current publications on well-
being reveals that the majority are empirical in nature, rather than theoretical clarification and
analysis (Anderson & Graham, 2016). Tesar and Peters (2020) contend that “well-being is often
reduced to an economic concept contained within a budget line, and the pouring of funding into
areas which are apparently at risk, without necessarily considering the future focused discourses
which impact the well-being of the population to come” (pp. 926-927). Not surprisingly, the idea
of well-being remains “under-theorised” (Powell & Graham, 2017, p. 214) and “little understood”
(Graham et al., 2016, p. 367). Svane and colleagues (2019) concur that “explanations about exactly
what well-being looks, feels or sounds like are elusive” (p. 211). The inadequate philosophical
examination of well-being is regrettable, given that this term is a basic concept in philosophy
(Engelsen, 2022; Falkenberg, 2015).

A related observation is that for the small number of writers who explored the philosophical
roots of well-being, they invariably pointed to the contributions of Greek thinkers, especially
Aristotle (Svane et al., 2019). What is overlooked are expositions of well-being from other
philosophical traditions, especially those from East Asian intellectual traditions such as
Confucianism and Daoism. Admittedly, there are some publications on Confucian and Daoist
perspectives of well-being (Fletcher, 2016). However, these articles do not critically evaluate the
prevailing conceptions of well-being which are largely derived from or inspired by Greek/Western
philosophical theories, worldviews and presuppositions. In view of the current literature gap, I aim
to critically evaluate the constructs of hedonic and eudaimonic well-being and advocate for an
alternative formulation from Confucian philosophy. Specifically, I turn to the philosophy of
Mencius (372-289 B.C.E.) who was a disciple of Confucius’ grandson Zisi. Mencius’ impact on
Confucian philosophy has been phenomenal. As Chan (2014) puts it, “one might say that the whole
of Confucianism is a footnote to Mencius’ thought” (p.153). The reason why Mencius’ philosophy
has been selected for this study is that his theories not only challenge the dominant understandings
of well-being, but also provide a cogent (re)conceptualization of well-being through his spiritual
ideal of joy.

The methodology for this study is Yu et al.’s (2010) philosophical retrieval and
philosophical reconstruction. The research process began with the method of philosophical
retrieval which focused on what is or has been, in this case, the salient concepts, theories and
presuppositions in Confucian philosophy. Applying philosophical retrieval, this study analysed
and clarified contents in the Confucian classic Mencius that pertained to the notion of well-being
in the existing literature. The purpose at this stage was to identify and elucidate a Confucian
understanding of well-being and compare it with hedonistic and eudaimonic well-being. The
second step of the research method is philosophical reconstruction that went beyond the actual and
explicit doctrines in Confucian philosophy. As explained by Yu et al. (2010),

The goal is not to present some Confucian way of thought as it is or has been, but rather to make it more
tenable, sophisticated, and compelling for contemporary consideration. Confucian ethics is taken not as
something completed and ready for incorporation or adoption, but rather as something still developing
and very much a work in progress” (p. 2).
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For this study, the method of philosophical reconstruction involved extracting the contemporary
implications of the Confucian notion of well-being. The objective is to make clear the
contributions of Mencius’ philosophy to the scholarship, issues and challenges relating to well-
being in the modern world.

This paper is structured as follows: I begin with a brief introduction to the concepts of
spirituality and Confucian spirituality. This is followed by an overview of the existing
understandings of well-being, as encapsulated in two orientations of well-being, namely hedonic
and eudaimonic. In the next section, I identify and question the dichotomy of hedonic and
eudaimonic well-being, arguing that this artificial demarcation has generated some significant
weaknesses in both variants. Aimed at addressing these criticisms, I offer an alternative
interpretation of well-being from Confucian spirituality, based on the thought of Mencius. My
thesis is that a Confucian formulation of well-being is manifested in Mencius’ ideal of joy. This
joy is virtue-directed and inter(personal), and is experienced through the extension of innate moral
feelings. Rather than segregating well-being into hedonic and eudaimonic, a Mencian approach
incorporates and harmonises both by emphasising both positive emotions and self-actualisation.

Spirituality and Confucian Spirituality

It is necessary, at the outset, to clarify the idea of spirituality — a nebulous and multifaceted
concept that has been defined differently by various authors (Tan, 2009). For example, Carr (1995)
interprets spirituality as “a function of appreciation or reflection upon ideals or goals which are
both apt for positive moral evaluation and concerned with those aspects of human experience
which attempt to reach beyond the mundane and the material towards what is transcendent and
eternal” (p. 90). Minney (1991) connects spirituality to the distinctive ability of individuals to see
themselves as part of some larger whole and broad framework of meaning. For the purpose of this
essay, I follow Shen’s (2018) definition of spirituality as ‘‘the practices and inspiring ideas of self-
cultivation and self-perfection that deal with the human desire for meaningfulness and its
fulfilment in perfection” (p. 34). Shen’s understanding of spirituality underscores self-cultivation,
self-perfection and the attainment of meaningfulness, which are integral to a persons’ overall well-
being. Spirituality is manifested and experienced through spiritual ideals, which include both
religiously-tethered ideas such as worship, prayer and salvation, and non-religiously-tethered
notions such as love, joy, peace and self-awareness.

Following the definition of spirituality, Confucian spirituality is essentially about
cultivating one’s heart and mind, developing oneself morally and realizing dao (Way) which is a
shared vision of human excellence (Shen, 2018; Tan & Tan, 2016; Tu, 1985; Yao, 2008). Yao
(2008) gives details on self-cultivation by maintaining that “Confucian spirituality is characterized
not only by its affirming the possibility of self-transformation or self-realization, but also by its
admitting that the transformation is fully self-powered and self-resourced” (p. 394). Spiritual ideals
in Confucianism include fundamental notions such as dao (Way), tian (heaven), ren (humaneness)
and /e (joy).

The Concept of Well-Being

Like ‘spirituality’, there is currently no universally agreed definition of well-being, which is a
multidisciplinary and multifarious term (Anderson & Graham, 2016; Im, 2011; Powell & Graham,
2017; Svane et al., 2019; Tan & Neo, forthcoming; Tov, 2018). Well-being is used synonymously
or in conjunction with related terms such as welfare, prudential value, the good life, prudential
good life, quality of life, flourishing, happiness, self-interest, fulfilment, utility, and pastoral care
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(Fletcher, 2016; Powell & Graham, 2017; Tesar & Peters, 2020). Notwithstanding the diverse
understandings, theories and models of well-being, researchers have broadly divided well-being
into two broad categories: hedonic and eudaimonic. The terms ‘hedonic’ and ‘eudaimonic’ reveals
their Greek origins; hedonic well-being and eudaimonic well-being are attributed to the works of
Aristippus of Cyrene and Aristotle respectively (Svane et al., 2019).

Two clarifications are needed at this juncture. First, the concepts of hedonic and
eudaimonic well-being were not coined by Aristippus and Aristotle. These two philosophers did
not discuss these two concepts directly; rather, their salient ideas were appropriated by
contemporary researchers who devised these two orientations of well-being (for a good overview
of the two approaches of well-being, see Huta, 2017). Hence my critique of hedonic and
eudaimonic well-being in a later part of this essay is not directed at the philosophy of Aristippus
and Aristotle, and instead at the conceptions of hedonic and eudaimonic well-being as found in
the existing publications. The second clarification is that there are other approaches to well-being
that do not fit into the hedonic and eudaimonic orientations. An example is Csikszentmihalyi’s
state of flow that describes a person’s optimal involvement in an activity (Tov, 2018). I have
chosen to confine the discussion to hedonic and eudaimonic well-being as these two are widely
accepted and commonly cited in the extant literature (Svane et al, 2019). Pertinently, researchers
have extracted elements from these two categories of wellbeing to form new theories and models
of well-being. For example, Seligman (2011) has conceptualised the PERMA model of well-being,
which integrates elements from hedonic and eudaimonic components. PERMA stands for ‘positive
emotions’, ‘engagement’, ‘positive relationships’, ‘meaning’ and ‘accomplishment’.

I shall proceed to briefly introduce the essential characteristics of hedonic and eudaimonic
well-being. First, hedonic well-being stems from a person’s subjective assessment of one’s moods
and life satisfaction (Wang et al., 2015). Reflecting the priorities of hedonists such as Aristippus,
the focal point of hedonic well-being is pleasure, which is experienced in the form of positive
emotions. As explained by Tesar and Peters (2020), “A hedonic approach to well-being
emphasises one’s feeling about life, including how ‘pleasant’ it is (on a positive/negative scale) —
an affective approach” (p. 924). It follows that this variant of well-being pivots on avoiding pain
and negative affect, and obtaining pleasure and positive affect (Chue, 2023). In tandem with
hedonic well-being, activities are valued if they give pleasure and personal agency to individuals
(Hashim et al. (2024). In short, the primary focus of hedonic well-being is subjective wellness,
indicated by one’s positive affect and high quality of life.

Eudaimonic well-being, on the other hand, is concerned with the purpose and meaning in
life. As denoted by its name, this approach to well-being emanates from eudaimonia (happiness
or flourishing). Eudaimonia, for Aristotle is “the idea of striving toward excellence based on one’s
unique potential” (Ryff & Singer, 2008, p. 14). Researchers typically conceptualise and
operationalise eudaimonia as follows: self-realisation, individual expressiveness, optimal
functioning, successful in overcoming life challenges, social wellness, motivation to improve
oneself, psychosocial integration, ego development, living a life in concert with one’s potential,
experiencing flow, long-term meaning-making, and the result of a person’s strengths
(Heintzelman, 2018). Paramount to eudaimonic well-being is living well and cultivating one’s
character (Svane et al., 2019). Tesar and Peters (2020) clarify that eudaimonic well-being
transcends a person’s feelings to “locate the idea of ‘being happy’ or ‘happiness’ in relation to the
ethics and practice of a good life, or with actualising one’s ‘potential’, a reflective and critical
existence” (p. 924). Tov (2018) adds that the qualities of growth, meaning, authenticity, and
mastery dominate most formulations of eudaimonic well-being. Eudaimonic well-being, in short,
is fundamentally about “fulfilling or realising one’s daimon or true nature” (Ryan & Deci, 2001,
p. 143).

To sum up this section, scholars classify well-being into two general categories: hedonic
and eudaimonic. The former is marked by positive emotions which testify to the pleasures one
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enjoys, whereas the latter is distinguished by self-actualisation, where a person reaches one’s full
potential.

A Critique of Hedonic and Eudaimonic Well-being

In this segment, I critique hedonic and eudaimonic well-being by arguing that the division of well-
being into two distinct categories (hedonic and eudaimonic) has engendered weaknesses in both
constructs. In what follows, I shall forward two arguments targeting the two orientations of well-
being, as follows: (1) the emphasis on positive emotions in hedonic well-being privileges
individualism and self-interest, catalysed by the positive psychology movement; and (2) there is a
lack of clarity on the role of emotions and the place of virtues in self-actualisation for eudaimonic
well-being. These two criticisms shall be expanded in order.

Hedonic well-being

I argue in this part of the paper that the focus on positive emotions in hedonic well-being promotes
individualism and self-interest, which is facilitated and propelled by the positive psychology
movement. The individualistic underpinnings in hedonic well-being is seen in its “pleasure-
centred” slant (Heintzelman, 2018, p. 145), where one’s wellness depends on one’s good mood
and positive affect, as well as favourable assessment of life satisfaction. The individualist
influences on hedonic well-being may encourage excessive self-interest. The goal to seek pleasure
for oneself coupled with the over-riding interest to attend to one’s subjective state of happiness
puts individual well-being ahead of collective well-being. The point here is not that individualism
qua individualism is necessarily bad or harmful. Rather, the concern is that a formation of hedonic
well-being that privileges individualism and self-interest may undermine the welfare of others and
weaken social bonds. Rejecting an interpretation of well-being that privileges autonomy at the
expense of the other, House and Loewenthal (2012) maintain that “a heteronomy that is putting
the other first may be what is most appropriate in enabling well-being” (p. 11).

It is a significant point that hedonic well-being has been associated with the positive
psychology movement (Loewenthal, 2009; Wright, 2014; Zembylas, 2016). Positive psychology
seeks to foster the emotional and mental well-being of individuals, by understanding human
functioning such as positive feelings and capabilities (Caleon & Hian, 2023). Positive psychology
underlines personal achievement and reflects Western philosophies and knowledge (Rappleye et
al., 2020). Although positive psychology has benefitted individual wellness, the fixation with
personal happiness “might set unrealistic standards for happiness, which, paradoxically, could
undermine well-being and lead to disappointment, hence producing the very opposite effects that
these interventions aim to achieve” (Cabanas & Gonzalez-Lamas, 2022, p. 1258).

Relatedly, the positive psychology movement has been criticised for turning well-being
into a form of therapy, especially in education (Kibe, 2023). The promotion of well-being through
strategies that seek to boost learners’ mental health, emotional intelligence and self-esteem is
aligned with the agenda of therapeutic turn (Wright, 2014). The term ‘therapeutic turn’ denotes a
propensity to psychologise all aspects of society, such as politics, consumer culture, sports and
education (Furedi, 2004; Hayes, 2004; Hyland, 2006; Madsen, 2014; Wright, 2008). Scholars have
criticised a therapeutic approach to well-being for over-emphasising the emotional states in
individuals, thereby encouraging them to turn inward and become self-preoccupied (De Vos, 2012;
Ecclestone, 2004; Ecclestone & Hayes, 2008; Leviste, 2023; Mintz, 2009). Leviste (2023) asserts
that “therapization labels vulnerable individuals as emotionally fragile and powerless victims
unable to withstand everyday difficulties, regardless of contextual factors (i.e. social and political
structures) that repeatedly create and perpetuate these difficulties to begin with” (pp. 416-417).
Svane et al. (2019) argues that well-being in schools is often influenced by a deficit perspective,
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as evidenced in “interventions implemented in a spurious manner in an attempt to fix a perceived
problem”, which “results in a disjointed and piecemeal approach to well-being” (p. 211). Huta
(2017) cautions that hedonic well-being may unintentionally produce egoism, selfishness,
covetousness and antisocial actions in individuals.

Eudaimonic well-being

As for eudaimonic well-being, my argument is that there is inadequate clarification and
explanation on the role of emotions and the place of virtues in self-actualisation for eudaimonic
well-being. The first objection concerns the omission of emotional experience in eudaimonic well-
being. As explained earlier, the focus of eudaimonic well-being is self-actualisation that pertains
to personal growth, purpose and fulfilment. What is neglected and not spelt out in eudaimonic
well-being is where emotions fit in in the process of self-actualisation. By restricting emotional
experience to hedonic well-being and leaving the former out of eudaimonic well-being, the result
and assumption is that the affective dimension is irrelevant to or unimportant for eudaimonic well-
being. The position that emotions have no place in self-actualisation is questionable, as research
has shown the vital contribution of emotions to a person’s identity formation, personal growth and
overall well-being (Deonna & Teroni, 2013; Hansen, 2020; Zapf, 2002).

Secondly, it is unclear how virtues are related to self-actualisation in particular and
eudaimonia in general. Aristotle who introduced the notion of eudaimonia has written much about
intellectual and moral virtues. However, most researchers do not follow-up on and reference
Aristotle’s ethical theory in their theories on eudaimonic well-being. A case in point is Hashim
and colleagues (2024) who interpret eudaimonic well-being as “individual flourishing where one
is able to actualise their skills and personal competencies” (p. 2). What is not explained by Hashim
et al. (2024) are the place of virtues in “individual flourishing”, and the connection between moral
values and “skills and personal competencies”. Tesar and Peters (2020) assert that there is “the
often missed ethical or critical elements of eudaimonic well-being” in the existing literature (p.
923).

In addition, there is a fundamental difference in the notions of eudaimonia as understood
in Asia and the West. As explained by Chue (2023), “in western eudaimonism, the notion of
individual mastery over the environment is celebrated whereas in eastern eudaimonism, achieving
harmony with the environment is prioritised” (p. 335). Ryff and Singer (2008) assert that
Aristotle’s well-being hinges on “the task of self-realisation, played out individually, each
according to his or her own disposition and talent” (p. 17). It should be added that Aristotle does
not dismiss societal harmony, and has in fact recognised the contribution of the community
towards the moral development of the young (Kato, 2021). The point here, however, is that more
needs to be said about the ethics of eudaimonic well-being by clarifying the nature of virtues in
self-actualisation. After all, constructs of well-being are “essentially moral visions” (Ryan & Deci,
2001, p. 159). Without a clearly articulated ethical foundation, eudaimonic well-being may be
reduced to excessive toil, self-denial and overthinking (Huta, 2017).

In view of the criticisms levelled against hedonic and eudaimonic well-being, it is
necessary to explore alternative accounts of well-being from various cultural and philosophical
traditions. Ryan and Deci (2001) maintain that interpretations of well-being are “inherently
culturally rooted” (p. 159). In what follows, I shall propose a Confucian approach to well-being
that synthesises hedonic and eudaimonic well-being.

The Confucian Ideal of Joy

In this section, I respond to the before-mentioned weaknesses of hedonic and eudaimonic well-
being by proposing an integrated conception based on the Confucian ideal of joy. Guided by the

179



Charlene TAN

method of philosophical retrieval, my focus is on the thought of Mencius as his theories are
pertinent to issues related to well-being. A preliminary comment is that the term ‘well-being’ is
not found in Mencius. This does not mean that the meanings, assumptions and implications of
well-being are absent in the text. Philosophers have referred to the Confucian concepts of joy (/e),
the Way (dao) and ‘fulfilling human nature’ (jinxing), among others, as counterparts to eudaimonia
in Greek (Huff, 2015). As shall be evident later, Mencius alludes to well-being in his discourses
on joy, happiness and delight. I shall put forward the view that Mencian well-being revolves
around inter(personal) and virtue-directed joy, which is experienced through the extension of
innate moral feelings. This understanding of well-being avoids the individualistic orientation and
excessive self-concern in hedonic well-being. At the same time, Mencian well-being addresses the
under-theorising of emotions and virtues in relation to self-actualisation in eudaimonic well-being.
I shall amplify Mencian well-being through its three components: (1) inter(personal) joy, (2)
virtue-directed joy, and (3) the extension of innate moral feelings.

Inter(personal) joy

The first distinctive feature of Mencian well-being is the ideal of inter(personal) joy, which
harmonises personal and communal delight. A textual analysis of Mencius shows that Mencius’
discussion of joy and cognates such as happiness and delight is situated within the context of one’s
relationships with others. To put it in another way, Mencius regards personal welfare and
happiness as inseparable from those of others. A representative passage is 7A20.1 in Mencius (all
passages are adapted from Van Norden, 2008, unless otherwise stated):

& fH o DEFAZSE, MEXRTARERE, KRHETF, THhER —%1,
AR KR, HARERA, Z8#8, SRXTRIMH#zBL, =8, EFE=
2, MERTAREFS, |

Mengzi said, “An exemplary person [junzi] takes joy in three things, and being King of the world is not
one of them. The person’s first joy is that one’s parents are both alive and one’s siblings have no
difficulties. The second joy is that looking up one is not disgraced before Heaven, and looking down one
is not ashamed before humans. The third joy is getting the assistance of and cultivating the brave and
talented people of the world. An exemplary person takes joy in three things, and being King of the world
is not one of them.

This passage is about a junzi & fwhich literally means ‘son of a noble’. Confucius appropriated
this historical term and infused it with moral import, thereby changing its meaning to denote an
exemplary person. After Confucius, Mencius and other thinkers continue to use this term to signify
the ideal human being that everyone should aspire to become, regardless of gender, educational
achievement or social status (Ames & Rosemont, 1998). That the exemplary person embodies
Confucian well-being is evidenced by passages that describe such a person as having “no
anxieties” (/<& 4B28.7) and experiencing “joy” (%47A20.1, 7A21.2).

With respect to 7A20.1, the passage begins by stating that an exemplary person does not
derive joy from being King of the world. Mencius is not asserting that holding political power is
wrong or detrimental to one’s well-being. On the contrary, he acknowledges in the next passage
that an exemplary person, like all people, “desires a large territory and numerous people”

(FELME, &FAZ 7A21.1). Mencius’ point is that Kingship, in itself, does not give joy to an

exemplary person; instead, such a person “takes joy in taking one’s place in the middle of the
world and making all the people within the Four Seas  settled”

(PR TN, EVEL R, B14%2, 7A21.1). We see here how an exemplary person
derives joy by bringing joy to others (“making all the people within the Four Seas settled”).
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Retuning to 7A20.1, Mencius’ message is that an exemplary person does not obtain
pleasures and life satisfaction from prudential desires, which are manifested in egoistic ambitions
without regard for others. Instead, joy is obtained and shared when a person benefits others.
Stressing that personal joy is intertwined with communal joy, Mencius further identifies three
types of relationships for an exemplary person in 7A20.1: heaven, parents and other humans. First,
an exemplary person experiences joy when one does not feel disgrace before Heaven. Reflecting
early Confucian worldview, Mencius subscribes to a belief in Heaven, who is a “semi-personal
higher power responsible for ‘the Way’ and ‘fate’” (Van Norden, 2008, p. 202). The exemplary
person is confident of living well in accordance with the Way (dao) of Heaven, following the
footsteps of worthy Kings of ancient times who “delight in the Way” (%%}H.18 7A8.1). Personal
happiness, according to Mencius, depends on delighting in Heaven and submitting to the workings
of Heaven — a point demonstrated by Mencius himself. A passage in Mencius records that Mencius
left the state of Qi after failing to persuade the king to govern morally and not resort to warfare.
While on the road, a disciple perceived that Mencius looked unhappy and asked him about it.
Mencius replied (2B13.5):

KRR, RCEER T R R T, E4 2t SHAGED 2 S Rk 2
Heaven does not yet desire to pacify the world. If it desired to pacify the world, who besides me in the
present time is there? Why would I be unhappy?

Van Norden (2008) comments on this passage:

[A]lthough Mengzi seemed to be unhappy, he was actually never unhappy. We see here that sages and
worthies have both a will that is concerned about their time, but also a genuine delight in Heaven, and
that these are not contradictory (p. 61, italics added).

Returning to 7A20.1, an exemplary person’s joy is further experienced through one’s interactions
with two groups of people: family members and other people. First, Mencius teaches that an
exemplary person finds joy in taking care of one’s family members. Mencius underscores the need
to “make one’s parents happy” (1f2#1) by following Heaven’s Way (K Zi& 4A12.1). He also cites
the example of sage king Shun who was “happy” (&) to be with his brother (5A2.4). Beyond one’s
parents and siblings, an exemplary person also derives delight by treating others well and
developing their potentials for the common good. The end result is “making all the people within
the Four Seas settled” (F X Tz, EUMZR, F1%42, 7A21.1).

To sum up, Mencian well-being is indicated by inter(personal) joy which harmonises
personal and communal delight, as demonstrated by the exemplary person. Communal joy
engenders collective well-being, illustrated by the King “sharing the same delight as the people”
(BLR[F%% 1B1.4). By rejecting the view that one should satisfy one’s needs apart from the
community, Mencius’ position is contrasted with the individualistic presupposition of hedonic
well-being. Describing Mencius’ philosophy as ‘other-orientedness’, Maria (2020) holds that this
orientation “chiefly aims to lead people towards enhancing the well-being of others”, which is
“unlike some schools of Ancient GrecoRoman philosophy which tend to ultimately aim at
individual wellbeing, like personal tranquillity” (p. 66). While I agree with Maria’s point that
Mencius calls upon all to enhance the welfare of others, I would add that it is more accurate to
characterise his outlook as valuing both well-being of oneself and others (Tan, 2018). As explained
in the foregoing, personal joy is intimately bound up with communal joy, or what I describe as
inter(personal) joy.

Virtue-directed joy

The second aspect of Mencian well-being is the ideal of virtue-directed joy, which links the
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personal and communal dimension of joy to morality. The connection between ethics and joy has
already been implied in the previous segment where I explain that an exemplary person is
altruistically motivated to serve and bring joy to others (7A20.1, 7A21.1). Mencius displays virtue-
directed joy when he heard that the state of Lu wished to put Yuezhengzi in charge of governing.
Mencius shared: “I was “was so happy that I could not sleep!” (& i~ 6B13.1). The reason
was that he knew that Yuezhengzi was “fond of goodness” (K/j4f# 6B13.1). In other words,
Mencius rejoices at the success of others like Yuezhengzi, on the account that the latter is a
virtuous person who will do good to the masses. Mencius also discriminates between different
types of desire, which in turn affect a person’s experience of joy. What a person craves for may
not — and, in some cases, should not — give one happiness.

To further understand the nature of desires, it is helpful to distinguish ethical desires from
prudential desires. As explained by Luo (2019),

Ethical desires are often contrasted with prudential desires. A prudential desire may be defined as a self-
regarding desire, as opposed to other-regarding desires. I desire wealth and rank because obtaining them
makes my life go better. Additionally, prudential desires seek the most efficient way for their satisfaction,
independent of morality. On the other hand, the object of an ethical desire is the interests of other people
or of the community (p. 47, italics in the original).

The self-seeking desire to be King of the world (7A20.1) or to control a large territory and
numerous people (7A21.1) are instances of prudential desires. Contrastingly, the wish to make all
the people within the Four Seas settled (7A21.1) points to ethical desires.

The Mencius is replete with the specific virtues needed for personal and communal joy.
Linking virtue to delight and life satisfaction, Mencius notes that a person can be self-assured and
fulfilled by “respecting virtue and delighting in appropriateness [yi, also translated as
righteousness, rightness]” (EL1E4%3; 7A8.1). Another cardinal moral quality is genuineness
(also translated as sincerity): Mencius claims, “There is no greater delight than to turn towards
oneself and discover genuineness” (KH MMk, EEL KIS TA4.2, also see 7A9.3). Besides
appropriateness and genuineness, Mencius also singles out three foundational virtues that all
people should cultivate: ren {— (humanity, also translated as benevolence, humaneness, goodness),
li % (normative behaviours, also translated as rites, ritual propriety) and zAi £ (wisdom). Mencius
points out that “those who are humane [ren] love others, and those who display normative
behaviours [/i] respect others” ({Z#& & A, A& 4N 4B28.2, my translation). A humane
person is empathetic, which expressed by Yi Yin: he “cared for the people of the world, the
common men and women, such that if there were those who did not receive the kindness of Yao
and Shun, it was as if he  himself had pushed them into a ditch”
(BR T2 RIUC RV A AL 25 2 3, BN ES 5B1.2, italics added). More
needs to be said about the connection between virtues and well-being, and I shall return to this
topic in the discussion on moral feelings.

In all, positive emotions such as joy, for Mencius is not morally neutral but undergirded by
ethics. As Luo (2019) puts it, happiness for Mencius (and Confucius) “consists primarily not in
pleasure, but in ethical pleasure; the good life is not a life in which all or most of one’s desires are
fulfilled, but a life in which the satisfaction of prudential desires is subject to the constraint of
ethical desire” (p. 41). Mencius’ ethics is an instance of virtue ethics that is agent-centric rather
than action-centric (Hu, 2023). In this regard, his conception of well-being is congruent with
eudaimonic well-being that includes moral character as an essential aspect. By grounding
emotional experience in virtues, Mencian well-being avoids the criticism of excessive inward-
looking and self-absorption for hedonic well-being. At the same time, Mencian well-being
establishes the relation between virtues and joy by preferring ethical desires to prudential desires.
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Extension of innate moral feelings

The final dimension of Mencian well-being is the extension of innate moral feelings. Mencius
stands out among the Confucian thinkers for his recognition and elucidation of human emotions.
He maintains that the ideal of inter(personal) joy occurs only when one’s actions are motivated
and accompanied by moral feelings. He gives the example of sage king Shun who “acted out of
humanity [ren] and appropriateness [yi]”, instead of “act outing humanity [ren] and
appropriateness” (13617, FEIT{-FeHl 4B19.2). Van Norden (2008) explains that “Mengzi
stresses the importance of acting with appropriate feelings and motivations” (p. xxxvii). The
imperative for moral acts to be preceded and satiated by moral feelings is reiterated in another
passage: “To feed someone without caring for that person is to treat such a one like a pig
(BMih%:, KA ZHTA37.1). Evidently, genuine care for a person goes beyond material
provisions to include the expression of one’s feeling of concern and affection.

Mencius’ reference to moral feelings addresses the earlier criticism that eudaimonic well-
being pays insufficient attention to the contribution of emotions to self-actualisation. He elaborates
on moral feelings through his theory on the innate goodness of humans. He argues that all humans
are born with the feeling of compassion, using the following illustration (2A:6.3):

NEEARBNZD, BEAARBNZL, MIARENZEE, DABNZL, TR
BNZH, {JSXTT@ZEPL LG NEARBNZ LA, 5 NERGTFIHAR
H, EAMBREZ . FFFTUREREF X, IFFTUEERIE A
E,w\%ﬁﬁ,m{ﬁ Eﬁméﬁz HEAIFZ 20, FEAH

The reason why I say that all humans have hearts that are not unfeeling towards others is this. Suppose
someone suddenly saw a child about to fall into a well: anyone in such a situation would have a feeling
of alarm and compassion — not because one sought to get in good with the child’s parents, not because
one wanted fame among one’s neighbours and friends, and not because one would dislike the sound of
the child’s cries. From this we can see that if one is without the feeling of compassion, one is not human.

Mencius is not claiming that all humans will respond morally by rescuing the child. Rather, as
explained by Van Norden (2008), “All he claims is that any human would have at least a
momentary feeling (literally, ‘heart”) of genuine compassion, and that the reaction would occur
‘suddenly’ (which shoes that it is not the result of calculations of self-interest)” (p. 46). Building
upon the above example, Mencius delineates his theory on the innate goodness of all human beings
in the form of four sprouts P43 (2A:6.5, also see 6A6.7):

HIFE 2.0, C2inth, A2 0, FZint, FFREZL, MZimt, BIEZ0,
Bzt N2 A2, A TS

The feeling of compassion is the sprout of ren (humanity). The feeling of disdain is the sprout of yi
(appropriateness). The feeling of deference is the sprout of /i (normative behaviours). The feeling of
approval and disapproval is the sprout of zhi (wisdom). People having these four sprouts is like
having their four limbs.

Everyone, according to Mencius, shares the same nature at birth, epitomised by the four sprouts
(humanity, appropriateness, normative behaviours and wisdom) (4B32.1, 6A7.4, 6A10.5, 6B2.1).
Stalnaker (2010) notes that the four sprouts represent a unity of the affective, cognitive and
conative domains that lead to “intentional impulses to action” (p. 417). The Mencian heart, as Tu
(1985) puts it, “is both a cognitive and an affective faculty, symbolising the functions of conscience
as well as consciousness” (p. 103).

An important clarification is that Mencius is not championing the view that human beings
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are actually or already good. Rather, his usage of ‘sprouts’ signals that human goodness is
incipient, and requires personal cultivation and the right environment for them to grow (Jiang,
2011; Tan, 2020). Relating the discussion to self-actualisation in eudaimonic well-being, Mencius
regards the development of moral character as an integral part of self-growth and human
flourishing. From a Confucian viewpoint, the mission of “fulfilling or realising one’s daimon or
true nature” in eudaimonic well-being (Ryan & Deci, 2001, p. 143) refers to realising one’s
inherent goodness through self-cultivation. The process of self-actualisation through moral
development is a delightful and celebratory one, as articulated by Mencius (4A27.2):

LAAR  ARETEM, SR, ARmeEciie. F2Bz, |

If one delights in them [the manifestation of the sprouts], then they will grow. If they grow, then how
can they be stopped? If they cannot be stopped, then one does not notice one’s feet dancing to them,
one’s hands swaying to them.”

Mencius’ theory on innate moral emotions diverges from Aristotle who “did not consider natural
passions to be inherently good, unless tempered by practical rationality” (Mancilla, 2013, p. 59).
The cultivation of innate goodness is not a solitary endeavour, nor is it limited to personal joy.
Rather, the attainment of ethical character necessarily requires the extension of one’s innate moral
feelings. Mencius explains how the expansion of one’s inborn emotions work (7B:31.1):

NEAAR, BEZREFE, Cth, NEATAE, EZREPTR, #th, AR
FEMERRE N 2D, MR, ANREFREZE RO, MERTABEAE,

People all have things that they will not bear. To extend this reaction to that which they will bear is
humanity [ren]. People all have things they will not do. To extend this reaction to that which they will

do is appropriateness [yi]. If people can fill out the heart-mind that does not desire to harm others, their

humanity will be inexhaustible. If people can fill out the heart-mind that will not trespass, their
appropriateness will be.

According to the above passage, humans need to extend their natural reactions or feelings of
compassion and disdain, so that these two can develop into the virtues of humanity and
appropriateness. The same extension principle applies to the feeling of deference as well as the
feeling of approval and disapproval, for the realisation of the moral qualities of normative
behaviours and wisdom respectively (2A:6.5). In practical terms, extending one’s inherent moral
feelings means “treating your elders as elders, and extending it to the elders of others; treating your
young ones as young ones, and extending it to the young ones of others”
(BEE, UKNZE ; s, UMRNZI1AT.12, also see 2A6.7, 4A12.3, 4B3.3, TA15.3,
7B1.1, 7B31.1). Maria (2020) comments that Mencius’ approach transforms moral feelings into
virtues by “galvanising a person to habitually engage in compassionate or caring acts, beginning
with those whom he already cares for, such as his family” (p. 56). Children learn ethics first at
home, from “those whom we are closely affiliated, for instance, family and friends and
neighbours” (Waks, 2009, p. 594). Ames (2011) adds that “human flourishing must be mediated
through familial roles and relations” (p. 170).

The extension approach brings to mind the earlier passage on the inter(personal) joy
experienced by an exemplary person (7A20.1). Just as joy is both personal and communal, the
cultivation of virtues also integrates the self and community, where everyone extends love, care
and empathy to one another. The self-actualisation in eudaimonic well-being for Mencius is more
accurately described as selves-actualisation, where humans achieve their full potential even as they
help others to achieve theirs. The Mencian approach of locating morality within the family and
then expanding it to people in the neighbourhood and other parts of the world finds resonance in
contemporary sociobiology. Noting that morality begins with the families before it is expanded to
other people, Ryan (1998) holds that instinctive affection towards one’s kins is translated into
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respect for one’s neighbours, acquaintances and strangers locally and overses.

To conclude this section, Mencian well-being is manifested in the ideal of inter(personal)
joy, which harmonises personal and communal joy. Furthermore, the joy envisaged by Mencius is
anchored upon and powered by virtues, and propagated through the extension of innate moral
feelings. Returning to Shen’s (2018) definition of spirituality, it is evident that Mencius’ spiritual
ideal of joy promotes self-cultivation and self-perfection, thereby fulfilling the human desire for
meaningfulness in life. Calling Mencius “a eudaimonist”, Huff (2015) writes that “Mencius
maintains that the most satisfying life for a human being is the life of benevolence, rightness,
wisdom, and ritual propriety, and that such a life fulfils essential desires and capacities of the
human heart” (P403). While I agree with the tenor of Huff’s point, I would add that Mencius’
views on well-being differ from eudaimonic well-being in the sense that he places a premium on
the role of moral feelings in wellness. Mencian theory of innate goodness and moral feelings also
makes clear the place and role of emotions and virtues in eudaimonic well-being.

A Comparison between Hedonic, Eudaimonic and Mencian Well-Being

I have given details on Mencian well-being, which pivots on the ideal of inter(personal) and virtue-
directed joy that is experienced through the extension of innate moral feelings. It is appropriate at
this juncture to return to hedonic and eudaimonic well-being and compare them with the Mencian
interpretation. Table 1 summarises the key similarities and differences between hedonic,
eudaimonic and Mencian well-being:

Table 1: A Comparison between Hedonic, Eudaimonic and Mencian Well-Being

Similarities with Mencian Differences with Mencian Well-Being (MWB)
Well-Being (MWB)
Hedonic Well-  Both focus on positive emotions e  MWB goes beyond positive emotions in HWB
Being (HWB)  such as joy to emphasise moral feelings

e HWB presupposes individual well-being
whereas MWB supports collective well-being

Eudaimonic Both focus on self-actualisation e MWB clarifies the place of virtues in self-
Well-Being for individuals to reach their full actualisation through Mencius’ theory of
(EWB) potentials innate goodness

e  MWB highlights the contribution of emotions
to self-actualisation through Mencius’
approach of extending innate moral feelings

I shall elaborate on the points mentioned in the table. On the similarities between hedonic and
Mencian well-being, a convergence is the common spotlight on positive emotions. As explained
earlier, a distinguishing feature of hedonic well-being, as suggested by the word hedonism, is
pleasure-seeking. According to this variant of well-being, a person experiences a high level of
wellness if one enjoys positive mood, affect and overall life satisfaction. The criterion to well-
being, in this case, is determined by each individual and conveyed through emotional experiences.
On the one hand, Mencian well-being is aligned with hedonic well-being in valuing joy, delight,
happiness and other cognates. I have already cited relevant passages from Mencius on the joy of
exemplary persons and sage kings.

On the other hand, there are significant differences between hedonic and Mencian well-
being. First, Mencian well-being stresses the need to link positive emotions to morality. Mencius’
idea of moral feelings is antipodal to the hedonist’s desire to obtain pleasure and avoid pain, with
little ethical considerations. It is of course possible for a hedonist to factor in moral values and
actions as part of maximising pleasure and minimising pain. For instance, a person may choose
not to embezzle company funds because he knows that doing so may result in the pain of
imprisonment. Conversely, that person may conscientiously live a morally outstanding life
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because he relishes in receiving compliments from others. But the person’s deliberation and
incorporation of ethical issues is incidental and contingent; the development of virtue and ethical
character are not a necessary component of hedonic well-being.

In contrast, that not all positive emotions are moral or desirable for Mencian well-being.
The Mencius records King Xuan feeling embarrassed about being fond of contemporary music
which has a negative effect on one’s character (1B1.2). The same passage also documents
Mencius’ rebuke to the King for seeking pleasure for himself without sharing the delight with the
masses. Furthermore, not all negative emotions are undesirable and should be avoided, from a
Mencian viewpoint. Mencius teaches that a virtuous person can still experience joy in the midst of
physical hardships and pain. An example is Confucius’ disciple Yan Hui, who was praised by
Mencius for refusing to allow his abject poverty to “spoil his joy” (L% 4B29.2). Mencius
records that Yan Hui lacked shelter (living in a narrow alleyway) and sufficient food (subsisting
upon a bowl of food and a gourd of water 4B29.2). Given Yan Hui’s situation, it is natural for him
or any human to feel distressed, anxious and depressed. But Yan Hui was able to experience joy
even in the midst of pain and physical hardships because he exhibits virtues such as endurance,
resilience and integrity. He illustrates Mencius’ point about an exemplary person who is not
disgraced before Heaven and not ashamed before humans (7A20.1).

The second divergence between hedonic and Mencian well-being is that the former
supports individual well-being whereas the latter is geared towards collective well-being. I have
already described how hedonic well-being is predicated upon individual needs and interests, aided
by the positive psychology movement and therapeutic turn. Mencian well-being supports
collective well-being by twinning self-interests and other-interests. An exemplary person is one
who cares for others, and experiences personal and communal joy through one’s relationships with
heaven, family members and other people.

Turning to a comparison between eudaimonic and Mencian well-being, a prominent
similarity is the shared accent on self-actualisation. As noted earlier, eudaimonic well-being
pertains to the ingredients needed for a person to experience growth and fulfilment, such as
autonomy, positive relations, environmental mastery, self-acceptance, purpose in life and personal
growth (Ryff, 1989, 2018). Eudaimonic well-being draws upon Aristotle’s theory of eudaimonia
as living a flourishing life, which is congruent with one’s true nature (Heintzelman, 2018).
Likewise, Mencius places an emphasis on everyone achieving self-actualisation by reaching one’s
full, moral potential. His vision is for all people to cultivate themselves morally so that they can
become exemplary persons and even sages, like the virtuous kings in ancient China.

As for the differences, Mencian well-being addresses the current literature gap on the place
of virtues in and the contribution of emotions to self-actualisation for eudaimonic well-being.
Mencian well-being clarifies the role of virtues through Mencius’ approach of extending innate
moral feelings. I have already explained how Mencius asserts that all humans are endowed with
innate goodness, which is displayed through the four sprouts. In addition, Mencian well-being
delineates the contribution of emotions to self-actualisation through Mencius’ approach of
extending innate moral feelings.

Implications
I have sketched a conception of Mencian well-being which combines the salient features of
hedonic and eudaimonic well-being. Applying the method of philosophical reconstruction, this
segment explains how a Confucian formulation of well-being extends the existing scholarship in
two ways: (1) foregrounding collective well-being and (2) highlighting the contribution of
emotional experience to the cultivation of ethical character. I shall elaborate on these two points
in order.

Collective well-being
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First, Mencian well-being brings attention to collective well-being by harmonising
personal and communal joy, and viewing self-interest and other-interest as inseparable.
Significantly, studies have shown that Westerners tend to exhibit individualistic well-being
whereas Asians lean towards collective well-being (Chue, 2023; Hofstede, 2011). Pointing out that
people in collectivistic societies are “assimilated into strong cohesive groups from a young age”,
Chue (2023) avers that harmony and relation-orientation are privileged in these settings” (p. 337).
Collective well-being is illustrated by Asian adolescents experiencing a strong sense of well-being
when they partake in collaborative activities; in contrast, adolescents in Western societies enjoy
higher well-being when they compete and surpass their peers in activities (Chue, 2023). Collective
well-being does not mean that the self is unimportant. Rather, as Chang and Lim (2007) put it, it
is “a self that is dynamically integrated with the community” (p. 54, also see Kibe, 2023; Markus
& Kitayama, 1991). Researchers have highlighted the mediating effects of Asian traditions,
worldviews and lifestyles on the definitions of and approaches to well-being (Caleon et al., 2023;
Yang & Zhou, 2017; Yeo et al., 2007). Mencius’ accent on communal joy reflects an Eastern
orientation of eudaimonism that prefers harmony to individual mastery (Chue, 2023). His tethering
of personal and communal joy reflects the integration of private and public morality. Jiang (2011)
elaborates:

In Confucian ethics, there is no dichotomy between private and public morality. On the contrary, for
Confucians, one’s taking responsibilities for others and society presupposes one’s being a virtuous
agent. Self-cultivation is the foundation of the fulfilment of moral responsibility for society (p. 154).

Emotional experience and the cultivation of ethical character

The second contribution of a Confucian conception of well-being is a recognition of and
argument for the pivotal role of emotions for the development of ethical character. The call for
moral development is not new to well-being, as exemplified in eudaimonic well-being. But what
makes the Mencian approach to well-being unique is that it does not downplay the place of
emotions in well-being, as in the case for the dominant concepts of eudaimonic well-being. As
noted earlier, researchers have located emotions in hedonistic well-being and not eudaimonic well-
being. Mencius directly connects emotions to eudaimonia (flourishing) through his theory on
innate moral feelings. Mencius also propagates the extension of the moral qualities of humanity,
appropriateness, normative behaviours and wisdom through one’s spontaneous moral reactions.
Accordingly, emotional experiences are critical for moral development as they are the first step
and means for a person to recognise one’s innate good nature and the potential for one to develop
morally. The expansion of one’s natural feelings of compassion to others results in the
harmonisation of personal and communal joy, as everyone gives and receives love, care and
empathy.

It follows that each person therefore needs to be aware of their inborn feelings of kindness
towards others, and deliberately expand the feelings by acting in accordance with the affective
motive (Kim 2018). Wong (1991) observes that “Mencius held a picture of the role of emotion in
moral motivation that militates against a general separation of reason from emotion” (p. 31).
Nuyen (2009) concurs that Confucian self-cultivation entails a process “by which the agent comes
to know what he or she ought to do, and at the same time to feel the motivational force to do it”

(p. 10).
Conclusion

In this article, I critiqued the constructs of hedonic and eudaimonic well-being and suggested an
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alternative conception by referring to the spiritual ideas of Mencius. I have explained that the
questionable division of well-being into hedonic and eudaimonic which are derived from Greek
thinkers has given rise to significant flaws in both constructs. For hedonic well-being, its
accentuation on positive affect leans towards individual well-being and fosters self-interest,
against a backdrop of the positive psychology movement. Eudaimonic well-being, on the other
hand, does not give enough attention to the function of emotions in self-actualisation; this
orientation of well-being also lacks clarity on how one can develop the virtues needed to live well
and flourish.

In the second part of the paper, I outlined a Confucian formulation of well-being by
discussing key passages from Mencius. Instead of an artificial dichotomy of well-being into
hedonic and eudaimonic well-being, Mencius harmonises both by acknowledging both positive
emotions and self-actualisation. I have proposed a Mencian construal of well-being which circles
around the ideal of virtue-driven joy that harmonises personal and communal delight. Furthermore,
Mencian well-being is experienced and sustained through the extension of one’s inborn moral
feelings. In the last part of this essay, I detailed how Confucian perspectives on well-being extend
the current scholarship on well-being in two ways: advocating for collective well-being, and a
justification of the primary role of emotions in character development.

In closing, it is essential to consider alternative and diverse philosophical and cultural
understandings and paradigms surrounding the construct of well-being from varied spiritual
traditions. Graham and colleagues (2016) remind us that well-being is “an embedded cultural
understanding”. There is therefore a need to (re)conceptualise well-being from a broader
perspective by taking into consideration plural and even competing understandings of this term.
An analysis of Mencius’ thought as recorded in the Mencius has enabled us to rethink and
(re)conceptualise the current notions and assumptions of well-being. It should be added that the
Confucian interpretation of well-being elucidated in this paper is not the only or best understanding
of well-being. Relatedly, the Mencian interpretation of well-being outlined in this essay is not the
only possible formulation, given the variety of and debates within Confucian traditions. What I
seek to achieve in this essay is to critique the current conceptions of well-being which have been
narrowly confined to Greek philosophical traditions, and suggest a tenable interpretation that is
drawn from Chinese spiritual sources.
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ARCS Motivasyon Modeli Stratejilerinin Ogrencilerin Matematik
Dersine Yonelik Motivasyonlarina ve Ogrenme Diizeylerine
Etkisinin Incelenmesi
An Investigation into the Effects of ARCS Motivation Model
Strategies on Students’ Motivation toward Mathematics and Their
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Abstract

Mathematics is a discipline that fosters a critical perspective, cultivates rational thinking skills, and promotes the
development of consistent behavior toward events. Its contribution to intellectual growth and the integration of higher-
order cognitive skills into daily life is the outcome of effective mathematics education that begins at an early age.
From this standpoint, the ARCS Motivation Model emerges as a noteworthy framework. The purpose of this study is
to investigate the effects of mathematics lessons, designed in accordance with the stages of the ARCS Motivation
Model, on seventh-grade students’ motivation and learning levels. The study adopts a quantitative approach and
employs a pretest—posttest quasi-experimental design. The study group consists of 60 seventh-grade students, 30 in
the experimental group and 30 in the control group, selected through random sampling. The instructional intervention
lasted six weeks in both groups. While the experimental group received mathematics lessons planned according to the
dimensions of the ARCS Motivation Model, the control group was taught through traditional lesson plans. The data
collection tools included the ARCS Motivation Scale, the Mathematics Motivation Scale, and a Mathematics
Achievement Test. Since the data were normally distributed, parametric tests were used in the analysis. The results
demonstrate that the ARCS Motivation Model is effective in enhancing students’ motivation in mathematics lessons
and contributes positively to their academic achievement in mathematics.

Keywords: ARCS motivation model, Mathematics education, Motivation, Learning, Teaching.

Oz

Matematik, insanda elestirisel bakis agisi yaratan, rasyonel diisiinme becerisini kazandiran ve olaylara kars1 tutarlt
davranis gelisimine neden olan bir bilimdir. Kisinin akli gelisimine katki saglamasi ve iist diizey biligsel becerileri
hayatina kanalize etmesi kiigiik yaslarda baslayan etkili matematik egitiminin bir {iriiniidiir. Bu olgudan yola
ciktigimizda ARCS motivasyon modeli dikkati iistiine ¢ceken bir yap1 olarak goriilmektedir. Bu arastirmanin amaci,
7. smuf ortaokul 6grencilerinin, ARCS Motivasyon modelindeki basamaklar temel alinarak hazirlanan matematik
derslerinin 6grencilerin motivasyonuna ve 6grenme diizeyine olan etkisinin incelenmesidir. Calisma nicel bir galisma
olup ontest sontest yar1 deneysel desendedir. Arastirmanin ¢aligma grubu, 30’u deney ve 30’u kontrol grubu olmak
tizere 60 yedinci sinif 6grenciden olugmaktadir. Arastirmanin 6rneklemi seckisiz drneklem yontemi kullanilarak

belirlenmistir. Gruplarda 6gretim etkinligi 6 hafta siirmiistiir. Deney grubuna ARCS motivasyon modeli boyutlarinin
kullanildigi matematik ders planlart uygulanirken, kontrol grubuna geleneksel ders planlari uygulanmistir.
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Aragtirmanin veri toplama araglari, ARCS Motivasyon 6lgegi, Matematik motivasyon dlgegi ve Matematik basari
testidir. Veriler normal dagildig: igin parametrik testler kullanilarak analiz edilmistir. Arastirma sonuglari, ARCS
motivasyon modelinin matematik dersinde &grencilerin motivasyonunu artirmada etkili oldugunu ve matematik
dersinde dgrencinin akademik basarisina katki sagladigini gostermistir.

Anahtar Kelimeler: ARCS motivasyon modeli, Matematik egitimi, Motivasyon, Ogrenme,Ogretme
Giris

Motivasyon, Fransizca “motiver” fiilinden tiiretilmistir ve hareke gecirme anlamini tasiyan bir
sozctiktiir (Tiirkge Etimoloji Sozliigit). Tiirk Dil Kurumu sozliigiine gore de motivasyon “giidiileme” ya da
“isteklendirme” kelimeleri ile es anlamh kullanilmaktadir (TDK, 2025). Motivasyon; bir amag
dogrultusunda ortaya ¢ikan siire¢ devam ettikge etkisini siirdiiren hedef tamamlandiginda ise sonlanan bir
yapidir (Durak,1998). Baska bir bakis agis1 ile motivasyon; bir davranisin gerceklestirilmesi icin kisinin
kendi giidii ve istekleri ile o davranisi ortaya ¢itkarma gabasidir (Okan, 2008). Motivasyon, bireyin belirli
bir hedefe varmasi i¢in elde edilmesi gereken eforu ortaya ¢ikarma hali olarak da tanimlanur (Giiney, 2013).
Williams ve Burden 1997’de yapmus olduklar1 ¢alismalarinda motivasyon kavramini; baglatmak ve
siirdiirmek diye iki kisma ayirmustir. Ilk kisimda kisi olay1 baglatmaya karar verir ve ikinci kissmda da bu
kararin hedefine varmasi icin siirekli ¢aba gosterir (William ve Burden, 1997). Baska bir goriise gore ve
bir¢ok arastirmacinin da hem fikir oldugu sekliyle, motivasyon iki ozelligi ile 6n plana ¢ikmaktadir.
Bunlardan biri yonii, bir digeri de biiytikliigiidiir. Motivasyonun yonii; kisinin almis oldugu yargimin
nedenlerini agiklarken, biiyiikliigii de ne kadar siirdiirecegini ve aldig1 kararda ne kadar istekli oldugunu
gosterir (Dornyei ve Ushioda).

Motivasyonun iki boyutu vardir. Bunlar igsel motivasyon ve digsal motivasyondur (Oncii, 2004). Igsel
motivasyon; kisinin ulasmak istedigi amaci gercgeklestirirken kendi arzusuyla hareket etmesi ve bunu yaparken
durumdan zevk alabilmesidir (Ryan ve Deci, 2000). Igsel motivasyona sahip olan birey, yaptig1 davranistan
haz duymaktadir (Gomleksiz ve Serhatlioglu, 2013), karmasik problemlere karsi ¢6ziim yollar1 arayabilir
ve zorluklar karsisinda kendilerini cesur hissedebilir (Middleton ve Spanias, 1999), daha kompleks
yapidaki sorunlar1 ¢6zmek icin de stratejiler gelistirebilir (Lepper, 1988; Lepper ve Henderlong, 2000) ve
herhangi bir digsal giidiilemeye ihtiya¢ duymadan hareketi siirdiirme eylemindedirler (Chang,2001).
Bunun yaninda i¢sel motivasyonu uyarmak zordur. Bunun icin daha iist diizey bir 6grenme yaklagim
uygulanmalidir (Jordan, 2006). Burada 6grencideki i¢ motivasyonu saglamak i¢gin segilecek uygulamalarin
diizeyi de ¢ok degerlidir. Eger secilecek uygulamalar 6grenciler icin ¢ok zor olursa, 6grenci bu durumda
basaramama kaygis1 yasar, bunun aksine kolay olursa da ilgisi dagilabilir ya da sikilabilir (Arnold ve
Brown, 1999). Tiim bu tanimlarin 1s181nda, i¢ motivasyonun etki alani kisiye gore degisen meydan okuyucu
bir durumdur (Keller,2010).

Birey hedefe ulasmak i¢in yaptig1 ¢caba sonrasi memnuniyet, 6vgii gibi geri bildirimler beklerse burada
digsal bir motivasyondan bahsedebiliriz (Giivendir,2016). Igsel motivasyonun aksine digsal motivasyonla
giidiilenen 6grenci basariya sahiplenmekten ¢ok akran, 6gretmen, ebeveyn v.b kisilerin gdstermis oldugu
pozitif yaklasimlara (aferin, bravo v.b) ya da kisinin gostermis oldugu basariya karsin alacagi bir belgeye,
nota ya da qiktisal bir sonuca odaklanilir. Bazen de verilecek olan cezadan kurtulmak ya da kisinin
sevdiklerine hayal kiriklig1 yasatmamak i¢in de bu motivasyon tiirti kullanilir (Zhu ve Leung, 2011). Digsal
motivasyonu bahsettigimiz zaman smirli bir zaman diliminden de bahsetmek gerekir. Ciinkii dissal
motivasyonla giidiilenen bir 6grenci giidii kaynagi sonlandig1 anda genellikle istendik davranisi da sona
erdirmektedir. Yine de &zellikle matematik gibi derslerde matematik sinavindan aliacak iyi bir not etkili
bir giidii kaynag1 da olabilir (Hagger, Sultan, Hardcastle ve Chatzisarantis,2015). Jordan, dis motivasyonu
daha yiizeysel yapilandirilmig bir 6grenme modelinin iiriinii olarak gérmektedir ve dis motivasyonun
sonucu olarak da yetersiz 6grenmenin olusabilecegini ¢alismasinda belirtmistir (Jordan, 2006) .

Igsel ve digsal motivasyon ile ilgili arastirmalara bakildig1 zaman , motivasyonun bu iki tiirtiniin hem
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birbirlerini etkiledigini hem de zaman ve mekana bagli olarak birbirlerine iistiinliik kurtuklar
goriilebilmektedir. Ogretim programlarinda hedef &grencideki i¢ motivasyon siirecini baglatmak ve
siirdiirmek olsa da son yillarda bu durumun aksine 6grenciyi distan etkileyen pozitif ve negatif diirtiiler
kullanilarak 6grencide istendik davrams yaratilmaya calisilmaktadir (Gnambs ve Hanfstingl 2016; Ryan ve
Deci 2017). 2009°da Dérnyei'nin yapmis oldugu calismada ; Ogrencilerin digsal motivasyonlarim
kaybettikleri zaman icsel motivasyonlarnin da bu durumdan etkilendigi goriilmiistiir (Dornyei, 2009).
Lepper ve Henderlong’un 2000 yilinda yapmis olduklari ¢alismalarinda ise digsal motivasyon ve igsel
motivasyonun birbirlerine olan etkileri karsilastirilmis ve digsal motivasyonun varliginin basari hazzina
darbe vurdugu bulgusuna ulasilmistir (Lepper ve Henderlong,2000). Yapilan arastirmalarin ¢ogunda i¢
motivasyonun énemi {izerinde durulsa da 6gretim kosullarna bagh olarak motivasyonun her iki boyutu
da 6grenme {izerinde 6nemli etkilere sahip oldugu goriilmektedir. Bir 6grenci, 6gretmeninin verdigi 6devi
yaptiginda elde ettigi basaridan kisisel olarak tatmin de olabilir ya da sadece Ogretmen veya
ebeveynlerinin onayini almak i¢in de verilen 6devi yapabilir. Bilginin kendisine katacag: degerin farkinda
olmasindan dolay1 motive de olabilir ya da digsal bir motivasyon ile iyi bir not almak igin de bilgiyi
ogrenebilir. Her durumda da motivasyon boyutlar1 6grenme kalitesini arttirmaktadir (Ryan ve Deci,2000).
Margueratt ¢calismasinda igsel ve digsal motivasyon kaynaklari igin su ifadeleri kullanir: Ideal olan icsel
motivasyon diirtiisiiniin 6grencide meydana gelmesi ise de basar1 motivasyonu igin bazen digsal
motivasyon araglar da kullanilabilir (Margueratt,2007).

Motivasyon Kuramlari

Son yillarda Gnemini arttiran motivasyon kuramlari; 6grencinin daha sevkli ve dikkatli ders
dinleyebilmesi, 6gretim siirecine aktif katilabilmesi ve kazanilan bilgilerin kaliciligini arttirabilmesi
kisacas1 6grencinin motivasyon diizeylerini daha ileri seviyelere ¢ikarabilmeleri igin gerekli stratejileri
olugturmaya caligmaktadir (Maehr ve Archer, 1985; Huett, 2006). Dick ve Carey’in 1990’da yaptiklari
aragtirmalarinda motivasyonun bir 0gretim modelinin tamammi kapsamasi  gerektigini
vurgulamaktadirlar. Literatiire baktigimiz zaman motivasyon kuramlart ¢ok cesitli yonleriyle
incelenmektedir. Genel ¢ercevede kuramlara bakildiginda ise motivasyon kuramlarimin kapsam teorileri
ve siireg teorileri olmak iizere iki kisimda kategorize edildigi goriilmektedir (Turner, 1987; Ozer ve
Topaloglu, 2008). Kapsam kuramlari bireyin tutumu gerceklesmesinden onceki durumlariyla
ilgilenirken, siire¢ kuramlari bireyin tutumu gerceklesmesinden sonraki siirece ve siire¢ sonucundaki
hedef davranis ile ilgilenir (Kogel, 2001, s.510). Kisacas1 kapsam kuramlari, “bireyi ne motive
eder?” sorusuna cevap verirken, siire¢ kuramlari ise “birey nasil motive edilir?” sorusuna cevap
arar (Oksay, 2005).

Matematik Egitiminde Motivasyon

Hayatimiza bir¢ok alanda katki saglayan matematik, giinliik hayatta karsilagtigimiz kisisel
sorunlara dahi ¢6ziim bulabilmektedir (Nesin, 2010). Matematigin yasam igerisinde genis bir
yelpazede kullanim alani bulmasi, matematik 6gretiminin kalitesini ve bilginin yeterli aktarilip
aktarilmadig1r konularin1 sorgulamamiza neden olmaktadir. Gelisen diinya vizyonunda bilgiyi
anlamlandirma becerisi matematik egitiminde, matematik okuryazarligi kavraminin daha 6n plana
¢tkmasina neden olmustur (Steen, Turner ve Burkhardt, 2007). Matematik okuryazarligi, hayat
icerisinde karsilastigimiz problemleri matematiksel diistinme sistemiyle ¢6ziim yollari
bulabilmektir (Canbazoglu ve Tarim,2019). Bu acidan olay irdelendigi zaman matematik
okuryazarliginin matematik egitiminde 6nemli bir yere sahip oldugu goriilebilmektedir (Kabael ve
Baran,2019). Ancak Orgiin egitim sistemine bakildiginda bu denli 6nemli bir bilim dalina ait
okuryazarligin smif igerisine entegre edilmesi pek de istenilen diizeyde degildir (Turner, 2012).
Etkili bir matematik dersi 6grencilerde giinliik hayatla bag kurdurabilmeli; elestirisel bakis acis1
kazandirabilmeli; kendisi, arkadaslari, ailesiyle ve toplumla ilgili problemlere karsi yorum
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yapabilir hale getirebilmeli hatta karsilasti§i problemlere ¢6ziim yollar1 bulabilmelidir.
Ogrencilerin de egitimin bir parcas haline gelebilmesi igin pasif 6grenmeden ¢ikip bilgi ile
etkilesime gecen bireyler olabilmelidir, 6grenciler bilgiyi hazir bulan taraf degil de kesfederek
bilgiyi ortaya ¢ikaran egitimin aktif bilesenleri olabilmelidir (Darsih, 2018). Tam da bu noktada
motivasyon kavrami 6grenci i¢in 6nemli bir kavram haline gelmektedir. Motivasyon, bireyin
hayat1 boyunca ve her alanda yasam kalitesini siirdiiriilebilirligini saglamak i¢in gerekli bir
ifadedeir. Birey, i¢sel ya da digsal motivasyon sayesinde egitim alaninda baslayan basar1 grafigini
daha sonra yagaminin her agsamasinda arttirarark devam ettirebilmektedir (Filgona ve arkadaslari,
2020).Yapilan birgok arastirmada, motivasyonlar1 yiiksek olan 06grencilerin akademik
basarilarinin da dogru orantili bir sekilde arttigr goriilmektedir (Owens ve arkadaslari, 2020).
Calismalar gosteriyor ki smif igerisinde Ogrenciler ders ile motive olup basarma hazzini
yakaladiginda hedef davranisi devam ettirmek i¢in siirekli caba gostermektedir (Biilbiil, 2020).

ARCS Motivasyon Modeli

ARCS motivasyon modeli 1987 yilinda John M. Keller tarafindan ortaya atilan ve 6grencilerin
O0grenme motivasyonlarini inceleyen bir motivasyon modelidir. ARCS motivasyon modeli, sosyal
O6grenme kurami ve hiimanist psikolojiye dayanan ¢oklu bir 6grenme modelidir (Jacobson ve Xu,
2014). Keller, motivasyon modeli tasarlama alaninda 6nder kabul edilir . Literatiir tarandiginda,
ARCS motivasyon modelinin 6zellikle bilgisayar destekli egitimde 6grenci motivasyonu agisindan
etkileri arastirmis ve bulgular pozitif yonde bulunmustur (McMahon, 2014). Bir¢ok arastirmanin
konusu olan ARCS motivasyon modelinin gegerlilik ve giivenirlik testleri yirmiden fazla iilkede
basarili olmustur (Naime-Diefenbach,1991;Visser ve Keller, 1990). John M. Keller’in ARCS
motivasyon modeli; Attention (Dikkat) , Relevance (Uygunluk) , Confidence (Giiven) ve
Satisfaction (Doyum) kelimelerinin bas harflerinden olusan, 4 ana bilesenden olusmaktadir
(Keller, 2010). Dikkat evresi; algisal uyarilma, arastirmaya yonelik uyarilma, degiskenlik alt
basamaklarina ayrilirken uygunluk evresi; hedefe yonelme, giidii eslesmesi ve yakinlik- asinalik
gibi kategorilere ayrilir. Gliven evresi; O0grenme gereksinimleri, basar1 beklentisi ve kisisel
sorumluluk gibi alt kategorilere ayrilirken son evre olan doyum evresi de dogal sonuglar, olumlu
sonuglar ve esitlik- adalet gibi alt birimlere ayrilmaktadir (Keller, 1987a).

ARCS Motivasyon modelinin “dikkat” evresinde; Ogretmen, Ogrencinin ilgisini derse
¢cekmesini ve bu ilginin ders boyunca siirdiiriilebilir hale gelmesini saglamahdir (Kutu ve
Sozbilir,2011). Smif icerisinde dgrencinin dikkatini derse verme durumu ve bu durumun siiresi,
Ogrencinin hangi diizeyde motive oldugunun bir gdstergesidir (Schunk, Pintrich ve Meece ,2012).
Bu evrede 6gretmen farkli 6grenme teknikleri kullanarak 6grencinin dikkatini derse odaklanma
siiresini arttirmalidir (izmirli ve Izmirli, 2015). Ogretmen dersi islerken klasik sunum teknikleri
kullanmak yerine teknolojik aygitlardan yaralanip daha orijinal ve etkilesimli dersler yapabilir ya
da grup calismalar1 yaparak bilgi daha kalic1 hale getirebilebilir. Yine derslerde gorsel materyal
kullanarak dikkat unsuru arttirilabilir. Bunlarin yaninda 6gretmenin mizahi yaklagimi ve ders
icersinde igerikle ilgili anekdot paylasimi, yapilan etkinliklerle baglantili olarak dersi
hikayelestirme de Ogretmenin bu evrede yapabilecegi etkinlikler arasindadir (Keller, 1987;
Novak,2014; Milman & Wessmiller, 2016). Keller dikkat evresini “algisal uyarilma”,* arastirmaya
yonelik uyarilma” ve “degiskenlik” gibi ii¢ alt baslikta incelemistir (Shellnut,Knowltion,
Savage,1999). “Algisal Uyarilma” basamaginda Ogretmen 06grencide dikkat unsurunu
baslatabilmek i¢in farkli 6rneklerden, siirprizli uyaricilardan yararlanabilir. ”Arastirmaya Y onelik
Uyarilma” basamaginda 6grencinin ilgisini siirdiirebilmek i¢in 6grencinin zihninin hedeflenen
kazanimla mesgul olmas1 gerekir. Bunun i¢in 6gretmen konuyla ilgili, 6grencide beyin firtinasi
yaratacak ve 6grenciyi arastirmaya yonlendirecek aktivitelerden yararlanacaktir. Bu evrede dikkat
edilmesi gereken bir durum da 6gretmenlerin 6gretim stratejilerinin gesitliligidir . Eger 6gretmen
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tek tip Ogretim stratejisi kullanirsa Ogrenci ders igerisinde sikilacak ve dikkati ¢abucak
dagilacaktir. O yiizden “ degiskenlik” basamag1 da dikkat evresinin 6nemli bir kismini olusturur
(Keller, 2000). Bu adimda 6gretmen 6grencilere drama, yarigsma, teknolojik araglar kullanilarak
olusturulan oyunlar v.b. uygulamalar kullanarak farkli uyaricilarla derse dikkat ¢ekmeyi saglamasi
gerekmektedir.

Motivasyon modelinin “uygunluk™ evresinde; 6grenci dersin kendi istek ve ihtiyaclarina uygun
olduguna inanmasi gerekmektedir (Kutu ve Sozbilir,2011). Ogrenci elde edecegi bilgiyi kendi
yasanti, sorun ya da istek ve ihtiyaclari ile iliskilendiremezse o zaman dersle ilgili baglantiy1
kuramayacak bu durum da derse karsi ilgisinin azalmasina neden olacaktir. Tam tersi kendi
yasamiyla bag kurabilen, kendi istek ve aliskanliklar ile iliskilendirilebilen bir bilginin 6nemini
fark eden bir 6grenci dogal olarak derse karsi olan sevgi ve ilgisi artacaktir (Gokeiil,2007). Bu
evrede 6gretmenlerden beklenen 6grencilerin yasam deneyimlerinden ve bilgilerinden yararlanip,
Ogretecegi bilgiyi giincel olaylar ile 6grenciye sunabilmeleridir (Milman ve Wessmiller, 2016). Bu
ylizden de Ogretmenler Ogrencileri ile iyi iletisime girip Ogrencileri dikkatli bir sekilde
gozlemlemeli, farkli 6gretim metotlar1 kullanarak O6grencideki ilgi ve merak duygusunu
gelistirmelidir. Keller uygunluk evresini “ hedefe yoneltme” , * giidii eslesmesi” ve “yakinlik-
asinalik™ gibi ii¢ alt baglikta incelemistir (Shellnut,Knowltion, Savage,1999). “Hedefe Y 6neltme”
basamaginda 6gretmen 6grenciye acik bir sekilde 6gretim hedeflerini belli etmesi ve bu hedeflere
dogru 6grenciyi yonlendirmesi gerekir. Kissacast ,0gretmen bu hedefleri sadece 6gretim hedefi
olmadigini 6grencinin 6z hedefi oldugunu hissettirmesi gerekmektedir (Balantekin, 2014). “Giidu
Eslesmesi” basamaginda ise 6gretmenin her 6grencisini istenilen hedefe yoneltebilmesi igin gesitli
giidii unsurlarint kullanilabilmesi ve farkli 6gretim yontemleri ile sinif igerisinde motivasyon
saglamasi gerekmektedir (Acar, 2009) . Bir motivasyon araci segilirken 6grencinin yagamindan
olusan Orneklemelerden olusan bir 6gretim ortami hazirlanirsa, 6grenci kendisini o derse karsi
daha yakin hissedebilecektir, bu da derse olan ilgiyi arttirabilir (Keller, 2000). O yiizden “yakinlik-
asinalik” basamaginda ; 0gretim hedefine varabilmek i¢in yapilan c¢aligmalar 6grencinin daha
onceki edindigi bilgiler ile iliskili ve gegmisteki 6grenme bigimleri ile baglantili olmalidir (Keller
ve Suzuki, 2004).

Modelin “giliven” evresi; 0grencinin hedefleri basarabilecegine olan inancini kapsar. Yapilan
Ogretim yontemleri ile 6grenci basarili olabilecegine inandirilir ve Ogrencinin 6zgiliveninin
arttirilmast saglanir (Cengiz, 2009).Ogrencide basarma duygusu olustugu anda verilen gorevi
tamamlama ya da istenilen hedefe varma olasilig1 da artmis olur ve bdylelikle kendine giiven
duygusu da hasil olmus olur (Keller, 1987). Ogrenciler yaptiklarin1 uygulama ve sergileme firsati
bulduklarinda kendi 6z yeterliliklerinin farkina varmaya baglarlar ( Milman ve Wessmiller, 2016).
Keller giiven evresini “ 6grenme gereksinimleri” , ““ basar1 beklentisi” ve “kisisel sorumluluk” gibi
{ic alt baglikta incelemistir (Shellnut, Knowltion, Savage,1999). “Ogrenme Gereksinimleri”
basamaginda tipki Thorndike’in Hazirbulunusluk Kanunu’nda da oldugu gibi bir 6grenmenin
gerceklesebilmesi igin gerekli bazi 6n kosullart bilme ve bu kosullara sahip olma gerekliligi
iizerinde durulur (Senemoglu, 2005, 133). Ogrenci, daha énceden edinmis oldugu bilgi ve gerekli
ogrenme c¢iktilarin farkindaligi sayesinde daha fazla 6grenme gereksinimi duyar ve bu da
0grencinin motivasyonunu arttirir (Kurt, 2012). Giiven evresinin bir diger basamagi olan “basar1
beklentisi” alt bagliginda; 6gretmen 6grencinin daha 6nceden kazanmis oldugu bilgi ve beceriyi
kullanabilecegi ortamlar yaratir, bdylece 6grencide “ben basarabilirim” inanci olusturulur. Burada
ogrenciye farkli basar1 dykiileri 6rneklendirilebilirse 6grencinin 6zgiliveninin arttirilmasina katki
saglanabildigi goriilmektedir (Keller, 2000). Bu evredeki son basamak olan “kisisel sorumluluk™
basamaginda; dgrenci, 6grenme sorumlulugunu alabilmeli, basar1 ya da basarisizligin1 sans gibi
dis bir etmene baglh olmadigini kisinin kendi sorumlulugunda ilerledigini bilmelidir. Basarisini
kendi bilgi ve becerinden elde ettigine inanan bir 6grencinin kendine olan giiveni ¢ok daha yiiksek
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ve kalict olacaktir (Keller, 2000). Giiven evresinde Onerilen egitim stratejileri; ders igerigini
kolaydan karmasiga dogru siralayarak 6grenciye sunma, gercekei firsatlar sunarak Ogrenciyi
motive etme, Ogrencilerin gii¢lii yonlerini ortaya ¢ikararak inancini arttirma,6grenme hizlarin
ogrencilerin kendilerinin belirleyerek hedefe ulasmasini saglama, farkli alanlardaki basari
Oykiilerini paylasarak inanma duygularinmi artttirma ,6grencilere bolca geri doniit vererk iletisim
unsurlarin1 arttirma ve 6grenme hedeflerini farkli biligsel seviyelerde kazandirarark egitim
kalitesini arttirmak gibi ¢alismalar yapilabilir (Milman & Wessmiller, 2016).

Modelin son evresi olan “ doyum” evresi; 0gretmenin tim Ogrencilere adilane bir sekilde
yaklagmasini ve 6grencinin diger ii¢ evreyle birlikte i¢ motivasyonunun saglamasini ve boylelikle
O0grencinin doyuma ulagsmasmi anlatir. Burada esas istenilen davranis, Ogrencinin i¢
motivasyonunu saglamasi olsa da bazen dis motivasyonlar da 6grencinin basardigini hissetmesini
saglayabilir (Kayak ve Mahiroglu, 2010). i¢sel motivasyon , dgrencinin kendini tanimasi ve
kanitlamasi i¢in dnemli bir durumdur (Keller, 2000). Ancak i¢ motivasyonu saglamak bazen zor
olabilir ve dis motivasyon etmenlerini de kullanmak gerekebilir. Bazen basardigini kanitlayan bir
belge, yliksek bir not veya Ogretmeni tarafindan sdylenen onure edici bir sdz &grencinin
motivasyonunu arttirmak i¢in yeterli olabilir. Pappas 2015 de yaptig1 calismasinda 6gretmen
tarafindan sunulan O&diillerin ve 6vgii dolu sozlerin 6grencideki doyum safhasini tatmin
edebilecegini belirtmistir (Pappas,2015). Keller doyum evresini “ dogal sonuglar” , “ olumlu
sonuclar” ve “esitlik- adalet” gibi {i¢ alt baglikta incelemistir (Shellnut, Knowltion, Savage,1999).
“Dogal sonuglar” basamaginda hedef, 6grencinin kendi basarisindan elde ettigine inandig1 6gretim
ciktilarinin kendisinde olusturdugu hosnutluk duygusudur (Acar, 2009). Bir diger basamak olan
“olumlu sonuglar” kategorisi digsal pekistireclerle ilgilidir. Hedef 6grenmeyi gerceklestiren
Ogrenci; puan, takdir ya da tesekkiir gibi sertifikalar alarak ya da o6diil gibi digsal motivasyon
unsurlar1 sayesinde haz doyumunun devamliligimi saglar (Kurt, 2012). “Esitlik — adalet”
basamaginda da dgretmenin adalet duygular1 6n plana ¢ikar. Ogretmen, hedef davranislari
ogrencide yapilandirabilmek i¢in 6grencilere sundugu ddiillerde adil, 6grencileri degerlendirirken
de esitlik ilkesinden vaz gegmemelidir (Acar, 2009). Doyum evresinde nerilen egitim stratejileri
arasinda; basarili oldugunu gosteren arma, rozet v.b hazirlama,tiim 6grencilere adaletli geri
bildirim ve ddiiller verme ,etkinliklerde 6vgii dolu geri doniitler soyleme ve yapilan aktivitelerde
ogrencilere birlikte katilim saglama olabilmektedir(Milman & Wessmiller, 2016).

Tablo 1 de ARCS motivasyon modeline ait alt bilesenler ve bu bilesenler icin gerekli sorular
yer almaktadir. Bu tablo , bu motivasyon siirecini kullanmak isteyen bir 6gretmen i¢in kilavuzluk
niteligindedir. Siire¢ sorular1 ile her Ogretmen 1ilgili evreyi tamamlaylp tamamlamadigini
sorgulayabilmektedir.

Tablo 1. ARCS Alt Bilesenleri ve Siire¢ Sorulari

Alt Bilesenler Siire¢ Sorularn

Algisal uyarilma Ogrencilerin ilgisini nasil derse odaklayabilirim?

Arastirmaya yonelik uyarilma Ders ile ilgili tartigma ortami nasil yaratabilirim?

Degiskenlik Ogrencilerin dikkatini ders boyunca devamliligin nasil saglarim?
Hedefe yoneltme Ogrencilerin dgrenme ihtiyaglarini nasil karsilayabilirim?

Glidi eslesmesi Ogrencinin ilgi alanlarin1 derse nasil entegre edebilirim?
Yakinlik-asinalik Dersimi 6grenci deneyimleri ile nasil birlestirebilirim?

Ogrenme gereksinimleri Ogrencilerin basarabilme duygusunu nasil gelistirebilirim?
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Basar1 beklentisi Ogrencilerin derse kars1 yeterli olduklarini nasil hissettirebilirim?
Kisisel sorumluluk Ogrenciler kendi performans ve becerilerden basari sagladiklarini
onlara nasil inandirabilirim?

Dogal sonuglar Ogrencilerin yeni bilgileri uygulamalarini nasil saglayabilirim?

Olumlu sonuglar Ogrencilerin  basarisin1 ~ arttirabilmesi  igin  hangi  6diilleri
kullanabilirim?

Esitlik- adalet Ogrencilerin basarilar1 ile ilgili olumlu davraniglarmi nasil
arttirabilirim?

Kaynak: Keller, J.M. (2010), Motivational Design for Learning and Performance, Springer, New York, NY.
ARCS Motivasyon Modelinin Akademik Basariya Etkisi

Keller’a gore motivasyon giindelik bir ¢abadan ziyade 6grencinin 6grendiklerini giindelik
hayatta kullandig1 ve 0grendigi bilginin faydali olduguna inandig1 ve egitsel ihtiyaglarini
karsiladig1 biitiinsel bir ¢abadir (Keller, 1987).Model, 6grencilerin basarma duygusunu tesvik
ettiginden dolay1 motivasyon 0gelerinin ortaya ¢iktig1 goriilmektedir (Karakis, Karamete ve Okcu,
2016;Wongwiwatthananukit, 2015; Chang ve Chen, 2015; Ghbari, 2016) ve motivasyon artis1 ile
birlikte de Ogrencilerin akademik basarisina katki sagladigi gozlemlenebilmektedir (Chyung,
Winiecki, ve Fenner, 1999; Feng ve Tuan, 2005; Cengiz, 2009; Chang ve Lehman, 2002; Kutu ve
Sozbilir, 2011) . Model , evrensel yapida bir tutum sergilediginden dolay1 da farkli iilke ve 6gretim
ortamlarinda uygulanabilmektedir (Li ve Keller, 2018).

Egitim alaninda yapilmis bir¢ok ¢aligmada; ARCS Motivasyon Modeli kullanilarak yapilan
Ogretim programlarinin 6grencinin akademik basarisini arttirdigini kanitlamistir (Mirzaei, Rad ve
Rahimi,2022; Grebe, 2021; Asiksoy ve Ozdamli, 2016; Karakis, Karamete ve Okgu, 2016; Thaer
ve Thaer, 2016). Bu model egitim miifredatina entegre edildiginde ve siirecteki basamaklar layiki
ile yapildiginda 6grencideki motivasyon unsurlari ortaya ¢ikabilir ve bu sayede de motive edici
o0grenme deneyimleri olusabilmektedir (Durrani ve Al-Adman, 2022).Yine bir ¢ok calismada
modelin 6grencide yarattig1 iirlin olan motivasyon unsurunun; derse karsi olumlu duygular
yarattigl, 6grenme istek ve arzusunda artisa neden oldugu bdylelikle dersin kaliciligina katki
sagladig1 sonucu ortaya ¢ikmistir (Narmanli, 2019; Balantekin,2014; Balantekin ve Bilgin, 2017;
Karsli, 2015; Asiksoy ve Ozdamli, 2016; Su ve Cheng, 2013). 2014°de Huang, Huang ve Wu’ nun
yaptig1 ¢alismada; ARCS motivasyon modeli bir 6gretim programina uyarlanmis ve programin
sonucunda 6grencide olusabilecek kaygi unsurlarinin azaldigi tam tersine 6grenci basarisinin da
gozle goriilebilir sekilde arttig1 gozlemlenmistir. Balantekin ve Bilgin’in 2017 yilinda yapmais
olduklar1 “ARCS Motivasyon Modeline Gore Tasarlanan Yapilandirmaci Ogrenme Yaklasiminin
Ogrencilerin Motivasyonlarma, Tutumlarina ve Akademik Basarilarina Etkisi” arastirmasinda
ogrencinin ARCS motivasyon modeli ile hazirlanmis matematik dersine kars1 tutum, motivasyon
ve akademik seviyeleri arasindaki degisim 6lciilmeye calisilmistir. Olgiilen her ii¢ durumun da
Ogrenci iizerinde olumlu katkilar olusturdugu sonucuna varilmistir. 2015°de Wah’in yapmis
oldugu “ARCS Motivasyon Modeli’nin Geogebra kullanan iist diizey 6grencilerin akademik
basar1 ve motivasyonlarina etkisi” adli ¢alismasinda ortaokul Ogrencilerinin motivasyon ve
akademik basar1 diizeyindeki etkisini incelenmis , aragtirmanin sonunda da her iki boyutta da
pozitif yonde bir etki fark edilmistir. 2016’da Thaer ve Thaer’in “ARCS Motivasyon Modeli’nin
akademik basar1 ve motivasyon iizerindeki etkisi” ile ilgili ¢aligmasi1,10. Smif 6grencilerin fizik
dersindeki motivasyon ve akademik basarilarinin degerlendirilmesi ile ilgili deneysel bir
caligmadir. Calismanin bulgular1 arasinda, her iki degiskende de anlamli bir fark olustugu
gozlemlenmistir. 2018 yilinda Schneider, Neebel, Beege ve Rey’in yapmis oldugu arastirmadir.
Bu arastirmada ogrencilerin ilgi ve becerilerinin 6nemsendigi bir 6gretim programinda
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motivasyondan bahsedilebilecegini ve Ogrenci odakli olarak calisan ARCS modelin tiim
bilesenlerinde dgrencilerde bu eksikligi giderebilecegini bulmuslardir. Yine ayni yil Tugun’un
yapmis oldugu “Impacts and Opinions on the Technology Self-Sufficiency of the Students who
are Coding Education in the Flipped Classroom Adapted to the ARCS Motivation Model”
calismasinda ARCS motivasyon modeli ile tasarlanan teknoloji egitiminin &grenci tizerindeki
etkileri incelenmis ve pozitif etkilere sahip oldugu sonucuna ulasilmistir. 2019°da Daugherty
tarafindan yapilan ¢alismada da ARCS motivasyonunun 6rgiin sistemin i¢ine entegre edildiginde,
Ogrencilerin 6grenme motivasyon ve tutumlarina katki saglayabilir sonucuna varilmistir
(Daugherty,2019). Benzer bir ¢alisma da 2019 yilinda Ersoy tarafindan “Sosyal Bilgiler Dersinde
ARCS Motivasyon Modeline Dayali Ogretimin Akademik Basari, Kalicilik ve Derse Karst
Motivasyon Diizeyine Etkisi” adi altinda yapilmis bir deneysel caligmadir. Ersoy, ARCS
motivasyon modelinin 6grenci motivasyonuna, akademik basarisina katkisini incelemis ve
calismanin sonucunda her iki kategoride de anlamli bir fark olustugunu bulmustur. Ayrica
Ogrencilerin goriisleri dersin daha eglenceli ve dikkat ¢ekici yoniinde oldugudur (Ersoy, 2019).
Yine ayn yil, Yesiltepe'nin yapmis oldugu “ARCS Motivasyon Modelinin Fen Bilimleri Dersi
Giines Sistemi ve Tutulmalar Unitesinde Ogrencilerin Akademik Basarisina ve Motivasyonuna
Etkisi” adl1 calismasinda 6grencilerin akademik basarilarinda anlamli bir farklilik gézlemlendigi
halde motivasyon diizeylerinde istenilen seviyelere ulasilmadigi sonucuna varilmistir. 2020 yilina
geldigimizde alandaki ¢alismalar devam etmektedir. Dinger’in 2020 yilinda yapmis oldugu
calismasinda ARCS motivasyon modelli derslerin 6grencideki motivasyon diizeylerinde anlaml
bir fark yarattig1 sonucuna ulasmistir. 2023’de Cetin’in yapmis oldugu ¢aligmada da tiim bulgulara
benzer bir sonunu¢ ¢ikmig, motivasyon ve basart arasinda oldukca yiiksek bir iliski oldugu
sonucuna ulasilmistir.

Bu baglamda yapilacak olan bu ¢aligmada; ARCS motivasyon modeli ile hazirlanan matematik
derslerinin  6grencilerin motivasyonuna olan etkisi ve akad”’emik gelisimine olan katkisinin
detayli olarak incelenmesi ve elde edilecek sonuclara iliskin 6nerilerin gelistirilmesi bu ¢alismanin
temel problemidir.

Arastirmanin Amaci

Arastirmanin amaci; ARCS Motivasyon modelindeki basamaklar temel alinarak hazirlanan
matematik derslerinin 6grencinin motivasyonuna ve Ogrenme diizeyine olan etkisinin
incelenmesidir. Bu aragtirmada asagidaki sorulara yanit aranmstir:

1) ARCS motivasyon modeliyle islenen matematik dersindeki 6grencilerin Ontest ile sontest
motivasyon diizeyleri arasinda anlamli farklilik var midir?

2) Geleneksel olarak iglenen matematik dersindeki ogrencilerin Ontest ile sontest motivasyon
diizeyleri arasinda anlamli farklilik var midir?

3) ARCS motivasyon modeliyle islenen matematik dersindeki 6grencilerin sontest motivasyon
diizeyleri ile geleneksel olarak islenen matematik dersindeki 6grencilerin sontest motivasyon
diizeyleri arasinda anlamli farklilik var midir?

4) Geleneksel yapida islenen matematik dersi ile ARCS motivasyon modeliyle islenen
matematik dersindeki 6grencilerin sontest 6grenme diizeyleri arasinda anlamli farklilik var
midir?

5) Geleneksel olarak islenen matematik dersindeki 6grencilerin Ontest ile sontest Ogrenme
diizeyleri arasinda anlamli farklilik var midir?

6) ARCS motivasyon modeliyle islenen matematik dersindeki 6grencilerin Ontest ile sontest
o0grenme diizeyleri arasinda anlamli farklilik var midir?
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Arastirmanin Onemi

Ortaokul donemi geng beyinlerin diistinme sisteminin en {ist seviyeye ¢iktigi, muhakeme ve
soyut kavramlar1 anlamlandirabildigi bir zaman dilimidir (Yondem ve Tayli, 2011). Ayn1 zamanda
bu donem, geng bireylerin karakterlerinin yapilandigi, yasam icerisindeki olgular ile hem iligki
hem de karsilastirmalar yapabildikleri bir donemdir (Karahan ve Sardogan, 2011). Bu donemdeki
egitim de bu ve benzeri nedenlerden dolayr da Onemini arttirmaktadir. Birgok bilim dalina
bakildiginda biligsel diizeyin arttirilmasinda biiyiik rol oynayan Matematik dersi, geleneksel ve
ogrenciyle etkilesimli olmayan anlatim big¢imlerini kullanan &gretmenler sayesinde, dgrencide
stres yaratan bir ders halini alabilmektedir. Oysa 6grenci kendini matematik alaninda daha giicli
hisseder, kazanmis oldugu bilgiyi yeni edineyecegi bilgiler ile harmanlayabilirse derse karsi
olugmus kaygi unsurlar1 ortadan kalkar ve bu durum da dersine karst daha heyecanli , gelisime
acik bir yapiya kavusmasina sebep olabilir (Zimmerman,2000). Peker ve Sentlirk (2012) ve Sahin
(2008) matematik kaygisi ile ilgili ¢alismalarinda, matematik dersini seven 0grencilerin matematik
kayg1 diizeylerinin sevmeyenlere gore ¢ok daha diisiik oldugunu bulmuglardir. Ayrica Bunun gibi
bir¢ok calismalarda goriilecegi lizere; egitim yaklagimlar1 degismekte, 6grencinin derse karsi 6n
yargiyla yaklasmadigi , daha hevesli ders ortamlar1 olusturulmakta ve 6zellikle egitim isleyisinde
uygulanacak farkli motivasyon modellerine yonelinmektedir. Yapilan bu calismada kaygi
sorununa ¢oziim bulunmaya calisilmis ve ARCS Motivasyon modeli ile tasarlanan matematik
derslerinin 6grencideki bu endiseli yapiy1 ortadan kaldirabilecegine inanilmistir. Bu arastirma,
ARCS motivasyon modeliyle hazirlanan matematik derslerinin 6grencinin motivasyon diizeyine
ve akademik kariyerine olumlu yonde katki saglayacagindan dolay1 6nemlidir.

Simirhiliklar

ARCS Motivasyon Modeli yurt disinda bircok alanda calisma konusu olmus yenilik¢i bir
tasarim modelidir. Arastirma KKTC smirlarinda ilk defa yapilmistir. Tiirkiye’de ise matematik
alaninda kisitlh sayida arastirmalar yapilmistir. Yeterli sayida arastirmanin olmamasi yol
gostericilik anlaminda bu ¢alismay1 sekteye ugratsa da bu calisma, sonrasinda yapilacak diger
aragtirmalara 151k tutacaktir. Ayrica arastirma 2022-2023 ogretim yili ikinci doneminde Gazi
Magusa Tiirk Maarif Koleji’nde 6grenim goren 7. smifin iki subesinin 6grencileri ile sinirhidir.
Arastirmanin uygulama siiresi 6 hafta ile sinirlidir. Arastirma verileri; kullanilan anket, ve ankete
katilan kisilerin vermis olduklar1 cevaplar ile sinirlidir.

Yontem
Arastirmanin Modeli

Bu arastirmada on test-sontest deney ve kontrol gruplu yar1 deneysel desen kullanilmigtir. Yari
deneysel deseni okulun farkli subeleri ve farkli 6grenme programlarinin karsilastirilmasi igin
kullanim1 uygun olabilmektedir (Karasar,2012). Arastirmanin bagimsiz degiskeni ARCS
Motivasyon Modeli Yaklasimi ile Subat 2023 ve Nisan 2023 Egitim-Ogretim yili igerisinde
yapilan matematik 6gretimi; bagimli degiskeni ise, motivasyon diizeyindeki artig ve 6grencilerin
basar1 testindeki basarilaridir. Deneysel model; “dikkatle kontrol edilmis sartlar altinda, belirli bir
etkiye(harekete) karsilik nasil bir tepki(davranis) verilecegini saptamaya yonelmis bir siirectir.”
(Kaptan, 1973). Ayrica ¢alismada iki Olcek ve bir de basari testi kullanilmistir. Calismada
kullanilan &lgekler ARCS motivasyon modeli dlgegi (ARCSMMO) ve Matematik motivasyon
olegi (MMO)’dir. Ayrica calismadaki  6grencilerin  6grenme  diizeyindeki  degisimi
belirleyebilmek i¢cin Matematik basari testi (MBT) kullanilmistir. Bu 6l¢eklerin ve basari testinin
analizinde nicel yontem kullanilmistir. Nicel arastirmada; sayisal veriler 1s181inda degiskenlerin
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durumunu inceleyen ve bu iliskinin sayisal degeri ile ilgilenmektedir. Arastirmanin érneklemi 7.
Sinifta bulunan 12-13 yas aras1 6grencilerden olugmaktadir ve bu nedenden dolay1 ¢alismanin
verilerini toplamadan Once arastirmaya katilacak olan Ogrencilerin velilerine katilime1
bilgilendirme ve aydinlatilmis onam formu verilmis, okumalar1 saglatilmis ve imzalatilmigtir.
Kibris Saglik ve Toplum Bilimleri Universitesi’'nden KSTU/2022/87 sayili karar ile etik kurul izni
alimmustir. Arastirmanin deney desenini, bir deney ve bir de kontrol grubu olusturmaktadir. Deney
gruplarinda yontem olarak 6 haftalik KKTC MEB 7. Siif kolej programi dogrultusunda ARCS
Motivasyon Modeli ile hazirlanmis matematik etkinlikleri ile dgretim, kontrol gruplarinda ise
ogretmenlerin KKTC MEB 7. Sinif kolej programina uygun olarak kendilerinin belirledigi
O0grenme yontemi uygulanmistir. Arastirmanin baslangicinda deney ve kontrol gruplarinin her
ikisine de “ARCSMMO”, “MMO” ve “MBT” éntest olarak uygulanmistir. Arastirmanin son
kisminda ise ayn1 6l¢ekler deney ve kontrol gruplarina sontest olarak tekrarlanmistir. Ayrica hem
deney grubuna ARCS motivasyon modeli 1s1ginda hazirlanan ders planlar1 uygulandiktan sonra
hem de kontrol grubuna, matematik basar testi de uygulanmis, bu modelin akademik basariya
olan etkisi de arastirilmistir. Asagida bu 6lceklerle ve matematik basari testi ile ilgili detayl bilgi
verilmigtir.

Tablo 2’ de arastirmadaki ¢aligma grubuna ait arastirma deseni verilmistir.Bu tabloda deney
ve kontrol gruplarina uygulanacak o&lgekleri ve 6 haftalik siirecek bir deneyin planlamasi

gozikmektedir.

Tablo 2. Arastirmanin Deseni

Gruplar Pretest Uygulanan Yontemi Sontest
Deney Grubu e ARCSMMO e  ARCS ders e ARCSMMO
e MMO planlari e MMO
e MBT e MBT
Kontrol Grubu e ARCSMO e  Geleneksel ders e ARCSMMO
¢« MMO planlari e MMO
e MBT e MBT

Evren ve Orneklem

Bu arastirmanin evrenini, 2022-2023 egitim-6gretim yilinda KKTC Milli Egitim Bakanligi’na
bagl ortaokullarda 10203 6grenci olusturmaktadir. Arastirma Gazimagusa sinirlart igerisinde
bulunan Gazimagusa Tirk Maarif Koleji’'nde yapilmistir. Bu okulun 6grencileri KKTC Milli
Egitim Bakanliginin kontroliinde hazirladigi merkezi bir sinavla segildiginden dolay1 6grencilerin
akademik olarak farkliliklar1 bulunmamamaktadir ve sinif dagilimlari homojen yapidadir. Bu
devlet kolejinin 120 yedinci sinif 6grencisi bulunmaktadir. Arastirmanin 6rneklemini, basit
seckisiz yontemle belirlenen deney grubunda 30 ve kontrol grubunda 30 olmak {izere toplam 60
yedinci smif diizeyindeki 6grenci olusturmaktadir. Basit segkisiz o6rneklem yontemi; “Her bir
orneklem secimine esit se¢ilme olasiligi vererek o6rnek alinan yontemdir” (Biiyiikoztirk, 2013).
Tablo 8’de ¢aligsma grubunun demografik bilgileri bulunmaktadir.

202



ARCS Motivasyon Modeli Stratejilerinin Ogrencilerin Matematik Dersine Yonelik Motivasyonlarina ve Ogrenme
Diizeylerine Etkisinin incelenmesi

Tablo 3. Calisma Grubunun Sosyodemografik Ozellikleri

Sosyodemografik Ozellikler Deney Kontrol
Yas

12 25 25
13 5 5
Cinsiyet

Kadn 15 15
Erkek 15 15
Ailenin Ekonomik Gelir Diizeyi

(TL birimi ile)

0-12000 2 1
12001-25000 4 5
25001-40000 6 6

40001 ve lzeri 18 18
Annenin Egitim Durumu

Tlkokul mezunu 0 0
Ortaokul mezunu 1 1

Lise ve dengi 7 6
Lisans ve tstii 22 23
Babanin Egitim Durumu

Tlkokul mezunu 0 0
Ortaokul mezunu 3 3

Lise ve dengi 5 6
Lisans ve tstii 22 21

Veri Toplama Araclan
ARCS Motivasyon Olgegi (ARCSMO)

ARCS motivasyon dlgeginin ; Kasim Karatas, Tuncay Ardi¢ ve Ismet akaya tarafindan 2015
yilinda gegerlilik ve giivenirlilik ¢alismasi yapilmistir. Bu 6lgek 22 maddeden olugsmaktadir ve
smif icerisinde uygulanabilecek faaliyetlerde ARCS motivasyon modelinin dort boyutunun
uygulanip uygulanmadigini 6lgmek icin tasarlanmistir. Modelin “dikkat” boyutunu 6l¢gmek i¢in
Olcekte 5 madde bulunmaktadir ve boyuttan alinabilecek puan degeri minimum 5, maksimum 20
puan degerindedir. Modelin “uygunluk” boyutunu 6l¢mek i¢in 5 madde bulunmaktadir ve bu
boliimden alinacak en az puan degeri 5 puan iken alinabilecek en yiiksek deger ise 20 puan
degerindedir. Olgegin “giiven” boyutunda 8 madde bulunmaktadir ve bu boyutta alinabilecek
minimum puan 8 iken maksimum puan 32’dir. Olgegin son boliimii ise “doyum” boyutunu
Ol¢mektedir. Bu boyutta ise 4 madde bulunmakta ve alinabilecek puan degeri ise 4 ile 16 puan
arasinda degismektedir. Olgek sonunda almabilecek toplam deger ise 22 ile 88 arasinda
degismektedir. Olgekte alinacak yiiksek puanlarin anlami; dgretmenlerin siif igerisinde ARCS
motivasyon modeli kullanilarak anlatilan derslerin 6grenci motivasyonunu saglayabilecegidir.
Olgegin dért boyutlu modelinin uyumunu belirlemek amaciyla yapilan faktdr analizi sonucunda
hesaplanan uyum indeksi degerleri kabul edilebilir diizeyde bulunmustur (}*>=264.66; sd=203;
x2/sd = 1.30; p=0.00; AGFI=.92, GFI= .93, NNFI=.99 CFI=.99, S-RMR=.041 ve RMSEA=.030).
Olgekteki maddelerin faktdr yiikleri .37 ile .71 arasinda degismektedir. Olgegin alt boyutlarina
iliskin i¢ tutarhilik katsayilari .61 ile .78 arasinda degismektedir. Olgegin toplam puaninim i¢
tutarlilik katsayisi .89 olarak hesaplanmistir.
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Matematik Motivasyon Ol¢egi (MMO)

Matematik motivasyon 0Olgegi 2018 yilinda Ahmet Kesici tarafindan matematik
motivasyonunun matematik basarisina etkisini incelemek amaciyla yapilmistir. Olgek 12
maddeden olusmaktadir. Liker tipinde hazirlanan 6l¢egin her bir maddesinin degeri 1,2,3,4 ve 5
puan degerlerinden biri ile ifade edilmektedir. “kesinlikle katilmiyorum” ifadesi 1 puan degerini
alirken “katilmiyorum” 2 puan degerini almaktadir. “kismen katiliyorum™ ifadesi 3 puan degerini
alirken “katiltyorum” 4 puan ve “tamamen katiliyorum” ise 5 puan degerini almaktadir. Ancak
Olcekteki 3.,9.,10. ve 11. maddelerdeki ifadelerde ters puanlama yapilarak o maddenin degeri
hesaplanacaktir.

Matematik motivasyon Ol¢egi’nin yap1 gecerligini belirlemek i¢in agimlayict faktoér analizi
(AFA) yapilmistir. AFA Oncesinde, Ol¢egin 24 maddelik deneme formu i¢in madde-toplam
korelasyon katsayilari hesaplanmigtir. Ayrica Kaiser-Meyer-Olkin (KMO) Testi ,887 olarak
hesaplanmistir. KMO degerinin ,70 ve iizeri bir deger almasi, drneklem yeterliliginin “iyi”
diizeyinde oldugunu gosterir (Can, 2014). Bartlett Kiiresellik Testi ise 2=1740,092 (df=105; p<
0,01) olarak hesaplanmistir. Bu sonug¢ degiskenler arasinda faktor analizi yapmak igin yeterli

oranda bir iligki oldugunu gdsterir.
Matematik Basar: Testi (MBT)

Matematik basar1 testinin pilot ¢aligmasi yapilirken oncelikle uygulanacak siniflar belirlendi.
7. simf Matematik Dersi Ogretim Programi’nda yer alan “Oran-orant1”, “Dogrular ve Agilar” ve
“Cokgenler” tinitesindeki kazanimlar incelenmis ve bu kazanimlara bagli sorular eslestirilmistir.
Test hazirlanmadan 6nce Milli Egitim Bakanlig: tarafindan hazirlanan 7. Simif Matematik kitaba,
yine ayni seviyedeki farkli yayinlarin soru kitaplar1 ve Milli Egitim Bakanligi’nin dijital ortamda
hazirlamis oldugu kazanim testlerinden faydalanilarak agik uglu 15 soruluk bir taslak matematik
testi olusturulmustur. Matematik basari testi, orta 6gretim seviyesinde 25 yillik kidem ge¢misi olan
1 matematik Ogretmeni, orta o6gretim seviyesinde 20 yillik kidem ge¢misi olan 3 matematik
Ogretmeni ve orta 6gretim seviyesinde 20 yillik kidem ge¢misi olan 1 tiirk¢e 6gretmeninden uzman
goriisii alinarak hazirlanmustir. 15 soruluk testin pilot uygulamast GMTMK bulunan ve deney ve
kontrol grubundaki 6grencilerden olusmayan 60 yedinci sinif 6grenci izerinde gerceklestirilmistir.
Her bir sorunun madde gii¢liiliigii ve ayirt edicilik diizeyi hesaplanmis ve analizlerden sonra testin
ortalama gii¢liiliigii 0,52 olarak bulunmustur. Basar testindeki madde ayirt ediciligi ve madde
giicliiliigii ile ilgili dlctitler Tablo 4°de gosterilmistir (Tavsancil, 2010).

Tablo 4. Madde Ayirt Ediciligi ve Madde Giicliiliigii ile Ilgili Kriterler

Ozellik Olgiit Durum
0-0.15 Cok zor
Madde Giigliiliigii 0.16-0.39 Zor
0.40-0.60 Orta
0.61-0.84 Kolay
0.85-1.00 Cok kolay
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0 veya (-) Ayirt edici degil

Madde Ayirtediciligi 0.00-0.09 Cok diistik diizeyde ayirt edici
0.10-0.19 Diisiik derecede ayirt edici
0.20-0.39 Orta derecede ayirt edici
0.40 ve tizeri Iyi derecede ayirt edici

Matematik basar1 testi hazirlanirken alaninda uzman matematik 68retmenleri ve iiniversite
ogretmenleri hazirlamustir. ilk hazirlandiginda bazi sorularda madde giicliiliigii ve ayir ediciligi
istenilen diizeyde olmadigindan dolay1 sorular revize edilmistir. Son haliyle, Matematik basari
testine ait her sorunun madde giicliiliigii ve madde ayirtediciligi Tablo 5’de gosterilmistir.

Tablo 5. MBT Sorularinin Madde Giigliiliigii ve Ayirtediciligi Degerleri

Soru Sayisi Madde Giigliliigii Madde Ayirtediciligi
Soru 1 0,58 0,63
Soru 2 0,48 0,37
Soru 3 0,55 0,66
Soru 4 0,51 0,26
Soru 5 0,48 0,62
Soru 6 0,50 0,57
Soru 7 0,48 0,64
Soru 8 0,57 0,39
Soru 9 0,48 0,64
Soru 10 0,58 0,30
Soru 11 0,50 0,58
Soru 12 0,53 0,65
Soru 13 0,49 0,63
Soru 14 0,55 0,70
Soru 15 0,52 0,67

Verilerin Analizi

Nicel verilerin analizinde SPSS 26.0 kullanilmistir. Matematik motivasyon 6lcegi ve ARCS
Motivasyon 0Olcegi analizinde verilerin normal dagilim gosterip gostermeme durumlarina gore,
parametrik veya nonparametrik testler uygulanmaktadir. Verilerin normal dagilim gosterip
gostermedigine yonelik yapilan normallik testinde alanyazinda yer alan ¢alismalarda veri sayisinin
50’nin altinda oldugu durumlarda Shapiro-Wilks Test degeri kullanilmaktadir (Biiytikoztiirk,
2014). Bu baglamda yapilan normallik testlerinde Shapiro-Wilks Test degerleri ,05’in {izerinde
olmasi nedeni ile parametrik testlerden bagimli-iligkili gruplar t-testi uygulanmistir.

Tablo 6 da ARCS Motivasyon Olgegi’ne ait normallik test degerleri gosterilirken, Tablo 7°de de
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Matematik Motivasyon Olcegi’ne ait normallik test degerleri gdsterilmistir:

Tablo 6. ARCSMO Shapiro-Wilks Normallik Testi Degerleri

Grup Istatistik sd p
On test 972 30 ,584
Deney Son test ,957 30 ,260
Fark ,963 30 ,376
On test ,958 30 277
Kontrol Son test ,966 30 ,440
Fark ,956 30 ,238

Tablo 7. MMO Shapiro-Wilks Normallik Testi Degerleri

Grup Istatistik sd P
On test ,960 30 ,316
Deney Son test ,969 30 ,523
Fark ,931 30 ,073
On test ,956 30 ,053
Kontrol Son test 937 30 241
Fark 911 30 ,066

Basar1 testi analizinde verilerin normal dagilim gosterip gostermeme durumlarina bakilmais,
yapilan normallik testi sonucunda verilerin deney grubu i¢in normal dagilim gostermemesi nedeni
ile parametrik olmayan testlerden Wilcoxon Isaretli Siralar Testi uygulanmistir. Kontrol grubu igin
veriler normal dagilim gdstermesi nedeni ile parametrik testlerden bagimli-iligkili gruplar t-testi
uygulanmistir.

Tablo 8 ve Tablo 9°da deney ve kontrol gruplarinin basar1 puanlarinin normallik test degerleri
gosterilmistir.

Tablo 8. Deney Grubun Basari1 Puanlari Normallik Testi Degerleri

Istatistik sd p
On test 884 30 1004
Son test ,865 30 ,001

Tablo 9. Kontrol Grubun Basar1 Puanlar1 Normallik Testleri

Istatistik sd p
On test ,920 30 ,126
Son test ,961 30 ,320
Bulgular

Tablo 10 ‘da ARCS motivasyon boyutlarinin ntest - sontest puan istatistigi verilmistir.

Tablo 10. ARCSMO Puan Istatistigi

Grup Ortalama Standart Sapma
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Deney-Ontest Giiven 25,76 3,42
Mliski 10,96 2,38
Dikkat 13,90 2,68
Memnuniyet 9,70 2,96
Genel 60,33 8,79
Deney-Sontest Giiven 27,50 2,41
Mligki 15,86 1,56
Dikkat 15,76 1,81
Memnuniyet 12,60 1,67
Genel 71,73 5,65
Kontrol-Ontest Giiven 22.30 3,20
Mliski 8,80 1,95
Dikkat 11,20 2,24
Memnuniyet 6,63 1,93
Genel 48,93 6,88
Kontrol-Sontest Giiven 20,46 2,68
Mliski 9,06 1,85
Dikkat 10,80 1,84
Memnuniyet 6,96 1,79
Genel 47,30 5,14

ARCS motivasyon 6l¢egi sonuglarina gore, deney grubu on test puanlar1 giiven boyutunda
25,77£3,42, iliski boyutunda 10,97+2,39, dikkat boyutunda 13,90+2,68, memnuniyet boyutunda
9,70+£2,96 ve genel puanlar ise 60,33%8,79 olarak bulunmustur. Deney grubu son test puanlari
giiven boyutunda 27,50+2,42, iliski boyutunda 15,87+1,57, dikkat boyutunda 15,77+1,81,
memnuniyet boyutunda 12,60+1,67 ve genel puanlari ise 71,73+5,66 olarak belirlenmistir. Kontrol
grubunun On test puanlar1 giiven boyutunda 22,30+3,21, iliski boyutunda 8,80+1,95, dikkat
boyutunda 11,20+2,25, memnuniyet boyutunda 6,63+1,94 ve genel puanlari ise 48,93+6,88'dir.
Kontrol grubunun son test puanlari ise giiven boyutunda 20,47+2,69, iliski boyutunda 9,07+1,86,
dikkat boyutunda 10,80+1,85, memnuniyet boyutunda 6,97+1,79 ve genel puanlari ise 47,30+5,15
olarak hesaplanmistir. Deney grubundaki G6grencilerin ARCS motivasyon 6l¢egi sonuglari,
kontrol grubundakilere kiyasla daha yiiksek ¢ikmistir. Ozellikle deney grubunun son test sonuglar,
On test sonuglarina gore tiim boyutlarda artig gostermistir. Bu da ARCS motivasyon 06lcegi
uygulamasinin, 6grencilerin motivasyonunu olumlu yonde etkileyebilecegini gostermektedir.
Ancak, kontrol grubunun son test sonuglar1 6n test sonuglarina gore az bir diisiis gostermistir. Bu
da oOgrencilerin motivasyonunun diismesine sebep olan faktorlerin sadece ARCS motivasyon
6l¢egi tarafindan ele alinamayacagini gostermektedir.

ARCS motivasyonun ilk boyutu olan dikkat, 6grencinin biligsel siirecini derse odaklamasi ve
bu etkinligi ders siiresince saglayabilmesidir (Oztiirk, 1999) .Bu model geleneksel yapidaki
derslerle kiyaslandiginda 6grencideki dikkat unsurunu 6gretim alanina ¢ekebilmekte, uygulamali
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etkinlikler sayesinde ilgi alanlarinmi stirdiiriilebilirligini saglayabilmektedir. Tablo 10’daki deney
grubundaki 6grencilerin Ontest ve sontest puan istatistiklerine bakildiginda dikkat alt boyutunda
anlaml bir fark bulunmustur. ARCS motivasyonun ikinci boyutu olan iligki boyutu, 6grencinin
O0grenmeye olan inanciyla alakalidir. Deney grubundaki iliski boyutunda ontest ve sontest
puanlarinda anlamli bir artis goriilmiistiir. ARCS motivasyon boyutunun iigiincii boyutu olan
giiven,0grencinin 6grenme hedefleri ile kurdugu bagi gostermektedir. Deney grubundaki
Ogrencilerin Ontest ve sontest puan istatistiklerine bakildiginda giiven alt boyutunda anlamli bir
artis gézlemlenmistir. ARCS motivasyon boyutunun son boyutu olan memnuniyet, dgrencinin
O0grenmesi sonucu aldig1 doyumu ifade eder. Deney grubundaki 6grencilerin ontest ve sontest
puan istatistiklerine bakildiginda memnuniyet alt boyutunda anlamli bir artig goriilmektedir.

Tablo 11°de Matematik motivasyon dl¢egi puan istatistigi gosterilmistir.

Tablo 11. MMO Puan Istatistigi

Grup Ortalama Standart Sapma
Deney-Ontest Amag Yonelimi 3,04 ,50
Beklenti Deger 3,47 ,48
Ozyeterlilik 3,17 42
Genel 3,23 23
Deney-Sontest Amag Yonelimi 3,51 ,49
Beklenti Deger 3,50 ,48
Ozyeterlilik 3,09 31
Genel 3,36 ,20
Kontrol-Ontest Amag Yonelimi 2,74 ,59
Beklenti Deger 3,37 43
Ozyeterlilik 3,35 41
Genel 3,15 ,29
Kontrol-Sontest Amag Yonelimi 2,76 45
Beklenti Deger 3,30 ,50
Ozyeterlilik 3,39 ,50
Genel 3,15 25

Matematik motivasyon 6lgegi sonuglarina gore, deney grubu 6n test puanlari amag¢ yonelimi
boyutunda 3,04,77+,50, beklenti deger boyutunda 3,47+,48, dzyeterlilik boyutunda 3,17+,42, ve
genel puanlart ise 3,23+,23 olarak bulunmustur. Deney grubu son test puanlari ama¢ yonelimi
boyutunda 3,51+0,49, beklenti deger boyutunda 3,50+0,48, 6zyeterlilik boyutunda 3,09+0,32 ve
genel puanlar ise 3,37+0,21 olarak bulunmustur. Kontrol grubu 6n test puanlar1 ama¢ yonelimi
boyutunda 2,74+0,59, beklenti deger boyutunda 3,38+0,43, 6zyeterlilik boyutunda 3,36+0,42 ve
genel puanlari ise 3,16+0,29 olarak bulunmustur. Kontrol grubu son test puanlari amag yonelimi
boyutunda 2,77+0,46, beklenti deger boyutunda 3,30+0,51, 6zyeterlilik boyutunda 3,39+0,50 ve
genel puanlari ise 3,1540,25 olarak bulunmustur.
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Deney grubunun matematik motivasyon 0l¢egi sonuglarina gore, on test puanlar1 genel olarak
orta seviyede bulunmustur. Ancak son test puanlarindaki artis, 6zellikle amag yonelimi boyutunda,
deney grubunun matematik konusunda daha fazla motivasyona sahip oldugunu gostermektedir.
Ote yandan, kontrol grubunun on test puanlari, deney grubuna kiyasla daha diisiiktiir. Kontrol
grubunun son test puanlarindaki artis, deney grubuna kiyasla daha azdir ve bu da deney grubundaki
artis kadar belirgin degildir. Sonu¢ olarak, deney grubundaki miidahalenin matematik
motivasyonunu artirdig1r sOylenebilir, ancak kontrol grubundaki miidahale etkisi daha az
belirgindir.

Arastirmanin Birinci Alt Problemine Ait Bulgular

Bu boliimde arastirmanin birinci alt problemi olan “ARCS motivasyon modeliyle islenen
matematik dersindeki Ogrencilerin Ontest ile sontest motivasyon diizeyleri arasinda anlamli
farklilik var midir?” sorusunu belirlemek i¢in gergeklestirilmis olan analizlerden elde edilen
bulgulara yer verilmistir.

Tablo 12°de deney grubunun MMO &n-test ve son-test puan istatistigi ve Tablo 13’te de deney
grubunun ARCSMMO 6n-test ve son-test puan istatistigi gosterilmistir.

Tablo 12. Deney Grubunun MMO Ontest ile Sontest Puanlari Istatistigi

Ortalama N ss T Sd p
Son Test 3,36 30 ,20 2,656 29 ,013
On Test 3,23 30 23

Tablo 13. Deney Grubunun ARCSMMO Ontest ile Sontest Puanlari Istatistigi

Ortalama N ss T Sd p
Son Test 71,73 30 5,65 7,513 29 ,000
On Test 60,33 30 8,79

Bu istatistikler, ARCS motivasyon modeliyle islenen matematik dersindeki o6grencilerin
Matematik Motivasyon Olgegi ve ARCS Motivasyon Olgegi on test ile son test puanlarina
iliskindir. Matematik Motivasyon Olgegi son test puanlari, 6n test puanlarina gére anlamli bir
sekilde yiiksektir (t = 2.656, p = 0.013). Bu, ARCS motivasyon modelinin matematik
motivasyonunu arttirmada etkili oldugunu gosterir. ARCS Motivasyon Olgegi son test puanlari,
On test puanlarina gére anlamli bir sekilde yiiksektir (t = 7.513, p = 0.000). Bu, ARCS motivasyon
modelinin 6grencilerin genel motivasyonunu arttirmada etkili oldugunu gosterir. Bu istatistikler,
ARCS motivasyon modelinin matematik dersinde 6grenci motivasyonunu arttirmada etkili
oldugunu ve bu etkinin genel motivasyon diizeylerini de arttirdigini gostermektedir.

Arastirmanin Ikinci Alt Problemine Ait Bulgular
Bu boliimde arastirmanin ikinci alt problemi olan “Geleneksel olarak islenen matematik
dersindeki Ogrencilerin Ontest ile sontest motivasyon diizeyleri arasinda anlamli farklilik var

midir?” sorusunu belirlemek i¢in gerceklestirilmis olan analizlerden elde edilen bulgulara yer
verilmistir.
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Tablo 14’da kontrol grubuna ait MM_O On-test ile son-test puan istatistigi verilmistir. Tablo
20°de de kontrol grubuna ait ARCSMMO o6n-test ve son-test puan istatistikleri sunulmustur.

Tablo 14. Kontrol Grubunun MMO Ontest ile Sontest Puanlari istatistigi

Ortalama N SS T sd P
Son Test 3,15 30 25 -,147 29 ,884
On Test 3,15 30 ,29

Tablo 15. Kontrol Grubunun ARCSMMO Ontest ile Sontest Puanlari Istatistigi

Ortalama N SS T sd P
Son Test 47,30 30 5,14 -2,854 29 ,008
On Test 48,93 30 6,88

Bu istatistikler, kontrol grubundaki &grencilerin Matematik Motivasyon Olgegi ve ARCS
Motivasyon Olgegi 6n ve son test puanlarna iliskin sonuglar1 gdstermektedir. Matematik
Motivasyon Olcegi son test puanlari (3,15+0,25), 6n test puanlarina (3,15+0,29) gore herhangi bir
artts durumu s6z konusu olmamistir (t = -.147, p = 0.884). Bu, geleneksel egitim ile islenen
matematik dersinin matematik motivasyonunu arttirmada etkili olmadigini gostermektedir. ARCS
Motivasyon Olgegi son test puanlar1 (47,30+5,14), 6n test puanlarina (48,93+6,88) gore anlamli
sekilde diistiktiir (t = -2.854, p = 0.008). Bu, ARCS motivasyon modelinin 6grencilerin genel
motivasyonunu On test puanlarina gore anlamli oldugu goriilmektedir. Bu sonuglar, geleneksel
olarak islenen matematik dersinin 6grencilerin ARCS motivasyon dl¢egi puanlarini diistirdiigiinii
gostermektedir.

Bu arastirmada kullanilan Matematik Motivasyon Olgegi kontrol grubuna uygulandiginda son
test motivasyon puanin On teste gére anlamli farkliligin olusmadig1 goriilmektedir. Ancak ayni
Olcek deney grubuna uygulandiginda son test puanlarinin ama¢ yonelimi ve beklenti deger
alanlarinda anlaml bir artisin oldugu fark edilmektedir. Bu nedenle ARCS motivasyon modelinin,
matematik dersine yonelik amag¢ yonelimi ve beklenti deger boyutlarinin motivasyona olumlu
katkilarda bulundugunu sdyleyebiliriz.

Arastirmanin Uciincii Alt Problemine Ait Bulgular

Bu boliimde arastirmanin tglincli alt problemi olan “ARCS motivasyon modeliyle islenen
matematik dersindeki 6grencilerin sontest motivasyon diizeyleri ile geleneksel olarak islenen
matematik dersindeki 6grencilerin sontest motivasyon diizeyleri arasinda anlamli farkhilik var
midir?” sorusunu belirlemek icin gerceklestirilmis olan analizlerden elde edilen bulgulara yer
verilmistir.

Tablo 16°da deney ve kontrol grubunun MMO son-test puan istatistigi verilmistir.

Tablo 17°de ise deney ve kontrol grubunun ARCSMMO son-test puan istatistigi belirtilmistir.

Tablo 16. Deney Grubunun MMO Sontest Puanlari ile Kontrol Grubunun MMO Sontest Puanlari istatistigi

Ortalama N SS T sd p
Son Test 3,36 30 ,20 3,385 29 ,002
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Son Test 3,15 30 25

Tablo 17. Deney Grubunun ARCSMMO Sontest Puanlari ile Kontrol Grubunun ARCSMMO Sontest Puanlari
Istatistigi

Ortalama N ss T sd P
Son Test 71,73 30 5,65 21,483 29 ,000
Son Test 47,30 30 5,14

Bu istatistikler, ARCS motivasyon modeliyle islenen matematik dersindeki Ogrencilerin
Matematik Motivasyon Olcegi ve ARCS Motivasyon Olgegi son-test puanlari ile geleneksel olarak
islenen matematik dersindeki 6grencilerin ayni1 6lgeklerdeki son-test puanlarina iliskin sonuglari
gostermektedir. ARCS motivasyon modeliyle islenen matematik dersindeki 0Ogrencilerin
Matematik Motivasyon Olgegi son test puanlarmin ortalama degeri 3.36+0,20, geleneksel olarak
islenen matematik dersindeki 6grencilerin Matematik Motivasyon Olcegi son test puanlarinin
ortalama degeri ise 3.15+0,25’tir. ARCS motivasyon modeliyle islenen matematik dersi
sonucunda Matematik Motivasyon Olgegi puanlarinin daha yiiksek oldugu istatistiksel olarak
anlamlidir (t(29) = 3.385, p < .05). ARCS motivasyon modeliyle islenen matematik dersindeki
ogrencilerin ARCS Motivasyon Olgegi son test puanlarmin ortalama degeri 71.73+5,65,
geleneksel olarak islenen matematik dersindeki 6grencilerin ARCS Motivasyon Olgegi son test
puanlarinin ortalama degeri ise 47.3045,14'tlir. ARCS motivasyon modeliyle islenen matematik
dersi sonucunda ARCS Motivasyon Olgegi puanlarinin daha yiiksek oldugu istatistiksel olarak
anlamlidir (t(29) =21.483, p <.05). Bu sonuglar, ARCS motivasyon modeliyle islenen matematik
dersinin 6grencilerin hem Matematik Motivasyon Olgegi hem de ARCS Motivasyon Olgegi
puanlarini artirdigini gostermektedir.

Arastirmanin Dordiincii Alt Problemine Ait Bulgular

Bu boliimde aragtirmanin dordiincii alt problemi olan “Geleneksel yapida islenen matematik
dersi ile ARCS motivasyon modeliyle islenen matematik dersindeki 6grencilerin sontest 6grenme
diizeyleri arasinda anlamli farklilik var midir?” sorusunu belirlemek i¢in gerceklestirilmis olan
analizlerden elde edilen bulgulara yer verilmistir.

Tablo 18’te deney grubunun ve kontrol grubunun sontest 6grenme diizeylerin istatistiki bilgileri
verilmistir.

Tablo 18. Deney Grubu ile Kontrol Grubunun Sontest Ogrenme Diizeyleri Arasindaki Istatistik Sonuclari

N Sira Siralar V4 p
Ortalamasi Toplam
deneysontest- 26 13,50 351,0 -4,484 ,000
kontrolsontest 4
30

Wilcoxon Isaretli Siralar Testi sonucu, Z= -4,484 ve p=0.00'dir. Bu sonug, kontrol grubu sontest
ve deney grubu sontest 6grenme diizeyleri arasinda istatistiksel olarak anlamli bir fark oldugunu
gostermektedir. Yani, ARCS motivasyon modelinin 6grenme diizeyini deney grubunun lehine
etkiledigi sonucuna varilmistir. Sonug olarak, ARCS motivasyon modeli 6grencinin matematik
dersinini 6grenme diizeyine olumlu bir etkisi oldugu ve 6grencilerin 6grenme diizeyleri arasinda
anlaml bir fark oldugu goriilmektedir.
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Arastirmanin Besinci Alt Problemine Ait Bulgular

Bu béliimde arastirmanin birinci alt problemi olan “Geleneksel olarak islenen matematik
dersindeki 6grencilerin dntest ile sontest 6grenme diizeyleri arasinda anlamli farklilik var midir?”
sorusunu belirlemek i¢in gerceklestirilmis olan analizlerden elde edilen bulgulara yer verilmistir.

Tablo 19. Kontrol Grubu Ontest ile Sontest Ogrenme Diizeyleri Arasindaki Istatistik Sonuglart

Ortalama N ss T sd p
Son Test 6,67 30 1,82 3,117 29 ,004
On Test 6,13 30 1,65

Bu istatistiksel sonuglar, 6grencilerin matematik 6grenme diizeylerinin 6n test ve son testler
arasindaki farki gostermektedir. Bu baglamda yapilan bagimli-iliskili gruplar t-testi sonucunda;
ortalama 6grenme diizeyi, On testte 6.13+1,65'¢ iken son testte 6.67+1,82'ye ylikselmis. T-testi
sonuclarina bakildiginda, p degeri 0.004 olarak bulunmus, bu da istatistiksel olarak anlamli bir
fark oldugunu gostermektedir. Bu sonuglar, Ogrencilerin matematik 6grenme diizeylerinin
zamanla arttifin1 gOsteriyor. Sonug olarak, bu istatistiksel sonuglar, geleneksel olarak islenen
matematik dersinin &grencilerin 6grenme diizeylerini artirdigin1 gosteriyor. Geleneksel olarak
islenen matematik dersindeki 6grencilerin 6grenme diizeyleri arasinda anlamli farklilik var
midir?” sorusundan elde edilen bulgular dogrultusunda, o&grencilerin matematik O6grenme
diizeylerinin zamanla arttigim1 gosteriyor. Ancak ARCS motivasyon modelindeki akademik
basaridaki puan artisin1 geleneksel basari puan artisinda gérememekteyiz. Bunun nedenlerinden
biri olarak ¢aligsmanin arastirma grubunu, 7. Sinif Matematik dersi 6gretim programinda bulunan
“Dogrular ve Agilar” ve “Cokgenler” iinitelerini iglemis olmalarindandir. Bu iiniteler matematigin
bir alt alan1 olan geometrinin konular1 arasindadir ve geometri 6grencide geometrik diisiinme
becerisi kazandirma kisminda geleneksel 6gretim i¢in meydan okuyucu bir durumdur. Oysa deney
grubunda ARCS motivasyon modeli uygulandigindan dolay1 geometri diisiinmeyi harekete
gecirecek dikkat unsuru ve sinif icerisinde 6grencilerle yapilan etkilesimli uygulamalar sayesinde
akademik bagarinin anlamli sekilde arttigini belirtmistik.

Arastirmanin Altinci Alt Problemine Ait Bulgular

Bu boliimde arastirmanin altinci alt problemi olan “ARCS motivasyon modeliyle islenen
matematik dersindeki 6grencilerin dntest ile sontest 6grenme diizeyleri arasinda anlamli farklilik
var midir? ” sorusunu belirlemek i¢in gerceklestirilmis olan analizlerden elde edilen bulgulara yer
verilmistir.

Tablo 20. Deney grubu Ontest ile sontest 6grenme diizeyleri arasindaki istatistik sonuglari

N Sira Ortalamasi Siralar Toplam  Z p
Sontest-Ontest 21 11,71 246,00 -3,979 ,000
1 7,00 7,00

Wilcoxon Isaretli Siralar Testi sonucu, Z=-3.979 ve p=0.00'dir. Bu sonug, deney grubunun
Ontest ve sontest 0grenme diizeyleri arasinda istatistiksel olarak anlamli bir fark oldugunu
gostermektedir. Yani, ARCS motivasyon modeli kullanilarak islenen matematik dersi
Ogrencilerinin 6grenme diizeyleri arasinda pozitif bir etki olusturmustur. Sonug olarak, ARCS
motivasyon modelinin, matematik dersinde 6grencinin 6grenmesine olumlu bir etkisi oldugunu ve
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Ogrencilerin Ontest ile sontest 08renme diizeyleri arasinda anlamli bir fark olusturdugunu
belirtebiliriz.

Tartisma

Bu ¢aligmanin temel amaci; 7. Smif 6grencilerin, KKTC Milli Egitim Bakanli’§1 matematik
dersi miifredatinda yer alan “Oran-orant1”, “Dogrular ve Acilar” ve “Cokgenler” iinitelerindeki
konularin ARCS 6gretim modeliyle gerceklestirilen 6gretiminin, motivasyonlarina ve 6grenme
diizeylerine olan etkisini inceleyebilmektir. Arastirma; nicel veriler 1s18inda hazirlanan yari
deneysel bir caligmadir. Arastirmanin calisma grubu; Kuzey Kibris Tirk Cumhuriyeti’nin
Gazimagusa sehrinde bulunan Gazimagusa Tiirk Maarif Koleji’nin 7. Smifinda bulunan iki ayr1
subede 6grenim goren dgrencilerden olugmaktadir. Kuzey Kibris Tiirk Cumhuriyeti’nde kolej
okullarmin 6grencileri Kibris Milli Egitim Bakanligi’nin hazirladig1r merkezi bir sinav ile segilir.
Bu nedenden dolay1 her iki sinifin akademik puanlart esittir ve siniflar homojen bir yapidadir.
Arastirmanin hem deney hem de kontrol grubu matematik dersindeki “Oran-orant1”, “Dogrular ve
Agilar” ve “Cokgenler” {initelerini incelemistir. Test uygulamalart harig iki grupta da 6gretim 6
hafta stirmiistiir.

1. Deney grubuna ARCS modelli ders anlatimi yapilirken, kontrol grubuna geleneksel
yontemle anlatim yapilmistir. Deney grubundaki 6grencilere ve velilerine model
uygulanmadan 6nce modelle ilgili bilgilendirme yapilmis ve her birinden bu modelin sinif
igerisinde uygulamasini gerceklestirebilmesi i¢in onay alinmistir. Her iki gruba da ARCS
motivasyon 0l¢egi ve Matematik motivasyon 0l¢egi ve Matematik basari testi On test olarak
uygulanmistir. 6 hafta sonra ayni 6l¢ekler ve basari testi kullanilarak her iki gruba da son
test uygulamasi yapilmistir. Arastirmada ARCS motivasyon modeli ile geleneksel anlatim
karsilastirilmis ve her iki modelin 6grenci motivasyonuna ve akademik katkisina olan
etkisi incelenmistir. Yapilan deneysel ¢alismanin ardindan, ARCS motivasyon modelinin
ogrencideki motivasyon diirtiisiinii gii¢lendirdigi ve boylelikle dgrencideki matematik
dersine karst motivasyon diizeyinin anlamli bir sekilde arttirdigi sonucuna ulagilmistir.
Erdogdu 2020 yilinda yapmis oldugu ¢alismasinda, ARCS motivasyon modeli uygulanan
siniflardaki 6grencilerin motivasyon diizeylerinde anlamli artisa dikkat cekmistir
(Erdogdu, 2020). 2023 yilinda yapilan bir baska arasgtirmada da ARCS motivasyon modeli
ile hazirlanan biyoloji dersinin motivasyon iizerine olan etkisi incelenmis, deneysel
calismanin sonucunda deney grubu leyhine motivasyon yiiksekligi bulgusuna varilmistir
(Cetin, 2023). Bir bagka ¢alisma da 2024 yilinda Jin tarafindan yapilmis olan ARCS
motivasyon modeli ile harmanlanmis ingilizce dil egitimin 6grenci motivasyonu
tizerindeki etkisini inceleyen arastirmadir. Caligmanin sonucunda modelin etkili bir
ingilizce egitiminde motivasyona pozitif katki sagladigr goriilmektedir( Jin,2024) .

2. ARCS motivasyon modeli, 6zellikle 6grencideki amag yonelimini gerceklestirebildiginden
dolay1 6grenci motivasyonuna pozitif katki saglayabilmektedir. Dersi neden d6grenecegini
bilen, nerde kullanabilecegini fark eden 6grenci bilgiyi uzun siireli bellege yollar bu da
ogrencideki bilginin kaliciligini arttirir.  Bilgisine glivenen 6grenci de kendi i¢
motivasyonunu saglamis olur. Kocabal ve Ceylan’in 2022 de yapmis oldugu
aragtirmalarinda da bu hipoteze benzer bulgulara rastlanilmigtir. Arastirmada, 6grencilerin
akademik hedeflerinin bilincine vardiklarinda motivasyon ve akademik basarilarinin da
anlamli bir artis sagladig1 yargisina varilmistir (Kocabal ve Ceylan, 2022).

3. Geleneksel egitimde; yetersiz etkinliklerle ders anlatim, 6grencideki ilgi durumunu yeteri
kadar olusturamadigindan, 6grencideki basarma duygusunu ortaya ¢ikaramadigindan ve
Ogrencinin yeteri doyuma ulagtiramadigindan dolay1 6grenci motivasyonunda anlamli bir
fark  bulunamamistir.  Ozellikle etkilesimsiz ~ dersler  bilginin  yeteri  kadar
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anlamlandirilmamasina neden olmakta ve 6grencinin dersle olan bagini koparabilmektedir.
Babazade’nin 2024 yaptig1 ¢alismasinda da sadece Ogretmenin aktif oldugu ve sunus
yoluyla yapilan interaktif olmayan derslerin 6grencide heyececan olusturmadigi ve bunun
sonucunda da dersin etkisiz kaldig1 bulgularina varilmistir. Ayn1 zamanda aktif katilim
saglayan 0grencilerin motivsyonlarindaki artisa da dikkat ¢ekmistir (Babazade,2024).

4. ARCS motivasyon modeli ve geleneksel egitimin 6grenci tizerindeki motivasyon diizeyleri
karsilastirldiginda ARCS motivasyon modeli lehinedir. Ogretmen ogrencideki dikkat
seviyesini arttirir, kazanmasi gereken hedef davraniga Ogrenciyi yoOnlendirebilir,
ogrencideki 6grenme sorumlulugunu onlara dogal siirecte hissettirebilir ve en 6nemlisi
O0grenme doyumuna ulastirabilirse 6grencideki motivasyon diizeyi anlamli bir artis
gosterebilmektedir. 2025 de yapilan arastirmada tek diiz anlatim yapilan geleneksel
ogretim ile ARCS motvasyon modeli ile tasarlanmis dersler karsilastirilmis, motivasyon
yoniinden ARCS modelli anlatimin anlamli bir fark yarattig1 yargisina varilmistir (Xueli,
Md, Peipei , 2025)

5. ARCS motivasyon modelinin matematik dersinde dgrencinin basarisina olumlu bir etkisi
oldugu ve 6grencilerin On-test ile son-test 6grenme diizeyleri arasinda anlamli bir fark
oldugu goriilmiistiir. Ogrenciye ARCS motivasyon modelindeki boyutlarin uygulandig1
bir ders anlatildiginda, 6grenci bilgiyi sadece s1g bir olgu olarak gérmez ayn1 zamanda o
bilgiyi kullanarak daha iist diizey bilissel beceriler kazanabilir. Bu beceriler sayesinde de
akademik basarisini arttirabilir. 2023 yilinda Xie ve Zhu’nun yaptig1 bir ¢aligmada ARCS
motivasyon modelini Ingilizce miifredatina entegre edildiginde Ingilizce 6grenme
motivasyonunu etkileyerek akademik basariya katki sagladigi vurgulanmigtir. 2022 yilinda
da benzer bir arastirma yapilmis ARCS motivasyon modelin kalicilig1 arttirmasindan
dolay1 akademik olarak Ogrencideki artisa dikkat c¢ekmistir (Koksal, Soykan,
Kahyaoglu,2022). Yine 2024 yilinda Taskin ve Sallabas da Tiirk¢e dersi iizerinden bir
calisma yapmis, ARCS motivasyon modelinin hem motivasyon iizerinde hem de basari
tizerindeki yiiksek farkindalik yarattig1 tanisina ulagilmistir (Taskin ve Sallabas ,2024).

6. Geometri gibi daha soyut konularin 6gretiminde ARCS motivasyon modeli geleneksel
yapidaki 6gretime gore avantajli olabilmektedir. Ozellikle geometri, 6grencideki hayal
etme becerisini ortaya ¢ikaran matematigin bir alt alanidir. Bu da 3 boyutlu sekillerle ya
da dijital ortamdaki 3 boyutlu ¢izimlerle gorsel alginin iyilestirilmesi ile miimkiindiir. Bu
tarz etkinlikler de ARCS motivasyon modelinde fazlasi ile yapildigindan geleneksel
egitime gore avantaj teskil etmektedir. Toussaint’in 2024 de yapmis oldugu arastirmasinda,
ARCS motivasyon modeli kullanilan geometri derlerslerinin gergek hayatla ortiistiigiinii
ve bu nedenle de 6grencinin geoemetriye olan tutumlari etkiledigini vurgulamistir.

Deney grubundaki 6grencilerin ARCS motivasyon 6lgegi sonuglari, kontrol grubundakilere
kiyasla daha yiiksek ¢ikmistir. Ozellikle deney grubunun son test sonuglari, 6n test sonuglarina
gore tiim boyutlarda artis gostermistir. Bu da ARCS motivasyon Ol¢egi uygulamasinin,
Ogrencilerin motivasyonunu olumlu yonde etkileyebilecegini gostermektedir. Elde edilen sonuglar
literatiirdeki bir ¢ok arastirmanin sonuglar1 ile paraleldir (Once ve Giirol, 2021; Chang ve
arkadaslar1,2016; Bakay, 2017; Cetin 2023; Taskin, 2022; Filiz ve Glir, 2021; Ersoy,2019;
Lacinbay, 2018; Yildirim,2017; Hsia ,Lai ve Su, 2022; Ucar ve Kumtepe, 2016; Asiksoy ve
Ozdaml1, 2016; Izmirli ve Izmirli,2015). Sonuglar ARCS motivasyon modeliyle islenen matematik
dersinin grencilerin hem Matematik Motivasyon Olcegi hem de ARCS Motivasyon Olgegi
puanlarint artirdigim1  gostermektedir. Konuyla ilgili literatiir taramasi yapildiginda, ARCS
motivasyon modeli ile islenen derslerin geleneksel egitime goére Ogrenci motivasyonunun
arttirdig1 bilgisine ulagilmistir (Cetin, 2023; Taskin, 2022; Ersoy, 2019; Narmanli, 2019). Birgok
arastirmaya da bakildiginda ARCS modeline gore tasarlanan derslerin geleneksel yapidaki derslere
gore motivasyon faktorii incelendiginde ARCS lehine bir etki goriilmektedir. Bu etkinin temel
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nedeni ise ARCS modeldeki dikkat olgusunun diger bilesenlere gore daha yiiksek etkiye sahip
olmasidir (Dinger, 2020). ARCS motivasyon modeli 6grencinin matematik dersinini 6grenme
diizeyine olumlu bir etkisi oldugu ve 6grencilerin 6grenme diizeyleri arasinda anlamli bir fark
oldugu goriilmektedir. Literatiirdeki ARCS modelinin basar1 diizeyi ile geleneksel ders modelinin
basar1 diizeyinin karsilastirildigi caligmalar tarandiginda bu arastirmadaki sonuca paralel sonuglara
ulagilmistir (Polat, 2022; Filiz ve Giir ,2021; Karabatak ve Polat,2020; Ersoy,2019; Narmanli,
2019; Yesiltepe, 2019).

Sonug¢ ve Oneriler

Bu calisma oOgrencilerin matematik dersine karst heveslerini arttirmak, motivasyon
diizeylerinde anlamli bir fark yaratmak ve matematik dersindeki akademik gelisimlerine katki
saglamak i¢in hazirlanmistir. Bu baglamda ARCS motivasyon modelini ¢alismalarinda kullanacak
olan arastirmacilara, bu modeli derslerine entegre edecek Ogretmenlere ve bu modeli egitim
sistemine kazandirabilecek karar verici mercilere su onerilerde bulunabilir:

Arastirmacilara Oneriler;
o Arastirma Orneklemini; KKTC’de bulunan Gazimagusa kentinin bir okulu olan

Gazimagusa Tiirk Maarif Koleji’nin 7. Siniflariin iki subesinden olusmaktadir. Ayni
okulun farkli sinif seviyelerinde de ¢alisma yapilabilir.

. Bu calisma sadece 7. Smif matematik miifredatinin “Oran-orant1”, “Dogrular ve
Acilar” ve “Cokgenler” {initelerini kapsamaktadir. Farkli konularla aragtirma
tekrarlanabilir.

. Arastirma On test ve son test ¢alismalar1 hari¢, 6 haftalik bir calisma sonucunun

verilerinden olusmaktadir. Calisma siiresi uzatilip Ogrencideki motivasyon ve
akademik basar1 diizeyindeki degismeler gozlemlenebilir.

. Arastirma, sadece nicel verilerden olusmus bir calismadir. Yapilacak yeni arastirmada
nitel ¢alismaya da yer verilip karma bir ¢alisma yapilabilir.

Ogretmenlere Oneriler;

o ARCS motivasyon modeline gore hazirlayacaklari ders planlarini, dersi daha anlaml
kilan zengin igerikli dijital 6gelerden olusturabilir.

o Ders planlarinda O6grencilerin  birbirleriyle etkilesime gecebilecegi oyunlara,
ogrencinin kendi hazirlayacaklar: maket ya da projelere, ders ile biitiinlestirilebilecek
eglenceli yarigmalara bol bol yer verilebilir.

. ARCS modelinde 6grencinin katildigr uygulamalara fazlaca yer verilmektedir. Bu
nedenle, dgretmenler miifredati tamamlama ve ders siiresinin planlamasinda daha
dikkatli olmalidir.

. Ogrenciler etkinlik yapmaktan ¢ok keyif almaktadir. Ancak calisma kiigiik yastaki
smiflara uygulandigindan dolayi etkinlik yapilirken bazen giiriiltii olugabilmektedir.
Ogretmen, sinif yonetimine dikkat etmelidir.

o ARCS modeli, motivasyon temelli bir model oldugu i¢in 6gretmen Ogrencileri iyi
gozlemlemeli ve onlarin ilgisini ¢gekecek motivasyon unsurlarini iyi belirlemelidir.

. Ogretmen, tiim smiftaki 6grencilerin etkinliklere ya da siif tartismalarina aktif
katilimini saglamalidir , 6zellikle ders kaygist yasayan ya da ¢ekingen 6grencileri de
zorlamadan sinif ¢alismalarina dahil edebilmelidir.
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Karar Mercilerine Oneriler;

o ARCS modelinin uygulanabilecegi pilot okullar secilebilir.

o ARCS Modelli ders planlar1 kitapcik haline getirilip her okula bir niisha seklinde
gonderilebilir.

. Ogretmenlerin gelisimi i¢in yapilan hizmet ici kurslarda bu modelden bahsedilebilir
ve bu modele ait atolye ¢aligsmalar1 yapilabilir.

. Ogretmenlerin ders ya da etkinlikler hazirlarken teknolojiyi kullanma yeterliliklerini
gelistirebilecekleri alanlar yaratilabilir.

. Tiim okullara 6gretmenlerin kullanacaklar1 {i¢ boyutlu maketler, matematik ve
geometri ile ilgili gorsel ve teknolojik egitim materyalleri temin edilebilir.

o Her okulda matematik laboratuvarlari olusturulabilir.
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Abstract

The aim of this study is to examine the effects of a Social Skills Training Program on the learning behaviors of children
attending a preschool education institution. A quasi-experimental design with pre-test and post-test control groups,
which is one of the quantitative research methods, was used in the study. The study group consisted of 26 children
aged 5-6, with 13 in the experimental group and 13 in the control group, attending a kindergarten affiliated with the
Ministry of National Education in the central district of Kirikkale during the 2023-2024 academic year. The Social
Skills Training Program, developed by the researcher, was implemented with the experimental group three days a
week for eight weeks. Meanwhile, the control group followed a routine program administered by the classroom
teacher. The "Independent Learning Behaviors Scale for Preschool Children (3-5 years) BOD-3-5" were utilized in
the ix research. The data were analyzed using the Wilcoxon test for within-group comparisons and the Mann-Whitney
U test for between-group comparisons. Pre-test results administered by the classroom teachers before the study
showed similar levels of independent learning behaviors between the experimental and control groups. According to
the analysis of the post-test data on independent learning behaviors following the implementation of the program, the
difference between the post-test scores of the experimental and control groups was found to be statistically significant
in favor of the experimental group (p<0.05). A follow-up test conducted four weeks after the post-test demonstrated
that the effects of the implemented program persisted, with significant improvements of independent learning
behaviors.

Keywords: Social Skills, Independent Learning Behaviors, Preschool
Oz

Bu aragtirmanin amaci okul 6ncesi egitim kurumuna devam eden c¢ocuklara uygulanan Sosyal Beceri Egitim
Programi’nin ¢ocuklarin bagimsiz 6grenme davraniglar iizerine etkisini incelemektir. Arastirmada nicel arastirma
yontemlerinden 6n test-son test kontrol gruplu yari1 deneysel model kullanilmistir. Arastirmanin ¢alisma grubu, 2023-
2024 egitim 6gretim yilinda Kirikkale’nin merkez ilgesinde Milli Egitim Bakanligina bagli anaokuluna devam eden
5-6 yas araligindaki 13’{i deney, 13’0 kontrol grubunda olmak iizere 26 ¢ocuktan olugmaktadir. Caligmada deney
grubuna sekiz hafta boyunca haftada ii¢ giin olmak {izere arastirmaci tarafindan gelistirilen Sosyal Beceri Egitimi
Program1 uygulanmigtir. Kontrol grubuna ise sinif 6gretmeni tarafindan rutin program uygulanmistir. Arastirmada
“Okul Oncesi Cocuklar i¢in Bagimsiz Ogrenme Davranislart Olgegi (3- 5 yas) BOD-3-5” kullamlmustir. Veriler, grup
ici karsilastirmalar i¢in Wilcoxon testi ve gruplar arasi karsilagtirmalar i¢in Mann Whitney-U testi kullanilarak analiz
edilmistir. Calisma 6ncesinde deney ve kontrol gruplarma sinif 6gretmenleri tarafindan uygulanan 6n testte gore
cocuklarin bagimsiz 6grenme beceri diizeyleri 6n test puanlart deney ve kontrol gruplarinda benzerdir. Uygulanan
program sonrasinda Bagimsiz 6grenme davraniglarina iliskin yapilan son test verilerinin analizine gore deney ve
kontrol gruplarinin son test puanlar1 arasindaki farkin deney grubunun lehine istatistiksel olarak anlamli oldugu
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(p<0.05) goriilmistiir. Son test uygulamasindan dort hafta sonra deney grubuna yapilan kalicilik testinde uygulanan
programin ¢ocuklarin bagimsiz 6grenme davranislari lizerindeki etkisinin devam ettigi saptanmistir.

Anahtar Kelimeler: Sosyal Beceri, Bagimsiz Ogrenme Davraniglar1, Okul Oncesi

Giris

Insan, dogas1 geregi topluluk icinde yasar ve yasami boyunca edindigi deneyimleri
belleginde biriktirir. Bu birikimi gézlem ve egitimle harmanlayarak beceri ve yetenekler gelistirir;
bdylece sosyal beceriler kazanir (Adler, 2017, s. 40). Sosyal becerilerin temeli erken ¢ocukluk
doneminde atilir ve bu donemde kazanilan beceriler, bireyin yasam boyu sosyal uyumunu,
basarisini ve mutlulugunu olumlu yonde etkiler (Bugental & Grusec, 2006, s. 368; Coie, Dodge &
Kupersmidt, 1990; Degirmenci, 2020; Acun Kapikiran, ivendi & Adak, 2006; Giilay & Akman,
2009; Seving, 2005). Cocuklukta gelisen sosyal beceriler; duygusal, bilissel ve akademik gelisimi
desteklerken, kisilerarasi iliskileri yonetme, akran kabulii, duygu ve diisiinceleri ifade etme gibi
alanlarda da 6nemli katkilar saglar (Gresham, 2001, s. 325-326; Shopiro, 2004, s. 52).

Sosyal beceriler; akranlarla olumlu iliskiler kurma ve siirdiirme, kendini kontrol etme,
akademik ve uyum becerileri ile atilganlik gibi bireysel ve toplumsal yasamin her alaninda gerekli
olan davranislar igeren becerilerdir. Bu becerilerin erken yasta kazanilmasi biiyiik 6nem tagir
(Alisinaoglu & Ozbey, 2011; Samanci & Ugan, 2017). Caldarella ve Merrell (1997), sosyal
becerilerin akran iliskileri, 6z denetim, akademik beceriler, uyum ve giriskenlik olmak iizere beg
temel beceri grubunun biitiinlesmesiyle olustugunu belirtmistir; bu temel beceriler ise ¢ocuklarin
bagimsiz 6grenme becerilerini desteklemede Onemli bir rol oynamaktadir. Jureviciene ve
arkadaslar1 (2012) ise sosyal becerilerin biitlinlestirici, Ortlisen ve birbirini tamamlayan c¢ok
boyutlu bir yapiya sahip oldugunu vurgulamistir. Bu ¢ok yonlii yapi, bireyin bagimsiz 6grenme
davraniglarint gelistirmesinde de onemli bir rol oynar; ¢linkii sosyal beceriler, 6z denetim,
giriskenlik ve akademik sorumluluk gibi bagimsiz 6grenmeyi destekleyen temel yetkinlikleri
icermektedir.

Bagimsiz 6grenme davraniglari, bireyin 6grenme siirecini kendi bagina baslatabilmesi, hedef
belirleyip planlama yapabilmesi, 6grenme siirecini biligsel ve Uistbilissel stratejilerle yonetebilmesi
ve siireci degerlendirme becerisine sahip olmasi seklinde tanimlanir (Zimmerman, 2002; Sarag,
Karakelle & Whitebread, 2019). Bu davranislar, bireyin 6grenme siirecinde aktif, bilingli ve 6z
diizenlemeye dayal1 bir rol iistlenmesini saglar. Dorr ve Perels’e (2020) gore bagimsiz 6grenme
davraniglarinin temelleri erken ¢ocukluk doneminde atilmaktadir. Vygotsky ise bu davranislarin
gelisiminde yalmizca olgunlasmanin degil, cocugun c¢evresiyle kurdugu olumlu sosyal
etkilesimlerin de énemli bir rol oynadigimi vurgulamaktadir (akt. Ogelman, Sara¢ & Ozbilen,
2023). Destekleyici bir cevrede akranlar ve yetiskinlerle kurulan yogun sosyal etkilesim,
cocuklarin 6z diizenleme becerilerinin gelisimini desteklemektedir. Bu baglamda, bagimsiz
ogrenme davranislarinin gelisiminde sosyal etkilesimlerin rolii goz Oniine alindiginda, sosyal
becerilerin bu siirecte etkili oldugu diisiiniilmektedir (Ogelman, Sara¢ & Ozbilen, 2023).
Caldarella ve Merrell (1997), sosyal becerilerin alt boyutlar1 arasinda bagimsiz ¢alisma, gorev
tamamlama, kendi diizeyine uygun ¢alismalar liretme, zaman etkili kullanma, uygun sekilde
yardim isteme, dikkatini koruyarak gorevine odaklanma, goriis ayriliklarinda uzlasma ve 6z giiven
gibi davranislarin yer aldigini belirtmistir. Benzer sekilde, Sarag, Karakelle ve Whitebread (2019),
bagimsiz 6grenme davranislarint hedef belirleme, plan yapma, 6zgiin stratejiler gelistirme, yardim
isteme, dikkat dagitici unsurlara ragmen odaklanma, kisiler arasi problem ¢ézme ve giivenle ise
baglama gibi beceriler olarak tanimlamaktadir. Bu dogrultuda, sosyal becerilerin, bireylerin
bagimsiz 6grenme davranislarini destekleyici nitelikte oldugu sdylenebilir. Sosyal beceriler; hedef
belirleme, plan yapma, goreve odaklanma ve gerektiginde yardim isteme gibi bagimsiz 6grenme
siirecinde kritik rol oynayan davranislarin gelisimini tesvik eder. Ozellikle dikkat yonetimi, sosyal
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problem ¢6zme ve 0z giiven gibi unsurlar, bireylerin 6grenme siirecini daha verimli yliriitmesini
saglar. Bu nedenle, sosyal becerilerin gelistirilmesi, bireylerin bagimsiz 6grenme kapasitelerini
artirmada 6nemli bir unsur olarak degerlendirilmelidir.

Bu ¢aligmanin amaci, okul Oncesi donem cocuklarina yonelik hazirlanan Sosyal Beceri
Egitim Programi’nin c¢ocuklarin bagimsiz 6grenme davranislar1 iizerine etkisini incelemektir.
Cocuklara uygulanan sosyal beceri egitim programinin c¢ocuklarda iletisim, problem ¢ézme,
bagimsiz olarak calisma, hedef belirleme, plan yapma ve gorevlerine odaklanma, gerektiginde
yardim isteme davraniglarini gelistirerek bagimsiz 6grenme davraniglarini artiracagi hipotezi
tizerine odaklanilmistir. Alan yazinda yapilmis cesitli arastirma bulgulart bagimsiz 6grenme
davraniglarini gelistirmek i¢in cocuklarin sosyal becerilerinin desteklenip gelistirilmesi sonucuyla
ortiismektedir. Bu baglamda, bu ¢calismada elde edilen bulgular, sosyal beceri egitiminin bagimsiz
o0grenme davranislari lizerindeki etkilerini ortaya koyarak; sosyal-duygusal gelisimi destekleyen,
cocuklarin kendi 6grenme siireglerinde daha aktif ve sorumluluk sahibi bireyler olmalarina katk1
sunacak alternatif egitim programlarinin gelistirilmesine yonelik 6nemli bir dayanak olusturmasi
ac¢isindan onemlidir.

Yontem

Bu arastirma, nicel arastirma yontemlerinden yar1 deneysel modeldir. Arastirmada veri
toplamadan once Gazi Universitesi etik kuruluna basvurulmus E-77082166-302.08.01-686504
no’lu bilimsel ve egitim amagli izin alinmistir. Ayn1 zamanda Milli Egitim Bakanligina bagvuru
yapilmig ve izin alinmistir. Katilimcilar ¢ocuk oldugu igin velilerine onam formu sunulmus ve
g6niillii olanlarin ¢ocuklari ¢alismaya dahil edilmistir. Arastirmada, 6n test—son test kontrol gruplu
deneysel desen kullanilmistir. Bu modelde, biri deney grubu, digeri ise kontrol grubu olmak tizere,
yansiz atama yontemiyle olusturulmus iki grup bulunmaktadir. Uygulama siireci oncesinde ve
sonrasinda her iki gruba da &lgme yapilmaktadir (Karasar, 2010). Ilk olarak gruplarin birbirine
benzer olmasma dikkat edilmistir. Ardindan deney grubuna sosyal beceri egitimi programi
uygulanmis, kontrol grubuna ise herhangi bir miidahalede bulunulmamistir. Uygulama sonrasinda
her iki gruba son test uygulanarak elde edilen veriler karsilagtirllmistir (Biiytikoztiirk ve ark.,
2017).

Veri Toplama Araclan

Aragtirma verileri Sarag vd. (2019) tarafindan gegerlik ve giivenirlik ¢alismalart yapilmus
olan “Okul Oncesi Cocuklar i¢in Bagimsiz Ogrenme Davranislar1 Olgegi (3-5 yas) BOD-3-57
araciligiyla toplanmaistir.

Okul Oncesi Cocuklar icin Bagimsiz Ogrenme Davranmislari Olgegi (3-5 yas) BOD-3-5

Whitebread ve arkadaglart (2009) tarafindan gelistirilen ve Sara¢ vd. (2019) tarafindan
Tiirk¢eye uyarlanan "Okul Oncesi Cocuklar i¢in Bagimsiz Ogrenme Davramslar1 (BOD 3-5)
Olgegi", 3-5 yas araligindaki ¢ocuklarmn siif ortamindaki 6grenme davranislarini gdzlem yoluyla
degerlendiren bir 6lgme aracidir. Olgegin orijinali 22 maddeden olusmakta ve 4°1ii Likert tipi ile
degerlendirilmektedir. G6zlem yoluyla doldurulan bu 6lgekten alinabilecek puanlar 16 ile 64
arasinda degismektedir. Olgegin gelistirilme siirecinde, ¢ocuklari iistbiligsel ve 6z diizenleyici
davraniglarini yansitan 35 davranis ifadesi belirlenmis, bu ifadelerden 22’si se¢ilerek orijinal form
olusturulmustur. Tiirkgeye uyarlama siirecinde, Ingilizceye hakim ii¢ uzman bagimsiz ceviriler
yapmis, ardindan bu ¢eviriler birlestirilip ortak bir form olusturulmustur. Nihai Tiirk¢e form 16
maddeden olusmaktadir. Maddeler; etkinlik baslatma, problem ¢ézmeye ilgi, 6zglin yontemler
gelistirme, mantikl1 secimler yapma gibi davramislar kapsamaktadir. Olgek, ¢ocugu diizenli olarak
gbzleyen bir yetiskin tarafindan yaklasik 10—15 dakikada doldurulmaktadir. Sara¢ vd. (2019)
tarafindan yapilan gegerlik-giivenirlik analizlerinde Olgegin test-tekrar test giivenirligi .962, i¢
tutarliligi ise .968 olarak bulunmus; bu bulgular 6lgegin yiiksek diizeyde giivenilir oldugunu
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gostermektedir. Ayrica, BOD 3-5 Olgegi, Nevsehir (Ogelman & Kaya, 2023) ve Sinop (Dursun,
Sar1 & Ogelman, 2023) illerinde yiiriitiilen ¢aligmalarda da kullanilmis, her iki aragstirmada da i¢
tutarlilik katsayisi .96 olarak tespit edilmistir. Bu bulgular 6l¢egin farkli 6rneklemlerde de
giivenilirligini korudugunu ortaya koymaktadir.

Program ve Uygulama Siireci

Sosyal beceri egitim programi hazirlanirken ¢ocuklarin sosyal gelisimini agiklayan farkli
kuramlar bir arada ele alinmistir. Erikson’un Psikososyal Gelisim Kurami, okul 6ncesi donemin
“girigimcilige kars1 sucluluk™ evresine denk geldigini ve bu siiregte ¢cocuklarin desteklenmesinin
ozdenetim becerilerini artirdigmi vurgulamaktadir (Yildiz, 2021). Sosyal Bilissel Ogrenme
Kurami ise model alma, gézlem ve 6z yeterlilik gelisiminin 6nemine dikkat ¢eker. Bu dogrultuda,
cocuklara uygun sosyal modeller sunulmus, etkinliklerde model davraniglar pekistirilmistir
(Bandura, akt. Yildiz, 2021). Vygotsky’nin Sosyo-Kiiltiire] Kuram1 kapsaminda ¢ocugun mevcut
bilgi ve becerileri ile hedef davranislar arasinda baglanti kurulmus, 6gretmen rehberliginde yap1
iskelesi saglanmistir. Ekolojik Sistemler Kurami ise ¢gocugun gelisiminde gevresel etkilesimlerin
Oonemine vurgu yapmaktadir. Bu baglamda sicak, giivenli ve kapsayict sinif ortamlari
olusturulmustur (Alisinanoglu & Ozbey, 2011). Baglanma Kurami dogrultusunda ise 6gretmenin
erisilebilir ve destekleyici rolii 6n plana ¢ikarilmis, ¢ocuklarin 6z deger ve sosyal uyum becerilerini
gelistirmeye yonelik etkinlikler planlanmistir (Y1ldiz, 2021).

Programin kazamim ve gostergeleri belirlenirken 2013 MEB Okul Oncesi Egitim Programi
temel alinmig, Caldarella ve Merrell’in (1997) bes sosyal beceri boyutu (akran iliskileri,
6zdenetim, akademik beceriler, uyum, atilganlik) dikkate alinarak gerekli eklemeler yapilmistir.
Kullanilan yontem ve teknikler, farkli yaklasimlardan (davranisci, bilissel, sosyal 6grenme,
biligsel davranisci) beslenmistir. Taklit, model alma, dogrudan Ogretim, problem ¢ézme, 6z
kontrol, igbirlik¢i 6grenme gibi yontemler etkinliklerde yaygin sekilde kullanilmistir (Uzamaz,
2000; Kuzgun, 2009; Dereli, 2008; Uzun, 2020). Etkinlikler hazirlanirken sosyal becerilere iliskin
kuramsal temeller ve yurt disinda ailelere ve egitimcilere rehberlik etmek amaciyla hazirlanan
sosyal beceri aktiviteleri incelenmistir. Rol oynama, drama, hikaye anlatimi, oyun, gosteri, model
olma gibi teknikler kullanilmig; etkinlikler yas ve gelisim diizeyine uygun olarak
yapilandirilmistir. Her etkinlik dort asamada planlanmigtir: dikkat c¢ekme, bilgilendirme,
uygulama ve degerlendirme. Program 24 giinliik bir egitim akisiyla, her giin iiger etkinlik olmak
tizere toplam 72 etkinlikten olusmaktadir. Hazirlanan taslak, ii¢ akademisyenden uzman goriisii
aliarak revize edilmis, ardindan pilot uygulamayla test edilmistir. Geri bildirimler dogrultusunda
gerekli diizenlemeler yapilmistir.

Uygulama siirecinde oncelikle bagimsiz 6grenme 6lgegi 6gretmenler tarafindan her ¢cocuk
icin doldurularak 6n testler alinmigtir. Ardindan puanlari birbirine yakin iki grup belirlenmis; biri
deney, digeri kontrol grubu olarak atanmistir. Etkilesimi dnlemek amaciyla gruplarin giinliik
rutinleri  (yemek, oyun vb.) ayri planlanmistir. Arastirmaci tarafindan  0gretmenler
bilgilendirilmistir. Deney grubuna 20 Kasim 2023 — 13 Ocak 2024 tarihleri arasinda haftada ti¢
giin olmak {tizere toplam sekiz hafta siiresince sosyal beceri programi uygulanmistir. Kontrol
grubunda ise yalnizca rutin egitim programi siirdiirilmiistiir.

Verilerin Analizi

Arastirmada elde edilen veriler SPSS 25.0 paket programi kullanilarak analiz edilmistir.
Analiz siirecinde Oncelikle deney ve kontrol gruplarindaki katilimecir sayist ve dagilimlart
incelenmistir. Gruplardaki birey sayisinin 50'nin altinda olmasi nedeniyle verilerin normal
dagilima uygunlugunu test etmek amaciyla Shapiro-Wilk testi uygulanmistir. Arastirma
kapsaminda, 6n test ve son test puanlarma iliskin betimsel istatistiklere (aritmetik ortalama,
standart sapma, minimum ve maksimum degerler) yer verilmistir. Deney ve kontrol gruplarinin
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On test ve son test puanlar1 arasindaki farki incelemek amaciyla Mann-Whitney U testi
kullanilmistir. Ayrica, deney ve kontrol gruplarinin kendi iclerindeki (6n test-son test) puan
farklarmi belirlemek ve deney grubunun son test ile kalicilik testi puanlari arasindaki farki
incelemek amaciyla Wilcoxon Isaretli Siralar Testi tercih edilmistir.

Bulgular

Bu boliimde, Sosyal Beceri Egitim Programi'nin ¢ocuklarin bagimsiz 6grenme davraniglar
tizerindeki etkisini belirlemeye yonelik olarak; kontrol ve deney gruplarinin 6n test puanlari, 6n
test-son test karsilagtirmalari, son test puanlari ile kalicilik testine iligkin bulgulara yer verilmistir.

Deney ve Kontrol Grubu On Test Analizleri

Tablo 1’de deney ve kontrol grubunun Okul Oncesi Cocuklar i¢in Bagimsiz Ogrenme
Davraniglar1 Olgegi (3-5 yas) BOD 3-5 6n test puanlarina iliskin Mann Whitney U Testi sonuglari
verilmigtir.

Tablo 1.Deney ve Kontrol Gruplar1 BOD 3-5 Olgegi On Test Puanlarina iliskin Mann Whitney U Testi Sonuglari

Sira

Grup n Medyan Sira Ortalamasi Toplami Z p
Deney 13 38,0 14,27 185,50
Kontrol 13 38,0 12,73 165,50 74,50 -0,51 0,607

Tablo 1 incelendiginde, ¢cocuklarin bagimsiz 6grenme beceri diizeyleri 6n test puanlari deney
ve kontrol grubunda olma durumuna gore istatistiksel olarak anlamli sekilde farklilasmamaktadir
(U=74,50; p>0,05). Elde edilen bulgular, deney ve kontrol grubundaki g¢ocuklarin bagimsiz
O0grenme becerisi On test sonuglarinin benzer oldugunu gostermektedir.

Deney ve Kontrol Grubu On-Son Test Analizleri

Deney ve kontrol gruplarmim Okul Oncesi Cocuklar i¢in Bagimsiz Ogrenme Davranislari
Olgegi (3-5 yas) BOD 3-5 6n-son test puanlarina iliskin Wilcoxon Isaretli Siralar Testi sonuglari
verilmistir.

Tablo 2. Deney ve Kontrol Gruplarmin “BOD 3-5” Olgegi On-Son Test Puanlarina iliskin Wilcoxon Isaretli Siralar
Testi

Sira

Grup Siralar n Ortalamast Sira Toplam1 4 P
Negatif Siralar 0 0,00 0,00

Deney Po.zitif Siralar 13 7,00 91,00 3,18 0,001%
Esit 0
Toplam 13
Negatif Siralar 1 4,50 4,50

Kontrol Po;1t1f Siralar 10 6,15 61,50 254 0.011*
Esit 2
Toplam 13

*p<0,05; pozitif siralar: son test>0n test, negatif siralar: 6n test>son test

Tablo 2°de goriildiigi iizere deney grubunda yer alan ¢ocuklarin 6n test puanlari ile son test
puanlar1 arasindaki degisim son test lehine istatistiksel olarak anlamlidir (Z=-3,18; p<0,05).
Benzer sekilde kontrol grubunda yer alan ¢ocuklarin 6n test puanlari ile son test puanlari arasindaki
degisim son test lehine istatistiksel olarak anlamlidir (Z=-2,54; p<0,05). Elde edilen bulgular hem
sosyal beceri egitimi uygulanan deney grubunun hem de kontrol grubunun puanlarinda artis
oldugunu gostermektedir. Artisin hangi grupta daha fazla oldugunu belirlemek amaciyla deney ve
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kontrol gruplarinin son testleri karsilagtirilmistir.
Deney ve Kontrol Grubu Son Test Analizleri

Tablo 3’te deney ve kontrol grubunun Okul Oncesi Cocuklar I¢in Bagimsiz Ogrenme
Davraniglart Olgegi (3-5 yas) BOD 3-5 son test puanlarinin karsilastirilmas: gosteren Mann
Whitney U Testi sonuglari verilmistir.

Tablo 3. Deney ve Kontrol Gruplarinin “BOD 3-5” Olgegi Son Test Puanlarinin Karsilastirilmasina iliskin Mann
Whitney U Testi

Sira
Grup n Medyan Sira Ortalamasi Toplami U 4 p
Deney 13 64,0 19,77 257,00
3,0 -4,27 0,000*
Kontrol 13 45,0 7,23 94,00

*p<0,05

Tablo 3’te goriildiigii lizere, gocuklarin bagimsiz 6grenme beceri diizeyleri son test puanlari
deney ve kontrol grubunda olma durumuna gore istatistiksel olarak anlamli sekilde farklilasmistir
(U=3,0; p<0,05). Medyan degerleri dikkate alindiginda, deney grubundaki ¢ocuklarin beceri
diizeylerinin (Medyan=64) kontrol grubundaki cocuklara (Medyan=45) gore daha yiiksek oldugu
goriilmektedir. Elde edilen bulgular deneysel islemin etkili oldugunu gostermektedir. Diger bir
ifade ile sosyal beceri egitimi uygulanan deney grubunun bagimsiz 6grenme beceri diizeylerinin
kontrol grubundaki ¢ocuklara gore daha ¢ok arttig1 sonucuna ulasilmistir.

Deney Grubu Kalicilik Testi

) Tablo 4’e gore deney grubunun Okul Oncesi Cocuklar I¢in Bagimsiz Ogrenme Davranislari
Olgegi (3-5 yas) BOD 3-5 son test-kalicilik testi karsilastirmasini gdsteren Wilcoxon Isaretli
Siralar Testi sonuglar1 verilmistir.

Tablo 4. Deney Grubunun “BOD 3-5” Olgegi Son Test ve Kalicilik Testi Puanlarina iliskin Wilcoxon Isaretli Siralar
Testi

Sira

Grup Siralar n Ortalamast Sira Toplami1 Z p
Negatif Siralar 3 2,50 7,50

Deney POthlf Siralar 1 2,50 2,50 _0,92 0,357
Esit 9
Toplam 13

*p<0,05; pozitif siralar: kalicilik > sontest, negatif siralar: sontest>kalicilik

Tablo 4 incelendiginde deney grubunun son test ve kalicilik puanlari arasinda istatistiksel
olarak anlamli bir farklilik yoktur. Elde edilen bulgular ¢ocuklara uygulanan sosyal beceri egitimi
etkisinin devam ettigini gostermektedir.

Tartisma

Arastirma bulgulari, deney grubundaki cocuklara uygulanan Sosyal Beceri Egitim
Programi’nin, ¢ocuklarin bagimsiz 6grenme davranislari iizerinde istatistiksel olarak anlamli bir
etkisi oldugunu gostermektedir. Bandura’nin (1986) sosyal bilissel kuramina gore bireyler
davranigsal, duygusal ve biligsel olarak i¢inde bulunduklari g¢evreden etkilenmektedir. Bu
baglamda, uygulanan programin sundugu olumlu sinif atmosferi, kullanilan ¢esitli 6gretim yontem
ve teknikleri ile Ogretmenin destekleyici tutumu; cocuklarin dikkatini verme, yOnergeleri
hatirlama, 6gretmeni dinleme, basladigi bir goreve devam etme ve duygu-davranis kontrolii gibi
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becerilerini gelistirerek bagimsiz 6grenme davranislarinin desteklenmesine katki saglamstir.

Alan yazinda yer alan arastirmalar da sosyal becerilerin desteklenmesinin bagimsiz 6grenme
davraniglarint gelistirdigi yoniindeki bulgularla bu sonuglar1 desteklemektedir (Atmaca, 2018;
Diener & Kim, 2004; Eisenberg et al., 1993; Kaytez & Kadan, 2016; Ladd et al., 1999; McClelland
et al., 2000; Ogelman et al., 2023; Samar & Demiriz, 2024; Umay, 2019). Sosyal beceri diizeyi
yiiksek cocuklarin 6z diizenleme becerilerinin de yiliksek oldugu, buna bagl olarak akran
iliskilerinde daha etkili stratejiler kullanabildikleri goriilmektedir (Fabes et al., 1999; Giilseven et
al., 2021). Oz diizenleme becerilerinde zorluk yasayan ¢ocuklarin ise sosyal ¢ekingenlik gdsterme
egiliminde olduklar1 ve akranlariyla etkilesim baglatmakta zorlandiklar1 ifade edilmektedir
(Coplan et al., 2001; Fabes et al., 2003).

Uygulama siirecinde elde edilen nitel gézlemler de bu bulgulari destekler niteliktedir. Siirece
baslarken ¢cocuklardan bazilarinin ben yapamam korkulart ile karsilagilmis ve bu duygunun kontrol
edilmesinde “ben yapamam deme Once bir dene” gibi cesaretlendirici sloganlar kullanilmis,
cocuklarin gorevlere baslamadan Once pes etmeleri onlenmeye ¢alisilmistir. Farkli tekniklerle
anlatilan hikayeler, yoga ve nefes egzersizleri, sakinlesme sloganlar1 gibi etkinliklerle cocuklarin
duygu diizenleme becerileri desteklenmistir. Kendini tanima ve farkliliklar1 kabul etme gibi
kazanimlara yonelik ¢alismalarla da ¢ocuklarin olumlu benlik algis1 gelistirilmistir. Bu durum
onlarin kaygilarin1 azaltarak bagimsiz hareket etmelerini kolaylastirmistir. Bu kazanimlarin,
aileler tarafindan da fark edildigi ve olumlu geri bildirimlerle desteklendigi gdzlemlenmistir.
Arastirma bulgulari, olumlu duygularin biligsel, davranigsal ve akademik performansi artirdigina
iligkin literatiirle (Boekaerts, 2011; Ahmed et al., 2012; Ben-Eliyahu & Linnenbrink-Garcia, 2011,
2013; Linnenbrink, 2007; Pekrun et al., 2002; Simonds et al., 2007; Whitebread et al., 2009) de
ortlismektedir.

Benzer sekilde, sosyal becerilere yonelik uygulanan ¢esitli miidahale programlarinin da
cocuklarin bagimsiz 6grenme davraniglarm destekledigi goriilmektedir. Ornegin, Lee ve Yang’in
(2014) birlikte O6grenme ortamlarinin bagimsiz 6grenme {izerindeki etkisini inceledikleri
calismada, diisiik diizeyde bagimsiz 6grenme davranisi gosteren ¢ocuklarin bu tiir ortamlarda
gelisim gosterdikleri saptanmistir. Al’s Pals programi (Lynch et al., 2004), PATHS programi
(Domitrovich et al., 2007) ve Tiirkiye’de yapilan gesitli sosyal beceri egitim programlar1 (Ozbey
& Koycegiz, 2019, 2020; Polat & Ozbey, 2021; Gdzeler & Ozbey, 2023) cocuklarin 6z diizenleme,
empati, is birligi, sorumluluk ve motivasyon gibi alanlarda gelisim gosterdigini ortaya
koymaktadir.

Kontrol grubunun verilerinde de anlamli gelisim gozlemlenmistir. Bu gelisimin, MEB okul
oncesi programinda yer alan sosyal etkilesimi destekleyen kazanimlara, sinif ici akran iligkilerine
ve Ogretmenin yoOnlendirmelerine bagli oldugu diisliniilmektedir. Ancak, deney grubunda
uygulanan yapilandirilmis Sosyal Beceri Egitim Programi’nin etkisi, kontrol grubuna gore daha
belirgin ve hizli bir gelisim saglamigstir.

Sonug olarak, Sosyal Beceri Egitim Programi kapsaminda ¢ocuklara sunulan bagimsiz se¢im
yapabilecekleri ortamlar, dikkat ¢cekici materyaller, merak uyandirici etkinlikler, gelisimsel diizeye
uygun gorevler ve isbirlik¢i 6grenme siiregleri; ¢ocuklarin bagarma duygularimi pekistirerek
bagimsiz 6grenme davraniglarini desteklemistir. Bu bulgular, sosyal becerilerin erken ¢ocukluk
doneminde sistemli bir sekilde desteklenmesinin, ¢cocuklarin 6grenme siireclerinde daha aktif ve
bagimsiz bireyler olarak yer almalarini kolaylastirdigini ortaya koymaktadir.

Sonuclar ve Oneriler

Arastirma kapsaminda uygulanan Sosyal Beceri Egitim Programi’nin, okul oncesi
donemdeki ¢ocuklarin bagimsiz 6grenme davraniglari {izerinde olumlu ve anlamli etkiler
olusturdugu sonucuna ulasiimistir. Okul Oncesi Cocuklar Icin Bagimsiz Ogrenme Davranislar:
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Olgegi'nden elde edilen veriler dogrultusunda, deney grubunda yer alan ¢ocuklarin bagimsiz
O0grenme davranis diizeylerinde program sonrasinda istatistiksel olarak anlamli bir artis meydana
gelmistir. Kontrol grubunda da son test puanlar1 dogrultusunda anlamli bir gelisme gézlemlenmis
olmakla birlikte, deney ve kontrol gruplarinin son test puanlari karsilagtirildiginda, deney grubu
lehine anlamli bir farklilik oldugu belirlenmistir. Ayrica, deney grubuna uygulanan kalicilik testi
sonuclari, Sosyal Beceri Egitim Programi’nin etkisinin uzun vadede de siirdiiriilebilir oldugunu
ortaya koymustur. Bu sonuglar, yapilandirilmis sosyal beceri egitiminin, okul dncesi donemde
cocuklarin bagimsiz 6grenme davranislarini desteklemede etkili ve kalici bir arag oldugunu
gostermektedir.

Arastirmadan elde edilen sonuglara gore asagidaki onerilerde bulunulabilir;

e Sosyal beceri egitim programlarinin, cocuklarin bagimsiz 6grenme davraniglari tizerindeki
etkisi dikkate alindiginda, bu tlir programlarin okul oOncesi egitim kurumlarinda
yayginlastirilmast  Onerilmektedir. Boylece c¢ocuklarin gorev tamamlama, dikkatini
stirdlirme, yonergeyi takip etme gibi bagimsiz 6grenme davranislar1 desteklenebilir.

e MEB okul o6ncesi egitim programi, sosyal-duygusal gelisimi destekleyici yapisiyla
cocuklarin bagimsiz 6grenme davramiglarina katki sunmaktadir. Bu programin,
yapilandirilmig sosyal beceri egitim programlariyla biitiinlestirilerek daha kapsamli ve
sistematik hale getirilmesi 6nerilmektedir.

e Okul 6ncesi 6gretmenlerinin, ¢ocuklarda bagimsiz 6grenme davranislarini gelistirmede
etkili olan sosyal beceri egitim tekniklerine yonelik hizmet i¢i egitimlerle desteklenmesi
gerekmektedir. Ogretmenlerin bu alandaki bilgi ve becerilerinin artirilmasi, programlarm
sahada daha etkili uygulanmasina olanak saglayacaktir.

e Sosyal beceri ve bagimsiz 6grenme davranislari arasindaki iliskiyi uzun vadede
gbozlemlemek adina, sosyal beceri egitim programlarinin etkilerini inceleyen boylamsal
calismalar yapilmasi Onerilmektedir. Bu tiir ¢aligmalar, bagimsiz G6grenmenin
stirdiiriilebilirligini degerlendirme agisindan énemlidir.

e Ebeveynlerin, ¢ocuklarinin sosyal becerilerinin bagimsiz 6grenme davraniglarini nasil
etkiledigini anlamalar1 ve bu siirecte destekleyici roller listlenebilmeleri i¢in bilgilendirici
egitim programlarina dahil edilmesi 6nerilmektedir.

e Sosyal beceri egitim programlarmin etkililigini artirmak amaciyla ¢ocuklarin ilgisini
cekecek nitelikte gorsel, isitsel ve kinestetik 6grenme materyalleri kullanilmalidir. Bu tiir
materyaller, cocuklarin dikkatini siirdiirmesine ve basladiklar1 gorevleri bagimsiz sekilde
tamamlamalarina katki saglayabilir.

e Okul Oncesi egitim ortamlarinin ¢ocuklarin kendi baglarima gorev iistlenmelerine ve
stirdiirebilmelerine olanak saglayacak sekilde diizenlenmesi 6nemlidir. Sosyal etkilesimi
destekleyen, giivenli, zengin ve yapilandirilmis 6grenme ortamlari, cocuklarin hem sosyal
becerilerini hem de bagimsiz 6grenme davraniglarini gelistirecektir.
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Abstract

This analytical study of research on grit has been conducted to identify its contribution in various social-cultural
settings. This review also focuses on the limitations of the current research and suggests future research direction. A
total of 57 studies have been included in the review to understand how grit has been studied in the academic and well-
being context. The current research has also identified the correlation of grit with personality factors to better
understand its concept. The reviewed studies were published across twenty-three countries. These studies
encompassed a total of 41,826 participants. Of the 60 reviewed studies, 39 used the 8-item scale by Duckworth and
Quinn (2009). All of the studies employed quantitative designs and used self-rated surveys. In general, it was found
that grit is related to personality and significantly impacts academic performance, well-being, and personality, with
issues related to grit diminishing these outcomes and hindering personality development. While grit has demonstrated
positive implications for certain settings and populations, concerns about its generalizability have emerged. To
achieve a comprehensive and conclusive understanding of grit’s broader implications, future research should gather
more evidence about grit, especially in terms of its relationship with a wide variety of variables.

Keywords: grit, wellbeing, academic performance, personality

Oz

Bu analitik ¢aligma, grit {izerine yapilmis arastirmalari inceleyerek, onun ¢esitli sosyo-kiiltiirel baglamlardaki katkisini
belirlemeyi amaglamaktadir. Bu derleme ayni zamanda mevcut arastirmalarin sinirliliklarina odaklanmakta ve
gelecekteki aragtirmalar i¢in yonelimler dnermektedir. Toplam 57 ¢alisma, grit’in akademik ve iyi olus baglaminda
nasil incelendigini anlamak i¢in derlemeye dahil edilmistir. Mevcut aragtirma ayrica grit’in kisilik faktorleriyle olan
korelasyonunu belirleyerek kavramin daha iyi anlasiimasimi saglamay1 hedeflemistir. Incelenen calismalar yirmi iig
iilkede yayimlanmistir. Bu calismalar toplamda 41.826 katilimciy1 kapsamaktadir. incelenen 60 calismadan 39’u
Duckworth ve Quinn (2009) tarafindan gelistirilen 8 maddelik 6lgegi kullanmistir. Calismalarin tamami nicel
desenlerle yiiriitiilmiis ve 6z-bildirim anketleri uygulanmistir. Genel olarak, grit’in kisilikle iliskili oldugu ve
akademik basari, iyi olus ve kisilik {izerinde anlamli bir etki yarattig1 bulunmustur. Bununla birlikte, grit ile ilgili
sorunlarin bu ¢iktilan zayiflattigr ve kisilik gelisimini engelledigi goriilmiistiir. Grit belirli baglamlar ve 6rneklemler
i¢cin olumlu sonuglar ortaya koymasina ragmen, genellenebilirligi konusunda kaygilar ortaya ¢ikmistir. Grit’in daha
genis etkilerine iligkin kapsamli ve kesin bir anlayisa ulasmak icin, gelecekteki arastirmalar ozellikle cesitli
degiskenlerle iligkisi baglaminda daha fazla kanit toplamalidir.
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Introduction

Individuals exhibit diverse behavioral responses based on their success or failure in
pursuing long-term goals. Some demonstrate unwavering persistence in their pursuit, spanning
years or even decades, while others abandon their goals when faced with significant challenges
(Arco-Tirado et al., 2018). Recent research has highlighted non-cognitive abilities as key
predictors of individual performance and productivity across various life domains (Berga &
Austers, 2021; Duckworth & Yeager, 2015a; Garcia, 2014). Terms such as qualities, traits, non-
cognitive competencies, soft skills, or life skills are often used interchangeably to predict
psychological, social, economic, and physical well-being (Farruggia et al., 2018; Rozhkova, 2024).
The variability in terminology may stem from the lack of a shared definition of "non-cognitive
skills" and challenges in measurement (Duckworth & Yeager, 2015a; Farruggia et al., 2018).
According to various authors, non-cognitive is commonly viewed as a pattern encompassing
cognitive, emotional, and behavior (Chang et al., 2023; Cinque et al., 2021). Non-cognitive skills
also encompasses a wide range of attitudes, personality traits, and behaviors, including self-
perceptions (such as self-concept and self-efficacy), motivation, self-control, metacognitive
strategies, social competencies (like social and leadership skills), resilience, creativity, and
perseverance (such as engagement and grit) (Frank, 2020; Singh & Singh, 2022; Teng & Yang,
2022). They can be important in explaining why some people are more successful than the others.

This is reflected in the growing interest in understanding the factors that contribute to
individual excellence and success, particularly in the field of education (Duckworth et al., 2007;
Suhaimie et al., 2021). Apart from cognitive ability, talent, and opportunity, high achievers exhibit
arange of non-cognitive or motivational characteristics such as creativity, commitment, emotional
intelligence, growth mindset, gratitude, self-confidence, and emotional stability (Christopoulou et
al., 2018; Duckworth & Gross, 2014b). These qualities have been shown to positively impact
academic outcomes, social relationships, as well as psychological and physical well-being
(Christopoulou et al., 2018; Duckworth & Gross, 2014a; Duckworth & Yeager, 2015a).

One specific non-cognitive factor that has gained considerable attention in recent years is
grit. Grit is considered a performance character strength, utilized to achieve one's potential in a
specific challenge (Saleh et al., 2019; Soutter & Seider, 2013). Research on grit has been primarily
conducted by Angela Duckworth. Duckworth et al (2007) define grit as "the perseverance and
passion for long-term goals". Grit entails persistent and vigorous effort towards challenging goals,
maintaining interest and effort over extended periods despite setbacks, obstacles, and phases of
stability in progress. Gritty individuals demonstrate stamina to stay on track and achieve their
goals, contrasting with individuals low in grit who may easily become disinterested or discouraged
and give up or pursue alternative actions (Apro et al., 2024; Duckworth et al., 2007). Grit is
considered a personal quality common among leaders and an important predictor of success and
excellence across all domains regardless of giftedness or talent (Duckworth & Yeager, 2015a;
Khodaverdian Dehkordi et al., 2021). A long-term goal must be not only deeply meaningful but
also engaging enough to sustain effort and vigor (Pavlickova et al., 2024; Rivera-Pérez et al.,
2021). Grit is fundamental ingredient of success, as perseverance of effort (PE) contributes to
mastery despite failure, and consistency of interest (CI) is crucial for engaging in deliberate
practice to achieve mastery (Credé et al., 2017; Wang et al., 2021). The distinction between these
two aspects of grit is captured by the Grit Scale, a 12-item self-report questionnaire (Duckworth
et al., 2007) and its shorter version, the 8-item Grit Scale-S (Duckworth & Quinn, 2009).
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In recent years, a majority of studies have sought to identify the predictive role of grit in
academic achievement and other educational outcomes. A series of studies by Duckworth et al.
(2007) suggested that grit is a significant predictor of successful educational outcomes beyond I1Q.
Grittier individuals tend to attain higher levels of education, experience fewer career transitions,
and achieve higher Grade Point Averages (GPA) in high standard university settings compared to
less gritty counterparts (Christopoulou et al., 2018; Kumari et al., 2022). Grit was also found to be
a stronger predictor of West Point military academy summer retention of cadets compared to self-
control (Galaleldin & Anis, 2019; Kelly et al., 2014; Shao, 2023). Duckworth and Quinn, (2009)
found that both grit and life satisfaction were strong indicators of teacher effectiveness, as reflected
in their students' academic achievements.

A recent meta-analysis by Credé et al. (2017) demonstrated grit, performance and retention,
with a strong correlation with conscientiousness. The meta-analysis also revealed that the "effort"
facet of grit accounts for variance in academic performance beyond conscientiousness, suggesting
it should be considered as a separate construct (Cred¢ et al., 2017). A Prior study found that grit
played a mediating role in well-being (Okur et al., 2023). Perseverance of effort was found to have
a positive indirect link with life satisfaction (An et al., 2021; Chen & Gong, 2021). A longitudinal
SEM model by Casali, Lee, & Harms (2023) demonstrates that grit has an indirect positive
relationship with life satisfaction. Chakraborty et al (2020) study has found that, grit and
psychological wellbeing have a positive link. One key finding indicates that grit has a significant
impact on academic performance (Correa-Rojas et al., 2024; Daniels et al., 2023; Guo et al., 2023;
Lee, 2023; Nishikawa et al., 2022; Sultanova et al., 2024; Tang et al., 2021) and personality (Ekinci
& Kizilkaya, 2021; Harpaz et al., 2023; Ionel et al., 2023; Kannangara et al., 2018; Khodaverdian
Dehkordi et al., 2021; Millonado Valdez & Daep Datu, 2021).

Research on the role of grit in educational, well-being and personality may still be evolving,
but it has already faced some criticism (Sigmundsson & Hauge, 2023). Duckworth et al (2015a)
acknowledge that while grit measurement addresses individual differences, it overlooks situational
factors that may influence well-being and success. Anderson, Turner, Heath, and Payne (2016)
criticize the concept, highlighting issues such as grit being presented as a panacea in research or
potentially counterproductive if excessive, and its potential to exacerbate educational inequality
by placing blame on students from low socioeconomic backgrounds for their academic
performance, or its lack of consistent correlation with creative success. Duckworth & Yeager
(2015b), highlight numerous other factors such as opportunity, talent, luck, and additional
personality traits like curiosity that also impact achievement outcomes. Furthermore, as
highlighted by Roberts et al. (2007) and Mustaza and Kutty (2022), the substantial impact of grit
underscores its importance as a single trait in predicting objective outcomes, aligning with findings
on other personality traits. Viewing grit both as an outcome and a predictor is crucial from
intervention and educational perspectives (Farruggia et al., 2018).

The lack of research on predicting grit is noticeable in the literature, likely because
researchers tend to focus more on how different measures predict outcomes rather than on how
grit itself can be predicted. Given the substantial increase in studies on grit over the past decade
and the growing recognition among authors of its dual role as both a predictor and an outcome in
personal, professional, and educational development, there is a pressing need for a systematic
review of grit based on rigorous international standards and protocols. Systematic reviews play a
crucial role in the scientific information chain and serve as essential tools for evidence-based
practices (Ioannidis, 2016). Therefore, the objective of this systematic review is to synthesize the
existing research on grit as a predictor of educational, professional, and success, as well as grit as
an outcome of educational, professional, and personal factors, while adhering to international high-
quality review standards (e.g., The Campbell Collaboration, 2015). This study seeks to investigate
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the impact of grit, on academic, as well as well-being and personality traits. The primary objective
is to enhance our comprehension of grit and identify factors that contribute to its cultivation as a
positive trait in academic, well-being, and personal contexts. This study aims to analyze the
relationships between grit and a range of educational, well-being, and personal outcomes, and
ascertain which outcomes can be consistently predicted by grit.

Method

The review team developed a systematic review protocol with following the guidelines
outlined by The Campbell Collaboration (2015). The protocol is available upon request from the
review team. The study protocol was registered on PROSPERO under registration number
CRD42022329722. This study used the Preferred Reporting Items for Systematic Reviews and
Meta-Analyses (PRISMA).

Literature Search

Before conducting a systematic literature search, we used the Oxford Handbook of Positive
Organizational Scholarship to construct an initial list of search terms (Cameron & Spreitzer, 2011).
To ensure a comprehensive search for relevant studies, multiple sources were utilized in this
literature review. The authors employed various methods, such as searching databases, reviewing
relevant websites, snowballing through reference lists, and reaching out to experts in the field.
RefWorks was utilized to manage the search process and remove any duplicate or already
published abstracts. The initial search was conducted in March 2024, and a secondary search was
also performed to identify any additional studies for potential inclusion in the review. We used
Google Scholar to look for relevant research from 2018 to 2024. The first search terms consisted
of free words: “grit$” or/and, “perseverance”, “effort”, “passion”, and “interest”. The second

2 ¢

search term included combinations of “education”, “success$”, “perform$”, “academic”, “GPA”,

2% ¢ 29 <e

“Achievement test scores”, “Repetition rate (reversed)”, “graduation”, “achieve$”, “well-being”,
“wellbeing”, “psychological wellbeing”, “subject wellbeing” (i.e., positive and negative affect,
happiness, optimism, life, job and school satisfaction, subjective well-being, mental well-being,
and overall well-being), “university”, “college”, “school”, (by detecting words with the same stem,
the sign $ was utilised to broaden the search). The third search term included combinations of
“personality”. This approach produced an excessive number of results because some sources were

published many times.

The process of literature search and selection involved utilizing various literature
databases, including Google Scholar, Proquest, PsycINFO, Web of Science (WOS), ERIC,
EBSCOhost, Embase, MEDLINE, PubMed, and Mendeley for unpublished studies. To ensure
comprehensiveness, a primary search was initially conducted, followed by a supplementary search
to identify additional relevant studies for inclusion in the research: A Scopus database was
conducted to find undetected articles on this topic, using the same terms, but no any new articles
were found. Two reviewers (SH and RB) independently examined publications in two phases.
Data were cleaned to remove duplicates, book reviews and book chapters, content such as news or
magazine articles, posters, and all available articles that were relevant to this systematic review
objective were retrieved.

Inclusion and Exclusion Criteria

In order to be eligible for the review, inclusion criteria are as follows: the article should be
published in a peer-reviewed journal, the time period covered in this study extends from 2018
onwards until 2024, the full-text article (published in English), the term “grit” (either as a predictor
or outcome) should be used in the title and abstract of the papers, empirical and quantitative
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studies, (b) the publication should have original data (no meta-analysis or systematic review); and
the publication should have a Digital Object Identifier (Doi). The researcher exclude those working
papers that do not provide overall grit score (i.e., separately doing statistical analyses according to
Grit’s domains scores), book chapters theses/dissertations, conference proceeding papers, if the
correlation coefficients were not reported (e.g., statistical analysis was inadequate for coding), and
magazine and newspapers articles. The full articles were examined in case of the doubt based on
abstracts and included based on a set of specified criteria.

Literature screening

EndNote X20 reference manager was performed to remove the probable duplicates from
the search results, and then by the first two authors (both of whom were accomplished researchers
in the subject) screened the literature review independently of each other, based on the inclusion
and exclusion criteria. In the first stage, reading the titles/abstracts, reviewers preliminarily
screened papers and the papers that did not match the criteria for inclusion and exclusion were
removed and recorded. In the second stage, the full text of the remaining papers was read and
reviewed to re-screen the papers. If both authors disagree, the last two authors check the article,
decide whether or not it should be included.

Coding Procedure

After the literature screening, the first two authors used for data extraction form to extract
the following data and record it: study number, first author’s name, year of publication, the
participants, title, country, and study methods.

Results

The initial search identified a total of 41,826 publications (1,524 in the primary search and
1,166 in a complementary search). After removing duplicates and those published before 2018
(first screening level), 2,386 publications were excluded. The titles and abstracts of the remaining
304 publications were then reviewed (second screening level), leading to the exclusion of 233
publications. Finally, after full-text reviews of 71 publications (third screening level), 60
publications (containing 61 studies) qualified for analysis. Five studies were not obtained in full
text despite repeated attempts. Among these 60 publications, two included two studies each,
resulting in a final count of 61 studies. Figure 1 shows the flowchart of the literature search and
screening process.
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Figure 1. Flow Chart for the Literature Search and Screening

The reviewed studies encompassed a total of 40,067 participants, whose ages ranged from
9 to 85 years. These studies were published across twenty-three countries. Of the reviewed studies,
39 used the 8-item scale by Duckworth and Quinn (2009), while 12 utilized the 12-item scale by
Duckworth et al. (2007). The majority of these studies were cross-sectional (n = 49), with 8§ being
longitudinal. Structural Equation Modelling (SEM) was the primary statistical analysis method
used in 34 studies. Specifically, 26 studies explored the relationship between grit and well-being,
28 focused on grit and academic performance, and 6 examined grit and personality. Among these,
49 studies reported significant relationships. One study found a weak significance between grit
and well-being, while 5 studies found no or negligible significance between grit and academic
performance. Additionally, one study noted that passion was not significantly related to academic
performance. Eleven studies found that perseverance of effort had weak or no significant
relationship, whereas one study identified it as the strongest predictor of grit and academic
performance. Another study indicated that lower levels of grit and personality were associated
with perseverance of effort combined with low consistency of interest. The studies varied in
sample sizes, ranging from 232 to 7,617 participants. Gender distribution was generally mixed,
with 56 studies including both males and females, and one study consisting solely of female
participants. Most samples comprised school or university students, with specific studies focusing
on Japanese amateur triathletes, UK freelancers, Romanian climbers and boulderers, Chinese
employees, Chinese insurance agencies and Chinese adolescents. The majority of the studies were
conducted in the US and China.

Table 1. Studies Employing Grit as a Predictor of Education performance, Well-being, and Personality

Study design | Participants Statistically Scale Age Statistical
Author results or not analysis
Grit and Well-being
Carkit (2024) Cross- 338 Significant Duckworth and | 18-28 Correlation
sectional university Quinn (2009,8 Regression
students item)
Casali et al | longitudinal | 445  TItalian | Significant Duckworth and | 11-18 SEM
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(2023) high school Quinn’s ANOVA
students (2009,8item)
Harpaz et al | Cross- 351  Israeli | Significant Clark & | 18-58 SEM
(2023) sectional and Malecki (2019,
Anglophone 30 item)
university
students
Okur et al | Cross- 731 Turkish Significant Duckworth and | NM SEM
(2023) sectional Quinn’s
(2009,8item)
Zhou (2023) Cross- 748 Chinese | Significant Teimouri et al | 19-21 SEM
sectional university (2022,9 item)
students
Ain et al (2021) | Cross- 350 Pakistan | Weakly Duckworthetal | 18-26 Correlation
sectional university Significant (2007,12 item) T-test
students ANOVA
Anetal (2021) | Cross- 347Japanese | Significant Duckworth and | 21-78 SEM
sectional amateur Quinn’s
triathletes (2009,8item)
Aujla et al | Cross- 282 UK | Significant Duckworth and | NM Correlation
(2021) sectional freelancers Quinn’s
(2009,8item)
Chen & Gong | Prospective | 234 Chinese | Significant Duckworth and | 17-24 SEM
(2021) university Quinn’s
students (2009,8item)
Mason (2021) | Cross- 405 South | Significant Duckworthetal | NM Regression
sectional Africa (2007,12 item) T-tes
university
students
Kwon (2021) Cross- 1008, US and | Significant Duckworth and | 18-85 SEM
sectional South Quinn’s
Korea (2009,8item)
Chakraborty et | Cross 450 India | Significant Duckworth etal | 22-26 Correlation
al (2020) sectional university (2007,17items)
students
Choi (2020) Cross- 273 South | Significant Duckworth and | 19-28 T-tests
sectional Korea Quinn’s SEM
university (2009,8item)
students
Ma et al (2020) | Cross- 380 Chinese | Significant Duckworth and | 18-25 Correlation
sectional college Quinn’s
students (2009,8item)
Oriol et al | Cross- 275 Peruvian | Significant Duckworth and | NM SEM
(2020) sectional high students Quinn’s
(2009,8item
Jiang et al | Cross- 2,963 Significant Duckworth et al | 24-39 SEM
(2019) sectional Chinese (2007,12 item)
adolescents
Lan & | Cross- 440 Chinese | Significant Duckworth and | 10-13 Correlation
Moscardino sectional early Quinn’s
(2019) adolescents (2009,8item)
Lan & Zhang | Cross- 1113 Chinese | Significant Duckworth and | 13-18 SEM
(2019) sectional adolescents Quinn’s
(2009,8item)
Weisskirch Cross- 232 US | Significant (Duckworth et | 18-25 Correlation
(2019) sectional university al (2007, 12
students item)
Arya & Lal | Cross- 250  Indian | Significant Duckworth & | 17-25 Correlation
(2018) sectional university Quinn (2009, 8
students item)
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Disabato et al. | Cross- 7,617 Significant Duckworth etal | NM SEM
(2019) sectional international (2007,12 item)
sample
Hwang et al | NM 509 Korean | Significant Duckworthetal | NM SEM
(2018) female (2007,12 item)
students
Kannangara et | Cross- 340 UK | Significant Duckworthetal | 18-31 Correlation
al (2018) sectional university (2007,12 item)
students
Lietal (2018) | cross- 243 Chinese | Significant Duckworth and | 19-29 SEM
sectional employees Quinn’s
(2009,8item)
Mullen & | NM 330 US | Significant Duckworth and | NM SEM
Crowe (2018) university Quinn’s
students (2009,8item
Lietal (2018) | Cross - 12,363 Significant Duckworth and | 19-70 SEM
sectional Chinese Quinn’s
insurance (2009,8item)
agencies
Grit and Education
Correa-Rojas Cross- 305 Peruvian | Significant Duckworth and | 17-30 SEM
et al (2024) sectional university Quinn’s
students (2009,8item)
Minnigh et al | Cross- 401, US | Not Duckworth and | NM SEM
(2024) sectional university Significant Quinn’s
students (2009,8item)
Uribe-Moreno | Cross- 343 Not Duckworth and | 17-60 SEM
et al (2024) sectional Colombian Significant Quinn’s
university (2009,8item)
students
Guo et al | Cross- 493 Chinese | Significant Duckworth and | 10-12 SEM
(2023) sectional university Quinn’s MANOVAs
students (2009,8item)
Harpaz et al | Cross- 351  Israeli | Significant Clark & | 18-58 SEM
(2023) sectional and Malecki (2019,
Anglophoni 30 item)
university
students
Lee (2023) Cross- 304 US | Significant Duckworthetal | NM Correlation
sectional student- (2007,12 item)
athletes
Daniels et al | Cross- 875 US | Significant Duckworth and | NM Correlation
(2023) sectional university Quinn’s
students (2009,8item)
Park et al | Cross- 2,240 school | Significant Duckworth and | 9-11 SEM
(2023) sectional students Quinn’s
(2009,8item)
Nishikawa et al | longitudinal | 1403 Significant Duckworth and | NM SEM
(2022) Japanese high Quinn’s
school (2009,8item)
students
Neroni et al | longitudinal | 2027 Not Duckworth and | 18-80 Correlation
(2022) Netherlands Significant Quinn’s
university (2009,8item)
students
Leeetal (2021) | Prospective | 320 Korean | Significant Duckworth and | NM T-test
university Quinn’s SEM
student (2009, 10item)
Postigo, et al | Longitudinal | 5,371 Spanish | Significant Academic grit5 | NM SEM
(2021) school items
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students
Xin et al (2021) | Cross- 549 Finnish | Significant Duckworth and | 14-16 Correlation
sectional high  school Quinn’s
longitudinal | students (2009,8 item)
Mohd Matore | Cross- 468 Significant Duckworth and | NM Correlation
(2020) sectional Malaysian Quinn’s
Polytechnic (2009,8 item)
students
Huéscar Cross- 474 Passion was | Duckworth and | 18-28 SEM
Hernandez et al | sectional Portuguese not Quinn’s
(2020) sports science | significant (2009,8 item)
students
Alhadabi et al | Cross- 258 US | Significant Duckworth and | NM Correlation
(2020) sectional university Quinn’s
student (2009,8 item)
Chen & | Cross- 6,748 US | Negligible Duckworth and | 29-34 Regression
Ganzach sectional population effect Quinn’s
(2020) (2009,8item)
Schmidt et al | Cross- 698 Germany | Significant Germany NM SEM
(2019) sectional university version
students
Lumontod et al | Cross- 313 Not Duckworth and | 18-24 Correlation
(2019) sectional Philippines Significant Quinn’s
freshmen (2009,8 item)
students
Usher et al | Cross- 2,430 US | perseverance | Duckworth and | NM Correlation
(2019) sectional elementary of effort | Quinn’s
and middle | weakly or | (2009,8 item)
school unrelated
students Significant
Clark Cross- 776 US | Significant Duckworth and | NM ANOVA
&Malecki sectional middle school Quinn’s SEM
(2019) students (2009,8 item)
Tang et al | longitudinal | 2018 Finnish | Significant Duckworth and | 12-13 SEM
(2019) adolescents Quinn’s
(2009,8 item)
Steinmayr et al | longitudinal | 227 US high | Significant Duckworth etal | NM Regression
(2018) school (2007,12 item)
students
Lietal (2018) | Cross- 607 Chinese | Significant Duckworth and | NM SEM
sectional high  school Quinn’s
students (2009,8 item)
Cosgrove et al | NM 1,246 US | Perseverance | Duckworth and | NM SEM
(2018) high school | ofeffortisthe | Quinn’s
students strongest (2009,8 item)
predictor
Park et al | Cross- 1,277 US | Significant Duckworth and | NM SEM
(2018) sectional, high  school Quinn’s
prospective, | students (2009,8 item)
longitudinal
Chen et al | Cross- 272 US and | Significant Duckworth and | NM Correlation
(2018) sectional Chinese Quinn’s
university (2009,8 item)
students
Farruggia et al | Cross- 1603 US Significant Duckworthetal | 16-33 Correlation
(2018) sectional university (2007,12 item) SEM
students
Grit and Personality
Harpaz et al | Cross- | 351  Israeli | Significant | Clark & | 18-58 | Correlations
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(2023) sectional and Malecki (2019,

Anglophoni 30 item)

university

students
Ionel et al | Cross- 427 Romanis | Significant Duckworthetal | 16-69 Correlations
(2022) sectional climbers and (2007,12 item)

boulderers
Khodaverdian | Cross- 384 Iranian | Perseverance | Duckworth and | 19-24 SEM
Dehkordi et al | sectional university of effort and | Quinn’s ANOVA
(2021) students low (2009,8item)

consistency

of interest
were related
lower level of

relationship

Ekinci et al | Cross- 379  Turkey | Significant Duckworth and | 18-25 T-test
(2021) sectional university Quinn’s Correlations

students (2009,8item)
Millonado et al | NM 236 Filipino | Significant Datu et al | 10-19 Correlations
(2021) high school (2017, 10 item)

students
Kannangara et | Cross- 340 UK | Significant Duckworthetal | 18-31 Correlations
al. (2018) sectional University (2007,12 item)

students

Discussion

The robust relationship between grit and achievement across various domains is well-
supported by extensive research (Harpaz et al., 2023). Consistent with previous research
(Duckworth et al., 2007), grit has been positively linked to various educational achievements, well-
being, and personality traits. The purpose of this systematic review was to investigate the role that
grit plays in well-being, education achievement, and personality, based on empirical research on
the subject. In addition, explore its outcomes indicating the increasing interest in these fields of
research. In this study, ten electronic databases, were used to identify studies that were published
in English. Only publications in English met all the inclusion criteria for this review. In addition,
only studies with validated scales were included. Forty six out of the fifty-seven reviewed articles
were published up to Jun 2018, the review provided a range of emerging findings from quantitative
studies on the role that grit plays in education, achievement, well-being and personality. Studies
have consistently shown that grit significantly contributes to success in academic, and personal
arenas (Christopoulou et al., 2018; Duckworth & Gross, 2014a; West et al., 2015)

Students who demonstrated higher perseverance reported greater life satisfaction by the
end of the school year. Grit has shown significant associations with academic performance
indicators such as GPA, GCSE, and ACT scores, as well as science and language achievements.
Additionally, grit correlates with positive behavioral outcomes, including school motivation,
attendance, and adherence to rules. Previous cross-sectional studies highlighted that grit is
positively associated with academic success (Calo et al., 2022; Clark & Malecki, 2019; Daniels et
al., 2023; Lee, 2023; Nishikawa et al., 2022; Zisman & Ganzach, 2020) and Huéscar Hernandez
(2020) found that passion did not significantly impact academic outcomes. Similarly, studies by
Neroni et al.(2022), Minnigh et al. (2024), Lumontod et al.(2019), and Uribe-Moreno et al.(2024)
reported non-significant effects of grit on academic performance. Usher et al. (2019) noted that
the perseverance of effort was weakly or unrelated to significant academic success, aligning with
the overall findings that grit is not a major determinant of academic achievement. Students with
higher levels of grit tend to be more resilient and capable of overcoming obstacles, leading to better
educational outcomes and a sense of accomplishment (Huo, 2022).
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Highlights the importance of fostering grit in educational settings as a means to support
students' psychological resilience and overall well-being, especially during challenging times. This
study contributes to understanding how personal attributes like grit can enhance adaptive coping
and life satisfaction in the face of adversity. Moreover, the positive relationship between
psychological well-being and grit has been confirmed, with factors such as resilience, motivation,
and engagement acting as mediators (Huo, 2022; Macintyre & Khajavy, 2021). An individual's
level of grit is influenced by their perception of the world as meaningful and their passionate
pursuit of goals, which correlates with high well-being Liao, & Chen (2022). Those with grit
exhibit existential courage, enabling them to adaptively face life's challenges (Maddi et al., 2013).
Achieving long-term goals, such as completing medical training, necessitates perseverance and
determination (Datu et al., 2017). Students in professional and technical programs who persist in
their goals demonstrate self-awareness, happiness, and consistency, helping them balance life
demands and reduce dropout rates (Agrawal et al., 2022; Salles et al., 2014). In the realm of well-
being, recent longitudinal studies by Casali et al.(2023), Lee (2023), and Okur et al. (2023) have
demonstrated significant relationships between grit and improved psychological well-being. These
findings highlight the multifaceted benefits of grit, reinforcing its importance in educational and
personal development contexts. Casali, Feraco & Meneghetti (2023) found that perseverance, a
key component of grit, was positively associated with both posttraumatic growth and increased
life satisfaction over time. While grit has demonstrated positive implications for certain settings
and populations, concerns about its generalizability have emerged.

Several studies have demonstrated a correlation between grit and various personality traits.
Ionel et al. (2023) found a significant relationship among Romanian climbers and boulderers, study
conducted by Ekinci et al. (2021) supported these findings. Additionally, Millonado Valdez &
Daep Datu (2021) identified a significant correlation between grit and personality traits in Filipino
high school students aged 10-19. Kannangara et al. (2018) further reinforced these observations,
highlighting the consistent link between grit and personality across diverse populations. while
Khodaverdian Dehkordi et al (2021) observed that perseverance of effort and low consistency of
interest were associated with lower levels of relationship among Iranian university students.

This systematic review is a groundbreaking effort to explore the antecedents of grit within
the realms of education, well-being, and personality. Although the field is still in its infancy, we
analyzed 57 journal articles that offered significant insights into the topic. The findings partially
support the proposed hypotheses concerning the practical and theoretical implications of grit. This
review is crucial as it identifies several predictive factors of grit, setting the stage for deeper
investigation into the processes and characteristics that sustain grit and motivate individuals to
persist in their goals. Given that grit is a relatively novel concept in the literature, further research
1s essential to obtain more concrete findings and evidence, ultimately leading to a comprehensive
and conclusive understanding of its broader implications.

This review acknowledges several limitations that need to be addressed. Firstly, the
selection of studies involved certain drawbacks. The growing interest in the role of grit in
education has led to numerous unpublished research papers, such as doctoral dissertations and
working papers, which were not included in this review due to stringent inclusion and exclusion
criteria. Additionally, most of the selected studies relied on self-report scales and questionnaires,
notably the Grit Scale, which may have introduced bias and limited the generalizability of the
findings. The Grit Scale, a self-report measure, has faced criticism from researchers and its
developers alike. Moreover, this review was restricted to English-language studies, excluding
records with insufficient study detail, such as conference abstracts and presentation slides. The
data screening and extraction were primarily conducted by a single reviewer, despite quality
assurance processes being in place to minimize errors. The meta-analysis conducted was also
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limited in scope. Furthermore, the review did not examine how associations between interventions
and well-being varied by participant characteristics (e.g., age, gender, ethnicity, mental health
status) or across different follow-up durations. Important findings in other languages and
significant results from in-progress or unpublished studies were also excluded from this review.
In addition, the review highlighted deficiencies in the study designs of included research.
Prospective studies, which can better elucidate causal relationships between variables, were fewer
compared to cross-sectional studies. Future research should focus on prospective studies to better
understand the relationship between grit, academic performance, well-being, and personality.

Conclusions and Recommendations

Grit aims to foster environments that support the development of individuals' skills,
performance, personality, and well-being (Duckworth et al., 2007). This study makes several key
contributions: identifying predictors of grit in academic and work settings, highlighting contextual
and individual conditions that empirically promote well-being and personality, and examining the
effects of grit on academic outcomes, well-being, and personality. These insights offer
perspectives for future research on grit and provide valuable guidelines for practitioners to design
healthy, supportive environments. Current empirical studies on grit are primarily situated in
individual settings, underscoring the need for future research to expand in terms of scope, research
sites, and participant diversity.

Previous studies have predominantly employed data-driven approaches; future research
should consider qualitative and mixed-method studies to explore the antecedents and outcomes of
grit, thereby providing more effective interventions. Additionally, the concept of grit needs further
refinement to ensure clarity and measurability, and grit measurements should be validated across
different contexts. Investigating grit in relation to diverse emotions from a holistic perspective
would also be valuable. Despite numerous studies suggesting that perseverance of effort (PE) has
greater utility than consistency of interest (CI), the recognition of ClI's importance is gradually
increasing. Thus, it is premature to disregard any sub-components of grit. This study is among the
few systematic reviews of grit, aiming to facilitate readers' and researchers' understanding of this
popular topic, identify potential issues, and suggest solutions to advance the field. Specifically, it
provides researchers with a solid foundation for conceptualizing and assessing grit in relation to
academic performance, well-being, and personality, while identifying further concerns and future
trends in grit-related studies.

Declarations
Acknowledgements: Not applicable.
Authors’ contributions: SO designed and carried out the clinical trial and drafted the paper. RB and SO contributed
to study discussion and preparing the paper. SO,GM, IHMH and IRS contributed to conducting the study and preparing
the draft paper. All authors read and approved the final paper.
Competing interests: The authors declare that they have no competing interests.
Funding: Not applicable.
Ethics approval and consent to participate: Not applicable.

Copyright & License: Authors publishing with the journal retain the copyright to their work licensed under the CC
BY 4.0.

248



Enhancing Outcomes: A Systematic Review of Grit's Role in Education, Well-being and Personality

References

Agrawal, D., Chukkali, S., & Singh, S. (2022). Antecedents and Consequences of Grit Among Working Adults: A
Transpersonal Psychology Perspective [Original Research]. Frontiers in Psychology, 13.
https://doi.org/10.3389/fpsyg.2022.89623 1

Ain, N. U., Munir, M., & Suneel, I. (2021). Role of emotional intelligence and grit in life satisfaction. Heliyon, 7(4).
https://doi.org/10.1016/j.heliyon.2021.e06829

Alhadabi, A., & Karpinski, A. C. (2020). Grit, self-efficacy, achievement orientation goals, and academic performance
in University students. [International Journal of Adolescence and Youth, 25(1), 519-535.
https://doi.org/10.1080/02673843.2019.1679202

An, B., Sato, M., & Harada, M. (2021). Grit, Leisure Involvement, and Life Satisfaction: A Case of Amateur
Triathletes in Japan. Leisure Sciences, 46(3), 237-253. https://doi.org/10.1080/01490400.2021.1927269

Anderson, C., Turner, A. C., Heath, R. D., & Payne, C. M. (2016). On the Meaning of Grit...and Hope...and Fate
Control...and Alienation...and Locus of Control...and...Self-Efficacy...and...Effort Optimism...and....
The Urban Review, 48(2), 198-219. https://doi.org/10.1007/s11256-016-0351-3

Apro, A., Fejes, N., Bandi, S. A., & Jarai, R. (2024). Investigating the effect of grit trait on performance and success
in  Hungarian athlete’s sample [Original Research].  Frontiers in  Psychology, 15.
https://doi.org/10.3389/fpsyg.2024.1283115

Arco-Tirado, J. L., Fernandez-Martin, F. D., & Hoyle, R. H. (2018). Development and Validation of a Spanish Version
of the Grit-S Scale [Original Research]. Frontiers in Psychology, 9.
https://doi.org/10.3389/fpsyg.2018.00096

Aujla, 1. J., Jenkins, L., King, N., & Farrer, R. (2021). Psychological Wellbeing and Grit Among Freelancers in the
UK Dance Industry. Medical  Problems of  Performing  Artists, 36(4), 233-237.
https://doi.org/10.21091/mppa.2021.4026

Berga, L., & Austers, 1. (2021). Non-Cognitive Predictors of Subjective Job Performance in a Sample of Managers,
Client Support and Administrative Support Specialists Human, Technologies and Quality of Education, 1(1),
94-111. https://doi.org/https://doi.org/10.22364/htqge.2021.07

Bhavana, A., & Sarah, L. D. (2018). Grit and Sense of Coherence as Predictors of Well-Being. Indian Journal of
Positive Psychology 9(169-172).

Calo, M., Judd, B., Chipchase, L., Blackstock, F., & Peiris, C. L. (2022). Grit, Resilience, Mindset, and Academic
Success in Physical Therapist Students: A Cross-Sectional, Multicenter Study. Phys Ther, 102(6).
https://doi.org/10.1093/ptj/pzac038

Cameron, K., S, & Spreitzer, G. M. (2011). The Oxford Handbook of Positive Organizational Scholarship. Oxford
University Press. https://doi.org/10.1093/0xfordhb/9780199734610.001.0001

Carkit, E. (2024). Relations between grit, career adaptability, and life satisfaction: a moderated mediation model.
Current Psychology. https://doi.org/10.1007/s12144-024-06375-w

Casali, N., Feraco, T., & Meneghetti, C. (2023). Keep going, keep growing: A longitudinal analysis of grit,
posttraumatic growth, and life satisfaction in school students under COVID-19. Learning and Individual
Differences, 105, 102320. https://doi.org/https://doi.org/10.1016/j.1indif.2023.102320

Chakraborty, T., Chatterjee, B., & Mishra, N. (2020). Psychological Wellbeing and Grit among Management
Graduates in India: Understanding the Moderating Role of Knowledge of Strengths. International Journal
of Psychosocial Rehabilitation, 24(6), 4728-4741. https://doi.org/10.37200/IJPR/V2416/PR260463

Chang, F., Huo, Y., Zhang, S., Zeng, H., & Tang, B. (2023). The impact of boarding schools on the development of
cognitive and non-cognitive abilities in adolescents. BMC Public Health, 23(1), 1852.
https://doi.org/10.1186/s12889-023-16748-8

Chen, C., & Gong, X. (2021). How Does Grit Compare to Other Psychosocial Factors in Predicting University
Students’ Math Performance and Subjective Wellbeing? In L. E. van Zyl, C. Olckers, & L. van der Vaart
(Eds.), Multidisciplinary Perspectives on Grit: Contemporary Theories, Assessments, Applications and
Critiques (pp. 29-53). Springer International Publishing. https://doi.org/10.1007/978-3-030-57389-8 3

Chen, C., Ye, S., & Hangen, E. (2018). Predicting achievement goals in the East and West: the role of grit among
American and Chinese university students.  Educational  Psychology, 38(6), 820-837.
https://doi.org/10.1080/01443410.2018.1458975

Choi, J. (2020). Associations Between Grit, Sustainable Behavior, and Emotional Well-Being. Asian Journal for
Public Opinion Research, 8(2), 144—159. https://doi.org/10.15206/ajpor.2020.8.2.144

Christopoulou, M., Lakioti, A., Pezirkianidis, C., Karakasidou, E., & Stalikas, A. (2018). The Role of Grit in
Education: A Systematic Review., 9(1), 2951-2971. https://doi.org/10.4236/psych.2018.915171

Cinque, M., Carretero, S., and Napierala, J. (2021). Non-cognitive skills and other related concepts: Towards a better
understanding of similarities and differences (No. 2021/09). JRC Working Papers Series on Labour,
Education and Technology.

249


https://doi.org/10.3389/fpsyg.2022.896231
https://doi.org/10.1016/j.heliyon.2021.e06829
https://doi.org/10.1080/02673843.2019.1679202
https://doi.org/10.1080/01490400.2021.1927269
https://doi.org/10.1007/s11256-016-0351-3
https://doi.org/10.3389/fpsyg.2024.1283115
https://doi.org/10.3389/fpsyg.2018.00096
https://doi.org/10.21091/mppa.2021.4026
https://doi.org/https:/doi.org/10.22364/htqe.2021.07
https://doi.org/10.1093/ptj/pzac038
https://doi.org/10.1093/oxfordhb/9780199734610.001.0001
https://doi.org/10.1007/s12144-024-06375-w
https://doi.org/https:/doi.org/10.1016/j.lindif.2023.102320
https://doi.org/10.37200/IJPR/V24I6/PR260463
https://doi.org/10.1186/s12889-023-16748-8
https://doi.org/10.1007/978-3-030-57389-8_3
https://doi.org/10.1080/01443410.2018.1458975
https://doi.org/10.15206/ajpor.2020.8.2.144
https://doi.org/10.4236/psych.2018.915171

Shahla Ostovar, Intan Hashimah Mohd Hashim, Reyhaneh Bagheri, Gao Mengying, Ika Rahma Susilawati

Clark, K. N., & Malecki, C. K. (2019). Academic Grit Scale: Psychometric properties and associations with
achievement and  life  satisfaction.  Jowrmal  of  School  Psychology, 72,  49-66.
https://doi.org/10.1016/j.jsp.2018.12.001

Correa-Rojas, J., Grimaldo, M., Marcelo-Torres, E., Manzanares-Medina, E., & Ravelo-Contreras, E. L. (2024).
Growth mindset, Grit, and Academic Self-efficacy as determinants of Academic Performance in Peruvian
university  students.  International Journal of  Educational Psychology, 13(2), 124-142.
https://doi.org/10.17583/ijep.13115

Cosgrove, J. M., Chen, Y. T., & Castelli, D. M. (2018). Physical Fitness, Grit, School Attendance, and Academic
Performance among Adolescents. Biomed Res Int, 2018, 9801258. https://doi.org/10.1155/2018/9801258

Credé, M., Tynan, M. C., & Harms, P. D. (2017). Much ado about grit: A meta-analytic synthesis of the grit literature.
Journal of Personality and Social Psychology, 113(3), 492-511. https://doi.org/10.1037/pspp0000102

Daniels, B. T., Human, A. E., Gallagher, K. M., & Howie, E. K. (2023). Relationships between grit, physical activity,
and academic success in university students: Domains of physical activity matter. Journal Am Coll Health,
71(6), 1897-1905. https://doi.org/10.1080/07448481.2021.1950163

Datu, J. A. D., Yuen, M., & Chen, G. (2017). Grit and determination: A review of literature with implications for
theory and research. Journal of Psychologists and Counsellors in Schools, 27(2), 168-176.
https://doi.org/10.1017/jgc.2016.2

Disabato, D. J., Goodman, F. R., & Kashdan, T. B. (2019). Is grit relevant to well-being and strengths? Evidence
across the globe for separating perseverance of effort and consistency of interests. J Pers, §7(2), 194-211.
https://doi.org/10.1111/jopy.12382

Duckworth, A., & Gross, J. J. (2014a). Self-Control and Grit: Related but Separable Determinants of Success. Curr
Dir Psychol Sci, 23(5), 319-325. https://doi.org/10.1177/0963721414541462

Duckworth, A., & Gross, J. J. (2014b). Self-Control and Grit: Related but Separable Determinants of Success. Current
Directions in Psychological Science, 23(5), 319-325. https://doi.org/10.1177/0963721414541462

Duckworth, A. L., Peterson, C., Matthews, M. D., & Kelly, D. R. (2007). Grit: Perseverance and passion for long-
term goals. Journal of Personality and Social Psychology, 92(6), 1087-1101. https://doi.org/10.1037/0022-
3514.92.6.1087

Duckworth, A. L., & Quinn, P. D. (2009). Development and validation of the Short Grit Scale (GRIT-S). Journal of
Personality Assessment, 91(2), 166-174. https://doi.org/10.1080/00223890802634290

Duckworth, A. L., & Yeager, D. S. (2015a). Measurement Matters: Assessing Personal Qualities Other Than
Cognitive  Ability for  Educational  Purposes.  Educational  Research  44(4), 237-251.
https://doi.org/10.3102/0013189x15584327

Duckworth, A. L., & Yeager, D. S. (2015b). Measurement Matters: Assessing Personal Qualities Other Than
Cognitive  Ability for Educational Purposes. Educational  Research, 44(4), 237-251.
https://doi.org/10.3102/0013189x15584327

Ekinci, N., & Kizilkaya, H. (2021). Analysis of the relationship between the personality traits of university students
and their grit levels. African Educational Research Journal, 9, 606-612.
https://doi.org/10.30918/AERJ.92.21.085

Farruggia, S., Han, C.-W., Watson, L., Moss, T., & Bottoms, B. (2018). Noncognitive Factors and College Student
Success. Journal of College Student Retention Research Theory and Practice, 20, 308-327.
https://doi.org/10.1177/1521025116666539

Frank, J. L. (2020). School-based practices for the 21st century: Noncognitive factors in student learning and
psychosocial outcomes. Policy Insights from the Behavioral and Brain Sciences, 7(1), 44-51.
https://doi.org/10.1177/2372732219898703

Galaleldin, M. ., & Anis, H. . (2019). Students’ Grit Level as a Predictor of Their Academic Achievement in
Engineering Design Courses. Proceedings of the Canadian Engineering Education Association (CEEA).
https://doi.org/10.24908/pceea.vi0.13794

Garcia, E. (2016). “The need to address non-cognitive skills in the education policy agenda,” in Non-cognitive Skills
and Factors in Educational Attainment. Contemporary Approaches to Research in learning Innovations,
Khine, M. S., and Areepattamannil, S. (eds). SensePublishers. doi: 10.1007/978-94-6300-591-3 3

Guo, Y., Luo, S., & Tan, Y. (2023). Purpose in life and academic performance: Grit mediation among Chinese college
students. Journal of Psychology in Africa, 33(1), 69-74.
https://doi.org/https://doi.org/10.1080/14330237.2023.2175970

Harpaz, G., Vaizman, T., & Yaffe, Y. (2023). University students' academic grit and academic achievements predicted
by subjective well-being, coping resources, and self-cultivation characteristics. Higher Education Quarterly,
1-20. https://doi.org/10.1111/hequ.12455

Huéscar Hernandez, E., Moreno-Murcia, J. A., Cid, L., Monteiro, D., & Rodrigues, F. (2020). Passion or
Perseverance? The Effect of Perceived Autonomy Support and Grit on Academic Performance in College
Students. Int J Environ Res Public Health, 17(6). https://doi.org/10.3390/ijerph17062143

250


https://doi.org/10.1016/j.jsp.2018.12.001
https://doi.org/10.17583/ijep.13115
https://doi.org/10.1155/2018/9801258
https://doi.org/10.1037/pspp0000102
https://doi.org/10.1080/07448481.2021.1950163
https://doi.org/10.1017/jgc.2016.2
https://doi.org/10.1111/jopy.12382
https://doi.org/10.1177/0963721414541462
https://doi.org/10.1177/0963721414541462
https://doi.org/10.1037/0022-3514.92.6.1087
https://doi.org/10.1037/0022-3514.92.6.1087
https://doi.org/10.1080/00223890802634290
https://doi.org/10.3102/0013189x15584327
https://doi.org/10.3102/0013189x15584327
https://doi.org/10.30918/AERJ.92.21.085
https://doi.org/10.1177/1521025116666539
https://doi.org/10.1177/2372732219898703
https://doi.org/https:/doi.org/10.1080/14330237.2023.2175970
https://doi.org/10.1111/hequ.12455
https://doi.org/10.3390/ijerph17062143

Enhancing Outcomes: A Systematic Review of Grit's Role in Education, Well-being and Personality

Huo, J. (2022). The Role of Learners' Psychological Well-Being and Academic Engagement on Their Grit. Frontiers
in Psychology, 13, 848325. https://doi.org/10.3389/fpsyg.2022.848325

Hwang, M. H., Lim, H. J., & Ha, H. S. (2018). Effects of Grit on the Academic Success of Adult Female Students at
Korean Open University. Psychol Rep, 121(4), 705-725. https://doi.org/10.1177/0033294117734834

loannidis, J. P. (2016). The Mass Production of Redundant, Misleading, and Conflicted Systematic Reviews and Meta-
analyses. Milbank Q, 94(3), 485-514. https://doi.org/10.1111/1468-0009.12210

Ionel, M., Ion, A., & Visu-Petra, L. (2023). Personality, grit, and performance in rock-climbing: down to the nitty-
gritty.  International  Journal  of  Sport and  Exercise  Psychology, 21, 306-328.
https://doi.org/10.1080/1612197X.2022.2044368

Jiang, W., Xiao, Z., Liu, Y., Guo, K., Jiang, J., & Du, X. (2019). Reciprocal relations between grit and academic
achievement: A  longitudinal study. Learning and Individual Differences, 71, 13-22.
https://doi.org/10.1016/j.1indif.2019.02.004

Kannangara, C. S., Allen, R. E., Waugh, G., Nahar, N., Khan, S. Z. N., Rogerson, S., & Carson, J. (2018). All That
Glitters Is Not Grit: Three Studies of Grit in University Students. Frontiers in Psychology, 9, 1539.
https://doi.org/10.3389/fpsyg.2018.01539

Kelly, D. R., Matthews, M. D., & Bartone, P. T. (2014). Grit and hardiness as predictors of performance among West
Point cadets. Military Psychology, 26(4), 327-342. https://doi.org/10.1037/mil0000050

Khodaverdian Dehkordi, M., Jabbari, A. A., & Mazdayasna, G. (2021). Examining the Association of Grit Profiles
With Big Five Personality and Achievement Among Iranian Foreign Language Learners. Frontiers in
Psychology, 12, 801844. https://doi.org/10.3389/fpsyg.2021.801844

Kumari, S., Tiwari, M., & Hossain, 1. (2022). Exploring the Positive Aspects of Grit: Focusing on Its Correlates.
Journal of Positive School Psychology, 6(2), 3749-3759. https://doi.org/http://journalppw.com

Kwon, H. W. (2021). Are Gritty people happier than others?: Evidence from the United States and South Korea.
Journal of Happiness Studies: An Interdisciplinary Forum on Subjective Well-Being, 22(7), 2937-2959.
https://doi.org/10.1007/s10902-020-00343-4

Lan, X., & Moscardino, U. (2019). Direct and interactive effects of perceived teacher-student relationship and grit on
student wellbeing among stay-behind early adolescents in urban China. Learning and Individual Differences,
69, 129-137. https://doi.org/10.1016/].1indif.2018.12.003

Lan, X., & Zhang, L. (2019). Shields for Emotional Well-Being in Chinese Adolescents Who Switch Schools: The
Role  of  Teacher  Autonomy  Support and  Grit.  Front  Psychol, 10,  2384.
https://doi.org/10.3389/fpsyg.2019.02384

Lee, J. H., Cho, J. H., Kwak, Y. S., Ko, B. G., & Cho, E. H. (2021). The Relationship between Changes in GRIT,
Taekwondo Ability, and Academic Achievement of University Students Majoring in Science and
Engineering and Participating in Tackwondo Class. International Journal of Environmental Research and
Public Health, 18(10). https://doi.org/10.3390/ijerph18105361

Lee, W. (2023). Grit on student-athletes’ psychological factors and perceived academic performance: the role of grit.
Journal of Physical Education and Sport, 23(7), 1846-1851. https://doi.org/10.7752/jpes.2023.07224

Li, J., Fang, M., Wang, W., Sun, G., & Cheng, Z. (2018). The Influence of Grit on Life Satisfaction: Self-Esteem as
a Mediator. Psychologica Belgica, 58(1), 51-66. https://doi.org/10.5334/pb.400

Li, J., Zhao, Y., Kong, F., Du, S., Yang, S., & Wang, S. (2018). Psychometric assessment of the Short Grit Scale
among Chinese adolescents. Journal of Psychoeducational Assessment, 36(3), 291-296.
https://doi.org/10.1177/0734282916674858

Li, M., Wang, M. C., Shou, Y., Zhong, C., Ren, F., Zhang, X., & Yang, W. (2018). Psychometric Properties and
Measurement Invariance of the Brief Symptom Inventory-18 Among Chinese Insurance Employees. Front
Psychol, 9, 519. https://doi.org/10.3389/fpsyg.2018.00519

Liao, Y. H., & Chen, H. C. (2022). Happiness takes effort: Exploring the relationship among academic grit, executive
functions and  well-being.  Personality  and  Individual  Differences, 199, 111863.
https://doi.org/https://doi.org/10.1016/j.paid.2022.111863

Lumontod Tii, R. (2019). How grit, college adjustment, and happiness predict freshmen students’ academic
performance? International Journal of  Research Studies in Psychology, 8.
https://doi.org/10.5861/ijrsp.2019.4010

Ma, C., Ma, Y., & Wang, Y. (2020). The Mediation Model of Grit Among Chinese College Students. Procedia
Computer Science, 166, 160-164. https://doi.org/10.1016/j.procs.2020.02.040

Macintyre, P., & Khajavy, G. H. (2021). Grit in Second Language Learning and Teaching: Introduction to the Special
Issue. Journal for the Psychology of Language Learning, 3, 1-6. https://doi.org/10.52598/jpll/3/2/1

Mason, H. (2021). Grit and its relation to well-being among first-year South African university students. Journal of
Psychology in Africa, 31,226-231. https://doi.org/10.1080/14330237.2021.1903157

Millonado Valdez, J. P., & Daep Datu, J. A. (2021). How do grit and gratitude relate to flourishing? The mediating
role of emotion regulation. In Multidisciplinary perspectives on grit: Contemporary theories, assessments,

251


https://doi.org/10.3389/fpsyg.2022.848325
https://doi.org/10.1177/0033294117734834
https://doi.org/10.1111/1468-0009.12210
https://doi.org/10.1080/1612197X.2022.2044368
https://doi.org/10.1016/j.lindif.2019.02.004
https://doi.org/10.3389/fpsyg.2018.01539
https://doi.org/10.1037/mil0000050
https://doi.org/10.3389/fpsyg.2021.801844
https://doi.org/http:/journalppw.com
https://doi.org/10.1007/s10902-020-00343-4
https://doi.org/10.1016/j.lindif.2018.12.003
https://doi.org/10.3389/fpsyg.2019.02384
https://doi.org/10.3390/ijerph18105361
https://doi.org/10.7752/jpes.2023.07224
https://doi.org/10.5334/pb.400
https://doi.org/10.1177/0734282916674858
https://doi.org/10.3389/fpsyg.2018.00519
https://doi.org/https:/doi.org/10.1016/j.paid.2022.111863
https://doi.org/10.5861/ijrsp.2019.4010
https://doi.org/10.1016/j.procs.2020.02.040
https://doi.org/10.52598/jpll/3/2/1
https://doi.org/10.1080/14330237.2021.1903157

Shahla Ostovar, Intan Hashimah Mohd Hashim, Reyhaneh Bagheri, Gao Mengying, Ika Rahma Susilawati

applications and critiques. (pp. 1-16). Springer Nature Switzerland AG. https://doi.org/10.1007/978-3-030-
57389-8 1

Minnigh, T. L., Sanders, J. M., Witherell, S. M., & Coyle, T. R. (2024). Grit as a predictor of academic performance:
Not much more than conscientiousness. Personality and Individual Differences, 221, 1-8.
https://doi.org/10.1016/j.paid.2024.112542

Effendi, M., Matore, E. M., Zainal, M. A., Kamaruddin, M., Rahman, N. A., Idris, H., & Matore, E. R. M. (2020).
GRIT vs. academic performance: The power of polytechnic students to be academically GRIT-tinians!.
Proceedings of Mechanical Engineering Research Day, 2020, 253-254.

Mullen, P. R., & Crowe, A. (2018). A psychometric investigation of the Short Grit Scale scale with a sample of school
counselors. Measurement and Evaluation in Counseling and Development, 51(3), 151-162.
https://doi.org/10.1080/07481756.2018.1435194

Mustaza, M., & Kutty, F. (2022). The Relationship between Grit Personality and Resilience. Creative Education, 13,
3255-3269. https://doi.org/10.4236/ce.2022.1310208

Neroni, J., Meijs, C., Kirschner, P., Xu, K., & Groot, R. (2022). Academic self-efficacy, self-esteem, and grit in higher
online education: Consistency of interests predicts academic success. Social Psychology of Education, 25, 1-
25. https://doi.org/10.1007/s11218-022-09696-5

Nishikawa, K., Kusumi, T., & Shirakawa, T. (2022). The effect of two aspects of grit on developmental change in
high school students' academic performance: Findings from a five-wave longitudinal study over the course
of three years. Personality and Individual Differences, 191, 111557.
https://doi.org/10.1016/j.paid.2022.111557

Okur, S., Eksi, H., Demirci, 1., & Eksi, F. (2023). Academic Encouragement and Academic Wellbeing: Mediating
Roles of Grit and Hope. Psychol Rep, 332941231181302. https://doi.org/10.1177/00332941231181302

Oriol, X., Miranda, R., Bazan, C., & Benavente, E. (2020). Distinct Routes to Understand the Relationship Between
Dispositional Optimism and Life Satisfaction: Self-Control and Grit, Positive Affect, Gratitude, and Meaning
in Life [Original Research]. Frontiers in Psychology, 11. https://doi.org/10.3389/fpsyg.2020.00907

Park, D., Yu, A., Baelen, R. N., Tsukayama, E., & Duckworth, A. L. (2018). Fostering Grit: Perceived School Goal-
Structure Predicts Growth in Grit and Grades. Contemp Educ Psychol, 55, 120-128.
https://doi.org/10.1016/j.cedpsych.2018.09.007

Pavli¢kova, K., Gértner, J., Voulgaropoulou, S., Fraemke, D., Adams, E., Quaedflieg, C., Viechtbauer, W., & Hernaus,
D. (2024). Acute stress promotes effort mobilization for safety-related goals. Communications Psychology,
2. https://doi.org/10.1038/s44271-024-00103-7

Postigo, A., Cuesta, M., Fernandez-Alonso, R., Garcia-Cueto, E., & Muiiiz, J. (2021). Temporal stability of grit and
school performance in adolescents: A longitudinal perspective. Psicologia Educativa, 27(1), 77-84.
https://doi.org/10.5093/psed2021a4

Rivera-Pérez, S., Fernandez-Rio, J., & Gallego, D. 1. (2021). Uncovering the nexus between cooperative learning
contexts and achievement goals in physical education. Perceptual and Motor Skills, 128(4), 1821-1835.
https://doi.org/10.1177/00315125211016806

Roberts, B. W., Kuncel, N. R., Shiner, R., Caspi, A., & Goldberg, L. R. (2007). The Power of Personality: The
Comparative Validity of Personality Traits, Socioeconomic Status, and Cognitive Ability for Predicting
Important  Life  Outcomes.  Perspectives  on  Psychological  Science,  2(4), 313-345.
https://doi.org/10.1111/1.1745-6916.2007.00047.x

Rozhkova, K. (2024). Does personality predict health? Non-cognitive skills, health behaviours, and longevity in
Russia. Population and Economics, 8, 132-155. https://doi.org/10.3897/popecon.8.e108813

Saleh, S., Ashari, Z. M., Kosnin, A. M. R., A. S, & Zainudin, N. F. (2019). Role of grit in secondary school students’
academic engagement and performance: A meta-examination. . International Journal of Engineering and
Advanced Technology, 8(63), 445-451. https://doi.org/10.35940/ijeat.F1081.0986S319

Salles, A., Cohen, G. L., & Mueller, C. M. (2014). The relationship between grit and resident well-being. The
American Journal of Surgery, 207(2), 251-254. https://doi.org/10.1016/j.amjsurg.2013.09.006

Schmidt, F. T. C., Fleckenstein, J., Retelsdorf, J., Eskreis-Winkler, L., & Mdller, J. (2019). Measuring grit: A German
validation and a domain-specific approach to grit. European Journal of Psychological Assessment, 35(3),
436-447. https://doi.org/https://doi.org/10.1027/1015-5759/a000407

Shao, G. (2023). A model of teacher enthusiasm, teacher self-efficacy, grit, and teacher well-being among English as
a foreign language teachers [Original Research].  Fromtiers in  Psychology, 4.
https://doi.org/10.3389/fpsyg.2023.1169824

Sigmundsson, H., & Hauge, H. (2023). I CAN Intervention to Increase Grit and Self-Efficacy: A Pilot Study. Brain
Sciences 14(1). https://doi.org/10.3390/brainsci14010033

Singh, R., & Singh, S. P. (2022). Cognitive And Non-Cognitive Skills: Meaning, Nature, Types And Uses In Daily
Life. Webology, 19(4), 270-279. https://doi.org/http://www.webology.org

252


https://doi.org/10.1007/978-3-030-57389-8_1
https://doi.org/10.1007/978-3-030-57389-8_1
https://doi.org/10.1016/j.paid.2024.112542
https://doi.org/10.1080/07481756.2018.1435194
https://doi.org/10.4236/ce.2022.1310208
https://doi.org/10.1007/s11218-022-09696-5
https://doi.org/10.1016/j.paid.2022.111557
https://doi.org/10.1177/00332941231181302
https://doi.org/10.3389/fpsyg.2020.00907
https://doi.org/10.1016/j.cedpsych.2018.09.007
https://doi.org/10.1038/s44271-024-00103-7
https://doi.org/10.5093/psed2021a4
https://doi.org/10.1177/00315125211016806
https://doi.org/10.1111/j.1745-6916.2007.00047.x
https://doi.org/10.3897/popecon.8.e108813
https://doi.org/10.35940/ijeat.F1081.0986S319
https://doi.org/10.1016/j.amjsurg.2013.09.006
https://doi.org/https:/doi.org/10.1027/1015-5759/a000407
https://doi.org/10.3389/fpsyg.2023.1169824
https://doi.org/10.3390/brainsci14010033
https://doi.org/http:/www.webology.org

Enhancing Outcomes: A Systematic Review of Grit's Role in Education, Well-being and Personality

Soutter, M., & Seider, S. (2013). College Access, Student Success, and the New Character Education. Journal of
College and Character, 14(4), 351-356. https://doi.org/doi:10.1515/jcc-2013-0044 (Journal of College and
Character)

Steinmayr, R., Weidinger, A. F., & Wigfield, A. (2018). Does students’ grit predict their school achievement above
and beyond their personality, motivation, and engagement? Contemporary Educational Psychology, 53, 106-
122. https://doi.org/10.1016/j.cedpsych.2018.02.004

Suhaimie, N. S., Bali, N., Osman, R. H., George, W. K. A., Halik, M., & Ismail, M. S. (2021). The Relationship of
Grit Traits on Stress Level and Academic Achievement Among University Malaysia Sabah (UMS) Students.
Journal of Southeast Asia Psychology, 9(2), 156 — 168. https://doi.org/https://doi.org/10.51200/sapj.v9i2

Sultanova, G., Shilibekova, A., Rakhymbayeva, Z., Rakhimbekova, A., & Shora, N. (2024). Exploring the influence
of non-cognitive skills on academic achievement in STEM education: the case of Kazakhstan [Original
Research]. Frontiers in Education, 9. https://doi.org/10.3389/feduc.2024.1339625

Tang, X., Wang, M. T., Guo, J., & Salmela-Aro, K. (2019). Building Grit: The Longitudinal Pathways between
Mindset, Commitment, Grit, and Academic Outcomes. Journal Youth Adolesc, 48(5), 850-863.
https://doi.org/10.1007/s10964-019-00998-0

Tang, X., Wang, M. T., Parada, F., & Salmela-Aro, K. (2021). Putting the Goal Back into Grit: Academic Goal
Commitment, Grit, and Academic Achievement. Journal Youth Adolesc, 50(3), 470-484.
https://doi.org/10.1007/s10964-020-01348-1

Teng, M. F., & Yang, Z. (2022). Metacognition, motivation, self-efficacy belief, and English learning achievement in
online learning: Longitudinal mediation modeling approach. Innovation in Language Learning and
Teaching, 17, 1-17. https://doi.org/10.1080/17501229.2022.2144327

Uribe-Moreno, M., Medina Arboleda, 1., Guzman Rincon, A., & Castiblanco Moreno, S. (2024). Alternative Grit
Models: Explorations Into the Psychometric Properties of Grit-S and Academic Performance. International
Journal of Educational Psychology, 1-20. https://doi.org/10.17583/ijep.12297

Usher, E. L., Li, C. R, Butz, A. R., & Rojas, J. P. (2019). Perseverant grit and self-efficacy: Are both essential for
children’s academic  success? Journal of Educational  Psychology, 111(5), 877-902.
https://doi.org/10.1037/edu0000324

Wang, R., Shirvan, M. E., & Taherian, T. (2021). Perseverance of Effort and Consistency of Interest: A Longitudinal
Perspective [Original Research]. Frontiers in Psychology, 12. https://doi.org/10.3389/fpsyg.2021.743414

Weisskirch, R. S. (2019). Grit applied within: Identity and well-being. An International Journal of Theory and
Research, 19(2), 98-108. https://doi.org/10.1080/15283488.2019.1604345

West, M., Kraft, M., Finn, A., Martin, R., Duckworth, A., Gabrieli, C., & Gabrieli, J. (2015). Promise and Paradox:
Measuring Students' Non-Cognitive Skills and the Impact of Schooling. Educational Evaluation and Policy
Analysis, 38. https://doi.org/10.3102/0162373715597298

Zhou, G. (2023). Testing a mediation model of teacher caring, grit, and student wellbeing in English as a foreign
language students [Original Research]. Frontiers in Psychology, 14.
https://doi.org/10.3389/fpsyg.2023.1260827

Zisman, C., & Ganzach, Y. (2020). In a Representative Sample Grit Has a Negligible Effect on Educational and
Economic Success Compared to Intelligence. Social Psychological and Personality Science, 12(3), 296-303.
https://doi.org/10.1177/1948550620920531

253


https://doi.org/doi:10.1515/jcc-2013-0044
https://doi.org/10.1016/j.cedpsych.2018.02.004
https://doi.org/https:/doi.org/10.51200/sapj.v9i2
https://doi.org/10.3389/feduc.2024.1339625
https://doi.org/10.1007/s10964-019-00998-0
https://doi.org/10.1007/s10964-020-01348-1
https://doi.org/10.1080/17501229.2022.2144327
https://doi.org/10.17583/ijep.12297
https://doi.org/10.1037/edu0000324
https://doi.org/10.3389/fpsyg.2021.743414
https://doi.org/10.1080/15283488.2019.1604345
https://doi.org/10.3102/0162373715597298
https://doi.org/10.3389/fpsyg.2023.1260827
https://doi.org/10.1177/1948550620920531

International Journal of

EDUCATION & WELL-BEING

Volume 3, Issue 2, 2025, 254-267

=
=
=3

ISSN: 2980-3489 www.inteduwellbeing.com
DOI: 10.62416/ijwb-37 Research Article
Recieved: 09/05/2024 Accepted: 10/01/2025 Published: 15/08/2025

Usability Testing of Electronic Diary “e-Diary” in Secondary Education: A
Comprehensive Analysis

Ortadgretimde Elektronik Giinliik ‘e-Diary’nin Kullanilabilirlik Testi: Kapsamli
Bir Analiz

Jehona Asani!, Mentor Hamiti2, Déshira Imeri-Saiti3

Abstract

Usability testing is a technique for evaluating digital products by testing them with real users. This process provides
direct feedback on how actual users interact with the application and focuses on measuring the product's ability to
meet its intended goals. In this case, we have investigated the usability of e-Diary, a web-based application developed
by the Ministry of Education and Science that aims to improve communication between teachers and parents by
providing easy access to diary information. This research was conducted by creating surveys, distributed in the
secondary schools of the Municipality of Tetovo. The obtained results were used to identify quantitative measurement
characteristics regarding the usage of e-Diary, and qualitative conclusions were generated through interviews with
teachers and school administrators involved in this study, based on their 10-year experience. The aim of this thesis is
to assess the real usability of e-Diary, determining its ease or difficulty of use, and provide conclusions and suggestions
for usability improvement.

Keywords: Usability testing, e-Diary, secondary education , fast communication of student results.

Ozet

Kullanilabilirlik testi, dijital tiriinleri gercek kullanicilarla test ederek degerlendirmek igin kullanilan bir tekniktir. Bu
stireg, gercek kullanicilarin uygulama ile nasil etkilesime girdigine dair dogrudan geri bildirim saglar ve {iriiniin
amaglanan hedeflerine ulasma yetenegini 6l¢meye odaklanir. Bu g¢alismada, 6gretmenler ve veliler arasinda iletisimi
gelistirerek giinliik bilgilere kolay erisim saglamay1 amaglayan, Egitim ve Bilim Bakanlig1 tarafindan gelistirilen web
tabanlt bir uygulama olan e-Giinliik'iin kullanilabilirligi incelenmistir. Bu arastirma, Tetovo Belediyesi'nin
ortaokullarinda dagitilan anketler olusturularak yiritilmistir. Elde edilen sonuglar, e-Giinliikk kullanimma iliskin
nicel 6l¢tim 6zelliklerini belirlemek igin kullanilmis ve bu ¢alismaya katilan 6gretmenler ve okul yoneticileriyle 10
yillik deneyimlerine dayali gériigmeler yoluyla nitel sonuglar iretilmistir. Bu aragtirmanin amaci, e-Giinliik'iin gergek
kullanilabilirligini degerlendirmek, kullanim kolayligin1 veya zorlugunu belirlemek ve kullanilabilirligi iyilestirmek
i¢in sonuglar ve dneriler sunmaktir.

Anahtar Sozciikler : Kullanilabilirlik testi , e-Giinliik , ortadgretim, 6grenci sonuglarmin hizli iletimi

I South Easty European University, Faculty of Contemporary Sciences and Technologies, Department, Tetovo, North Macedonia, e-
mailj.asani@seeu.edu.mk, ORCID: 0009-0004-2626-890X

2 South Easty European University, Faculty of Contemporary Sciences and Technologies, Department, Tetovo, North Macedonia, e-

mail:m.hamiti@seeu.edu.mk, ORCID: 0000-0002-5622-1182

3 South Easty European University, Faculty of Contemporary Sciences and Technologies, Department, Tetovo, North Macedonia, e-

mail:d.imeri@seeu.edu.mk, ORCID: 0009-0003-4533-7862

Address of Correspondence/Yazisma Adresi: Jehona Asani, e-mail;j.asani@seeu.edu.mk

Asani, ], Hamiti, M., & Imeri-Saitit, D. (2025). Usability Testing of Electronic Diary “e-Diary” in Secondary Education:
BY A Comprehensive Analysis. International Journal of Education & Well-Being, 3(2), 254-267. https://doi.org/10.62416/ijwb-

37



Usability Testing of Electronic Diary “e-Diary” in Secondary Education: A Comprehensive Analysis

Introduction

The difference between a well-validated product, application, or software on one side and a
failed product, application, or software on the other, in the user's perception, lies in the
functionality of the product. This subsequently affects the usability and evaluation of the product,
application, or software. In a recent study by the American IT company CA1, it is emphasized that
"no feature of applications expresses brand loyalty as ease of use does." The same study
emphasizes that the importance of high-quality applications that attract users and are easy to use
is further highlighted by the fact that "consumer users will abandon an application and a brand,
sometimes even permanently, if it does not load within 6 seconds" (Broadcom.com, 2015).

However, the question arises: What makes a product usable?! Most software tests focus on
functionality and fixing all major defects, while usability testing clearly focuses on the user
experience. Usability testing mainly determines whether a software product will be easy to use.
Usability is a quality that many products possess, but many others lack. There are many reasons
why this may occur. Fortunately, there are common and reliable methods to evaluate where design
contributes to usability and where it does not, and to assess what design changes need to be made
for a product to be usable enough to survive or even thrive in the market. However, the benefits of
usability testing extend beyond functional testing and usability. Furthermore, this helps you truly
understand the use cases of your product, understand your audience, and build a good product
(Jeffrey Rubin, 2008).

Usability testing is important if we want to believe that we are building products for
ourselves. We all have unique backgrounds, lived experiences, perspectives, preferences, and
abilities. All these things influence how we understand, approach, and experience a product.

Most internet users hope to navigate a website or an application quickly and easily. If any
aspect of the website or application is problematic—slow to load, has coding errors, etc.—this
increases the likelihood of user abandonment. Even the most aesthetically pleasing website or the
smartest application will have a high abandonment rate if it does not load quickly or fulfill its
promises.

Since usability testing mimics the real use of software or digital products in real life, it offers
many advantages such as:

Direct user reactions, which help focus team efforts on improving the product.

The ability to test different options that would determine the best direction for development
or new releases.

Fresh eyes to identify possible issues or problems that may negatively impact usability.

With well-done usability testing, implementers will understand their users. This can
minimize project failure risks (Krug, 2010).

The only way to combat the effects of false consensus when designing is usability testing.
This allows us to have another perspective, and most importantly, a perspective from actual users
who will use the product in real life.

Usability testing is also important for the long-term success of the user. A broader
perspective means we can create better for the audience and ensure that more users can be
successful with the product. Forbes reports that companies investing in UX have lower customer
acquisition costs, lower support costs, and higher customer retention rates. (Travis, 2021)

To give a more concrete example, Shopify reports that one of the most common reasons a
customer abandons a purchase is due to a complicated checkout process. When we use usability
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testing during the design process, we can identify and address usability issues and complex flows
before the product is launched, as well as ensure that the user experience is up to standard.

Usability testing is a technique used in user-centered interaction design to evaluate a product
by testing it with users. This can be seen as a very good usability verification practice because it
provides direct information on how real users use the application. Instead of showing users a draft
and asking, "Do you understand?", usability testing involves testing users attempting to use
something for the intended purpose. The specific example to be investigated in this research is the
use of "e-Diary" (electronic diary).

The Electronic Diary (E-Diary) is a project of the Ministry of Education and Science (MoES)
that enables all information entered in standard printed diaries to be entered electronically. It offers
a user-friendly and intuitive interface - the design and number of pages, the column arrangement
in the E-Diary fully corresponds to the standard register. Furthermore, tools for quick search,
navigation, and page access are provided. The aim of the Electronic Diary is to improve and
facilitate communication between teachers and parents by utilizing the opportunities of modern
electronic communications, to increase information to parents without having a proactive role - to
receive information about their children's grades, activities, and behavior via email on their
computer or text messages on their phone. It is sufficient for them to express their desire for this
and leave a valid address and phone number. It also provides fast and easy access to diary
information from teachers and school administrators, offering centralized and fast statistical
analyses at the school and state level for use by MoES and other state institutions, etc.

The electronic diary is implemented as a web-based application built on the existing
infrastructure of hardware and software platforms of the Ministry of Education and Science. E-
Diary has a large number of end-users - teachers, parents, a large number of employees in state
institutions, making it the most used electronic system in the Republic of North Macedonia.
Therefore, it is necessary to provide fast, quality, and constant user and technical support for the
system, as well as long-term improvement, adaptation to user needs, and expansion of system
functionality. (KopucHMuka M TeXHWYKa MOJPIIKA U HAArpazda Ha MHPOPMAIMOHUOT CHUCTEM
EnexTpoHCKHU THEBHUK).

The diary uses the ESARU database (Educational Management Information System), which
is a system for collecting, processing, controlling, and presenting data that are important for the
educational process, both in primary and secondary education in the Republic of North Macedonia
(esaru, 2023). The implementation of the ESARU system includes training two administrators
from each school at the state level, responsible for entering data into the system. Otherwise, the
system was implemented during the period 2009-2010, through the Education Modernization
Project (PMO), with creditor support from the World Bank and a grant from the Kingdom of the
Netherlands (Ednevnik, 2019).

The electronic diary was introduced in February 2011 with the aim of improving
communication between teachers and parents in the education system. This technological
innovation was part of a broader effort to integrate technology into education and to create a more
efficient and user-friendly way to share information related to student absences, grades, and
progress with parents.

According to the Secondary Education Law, Article 74, paragraph 4, all teachers in the
country are legally obligated to regularly complete the e-Diary. This legal requirement for
completing electronic diaries involves a large number of teachers nationwide. For primary schools,
the number of teachers legally required to fill out the e-Diary is 17,997, while for secondary
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schools, this number reaches 7,420 (Meta, e-dnevnikot "padna", 2018). This indicates a
widespread adoption of electronic diaries in teaching and sharing information with parents.

One of the main benefits of the e-Diary is that the parents of 185,099 primary school students
and 69,227 secondary school students receive SMS or email messages regarding their children's
absences and grades (OOpaszoBanme, 2023). This enables quick and regular communication
between the school and families, keeping them informed about students' academic performance
and participation in school.

Research Objectives

The aim of this research is to evaluate the usability aspect of the current online system "e-
Diary" that is officially in use in primary and secondary education, in all public schools of the
Republic of North Macedonia, while the case study will focus on all public high schools in the
municipality of Tetovo.

The main objectives of this research are:

* The effectiveness of the system

Is the system easy to learn?

Is the system useful for teaching?

Can the system be used to create a diary by teachers?

Can teachers communicate electronically with students and their parents?
* Efficiency of the system

Do users perform tasks quickly?

Can users perform tasks with few errors?

» Satisfaction with the system (Moran, Usability Testing 101, 2019)

Do users like the system?

Are users satisfied with the system?

* Are there any recommendations to improve the system?

Research Questions

To achieve the main objectives, it is necessary to answer the following research questions:

How effective is the system for teachers in terms of ease of learning, ease of use, and overall
usefulness?

How efficient is the system for teachers in terms of task performance, speed, and error rate?
What is the satisfaction of teachers with the e-Diary system?

What are the recommendations for improving the e-Diary system?
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The key focus of this research is to address the objectives and answer the research questions
mentioned above. The achievement of these objectives will be possible through research activities
such as planning, executing, and analyzing usability testing of the e-Diary, as well as designing
solutions to problems discovered during the testing phase.

Method

To explore the effectiveness and user experience of the e-Diary system in secondary schools
within the Municipality of Tetovo, a comprehensive methodology was employed, incorporating
both quantitative and qualitative data collection tools. The primary tool for quantitative data
collection was a survey, carefully developed through a combination of existing literature review
and expert input. This survey was designed to gather detailed insights into various aspects,
including the demographics of the respondents, the frequency of e-Diary use, the perceived ease
of use, overall system satisfaction, and suggestions for potential improvements. The questionnaire
was distributed to teachers across secondary schools in the municipality, ensuring a broad and
representative sample. In addition to the survey, qualitative data was collected through interviews
conducted with a purposive sample of teachers and school administrators who had significant
experience with the e-Diary system. The interview questions were crafted to delve deeper into the
impact of the e-Diary on teaching practices and communication, as well as to identify any
challenges or opportunities associated with the system. Participants were also encouraged to share
their suggestions for system enhancements. For data analysis, the quantitative data obtained from
the survey was analyzed using descriptive statistics, providing a clear and concise overview of the
general trends and patterns. Meanwhile, the qualitative data from the interviews was subjected to
thematic analysis, allowing for the identification of recurring themes and insights that could inform
future improvements to the e-Diary system. (VEAL, 2022)

Before starting the interview, the necessary permissions were obtained from the schools. In
addition, consent forms were obtained from the teachers and it was stated that the participation
was voluntary. Signed research ethics forms were obtained from the school administrators.

The importance of this research lies in the testing of the "e-Diary" application, which is
currently one of the largest projects of the Ministry of Education and Science of the Republic of
North Macedonia, and has been in implementation for several years, even with mandatory status
for all primary and secondary schools at the state level. The usability aspect of the "e-Diary",
addressed within the framework of the research, evaluates the actual state of use of this application
and attempts to draw conclusions and provide possible suggestions in the context of improving the
quality of the platform in use. At the same time, this implies a trend in improving the quality of
primary and secondary education in the Republic of North Macedonia.

Results

The analysis of the results within the framework of the case study on the usability testing of
the "e-Diary" has been approached from two different perspectives. In the first case, responses to
questionnaires distributed in high schools in the Municipality of Tetovo have been analyzed,
attempting to identify quantitative measurement characteristics regarding the use of the e-Diary.
In the second case, through interviews with teachers and school administrators involved in this
study, qualitative conclusions about the current use of the e-Diary have been attempted to be
drawn, based on the ten-year experience within high schools. Experiences of personnel, exchange
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of experiences, challenges of the time, as well as issues addressed within meetings, seminars,
training sessions, advice, and working groups within schools, have also been included here.

Analysis of Questionnaire Results

In the scope of the research, a total of four following schools were included: "Kiril
Pejcinoviq" Gymnasium High School, "Nikola Shtejn" Communal Medical High School, "8
Shtatori" Economic High School, and "Mosha Pijade" Tetovo Regional Center for Vocational
Technical Education. The distribution in schools consisted of 20 teachers from each school. An
attempt was made to include both genders in proportion, resulting in the following percentages:
females (F) 46.2% and males (M) 53.8%.

From the first group of questions related to the demographics of users, it is worth noting that
from the results of Fig.1, it can be observed that 80% of the employed are experienced teachers

who have witnessed the use of both the traditional physical diary method and the e-Diary. Thus,
this category of employees rightfully can assess the advantages of the e-Diary.

Teachers Experience

33%

47%

@ < 10 years m (10 - 20) years m > 20 years

Figure 1. Work experience in education

Regarding the utilization of IT devices, although less than 1% are computer science teachers,
while the remaining 99% belong to other fields such as machinery, communication and transport,
history, language and literature, etc., again, the results show that teachers use IT devices quite well
in general.

Even though half of the respondents declare that they have the e-Diary as their first and only
platform of this kind they use, again, from the perspective of access and usage, the results show
that teachers are confident that they have knowledge above average for using the e-Diary. Only
one respondent declares having no knowledge at all, which does not represent even 1% of the
respondents. Thus, regarding the demographic questionnaire of e-Diary users, it can be concluded
that teachers have the prerequisites and knowledge for optimal utilization of the e-Diary.

From the second group of questions directly related to the usability of the e-Diary, it is worth
highlighting that teachers in general are moderately satisfied, where 43% of the respondents are
moderately satisfied with the speed of access to the e-Diary, while 47% of the respondents are
below average, which leaves something to be desired.

Questions regarding the design sphere show us how satisfied users are with the appearance
of the e-Diary, whether they can make changes in font or color, or select the language in which
they wish to operate, etc. More than half of the respondents are moderately satisfied with the design
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and appearance of the e-Diary, and we see that there are no options for font or color changes.
Regarding language, they can choose the language, including Macedonian, Albanian, Turkish,
Bosnian, and Serbian. Concerning the navigation modules offered by the e-Diary, 65% of the
respondents are moderately satisfied, while the remaining 30% are split in half, where 15% of the
respondents think that there is room for improvement, while another 15% consider these modules
to be very well adapted.

How satisfied are you with the module navigation provided by the

e-Diary?
4% 1%
15% 15% Not at all
V ® Enough
Good
Very Good
B65% m Excellent

Figure 2. Navigation Method and Modules of the Electronic Diary

Regarding the functionality of the e-Diary or the problems encountered during access to it,
from the results of the respondents, we see that 74% of them have responded that it often happens
that this platform is not functional at all. Connecting it with the subsequent question of how often
they attempt to access this platform per day, the majority responded that they try to access it more
than once a day, indicating that this is a problem that must be addressed in the future for better
efficiency, considering that its fulfillment is also a legal obligation and now there is no physical
diary available, which was always at the disposal of teachers.

Regarding the time needed to fulfill obligations towards the electronic diary, from the
obtained results, we see that on average, it takes 5 hours to fulfill the obligations of a whole subject
for a month, while for those who are class coordinators, considering that they have additional
obligations such as recording the held consultations during the school year, parent meetings,
excursions, etc., they need an average of 7 hours per month. On the question about the difficulty
in identifying the appropriate icon needed, we see that 42% of respondents rarely have difficulty,
while the other portion shows a split almost in half, where 28% of respondents often have
difficulty, mostly among teachers with less than 10 years of work experience, meaning that most
of them have no experience with the physical diary, while 29% declare that they have no difficulty
at all in identifying icons, and most of them are pre-trained in the use of the electronic diary. From
this, we see that work experience plays a role because those who have used both the physical and
electronic diary, considering that the icons are almost similar to those of the physical diary, and
the pre-training they have had on the use of the electronic diary, help them to identify more easily.
When it comes to the privileges that a teacher has for recording and modifying data, we see that
73% of respondents declare that they are partly sufficient since there is still room for
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improvements, while 21% are satisfied and think it is sufficient, and only 6% think that they do
not have privileges at all regarding the recording and modification of data.

In the last part of the second group of questions related to the usability of the e-Diary,
questions regarding students are included, such as their access to the electronic diary to see data
like grades, absences, etc., or the possibility that when they turn 18 years old, their information is
not reported to their parents since they are now responsible for themselves. From the results of the
respondents, we see that only 19% of them think that students should not have online access to
individual results in the electronic diary, while 43% think it might be good, and 38% are convinced
that this would be the right action. One of the main goals of the e-Diary is to inform parents in a
timely manner about the progress of students at school. Therefore, from the question about how
much positive impact informing parents through the e-Diary has on the parent-teacher-student
triangle, 54% responded that it has a lot of impact on quick and efficient communication in this
triangle, 37% think it has had some impact, while 9% think it has had no positive impact on the
use of the e-Diary in enhancing communication among parents, teachers, and students.

Do you think that informing parents through the electronic diary has
a positive impact on the triangle: Parent-Teacher-Student?

9%

No
o, .
54% 37% Partially

Highly

Figure 3. Parent-Teacher-Student Triangle

In the third group of questions related to the post-testing phase, we observe that more than
50% of the respondents are satisfied with the modules that the e-Diary already possesses and think
that this access is the best and has a perspective for a more fruitful future for data management
systems for education in general. They also give suggestions for adding some modules such as:
Sending SMS to parents immediately for any new entry in the student portfolio, be it a grade,
absence, or remark, translation of certificates into Albanian (and other languages) and printing
them, lists of evidence, etc.

The e-Diary is an important technological tool in education and can offer many advantages
for both teachers and students in this country. Overall, the e-Diary helps teachers in more effective
management of their administrative tasks, allowing them to mark and monitor student assessments
and progress more easily. The e-Diary also provides an easy platform for communication and
collaboration between teachers and parents. This improves collaboration between teachers and
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parents and helps increase parental engagement in their children's education. Therefore, as shown
in the following diagram, teachers' satisfaction with this platform is more than positive.

At what level from 1 to 5 do you consider you are generally satisfied
with the use of the e-diary?

12%

Not at all (1)

31% Enough (2)
Good (3)

49% Very Good (4)

W Excellent (5)

Figure 4. Level of Satisfaction from the Utilization of the e-Diary.

Although throughout all the responses we have processed so far, we see support from
teachers for the e-Diary, suggestions for new modules, advancement of the same in the learning
management system (LMS) for the future, etc. Again, in the question "If you did not have a legal
obligation, would you have preferred to switch back to the traditional diary?" 79% of the
respondents answered YES, they would immediately switch to the traditional diary, and only 21%
would not make that switch. From this, we see that nostalgia, trust in the traditional diary,
physically writing down hours, absences, grades, etc., are still deeply rooted in the culture of
teachers.

The last question "Any additional comments you would like to add about the electronic
diary?!" is left as an open question, where users have expressed their opinions, or any requests or
suggestions not included in the previous questions. The comments are diverse, ranging from
requests for more sophisticated and faster software, not blocking the program and not deleting data
once entered, which often happens, especially with grades, to finding a more practical option for
recording absences. It happens that the absence becomes unreasonable or reasonable
automatically, regardless of the choice made by the teacher. There are also comments requesting
the provision of electronic devices to teachers to fulfill the legal obligation of completing the e-
Diary. Strengthening the internet in schools, unhindered access to the e-Diary. The server should
be fixed properly, and the responsible persons for this platform should respond faster to the needs
of school e-Diary administrators. Delays in responses occur from the Ministry administrators for
the e-Diary.

The survey results indicated that the majority of respondents were educators, with over five
years of teaching experience, underscoring the reliability of the feedback received. In terms of
frequency, most teachers reported using the e-Diary at least once a week, and a notable portion
used it daily, highlighting its integration into their routine tasks. The perceived ease of use was
generally positive, with teachers giving high marks to features such as grade recording and parent
communication, which are critical aspects of their daily responsibilities. However, despite this
overall satisfaction, there were areas identified for improvement. Some teachers pointed out
technical issues and the lack of customization options as drawbacks, suggesting that while the
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system is functional, it does not fully meet all user needs. Common suggestions for enhancing the
e-Diary included speeding up loading times, providing better technical support, and allowing for
more customization to cater to different teaching styles or school requirements. From the results
of the questionnaire, it can be concluded that from the perspective of these segments, it is worth
taking further action to improve the e-Diary.

Analysis of Interviews

Analysis of the results of interviews for e-Diary is an important process to evaluate the
performance and effectiveness of this online administrative environment. Through interviews with
4 teachers and 4 e-Diary administrators from participating schools, answering the question, "In
your opinion, what positive and negative impact has the electronic diary e-Diary brought?" we
gathered valuable and detailed data about their experiences and thoughts on the platform. After
completing the interviews, a thorough analysis of the collected data was conducted. This includes
evaluating the interview responses and identifying the motives and expectations of e-Diary users.
This thorough analysis helped us identify overall trends, prioritize important issues, and address
problems identified during the interviews. Analysis of the results of e-Diary interviews may also
include statistical methods to understand how users perceive the platform and identify the most
effective ways to change or improve its functionality. When the analysis of e-Diary interview
results is done carefully and competently, it brings a wide range of advantages to improve the
experience of managing data online. Ultimately, this helps us develop a more suitable platform
that users appreciate more.

The education system is one of the key components of a country's development. Parents play
a crucial role in monitoring their children's success in school. They seek to be informed about their
children's absences and successes, focusing on their schoolwork. However, from the interview
results, we find that sometimes schools do not provide continuous internet access and e-diary,
resulting in delays in recording students' grades and absences. This can affect monitoring the
success of children in school and making regular reports to parents. A student's file remains for
several years, and the Ministry of Education may always have access to it. This can affect assessing
a student's success or a teacher's work. However, to carry out this action, we need a well-
functioning system and regular information retrieval from the education system. This requires
coordination between schools and the Ministry of Education, as well as good technological
infrastructure. If schools had fast internet access and a well-functioning IT system, then the
electronic diary would not have a negative impact on school. The electronic diary is a useful tool
for monitoring students' progress and tracking changes in a short time. However, to function
properly, school technical conditions need to be improved, and Ministry of Education IT
administrators need to be ready to address school administrators' errors/requests quickly. In this
way, teachers will be able to access the e-diary in real-time without any delay, making the
recording of student absences and grades regular and accurate.

One of the advantages of the electronic diary is that it provides access to student data from
anywhere they are. This is a significant change compared to previous systems of monitoring
students' progress in school, where information was only available within the school premises. In
this way, the electronic diary offers a useful tool for tracking children's progress, allowing parents
and teachers to be informed in real-time about students' absences and results. However, there is a
negative impact of the electronic diary. In some cases, students may not feel adequately assessed
by teachers because they believe the teacher does not have immediate access to recording absences
and monitoring students' activities in real-time. This can lead to a feeling of dissatisfaction and
frustration with tracking their progress by teachers. To fulfill the goals of the electronic diary, it is
important to create a new culture between students and teachers, in which both parties must be
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responsible and informed about the use of this new technological tool. Teachers must be able to
track their students in real-time and provide necessary help and support immediately. Students
should also be responsible and actively participate in using the electronic diary, monitoring and
reporting their own activities and seeking help when needed. In this way, the electronic diary can
serve as a useful tool to increase the effectiveness and quality of the education system, helping to
build a new culture of tracking students' progress.

The interviews provided further depth to these findings. Teachers and school administrators
praised the e-Diary for its ability to streamline administrative tasks, improve communication with
parents, and offer real-time access to student data, which they found particularly beneficial for
managing their workload and staying informed about student progress. However, they also echoed
the challenges identified in the survey, such as technical difficulties and the limited customization
options. Moreover, interviewees emphasized the need for more comprehensive training on the e-
Diary, as some educators struggled to fully utilize its features due to a lack of instruction. To
address these issues, participants suggested the provision of increased technical support, more
frequent training opportunities, and enhancements to the system that would allow schools to tailor
the e-Diary to their specific needs. These findings collectively indicate that while the e-Diary is a
valuable tool for educators, there is significant room for improvement to ensure it fully supports
their needs and enhances their teaching experience.

Discussion

The e-Diary has proven to be a valuable tool for boosting administrative efficiency and enhancing
communication between teachers, parents, and students. With its real-time access to academic
records and attendance, the system addresses gaps that traditional diaries could not fill. This study
confirms that such technological innovations have significantly improved educational
management, keeping pace with global trends in digital transformation. However, the system's
success also highlights areas that need improvement. Technical problems, such as slow
performance and server outages, point to the need for stronger IT infrastructure and better
maintenance. If these issues are not resolved, they could erode user confidence and reduce the
system's effectiveness. Additionally, the lack of customization options makes it less flexible for
the varied needs of schools and teachers, which is a common drawback of standardized platforms.

One key finding of the study is the impact of inadequate training. Teachers who received sufficient
training expressed higher satisfaction and were better equipped to use the e-Diary’s features. This
emphasizes the importance of regular and well-designed training programs to help all users make
the most of the system. Tailored training sessions could also address specific challenges faced by
teachers with different levels of tech expertise. The study also explores the broader impact of
integrating digital tools like the e-Diary into schools. By automating administrative tasks, the
system allows teachers to spend more time on teaching, which could improve learning outcomes.
To fully achieve this benefit, the system's operational challenges need to be addressed, and its
design should better align with users’ practical needs.

Future research could focus on long-term studies to assess the e-Diary's impact on educational
outcomes. For example, research could investigate how the system affects student engagement,
parental involvement, and academic performance over time. Additionally, gathering feedback
from students and parents, as well as teachers, would provide a more complete picture of the
system's strengths and areas for improvement.

In summary, while the e-Diary is a major advancement in educational administration, its full
potential can only be realized through ongoing improvements and user-focused updates. By
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addressing the identified issues and investing in better infrastructure and training, schools can
maximize the benefits of this digital tool, creating a more effective and inclusive education system.

Conclusion

From this research, it can be concluded that a considerable number of teachers are satisfied
with the e-Diary system and the opportunities and functionalities it offers, and mainly have
positive experiences in using the system, as well as positive attitudes. Also, it can be said that
teachers are generally familiar with most of the possibilities the system offers and do not encounter
major difficulties during its use. If difficulties arise, teachers usually seek help from administrators,
but are generally satisfied with their abilities and believe they can perform all the options the
system offers without major problems. From the analysis of the questionnaire results, several key
evaluations can be included:

Teachers have sufficient experience and knowledge to use e-Diary. Most of them are
responsible and use them efficiently. The majority of teachers are satisfied with the speed of access
to e-diary and its design. However, there are parts of the respondents who evaluate these aspects
as unsatisfactory. Functionality and access problems in e-diary are challenges that need to be
addressed. A considerable number of teachers state that the platform is often not functional, and
improvements are needed to increase its efficiency. Informing parents through e-Diary has a
positive impact on parent-teacher-student communication. Most teachers value this impact as very
important, while some have more restrained attitudes. Overall, teachers have valued e-Diary as an
effective tool for monitoring students' progress. They have noticed that e-Diary provides a clear
overview of students' performance, helping to identify their specific needs and develop appropriate
teaching strategies.

Costs and technical infrastructure are issues that need to be considered. Some teachers have
expressed difficulties regarding access to devices and the internet to use e-Diary. It is important to
ensure that teachers and students have equal access to technology and infrastructure to effectively
use e-Diary. Ultimately, a significant number of teachers are open to improvements and changes
in e-Diary. They value the opportunity to develop and advance the platform to better achieve their
educational objectives.

Based on the assessments of teachers, it is clear that e-Diary has significant advantages
compared to the traditional diary. However, there are also challenges and aspects that need to be
addressed to ensure a successful and effective experience of using e-Diary in the teaching context.
While e-Diary brings advantages such as easy access, easy distribution, progress monitoring, and
efficient communication with parents, it is important to take measures to address issues such as
functionality, data security, technical infrastructure, and user responsibility.

Teachers agree that the introduction of e-Diary into the education system of North
Macedonia is essential and should be continuously improved. It is necessary to provide appropriate
financial and systematic support to equip schools, their staff, and students with the necessary
equipment, and for teachers, especially the elderly, to easily learn the technological innovations
used during teaching.

In conclusion, the research successfully highlights the usability strengths of the "e-Diary"
online system. Teachers find the system easy to learn and use, noting that it adds significant value
to their work. The system's design elements, including content, color, icons, and images, are
visually appealing and help facilitate their tasks. Additionally, the e-Diary proves effective in
monitoring student success and ensuring regular communication with parents, with users
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expressing satisfaction with the system's navigation and problem-solving support. Moreover, the
platform is recognized for delivering accurate information, further enhancing its reliability and
overall effectiveness in the educational environment.
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