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Effectiveness of teachers hinges on how they define tasks, use strategies, realise that
they can succeed, and solve the problems they face—that is, how agentic they are (Bray-
Clark & Bates, 2003). Action research is closely linked to teacher agency because it
empowers and supports teachers by promoting sense of agency and ownership to deal
with their own problems. Hence, teacher agency is closely related to teacher
effectiveness. Accordingly, the aim of the present study is to explore the effects of
implementing online action research on EFL instructors’ use of agency in the classroom.
Seven EFL instructors, who work at a state university in Antalya, Turkey participated in
the study. Data gathering instruments included a teacher agency scale, semi-structured
interviews, and lesson observation techniques administered before and after the AR
procedure. The data were analysed using content analysis and comparative examination
of pre- and post-implementation results. The study revealed that the AR procedure led
participants to take more action during the teaching and learning process, do more than
what was originally planned, reflect more critically on their teaching, and learn from
others through collaborative knowledge and experience sharing. These findings suggest
thatincorporating AR into professional development programmes may enhance teacher
agency and support autonomous pedagogical decision-making.
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Arastirma Makalesi

Ogretmenlerin etkililigi nasil gérev tanimi yaptiklarina, strateji kullandiklarina ve basaril
olduklarina ve karsilastiklari problemleri nasil g¢dzdiklerine yani ne kadar etmen
olduklarina baghdir (Bray-Clark & Bates, 2003). Eylem arastirmasi, 6gretmen
etmenligiyle yakindan iligkilidir ¢linkii etmenlik ve 6gretmenlerin kendi problemlerini ele
almayi sahiplenme anlayislarini tesvik ederek 6gretmenleri giiglendirip destekler. Bu
bakimdan 6gretmen etmenligi 6gretmen etkililigiyle yakindan ilgilidir. Bu dogrultuda
mevcut c¢alismanin amaci ¢evrim i¢i eylem arastirmasi yapmanin ingilizce 6gretim
gorevlilerinin siniftaki etmenliklerine olan etkisini arastirmaktir. Antalya/Turkiye’de bir
devlet tniversitesinde gérev yapan yedi ingilizce 6gretim gorevlisi calismaya katilmistir.
Veri toplama araglari, gevrim ici eylem arastirmasi uygulamasinin basinda ve sonunda
kullanilan 6gretmen etmenligi Olcegi, yari yapilandiriimis gorismeler ve ders
gozlemlerini igermektedir. Veriler, igerik analizi ve ¢alisma Oncesinde ve sonrasinda
uygulanan testlerin sonuglarinin karsilastiriilmal olarak incelenmesini igermektedir.
Calisma, eylem arastirmasi yapmanin katilimcilarin 6gretme ve 6grenme sireglerinde
daha aktif olmalarina, planda belirtilenden daha fazlasini yapmalarina,
o6gretmenliklerine daha elestirel bakmalarina ve ortaklasa bilgi ve deneyim paylasimi
sayesinde birbirlerinden 6grenmelerine imkan sagladigini ortaya koymustur. Bu bulgular
eylem arastirmasinin mesleki gelisim programlarina entegre edilmesinin 6gretmen
etmenligini  arttirabilecegini ve 06gretmenlerin otonom karar vermelerini
destekleyebilecegini 6nermektedir.
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Introduction

In line with the increase in the popularity of Professional Development (PD) activities guided by
teachers such as Action Research (AR) and reflective teaching, the need for continuous teacher education
has gained a novel centre of attention (Richards & Farrell, 2005). Engaging in research is a common
recommendation for language teachers since it is thought to be a potentially valuable way of PD which
promotes the advancement of professional practice.

Research and teaching can be connected thanks to AR. Even though Dewey’s (1929) ideas inspired AR
in terms of continuous education, Lewin (1946), who regarded it to be an alternative to positivistic
research, was responsible for the emergence of it. At first, the capability of AR regarding empowering and
emancipating participants by cycles of reform based on reflection and action was stressed, though,
currently, the contribution of AR to a teacher’s professional self-development has been underlined (Burns,
1999; Rainey, 2000). Therefore, both scholars and teachers consider AR to be favourable because it has a
potential to promote in-depth perspectives in terms of teaching and learning process (Lacorte & Krastel,
2002).

Building upon this foundation, teacher agency emerges as a concept closely aligned with AR. Teacher
agency is defined as teachers’ capacity to act in a purposeful and constructive way so as to manage their
professional development and make a contribution to the development of their colleagues. Teachers
possessing agency are conscious about their part in their professional growth and they make decisions
regarding their own learning to accomplish their goals instead of showing a passive response to learning
opportunities (Calvert, 2016). Thus, it may be concluded that the more agent teachers feel in their
teaching environments the more they can act purposefully and constructively to make choices to achieve
their objectives and the more effective they will feel regarding both their own professional growth and
teaching skills. In this regard, agency can be seen as a dynamic process influenced by both internal and
external factors. Day et al. (2007) state that the connection between identity, agency and structure
(external influences), and effectiveness (both perceived and measured) is dynamic. Thus, agency, in
relation to identity, pertains to the attainment and reorganization of these aspects, the management of
critical situations, and the ability to sustain effectiveness amid pressures.

In conclusion, considering these interconnected dimensions—the empowering nature of AR and the
evolving nature of teacher agency—this study investigates how online AR impacts EFL instructors’ agency
in classroom contexts. By exploring how agent teachers are before and after conducting online AR, this
study aims to contribute to research on PD of EFL teachers. What mainly distinguishes this study from
other studies examining the impacts of AR on various factors as teacher effectiveness, efficacy, and agency
(Tanis & Dikilitas, 2018; Lee2021; Ceylan & Comoglu, 2022) is that it systematically investigates the effects
through clearly defined pedagogical dimensions—namely, planning, instruction, evaluation etc. and how
agency is enacted in each one. Besides, conducted during the shift to remote education prompted by the
COVID-19 pandemic, the research adopts a digital AR model. Unlike traditional face-to-face approaches,
online AR demanded participants to navigate new tools, sustain virtual collaboration, and reflect without
physical presence, creating a distinct context in which teacher agency could be enacted. By focusing on
online AR, this study aims to capture the nuances of teacher empowerment and autonomy in digitally
mediated contexts, which are increasingly relevant in today’s educational contexts.

The subsequent research questions were explored in the study:

(1) What are the perceptions of EFL instructors, who work at a state university regarding their agency
in the EFL classroom before conducting online AR?

(2) Can we detect any changes in the way the instructors perceive their agency in the classroom after
conducting online AR?
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Theoretical Framework
Burns (1999) summarizes specific characteristics of AR as follows:

(1) AR is contextual, small-scale and localized-it identifies and investigates problems within a specific
situation.

(2) Itis evaluative and reflective as it aims to bring about change and improvement in practice.

(3) Itis participatory as it provides for collaborative investigation by teams of colleagues, practitioners
and researchers.

(4) Changes in practice are based on the collection of information or data, which provides the impetus
for change (p.30).

These characteristics form the methodological basis of AR. The research process involves collecting
and analysing data systematically and reflecting on the implications of findings for additional action. These
processes can change direction because of the flexible nature of AR. In sum, it is a spiral cycle of planning,
acting, observing and reflecting conducted interactively (Somekh & Thaler, 1997).

Building on this definition, it is important to understand how AR bridges the gap between theory and
classroom practice. As Prabhu (1992, p. 225) argues ‘classroom teaching can improve only to the extent
that teachers themselves act as specialists’. This highlights the active role of practitioners in producing
knowledge. Indeed, involving teachers in research allows for a more grounded and practice-oriented
understanding of pedagogy (Beasley & Riordan, 1981). AR, therefore, encourages a research mindset and
enables teachers to conduct inquiry within their own classrooms (Nunan, 1989). This transformative
potential of AR has also been validated in empirical studies. Burns (1999) reported that Australian
teachers felt more engaged in their classroom practices, less isolated from their colleagues thanks to
sharing similar difficulties with them, experienced better appreciation of doing research after conducting
AR. In addition, conducting AR was not only a personal challenge but also a professional development for
them.

However, despite its benefits, AR is not without challenges. Several researchers have drawn attention
to the barriers teachers face in engaging with research. For instance, Wallace (1991) notes that conducting
research demands specific skills, time, funding, and personal motivation. McKernan (1996) elaborates on
institutional and logistical challenges—ranging from administrative support and access to research
discourse, to internal doubts and lack of mentorship. Moreover, Rainey (2000) highlights that much
teacher-led AR remains unpublished, leading to a lack of visibility and underestimation of small-scale
projects.

In tandem with AR, the concept of teacher agency is also essential for understanding professional
development. Agency, defined as ‘socioculturally mediated capacity to act’ (Ahearn, 2001:130),
underlines the active role teachers play in shaping their practice. Teachers construct their agency and
identity through an ongoing, complex, and non-linear process of negotiation and reflection.

To explain this further, Biesta & Tedder (2007) offer an ecological perspective on agency and state that
actors consistently act via their environment instead of in their environment. They suggest that agency
emerges from the interaction between personal capacities, resources, and structural conditions. This view
shifts the notion of agency from being a static trait to a context-sensitive, performative accomplishment.

Social cognitive theory also contributes to our understanding of agency. Bandura (1986, 2001)
identifies four core features: intentionality, forethought, self-reactiveness, and self-reflectiveness. These
qualities help individuals plan, execute, and assess actions aligned with their goals. Bandura emphasises
that agency is not merely reactive but proactive, involving a commitment to realise specific future
outcomes.

The features of agentic teachers are examined and explained in various studies. Sen (1999) describes
agentic teachers as the ones who have ability to distinguish what they value in their professional lives and
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get it. Thus, the focal point of professional learning is changed from acquisition of knowledge to
engagement by teachers’ articulating their preferences and exerting influence according to the freedom-
based assessment of agency. Teachers who are agentic can recognize and make use of opportunities to
improve their professionalism and take action to change such as being proactive in their behaviours
(Anderson, 2010). Crocker and Robeyns (2010) state that being a professionally agentic teacher depends
on the extent you make decisions autonomously and deliberatively, act considering your decisions and
generate change in your practice. On the other hand, according to Calvert (2016) being an agentic teacher
is related to certain aspects involving teacher’s internal features such as the inclination to participate in
professional learning, the structural conditions of the school for professional learning and the extent to
which the system includes teachers in making decisions about their learning.

Expanding on this, Pyhdlto et al. (2015, p. 813) explains professional agency as ‘a capacity that
prepares the way for the intentional and responsible management of new learning, at both an individual
level and community level’. This requires making use of others as a resource intentionally and also being
a resource for others (Edwards, 2005). An active professional agent perceives himself/herself as an active
learner who makes decisions and acts intentionally and reflects on his/her actions. Having motivation to
improve and implement his/her expertise is another feature of professional agents (Giddens, 1984). To
conclude, from the point of view of teacher agency, it is about teachers’ constructing their learning
contexts.

Furthermore, teacher agency is deeply embedded in relational and institutional contexts. Greeno
(2006) suggests that teachers’ professional agency depends on the professional interplay between
teachers, pupils and their parents, and the other members of the school community. Hence, the
opportunities, limitations and the demands of the context regulate teachers’ professional agency. In
addition to adaptation, teachers’ professional agency can also include opposition which will commence
initiatives or alter prevailing power relations in the school (Sannino, 2010). Thus, teachers are capable of
changing their working environment via using various strategies.

Teacher agency is mainly characterized as teachers' responses to educational reforms in recent studies
(Sannino, 2010, Yang, 2012). However, teacher agency may have different indications, and may have
different stages from consenting to resistance to negotiation (Robinson, 2012). In a nutshell, teacher
agency can be explained as a phenomenon which is emergent and accomplished in constantly changing
contexts in the process of time involving past, future and present goals changing each time agency is
achieved. To conclude, the theoretical framework of this study integrates the methodological foundation
of AR with multidimensional understandings of teacher agency. Together, they provide a robust lens for
examining how teachers act, reflect, and adapt within evolving educational contexts.

Method
Research Design

A qualitative research design based on interpretive paradigm, is adopted in the study. However, one
of the data gathering instruments the current study employed is a scale, which is a quantitative tool. Thus,
the study made use of mixed method when the tools for gathering data are concerned. It is an explorative
case study (Yin, 1981) and an interpretative one based on Merriam’s (1988) classification.

Participants

The participants of the study were seven female EFL instructors who work at a state university. Criterion
sampling, a kind of purposive sampling technique which belongs to non-probability sampling techniques,
is adopted for the selection of the participants. Table 1 depicts the demographic information about the
participants.
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Table 1
Demographic Information about the Participants
Participant Age Years of experience
Sea 39 16
Astronaut 32 11
Elly 32 9
Blueberry 45 22
Tobe 38 16
Melisa 42 20
Ginger 38 15

Pseudonyms, which the participants chose were used instead of real names. Participants also signed
a consent form, which informs them about the content, procedure of the study and confidentiality of the
participants.

Data collection tools

In order to find out the perceptions of the participants on their use of agency in the classroom before and
after conducting AR, a teacher agency scale (Appendix A) formerly developed by Gllmez (2019) was
adopted and administered to the participants. In addition, to obtain a deeper and more detailed insight
about how agent they feel in their classrooms semi structured interviews and observation techniques
were utilized. In the analysis of the data obtained via semi-structured interviews and observations,
content analysis technique was utilized. The qualitative data collected through interviews and classroom
observations were analysed using thematic content analysis. An open coding approach was employed
initially, where data segments were labelled with descriptive codes. These codes were then grouped into
broader categories, leading to the identification of recurring themes aligned with the research questions.
The coding process was iterative and involved revisiting the data multiple times to refine categories and
ensure coherence across participant responses. Triangulation was achieved by cross-referencing data
from interviews, observations, and the teacher agency scale. Preliminary interpretations were shared with
participants for the confirmation of accuracy and authenticity. Additionally, peer debriefing sessions with
two fellow researchers helped mitigate bias during the coding and interpretation phases.

The data collected via the scale were analysed through descriptive statistics including the calculation
of means and standard deviations via IBM SPSS programme. Four different analyses were conducted: (1)
According to each item in the scale; (2) According to each participant’s responses to items under each
subscale; (3) According to each participant’s responses to all items; (4) According to all responses to items
under each subscale. Finally, Wilcoxon Signed Ranks Tests were used after the scale is given at Time 2 to
see if there is a significant difference between Time 1(T1) and Time 2 (T2).

The aim of the teacher agency scale is to identify teachers’ agentic behaviours within the context of
teaching, in and out of their classrooms. It particularly intended to evaluate the extent to which teachers
took action to further and promote their teaching practice (Glilmez, 2019). The final version of the scale
includes 34 items under six subscales which are: (1) Planning, (2) Instruction, (3) Evaluation, (4)
Empowerment, (5) Community service, and, (6) Dissemination.

The factor structure of the Teacher Agency Scale was examined initially through Exploratory Factor
Analysis (EFA) with the pilot data and then through the Confirmatory Factor Analysis (CFA) using the main
study data. Regarding the validity and reliability of the scale, Cronbach alpha coefficients were also
estimated for each subscale. Alpha coefficients which ranged between 0.70 and 0.89 are considered to
be satisfactory. In addition, item-total correlations (ranging from 0.54 to 0.71 for ‘instruction’, from 0.58
to 0.80 for ‘community service’, from 0.65 to 0.76 for ‘evaluation’, from 0.49 to 0.69 for ‘planning’, from
0.51 to 0.69 for ‘dissemination’, and from 0.60 to 0.70 for ‘empowerment’) show that there is a strong
correlation between the items and the total scale (Glilmez, 2019).

687



Yilmaz & ilin — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 55(2), 2026, 683-724
The collaborative AR procedure

The study started in the second term of 2019-2020 academic year and finished at the end of the second
term of 2020-2021 academic year when teachers had to teach online due to the pandemic. Before
conducting online AR, the participants thought about problems they face in their classrooms and possible
solutions to these problems, which is the very first step of AR procedure. Moreover, a presentation about
implementing online AR was given to the participants. Finally, the participants agreed on a difficulty in
their virtual classrooms and commenced the AR procedure. The topics of the participants’ studies can be
seen in Table 2 below.

Table 2

The AR Topics of the Participants
Participants Topics
Astronaut Using reading aloud technique to improve learners’ speaking skills and writing skills
Blueberry The effects of participating in out of class online discussion groups on the speaking

skills of prep school students

Elly The effects of writing in the target language on the speaking skill and students’ feeling
of success

Ginger Using vlogs to enhance students’ speaking skills

Melisa Using WhatsApp as a tool to give peer feedback to enhance EFL students’ writing skill

Sea Using follow up questions to enhance speaking competency of EFL students

Tobe Using out of class online speaking practice to enhance speaking skills of prep school
students

The researcher met the participants twice a month throughout the procedure for experience sharing
and reflection. The practice continued for 2 months. Finally, the participants gave a presentation on the
phases of their studies.

Findings
Analysis 1 According to each item in the scale

Descriptive statistics including means and standard deviations of the responses of the participants to
each item were calculated to understand the participants’ agencies based on each item at T1 and T2.

Figure 1 illustrates the responses of the participants to all 34 items in the scale at T1 and T2.

Figure 1
The Responses of the Participants to All Items at T1 and T2

d inal Means of Responses

Estimated Marginal Means

Items
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Figure 1 shows the items on the horizontal axis and the responses; 1 being never and 5 being always
on the vertical axis. When the responses of the participants at T1 and T2 are observed, it is seen that there
is a tendency to increase in the agencies of the participants at T2.

Then, the items are illustrated under each subscale so as to see the descriptive statistics according to
each subcategory at T1 and T2. The results show that the participants started to use more agency in terms
of certain items of the subscales, which are depicted in Table 3 below.

Table 3
The Changes in Terms of Agencies of the Participants According to Each Subscale
Subscales Results
Planning v' preparing their own plans and making changes in their existing plans
(item 1and 3) at T2
Instruction v'  helping their students relate what they learn to their experiences (item
8)atT2
v' encouraging students to present their projects (item12)
Dissemination v' presenting or sharing their studies or experiences (items 32 and 33
respectively) at T2
Empowerment v' developing authentic testing tools and encouraging their students to

evaluate each other after the AR procedure (items 18 and 25
respectively)

Evaluation v evaluating their own teaching performances and making use of their
individual evaluations while planning (items 21 and 23 respectively)

Community v' developing projects to meet various needs (item 28) and making

Service organizations for students to participate in extracurricular activities
(item 29)

Analysis 2. According to each participant’s responses to items under each subscale

The second analysis is concerned with each participant’s responses to items under each subscale
(Appendix B) to reveal how agent each participant is regarding each subscale. The findings are presented
together with the extracts from the semi structured interviews and lesson observation notes which are
used to validate the data gathered through the teacher agency scale.

Astronaut

The findings reveal that although Astronaut has similar tendencies to use her agency in terms of
instruction, community service and evaluation subscales at both times, she decided to take more action
when planning and dissemination are concerned. The AR procedure which includes planning and
knowledge sharing and the flexibility provided by online teaching have apparently fostered her agency
with regards to these two areas. However, in terms of empowering the students, she seems to be more
hesitant to use her agency when compared to T1.

When asked if the AR procedure affected her agency as a teacher, she stated that it definitely raised
awareness which she lost track of from time to time. Although she does not mention AR as the cause of
the shift in her agency, she remarks the awareness-raising feature of AR. Moreover, lesson observation
report of Astronaut depicts that she has started to take more action in terms of instructional practices at
T2. She commented on how this experience affected her students as follows:

Extract 1:

Especially at this time of pandemic, | think this study motivated the students. Rather than improving their
skills or the numerical achievement results, the main asset of this study was to integrate them to the
lesson at this difficult time.
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Blueberry

Findings demonstrate that Blueberry tends to use her agency more in terms of instruction, community
service, evaluation and planning after AR procedure. In addition, we observe that she is agent about
sharing information and her experiences at both times. Finally, when empowering the students is
concerned, she is indecisive to take action at both times.

When asked if the AR procedure affected her teaching practices as a teacher, she stated:
Extract 2:

There is a noteworthy improvement in the students’ speaking skills. Moreover, while they are searching
for their topics on the internet, they learned how to simplify their language when looking for information
in English. They were enthusiastic while doing the activities since they had fun. They also wanted to
continue the project in the second term. It was a fruitful experience.

Although she is used to teaching online, it was her first online AR and apparently, she benefited from
it. However, her lesson observation report does not show much difference between T1 and T2 depicting
her use of agency about instruction and planning parts of the lesson.

Elly

When we compare T1 and T2 results, we can clearly observe that Elly has changed her tendencies to
take action in terms of all sub scales after the AR. She elaborated on this shift as follows:

Extract 3:

| also realised the same increase in my agency because in this AR we share our knowledge and our
experience. We learn what the other classes are missing, how they improve, how the other teachers
improve and what kind of AR they have done. We can’t experience everything because there is no time
but if you share the knowledge and the results with our colleagues, we can do more things about the
students’ improvement and also about empowering my students. As | empower my students, | feel that
my agency increases.

She also added that the procedure also contributed to her professional development especially via
sharing information. She seems to have benefited from the AR procedure in terms of realising her
students’ needs, making self-evaluation, making short- and long-term plans and sharing knowledge and
experience. However, her lesson observation reports at both times seem to be similar showing that she
uses agency when instruction and planning are concerned.

Ginger

When we compare T1 and T2 results, we can clearly observe that Ginger has not changed her
tendencies to use her agency in terms of all subscales except planning in which she has become more
agent. When asked if the AR procedure affected her agency as a teacher and she replied:

Extract 4:

I think, first, it raised our awareness on teacher agency. As we have busy schedules, sometimes we do not
really think on our decisions or what we do in the class, so it helped me reflect on my own teaching. |
began to question my decisions; the things | do in the classroom. | ask myself if | am doing it because it is
the part of the programme or if it is useful. | have become more critical. | think more about it, | am more
aware of the situation and | believe this is something very good for a teacher.

Finally, Ginger pointed out feeling stronger to take action and reflecting on her teaching as essential
assets of the AR procedure. In the same vein, her lesson observation report depicts she has started to use
her agency more after the study.
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Melisa

It can be observed that Melisa has decided to use her agency more in terms of all subscales except
‘instruction” and ‘community service’. Regarding these two areas, her responses at T2 were similar to the
ones at T1. She explained this change as follows:

Extract 5:

When dissemination is concerned AR procedure definitely contributed, because we met regularly and
shared our experiences and gave feedback to each other. | had a chance to learn from my colleagues. |
also had to take more action about planning for example | reorganized my plans to include the extra
activities | prepared for AR. Finally, the procedure helped me to empower my students by giving them
opportunities to take action in the planning and evaluation phases of the study.

To conclude, Melisa seems to have benefited from the AR procedure in terms of evaluation,
dissemination, planning and empowering her students although her lesson observation reports do not
show any difference at both times.

Sea

The findings show that Sea has decided to use her agency more in terms of ‘evaluation’ after the AR
procedure. However, when other subscales are considered, it is noticed that there is not much change
about taking action. However, when asked if the AR procedure affected her agency as a teacher, she
responded:

Extract 6:

I try not to ignore the problems that | can see throughout this AR study. | saw that | can realise a problem
| can do research for the solution of the problem and | can make a difference in my students learning and
my teaching.

To sum up, it can be interpreted that Sea has become aware that when she notices a problem in her
class she can take action to solve it but she is still hesitant to use her agency. Finally, her lesson observation
report shows that she has started to take more action in terms of instruction.

Tobe

When T1 and T2 results are compared, we can clearly observe that Tobe has decided to take more
action in terms of sharing her knowledge and experiences after the AR procedure. Regarding ‘evaluation’,
she seems to use less agency after the study may be due to online teaching. In terms of other subscales,
she does not seem to change her mind about using agency.

She elaborated on the effects of the procedure as follows:
Extract 7:

| did some extra online activities with my students so I did something more than the ready plan given to
us. | also prepared speaking activities for my students. They recorded and then | was able to give feedback
individually. They completed all of them and were happy to do out of class activities.

She also added that the speaking skills of the students improved and they felt themselves valuable
since they thought that the teacher is doing something extra for them.

To conclude, Tobe seems to have benefited from the AR procedure since she realised that she could
take more action and do more than what the ready-made plan says. However, her lesson observation
reports at both times do not reveal much change.

Table 4 sums up cited benefits of AR by the participants in the interviews
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Table 4
Cited Benefits of the Action Research Procedure

Cited benefits of AR

Take more action

Sharing information

Raising awareness
Empowering students
Self-reflection

Doing more than the ready plan
Seeing students’ needs

Doing more about students’
improvement

Becoming more critical
Learning from other colleagues

P P NNNMNNWOGMmM

=

When teacher agency is concerned, the participants of the study cited taking more action five times
at the end of the study showing that they started to feel more agent after the action research procedure.
Moreover, three participants mentioned sharing information as a benefit of the study. For example, Elly
explained this by stating that there was no time to experience everything but sharing the knowledge and
the results with her colleagues was helpful to see she could do more about her students’ improvement.
The assets of the study in terms of raising awareness, empowering students, self-reflection and doing
more than the ready plan were noted twice each by the participants. For example, according to Ginger
the biggest difference is about reflection and she began to question her decisions and the things she did
in the classroom after the study. Finally, they mentioned seeing students’ needs, doing more about
students’ improvement, becoming more critical and learning from others as benefits of the study
regarding their agency.

Analysis 3. According to each participant’s responses to all items at T1 and T2

In the third analysis, descriptive statistics of the participants’ responses to all items at T1 and T2 are
calculated to understand overall agency of each participant. Table 5 depicts the responses of each
participant to all items at T1 and T2.

Table 5
Each Participant’s Responses to All Items at T1 and T2

Participant T1 T2

Never Rarely Sometimes Generally Always Never Rarely Sometimes  Generally Always

Astronaut 0.09 0.15 0.35 0.35 0.06 0.12 0.03 041 0.24 0.21
Blueberry 0.06 0.00 0.26 0.35 0.32 0.03 0.03 0.21 0.26 0.47
Elly 0.21 0.47 0.29 0.03 0.00 0.03 0.12 0.26 0.50 0.09
Ginger 0.09 0.24 0.29 0.21 0.18 0.12 0.21  0.32 0.26 0.09
Melisa 0.24 0.21 0.26 0.24 0.06 0.15 0.12 0.18 0.44 0.12
Sea 0.50 0.35 0.12 0.03 0.00 0.41 0.29 0.18 0.12 0.00
Tobe 0.15 0.24 0.29 0.32 0.00 0.18 0.15 0.35 0.29 0.03

When we observe the responses of Astronaut to all 34 items at T1 and T2, it is seen that she can use
her agency in certain areas at both times. Blueberry’s analysis of her responses shows that she can use
her agency in most areas and at T2 there seems to be an increase in her agency. In Elly’s analysis we notice
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that Elly has changed her tendencies at T2 and she has decided to take more action during the teaching
and learning procedure. The analysis of Ginger’s responses presents that there seems to be a slight
increase in her use of agency at T2. In Melisa’s analysis we observe that she has started to take more
action in terms of teaching and learning practices. Sea’s analysis shows that she does not feel herself agent
in most cases at both times. Finally, the analysis of Tobe’s responses reveals that she has become a little
less agent at the end of the study.

Analysis 4. According to all responses to items under each subscale

Appendix C reveals that the participants’ responses to the items belonging to ‘instruction’, ‘community
service’ and ‘evaluation’ subscales were similar at T1 and T2. Nonetheless, with regards to ‘planning’,
‘dissemination’ and ‘empowerment’ subscales, it is observed that the participants started to take more
action at the end of the study.

Wilcoxon Signed Ranks Test results of the data collected in T1 and T2

Wilcoxon Signed Ranks Test was conducted for all four analyses to see if there is a significant difference
between T1 and T2 depicted in Appendix D. Sig<= 0.05 indicates that there is a statistically significant
difference between T1 and T2. That is, the participants’ use of agency has increased at the end of the
study when their responses to all items are considered.

In terms of the subscales, the participants’ responses to the items belonging to ‘instruction’,
‘community service’ and ‘evaluation’ subscales were similar at T1 and T2. Nonetheless, with regards to
‘planning’, ‘dissemination’ and ‘empowerment’ subscales, it is observed that the participants started to
take more action at the end of the study.

The third analysis displays that there is a significant difference in Elly’s and Melisa’s responses to all
times between T1 and T2 with a positive direction showing that Elly and Melisa seem to use their agency
more after the study.

The final analysis shows that there is a significant difference in the responses of the participants
concerning the subscales 1,4,5 and 6 (instruction, planning, dissemination and empowerment
respectively) in the positive direction. This indicates that the participants have started to use take more
action when instruction, planning, dissemination and empowerment are concerned. However, regarding
community service and dissemination there seems to be no significant difference.

Discussion

The results regarding the impacts of conducting AR on the agencies of the participants revealed that
participant teachers’ use of agency tends to increase in certain points at the end of the study. This increase
was particularly observed in areas such as planning, dissemination, and empowerment. These findings
suggest that structured engagement in action research can facilitate more proactive and reflective
teaching behaviours. The data from interviews and classroom observations further validate this shift.
Participants described feeling more capable of taking initiative when challenges arose in the classroom,
going beyond pre-planned activities, and engaging in critical self-reflection. This also extended to peer
learning, where collaborative knowledge exchange was perceived as highly beneficial.

Moreover, participants reported indirect yet meaningful benefits for students, such as increased
motivation, enthusiasm, and a greater sense of value and empowerment. These perceptions imply that
teacher agency, when enhanced, may translate into more student-centred and responsive classroom
environments.

However, the degree of change was not uniform across all participants. While most demonstrated a
clear shift, two of the participants showed only modest differences in their agency. This variability
highlights how individual dispositions and contextual factors such as individual resistance to change, lack
of prior exposure to reflective practices, or challenges adapting to online collaboration formats can
influence outcomes. These variations underline the need for differentiated support in professional
development efforts.

693



Yilmaz & ilin — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 55(2), 2026, 683-724

Additionally, the online context of AR in this study introduced both constraints and opportunities.
Although it limited in-person feedback and interaction, it also prompted teachers to adapt creatively,
develop digital competencies, and explore new forms of collaboration. This digital adaptation appears to
have contributed to their evolving sense of agency, particularly in planning and knowledge dissemination.
Thus, the study sheds light on how AR, even when conducted virtually, can offer a meaningful space for
teachers to reflect, act, and grow within their professional context.

The current study’s findings align with prior research. For example, Xin and Brion-Meisels (2024)
explored seven teachers’ self-reported sense of agency and sense of well-being after experiencing a
yearlong critical participatory AR by using interviews. The findings of the study illustrated that the
participant teachers reported increased sense of agency regarding their professional skills and knowledge,
collegial support, participating in decision-making, their well-being and views being valued by others after
the study. However, when it comes to transferring these feelings to their school contexts certain
contextual factors such as administrative support are found to be effective.

In line with the present study, in the Canadian context, Nixon (2016) reported that involving in critical
participatory AR helped the participant teachers alter their roles from being operatives to being agentic
teachers in their teaching and learning.

Besides, Vu (2020) explored perceived sense of agency of eight teacher educators’ by using
observation notes, reflective journals, and recordings from semi-structured interviews following an AR
procedure in the Vietnamese context. The results showed that the educational intervention helped
educators become more knowledgeable, intercultural, and inspirational agents in their classrooms.

Similar to the results of the current study, Biesta et al. (2015) remarked the importance of collective
development and consideration to promote teacher agency in consequence of their study which aimed
to find out the dynamics of teacher agency and the determinants contributing to its improvement and
enhancement. Yang (2012), who studied the nature and extent of teacher agency with respect to
requirements of the new curriculum reform, also pointed out the requirement of support from
professional peers to promote pedagogical agency. These findings are also related to the two modes of
agency in social cognitive theory of agency namely proxy and collective agency. Proxy agency defined as
working with others to accomplish what we cannot achieve on our own and collective agency, which is
the belief that people can produce desired results thanks to their collective power, (Bandura, 2001) are
enhanced thanks to the collaborative AR procedure, which paves the way for teachers to work together,
share experiences and knowledge to solve problems. The results of the current study also revealed that
sharing knowledge and experience via collaborative AR procedure enhanced teacher agency.

Reflection is another asset of AR procedure which affected participant teachers to become more
agent. In the same vein, the findings of Ruan’s (2018) study, which investigated how a Shanghai tertiary
female EFL teacher demonstrated her agency negotiating with the situated context, revealed that
reflection facilitated the participant teacher’s achievement of agency.

Wyatt’s (2011) study cited several benefits of conducting AR including becoming more self-confident
and autonomous. Considering that autonomy is about having power to make decisions about what a
person can do, it is closely related to being agent. Thus, we can interpret that if AR enhances being
autonomous, it also somewhat promotes agency. In addition, Crocker and Robeyns (2010) state that being
a professionally agentic teacher depends on the extent you make decisions autonomously and
deliberatively.

In the Turkish context, Cabaroglu (2014) also reported advancement in teaching efficacies, developed
self-awareness, improvement in problem-solving skills and promoted autonomous learning as a result of
14-week AR procedure conducted by English language teacher candidates. Similarly, Bandura (2001)
asserts that efficacy beliefs constitute the basis of human agency since believing that you can generate
expected results enhances resilience. In another study Ceylan and Comoglu (2022) investigated seven pre-
service EFL teachers’ insights after they engaged in a collaborative action research (CAR) project during
their e-practicum course in Tiirkiye. The benefits of the experience ranged from gaining new perspectives
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on research, their teacher selves, and teacher professional development, providing sustained dialogic
interaction, collective scaffolding, more symmetrical power relations, a shared goal and ownership of
research within the CAR community. Lastly, Tanis and Dikilitas (2018) explored nine Turkish EFL
instructors’ beliefs on the role of AR, and compared AR, as a transformative model, with transmissive and
transitional PD models. The results revealed that AR as an on-going PD activity is considered as a highly
effective tool for enhancing teachers’ practical knowledge promoting belief in a lifelong learning PD
process, collaboration-based PD practices integrating inquiry based, experiential knowledge with
reflective practice, and a bottom up PD approach. To sum up, the studies in the Turkish context also
reported positive outcomes of doing AR with regards to both professional and personal developments of
teachers.

In conclusion, while the current study’s findings are in line with the results of aforementioned studies,
focusing on specific dimensions of teaching and learning procedure where teacher agency shifted most
significantly distinguishes it from others. This granular understanding adds depth to existing literature and
supports the argument that AR serves as more than a research tool—it is a mechanism for professional
transformation.

Conclusion, Pedagogical Implications and Suggestions for further Research

The present study scrutinizes to clarify the effects of conducting collaborative AR with seven EFL
instructors to have an understanding of how this experience influences their use of teacher agency in the
classroom. When the data is analysed, it is found that after the AR procedure, the participants of the study
started to take more action during the teaching and learning process although not all of these shifts are
statistically significant. Furthermore, they reported realising their ability to take more action when there
is a problem in the classroom, doing more than what the plan says, reflecting on their teaching, learning
from others thanks to knowledge and experience sharing as benefits of the AR procedure. The findings of
this study align with previous research emphasizing the empowering nature of action research in
enhancing teacher agency (Biesta et al., 2015; Calvert, 2016). Specifically, the observed increase in
participants’ proactive behaviours and reflective practices supports the notion that when teachers are
given the tools and autonomy to investigate their own practices, they engage more deeply with
professional growth. This confirms Burns’ (1999) argument that AR fosters meaningful change through
teacher-led inquiry and reflection. Probable implications of the study are elaborated in relation to
different stakeholders of the education process namely; administrators, teachers and students below.

From the perspective of the administrators, it can be interpreted that if teachers are given favourable
circumstances to plan, investigate and reflect, it can have positive outcomes such as shifts in their
practices paving the way to be more agentic. Thus, first, administrators should involve teachers to the
planning procedure of the curriculum. Next, they should give teachers enough flexibility to take initiatives
concerning their teaching. Besides, teachers should be given opportunities to do research and share their
research results with their colleagues.

From the point of the teachers, as a result of experiencing the AR procedure, the participants of the
study realised that they can make a change when they notice a problem in their classrooms which is one
of the most essential implications of the study since this realization helped them to be more agent in the
classroom. As Bandura (2001) states if people do not believe that they can make changes in the expected
direction, they will not have motivation to take action. Furthermore, knowledge and experience sharing
nature of collaborative AR procedure provided the opportunity to learn from their colleagues which in
turn promoted the knowledge development of teachers. As one of the participants stated during the study
it is not possible to experience everything yourself so we have to benefit from the experiences of others.
This is also related to the two modes of social cognitive theory of human agency which are proxy and
collective agency. While the former one helps us accomplish what we cannot achieve on our own by
working with others, the latter is about producing desired results via collective power. In addition, the
participants of the study mentioned self-reflection as an asset of AR procedure. Self-reflectiveness, the
capacity to self-examine one’s own functioning enabling the evaluation of one’s motivations, values and
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the meaning they attach to the pursuits of life, is one of the core features of human agency (Bandura,
2001).

Lastly, from the students’ viewpoint, it can be interpreted that having an agentic teacher has certain
advantages. First, agentic teachers can take action and intervene when they notice a problem, which will
improve not only teaching but also learning process. Furthermore, a teacher who practices self-reflection
will be open to criticism, which will pave the way for a more democratic atmosphere in the classroom
where students can articulate their ideas without hesitation. In addition, agentic teachers tend to
empower their students and involve them in the decision making processes, which will affect the
motivations of the students positively. In the same vein, the participants of the study also asserted that
their students felt more motivated, enthusiastic, eager, valuable and empowered after they took action
to conduct action research.

On the other hand, it should be taken into consideration that the current study is basically a qualitative
one and the findings of the study cannot be generalized to other contexts. Qualitative research aims to
interpret how people create meaning and social reality in their natural social contexts. In this vein, this
study was conducted with seven EFL instructors working at a School of Foreign Languages at a state
university, and the findings are related to the participants and the study context. Thus, further studies
should be conducted in different contexts with larger numbers of participants considering that teachers
at different educational settings will produce different outcomes which will enable an opportunity to see
the effects of conducting AR on the conceptualization of teacher agency and teacher effectiveness and
students’ achievements.

Future research could also further explore how online action research can be systematically integrated
into both in-service and pre-service teacher education programmes. Given the promising outcomes of this
study, particularly regarding increased teacher ownership and critical reflection, designing longitudinal
studies that examine sustained engagement in AR may yield deeper insights into its long-term impact on
teacher identity and agency. Additionally, comparative studies between online and face-to-face AR
implementations would shed light on context-specific affordances and constraints.

In sum, this study contributes to the theoretical understanding of teacher agency by demonstrating
how online action research serves as a dynamic tool for promoting agency in EFL contexts. On a practical
level, the findings suggest that structured, reflective AR processes—especially when facilitated online—
can significantly enhance teachers’ professional autonomy, collaborative capacity, and instructional
decision-making. These insights can inform the design of future PD programmes aiming to cultivate
empowered, reflective educators.
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Tiirkge Siirimui

Giris
Eylem Arastirmasi (EA) ve yansitict 6gretim gibi 6gretmen rehberliginde yiritiilen mesleki gelisim
faaliyetlerinin artan poplaritesine paralel olarak, siirekli 6gretmen egitimine duyulan ihtiyag yeni bir odak
noktasi haline gelmistir (Richards & Farrell, 2005). Arastirma sireglerine dahil olmak, mesleki

uygulamalarin ilerlemesini tesvik eden, potansiyel olarak degerli bir mesleki gelisim yolu olarak
goruldigiunden, dil 6gretmenleri icin yaygin olarak dnerilen bir yontemdir.

Eylem Arastirmasi (EA) sayesinde arastirma ve 6gretim arasinda bir bag kurulabilmektedir. Dewey’nin
(1929) fikirleri, strekli egitim baglaminda EA’ya ilham vermis olsa da, bu yéntemin bir disiplin olarak ortaya
¢ikisindan, onu pozitivist arastirmaya bir alternatif olarak goren Lewin (1946) sorumludur. Baslangigta,
EA’nin yansitma ve eyleme dayali reform donguleri aracili§iyla katilimcilari giiglendirme ve ézgurlestirme
kapasitesi Uzerinde durulmus; ginimiizde ise EA’nin 6gretmenin mesleki 6z gelisimine sagladig katki
vurgulanmaya baslanmistir (Burns, 1999; Rainey, 2000). Bu nedenle, hem akademisyenler hem de
ogretmenler, 6gretme ve 6grenme sireglerine dair derinlemesine bakis acilarini gelistirme potansiyeli
tasidigi icin EA’y1 faydali bir yéntem olarak kabul etmektedir (Lacorte & Krastel, 2002).

Bu temel lzerine insa edilen 6gretmen etmenligi, EA ile yakindan iliskili bir kavram olarak ortaya
cikmaktadir. Ogretmen etmenligi, 6gretmenlerin kendi mesleki gelisimlerini ydnetmek ve meslektaslarinin
gelisimine katkida bulunmak amaciyla amagh ve yapici bir sekilde hareket etme kapasitesi olarak
tanimlanmaktadir. Etmenlik sahibi 6gretmenler, mesleki gelisimlerindeki rollerinin bilincindedirler ve
o0grenme firsatlarina pasif bir tepki vermek yerine, hedeflerine ulagsmak igin kendi 6grenme sireglerine
dair kararlar alirlar (Calvert, 2016). Dolayisiyla, 6gretmenler 6gretim ortamlarinda kendilerini ne kadar
etmen hissederlerse, hedeflerine ulasmak i¢in o kadar amacli ve yapici segimler yapabilecekleri ve hem
kendi mesleki gelisimleri hem de 6gretim becerileri konusunda kendilerini o kadar etkili hissedecekleri
sonucuna varilabilir. Bu baglamda etmenlik, hem i¢sel hem de dissal faktorlerden etkilenen dinamik bir
sureg olarak gorilebilir. Day ve ark. (2007); kimlik, etmenlik ve yapi (dissal etkiler) ile etkililik (hem
algilanan hem de 6lgilen) arasindaki baglantinin dinamik oldugunu belirtmektedir. Bu nedenle etmenlik,
kimlikle iligkili olarak, bu unsurlarin elde edilmesi ve yeniden diizenlenmesi, kritik durumlarin ydnetilmesi
ve baskilar altinda etkililigi stirdirebilme yetenegi ile ilgilidir.

Sonug olarak, EA’'nin giiclendirici dogasi ve 6gretmen etmenliginin gelisen yapisi gibi birbiriyle
baglantih bu boyutlar gdz éniine alindiginda; bu calisma, cevrimici EA’nin ingilizceyi yabanci dil olarak
o6greten Ogretim gorevlilerinin sinif baglamindaki etmenlikleri Gizerindeki etkisini incelemektedir. Bu
¢alisma, gcevrimici EA yiiritmeden dnce ve sonra 6gretmenlerin ne derece etmen olduklarini arastirarak,
onlarin mesleki gelisimine yonelik arastirmalara katkida bulunmayi amaglamaktadir. Bu ¢alismayi, EA’nin
O0gretmen etkililigi, 6z-yeterligi ve etmenligi gibi ¢esitli faktorler lizerindeki etkilerini inceleyen diger
calismalardan (Ceylan & Comoglu, 2022; Lee, 2021; Tanis & Dikilitas, 2018) ayiran temel fark, EA'nin
etkilerini planlama, 6gretim ve degerlendirme gibi acikca tanimlanmis pedagojik boyutlar ¢ercevesinde
sistematik olarak ele almasi ve 6gretmen etmenliginin bu boyutlarin her birinde nasil icra edildigini ayri
ayri incelemesidir.

Ayrica, COVID-19 pandemisinin tetikledigi uzaktan egitime gegis slirecinde yiritilen bu arastirma,
dijital bir EA modelini benimsemektedir. Geleneksel ylz ylize yaklasimlarin aksine, c¢evrimigi EA,
katilimcilarin yeni araglari kullanmalarini, sanal is birligini sirdirmelerini ve fiziksel varlik olmaksizin
yansitma yapmalarini gerektirmis; bu da 6gretmen etmenliginin sergilenebilecegi 6zgiin bir baglam
olusturmustur. Cevrimici EA’ya odaklanan bu ¢alisma, gliniimiiz egitim ortamlarinda giderek daha fazla
6nem kazanan dijital ortamlardaki 6gretmen gliclenmesi ve 06zerkliginin nlanslarini yakalamayi
hedeflemektedir. Calismada su arastirma sorulari incelenmistir:
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(1) Bir devlet iniversitesinde gorev yapan ingilizce 6gretim gorevlilerinin, cevrimici EA yiiriitmeden
once siniflarindaki etmenliklerine iliskin algilari nelerdir?

(2) Ogretim gorevlilerinin sinif icindeki etmenliklerini algilama bicimlerinde, cevrimici EA yiriittiikten
sonra herhangi bir degisim saptanabilir mi?

Kuramsal Cergeve
Burns (1999), EA’nin temel 6zelliklerini su sekilde 6zetlemektedir:

(1) EA baglamsal, kiguk olgekli ve yereldir; belirli bir durum icindeki sorunlari tanimlar ve inceler.

(2) Uygulamada degisim ve iyilestirme saglamayi amagladigi icin degerlendirici ve yansiticidir.

(3) Meslektaslardan, uygulamacilardan ve arastirmacilardan olusan ekiplerin is birligine dayali
incelemesine olanak tanidigi icin katilimcidir.

(4) Uygulamadaki degisiklikler, degisimin itici glicinl olusturan bilgi veya veri toplamaya dayanir
(s.30).

Bu ozellikler, EA’nin metodolojik temelini olusturur. Arastirma siireci; verilerin sistematik olarak
toplanmasini, analiz edilmesini ve bulgularin doguracagi sonuglarin ek eylemler icin yansitilmasini igerir.
Bu siirecler, EA’nin esnek dogasi geregi yon degistirebilir. Ozetle EA; planlama, uygulama, gdzlemleme ve
yansitma asamalarindan olusan ve etkilesimli bir sekilde yirtttlen sarmal bir dongtdir (Somekh & Thaler,
1997).

Bu tanim {zerine insa edilecek olursa, EA’nin kuram ile sinif uygulamasi arasindaki boslugu nasil
doldurdugunu anlamak 6nem arz etmektedir. Prabhu’nun (1992, s. 225) savundugu gibi, "sinif i¢ci 6gretim
ancak Ogretmenlerin bizzat uzmanlar olarak hareket etmesi olglsiinde gelisebilir." Bu durum,
uygulamacilarin bilgi Gretimindeki aktif rolinid vurgulamaktadir. Nitekim o6gretmenlerin arastirma
sureclerine dahil edilmesi, pedagojiye dair daha temelli ve uygulama odakh bir anlayis gelistiriimesine
olanak tanir (Beasley & Riordan, 1981). Bu nedenle EA, bir arastirma zihniyetini tesvik eder ve
o6gretmenlerin kendi siniflarinda inceleme yapmalarina imkan saglar (Nunan, 1989).

EA’nin bu donustiricl potansiyeli deneysel ¢alismalarla da dogrulanmistir. Burns (1999), Avustralyal
o6gretmenlerin EA yirattiikten sonra sinif ici uygulamalarina daha fazla dahil olduklarini, benzer gigliikleri
paylastiklari icin meslektaslarindan daha az izole hissettiklerini ve arastirma yapmanin degerini daha iyi
kavradiklarini bildirmektedir. Buna ek olarak, EA yiritmek onlar i¢in sadece kisisel bir meydan okuma
degil, ayni zamanda bir mesleki gelisim sireci olmustur.

Bununla birlikte, sundugu faydalara ragmen EA zorluklardan muaf degildir. Cesitli arastirmacilar,
dgretmenlerin arastirma siireclerine dahil olurken karsilastiklari engellere dikkat cekmislerdir. Ornegin
Wallace (1991); arastirma ydrtutmenin belirli beceriler, zaman, finansman ve kisisel motivasyon
gerektirdigini belirtmektedir. McKernan (1996) ise yonetim destegi ve arastirma sdylemine erisimden,
icsel stiphelere ve mentorluk eksikligine kadar uzanan kurumsal ve lojistik zorluklari detaylandirmaktadir.
Dahasi Rainey (2000), 6gretmen rehberliginde yiritilen pek ¢cok EA'nin yayimlanmadan kaldigini, bunun
da kiglk olgekli projelerin goriinirliginin azalmasina ve kiiciimsenmesine yol actigini vurgulamaktadir.

EA ile es zamanh olarak, 6gretmen etmenligi kavrami da mesleki gelisimi anlamak igin esastir.
"Sosyokdltlrel olarak aracilanmis hareket etme kapasitesi" (Ahearn, 2001) olarak tanimlanan etmenlik,
dgretmenlerin uygulamalarini sekillendirmede oynadiklari aktif roliin altini gizmektedir. Ogretmenler,
etmenliklerini ve kimliklerini devam eden, karmasik ve dogrusal olmayan bir miizakere ve yansitma
slreciyle insa ederler.

Bunu daha detayli agiklamak gerekirse; Biesta ve Tedder (2007), etmenlige dair ekolojik bir bakis agisi
sunmakta ve aktorlerin ortamlarinin icinde degil, ortamlari araciligiyla sirekli bir eylem icinde olduklarini
ifade etmektedirler. Etmenligin; kisisel kapasiteler, kaynaklar ve yapisal kosullar arasindaki etkilesimden
dogdugunu one siirmektedirler. Bu goris, etmenlik kavramini statik bir 6zellik olmaktan ¢ikarip, baglama
duyarl ve eylemsel bir basariya dontstirmektedir.
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Sosyal bilissel kuram da etmenlik anlayisimiza katkida bulunmaktadir. Bandura (1986, 2001) dort temel
ozellik tanimlamaktadir: niyetlilik (intentionality), 6ngoéru (forethought), 6z-tepkisellik (self-reactiveness)
ve 6z-yansitma (self-reflectiveness). Bu nitelikler, bireylerin hedefleriyle uyumlu eylemleri planlamalarina,
yuritmelerine ve degerlendirmelerine yardimci olur. Bandura, etmenligin yalnizca tepkisel degil, ayni
zamanda proaktif oldugunu ve belirli gelecekteki sonuglari gergeklestirmeye yonelik bir kararlilik igerdigini
vurgular.

Etmenlik sahibi 6gretmenlerin ozellikleri gesitli calismalarda incelenmis ve agiklanmistir. Sen (1999),
etmen 6gretmenleri, mesleki yasamlarinda neye deger verdiklerini ayirt etme ve buna ulasma becerisine
sahip kisiler olarak tanimlar. Bu dogrultuda, mesleki 6grenmenin odak noktasi, bilginin edinilmesinden;
O0gretmenlerin tercihlerini dile getirdikleri ve etmenligin 6zglirlik temelli degerlendirmesine gore
nufuzlarini kullandiklar bir katilim sirecine evrilir. Etmenlik sahibi 6gretmenler, profesyonelliklerini
gelistirecek firsatlari fark edip bunlardan yararlanabilir ve davranislarinda proaktif olmak gibi degisim
odakli eylemlerde bulunabilirler (Anderson, 2010). Crocker ve Robeyns (2010), mesleki agidan etmen bir
o6gretmen olmanin; ne o6lclide 6zerk ve bilingli kararlar alabildiginize, kararlarinizi gézeterek hareket
etmenize ve uygulamanizda degisim yaratmaniza bagh oldugunu belirtmektedir. Diger taraftan Calvert
(2016) ise, etmen bir 6gretmen olmayi; 6gretmenin mesleki 6grenmeye katilma egilimi gibi i¢sel 6zellikleri,
okulun mesleki 6grenme igin sundugu yapisal kosullar ve sistemin 6gretmenleri kendi 6grenmeleri
hakkinda karar verme sireglerine ne 6lglide dahil ettigi gibi belirli unsurlarla iliskilendirmektedir.

Bunu detaylandiracak olursak Pyhalt6 ve ark. (2015), mesleki etmenligi ‘hem bireysel hem de topluluk
diizeyinde, yeni 6grenmelerin amagcli ve sorumlu bir sekilde yonetilmesine zemin hazirlayan bir kapasite’
olarak agiklamaktadir. Bu durum, baskalarindan bilingli bir sekilde kaynak olarak yararlanmayi ve ayni
zamanda baskalari icin bir kaynak olmayi gerektirir (Edwards, 2005). Aktif bir mesleki etmen, kendisini
karar alan, amach hareket eden ve eylemleri izerine yansitmalar yapan aktif bir 6grenen olarak algilar.
Uzmanligini gelistirme ve uygulama motivasyonuna sahip olmak, mesleki etmenlerin bir diger 6zelligidir
(Giddens, 1984). Sonug olarak, 6gretmen etmenligi agisindan bakildiginda mesele, 6gretmenlerin kendi
0grenme baglamlarini inga etmeleridir.

Ayrica, 0gretmen etmenligi iliskisel ve kurumsal baglamlara derinlemesine kdk salmistir. Greeno
(2006), 6gretmenlerin mesleki etmenliginin; 6gretmenler, 6grenciler, veliler ve okul toplulugunun diger
tyeleri arasindaki mesleki etkilesime bagl oldugunu 6ne siirmektedir. Bu nedenle, baglamin sundugu
firsatlar, sinirlihiklar ve talepler 6gretmenlerin mesleki etmenligini diizenler. Uyum saglamanin yani sira
o6gretmenlerin mesleki etmenligi; okulda yeni girisimleri baslatacak veya hakim gt iliskilerini degistirecek
olan karsi ¢tkma (muhalefet) eylemini de igerebilir (Sannino, 2010). Dolayisiyla 6gretmenler, cesitli
stratejiler kullanarak ¢alisma ortamlarini degistirme kapasitesine sahiptirler.

Son donemdeki ¢alismalarda 6gretmen etmenligi, temel olarak 6gretmenlerin egitim reformlarina
verdikleri yanitlar olarak nitelendirilmektedir (Sannino, 2010; Yang, 2012). Bununla birlikte, 6gretmen
etmenligi farkh gostergelere sahip olabilir ve riza géstermekten direng gostermeye veya miizakere etmeye
kadar farkli asamalardan gegebilir (Robinson, 2012). Ozetle 6gretmen etmenligi; gecmis, gelecek ve
simdiki hedefleri iceren, her etmenlik sergilendiginde degisen ve zaman sirecinde sirekli degisen
baglamlarda ortaya c¢ikan ve gergeklestirilen bir olgu olarak agiklanabilir. Sonug olarak, bu galismanin
kuramsal gergevesi, EA'nin metodolojik temeli ile 6gretmen etmenligine dair ¢ok boyutlu anlayislari
bitunlestirmektedir. Bu iki unsur birlikte; 6gretmenlerin evrilen egitim baglamlari icerisinde nasil hareket
ettiklerini, yansitma yaptiklarini ve uyum sagladiklarini incelemek igin glgli bir bakis agisi sunmaktadir.

Yontem
Arastirma Deseni

Bu c¢alismada, yorumlayici paradigmaya dayali nitel bir arastirma deseni benimsenmistir. Ancak,
mevcut ¢alismada kullanilan veri toplama araglarindan biri olan 6lgek, nicel bir aragtir. Bu nedenle ¢alisma,
veri toplama araglari dikkate alindiginda karma yéntemden faydalanmistir. Bu arastirma, Yin (1981)
uyarinca kesfedici bir vaka galismasi (durum galismasi) ve Merriam’in (1988) siniflandirmasina goére ise
yorumlayici bir vaka ¢alismasidir.
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Katilimcilar
Calismanin katilimcilari, bir devlet {iniversitesinde gérev yapan yedi kadin ingilizce 6gretim gérevlisidir.

Katilimcilarin segiminde, olasiliksiz 6rnekleme tekniklerinden biri olan amacgh 6rnekleme yodntemi
benimsenmistir. Tablo 1, katilimcilara iliskin demografik bilgileri gostermektedir.

Tablo 1
Katiimcilara iliskin Demografik Bilgiler
Katilimci Yas Deneyim yili
Sea 39 16
Astronaut 32 11
Elly 32 9
Blueberry 45 22
Tobe 38 16
Melisa 42 20
Ginger 38 15

Gergek isimler yerine katihmcilarin kendilerinin segtigi takma isimler (pseudonyms) kullaniimistir.
Katihmcilar ayrica; calismanin icerigi, isleyisi ve gizlilik esaslari hakkinda kendilerini bilgilendiren bir onam
formu imzalamislardir.

Veri Toplama Araglari

Katihmcilarin eylem arastirmasi (EA) ylritmeden 6nce ve sonra sinif icindeki etmenlik kullanimlarina
iliskin algilarini belirlemek amaciyla, daha 6nce Gllmez (2019) tarafindan gelistirilen 6gretmen etmenligi
Olcegi (Ek A) uyarlanmis ve katilimcilara uygulanmistir. Buna ek olarak, katilimcilarin siniflarinda kendilerini
ne derece etmen hissettiklerine dair daha derin ve ayrintii bir bakis agisi elde etmek igin yar
vapilandiriimis gérisme ve gozlem tekniklerinden yararlanilmistir. Yari yapilandirilmis gériismeler ve
gozlemler yoluyla elde edilen verilerin analizinde icerik analizi teknigi kullaniimistir.

Gorusmeler ve sinif gdzlemleri yoluyla toplanan nitel veriler, tematik icerik analizi kullanilarak analiz
edilmistir. Baslangicta, veri bolimlerinin betimsel kodlarla etiketlendigi bir acik kodlama yaklasimi
benimsenmistir. Bu kodlar daha sonra daha genis kategoriler altinda gruplandirilarak, arastirma sorulariyla
uyumlu ve yinelenen temalarin belirlenmesi saglanmistir. Kodlama siireci tekrarh bir sekilde ylratialmis;
kategorileri hassaslastirmak ve katilimci yanitlari arasinda tutarlili§i saglamak icin verilere defalarca geri
donilmustlr. Gorismelerden, gozlemlerden ve 6gretmen etmenligi Olgeginden elde edilen veriler
arasinda capraz referans kurularak veri cesitlemesi (triangulation) saglanmistir. Dogruluk ve 6zgunlUgi
teyit etmek amaciyla 6n yorumlar katilimcilarla paylasiimistir. Ayrica, iki arastirmaci meslektasla yapilan
akran degerlendirmesi oturumlari, kodlama ve yorumlama asamalarinda tarafliligin azaltiimasina yardimci
olmustur.

Olgek araciligiyla toplanan veriler, IBM SPSS programi kullanilarak ortalamalarin ve standart
sapmalarin hesaplanmasini iceren betimsel istatistikler yoluyla analiz edilmistir. Bu kapsamda dort farkli
analiz gerceklestirilmistir: (1) Olcekteki her bir maddeye gére; (2) Her bir katimcinin alt 6lgekler altindaki
maddelere verdigi yanitlara gore; (3) Her bir katilimcinin tim maddelere verdigi yanitlara gore; (4) Her bir
alt 6lcek altindaki maddelere verilen tiim yanitlara gore. Son olarak, Zaman 1 (Z1) ve Zaman 2 (Z2) arasinda
anlamli bir fark olup olmadigini gérmek amaciyla, dlgek ikinci kez uygulandiktan sonra Wilcoxon isaretli
Siralar Testi kullaniimistir.

Ogretmen etmenligi dlceginin amaci, dgretmenlerin sinif ici ve sinif disi dgretim baglamindaki etmenlik
davranislarini belirlemektir. Ozellikle 6gretmenlerin, dgretim uygulamalarini ilerletmek ve gelistirmek icin
ne dlgiide eyleme gectiklerini degerlendirmeyi amaglamaktadir (Giilmez, 2019). Olgegin nihai versiyonu
alti alt boyut altinda 34 madde icermektedir: (1) Planlama, (2) Ogretim, (3) Degerlendirme, (4)
Gugclendirme, (5) Topluma Hizmet ve (6) Yayginlastirma.
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Ogretmen Etmenligi Olgegi'nin faktor yapisi, baslangicta pilot verilerle Agimlayici Faktdr Analizi (AFA)
ve ardindan ana galisma verileri kullanilarak Dogrulayici Faktér Analizi (DFA) yoluyla incelenmistir. Olgegin
gecerlik ve glvenirligine iliskin olarak, her bir alt 6lgek i¢in Cronbach alfa katsayilari da hesaplanmistir.
0,70 ile 0,89 arasinda degisen alfa katsayilari tatmin edici kabul edilmektedir. Ayrica, madde-toplam
korelasyonlari ("6gretim" igin 0,54-0,71; "topluma hizmet" igin 0,58-0,80; "degerlendirme" igin 0,65-0,76;
"planlama" igin 0,49-0,69; "yayginlastirma" icin 0,51-0,69 ve "giiclendirme" icin 0,60-0,70 araliginda)
maddeler ile 6lcegin tamami arasinda glgli bir korelasyon oldugunu géstermektedir (Glilmez, 2019).

is Birligine Dayali EA Siireci

Calisma, 2019-2020 akademik yilinin ikinci déneminde baslamis ve 6gretmenlerin pandemi nedeniyle
cevrimici Ogretim yapmak zorunda kaldigi 2020-2021 akademik yilinin ikinci déneminin sonunda
tamamlanmistir. Cevrimici EA yiritilmeden 6nce katilimcilar, EA slrecinin en temel ilk adimi olan;
siniflarinda karsilastiklari sorunlar ve bu sorunlara yonelik olasi ¢ézlimler lizerine dislinmislerdir. Ayrica,
katiimcilara g¢evrimigi EA uygulamasina iliskin bir sunum yapilmistir. Son olarak katilimcilar, sanal
siniflarinda yasadiklari bir glicliik Gzerinde fikir birligine varmis ve EA siirecini baslatmislardir. Katimcilarin
calisma konulari asagidaki Tablo 2'de sunulmustur.

Tablo 2
Katimcilarin EA Konulari

Katilimci Konular
Ogrenenlerin konusma ve yazma becerilerini gelistirmek icin sesli okuma

Astronaut tekniginin kullaniimasi
Blueberry Sinif disi g(.evri.njigi .tart|§.ma .gru.plarlna katilimin hazirhik sinifi 6grencilerinin
konusma becerileri Gzerindeki etkileri
Ell Hedef dilde yazma calismalarinin konusma becerisi ve 6grencilerin basari hissi
¥ Gzerindeki etkileri
Ginger Ogrencilerin konusma becerilerini gelistirmek icin viog kullanimi
Melisa Ogrencilerinin yazma becerilerini gelistirmek amaciyla akran geri bildirimi

vermek i¢in bir arag olarak WhatsApp kullanimi

Sea Ogrencilerinin konusma yetkinligini artirmak igin takip sorularinin kullaniimasi

Hazirlik sinifi 6grencilerinin  konusma becerilerini gelistirmek igin sinif disi

Tobe S e
¢evrimicgi konusma pratiginin kullaniimasi

Arastirmaci, deneyim paylasimi ve yansitma amaciyla slire¢ boyunca katilimcilarla ayda iki kez bir araya
gelmistir. Uygulama 2 ay stirmistir. Son olarak, katiimcilar kendi galigmalarinin asamalari hakkinda birer
sunum yapmislardir.

Bulgular
Analiz 1. Olgekteki her bir maddeye gore

Katihmcilarin Z1 ve Z2'deki etmenlik durumlarini her bir madde bazinda anlamak igin, her bir maddeye
verdikleri yanitlarin aritmetik ortalama ve standart sapmalarini iceren betimsel istatistikler
hesaplanmistir. Sekil 1, katihmcilarin olgekteki 34 maddenin tamamina Z1 ve Z2'de verdikleri yanitlari
gostermektedir.
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Sekil 1
Katimcilarin Z1 ve Z2’de Tiim Maddelere Verdikleri Yanitlar

Estimated Marginal Means of Responses

Time
—1
—z

Estimated Marginal Means
9

S s s B B A e A e e A A A M B A A A A 3
12345 6 7 8 91011 121314151617 181920 21 22 23 24 2526 27 28 20 30 31 32 33 #

Items

Sekil 1'de yatay eksende maddeler, dikey eksende ise 1'den (higbir zaman) 5'e (her zaman) kadar olan
yanitlar gosterilmektedir. Katimcilarin Z1 ve Z2'deki yanitlari incelendiginde, Z2'de katilimcilarin
etmenliklerinde bir artis egilimi oldugu gorilmektedir.

Ardindan, Z1 ve Z2'deki her bir alt kategoriye gore betimsel istatistikleri gormek amaciyla maddeler
her bir alt 6lcek altinda gosterilmistir. Sonuglar, katilimcilarin alt dlgeklerin belirli maddeleri bakimindan
daha fazla etmenlik kullanmaya basladiklarini gostermektedir; bu maddeler asagidaki Tablo 3'te
betimlenmistir.

Tablo 3
Her Bir Alt Olcede Gére Katilimcilarin Etmenliklerindeki Degisimler

Alt Olgekler Sonuglar

v' Z2'de kendi planlarini hazirlama ve mevcut planlarinda degisiklik yapma
(madde 1 ve 3)

v' 72'de dgrencilerin 6grendiklerini kendi deneyimleriyle iliskilendirmelerine

Ogretim yardimci olma (madde 8)

v' dgrencileri projelerini sunmaya tesvik etme (madde 12)
Z2'de galismalarini veya deneyimlerini sunma ya da paylasma (sirasiyla
madde 32 ve 33)

v' EA sireci sonrasinda 6zgiin 6lgme-degerlendirme araglar gelistirme ve

Guglendirme Ogrencilerini birbirlerini degerlendirmeleri igin tesvik etme (sirasiyla
madde 18 ve 25)

v" Kendi 6gretim performanslarini degerlendirme ve planlama yaparken
bireysel degerlendirmelerinden yararlanma (sirasiyla madde 21 ve 23)

v' Qesitli ihtiyaglari karsilamaya yénelik projeler gelistirme (madde 28) ve

Topluma Hizmet ogrencilerin miifredat disi etkinliklere katilimi icin organizasyonlar yapma

(madde 29)

Planlama

Yayginlastirma

Degerlendirme

Analiz 2. Her Bir Katihmcinin Alt Olgek Altindaki Maddelere Verdigi Yanitlara Gére

ikinci analiz, her bir katilimcinin her bir alt dlcek bakimindan ne derece etmen (agentic) oldugunu
ortaya c¢ikarmak amaciyla, alt olcekler altindaki maddelere verdikleri yanitlarla (Ek B) ilgilidir. Bulgular;
6gretmen etmenligi 6lcegi aracihigiyla toplanan verileri dogrulamak icin kullanilan yari yapilandiriimis
goriismelerden alinan kesitler ve ders gézlem notlari ile birlikte sunulmustur.

Astronaut

Bulgular, Astronaut'in her iki zamanda da 6gretim, topluma hizmet ve degerlendirme alt 6lcekleri
acisindan etmenligini kullanma konusunda benzer egilimlere sahip olmasina ragmen; planlama ve
yayginlastirma s6z konusu oldugunda daha fazla eyleme ge¢meye karar verdigini ortaya koymaktadir.
Planlama ve bilgi paylasimini iceren EA sireci ile ¢evrimici 6gretimin sagladigi esnekligin, bu iki alanda
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onun etmenligini goriiniir sekilde besledigi anlasilmaktadir. Ancak 6grencileri gliglendirme konusunda, Z1
ile karsilastirildiginda etmenligini kullanmada daha teredditli oldugu goriilmektedir.

EA surecinin bir 6gretmen olarak etmenligini etkileyip etkilemedigi soruldugunda, zaman zaman izini
kaybettigi farkindaligi kesinlikle artirdigini belirtmistir. Etmenligindeki degisimin nedeni olarak dogrudan
EA'dan bahsetmese de, EA'nin farkindalik artirici 6zelligine dikkat cekmektedir. Dahasi, Astronaut'in ders
gozlem raporu, Z2'de o6gretim uygulamalari agisindan daha fazla eyleme gegmeye basladigini
betimlemektedir. Bu deneyimin 6grencilerini nasil etkiledigi konusunda su yorumu yapmistir:

Kesit 1: "Ozellikle bu pandemi déneminde, bu ¢alismanin é§rencileri motive ettidini diisiiniiyorum.
Becerilerini gelistirmekten veya sayisal basari sonuglarindan ziyade, bu ¢calismanin asil kazanimi, bu zor
zamanda onlari derse entegre etmekti."

Blueberry

Bulgular; Blueberry’nin EA siirecinden sonra 6gretim, topluma hizmet, degerlendirme ve planlama
boyutlarinda etmenligini daha fazla kullanma egiliminde oldugunu gostermektedir. Ayrica, her iki
zamanda da bilgi ve deneyimlerini paylasma konusunda etmenlik sergiledigi gézlemlenmektedir. Son
olarak, 6grencileri gliclendirme s6z konusu oldugunda, her iki donemde de eyleme ge¢me konusunda
kararsiz kaldigi gorilmektedir. EA silirecinin bir 6gretmen olarak 6gretim uygulamalarini etkileyip
etkilemedigi soruldugunda sunlari ifade etmistir:

Kesit 2: "Ogrencilerin konusma becerilerinde kayda deder bir gelisme var. Dahasi, internette konularini
arastinirken, ingilizce bilgi ararken dillerini nasil sadelestireceklerini 6grendiler. Eglendikleri igin etkinlikleri
yaparken ¢ok hevesliydiler. Projeye ikinci dénemde de devam etmek istediler. Verimli bir deneyimdi."

Cevrimici 6gretime aliskin olmasina ragmen, bu onun ilk ¢evrimici EA deneyimiydi ve anlasilan o ki
bundan fayda sagladi. Bununla birlikte, ders gézlem raporu; dersin 6gretim ve planlama kisimlarina dair
etmenlik kullanimi agisindan Z1 ve Z2 arasinda ¢ok fazla fark gostermemektedir.

Elly

Z1 ve 72 sonuglarini karsilastirdigimizda, Elly'nin EA sonrasinda tim alt 6lgeklerde eyleme gegme
egilimini agikga degistirdigi gozlemlenebilmektedir. Elly, bu degisimi su sekilde detaylandirmistir:

Kesit 3: "Etmenligimdeki bu artisi ben de fark ettim ¢iinkii bu EA siirecinde bilgi ve deneyimlerimizi
paylasiyoruz. Diger siniflarda nelerin eksik oldugunu, nasil gelistiklerini, diger 6gretmenlerin nasil
ilerledigini ve ne tiir eylem arastirmalari yaptiklarini 6greniyoruz. Zaman olmadigi icin her seyi bizzat
tecriibe edemiyoruz; ancak bilgi ve sonuglari meslektaslarimizla paylasirsak, 6grencilerin gelisimi ve ayni
zamanda édrencileri giiclendirme konusunda daha fazla sey yapabiliriz. Ogrencilerimi giiclendirdikge,
kendi etmenligimin de arttigini hissediyorum."

Ayrica Elly, surecin ozellikle bilgi paylasimi yoluyla mesleki gelisimine katkida bulundugunu da
eklemistir. Elly'nin; 6grencilerinin ihtiyaglarini fark etme, 6z-degerlendirme yapma, kisa ve uzun vadeli
planlar hazirlama ile bilgi ve deneyim paylasimi konularinda EA siirecinden fayda sagladig1 gorilmektedir.
Bununla birlikte, her iki zamandaki ders gozlem raporlari birbirine benzer gériinmekte; bu da onun
6gretim ve planlama s6z konusu oldugunda etmenligini kullandigini géstermektedir.

Ginger

Z1 ve Z2 sonuglarini karsilastirdigimizda, Ginger'in planlama alt 6lgegi disindaki tim boyutlarda
etmenlik kullanma egiliminin degismedigi, ancak planlama konusunda daha etmen hale geldigi acikca
gorilmektedir. EA sirecinin bir 6gretmen olarak etmenligini etkileyip etkilemedigi soruldugunda Ginger
su yaniti vermistir:

Kesit 4: "Bence ilk olarak, 6gretmen etmenligi konusundaki farkindaligimizi artirdi. Programlarimiz ¢ok
yogun oldugu icin bazen kararlarimiz veya sinifta yaptiklarimiz iizerine pek diisiinmiiyoruz; bu yiizden
kendi o6gretimim lizerine yansitma yapmama yardimci oldu. Kararlarimi ve sinifta yaptiklarimi
sorgulamaya basladim. Kendime bunu programin bir pargasi oldugu igin mi yoksa faydali oldugu icin mi
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yaptigimi soruyorum. Daha elestirel hale geldim. Durum lizerine daha fazla diisiiniiyor ve daha fazla
farkindalik hissediyorum; bunun bir 6gretmen igin ¢ok iyi bir sey olduguna inaniyorum."

Son olarak Ginger, eyleme ge¢gme konusunda kendini daha gligli hissetmeyi ve 6gretimi Uzerine
yansitma yapmayi, EA sirecinin temel kazanimlari olarak belirtmistir. Benzer sekilde, ders gdzlem raporu
da galisma sonrasinda etmenligini daha fazla kullanmaya basladigini betimlemektedir.

Melisa

Melisa'nin "6gretim" ve "topluma hizmet" disindaki tim alt Glgeklerde etmenligini daha fazla
kullanmaya karar verdigi gbzlemlenebilmektedir. Bu iki alana iliskin Z2'deki yanitlari, Z1'dekilerle benzerlik
gostermistir. Melisa bu degisimi su sekilde agiklamistir:

Kesit 5: "Yayginlastirma séz konusu oldugunda, EA siireci kesinlikle katki saglad; ¢iinki diizenli olarak
bir araya gelerek deneyimlerimizi paylastik ve birbirimize geri bildirim verdik. Meslektaslarimdan bir seyler
6grenme sansim oldu. Ayrica planlama konusunda da daha fazla eyleme gegmem gerekti; érnegin, EA igin
hazirladigim ek etkinlikleri dahil etmek icin planlarimi yeniden diizenledim. Son olarak bu siireg, ¢calismanin
planlama ve degerlendirme asamalarinda &grencilerime eyleme ge¢me firsatlari sunarak onlari
gliclendirmeme yardimci oldu."

Sonug olarak; ders gézlem raporlari her iki zamanda da herhangi bir farklilik géstermese de Melisa'nin;
degerlendirme, yayginlastirma, planlama ve 6grencilerini gliclendirme konularinda EA siirecinden fayda
sagladigi gorilmektedir.

Sea

Bulgular, Sea'nin EA siirecinden sonra "degerlendirme" boyutunda etmenligini daha fazla kullanmaya
karar verdigini géstermektedir. Ancak diger alt 6lgekler dikkate alindiginda, eyleme ge¢me konusunda ¢ok
fazla degisiklik olmadigi fark edilmektedir. Bununla birlikte, EA siirecinin bir 6gretmen olarak etmenligini
etkileyip etkilemedigi soruldugunda su yaniti vermistir:

Kesit 6: "Bu EA ¢alismasi boyunca gérebildigim sorunlari gérmezden gelmemeye ¢alistim. Bir sorunu
fark edebilecegimi, bu sorunun ¢éziimii icin arastirma yapabilecegimive hem égrencilerimin 6grenmesinde
hem de kendi égretimimde bir fark yaratabilecegimi gérdim."

Ozetle, Sea'nin sinifinda bir sorun fark ettiginde bunu ¢ézmek icin eyleme gegebileceginin bilincine
vardigl ancak etmenligini kullanma konusunda hala teredditlii oldugu seklinde bir yorum yapilabilir. Son
olarak, ders gozlem raporu Sea'nin 0Ogretim acisindan daha fazla eyleme geg¢meye basladigini
gostermektedir.

Tobe

Z1 ve Z2 sonuglari karsilastirildiginda, Tobe'nin EA siirecinden sonra bilgi ve deneyimlerini paylasma
konusunda daha fazla eyleme ge¢meye karar verdigi acikgca gozlemlenebilmektedir. "Degerlendirme"
konusunda ise, belki de gevrimici 6gretimden kaynakh olarak, ¢alisma sonrasinda daha az etmenlik
kullandigi gorilmektedir. Diger alt Olgekler agisindan bakildiginda, etmenlik kullanimi konusundaki
tutumunun degismedigi anlasiimaktadir.

Tobe, siirecin etkilerini su sekilde detaylandirmistir:

Kesit 7: "Ogrencilerimle bazi ek cevrimici etkinlikler yaptim, yani bize verilen hazir planin étesinde bir
seyler yaptim. Ayrica 6grencilerim igin konusma etkinlikleri hazirladim. Kayit yaptilar ve sonrasinda onlara
bireysel geri bildirim verebildim. Hepsini tamamladilar ve sinif disi etkinlikler yapmaktan mutlu oldular."

Tobe ayrica, 6grencilerin konusma becerilerinin gelistigini ve 6gretmenin onlar igin fazladan bir seyler
yaptigini distindikleri icin kendilerini degerli hissettiklerini eklemistir.

Sonug olarak; Tobe'nin hazir planin gerektirdiginden daha fazlasini yapabilecegini ve daha fazla eyleme
gecebilecegini fark etmesi bakimindan EA siirecinden fayda sagladigi goriilmektedir. Bununla birlikte, her
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iki zamandaki ders gozlem raporlari ¢ok fazla degisiklik ortaya koymamaktadir. Tablo 4, katilimcilarin
gorismelerde belirttikleri EA faydalarini 6zetlemektedir.

Tablo 4
Eylem Arastirmasi Siirecinin Belirtilen Faydalari

Belirtilen EA Faydalari

Daha fazla eyleme gegme

Bilgi paylasimi

Farkindalik artirma

Ogrencileri giiclendirme

Oz-yansitma

Hazir planin 6tesine gegme

Odrencilerin ihtiyaclarini gérme

Odrenci gelisimi icin daha fazlasini yapma

Daha elestirel hale gelme

R R R R NN NN W WM

Diger meslektaslardan 6grenme

Ogretmen etmenligi s6z konusu oldugunda, arastirmaya katilanlarin ¢alisma sonunda bes kez "daha
fazla eyleme ge¢cme" ifadesini belirtmeleri, eylem arastirmasi siirecinden sonra kendilerini daha fazla
"etmen" hissetmeye basladiklarini gostermektedir. Dahasi, Gg¢ katihmci bilgi paylasimini ¢calismanin bir
faydasi olarak belirtmistir. Ornegin Elly bu durumu; her seyi bizzat tecriibe etmek igin yeterli zaman
olmadigini, ancak bilgi ve sonuglari meslektaslariyla paylasmanin, 6grencilerinin gelisimi icin daha fazlasini
yapabilecegini gormesinde yardimci oldugunu belirterek agiklamistir.

Calismanin farkindalik yaratma, 6grencileri giiglendirme, 6z-yansitma ve hazir planin 6tesine gegme
gibi kazanimlari, katiimcilar tarafindan ikiser kez not edilmistir. Ornegin Ginger'a gére en biiyiik fark
yansitma konusundadir; Ginger, calisma sonrasinda kararlarini ve sinifta yaptiklarini sorgulamaya
basladigini ifade etmistir. Son olarak katilimcilar; 6grencilerinin ihtiyaglarini gérmeyi, 6grenci gelisimi icin
daha fazlasini yapmayi, daha elestirel hale gelmeyi ve baskalarindan 6grenmeyi, kendi etmenliklerine
iliskin calismanin diger faydalari olarak belirtmislerdir.

Analiz 3. Her Bir Katilimcinin Z1 ve Z2'deki Tiim Maddelere Verdikleri Yanitlara Gore

Uglincii analizde, her bir katiimcinin genel etmenlik diizeyini anlamak amaciyla, katilimcilarin Z1 ve
Z2'deki tiim maddelere verdikleri yanitlarin betimsel istatistikleri hesaplanmistir. Tablo 5, her bir
katilimcinin Z1 ve Z2'deki tim maddelere verdikleri yanitlari betimlemektedir.

Tablo 5
Her Bir Katilimcinin Z1 ve Z2'deki Tiim Maddelere Verdikleri Yanitlara Gére Dagilimi
Katimai 71 Z2
Higbir Nadiren Bazen Genellikle Her Hicbir Nadiren Bazen Genellikle Her
Zaman Zaman Zaman Zaman
Astronaut 0.09 0.15 0.35 0.35 0.06 0.12 0.03 0.41 0.24 0.21
Blueberry 0.06 0.00 0.26 0.35 0.32 0.03 0.03 0.21 0.26 0.47
Elly 0.21 0.47 0.29 0.03 0.00 0.03 0.12 0.26 0.50 0.09
Ginger 0.09 0.24 0.29 0.21 0.18 0.12 0.21 0.32 0.26 0.09
Melisa 0.24 0.21 0.26 0.24 0.06 0.15 0.12 0.18 0.44 0.12
Sea 0.50 0.35 0.12 0.03 0.00 0.41 0.29 0.18 0.12 0.00
Tobe 0.15 0.24 0.29 0.32 0.00 0.18 0.15 0.35 0.29 0.03
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Astronaut’in 34 maddenin tamamina Z1 ve Z2'de verdigi yanitlar incelendiginde, her iki zamanda da
belirli alanlarda etmenligini kullanabildigi gérilmektedir. Blueberry’nin yanitlarinin analizi, cogu alanda
etmenligini kullanabildigini ve Z2'de etmenliginde bir artis oldugunu géstermektedir. Elly’nin analizinde,
Elly'nin Z2'de egilimlerini degistirdigi ve 6gretme-6grenme siireci boyunca daha fazla eyleme gegmeye
karar verdigi fark edilmektedir. Ginger’in yanitlarinin analizi, Z2'de etmenlik kullaniminda hafif bir artig
oldugunu ortaya koymaktadir. Melisa’nin analizinde, 6gretme ve 6grenme uygulamalari agisindan daha
fazla eyleme ge¢cmeye basladigl gézlemlenmektedir. Sea’nin analizi, her iki zamanda da ¢ogu durumda
kendisini etmen hissetmedigini gdstermektedir. Son olarak, Tobe’nin yanitlarinin analizi, calisma sonunda
biraz daha az etmen hale geldigini ortaya koymaktadir.

Analiz 4. Her Bir Alt Ol¢ek Altindaki Tiim Yanitlara Gore

Ek C, katilimcilarin "6gretim", "topluma hizmet" ve "degerlendirme" alt dlgeklerine ait maddelere
verdikleri yanitlarin Z1 ve Z2'de benzer oldugunu ortaya koymaktadir. Buna karsin "planlama",
"yayginlastirma" ve "gliclendirme" alt 6lgekleri s6z konusu oldugunda, katilimcilarin ¢alisma sonunda daha
fazla eyleme gegmeye basladiklari gézlemlenmistir.

Z1 ve Z2'de Toplanan Verilere iliskin Wilcoxon isaretli Siralar Testi Sonuglari

Z1 ve Z2 arasinda anlamli bir fark olup olmadigini belirlemek amaciyla Ek D'de sunulan doért analizin
tamami icin Wilcoxon Isaretli Siralar Testi uygulanmustir. Sig<= 0.05 degeri, Z1 ve Z2 arasinda istatistiksel
olarak anlamli bir fark oldugunu gostermektedir. Buna gore, tim maddelere verilen yanitlar dikkate
alindiginda, ¢alisma sonunda katiimcilarin etmenlik kullaniminin arttigi goérilmektedir.

Alt olcekler agisindan bakildiginda; katiimcilarin ‘6gretim’, ‘topluma hizmet’ ve ‘degerlendirme’ alt
Olceklerine ait maddelere verdikleri yanitlar Z1 ve Z2'de benzerlik géstermistir. Buna karsin ‘planlama’,
‘vayginlastirma’ ve ‘gliclendirme’ alt 6lgekleri s6z konusu oldugunda, katilimcilarin galisma sonunda daha
fazla eyleme gegmeye basladiklari gézlemlenmistir.

Uglincii analiz; Elly ve Melisa'nin tiim maddelere verdikleri yanitlarda Z1 ve Z2 arasinda pozitif yénde
anlamh bir fark oldugunu ortaya koymaktadir. Bu durum, Elly ve Melisa'nin calisma sonrasinda
etmenliklerini daha fazla kullandiklarini géstermektedir.

Son analiz, katilimcilarin 1, 4, 5 ve 6 numarali alt 6lceklere (sirasiyla 6gretim, planlama, yayginlastirma
ve gliclendirme) verdikleri yanitlarda pozitif yonde anlamli bir fark oldugunu gostermektedir. Bu bulgu,
o6gretim, planlama, yayginlastirma ve gliglendirme s6z konusu oldugunda katilimcilarin daha fazla eyleme
gecmeye basladiklarini isaret etmektedir. Ancak, topluma hizmet ve yayginlastirma boyutlarinda anlaml
bir fark gériilmemektedir.

Tartisma

Eylem arastirmasi (EA) ydriutmenin katihmcilarin etmenlikleri Gzerindeki etkilerine iliskin sonuglar;
katilimci 6gretmenlerin etmenlik kullaniminin, ¢alismanin sonunda belirli noktalarda artma egiliminde
oldugunu ortaya koymustur. Bu artis 6zellikle planlama, yayginlastirma ve gliclendirme gibi alanlarda
gozlemlenmistir. Bu bulgular, eylem arastirmasina yapilandirilmis katilimin, daha proaktif ve yansitici
o6gretim davranislarini kolaylastirabilecegini gostermektedir. Goriismelerden ve sinif gbzlemlerinden elde
edilen veriler de bu degisimi dogrulamaktadir.

Katilimcilar; sinifta zorluklarla karsilastiklarinda inisiyatif alma, 6nceden planlanmis etkinliklerin
otesine gecme ve elestirel 6z-yansitma konusunda kendilerini daha yetkin hissettiklerini belirtmislerdir.
Bu durum, is birlikli bilgi alisverisinin olduk¢a faydali olarak algilandigi akran 6grenimine de yansimistir.

Ayrica katihmcilar; 6grenciler icin motivasyon, heves artisi, daha giglu bir degerlilik duygusu ve
giclenme gibi dolayll ancak anlamli faydalar bildirmislerdir. Bu algilar, 6gretmen etmenliginin
gelistirildiginde, daha 6grenci merkezli ve duyarli sinif ortamlarina dénisebilecegi anlamina gelmektedir.

Bununla birlikte, degisim derecesi tiim katilimcilar arasinda tekdiize olmamistir. Cogu katilimci net bir
degisim sergilerken, iki katilimci etmenliklerinde yalnizca mitevazi dizeyde farkliliklar gostermistir. Bu
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degiskenlik; degisime karsi bireysel direng, yansitici uygulamalara dair 6nceden deneyim eksikligi veya
cevrimigi is birligi formatlarina uyum saglama zorluklari gibi bireysel egilimlerin ve baglamsal faktérlerin
sonuglari nasil etkileyebilecegini vurgulamaktadir. Bu farkliliklar, mesleki gelisim c¢abalarinda
farklilagtiriimig destek ihtiyacinin altini gizmektedir.

Ayrica, bu g¢alismadaki EA'nin gevrimigi baglami hem kisitlamalari hem de firsatlari beraberinde
getirmistir. Yz ylze geri bildirimi ve etkilesimi sinirlamis olsa da, 6gretmenleri yaratici bir sekilde uyum
saglamaya, dijital yetkinlikler gelistirmeye ve yeni is birligi bicimlerini kesfetmeye tesvik etmistir. Bu dijital
adaptasyonun, ozellikle planlama ve bilgi yayginlastirma konularinda, gelisen etmenlik duygularina
katkida bulundugu gorilmektedir. Bu nedenle galisma, sanal ortamda yiritildiginde bile EA'nin;
O0gretmenlerin mesleki baglamlari iginde yansitma yapmalari, eyleme gegmeleri ve gelismeleri igin nasil
anlamli bir alan sunabilecegine igik tutmaktadir.

Mevcut calismanin bulgulari énceki arastirmalarla paralellik géstermektedir. Ornegin, Xin ve Brion-
Meisels (2024), yedi 6gretmenin bir yil stiren elestirel katimci eylem arastirmasi (EA) deneyimi sonrasi 6z
bildirimlerine dayali etmenlik ve iyi olus duygularini milakatlar yoluyla incelemistir. Calismanin bulgulari,
katilimci 6gretmenlerin ¢alisma sonrasinda mesleki beceri ve bilgileri, meslektas destegi, karar alma
sureclerine katilim, iyi olus halleri ve goruslerinin baskalari tarafindan deger gérmesi konularinda artan bir
etmenlik duygusu bildirdiklerini gdstermistir. Ancak, bu duygularin okul baglamina aktarilmasi s6z konusu
oldugunda, idari destek gibi belirli baglamsal faktorlerin etkili oldugu bulunmustur.

Mevcut ¢alisma ile uyumlu olarak, Kanada baglaminda Nixon (2016), elestirel katilimci eylem
arastirmasina dahil olmanin, katilimci 6gretmenlerin 6gretme ve 6grenme sireglerindeki rollerini
‘uygulayici’ olmaktan ‘etmen’ 6gretmenler olmaya dogru degistirmelerine yardimci oldugunu bildirmistir.

Ayrica Vu (2020), Vietnam baglamindaki bir EA slireci sonrasinda; gozlem notlari, yansitici glinlikler ve
yari yapilandirilmis gorisme kayitlarini kullanarak sekiz 6gretmen egiticisinin algillanan etmenlik
duygularini incelemistir. Sonuglar, egitsel miidahalenin egiticilerin siniflarinda daha bilgili, kalttrlerarasi
ve ilham verici etmenler haline gelmelerine yardimci oldugunu géstermistir.

Mevcut ¢alismanin sonuglarina benzer sekilde; 6gretmen etmenliginin dinamiklerini ve gelisimine
katkida bulunan belirleyicileri bulmayr amaglayan ¢alismalarinin sonucunda Biesta ve ark. (2015),
ogretmen etmenligini tesvik etmek icin kolektif gelisimin ve dusinsel sirecglerin 6nemine dikkat
cekmislerdir. Yeni mifredat reformunun gereklilikleri dogrultusunda 6gretmen etmenliginin dogasini ve
kapsamini inceleyen Yang (2012) de pedagojik etmenligi gelistirmek icin mesleki akran desteginin
gerekliligine isaret etmistir.

Bu bulgular ayni zamanda, Sosyal Bilissel Etmenlik Teorisi'ndeki (Social Cognitive Theory of Agency) iki
etmenlik modu ile iliskilidir: Vekaleten etmenlik (proxy agency) ve kolektif etmenlik (collective agency).
Tek basimiza basaramayacagimiz seyleri basarmak igin baskalariyla birlikte ¢alismak olarak tanimlanan
vekaleten etmenlik ve insanlarin kolektif glicleri sayesinde istenilen sonuclari Gretebileceklerine dair inang
olan kolektif etmenlik (Bandura, 2001); 6gretmenlerin birlikte calismasina, sorunlari ¢ozmek icin deneyim
ve bilgi paylasmasina zemin hazirlayan is birlikli EA sireci sayesinde gliclenmektedir. Mevcut ¢alismanin
sonuglari da is birlikli EA slreci yoluyla bilgi ve deneyim paylasiminin 6gretmen etmenligini artirdigini
ortaya koymustur.

Yansitma, katiimci 6gretmenlerin daha etmen hale gelmesini etkileyen EA sirecinin bir diger 6nemli
kazanimidir. Benzer sekilde, Sanghay'da yiiksekdgretim diizeyinde calisan kadin bir ingilizce 8gretmeninin
icinde bulundugu baglamla mizakere ederek etmenligini nasil sergiledigini inceleyen Ruan’in (2018)
calismasi; yansitmanin, katilimci 6gretmenin etmenlige ulasmasini kolaylastirdigini ortaya koymustur.

Wyatt’in (2011) calismasi, EA yiritmenin 6zgliven kazanma ve 6zerklesme dahil olmak tizere bircok
faydasini géstermistir. Ozerkligin, bir kisinin yapabilecekleri hakkinda karar verme giiciine sahip olmasiyla
ilgili oldugu duslinildiginde, etmen olmakla yakindan iliskili oldugu gérilmektedir. Bu nedenle, eger EA
ozerk olmayi gelistiriyorsa, bir bakima etmenligi de tesvik ettigi seklinde bir yorum yapabiliriz. Ek olarak
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Crocker ve Robeyns (2010), mesleki agidan etmen bir 6gretmen olmanin, kararlarin ne 6lgclide 6zerk ve
zerine duslinllerek alindigina baglh oldugunu ifade etmektedir.

Tiirkiye baglaminda Cabaroglu (2014) da ingiliz dili egitimi 8gretmen adaylari tarafindan yiiritiilen 14
haftalik bir EA siireci sonucunda; 6gretim 6z-yeterliklerinde ilerleme, gelismis 6z-farkindalik, problem
¢6zme becerilerinde iyilesme ve 6zerk 6grenmenin tesvik edildigini bildirmistir. Benzer sekilde Bandura
(2001), beklenen sonuglar Uretebilecegine inanmanin psikolojik dayanikhhgl artirmasi nedeniyle, 6z-
yeterlik inanglarinin insan etmenliginin temelini olusturdugunu savunmaktadir.

Bir baska calismada Ceylan ve Comoglu (2022), Tiirkiye'deki e-staj dersleri sirasinda is birlikli bir Eylem
Arastirmasi (IEA) projesine katilan yedi ingilizce 6gretmen adayinin gérislerini incelemistir. Deneyimin
faydalari; arastirmaya, ©gretmen kimliklerine ve mesleki gelisimlerine dair yeni perspektifler
kazanmaktan, stirdiriilebilir diyalog temelli etkilesim, kolektif yapi iskelesi (scaffolding), daha simetrik glic
iliskileri, ortak bir hedef ve iEA toplulugu iginde arastirmanin sahiplenilmesine kadar genis bir yelpazede
cesitlilik gdstermistir.

Son olarak Tanis ve Dikilitas (2018), dokuz Tirk 6gretim gorevlisinin EA'nin roliine iliskin inanglarini
arastirmis ve donidsiimcli bir model olan EA'yl, aktarimci ve gegissel mesleki gelisim modelleriyle
karsilastirmistir. Sonuglar, devam eden bir mesleki gelisim faaliyeti olarak EA'nin; 6gretmenlerin pratik
bilgilerini artirmada, yasam boyu 6grenme inancini tesvik etmede, sorgulamaya dayali ve deneyimsel
bilgiyi yansitici uygulama ile bUtuinlestiren is birligi temelli uygulamalarda ve asagidan yukariya bir mesleki
gelisim yaklasiminda oldukg¢a etkili bir ara¢ olarak gériildigiini ortaya koymustur. Ozetle, Tirkiye
baglamindaki calismalar da EA yapmanin 6gretmenlerin hem mesleki hem de kisisel gelisimleri agisindan
olumlu sonuglarini bildirmektedir.

Sonug olarak, mevcut galismanin bulgulari yukarida bahsedilen ¢alismalarin sonuglariyla paralellik
gosterse de; 6gretmen etmenliginin en belirgin sekilde donlstiigl 6gretme ve 6grenme slreglerinin
spesifik boyutlarina odaklanmasi, bu c¢alismayi digerlerinden ayirmaktadir. Bu ayrintili anlayis, mevcut
literatlire derinlik kazandirmakta ve EA'nin bir arastirma aracindan daha fazlasi oldugu —mesleki
dénusiim igin bir mekanizma gorevi goérdigli— arglimanini desteklemektedir.

Sonug, Pedagojik Cikarimlar ve Gelecek Arastirmalar icin Oneriler

Bu calisma, yedi ingilizce 6gretim gorevlisi ile yiriitilen is birlikli eylem arastirmasinin, 6gretmenlerin
siniftaki etmenlik kullanimlari Gzerindeki etkilerini netlestirmek amaciyla gerceklestirilmistir. Veriler analiz
edildiginde, her ne kadar bu degisimlerin tamami istatistiksel olarak anlamli olmasa da, EA sirecinden
sonra katilimcilarin 6gretme ve 6grenme sirecinde daha fazla eyleme gecmeye basladiklari saptanmustir.
Ayrica katilmcilar; sinifta bir sorunla karsilastiklarinda daha fazla eylemde bulunma yetilerini fark etmeyi,
planin o6tesine gecmeyi, 6gretimleri (zerine yansitma yapmayi ve bilgi/deneyim paylasimi sayesinde
baskalarindan 6grenmeyi EA siirecinin faydalari olarak bildirmislerdir.

Bu calismanin bulgulari, eylem arastirmasinin 6gretmen etmenligini gelistirmedeki glglendirici
dogasini vurgulayan énceki arastirmalarla (Biesta ve ark., 2015; Calvert, 2016) paralellik géstermektedir.
Ozellikle, katihmcilarin proaktif davranislarinda ve yansitici uygulamalarindaki artis; 6gretmenlere kendi
uygulamalariniincelemek icin gerekli araglar ve 6zerklik verildiginde, mesleki gelisime daha derinlemesine
dahil olduklari gérisiini desteklemektedir. Bu durum, Burns’iin (1999) EA'nin 6gretmen liderligindeki
sorgulama ve yansitma yoluyla anlamli bir degisimi besledigi yonindeki argiimanini dogrulamaktadir.
Calismanin olasi gikarimlari, egitim siirecinin farkli paydaslari olan yoneticiler, 6gretmenler ve 6grencilerle
iliskili olarak asagida ayrintilandiriimistir.

Yoneticiler perspektifinden bakildiginda; 6gretmenlere planlama, inceleme ve yansitma yapabilmeleri
icin uygun kosullar saglandiginda, bunun uygulamalarinda daha etmen olmalarina zemin hazirlayan
olumlu sonuglar dogurabilecegi sdylenebilir. Bu baglamda, yoneticiler; 6gretmenleri miifredatin planlama
slrecine dahil etmeli, onlara 6gretimleriyle ilgili inisiyatif alabilmeleri icin yeterli esneklik taninmali ve
arastirma yapma ve arastirma sonuglarini meslektaslariyla paylasma firsatlari sunmalidir.
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Ogretmenler agisindan bakacak olursak, EA siirecini deneyimlemenin bir sonucu olarak katilimcilarin,
siniflarinda bir sorun fark ettiklerinde degisim yaratabileceklerini fark ettiklerini gormustik. Bu farkindalik,
O0gretmenlerin sinifta daha etmen olmalarina yardimci oldugu igin ¢alismanin en temel g¢ikarimlarindan
biridir. Bandura'nin (2001) belirttigi gibi, insanlar beklenen yonde degisiklik yapabileceklerine
inanmazlarsa, eyleme gegmek icin gerekli motivasyona sahip olamazlar. Ayrica, is birlikli EA surecinin bilgi
ve deneyim paylasimina dayal dogasi, meslektaslardan 6grenme firsati sunarak 6gretmenlerin bilgi
birikimini gelistirmistir. Katihmcilardan birinin de belirttigi gibi, her seyi bizzat tecriibe etmek mimkin
olmadigindan baskalarinin deneyimlerinden faydalanmak esastir. Bu durum, insan etmenligine dair Sosyal
Bilissel Teori'nin iki modu ile dogrudan iliskilidir; baskalariyla birlikte calisarak tek basimiza
basaramayacagimiz seyleri gergeklestirmemize yardimci oldugunu belirten vekaleten etmenlik ve kolektif
glc aracihgiyla istenilen sonuglari iretmekle ilgili olan kolektif etmenlik. Son olarak, katihmcilar 6z-
yansitmayi EA slrecinin bir kazanimi olarak ifade etmislerdir. Bandura’ya (2001) gére 6z-yansitma; bireyin
kendi isleyisini inceleme kapasitesidir ve kisinin motivasyonlarini, degerlerini ve yasamdaki amaglarina
atfettigi anlamlari degerlendirmesine olanak tanir. Bu 6zellik, insan etmenliginin temel niteliklerinden
biridir.

Son olarak, 6grenci perspektifinden bakildiginda, etmen bir 6gretmene sahip olmanin belirli avantajlar
oldugu sdylenebilir. Oncelikle, etmen 6gretmenler bir sorun fark ettiklerinde eyleme gecip miidahale
edebilirler; bu da sadece 6gretim sirecini degil, 6grenme sirecini de iyilestirir. Ayrica, 6z-yansitma yapan
bir 6gretmen elestiriye agik olacaktir. Bu durum, ogrencilerin fikirlerini tereddit etmeden dile
getirebildikleri daha demokratik bir sinif atmosferine zemin hazirlar. Ek olarak, etmen 6gretmenler
ogrencilerini giclendirme ve karar alma sireclerine dahil etme egilimindedir, bu da 6grenci
motivasyonunu olumlu etkiler. Nitekim bu ¢alismanin katiimcilari da eylem arastirmasi yiriterek eyleme
gectiklerinde, 6grencilerinin kendilerini daha motive, hevesli, istekli, degerli ve gicli hissettiklerini
dogrulamislardir.

Ote yandan, bu ¢alismanin temel olarak nitel bir arastirma oldugu ve bulgularin diger baglamlara
genellenemeyecegi gz dnitinde bulundurulmalidir. Nitel arastirma, insanlarin dogal sosyal baglamlarinda
nasil anlam ve sosyal gergeklik yarattiklarini yorumlamayr amaglar. Bu dogrultuda ¢alisma, bir devlet
Universitesinin Yabanci Diller Yiiksekokulu'nda gérev yapan yedi 6gretim gorevlisi ile yurutilmastir ve
bulgular katimcilar ile galisma baglamina 6zgtidir. Bu nedenle, farkli egitim ortamlarindaki 6gretmenlerin
farkh sonuclar Uretecegi goz online alinarak, daha biyuk katihmci gruplariyla ve farkh baglamlarda
calismalar yuratilmelidir. Bu, EA yapmanin 6gretmen etmenliginin kavramlastirilmasi, 6gretmen etkililigi
ve 6grenci basarisi Gzerindeki etkilerini géorme firsati saglayacaktir. Gelecekteki arastirmalar, ¢cevrimigi
eylem arastirmasinin hizmet igi ve hizmet 6ncesi 6gretmen egitimi programlarina nasil sistematik olarak
entegre edilebilecegini inceleyebilir. EA'ya sirekli katimi inceleyen uzun suregli ¢alismalar, 6gretmen
kimligi ve etmenligi Gzerindeki uzun vadeli etkilere dair daha derin i¢goriler sunabilir. Diger yandan,
cevrimici ve yiz ylze EA uygulamalari arasindaki karsilastirmali calismalar, baglama 6zgi olanaklara ve
kisitlamalara 1sik tutacaktir.

Ozetle bu calisma, cevrimigi eylem arastirmasinin yabanci dil olarak ingilizce 6gretimi baglamlarinda
etmenligi tesvik etmek icin nasil dinamik bir arag olarak hizmet ettigini gostererek, 6gretmen etmenliginin
teorik olarak anlasilmasina katkida bulunmaktadir. Uygulama diizeyinde ise bulgular; yapilandiriimis ve
yansitict EA slreglerinin  —ozellikle c¢evrimici ortamda ydritildiginde— 6gretmenlerin  mesleki
ozerkliklerini, is birligi kapasitelerini ve 6gretimsel karar alma sireglerini dnemli élglide artirabilecegini
gostermektedir. Bu ¢ikarimlar, gliclendirilmis ve yansitici egitimciler yetistirmeyi amacglayan gelecekteki
mesleki gelisim programlarinin tasarimina rehberlik edebilir.

Yazarlarin Katki Beyani

Birinci Yazar: Kavramsallastirma, Veri toplama, Veri analizi, inceleme, Metodoloji, Dogrulama,
Gorsellestirme, Orijinal taslagin yazimi, Yazim — gbzden gegirme ve diizenleme.

ikinci Yazar: Kavramsallastirma, Proje yénetimi, Dogrulama, Yazim — gézden gegirme ve diizenleme.
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Etik Beyan

“Yiksekodgretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi”nde yer alan tim kurallara uyulmus
olup, Yonerge’nin ikinci bélimiinde yer alan “Bilimsel Arastirma ve Yayin Etiine Aykiri Eylemler”den
higbiri gergeklestirilmemistir.

Etik Kurul Karari: Akdeniz Universitesi Sosyal ve Beseri Bilimler Bilimsel Arastirma ve Yayin Etigi
Kurulu’ndan 15.01.2020 tarihinde, 1 sayili karar numarasi ile alinmistir.

Bu galisma, “Degisim igin Bir Ara¢ Olarak Eylem Arastirmast: ingilizce Okutmanlarinin Ogretmen Etmenligi
Algilari ve Etkili Ogretmen Kavramsallastirmalari” (Action Research as A Tool for Change: EFL Instructors’
Perceptions of Teacher Agency Conceptualization of an Effective Teacher) baslikh doktora tezinin bir
boélimine dayanmaktadir.

Cikar Catismasi Beyani

Yazarlar, herhangi bir ¢ikar gatismasi bulunmadigini beyan ederler.
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APPENDIX A

Teacher Agency Scale

Never

Sometimes

Cenerally

Always

1. Tnstead of n:mg ready mads plan: T prepare ooy own plan: based on the needs of noy students
BVELY V&L

k3|

iy

2. While makimg mry plars [ mchode nry studants in the procadure.

=

iy

LAy

3. Tupdate pry plars based on the chanpmg nesds of my students during the temm.

k3|

iy

LAy

1. Tprepare mdmidual eF0caion proETams & COODeTation Wik the specialist: Jor die sudents Who
hawe special nesds.

k3|

[FEl

iy

LAy

in

. In order to make my lessons more effective I oonsalt specialists (from miversities, NGO's ste ).

k3|

[FEl

LAy

LA

4. ['mizke use of :cpentific research results durmg the teaching leamms procedurs.

k3|

[FEl

iy

LAy

=)

. I miales usa of different implemertations used all over the world in ooy lessons.

k3|

[FEl

LAy

LA

T, Tprovide my stafents Wikl opportaEtes to az00ate the CORCEpis and Skl Wit their m and
out of school experisance:,

k3|

[FEl

iy

LAy

9. [ make sume that 211 the snudents in my class participats in the lsszon actvely

(=

[FEl

L&y

(]

10,1 provids my srodents with opportonities to use what they leam in different lessons.

k3|

[FEl

LAy

LA

11.I pmide nry shodents to participate in natonal and mtemational projects.

Fa

[FE)

LAy

L]

TIT provide iy stadenis With opportIEtes to preiak) el projects ik diseret seiing: such s ke
imtemet, project exhibitions, sciemtific fests et

k3|

[FEl

LAy

LA

13.1 train my snudents to evalmie the mfomaton sparces they face cotically.

Fa

[re)

Ly

L¥]

14.1 pmide nry shodents ta use the tecmology for leaming panposss.

Fa

[FE)

LAy

L]

15.1 azsign my students 10 develop authentic materials for the lesson.

Fa

[re)

Ly

L¥]

16.1 design activities bo enkance their creativity.

Fa

[FE)

LAy

L]

17.1 determing the testing materials I will nze doring the teaching procsdure with my smdents.

[

e

(=]

(X}

18.1 develop aathentic testing tools to evahmte my sfudents’ progress.

Fa

[re)

Ly

L¥]

15T pvaluate the testing results and give detailed feedback to nry stodent: about thelr progres:.

=

[

(=]

(=]

20,1 mzlce zelf-evaluation reganding the effectvencss of oy teaching mmplementations,

Fa

[re)

Ly

L¥]

21.T usa the tasting rasults to evaluate nry own teaching perfonmance.

=

[

(=]

(=]

27 Tz use of the evaluation: of the stodents, the parents, colleazozs and admindstrators
rezarding vy professionz] development.

[

e

(=]

(X}

23 T'mizke Jomg f=mm and short ferm plans regardms my teaching besed on rry persopal evalimation
Tesults

=

a3

Ly

LAy

24T mizka nay smudents evahmars their oam teaching.

=

[

(=]

(=]

23 I mizka nay students evahare sach other's leaming procedures

=

a3

Ly

LAy

26T orzamze event: Jor the parent: to pamicipate In varwous 2oci], cufhural, arbstic adivibes,

r4

12

L

L

27.1 create leaming comamuritie: for the participation of stodents, parents and teachers.

[

e

(=]

(X}

|28 T develop projects to meet saciety & VAILOWS | eComomlc, S0CE2] and educatoral) neads.

=

[

L

L

28,1 organize epracumioolar events (theatre, project exhibitions, scence fests ete.) for the snadents,

Fa

[re)

Ly

L¥]

30,1 take charze in professional groups composed of educatonalists actively.

Fa

[FE)

LAy

L]

311 participate in Taining programs refated to poy job voluntanly.

Fa

[re)

Ly

L¥]

1T prezent my stodies In scienfific confarences and symposroms:.

=

[

L

L

33.1 share mry experiences and meovative sudie: with ny colleames.

k3|

[FEl

iy

LAy

34T share my athentic shadies with emtemal stakehalders [other zchoals, BOWE, public education
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=
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APPENDIX B

Analysis 2. Each Participant’s Responses to Items under Each Subscale at Time 1 and Time 2

Participant  Subscale Tl T2

MNewver BRarely Sometimss Generally Always MNewer FRarely Sometimes Generally Always

Instruction 000 000 020 060 0.20 0.00 0.00 0.30 0.30 040
Community 023 023 023 023 0.00 0.50 0.00 0.50 0.00 000

Bervice
Astronaut Evaluation 0.00 0.00 050 050 0.00 0.00 0.17 0.50 017 017
Planning 025 073 0.00 000 0.00 0.00 0.00 075 0.00 025
Dissemination  0.00 000 067 033 0.00 0.00 0.00 0.33 0.50 017
Empowerment 025 025 050 000 0.00 0.50 0.00 023 023 000
Instruction 000 000 020 040 0.40 0.00 0.00 0.30 0.20 050
Community — 0.30 000 050 000 0.00 0.25 0.25 0.25 0.00 025

Bervice
Blucherry Evaluation 000 000 000 050 0.50 0.00 0.00 0.00 0.00 1.00
Planning 000 000 050 050 0.00 0.00 0.00 0.00 1.00 000
Dissemination  0.00 000 017 017 0.67 0.00 0.00 0.17 0.33 030
Empowerment 000 000 050 050 0.00 0.00 0.00 0.50 023 025
Instruction 000 040 050 010 0.00 0.00 0.00 0.30 0.60 010
Community  0.73 025 000 000 0.00 0.25 0.50 0.00 0.00 025

Bervice
Elly. Evaluation 000 067 033 000 0.00 0.00 0.00 017 0.83 000
Planning 000 073 025 000 0.00 0.00 0.25 0.25 0.50 000
Dissamination 033 050 017 000 0.00 0.00 0.17 033 033 017
Empowerment 050 025 025 000 0.00 0.00 0.00 0.50 0.50 000
Instruction 000 020 040 030 0.10 0.00 0.20 0.50 020 010
Community — 0.30 050 000 000 0.00 0.7s 0.25 0.00 0.00 000

Bervice
Ginger Evaluation 000 000 000 050 0.50 0.00 0.00 0.00 0.83 017
Planning 000 025 025 025 0.25 0.00 0.25 0.25 0.50 000
Dissemination .17 000 067 000 0.17 017 0.00 0.67 0.00 017
Empowerment 000 073 025 000 0.00 0.00 0.73 023 0.00 000
Instruction 000 040 010 050 0.00 0.00 0.20 0.20 0.40 020
Community  0.73 023 000 000 0.00 1.00 0.00 0.00 0.00 000

Bervice
Melisz Evaluation 000 000 067 033 0.00 0.00 0.00 0.17 0.83 000
Planning 100 000 000 000 0.00 0.00 0.50 0.00 0.50 000
Dissemination  0.00 000 050 017 0.33 0.00 0.00 0.00 0.67 033
Empowerment 023 030 023 000 0.00 0.23 0.00 0,73 0.00 000
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Appendix C
Analysis 4. All Responses to Items under Each Subscale at Time 1 and Time 2
Category Options Means Comments
Never 0.07 The most frequent response 1n this category 1s “generally™
) Rarely 0.09 with a mean of 0. 34. Tlme 1 results were also simi_lar
Instruction Sometimes 0,30 t‘gmm'a]ly” (0.34) bm.ng the most frequent one_ It is )
Generally 0.34 ml:afprcted tha,t participants mostly feel th_tmsalvas agent in
i the mstruction phase of teaching at both times.
Always 0.20
Never 0.54 The option “never” (0. 54) is the most frequent response
Rarely 0.21 under the “community service” category. Time 1 results
Community Service Some-ti.mes 0.18 were also similar “never” (0. 57) being the most frequent
i one. Thus. we can say that the participants do not tend to
Generally 0.00 take action for extra-curricular activities at both times.
Always 0.07
Never 0.05 In the “evaluation™ category the most frequent response 1
) Rarely 0.05 “generally™ (0. 43). Ti_me 1 results were also sinmlar
Evaluation Sometimes 029 t‘gemara]ly” (0.36) bqu_]g the most ﬁe_quent one. We can
Generally 0.43 interpret that the participants take action to evaluate the
. teaching and learning process at both times.
Always 0.19
Never 0.14 Regarding the “planning™ category. the most frequent
response 1s “generally™ (0. 36) However at timel “never”
Planning Rarely 025 and “rarely” were most frequent responses. Thus. the
participants started to feel themselves agent enough in the
Sometimes  0.21 planning phase.
Generally 0.36
Always 0.04
Never 0.05 The option “generally™ (0. 38) 1s the most frequent answer
in the “dissemination™ category. At time 1 “sometimes™ was
Dissemination Rarely 0.12 the most frequent response which shows that the
participants use their agency to share information most of
Sometimes  0.26 the time after the study.
Generally 0.38
Always 0.19
Never 0.25 In the “empowerment” category the option “sometimes™ (0.
Rarely 021 36) 1s the most common response but at time 1 “rarely™
Empowerment Sometimes 0,36 (0.36) was the most common one which illustrates that the
Generally 0.14 participants c_hangcd their ideas and became more agent to
empower their students.
Always 0.04
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Wilcoxon Signed Ranks Test results of the data collected in time 1 and time 2

Analyses . Sub-scales z Asymp. Sig. [2-tailed] Ranks
Farticipants MNegative Positive Ties
1 All All -5.607 0.000* 37 88 113
1 -0.447 0.655 2 E 5
2 -1.414 0157 2 a 2
3 -0.577 0.564 2 1 3
Astranaut -1.841 0.068 0 3 0
5 -1.732 0.022 a E E
B 0.000 1.000 1 1 2
1 0.000 1.000 E 2 5
2 -0.447 0.655 1 1 2
Blueberry E -1.732 0.022 a E E
4 -1.414 0.157 a 2 2
L} -0.378 0.705 £ 1 2
=1 -0.447 0.655 1 1 2
1 -2.598 0.009* a 8 2
2 -1.633 0.102 a E 1
Elly 3 -2.121 0.034* a 5 1
4 -1.633 0.102 a E 1
L} -2.232 0.026* a & a
= -1.830 0.055 a 4 a
1 -0.577 0.564 2 1 7
2 -1.000 0.217 1 a E
g Ginger 3 -1.000 0.217 3 1 2
4 -1.000 0317 1 a 3
5 0.000 1.000 a a &
8 0.000 1.000 a a 4
1 -1.633 0102 a 3 7
2 -1.000 0317 1 a 3
Meliza 3 -1.732 0.083 a 3 3
4 -1.857 0.063 a 4 a
5 -1.732 0.083 a 3 3
= -0.816 0414 1 2 1
1 -1.150 0234 2 4 4
2 -1.342 0120 a 2 2
3 0.000 1.000 2 2 2
Sea
4 -1.6332 0.102 a E 1
5 -1.000 0217 a 1 5
B -1.000 0217 1 a E
1 -0.577 0.564 1 2 7
2 -1.000 0.317 1 a 3
Tobe 3 -1.000 0.317 3 1 2
4 -1.414 0.157 2 a 2
L} -1.085% 0.276 1 2 E
=1 -1.732 0.023 a E 1
Astronaut -1.40% 0.155 T 12 15
Blueberry -1.176 0.238 2 10 16
Elly All -4.820 0.000* a 29 5
3 Ginger -1.667 0.056 T 2 25
Melisa -3.124 0.002* 2 15 17
Sea -1.867 0.062 & 12 17
Tobe -0.445 0.653 2 8 18
1 -1.768 0.006* 10 23 a7
2 -0.741 0.458 =1 & 16
4 Al E -1.548 0.122 10 16 16
4 -3.097 0.002* E 16 2
5 -2.924 0.003* 4 16 22
= -1.244 0.025* 4 11 13
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EKA
Ogretmen Etmenligi Olgegi

Ogretmen Etmenligi Olgegi (Teacher Agency Scale) Higbir | Nadir | Bazen | Genelli| Her zaman
zaman | (Rarel | (Some kle (Always)
(Never y) times) | (Gener
) ally)
1. Hazir planlar kullanmak yerine her yil 6grencilerimin ihtiyaglarina dayali kendi 1 2 3 5 5
planlarimi hazirlarim.
2. Planlarimi yaparken 6grencilerimi de strece dahil ederim. 1 2 3 5 5
3. Dénem boyunca 6grencilerimin degisen ihtiyaglarina gére planlarimi glincellerim. 1 2 3 5 5
4. Ozel gereksinimli 6grenciler icin uzmanlarla is birligi icinde bireysellestirilmis egitim 1 2 3 5 5
programlari hazirlarim.
5. Derslerimi daha etkili hale getirmek igin uzmanlara (tniversitelerden, STK'lardan vb.) 1 2 3 5 5
danisirm.
6. Ogretme/dgrenme siirecinde bilimsel arastirma sonuglarindan yararlanirim. 1 2 3 5 5
7. Derslerimde tim dinyada kullanilan farkl uygulamalardan yararlanirim. 1 2 3 5 5
8. Ogrencilerime, kavram ve becerileri okul ii ve okul disi deneyimleriyle 1 2 3 5 5
iliskilendirmeleri igin firsatlar sunarim.
9. Sinifimdaki tiim 6grencilerin derse aktif olarak katilmasini saglarim. 1 2 3 5 5
10. Ogrencilerime &grendiklerini farkli derslerde kullanma firsatlari sunarim. 1 2 3 5 5
11. Ggrencilerimi ulusal ve uluslararasi projelere katilmalari igin yénlendiririm. 1 2 3 5 5
12. Ogrencilerime projelerini internet, proje sergileri, bilim senlikleri vb. farkl 1 2 3 5 5
ortamlarda sunma firsatlari saglarim.
13. Ogrencilerimi karsilastiklari bilgi kaynaklarini elestirel bir sekilde degerlendirmeleri 1 2 3 5 5
icin egitirim.
14. Ogrencilerimi teknolojiyi 8grenme amaciyla kullanmalari igin ydnlendiririm. 1 2 3 5 5
15. Ogrencilerime ders igin dzgiin materyaller gelistirmeleri ydniinde gérevler veririm. 1 2 3 5 5
16. Yaraticiliklarini artiracak etkinlikler tasarlarim. 1 2 3 5 5
17. Ogretim siirecinde kullanacagim 6lgme-degerlendirme materyallerini 1 2 3 5 5
6grencilerimle birlikte belirlerim.
18. Ogrencilerimin gelisimini degerlendirmek igin 6zgiin lgme-degerlendirme araglari 1 2 3 5 5
gelistiririm.
19. Sinav sonuglarini degerlendirir ve 6grencilerime gelisimleri hakkinda detayh donit 1 2 3 5 5
veririm.
20. Ogretim uygulamalarimin etkililigine iliskin 6z degerlendirme yaparim. 1 2 3 5 5
21. Sinav/6lgme sonuglarini kendi 6gretim performansimi degerlendirmek igin 1 2 3 5 5
kullanirim.
22. Mesleki gelisimimle ilgili olarak 6grencilerin, velilerin, meslektaslarin ve 1 2 3 5 5
yoneticilerin degerlendirmelerinden yararlanirim.
23. Kisisel degerlendirme sonuglarima dayanarak 6gretimimle ilgili uzun ve kisa vadeli 1 2 3 5 5
planlar yaparim.
24. Ogrencilerimin kendi 6grenmelerini degerlendirmelerini saglarim. 1 2 3 5 5
25. Ogrencilerimin birbirlerinin 6grenme siireglerini degerlendirmelerini saglarim. 1 2 3 5 5
26. Velilerin gesitli sosyal, kiltiirel, sanatsal etkinliklere katilmasi igin organizasyonlar 1 2 3 5 5
dizenlerim.
27. Ogrencilerin, velilerin ve 6gretmenlerin katihmi igin 6grenme topluluklar 1 2 3 5 5
olustururum.
28. Toplumun gesitli (ekonomik, sosyal ve egitimsel) ihtiyaglarini karsilamak tizere 1 2 3 5 5

projeler gelistiririm.

718




Yilmaz & ilin — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 55(2), 2026, 683-724

29. Ogrenciler igin ders digi etkinlikler (tiyatro, proje sergileri, bilim senlikleri vb.) 1 2 3 5 5
duzenlerim.

30. Egitimcilerden olusan mesleki gruplarda aktif olarak gérev alirim. 1 2 3 5 5
31. Meslegimle ilgili egitim programlarina gonulli olarak katihirim. 1 2 3 5 5
32. Gahigmalarimi bilimsel konferans ve sempozyumlarda sunarim. 1 2 3 5 5
33. Deneyimlerimi ve yenilikgi calismalarimi meslektaslarimla paylasirim. 1 2 3 5 5
34. Ozgiin calismalarimi dis paydaslarla (diger okullar, MEB, halk egitim merkezleri vb.) 1 2 3 5 5

paylagirim.

719




EKB
Analiz 2. Katihmcilarin Her Bir Alt Boyuttaki Maddelere 1. ve 2. Zamanda Verdikleri Yanitlar

Yilmaz & ilin — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 55(2), 2026, 683-724

Katilimci

Alt Boyut

(Participa (Subscale)

nt)

Astronaut Ogretim

Blueberry

Elly

(Instructio
n)

Topluma
Hizmet
(Communi
ty Service)

Degerlend
irme
(Evaluatio
n)

Planlama
(Planning)

Yayginlasti
rma
(Dissemin
ation)

Glglendir
me
(Empower
ment)
Ogretim
(Instructio
n)

Topluma
Hizmet
(Communi
ty Service)

Degerlend
irme
(Evaluatio
n)

Planlama
(Planning)

Yayginlasti
rma
(Dissemin
ation)

Guglendir
me
(Empower
ment)
Ogretim
(Instructio
n)

Topluma
Hizmet
(Communi
ty Service)

Degerlend
irme

T1 (1. Zaman)

T2 (2. Zaman)

Higbir Nadir Bazen  Genellikle Her Higbir Nadir Bazen  Genellikle Her

zaman (Rarely) (Sometim (Generally zaman zaman (Rarely) (Sometim (Generally zaman

(Never) es) ) (Always)  (Never) es) ) (Always)
0.00 0.00 0.20 0.60 0.20 0.00 0.00 0.30 0.30 0.40
0.25 0.25 0.25 0.25 0.00 0.50 0.00 0.50 0.00 0.00
0.00 0.00 0.50 0.50 0.00 0.00 0.17 0.50 0.17 0.17
0.25 0.75 0.00 0.00 0.00 0.00 0.00 0.75 0.00 0.25
0.00 0.00 0.67 0.33 0.00 0.00 0.00 0.33 0.50 0.17
0.25 0.25 0.50 0.00 0.00 0.50 0.00 0.25 0.25 0.00
0.00 0.00 0.20 0.40 0.40 0.00 0.00 0.30 0.20 0.50
0.50 0.00 0.50 0.00 0.00 0.25 0.25 0.25 0.00 0.25
0.00 0.00 0.00 0.50 0.50 0.00 0.00 0.00 0.00 1.00
0.00 0.00 0.50 0.50 0.00 0.00 0.00 0.00 1.00 0.00
0.00 0.00 0.17 0.17 0.67 0.00 0.00 0.17 0.33 0.50
0.00 0.00 0.50 0.50 0.00 0.00 0.00 0.50 0.25 0.25
0.00 0.40 0.50 0.10 0.00 0.00 0.00 0.30 0.60 0.10
0.75 0.25 0.00 0.00 0.00 0.25 0.50 0.00 0.00 0.25
0.00 0.67 0.33 0.00 0.00 0.00 0.00 0.17 0.83 0.00
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Ginger

Melisa

(Evaluatio
n)

Planlama
(Planning)

Yayginlasti
rma
(Dissemin
ation)

Guglendir
me
(Empower
ment)
Ogretim
(Instructio
n)

Topluma
Hizmet
(Communi
ty Service)

Degerlend
irme
(Evaluatio
n)

Planlama
(Planning)

Yayginlasti
rma
(Dissemin
ation)

Guglendir
me
(Empower
ment)
Ogretim
(Instructio
n)

Topluma
Hizmet
(Communi
ty Service)

Degerlend
irme
(Evaluatio
n)

Planlama
(Planning)

Yayginlasti
rma
(Dissemin
ation)

Guglendir
me
(Empower
ment)
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0.00

0.33

0.50

0.00

0.50

0.00

0.00

0.17

0.00

0.00

0.75

0.00

0.00

0.25

0.75

0.50

0.20

0.50

0.00

0.25

0.00

0.75

0.40

0.00

0.00

0.00

0.50

0.25

0.17

0.25

0.40

0.00

0.00

0.25

0.67

0.25

0.10

0.00

0.67

0.00

0.50

0.25

0.00

0.00

0.00

0.30

0.00

0.50

0.25

0.00

0.00

0.50

0.00

0.33

0.00

0.17

0.00

0.00

0.00

0.00

0.10

0.00

0.50

0.25

0.17

0.00

0.00

0.00

0.00

0.00

0.33

0.00

0.00

0.00

0.00

0.00

0.75

0.00

0.00

0.17

0.00

0.00

1.00

0.00

0.00

0.00

0.25

0.25

0.17

0.00

0.20

0.25

0.00

0.25

0.00

0.75

0.20

0.00

0.00

0.50

0.00

0.00

0.25

0.33

0.50

0.50

0.00

0.00

0.25

0.67

0.20

0.00

0.00

0.00

0.75

0.50

0.33

0.50

0.20

0.00

0.83

0.50

0.00

0.00

0.40

0.00

0.83

0.50

0.67

0.00

0.00

0.17

0.00

0.10

0.00

0.17

0.00

0.17

0.00

0.20

0.00

0.00

0.00

0.33

0.00
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Analiz 4. Her Bir Alt Boyuttaki Maddelere 1. ve 2. Zamanda Verilen Tim Yanitlar

Kategori Segenekler Ortalamalar Yorumlar
(Category) (Options) (Means) (Comments)
Ogretim Higbir zaman 0.07 Bu kategoride en sik verilen yanit 0,34 ortalama ile "genellikle"
(Instruction) (Never) 0.09 segenegidir. 1. Zaman sonuglari da benzer sekilde "genellikle" (0,34)
Nadir (Rarely) 0.30 yanitinin en sik tercih edilen segenek oldugunu géstermistir.
Bazen (Sometimes) 0.34 Katihmcilarin her iki zamanda da 6gretimin uygulanmasi asamasinda
Genellikle 0.20 kendilerini gogunlukla etmen (agent) olarak hissettikleri seklinde
(Generally) yorumlanmaktadir.
Her zaman (Always)
Topluma Hizmet Higbir zaman 0.54 "Topluma hizmet" kategorisi altinda en sik verilen yanit "higbir
(Community Service) (Never) 0.21 zaman" (0,54) segenegidir. 1. Zaman sonuglarinda da "higbir zaman"
Nadir (Rarely) 0.18 (0,57) segenegi en sik verilen yanitti. Boylece, katihmcilarin her iki
Bazen (Sometimes) 0.00 zamanda da ders digi etkinlikler i¢in eyleme gegme egiliminde
Genellikle 0.07 olmadiklari s6ylenebilir.
(Generally)
Her zaman (Always)
Degerlendirme Higbir zaman 0.05 "Degerlendirme" kategorisinde en sik verilen yanit "genellikle" (0,43)
(Evaluation) (Never) 0.05 secenegidir. 1. Zaman sonuglarinda da benzer sekilde "genellikle"
Nadir (Rarely) 0.29 (0,36) en sik verilen yanit olmustur. Katiimcilarin her iki zamanda da
Bazen (Sometimes) 0.43 O0grenme ve 6gretme siirecini degerlendirmek igin eyleme gegtikleri
Genellikle 0.19 yorumunu yapabiliriz.
(Generally)
Her zaman (Always)
Planlama Higbir zaman 0.14 "Planlama" kategorisiyle ilgili olarak en sik verilen yanit "genellikle"
(Planning) (Never) 0.25 (0,36) segenegidir. Ancak 1. Zamanda "higbir zaman" ve "nadir" en
Nadir (Rarely) 0.21 sik verilen yanitlardi. Boylece, katiimcilarin planlama asamasinda
Bazen (Sometimes) 0.36 kendilerini yeterince etmen hissetmeye basladiklari séylenebilir.
Genellikle 0.04
(Generally)
Her zaman (Always)
Yayginlagtirma Higbir zaman 0.05 "Yayginlastirma" kategorisinde en sik verilen yanit "genellikle" (0,38)
(Dissemination) (Never) 0.12 secenegidir. 1. Zamanda ise en sik verilen yanit "bazen" olmustur; bu
Nadir (Rarely) 0.26 da katihmcilarin galismanin ardindan bilgiyi paylasmak adina
Bazen (Sometimes) 0.38 etmenliklerini gogunlukla kullandiklarini gostermektedir.
Genellikle 0.19
(Generally)
Her zaman (Always)
Guglendirme Higbir zaman 0.25 "Guglendirme" kategorisinde "bazen" (0,36) en yaygin yanittir, ancak
(Empowerment) (Never) 0.21 1. Zamanda "nadir" (0,36) segenegi en yaygin yanit olmustur; bu
Nadir (Rarely) 0.36 durum katimcilarin distincelerini degistirdiklerini ve 6grencilerini
Bazen (Sometimes) 0.14 glclendirmek adina daha fazla etmen haline geldiklerini
Genellikle 0.04 gostermektedir.
(Generally)

Her zaman (Always)
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1. ve 2. Zamanda Toplanan Verilere iliskin Wilcoxon isaretli Siralar Testi Sonuglar

Analizler Katiimcilar Alt Olgekler z Anlamlilik Seviyesi Siralar (Ranks)  Siralar (Ranks)  Siralar (Ranks)
(Analyses) (Participants) (Sub-scales) (Asymp. Sig. 2-tailed) Negatif Pozitif (Positive) Egitlikler (Ties)
(Negative)
1 Tumdi (All) Tumdi (All) -5.607 0.000* 37 88 113
2 Astronaut 1 -0.447 0.655 2 3 5
2 Astronaut 2 -1.414 0.157 2 0 2
2 Astronaut 3 -0.577 0.564 2 1 3
2 Astronaut 4 -1.841 0.066 0 4 0
2 Astronaut 5 -1.732 0.083 0 3 3
2 Astronaut 6 0.000 1.000 1 1 2
2 Blueberry 1 0.000 1.000 3 2 5
2 Blueberry 2 -0.447 0.655 1 1 2
2 Blueberry 3 -1.732 0.083 0 3 3
2 Blueberry 4 -1.414 0.157 0 2 2
2 Blueberry 5 -0.378 0.705 3 1 2
2 Blueberry 6 -0.447 0.655 1 1 2
2 Elly 1 -2.598 0.009* 0 8 2
2 Elly 2 -1.633 0.102 0 3 1
2 Elly 3 -2.121 0.034* 0 5 1
2 Elly 4 -1.633 0.102 0 3 1
2 Elly 5 -2.232 0.026* 0 6 0
2 Elly 6 -1.890 0.059 0 4 0
2 Ginger 1 -0.577 0.564 2 1 7
2 Ginger 2 -1.000 0.317 1 0 3
2 Ginger 3 -1.000 0.317 3 1 2
2 Ginger 4 -1.000 0.317 1 0 3
2 Ginger 5 0.000 1.000 0 0 6
2 Ginger 6 0.000 1.000 0 0 4
2 Melisa 1 -1.633 0.102 0 3 7
2 Melisa 2 -1.000 0.317 1 0 3
2 Melisa 3 -1.732 0.083 0 3 3
2 Melisa 4 -1.857 0.063 0 4 0
2 Melisa 5 -1.732 0.083 0 3 3
2 Melisa 6 -0.816 0.414 1 2 1
2 Sea 1 -1.190 0.234 2 4 4
2 Sea 2 -1.342 0.180 0 2 2
2 Sea 3 0.000 1.000 2 2 2
2 Sea 4 -1.633 0.102 0 3 1
2 Sea 5 -1.000 0.317 0 1 5
2 Sea 6 -1.000 0.317 1 0 3
2 Tobe 1 -0.577 0.564 1 2 7
2 Tobe 2 -1.000 0.317 1 0 3
2 Tobe 3 -1.000 0.317 3 1 2
2 Tobe 4 -1.414 0.157 2 0 2
2 Tobe 5 -1.089 0.276 1 2 3
2 Tobe 6 -1.732 0.083 0 3 1
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Astronaut Tamu (All) -1.409 0.159 7 12 15
Blueberry -1.176 0.239 8 10 16
Elly -4.820 0.000* 0 29 5
Ginger -1.667 0.096 7 2 25
Melisa -3.124 0.002* 2 15 17
Sea -1.867 0.062 5 12 17
Tobe -0.449 0.653 8 8 18
Tuamu (All) 1 -2.768 0.006* 10 23 37
2 -0.741 0.459 6 6 16

3 -1.548 0.122 10 16 16

4 -3.097 0.002* 3 16 9

5 -2.924 0.003* 4 16 22

6 -2.244 0.025* 4 11 13
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