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This research was planned to reveal the relationship between social presence and
self-regulation in e-learning process, which is very important for distance education
students. In this context, it was tried to determine the learning strategies that predict
students' social presence perceptions. The research carried out according to the
survey model, was carried out with the data obtained from 61 students giving
appropriate answers to the questions in data collection tools. In the process of
collecting the data; motivation and learning strategies scale, social presence scale
and personal information form developed by the authors were used. For analyzing
the data; descriptive statistics, stepwise regression analysis and one way ANOVA
were used. Results of the study showed that students’ common presence perceptions
could be predicted with organization and help seeking, e-learners perceived
influence could be predicted with three variables; organization, help seeking and
effort regulation, e-learners perceived cohesiveness could be predicted with three
variables; help seeking, organization and effort regulation, and e-learners perceived
social presence could be predicted with three variables; organization, help seeking
and effort regulation. In addition, the social presence perceptions of the students do
not show a significant difference in terms of variables including gender, class level
and department.
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Bu aragtirma uzaktan egitim 6grencileri i¢in olduk¢a 6nemli olan sosyal bulunugluk
ve Oz-dlizenlemenin e-6grenme siirecinde bir biri ile iliskisini ortaya koymak amaciyla
planlanmistir. Bu baglamda 06grencilerin sosyal bulunusluk algilarini yordayan
Ogrenme stratejileri belirlenmeye calisilmistir. Tarama modeline gore yiiriitiilen
arastirma, kullanilan veri toplama araglarindaki sorulara uygun sekilde yanitlar veren
61 ogrenciden elde edilen veriler ile gerceklestirilmistir. Verilerin toplanmasinda;
glidilenme ve 6grenme stratejileri Olgegi, sosyal bulunugluk 6lgegi ve yazarlar
tarafindan gelistirilen kisisel bilgi formu kullanilmistir. Verilerin ¢dziimlenmesinde
ise; betimsel istatistikler, adimsal regresyon analizi ve iliskisiz 6rneklemler i¢in tek
faktorll varyans analizi kullanilmigtir. Arastirma sonuglari Ggrencilerin ortak
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ise; dlizenleme, yardim isteme ve emek ydnetimi ile yordanabilecegini géstermistir.
Ayrica 6grencilerin sosyal bulunusluk algilari; cinsiyet, sinif ve boliim degigkenlerine
gore anlaml bir farklilik géstermemistir.
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Introduction

As regards distance education, which emerged as a result of social structure and the changes in needs, Moore,
who first came to mind and pioneered the field, stated that distance education is a pedagogical concept rather than
a simple geographical separation of students and teachers. Moore (1993) stated that the student and the teacher are
always as location, sometimes as location and time, in the online or distance learning environments, and describe
the psychological and communicative gap created by this separation as transactional distance. According to this
theory, there are three variables, namely the degree of affecting the teacher-student relationship of transactional
distance, dialogue, structure and learning autonomy.

Dialogue is developed during interactions between teachers and students (Moore, 1993). According to Moore,
the dialogue and interaction concepts are very similar to each other and even they substitute each other. However,
there is an important discrimination between them. Dialogue is used for identifying an interaction which has
positive qualifications or for completing the interaction series and other interactions may not have this (Moore,
1993).

The structure is to structure the elements used in course design or education program by using various
communication tools. The programs are structured according to the needs like copying, distribution and control.
The structure expresses the flexibility or solidity related with the educational purpose of the program, education
strategies and evaluation methods and it is a qualitative variable like dialogue. For example, in a course which is
presented with a television program recorded previously, every second is definite and it is a course which does not
include any dialogue since any input from the students is not taken. In such course, there is no change or little
changes according to the individual needs of the students. However, if the same course is given with teleconference
method, wide alternative replies given by the lecturers to the written messages and questions of the students, are
possible. Thus, this environment includes more dialogue and less structure (Moore, 1993). In other words, the
structure and dialogue are inversely proportional. When the structure increases, the transactional distance increases
and when the dialogue increases transactional distance decreases as well.

Learner autonomy concept is developed for identifying the process of students in using their learning materials
and programs with their own controls and own methods for reaching their purposes. Learner autonomy is the
student rather than the teacher the degree to which many learners have taught in teaching/learning relationships in
order to determine their learning objectives, learning experiences and assessment decisions of the learning program
(Moore, 1993). In other words, it may be said that learner autonomy corresponds to the decisions of the students
given for how, what, how much to learn.

As can be seen from the above definitions, these three elements (dialogue, structure, and learner autonomy)
have an important place for a successful distance education experience. In addition, the advantage of distance
education programs such as learning in his own learning speed and as needed from the desired place and time
while it has some disadvantages such as having the students feel themselves alone in their own learning
environment, communication concern with the other students and teacher, having the students to be motivated,
self-disciplined. In this context, self-regulated learning (SRL) skills become important in efficient management of
this process and in taking the responsibility of their own learning process in distance education.

Different researchers made different definitions related with the SRL which its effect on the learning of the
students is presented with many studies on the learning of the students. Pintrich (1995) defines self-regulation as
the actively managing and controlling the level of knowledge, motivation and behavior of a student for academic
tasks. Schunk and Zimmerman (2008) define self-regulated learning as a process in which learners turn their
minds, emotions and behaviors systematically towards learning objectives. In a study conducted by Pintrich and
De Groot (1990), in the self-regulated learning process, it is mentioned that the individual must take the
responsibility of his/her own learning process and manage this process efficiently. In this respect, it may be said
that the SRL has an important role in conforming to the changing and developing conditions of the individuals and
becoming active in lifelong learning process.

In the study of Montalvo and Torres (2004) on the current and future orientations related with the SRL, the
basic specifications separating the students with self regulate skills from the students without these skills, are
mentioned in six items by benefiting from the studies conducted by different researchers (Corno, 2001; Weinstein,
Husman, & Dierking, 2000; Winne, 1995; Zimmerman, 1998, 2000, 2001, 2002). These are;
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e They know how to use the cognitive strategies (repetition, elaboration and organization), which help
them to attend to, transform, organize, elaborate and recover information.

e They have the skills of planning, controlling and managing the mental processes for reaching their
personal goals.

e They have motivational beliefs and adaptive emotions in developing positive feelings such as joy,
satisfaction and enthusiasm related with the tasks and adopting the learning purposes and academic
self-efficacy perception in high level for the requirements of special learning status and learning tasks.

e Inorder to create favourable learning environments, they have the skills of using the current resources
and time affectively.

e They show a great effort in regulation in accordance with the requirements and controlling the task
and learning environment by the efficient participation method.

e They can efficiently use the strategies related with their self control for providing the continuity efforts
against the stimulus which can distract attention while performing academic tasks.

In summary, SRL skills helps to describe the ways of how students approach tasks, apply strategies, monitor
their performance, and interpret the outcomes of their efforts towards achieving specific learning goals. However,
students need to choose and use their learning strategies appropriately in order to be self-regulating. Learning
strategies are strategies that are done by students for help in obtaining, storing, recalling, and using information.
Learning strategies can also be expressed as "'specific actions that students use to make learning easier, faster, more
fun, more self-regulated, more effective, and easier to transfer to new situations" (Oxford, 1990). In this context,
various SRL strategies are suggested in the literature (Pintrich, 2000; Weinstein & Mayer, 1986; Zimmerman,
1990). For example; Zimmerman (1990) has collected the SRL strategies in 14 categories as to be self-evaluation,
organization and transformation, goal setting and planning, information seeking, record keeping, self-monitoring,
environmental structuring, giving self consciousness, rehearsing and memorizing, seeking social assistance (peers,
teacher, or other adults), reviewing (notes, books, or tests). In scope of this research, motivated strategies for
learning questionnaire which is developed by Pintrich, Smith, Garcia, and McKeachie (1991) and was used since
it is preferred mostly in the literature and provided opportunity for the determination of the learning strategies used
by the students according to their own responses. The academic infrastructure of the section related with learning
strategies of the questionnaire was formed of rehearsal, elaboration, organization, critical thinking, time and study
environment, effort regulation, peer learning, help seeking, planning, monitoring and regulating strategies. When
these factors are reviewed, it is seen that an appropriate interaction is needed among the participants for the
successful usage of the learning strategies.

Distance education theorists (Garrison, 1991; Garrison, 2000; Holmberg, 1991; Moore & Kearsley, 1996) and
some researchers (Anderson & Garrison, 1995; Harasim, 1990; Henri & Rigault, 1996; Katz, 2000; Saba &
Shearer, 1994; Soo & Bonk, 1998; Winn, 1999) has loaded a critical importance to the interaction by considering
the economic disadvantages and incomes and the educational, motivational effect of the interaction (As cited in:
Moore & Anderson, 2003). A number of online educators and researchers have reported that interaction with others
significantly and positively relates to social presence (Kim, Kwon, & Cho, 2011; Shen, Nuankhieo, Huang,
Amelung, & Laffey, 2008; Tu & Mclsaac, 2002). In other words, to provide dialogue opportunities among all
participants is very important for social presence perceptions of the participants in distance education applications.

Social presence (Lowenthal & Dunlap, 2010) which is one of the important concepts in online learning, was
first used by Short, Williams, and Christie (1976) and has been identified as the perception degree of each person
in interpersonal relations (As cited in: Kim, Kwon, & Cho, 2011). When the literature is examined, it is observed
that the social presence is identified in different forms by the different researchers:

e According to Gunawardena and Zittle (1997), it is the perception degree of a person like an actual
person in communication environment.

e According to Tu and Mclsaac (2002), it is the measurement of the feeling of being a society which
forms as the result of the students’ experiences in online environment.
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e According to Kang, Choi, and Park (2007), it is the depth which is perceived by the relations between
the other students and society in online learning process.

e According to Garrison (2009), the ability to identify with a group, communicate purposefully, and
develop interpersonal relationships.

When the social presence definitions made by different researcher are examined, especially in the online
learning environment, it is seen that the individual has an emphasis on the feeling of existence and communication
with other individuals. To create social presence perception in high levels in learning environment shall help being
perceived as warm and accessible for all the participants (Rourke, Anderson, Garrison, & Archer, 2001).
According to Rourke et al., (2001), the other benefit of the social presence perception is to encourage and support
the cognitive and affective learning goals by making the group interactions as attractive and charming. In the
studies conducted by Tu and Mclsaac (2002), the dimensions of social presence has been examined with qualitative
and quantitative methods and it is mentioned that the social presence is a vital elements affecting the online
interaction. The results of the study conducted by Richardson and Swan (2003) for examining the social presence
perception in online learning environment, shows that the social presence perception and learning perception of
the students have a positive relation. In the study of Swan and Shih (2005), a significant relation is found between
the social presence perception and the satisfaction in the online discussions. The results of the study conducted by
Lu, Huang, Ma, and Luce (2007), shows that the social presence perception has an important effect on the learning
outcomes and satisfaction of the students related with the cognitive learning, satisfactions related with the learning
process and satisfactions of the participants in the activities.

As the result, besides providing opportunities for the dialogue between the student and teacher for a successful
distance education, the learning materials need to be structured properly (Moore, 1993). However, in practice this
becomes a very complicated issue. Because it changes according to the content, education level, students’
characteristics and level of the most appropriate learner autonomy which particularly the student may apply
(Moore, 1993). In addition to this, for reducing the transactional distance particularly in the distance education, to
provide opportunities for dialogue may positively affect the social presence perceptions of whole participants.
Furthermore, this will provide opportunities for students to use SRL skills to construct their own learning. As can
be seen, SRL and social presence concepts are very important for a successful distance education program. In this
context, in order to reveal the relationship between social presence and self-regulation in the e-learning process,
the following research questions were sought in this research.

1.  What are the learning strategies that predict the social presence perceptions of the students?

2. Do the social presence perception of the students show a significant difference in terms of gender,
class level and department variables?

Method
Research Design and Participants

In scope of this research which is carried out according to survey model, 105 students who enrolled in the
different distance education programs in a state university, were reached for the study. However, the research was
studied with the data obtained from 61 students excluding those who have filled the data collection tools as faulty
and missing. Findings related to the distribution of students in the study group according to their various
characteristics are given in Table 1.

Table 1. Distribution of the Students in Study Groups According to the Various Specifications

N %
Gender Male 21 34.43
Female 40 65.57
Class Level 1 45 73.77
2 16 26.23
Department Computer Technologies and Programming 32 52.46
Business Management 29 47.54
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As seen in Table 1, 32 (%52.5) of the students in the study groups continues to the program of “Computer
Technologies and Programming” and 29 (%47.5) continues to the program of “Business Management” and the
age average is 21. The students may reach to the course contents whenever they want over the learning
management system. Besides, as asynchronous, a communication may be established between the lecturer and the
other students. In addition to this, an interaction may be established over Adobe Connect program with the
simultaneous sessions which are held weekly. In addition to all these, there is a social exchange platform provided
by the institution so that students can interact and share with each other.

Data Collection Tools

In scope of the research; the motivated strategies for learning questionnaire, social presence scale and the
personal information form developed by the authors are used in data collection process.

Motivated strategies for learning questionnaire. The motivated strategies for learning questionnaire (MSLQ)
was used, which was developed to assess university students’ motivational orientations and their use of different
learning strategies by Pintrich et al. (1991) and adapted into Turkish by Buyukoztirk, Akgtin, Ozkahveci, and

9

Demirel (2004). Motivation scale is composed of 6 factors being as “intrinsic goal orientation”, “extrinsic goal
orientation”, “task value”, “control belief of learning”, “self-efficacy” and “test anxiety” together with 31 items.
Learning strategies scale is composed of 50 items and 9 factors in total. These factors are “rehearsal”,
“elaboration”, “organization”, “metacognitive self-regulation”, “critical thinking”, “help seeking”, “effort
regulation”, “peer learning” and “time and study environment”. 81 items of the MSLQ are scored on a 7 point
Likert scale, from 1 (not at all true of me) to 7 (very true of me). Cronbach a internal consistency related to sub-

scaled factors varies between .86 and .41. In this study, the learning strategies part of the questionnaire is used.

Social presence scale. The social presence scale which is developed by Kang et al. (2007) and adapted into
Turkish by Olpak and Kilig Cakmak (2009), was used for determining the social presence perceptions of the
students. The social presence scale which its Turkish adaptation study was done, consists of 3 factors and 19 items
as to be 5 items for co-presence, 7 items for influence, and 7 items for cohesiveness. All items were scored on a
5-point Likert scale ranging from 1 (strongly disagree) to 5 (strongly agree). The high point obtained from the
scale shows that the individual feels existence him/herself socially in an environment. Cronbach o value of the
social presence scale consisting of three factors; for co-presence .79, for influence .86 and for cohesiveness .91.
Cronbach o value calculated for the whole scale is .94.

Personal information form. A form was developed in order to collect data concerning features of e-learners.
Questions related to students’ gender, age, internet and computer use periods, etc. were included in this form.
Apart from this, data related to students’ departments, class level, etc. were collected from the student information
system of the university.

Data Analysis

For determining the learning strategies predicting the social presence perceptions of the students, stepwise
regression analysis was used. One way ANOVA was used to determine whether there is a significant difference in
social presence perceptions of the students according to the various variables.

Findings

In this section, the regression analysis results performed for determining the learning strategies predicting the
social presence are examined. First, the findings are presented for sub-factors of social presence and then are
presented for general social presence. Finally, it is examined whether there is a significant difference in social
presence perceptions of the students according to the various variables.

In this respect, for determining the learning strategies of the students which predict the social presence
perceptions of the students (co-presence, influence, cohesiveness and social presence); rehearsal, elaboration,
organization, critical thinking, metacognitive, time and study environment, effort regulation, peer learning and
help seeking factors are added to the analysis. Table 2 (co-presence), Table 3 (influence), Table 4 (cohesiveness)
and Table 5 (social presence) summarize the results of the stepwise multiple regression analysis, including the
unstandardized regression coefficient (B), the standard error (SEg), the standardized regression coefficient (B), R?
and adjusted R2.
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Table 2. Summary of Stepwise Regression Analysis for Variables Predicting Students’ Co-presence

Model B SEg B

Model 1

Organization 447 119 441
R2=.194
Adjusted R?=.180
R=.441*

Model 2

Organization .327 121 322

Help Seeking .393 .146 321
R2=.283
Adjusted R?= 258
R=.532*

*p<0.01

The regression analysis (Table 2) shows that e-learners perceived co-presence could be predicted with two
variables: Organization and help seeking. The rest of the variables entered did not significantly contribute to
predicting students’ co-presence. The first model shows that student co-presence can be predicted by the
organization, which explains 19% of the variance (R = .441, F(, 59y = 14.215, p < .01). The second model with two
predictors indicates that approximately 10% of the variance was increased by adding the second predictor, the help
seeking. Therefore, it was concluded that the two-predictor model was appropriate for predicting the level of
student co-presence (R = .532, F, 55y = 11.457, p < .01).

Table 3. Summary of Stepwise Regression Analysis for Variables Predicting Students’ Influence

Model B SEs B

Model 1

Organization .592 147 466
R2= 217
Adjusted R?= .204
R=.466*

Model 2

Organization 474 153 372

Help Seeking .388 .185 953
R2= 272
Adjusted R?=.247
R=.521*

Model 3

Organization .668 170 525

Help Seeking 425 179 977

Effort Regulation -419 .182 - 298
R?=.334
Adjusted R?=.299
R=.578*

*p<0.01

The regression analysis (Table 3) shows that e-learners perceived influence could be predicted with three
variables: Organization, help seeking and effort regulation. The rest of the variables entered did not significantly
contribute to predicting students perceived influence level. The first model shows that student influence can be
predicted by the organization, which explains 22% of the variance (R = .466, F(, 59y = 16.330, p <.01). The second
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model with two predictors indicates that approximately 5% of the variance was increased by adding the second
predictor, the help seeking (R =.521, F,,s8) = 10.830, p < .01). The third model with three predictors indicates that
approximately 6% of the variance was increased by adding the third predictor, the effort regulation (R = .578, F,
s57) = 9.533, p < .01). Therefore, it was concluded that the three-predictor model was appropriate for predicting the
level of student level of perceived influence.

Table 4. Summary of Stepwise Regression Analysis for Variables Predicting Students’ Cohesiveness
Model

B SEs B

Model 1

Help Seeking 748 79 AT7
R2= 228
Adjusted R?=.215
R=.477*

Model 2

Help Seeking .556 .182 .355

Organization 431 151 332
R?=.323
Adjusted R?=.299
R=.568*

Model 3

Help Seeking .596 175 .380

Organization .641 .166 493

Effort Regulation -.452 77 - 315
R2=.392
Adjusted R?= .360
R=.626*

*p<0.01

The regression analysis (Table 4) shows that e-learners perceived cohesiveness could be predicted with three
variables: Help seeking, organization and effort regulation. The rest of the variables entered did not significantly
contribute to predicting students perceived cohesiveness level. The first model shows that student cohesiveness
can be predicted by the help seeking, which explains 23% of the variance (R = .477, F(, 59y = 17.389, p < .01). The
second model with two predictors indicates that approximately 9% of the variance was increased by adding the
second predictor, the organization (R = .568, F(, s¢y = 13.824, p < .01). The third model with three predictors
indicates that approximately 7% of the variance was increased by adding the third predictor, the effort regulation
(R = .626, F@, 57 = 12.254, p < .01). Therefore, it was concluded that the three-predictor model was appropriate
for predicting the level of student level of perceived cohesiveness.

Table 5. Summary of Stepwise Regression Analysis for Variables Predicting Students’ Social Presence

Model B SEs B

Model 1

Organization 1.640 .390 480
R2= 231
Adjusted R?=.218
R=.480*

Model 2

Organization 1.232 .398 361

Help Seeking 1.337 480 324
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R?=.321
Adjusted R?=.298
R=.567*

Model 3

Organization 1.752 440 513

Help Seeking 1.436 463 348

Effort Regulation -1.120 469 - 297
R?=.383
Adjusted R?=.351
R=.619*

*p<0.01

Finally, the regression analysis (Table 5) shows that e-learners perceived social presence could be predicted
with three variables: Organization, help seeking and effort regulation. The rest of the variables entered did not
significantly contribute to predicting students perceived social presence level. The first model shows that student
social presence can be predicted by the organization, which explains 23% of the variance (R = .480, F(, 59 =
17.687, p < .01). The second model with two predictors indicates that approximately 9% of the variance was
increased by adding the second predictor, the help seeking (R = .567, F(, ss) = 13.741, p <.01). The third model
with three predictors indicates that approximately 6% of the variance was increased by adding the third predictor,
the effort regulation (R = .619, Fs, 57y = 11.800, p <.01). Therefore, it was concluded that the three-predictor model
was appropriate for predicting the level of student level of perceived social presence.

The scores the students receive from the social presence scale; one-way ANOVA analysis was used to find out
whether there was a meaningful difference according to gender, class level and department (see Table 6, Table 7
and Table 8).

Table 6. One-Way ANOVA Results for Gender

Source of Variance Sum of Squares df Mean Square F p
Between Groups 20.464 1 20.464 .075 .785
Within Groups 16060.552 59 272.213
Total 16081.016 60

Table 7. One-Way ANOVA Results for Class Level
Source of Variance Sum of Squares df Mean Square F p
Between Groups 65.879 1 65.879 243 .624
Within Groups 16015.137 59 271.443
Total 16081.016 60

Table 8. One-Way ANOVA Results for Department
Source of Variance Sum of Squares df Mean Square F p
Between Groups 673.591 1 673.591 2.579 114
Within Groups 15407.426 59 261.143
Total 16081.016 60

For determining whether there is a significant difference in social presence perceptions of the students
according to the various variables, one-way ANOVA was used (see Table 6, Table 7 and Table 8). According to
the findings, social presence perceptions do not show a significant difference according to gender, class level and
department variable.

Discussion and Conclusion

The results of stepwise regression analysis results performed for determining the learning strategies predicting
the social presence perception of the students, are as follows. E-learners perceived co-presence could be predicted
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with two variables; organization and help seeking, e-learners perceived influence could be predicted with three
variables; organization, help seeking and effort regulation, e-learners perceived cohesiveness could be predicted
with three variables; help seeking, organization and effort regulation, and e-learners perceived social presence
could be predicted with three variables; organization, help seeking and effort regulation. In addition, the social
presence perceptions of the students did not show any significant difference according to gender, class level and
department variables.

The interpretation of learning strategies that perceive the perceptions of the social presence of subordinate
factors and social presence of learners will be better understood by knowing what the sub-factors of social presence
mean. The three sub-factors of the social presence scale used in the research are defined by Olpak and Kilig
Cakmak (2009) as follows.

e Co-presence is to have the individuals to feel themselves as the part of the group and not to feel
excluded from the group, to consider other people and and that they are aware of each other,

¢ Influence, is to have the individuals understand each other, present ideas as independently from each
other and help each other,

e Cohesiveness expresses the positive interactions of the individuals, to have the individual find a
chance for making contributions to the studies and feel themselves belonging to the group.

Organization strategies are strategies that assist students in choosing appropriate knowledge and constructing
knowledge by linking information (Pintrich et al., 1991). Finding the main idea of the paragraphs is an example
of organization strategies. Because of these characteristics stated in the organization strategies, perceptions of
students' sub-factors of social presence and social presence perceptions may have been predicted.

The help seeking strategies are the strategies related with help seeking and determining the necessity of taking
help when necessary (Pintrich et al., 1991). In this context, assistance from other students or instructors may be
requested. For helping students when required; phone, chat, e-mail and video environments can be offered.
Therefore, the students know that they are not alone in case of a problem and someone shall help them (Lehman
& Conceicdo, 2010). There is a large body of research indicates that peer help, peer tutoring, and individual teacher
assistance facilitate student achievement. Because of these characteristics, the help seeking strategies may have
predicted the social presence perceptions and the perceptions related with the sub-factors of social presence of the
students.

Effort regulation strategies are the strategies which provide the student to maintain his attention and effort. It
is important for academic success for providing the continuity in working in hard missions and usage of the
learning strategies (Pintrich etal., 1991). The cooperative learning activities where the students may compare notes
with each other, may increase the social presence perception by increasing the student-student interaction (Rovai,
2000, 2002; Whiteman, 2002). However, the learning activities such as group working, group discussions, brain
storming sessions, group tasks, group projects and online group discussions must be pre-planned for increasing
the social presence perception (Vrasidas & Mclsaac, 2000). In this context, the effort regulation strategies may
have predicted the social presence perceptions and perceptions related with the sub-factors (influence and
cohesiveness) of the social presence of the students.

The population of this research was formed from the students who study in the vocational high school in a state
university. Therefore, for the generalizability of the research findings, it is suggested that more comprehensive
researches must be carried out including the students in different distance education vocational high schools. In
addition to these, the researchers mentioned about the importance of self-regulate in each education level. Because
it is observed that the students with self-regulate skill, have high cognitive awareness and self-efficacy level and
actualize an efficient time and effort management. In this context, to conduct studies including students with
different education level (associate degree, bachelor degree and post-graduate degree) in the future researches.
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Uzaktan Egitim Ogrencilerinin Sosyal Bulunusluk Algilarim Yordayan
Ogrenme Stratejileri

Giris

Toplumsal yap1 ve ihtiyaglardaki degisimlerin bir sonucu olarak ortaya ¢ikan uzaktan egitim ile ilgili olarak,
ilk akla gelen ve alanin onciilerinden olan Moore, uzaktan egitimin, 6grenci ve dgretmenin basit bir cografik
ayriligindan ¢ok, pedagojik bir kavram oldugunu belirtmigtir. Moore (1993) 6grenci ve 6gretmenin ¢evrimici veya
uzaktan 6grenme ortamlarinda her zaman mekan olarak, bazen de hem mekan hem de zaman olarak ayr1 oldugunu
belirtmis ve bu ayrihigin olusturdugu psikolojik ve iletisimsel boslugu islemsel uzaklik olarak nitelemistir. Bu
teoriye gore, iglemsel uzakligin 6gretmen-6grenci iligkisini etkileme derecesi; diyalog, yap1 ve 6grenen 6zerkligi
olarak adlandirilan {i¢ degiskene baglidir.

Diyalog, 6gretmenler ve 6grenciler arasinda derste ortaya ¢ikan etkilesimler sirasinda gelistirilir (Moore,
1993). Moore’a gore diyalog ve etkilesim kavramlari birbirlerine ¢ok benzerdirler ve hatta birbirlerinin yerine de
kullanilmaktadirlar. Ancak aralarinda 6nemli bir ayrim vardir. Diyalog olumlu niteliklere sahip bir etkilesimi veya
etkilesimler serisini tanimlamak igin kullanilir ve diger etkilesimler buna sahip olmayabilirler (Moore, 1993).

Yapi ise ders tasariminda kullanilan elemanlarin veya 6gretim programinin ¢esitli iletisim araglar1 kullanilarak
yapilandirilmasidir. Programlar yapim, kopyalama, dagitim ve kontrol gibi ihtiyaclara gére yapilandirilirlar. Yapi
programin egitimsel amaglari, 6gretim stratejileri ve degerlendirme yontemleri ile ilgili esneklik veya katilig ifade
eder ve tipki diyalog gibi nitel bir degiskendir. Mesela; daha 6nceden kayit edilerek televizyon programi ile
sunulan bir derste, her saniye neler olacagi bellidir ve 6grencilerden herhangi bir girdi alinamayacagindan diyalog
icermeyen bir derstir. Boyle bir derste 6grencilerin bireysel ihtiyaglarina gore degisiklikler yoktur ya da ¢ok azdir.
Ancak ayni ders telekonferans yontemi ile verilirse Ogrencilerin sorularma ve yazili gonderilerine 6gretim
elemanlarinin ¢ok genis alternatif yanitlar vermelerine olanak saglanmis olur. Béylece bu ortam daha fazla diyalog
ve daha az yap1 i¢ermis olur (Moore, 1993). Bagka bir ifadeyle yap1 ve diyalog ters orantilidir. Yap1 arttiginda
islemsel uzaklik artar ve diyalog arttiginda da islemsel uzaklik azalir.

Ogrenen 6zerkligi kavranu ise; dgrencilerin amaglarma ulasmak igin, kendi yontemlerini kullanarak, kendi
kontrolleri ile 6grenme materyallerini ve programlarini kullanmalar1 siirecini tanimlamak icin gelistirilmistir.
degerlendirme kararlarini belirlemede 6gretmenden ¢ok 6grencinin olma derecesidir (Moore, 1993). Bagka bir
ifadeyle 6grenen 6zerkliginin, 6grencilerin; neyi, nasil ve ne kadar 6grenecegine dair vermesi gereken kararlara
karsilik geldigi soylenebilir.

Yukarida yapilan tanimlardan da goriilecegi iizere, basarili bir uzaktan egitim deneyimi i¢in bu ii¢ elemanin
(diyalog, yap1 ve 6grenen 6zerkligi) onemli bir yere sahip oldugu sdylenebilir. Uzaktan egitim programlarinin;
Ogrencilerin istedigi zaman, istedigi yerden, kendi 6grenme hizinda ve ihtiyag¢ duydugu kadar 6grenmesine olanak
saglamas1 gibi avantajlarinin yaninda; O6grencilerin ¢alistiklar1 6grenme ortamlarinda kendilerini yalniz
hissetmeleri, diger 6grenciler ve 6gretim elemant ile iletisim kaygisi, 6grencilerin giidiilenmis, 6z denetimli ve 6z
disiplinli olmalarinin gerekmesi gibi dezavantajlart bulunmaktadir. Bu baglamda 6zellikle uzaktan egitim alan
ogrencilerin kendi 6grenme siirecinin sorumlulugunu almasinda ve bu siireci etkin olarak yonetmesinde, 0z
diizenleyici 6grenme becerileri de 6nemli hale gelmektedir.

Ogrencilerin 6grenmeleri {izerindeki etkisi bircok galisma ile ortaya konulmus olan 6z diizenleyici grenme ile
ilgili farkli aragtirmacilar farkli tanimlamalar yapmglardir. Pintrich (1995) 6z diizenlemeyi; 6grencinin akademik
gorevler i¢in bilisini, giidilenme diizeyini ve davramiglarim kontrol ederek aktif olarak diizenlemesi olarak
tanimlanmaktadir. Schunk ve Zimmerman (2008) ise 6z diizenleyici 6grenmeyi; 6grencilerin diigiincelerini,
duygularmi ve davraniglarin1 sistemli olarak 6grenme hedeflerine ulasmaya yonlendirdigi siire¢ olarak
tanimlamigtir. Pintrich ve De Groot (1990) tarafindan yapilan ¢alismada da 6z diizenleyici 6grenme stirecinde,
bireyin kendi 6grenme siirecinin sorumlulugunu almasi ve bu siireci etkin olarak yonetmesi gerektigi belirtilmistir.
Bu baglamda bireylerin her giin degisen ve geligen sartlara ayak uydurmalarinda ve hayat boyu 6grenme siirecinde
aktif olabilmelerinde 6z diizenleyici 6grenmenin 6nemli bir yere sahip oldugu soylenebilir.

Montalvo ve Torres (2004) tarafindan 6z diizenleyici 6grenme ile ilgili mevcut ve gelecek yonelimler ile ilgili
yapilan ¢aligmada, farkli arastirmacilar (Corno, 2001; Weinstein, Husman ve Dierking, 2000; Winne, 1995;
Zimmerman, 1998, 2000, 2001, 2002) tarafindan yapilan caligmalardan yararlanilarak, 6z diizenleme becerilerine
sahip 6grencileri, bu becerilerden yoksun olan dgrencilerden ayiran temel 6zellikler altt madde de belirtilmistir.
Bunlar;
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e Bilgiyi doniistirmede, organize etmede, ayrintilandirmada ve iyilestirmede bilissel stratejileri (tekrar,
ayritilandirma ve diizenleme) nasil kullanacaklarimi bilirler.

o Kisisel amaglarina ulasmak i¢in biligsel siireclerini planlama, kontrol etme ve ydnetme becerisine
sahiptirler.

e Ozel 6grenme durumlari ve 6grenme gdrevlerinin gereklilikleri igin; yiiksek diizeyde akademik 6z
yeterlilik algisi, 6grenme amaglarini benimseme ve gorevlere iligkin eglence, doyum ve isteklilik gibi
olumlu duygular gelistirme konusunda motivasyonel inanglara ve uyarlanabilir duygulara sahiptirler.

e Uygun bir dgrenme ortami yaratabilmek i¢in ortamda var olan kaynaklari ve zamani etkili
kullanabilme becerisine sahiptirler.

e Siirece etkin katilim yoluyla, 6grenme ortamini ve gorevini kontrol etme ve gereksinimleri
dogrultusunda diizenleme konusunda biiyiik bir ¢aba gdsterirler.

e Akademik gorevler esnasinda, odaklanabilmek ve dikkat dagitabilecek uyaricilara karsi cabanin
stirdiiriilmesini saglayabilmek i¢in iradeleri ile ilgili stratejileri etkin olarak kullanabilirler.

Ozetle, 6z diizenleyici &grenme becerileri belirli 6grenme amaglarmin basarilmasma yénelik olarak
ogrencilerin gorevlerine nasil yaklastiklarini, uyguladiklar stratejileri, performanslarini izlemeyi ve ¢abalarinin
¢iktilarinin yorumlanmasinin tanimlanmasina yardimet olur. Ancak, dgrencilerin 6z diizenleyici olabilmeleri igin,
dgrenme stratejilerini uygun bir sekilde segmeleri ve kullanmalari gerekmektedir. Ogrenme stratejileri ise; bilginin
elde edilmesi, depolanmasi, geri ¢agrilmasi ve kullanilmasinda yardim igin 6grenciler tarafindan ise kosulan
stratejilerdir. Ogrenme stratejileri, dgrencilerin dgrenmeyi kolay, hizli, daha eglenceli, daha 6z denetimli, daha
etkili ve yeni durumlara daha kolay transfer edilebilir hale getirmeleri i¢in kullandiklar1 6zel eylemlerdir seklinde
de ifade edilebilir (Oxford, 1990). Bu baglamda literatiirde cesitli 6z diizenleyici Ogrenme stratejileri
onerilmektedir (Pintrich, 2000; Weinstein ve Mayer, 1986; Zimmerman, 1990). Ornegin Zimmerman (1990), 6z-
diizenleyici 0grenme stratejilerini; 6z-degerlendirme, diizenleme ve doniistiirme, hedef belirleme ve planlama,
bilgi arama, kayit tutma, kendini izleme, ¢evresel yapilandirma, kendini verme, tekrarlama ve ezberleme, sosyal
yardim arama, notlarin kitaplarin veya sinavlarin gézden gecirilmesi olmak iizere 14 kategoride toplamistir. Bu
arastirma kapsaminda ise 6grencilerin kullandiklar1 6grenme stratejilerinin kendi yanitlarina gére belirlenmesine
olanak saglayan ve alanyazinda da siklikla kullanilan bir ara¢ olmasi nedeni ile Pintrich, Smith, Garcia ve
McKeachie (1991) tarafindan gelistirilen giidiilenme ve 6grenme stratejileri 6l¢egi kullamlmistir. Olgegin 6grenme
stratejileri bolimuniin kuramsal altyapisi, biligsel stratejiler ana bileseninde yer alan yineleme, agimlama,
dizenleme ve elestirel dusiinme stratejileri, metabilissel stratejiler ana bilesenini olusturan planlama, izleme ve
dizenleme ile kaynak yonetimi ana bileseninde yer alan; zaman ve c¢alisma ortami, emek yonetimi, akran is birligi
ve yardim arama faktorlerinden olusmaktadir. Bu faktorler ayrintili olarak incelendiginde, 6grenme stratejilerinin
basarili bir sekilde kullanilabilmesi ig¢in, katilimecilar arasinda uygun bir etkilesime ihtiya¢ duyuldugu
gorilmektedir.

Uzaktan egitim teorisyenleri (Garrison, 1991; Garrison, 2000; Holmberg, 1991; Moore ve Kearsley, 1996) ve
farkli arastirmacilar (Anderson ve Garrison, 1995; Harasim, 1990; Henri ve Rigault, 1996; Katz, 2000; Saba ve
Shearer, 1994; Soo ve Bonk, 1998; Winn, 1999) etkilesimin motivasyonel, egitsel, etkisi ile ekonomik olarak
artilarina ve eksilerine odaklanarak etkilesime kritik bir 6nem yiiklemislerdir (Akt: Moore ve Anderson, 2003).
Bazi aragtirmacilar ise, baskalariyla etkilesimin 6nemli 6l¢iide ve pozitif olarak sosyal bulunusluk ile iligkili
oldugunu belirtmislerdir (Kim, Kwon ve Cho, 2011; Shen, Nuankhieo, Huang, Amelung ve Laffey, 2008; Tu ve
Mclsaac, 2002). Baska bir ifadeyle uzaktan egitim uygulamalarinda tiim katilimcilar arasinda diyalog firsatlart
saglanmasi, katilimcilarin sosyal bulunugluk algilari igin de 6nemlidir.

Cevrimigi 6grenmedeki 6nemli kavramlardan biri olan sosyal bulunugluk (Lowenthal ve Dunlap, 2010) ilk
olarak; Short, Williams ve Christie (1976) tarafindan kullanilmis olup, “kisiler aras iliskilerde her bir kisinin
algilanig derecesidir” seklinde tanimlanmustir (Akt: Kim, Kwon ve Cho, 2011). Alanyazin tarandiginda sosyal
bulunuslugun farkli arastirmacilar tarafindan farkli sekillerde tanimlandigi goriilmektedir:

e Gunawardena ve Zittle'ye (1997) gore, bireyin iletisim ortaminda gergek bir insan gibi algilanma
derecesidir.
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e Tu ve Mclsaac'a (2002) gore, ¢evrimici ortamda 6grenci deneyimleri sonucu olusan topluluk olma
duygusunun élcisuddr.

e Kang, Choi ve Park'a (2007) gore, ¢evrimi¢i 6grenme siirecinde diger 6grenciler ve toplulukla olan
iligkilerin algilanan derinligidir.

e Garrison'a (2009) gore ise; katilimcilarin toplulukla birlikte kendilerini tanitabilmeleri igin, givenilir
bir cevrede amach olarak iletisim kurabilme ve kendi kisisel 6zelliklerini yansitarak, Kisiler arasi
iligkiler gelistirebilme yetenegidir.

Farkli arastirmacilar tarafindan yapilan sosyal bulunusluk tanimlari incelendiginde, dzellikle g¢evrimigi
ogrenme ortamlarinda bireylerin kendilerini var hissetmesi ve diger bireylerle iletisim kurabilme derecesine vurgu
yapildig1 goriilmektedir. Ogrenme ortaminda yiiksek seviyelerde sosyal bulunusluk algisinin yaratilmasi ortamin
biitin katilanlar i¢in sicak ve ulasilabilir olarak algilanmasina yardimci olacagindan (Rourke ve digerleri, 2001)
Onemlidir. Rourke ve digerleri, (2001)’ne gére sosyal bulunusluk algisinin diger bir yarari ise, grup etkilesimlerini;
cekici, cazip ve yapmaya deger hale getirerek, bilissel ve duyussal 6grenme hedeflerini tesvik etmesi, siirdiirmesi
ve desteklemesidir. Sosyal bulunusluk ile ilgili yapilan ¢aligmalar incelendiginde; sosyal bulunuslugun gevrimigi
etkilesimi etkileyen hayati bir eleman oldugu (Tu ve Mclsaac, 2002), sosyal bulunugluk algisi ile 6grencilerin
Ogrenme algilarinin pozitif iliskiye sahip oldugu (Richardson ve Swan, 2003), sosyal bulunusluk algisi ile
cevrimigi tartigmalardaki memnuniyet arasinda anlamli bir iligki oldugu (Swan ve Shih, 2005) ve sosyal
bulunusluk algisinin; 6grencilerin biligsel 6grenmeleri, 6grenme siireci ile ilgili memnuniyetleri, etkinliklerdeki
katilimeilar ile ilgili memnuniyetleri ve 6grenme ¢iktilari tizerinde 6nemli bir etkiye sahip oldugu (Lu, Huang, Ma
ve Luce, 2007) belirtilmistir.

Sonug olarak basarili bir uzaktan egitim deneyimi igin, 6gretmen ve &grenci arasinda diyalog i¢in uygun
firsatlar saglanmasinin yani sira, 6grenme materyallerinin uygun bir sekilde yapilandirmasina da ihtiyag vardir
(Moore, 1993). Ancak uygulamada bu olduk¢a karmasik bir konu haline gelir. Ciinkii neyin uygun oldugu; icerige,
Ogretim seviyesine, ogrenci Ozelliklerine ve Ozellikle de &grencilerin uygulayabilecegi en uygun o6zerklik
seviyesine gore degisir (Moore, 1993). Bununla beraber 6zellikle ¢evrimici uzaktan egitimde islemsel uzakligi
azaltmak icin diyalog firsatlarinin saglanmasi, etkilesimi artiracagindan tiim katilimcilarin sosyal bulunusluk
algilarin1 da olumlu yonde etkileyebilir. Ayrica, bu durum 6grencilerin kendi 6grenmelerini yapilandirmalari igin
0z diizenleyici 6grenme becerilerini kullanabilecekleri firsatlar saglayacaktir. Goriildiigi tizere 6z duzenleyici
O0grenme Ve sosyal bulunusluk kavramlari basarili bir uzaktan egitim programu i¢in olduk¢a onemlidir. Bu
baglamda sosyal bulunusluk ve 6z-diizenlemenin e-6grenme siirecinde birbiri ile iligkisini ortaya koymak amaciyla
planlanan bu aragtirmada asagida belirtilen aragtirma sorularina yanit aranmistir.

1. Ogrencilerin sosyal bulunusluk algilarin1 yordayan dgrenme stratejileri hangileridir?

2. Ogrencilerin sosyal bulunusluk algilari; cinsiyet, siif ve boliim degiskenlerine gore anlamli farklilik
gostermekte midir?

Yontem
Arastirma Modeli ve Katimeilar

Tarama modeline gore yiiriitiilen bu arastirma kapsaminda, bir devlet tiniversitesindeki farkli uzaktan egitim
programlarina kayitl 105 6grenciye ulasilmistir. Ancak, arastirma kapsaminda kullanilan veri toplama araglarini
eksik ve hatali dolduranlar aragtirma kapsami disinda birakilarak 61 6grenciden elde edilen veriler ile ¢alisiimustir.
Caligsma grubundaki 6grencilerin ¢esitli 6zelliklerine gore dagilimlarina iliskin bulgular Tablo 1’°de verilmistir.

Tablo 1. Calisma Grubundaki Ogrencilerin Cesitli Ozelliklerine Gore Dagilimlar

N %
Cinsiyet Erkek 21 34.43
Kadmn 40 65.57
Simf 1 45 73.77
2 16 26.23
B&lim Bilgisayar Teknolojileri ve Programlama 32 52.46
Isletme Yonetimi 29 47.54
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Tablo 1°de de goriildiigi gibi, katilimcilarin 32°si (%52.5) “Bilgisayar Teknolojileri ve Programlama”, 29°u
(%47.5) ise “Isletme Yonetimi” programma devam etmektedir ve yas ortalamalari 21°dir. Ayrica, Ogrenciler
istedikleri zaman 6grenme yonetim sistemi tizerinden ders igeriklerine ulagabilmektedirler. Eszamansiz olarak
ogretim eleman ve diger 6grenciler ile iletisim kurabilmektedirler. Bunun yani sira haftalik olarak, Adobe Connect
programu (zerinden eszamanli gerceklestirilen oturumlarla 6gretim elemanm ve diger 6grenciler ile etkilesim
kurabilmektedirler. Tim bunlara ek olarak, 6grencilerin kendi aralarinda etkilesime girebilmeleri ve paylagimlarda
bulunabilmeleri i¢in, kurum tarafindan saglanan bir sosyal paylagim platformu da bulunmaktadir.

Veri Toplama Araglan

Arastirma kapsaminda verilerin toplanmasinda; giidiilenme ve 6grenme stratejileri 6lgegi, sosyal bulunusluk
Olcegi ve yazarlar tarafindan gelistirilen kisisel bilgi formu kullanilmistir.

Giidiilenme ve ogrenme stratejileri olgegi. Pintrich ve digerleri (1991) tarafindan, dgrencilerin motivasyon
yonelimlerini ve kullandiklar1 farkli 6grenme stratejilerini degerlendirmek i¢in gelistirilen giidiilenme ve 6grenme
stratejileri 6lcegi Blyukoztirk, Akgiin, Ozkahveci ve Demirel (2004) tarafindan Tiirkce’ye uyarlanarak gegerlik
giivenirlik ¢aligmalart yapilmistir. Arastirmada yiiriitilen dogrulayici ve agimlayici faktor analizleri sonucunda
giidiilenme ve 6grenme stratejileri 6lgegi; yedili Likert tipte, 81 madde ve 15 alt faktérden (giidiilenme 6lgegi ile
ilgili 6 faktor ve dgrenme stratejileri dlgegi dlgegi ile ilgili 9 faktdr) olusmustur. Olgegin Tiirkge’ye uyarlanmig
halindeki maddelerin Cronbach o degerleri 0.41 ile 0.86 arasinda degismektedir. Tiirkce ve Ingilizce formlarindan
elde edilen bilgiye gore toplam puanlar arasi korelasyon katsayisi ise 0.85’tir. Bu ¢alismada 6lgegin 6grenme
stratejileri bolimii kullanilmustir.

Sosyal bulunusluk 6l¢egi. Ogrencilerin sosyal bulunusluk algilarini belirlemek amaciyla Kang ve digerleri
(2007) tarafindan gelistirilen ve Olpak ve Kili¢ Cakmak (2009) tarafindan Tiirk¢e’ye uyarlanan sosyal bulunusluk
6lgegi kullanilmistir. Uyarlama galismasi yapilan sosyal bulunusluk 6lgegi besli Likert tipte olup, ortak bulunusluk
(5 madde), etkileme (7 madde) ve kaynastirma (7 madde) olmak tizere, 3 faktér ve 19 maddeden olugmaktadir.
Olgekten elde edilen puani yiiksek olmasi bireyin ortamda kendini sosyal olarak var hissettigini gdstermektedir.
Ucg faktorden olusan sosyal bulunusluk 6lgeginin Cronbach a degerleri; ortak bulunusluk igin 0.79, etkileme igin
0.86 ve kaynastirma igin ise 0.91°dir. Olgegin tamamu icin hesaplanan Cronbach a degeri ise 0.94 tiir.

Verilerin Analizi

Ogrencilerin sosyal bulunusluk algilarini yordayan 6grenme stratejilerini belirlemek i¢in, adimsal (stepwise)
regresyon analizi kullanilmistir. Ogrencilerin sosyal bulunusluk algilarinin gesitli degiskenlere gére anlamli bir
farklilik gosterip gostermedigini belirlemek igin ise tek faktdrli varyans analizi kullanilmastir.

Bulgular

Bu béliimde oncelikle sosyal bulunuslugu yordayan 6grenme stratejilerini belirlemeye yonelik gerceklestirilen
regresyon analizi sonuglarina yer verilmistir. Bulgular 6ncelikle sosyal bulunuglugun alt faktorleri igin, ardindan
da sosyal bulunusluk i¢in verilmistir. Son olarak da 6grencilerin sosyal bulunusluk algilarinin gesitli degiskenlere
gore anlamli bir farklilik gosterip gostermedigi incelenmistir.

Bu baglamda 6grencilerin sosyal bulunusluk algilarint yordayan 6grenme stratejilerinin belirlenebilmesi igin;
yineleme, acimlama, diizenleme, elestirel diistinme, iistbiligsel stratejiler, zaman ve ¢alisma ortami y6netimi, emek
yonetimi, akran isbirligi ve yardim isteme faktorleri analize katilmigtir. Tablo 2 (ortak bulunusluk), Tablo 3
(etkileme), Tablo 4 (kaynastirma) ve Tablo 5 (sosyal bulunusluk) yapilan adimsal regresyon analizlerinin
sonuglarini 6zetlemektedir.

Tablo 2. Ogrencilerin Ortak Bulunusluk Algilarin1 Yordayan Degiskenler I¢in Adimsal Regresyon Analizi

Sonuglari
Model B SEs B
Model 1
Diizenleme 447 119 441
R2=.194
Diizeltilmis R?>= .180
R=.441*
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Model 2
Duzenleme 327 21 322
Yardim isteme .393 .146 321
R?= 283
Diizeltilmis R?= .258
R=.532*
*p<0.01

Tablo 2 incelendiginde, 6grencilerin ortak bulunusluk algilarinin; diizenleme ve yardim isteme stratejileri ile
yordanabilecegi gorilmektedir. Diger degiskenler, 6grencilerin ortak bulunusluk algilarim1 yordamada énemli bir
katkida bulunmamustir. ilk model dgrencilerin ortak bulunusluk algilarinin diizenleme stratejileri tarafindan
yordanabilecegini ve agiklanan varyansin %19 oldugunu gostermektedir (R = .441, Fq, 50 = 14.215, p < .01). ilk
modele yardim isteme stratejilerinin eklenmesi ile olusan ikinci modelde agiklanan varyans yaklagik olarak %10
artmis ve bdylece iki degiskenli modelin 6grencilerin ortak bulunusluk algilarini yordamak i¢in uygun oldugu
sonucuna vartlmistir (R = .532, F(2, 55y = 11.457, p < .01).

Tablo 3. Ogrencilerin Etkileme Algilarin1 Yordayan Degiskenler icin Adimsal Regresyon Analizi Sonuglar

Model B SEs B

Model 1

Diizenleme .592 147 .466
R2= 217
Diizeltilmis R?>= .204
R=.466*

Model 2

Diizenleme A74 .153 372

Yardim isteme .388 .185 253
R2= 272
Diizeltilmis R?= .247
R=.521*

Model 3

Diizenleme .668 170 525

Yardim isteme 425 179 977

Emek yonetimi -.419 .182 - 298
R2= .334
Diizeltilmis R>= .299
R=.578*

*p<0.01

Tablo 3 incelendiginde, 6grencilerin etkileme algilarinin; duzenleme, yardim isteme ve emek yonetimi
stratejileri ile yordanabilecegi gorulmektedir. Diger degiskenler, 6grencilerin etkileme algilarin1 yordamada
onemli bir katkida bulunmamustir. ik model dgrencilerin etkileme algilarmin diizenleme stratejileri tarafindan
yordanabilecegini ve agiklanan varyansin %22 oldugunu gostermektedir (R = .466, F(,59) = 16.330, p < .01). Ikinci
model 6grencilerin etkileme algilarmin diizenleme ve yardim isteme stratejileri tarafindan yordanabilecegini ve
agiklanan varyansin yaklasik %5 artigla %27 oldugunu gostermektedir (R = .521, F, sgy = 10.830, p < .01). Son
olarak tgunct model 6grencilerin etkileme algilarinin diizenleme, yardim isteme ve emek yonetimi stratejileri
tarafindan yordanabilecegini ve agiklanan varyansin yaklasik %6 artigla %33 oldugunu géstermektedir (R = .578,
Fes 57 = 9.533, p < .01). Sonug olarak ti¢ degiskenli modelin 6grencilerin etkileme algilarin1 yordamak i¢in uygun
oldugu sonucuna varilmistir.
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Tablo 4. Ogrencilerin Kaynastirma Algilarim Yordayan Degiskenler Icin Adimsal Regresyon Analizi Sonuglar

Model

B SEg B

Model 1

Yardim isteme 748 179 AT7
R2= 228
Diizeltilmis R?>= .215
R=.477*

Model 2

Yardim isteme .556 .182 .355

Diizenleme 431 151 332
R?=.323
Diizeltilmis R?= .299
R=.568*

Model 3

Yardim isteme .596 175 .380

Dizenleme .641 .166 193

Emek yonetimi -.452 77 _315
R2= .392

Diizeltilmis R?>= .360
R=.626*

*p<0.01

Tablo 4 incelendiginde, 6grencilerin kaynastirma algilarinin; yardim isteme, dizenleme ve emek yonetimi
stratejileri ile yordanabilecegi gorllmektedir. Diger degiskenler, 6grencilerin kaynagtirma algilarin1 yordamada
onemli bir katkida bulunmamistir. {lk model 6grencilerin kaynastirma algilarmin yardim isteme stratejileri
tarafindan yordanabilecegini ve agiklanan varyansin %23 oldugunu gostermektedir (R = .477, F(1, 59y = 17.389, p
< .01). ikinci model &grencilerin kaynastirma algilarinin yardim isteme ve diizenleme stratejileri tarafindan
yordanabilecegini ve agiklanan varyansin yaklasik %9 artigla %32 oldugunu gostermektedir (R = .568, F, sg) =
13.824, p <.01). Son olarak {i¢lincli model 6grencilerin kaynastirma algilarinin yardim isteme, diizenleme ve emek
yOnetimi stratejileri tarafindan yordanabilecegini ve agiklanan varyansin yaklagik %7 artisla %39 oldugunu
gostermektedir (R = .626, Fs 57 = 12.254, p < .01). Sonug olarak ii¢ degiskenli modelin 6grencilerin kaynagtirma

algilarin1 yordamak i¢in uygun oldugu sonucuna varilmustir.

Tablo 5. Ogrencilerin Sosyal Bulunusluk Algilarim1 Yordayan Degiskenler igin Adimsal Regresyon Analizi

Sonuglari

Model B SEs B

Model 1

Duzenleme 1.640 .390 480
R2= .231
Diizeltilmis R?>= .218
R=.480*

Model 2

Diizenleme 1.232 .398 .361

Yardim isteme 1.337 480 304
R2= .321

Model 3
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Duzenleme 1.752 440 513
Yardim isteme 1.436 463 248
Emek yonetimi -1.120 469 - 297
R2= .383
Diizeltilmis R?>= .351
R=.619*
*p<0.01

Son olarak Tablo 5 incelendiginde, 6grencilerin sosyal bulunugluk algilarinin; dlizenleme, yardim isteme ve
emek yonetimi stratejileri ile yordanabilecegi goriilmektedir. Diger degiskenler, 6grencilerin sosyal bulunusluk
algilarim yordamada 6nemli bir katkida bulunmamustir. ilk model dgrencilerin sosyal bulunusluk algilarmin
diizenleme stratejileri tarafindan yordanabilecegini ve agiklanan varyansin %23 oldugunu gostermektedir (R =
480, F1 59) = 17.687, p < .01). ikinci model 6grencilerin sosyal bulunusluk algilarinin diizenleme ve yardim isteme
stratejileri tarafindan yordanabilecegini ve agiklanan varyansin yaklagik %9 artisla %32 oldugunu gostermektedir
(R = 567, F, 58 = 13.741, p < .01). Son olarak Gglincli model 6grencilerin sosyal bulunusluk algilarinin
diizenleme, yardim isteme ve emek yonetimi stratejileri tarafindan yordanabilecegini ve agiklanan varyansin
yaklasik %6 artigla %38 oldugunu gostermektedir (R = .619, F(s, 57y = 11.800, p < .01). Sonug olarak ti¢ degiskenli
modelin 6grencilerin sosyal bulunusluk algilarini yordamak i¢in uygun oldugu sonucuna varilmustir.

Ogrencilerin sosyal bulunusluk &lgeginden aldiklar1 puanlarin; cinsiyete, sinifa ve bdliime gore anlaml bir
farklilik gosterip géstermedigini ¢oziimlemek igin ise iliskisiz 6rneklemler igin tek faktorli varyans analizi
kullanilmustir. Yapilan analizlere iliskin bulgular sirasiyla; Tablo 6, Tablo 7 ve Tablo 8’de sunulmustur.

Tablo 6. Ogrencilerin Sosyal Bulunusluk Olgeginden Aldiklar1 Puanlarm Cinsiyete Gore ANOVA Sonuglari

Varyanvsm Kareler sd Kareler Ortalamasi F p
Kaynagi Toplam1
Gruplararasi 20.464 1 20.464 .075 .785
Gruplarici 16060.552 59 272.213
Toplam 16081.016 60

Tablo 7. Ogrencilerin Sosyal Bulunusluk Olgeginden Aldiklart Puanlarin Sinifa Gére ANOVA Sonuglart
Varyansin Kaynagi Kareler Toplam1 sd Kareler Ortalamas1 F p
Gruplararasi 65.879 1 65.879 243 .624
Gruplarici 16015.137 59 271.443
Toplam 16081.016 60

Tablo 8. Ogrencilerin Sosyal Bulunusluk Olceginden Aldiklar1 Puanlarin Bélime Gére ANOVA Sonuglari
Varyansin Kaynagi Kareler Toplami sd Kareler Ortalamasi F p
Gruplararasi 673.591 1 673.591 2.579 114
Gruplarici 15407.426 59 261.143
Toplam 16081.016 60

Analizlere iliskin olarak, Tablo 6, Tablo 7 ve Tablo 8’de gortldigi Uzere, 6grencilerin sosyal bulunusluk
Olgeginden aldiklar1 puanlar arasinda, cinsiyete [F(1.s9=.075, p>.05], siifa [F-50=.243, p>.05] ve bolime [F-
59=2.579, p>.05] gore anlamli bir farklilik yoktur. Diger bir ifadeyle, 6grencilerin sosyal bulunusluk 6lgeginden
aldiklar1 puanlar; cinsiyete, sinifa ve béliime gore degismemektedir.

Tartisma ve Sonug

Arastirma sonuglart dgrencilerin ortak bulunusluk algilarinin; diizenleme ve yardim isteme ile, etkileme
algilarinin; diizenleme, yardim isteme ve emek yonetimi ile, kaynastirma algilarinin; yardim isteme, diizenleme
ve emek yonetimi ile ve son olarak sosyal bulunusluk algilarinin ise; diizenleme, yardim isteme ve emek ydnetimi
ile yordanabilecegini gdstermistir. Ayrica Ogrencilerin sosyal bulunugluk algilari; cinsiyet, siif ve bolim
degiskenlerine gore anlamli bir farklilik gdstermemistir.
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Ogrencilerin sosyal bulunuslugun alt faktorleri ile ilgili algilarin1 ve sosyal bulunusluk algilarini yordayan
Ogrenme stratejilerinin yorumlanabilmesi, sosyal bulunuslugun alt faktorlerinin ne anlama geldiginin bilinmesi ile
daha iyi anlasilacaktir. Arastirma kapsaminda kullanilan sosyal bulunusluk 6l¢eginin ti¢ alt faktoril Olpak ve Kilig
Cakmak (2009) tarafindan asagidaki sekilde tamimlanmustir.

e Ortak bulunugluk; bireylerin kendini grubun bir parcasi gibi gdrmesini ve grubun diginda
hissetmemesini, bireylerin birbirlerini dikkate almalarini ve birbirlerinden haberdar olmalarini,

o Etkileme; bireylerin birbirlerini anlamalarmi, birbirlerinden bagimsiz olarak fikirler ileri
stirebilmelerini ve birbirlerine yardim etmelerini,

e Kaynastirma ise; bireylerin olumlu ydnde etkilesime girmelerini, yapilan calismalara katk: saglama
sansi bulmalarini ve kendilerini gruba ait hissetmelerini ifade etmektedir.

Diizenleme stratejileri uygun bilgiyi segme ve Ogrenilecek bilgiyi, bilgiler arasi baglantilar1 kurarak
yapilandirmada 6grencilere yardimer stratejilerdir (Pintrich ve digerleri, 1991). Paragraflarin anafikrini bulmak
dizenleme stratejilerine ornek gosterilebilir. Diizenleme stratejileri belirtilen bu 6zelliklerinden dolay1
ogrencilerin sosyal bulunuslugun alt faktdrleri ile ilgili algilarini ve sosyal bulunusluk algilarini yordamis olabilir.

Yardim isteme stratejileri ise, gerektiginde yardim alma geregini belirleyebilme ve yardim isteme ile ilgili
stratejilerdir (Pintrich ve digerleri, 1991). Bu baglamda diger 6grencilerden veya 6gretim elemanindan yardim
istenebilir. Ogrencilerin gerektiginde yardim alabilmeleri igin; telefon, sohbet (chat), e-posta ve video
ortamlarindan biri veya birkag1 sunulabilir. Bdylece, herhangi bir sorunla karsilastiklarinda yalniz olmadiklarini,
kendilerine yardim edecek birilerinin oldugunu bilirler (Lehman ve Concei¢do, 2010). Yardim isteme stratejileri
de, belirtilen bu 6zelliklerinden dolay1, 6grencilerin sosyal bulunuslugun alt faktorleri ile ilgili algilarini ve sosyal
bulunusluk algilarini yordamis olabilir.

Emek ybnetimi stratejileri ise, 6grencilerin verilen bir gorevde dikkatini ve ¢abasini siirdiirmesini saglayan
stratejilerdir. Ogrenme stratejilerinin kullanimimin devam ettirilmesini ve zor gérev ve konularda calismaya devam
edilmesini sagladigindan akademik basar1 igin énemlidir (Pintrich ve digerleri, 1991). Ogrencilerin birbirleriyle
fikir aligverisinde bulunabilecekleri isbirlikli 6grenme etkinlikleri, 6grenci-6grenci etkilesimini artirarak sosyal
bulunusgluk algisini artirabilir (Rovai, 2000, 2002; Whiteman, 2002). Ancak grup ¢aligmalari, grup tartigmalart,
beyin firtinast oturumlari, grup gorevleri, grup projeleri ve ¢evrimigi grup tartismasi gibi 6grenme etkinlikleri;
sosyal bulunusluk algisin1 artirmak i¢in 6nceden diizgiin bir sekilde planlanmahidir (Vrasidas ve Mclsaac, 2000).
Bu baglamda emek yonetimi stratejileri belirtilen bu 6zelliklerinden dolay1 6grencilerin sosyal bulunuglugun alt
faktorlerinden etkileme ve kaynastirma ile ilgili algilarini ve sosyal bulunusluk algilarini yordamis olabilir.

Bu aragtirmanin katilimcilarini bir devlet iiniversitesinde bulunan uzaktan egitim meslek yiiksekokulunda
Ogrenim goren 6grenciler olusturmaktadir. Bu nedenle, arastirma bulgularinin genellenebilmesi i¢in, farkli uzaktan
egitim meslek yiiksekokullarinda 6grenim goren dgrencilerin de yer aldigi, daha genis kapsamli arastirmalar
yapilmasi Onerilmektedir. Ayrica arastirmacilar her 6grenim seviyesinde 0z diizenlemenin 6neminden
bahsetmektedirler. Clnki 6z-diizenleme becerisine sahip olan 6grencilerin; biligsel farkindaliklarinin ve 6z-
yeterlik dlzeylerinin yiiksek oldugu, hedef planlamalarini iyi yaptiklari, etkili bir zaman ve emek yodnetimi
gerceklestirdikleri goriilmektedir. Bu baglamda ileride yapilacak arastirmalarda; farkli egitim diizeylerindeki
(Onlisans, lisans ve lisansiistii gibi) 6grencilerin de yer aldig1 calismalarin yapilmasi, konuyla ilgili daha derin bilgi
sahibi olunmasini saglayacagindan énemli goriilmektedir.
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