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Teacher Candidates’ Perspectives about Applied “Basic Science in Primary Education” 

Course 

 

Nur AKCANCA
1 

Çanakkale Onsekiz Mart University 

Abstract 

This study aimed to investigate teacher candidates’ perspectives about the ‘Basic Science in Primary 

Education’ course which adopted inquiry-based instruction approach. The participants of this study 

consisted of 87 teacher candidates (18 males, 69 females) who continued their education in the 

Department of Primary School Teaching at Çanakkale Onsekiz Mart University in the 2019-2020 

academic year. A form which consisted of 5 questions was used to investigate the perspectives of the 

primary school teacher candidates about the science course called ‘Basic Science in Primary 

Education’ and to understand their opinions about the process of designing a course and applying 

course plans using an inquiry-based instruction. Descriptive codes were used to find out the opinions 

of the teacher candidates, which also helped analyse the data obtained from the form and interpret the 

results of the study. The results of the study showed that the teacher candidates shared their awareness 

and knowledge about teaching science effectively, which changed with this course. The teacher 

candidates also revealed that they learned the qualifications of teaching science effectively. In 

addition, despite the awareness that the teacher candidates gained about inquiry-based instruction 

approach, they shared that they struggled with planning and applying designed course plans. The study 

suggests that courses aiming to focus on science education ought to have applied practices beyond 

giving theoretical knowledge.    

Keywords: Primary School Teacher Candidates, Inquiry-Based Instruction Approach, Basic Science 

in Primary Education Course  
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Introduction  

The information age brings rapidly changing living conditions that necessitates individuals to 

be trained as science and technology literate. Globalization will influence our future with changes in 

international economic competition and scientific developments. Individuals who have higher level 

questioning and problem-solving skills along with characteristics of seeking information, conducting 

scientific research as well as adopting and applying new innovations in their lives will be able to 

adjusted to globalization more than those who memorize information and knowledge (Çıray Özkara & 

Güven, 2018, Yetkin & Daşcan, 2008). Therefore, science education plays a key role in helping 

individuals gain this set of skills (Saraç & Capellaro, 2015). Consequently, the quality and practices of 

science education has been extended at every level of education (Balbağ & Karaer, 2017). 

Although students are introduced to science concepts at kindergarten level in pre-school, 

systematic introduction of students to science education begins with science courses in 3rd grade in 

elementary school (Ministry of National Education [MoNE], 2018). Students, who are introduced to 

scientific concepts in 3rd grade, gain scientific knowledge and awareness regarding scientific 

concepts, which helps them develop a systematic scientific attitude toward their environment in the 

future and employ the knowledge throughout their lives (Akcanca, 2019; Ayvacı, 2018). Thus, 

primary school teachers are considered as role models since they play key role in training students in 

science and help them develop interest, knowledge, and skills toward science (Genç, Deniş & 

Demirkaya, 2010; Hacıömeroğlu, 2018). Researchers state that primary school teachers reinforce 

scientific literacy of students through high-quality science classes (Çıray Özkara & Güven, 2018). 

This fact puts emphasis on the training received by primary school teachers at undergraduate level 

when they are teacher candidate.  

Education received by teachers at undergraduate level is associated with successful education 

and training along with improving career development for teachers and the quality of instruction 

(Riedler& Eryaman, 2016; Yurdakal, 2018). In 2018-2019 academic year, the Council of Higher 

Education made regulations in 25 undergraduate programs regarding the courses and content in order 

to align teacher education programs with the education system provided by Ministry of National 

Education (MoNE), to increase the quality in instruction and to comply with the needs of today's 

world. One such undergraduate program was primary school teaching. The changes made in primary 

school teaching curriculum included (a) decreasing total undergraduate credit hours from 178 to 150, 

(b) combining courses that were similar in terms of content, and (c) adding new courses that were 

needed. One of the new courses that was added to the curriculum was ‘Basic Science in Primary 

Education’. This course consists of basic physics, chemistry, and biology, which were offered as 

separate courses before the changes were adopted (Yurdakal, 2018). This course aims to offer primary 
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teacher candidates to gain conceptual and technical culture to be able to follow developments about 

scientific concepts along with gaining awareness about new innovations and concepts (Ayvacı, 2018). 

Primary teacher candidates who complete science courses successfully at the undergraduate 

level are expected to have foundational knowledge and experience of science to deliver primary 

school science education curriculum effectively. The experience of delivering instruction is of course 

gained through teacher candidates’ successful reflection to their teaching and integration of attitudes, 

strategies, methods, and technical knowledge with learned scientific concepts (Akben, 2018). Inquiry-

based instruction is one such approach that has taken place in national and international literature in 

the recent years (Chairam, Klahan & Coll, 2015; Çıray Özkara & Güven, 2018; Hwang, Chiu & Chen, 

2015; Tytler, 2015). Primary education science curriculum has adopted and applied inquiry-based 

instruction in Turkey since 2013 (MoNE, 2018). Primary education science curriculum applying 

inquiry-based instruction suggests conducting a series of structured inquiry-based activities in 3rd and 

4th grades (MoNE, 2013). Structured inquiry-based instruction requires teachers to give directions 

about research problem and introduce the process of problem solving to students who are expected to 

solve the problem (Saka, Akcanca, Kala Aydın & Sungur Alhan, 2018). By using inquiry-based 

instruction approach, students are expected to investigate the problem using different lens, conduct 

research, and come up with a solution to the problem (Bulut, 2010). Thus, students can learn more 

abstract and hard-to-learn concepts with structured concrete concepts and be more motivated to 

participate in the class through productive thinking support they receive (Kılınç, 2007; Minner, Levy 

& Century, 2010; Wolf & Fraser, 2008). When this approach is adopted in courses, students develop 

inquiry skills such as collecting and analysing data, developing hypotheses and reasoning as well as 

advance high-level cognitive skills such as, exploring, discussing, and designing a product (MoNE, 

2015). 

Developing students’ higher-level inquiry skills is possible with adoption of inquiry-based 

instruction approach in training of pre-service teachers and application of this approach in in-service 

teacher training (Saka et al., 2018). The literature, however, shows that primary school teachers or 

teacher candidates experience problems in delivering courses adopted inquiry-based instruction 

approach due to lack of knowledge about this approach (Alake Tuenter, 2014; Anagün, Kılıç, Atalay 

& Yaşar, 2015; Koştur, 2019; McDonald & Butler Songer, 2008; Ültay, Bıyıklı, Sungur, Topkara & 

Açici, 2019). Furthermore, the literature shows that primary school teacher candidates are anxious 

about teaching science courses (Akben, 2018) and in need of giving more examples (Duban, 2010).  

Overall, the relevant literature shows that primary school teachers and teacher candidates 

experience problems in teaching science. Challenges and negativities experienced in teaching science 

are deemed as problems to train next generations who could contribute to the national economy. 

Researchers think that teacher candidates’ experience in science education at the undergraduate level 
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influence their students’ social and academic growth in the long run (Uzun & Başaran Uğur, 2018). 

Therefore, it is important to investigate teacher candidates’ perspectives about the ‘Basic Science in 

Primary Education’ course, which is a new course that adopted inquiry-based instruction approach.  

Purpose of the Study  

This study aimed to investigate teacher candidates’ perspectives about the ‘Basic Science in 

Primary Education’ course, which adopted inquiry-based instruction approach. Therefore, this study 

aimed to address the following research questions: 

•What were primary school teacher candidates’ overall perspectives about the ‘Basic Science 

in Primary Education’ course, which adopted inquiry-based instruction approach? 

•What were primary school teacher candidates’ perspectives about the processes of designing 

a course plan within the ‘Basic Science in Primary Education’ course, which adopted inquiry-

based instruction approach?  

•What were primary school teacher candidates’ perspectives about the employing their 

designed course plans embedded in the ‘Basic Science in Primary Education’ course, which 

adopted inquiry-based instruction approach?   

Method  

This section includes information about research design, participants, data collection tool, data 

collection processes, and data analysis.  

Research Design  

This study, which aims to find out the opinions of the primary teacher candidates about the 

Basic Science in Primary Education course, was created in a qualitative pattern. Qualitative research is 

known as a type of method that is suitable for understanding, interpreting and suggesting better 

interpretations as it is carried out in a natural environment (Lichtman, 2006).  

Research Participants  

The participants of this study consisted of 87 teacher candidates (18 males, 69 females) who 

continued their education in the Department of Primary School Teaching at Çanakkale Onsekiz Mart 

University in the 2019-2020 academic year. 

Inquiry-based instruction approach has been adopted and embedded in primary school science 

education curricula since 2013 in Turkey. Adopting this approach has required teachers in primary 

schools as well as primary school teacher candidates to be responsible for teaching science. Therefore, 

the ‘Basic Science in Primary Education’ course was chosen for this study because it consisted of 
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basic science education knowledge for teacher candidates. Accordingly, participants of this study were 

selected from the 1st grade of undergraduate students purposefully.  

Data Collection Tool  

To investigate primary school teacher candidates’ perspectives about science course called 

‘Basic Science in Primary Education’, a form that consisted of 5 questions was used. The form 

contained questions about primary school teacher candidates’ overall perspectives about this course. In 

addition, the form consisted of questions specific to the teacher candidates’ opinions about the process 

of designing a course and applying the course plans using an inquiry-based instruction. Questions 

included in the form were reviewed by two field-specific researchers and were finalized by the 

investigator after determining the content and construct validity.  

Data Collection Process  

In the beginning of the process, teacher candidates received a training about inquiry-based 

instruction approach for 4 hours. The training consisted of fundamentals of inquiry-based instruction 

approach, importance of this approach in science education, and the contribution of this approach to 

students. In addition, teacher candidates received further knowledge about the focus of inquiry-based 

instruction approach, the steps of this approach, the content of course plans using this approach, and 

application of course planning process. Training was enriched with presenting and reviewing exemplar 

course plans that were prepared by experts as well as watching videos about real-classroom 

environments where expert teachers deliver the content. Thus, teacher candidates gained more 

knowledge about this approach as this was a new concept for them. In addition, the investigator 

conducted one-on-one meetings with teacher candidates to review their plans and guide them about 

the steps in designing the course plans. Throughout these meetings, researchers helped them ask 

questions and recognize the missing pieces in the designed course plans.    

After this training, the investigator determined appropriate learning outcomes selected from 

the science curricula for 3rd and 4th grade levels and environment for teacher candidates to apply the 

content, considering their level of experience. The learning outcomes determined by the investigator 

were distributed among teacher candidates randomly. Then, teacher candidates were asked to prepare 

a course plan for 40 minutes using inquiry-based instruction approach. Teacher candidates were also 

asked to deliver the prepared course plans in a classroom setting. Teacher candidates participated in 

this study completed all activities within 8 weeks during the ‘Basic Science in Primary Education’ 

course. At the end of the application, the teacher candidates were asked to fill out the form to evaluate 

the course. 
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Data Analysis 

Descriptive codes were used to find out the opinions of the teacher candidates as well as to 

analyse the data obtained from the form and to interpret the results of the study (Miles & Huberman, 

1984; Yıldırım & Şimşek, 2013). To address credibility in the study, %10 of the coding conducted by 

two experts were compared for consistency. Consistency between the two coders were found to be 

%86. The results of the study were presented systematically with a clear and understandable language 

to address transferability. To address transferability in the study, purposeful sampling was chosen and 

direct quotes from teacher candidates were provided when interpreting results. To address 

confidentiality and research ethics, primary school teacher candidates’ names were not used, and they 

were enumerated and coded like Pri-P1 (Participant- Primary School Teacher Candidate) representing 

each teacher candidate 

Findings 

Findings of this study are presented in line with the research questions in this section. The 

analysis of participants’ perspectives about various aspects of the ‘Basic Science in Primary 

Education’ course is presented in tables. Accordingly, Table 1 shows the results of teacher candidates’ 

perspectives regarding their learning outcomes from the ‘Basic Science in Primary Education’ course.   

Table 1. Teacher candidates’ perspectives regarding their learning outcomes from the ‘Basic Science 

in Primary Education’ course  

Learning Outcomes from the Course f 

Effective science instruction qualifications 22 

Understanding the importance of group work 18 

Knowledge about science at the basic level  18 

Preparing course plan 13 

Recognizing the lack of knowledge  12 

Understanding the importance of the course  12 

Learning scientific investigation 12 

Relating science with daily life 15 

Exploring nature  14 

Science literacy  8 

Understanding Inquiry-based learning strategy  7 

Gaining questioning skills 7 

Hands-on learning 3 

Learning curriculum 3 

Other* 6 
*Other (Using time effectively, increasing motivation, developing cause and effect relationship, learning sub-disciplines, 

classroom management, preparing activities) 

When Table 1 is examined, the teacher candidates stated that, thanks to this course, they 

gained knowledge about the qualities of an effective science teaching, acquired basic science 

knowledge and identified their lack of knowledge. Teacher candidates listed their learning outcomes 

and emphasized their learning about scientific investigation, understanding about the importance of 

group work, relating science with daily life, and learning through hands-on activities. In addition, 
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teacher candidates highlighted the benefit of this course regarding science literacy along with gaining 

knowledge about the primary school science curriculum and inquiry-based learning strategy. Teacher 

candidates’ quotes representing their learning outcomes are as follow:   

“A primary school teacher must have excessive knowledge to transfer their students. 

Having knowledge only about Turkish or social studies course does not make a teacher 

complete… A primary school teacher must have a comprehensive knowledge to explain 

and interpret nature, its power, and natural activities happening around them.” (Pri-P34) 

“Everyone in a society must take this course rather than a primary school teacher since 

everyone needs gain awareness. It is important to be aware of reasons, benefits, and causes 

of anything and everything we run into in daily life to implement practices accordingly. 

Teachers who play key roles in giving a shape into a society must also take this course to 

guide individuals in the society.” (Pri-P46) 

“First and foremost, I think I have gained the basic level of science literacy. I have 

improved myself and my skills in interpreting daily facts through this course, especially 

about topics we utilize daily basis such as power, electricity.” (Pri-P66) 

Table 2 presents the results of teacher candidates’ perspectives regarding negative aspects of 

the ‘Basic Science in Primary Education’ courss. 

Table 2. Teacher candidates’ perspectives about negative aspects of the course    

Negative Aspects of the Course f 

Including many topics focusing on theory  18 

Prejudice toward the course 12 

Finding course contents hard 10 

Having less course hours 7 

Finding the topics boring  6 

Consisting of three separate disciplines  6 

Including small number of activities  4 

Lack in pre-knowledge  2 

Other* 4 
Other* (Including abstract concepts, teaching high level of topic, based upon interpretation, teaching topics on surface) 

As depicted in Table 2, teacher candidates thought that they had prejudice toward the course 

and lack of knowledge about science. The results showed that teacher candidates put emphasis on the 

negative aspects such as including many topics of the course focusing on theory and consisting of 

three separate disciplines (physics, chemistry, and biology). In addition, teacher candidates stated that 

understanding the course was hard without activities that required students’ active involvement. 

Teacher candidates’ quotes representing negative aspects of the course are as follow:   

“I think there are many theoretical topics in the course. It is hard to reinforce our learning 

about the topics taught in the course unless we have activities. There is a need to play 

active role all the time.” (Pri-P31) 
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“Primary school teaching program accepts students from social sciences concentration in 

high school and therefore, I think, students in the classroom have hard time due to the lack 

of background knowledge regarding this course.” (Pri-P42) 

Table 3 presents teacher candidates’ perspectives about things to pay attention when preparing 

a course plan.   

Table 3. Teacher candidates’ perspectives about things to pay attention when preparing a course plan  

Things to pay attention when preparing a course plan f 

Appropriateness to learning outcome 23 

Finding research question  19 

Appropriateness to the steps of Inquiry-based instruction  15 

Appropriateness to student level  13 

Arousing interest  13 

Developing an entertaining course content 10 

Selection of activity 9 

Appropriateness of content to the aim  8 

Measurement and assessment  7 

Time management 7 

Keeping students active  6 

Other* 4 
*Other (Having extensive knowledge, determining pre-knowledge, value education, hand-on experienced course plan) 

As presented in Table 3, teacher candidates stated that they considered appropriateness of 

content to the aim, to student level, and to learning outcomes had importance when preparing a course 

plan. Teacher candidates highlighted the importance of including questions that ignite inquiry when 

selecting activities in designed course plans as well as appropriateness of the plan to the steps of 

inquiry-based instruction. In addition, teacher candidates highlighted the importance of time 

management for the selected activities in planning along with developing an entertaining course 

content for students. Furthermore, teacher candidates shared their perspectives regarding the 

importance of selecting measurement and assessment approaches in course plans. Teacher candidates’ 

quotes representing things to pay attention when preparing a course plan are as follow:   

“Designed course plans must align well with the course content. It must convey students to 

research and questioning. Timing and content of the course plan must align and contents 

that call for longer course time period should not be limited to shorter course time periods.” 

(Pri-P6) 

“…It is important to adjust the timing of the course, plan the class accordingly if any 

activities are implemented, and find activities that engage students in the activities 

individually when assessing students.” (Pri-P31) 

Table 4 presents teacher candidates’ perspectives about challenges in planning and delivering 

a course. 
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Table 4. Teacher candidates’ perspectives about challenges in planning and delivering a course  

Challenges in planning and delivering a course  f 

Selection of activities 18 

Employing activities  18 

Giving active role to students  14 

Finding research questions 11 

Time management 9 

Unexpected questions  7 

Coming across with new learning approach 7 

Developing content of the course plan 7 

Experienced negativity within the group 6 

Appropriateness to student level 5 

Evaluation 4 

Limited pre-knowledge  4 

Developing learning outcome-content relationship 3 
 

As presented in Table 4, teacher candidates shared their challenges in planning and delivering 

a course designed with inquiry-based instruction. The two most common challenge were selection of 

activities and employing activities. Another challenge shared by teacher candidates was coming across 

with new learning approach and finding appropriate research question about this approach. These 

challenges were followed by giving active role to students, time-related problems, and experienced 

negativity within the group along with developing appropriate course content by considering learning 

outcome-content relationship. In addition, teacher candidates shared that they experienced challenges 

when teaching a topic due to limited pre-knowledge about the concept. Teacher candidates’ quotes 

representing challenges in planning and delivering a course are as follow:   

“Because we have never prepared course plans focusing inquiry-based learning strategy, I 

was anxious about how well it would be. I constantly thought about how and what to do. I 

had hard time when coming up with solutions to the questions of how better we could teach 

the course more actively, how else we could engage students in the course, how activities 

should be. I questioned this so much in the beginning. But then I understood why when I 

saw the light in the students' eyes with curiosity about learning.” (Pri-P20) 

“Students' reactions and feedback may not be dependent upon us; therefore, things may not 

be under control when delivering the course. And we were afraid to go beyond what we 

determined as the learning outcome of the course. In other words, it was hard to explain 

unexpected questions within the context of the planned course content.” (Pri-P71) 

Table 5 presents teacher candidates’ perspectives about the changes in their thoughts about 

science after they took the ‘Basic Science in Primary Education’ course. 
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Table 5. Teacher candidates’ perspectives about the changes in their thoughts regarding science at the 

end of the process 

Teacher candidates’ perspectives about the changes in their thoughts regarding science at the 

end of the process  

f 

Decrease in prejudice  19 

Finding the course entertaining  17 

Recognizing the lack in knowledge  7 

Increase in interest to the course  9 

Informing about science education  7 

Relating science with daily life  6 

Importance of applications in science education  6 

Igniting curiosity  3 

Awareness toward science course  3 

Ability to think comprehensively  3 

Openness to innovations  2 

Other* 2 

*Other (Awareness about the importance of inquiry, hardness of scientific course content) 

As seen in Table 5, teacher candidates stated that their prejudice about this course and science 

decreased after taking the course. Teacher candidates shared that they found the course more 

entertaining and therefore, they had growing interest in the course. In addition, teacher candidates 

recognized the lack in their knowledge about science education and filled their knowledge gaps 

through this course. Teacher candidates also shared that they started gaining understanding about how 

to relate science with daily life, and importance of the course as well as its applications. The teacher 

candidates shared that the course ignited their curiosity and made them think more comprehensively 

and become more innovative. Teacher candidates’ quotes representing changes in their thoughts 

regarding science at the end of the process are as follow:    

“None of the science courses we have taken so far (in high school, secondary school) has 

covered this much visuals and stuck in mind. I understood the fact that science was not as hard 

as frightening when supported with applications, although it is perceived as the second hardest 

course after mathematics. I saw that science could become a more understandable and 

entertaining course for students when it was taught with a non-traditional perspective.” (Pri-

P26) 

“…I don't think I will be one of those existing traditional science teachers. This course 

motivated me to try new applied approaches and methods to enhance knowledge of new 

generation.” (Pri-P34) 

Discussion and Conclusion  

This study aimed to investigate primary school teacher candidates’ opinions about ‘Basic 

Science in Primary Education’ course. The results of this study were interpreted in light of the relevant 

literature.  



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

17 

The results of this study showed that the teacher candidates shared their awareness and 

knowledge about teaching science effectively, which was changed with this course. Teacher 

candidates also shared that they learned how-tos of teaching science. In addition, teacher candidates 

stated that they recognized the lack in their knowledge at the basic level of science. Teacher 

candidates shared that they would use the knowledge they gained through this course throughout their 

career as a teacher. Akben (2018) found out similar results and stated that primary school teacher 

candidates felt prepared to teach science with applied practices and they gained a supportive 

experience of teaching science. The results of this study indicate that inquiry-based instruction 

approach provided an opportunity to teacher candidates to gain knowledge with experience rather than 

giving information directly. Accordingly, the results may indicate that teacher candidates’ perspectives 

and level of knowledge changed positively toward science. In addition, this result might be related to 

the fact that teacher candidates participated in this study were in their first year of undergraduate 

program. This early introduction to inquiry-based instruction approach to teach science may be 

associated with the increase in their awareness about teaching as an occupation.   

The results showed that teacher candidates highlighted the focus of science consists of three 

main disciplines (physics, chemistry, and biology) and the course contains theory-heavy content. In 

addition, teacher candidates stated that they had prejudice toward science. Uyanık (2015) found 

similar results and stated that primary school teacher candidates did not have enough knowledge about 

subject area. Uzun and Başaran Uğur (2018) conducted a study focusing on the anxiety of primary 

school teachers in teaching science and highlighted that teacher candidates needed to be supported not 

to be afraid of science courses. The research aligns well with the results of this study when 

considering the existing circumstances that call for primary school teacher candidates to fill the gap in 

knowledge about science within only one course. Despite this fact, teacher candidates stated that their 

prejudices toward science decreased through this course compared to their pre-course experiences. 

Teacher candidates shared that they found the course more entertaining and gained growing interest in 

the course and science. The literature shows that courses adopting inquiry-based instruction approach 

have increased students’ interest in science and courses become more entertaining (Coşkun, 2018; 

Demirkıran, 2016; Suduc, Bizoi & Gorghiu, 2015). The results of this study indicate that teacher 

candidates might have felt like a professional teacher through employing the activities, becoming a 

role model, observing their peers, and evaluating the course. These engaging activities may have 

influence in the growing interest of teacher candidates in science.    

The results of the research showed that teacher candidates think that they learned about the 

primary school science curriculum through this course. The literature, however, shows that there are 

studies found in-service teachers and teacher candidates the lack in knowledge about primary school 

science curricula (Balbağ & Karaer, 2017; Bölme, 2017; Ültay et al., 2019). Considering existing 

problems about curricula, it is noteworthy to state that teacher candidates thought they gained 
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knowledge about curriculum. This gained knowledge contributes to primary school teacher 

candidates’ extensive knowledge about science curriculum that helps them use knowledge effectively 

and interactively as well as apply program-required qualifications in their classrooms (Halkai & 

Theodoridis, 2008). Despite the fact that teacher candidates shared the increase in their knowledge 

regarding the science curriculum, they shared their struggles in preparing appropriate, structured 

learning outcome-content focused course plans. Experience and lives of teachers influence their 

benefit from the curriculum (Bölme, 2017). Therefore, the results of this study may be explained with 

teacher candidates’ limited experience as they were the 1st year undergraduates.  

The results of this study showed that primary school teacher candidates struggled with 

preparing and applying course plans especially when choosing and preparing activities, although they 

had knowledge about inquiry-based instruction approach. This result aligns with the findings 

discussed by Bölme (2017), which emphasized the lack in knowledge about this approach and misuse 

of the activities. In addition, primary teacher candidates in this study emphasized the importance of 

using activities in the courses. The literature shows that primary teacher candidates conduct science 

courses theoretically rather than utilizing more applied practices and they shared their interest in 

seeing more exemplars (Akben, 2018, Duban, 2016). Having theoretical knowledge is not an indicator 

of that primary school teacher candidates would apply this knowledge effectively (Metin & Özmen, 

2009). Therefore, the results of this study found to be normal given the conditions of teacher 

candidates delivered the course plans first time as they learned and practiced inquiry-based instruction 

approach. In addition, within the context of this research study, primary school teacher candidates 

gained extra knowledge and were exposed to practices of inquiry-based instruction approach, although 

the ‘Basic Science in Primary Education’ course was a 3-credit theoretical course. Accordingly, it is 

considered that applications have taken important place in teacher candidates’ learning. The results of 

this study showed that primary teacher candidates had problem with finding appropriate research 

questions to inquiry-based instruction approach. Saka and colleagues (2018) found similar results and 

explained teacher candidates’ ineffective skills in asking research questions. Because of the fact that 

teacher candidates did not have inquiry-based instruction approach applied to their training throughout 

the process as the courses were planned as oral presentation, the results of this study found to be 

organic results of this fact.    

Primary school teacher candidates emphasized the importance of active involvement of 

students and active learning with hands-on activities in class. Science courses are defined as courses 

that require students to engage in activities through hands-on activities to structure knowledge (Çıray 

Özkara & Güven, 2018; Koştur, 2019). Different academic studies argue that activities that encourage 

the active participation of students have a positive effect on students' academic performance 

(Malefyane, Hofman, Winnips & Beetsma, 2014). In addition, primary school teacher candidates 

found the ‘Basic Science in Primary Education’ course adopting inquiry-based instruction approach 
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effective in associating science with daily life and understanding the nature. Çoşkun and Özata (2018) 

Yücel and Kanyılmaz (2018) emphasized the embedded aspects of science course within life and the 

possibility of applying knowledge in real-life. Teacher candidates offered new ideas to meaningfully 

interpret actions happening around their environments and conducted research by asking question to 

assess accuracy of the knowledge. Therefore, the results of the study indicated that teacher candidates 

used the knowledge they gained through these courses in real-life settings. In addition, primary school 

teacher candidates’ emphasis on active engagement with hands-on activities may be explained with 

individuals’ growing awareness through their experiences rather than memorizing knowledge.    

Primary school teacher candidates shared that the ‘Basic Science in Primary Education’ course 

adopting inquiry-based instruction approach was helpful for them to learn about how to conduct 

research and become a science literate. The relevant literature shows that having science literate 

teachers is important to train next generations as science literate individuals (Çepni & Bacanak, 2002; 

Duban, 2010). In addition, instructional approaches defined as inquiry-based research are thought to 

be necessary to improve students' scientific literacy (Engeln, Mikelskis-Seifert & Euler, 2014). 

Through this course, primary school teacher candidates gained insights into preparing a course plan 

using inquiry-based instruction approach and experienced practices in applying the developed course 

plans. Accordingly, teacher candidates understood how to seek knowledge and interpret it. Therefore, 

the results of this study showed that this course was effective in developing skills and contributing 

primary school teacher candidates to become science literate individuals.   

Despite the negativities primary school teacher candidates experienced within the groups in 

‘Basic Science in Primary Education’ course, they shared that they understood the importance of 

working in groups and enhanced their communications skills within the group through this course. 

Tatar, Tüysüz, Tosun and İlhan (2016) and Hofstein and Lunetta (2004) found that inquiry-based 

instruction approach was effective for students in exchanging knowledge and brainstorming within the 

group to discuss and come to a conclusion for group activities. Accordingly, the results of this study 

showed that teacher candidates understood the communication within a group when listening to their 

peers or sharing their thoughts with peers in the group. The importance of understanding working in 

groups in the first year of undergraduate may contribute to primary school teacher candidates’ 

involvement in group activities within courses in the following years in the undergraduate program.  

Primary school teacher candidates shared their opinions in determining and applying 

measurement and assessment approaches. Academic studies reveal that primary school teacher 

candidates have problems in assessment and evaluation practices (Gök & Şahin, 2009; Güneş, 2007) 

and that they do not feel sufficient in determining appropriate assessment and evaluation tools (Metin 

& Özmen, 2009). However, teacher candidates must have extensive knowledge about various 

measurement and assessment tools to address whether they fulfil the needs and meet the expectations 
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of the target aimed in the course activities (Akben, 2018; Çepni, Baki, Ayas, Demircioğlu & Akyıldız, 

2009). In this study, although the primary school teacher candidates realized that another factor as 

important as theoretical knowledge was measurement and evaluation, their lack of knowledge at this 

point was among the results of this research.  

Recommendations  

This study suggests the following recommendations based upon the results of this study.  

•Courses focusing on basic level science education ought to go beyond the theory and include 

applied aspects in the content.    

•Approaches adopted in primary education science curriculum (e.g., Inquiry-based learning, 

STEM) ought to be taught to teacher candidates in faculties of education within science education 

courses in depth. 

•This study provided insights into primary teacher candidates' perspectives about science 

education courses throughout the process. Future qualitative study with primary school in-service 

teachers is needed to explore their perspective about science instruction. 
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Abstract 

This study emphasizes that research and practice regarding employing dialogue as transformative 

pedagogy should be investigated and cultivated by peace educators in ways relevant to various 

contexts. In this regard, Critical Discourse Analysis (CDA) has a valuable potential to contribute to the 

development of this relatively new scholarly field by providing effective tools to problematize and 

analyze social practices. This paper explores critical peace education as it is informed by the dialogical 

method of emancipatory education, and scrutinizes the promising potential of CDA as an essential tool 

for on-going research in the field. Towards this goal, this paper includes two subsections. The first 

section discusses Freirean dialogue and his six preconditions (i.e., love, humility, faith, hope, trust, 

and critical thinking) as fundamental constructs for critical peace education. The second section 

explores how the theories, goals, and methods of CDA in current discourse studies connect to 

constructs in Freirean dialogue and peace education. This section concentrates on four prominent 

approaches developed by Scollon, Gee, Kress, and Fairclough to underline their key aspects from a 

Freirian dialogic perspective. The final section discusses the possible affordances and limitations for 

employing CDA in the study of critical peace education.  
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Introduction  

Any situation in which some individuals prevent others from engaging in the process of 

inquiry is one of violence. The means used are not important; to alienate human beings from 

their own decision-making is to change them into objects. (Paulo Freire, Pedogogy of the 

Oppressed, 1970, p. 66)  

Peace education, despite growing corpus of critical literature particularly over the past three 

decades (Page, 2008), still lacks a succinct conceptualization (Reardon, 2001; Harris and Morrison, 

2003). The absence of an undisputed consensus on common definitions of peace, culture of peace, and 

peace education makes the practitioners’ and researchers job slippery. Apart from this, the priority of 

form over content is more prominent in teaching peace than other subjects partially because in 

teaching peace “the medium is the message” (Navarro-Castro and Nario-Galace, 2010, p. 185). In 

peace education, learners frequently remember the informal and “hidden” lessons, not from the overt 

or stated curriculum, but from the attitudes, values, and actions of the teachers themselves within and 

outside of the classroom. Given that peace educators’ medium must match their message, the way they 

address complexities of peace as well as their qualities and skills become crucial. Nevertheless, this 

aspect of peace education stays overlooked in the literature. New tools are needed in evaluating peace 

education practices in different contexts and developing research procedures towards achieving the 

goals of (critical) peace education.   

Critical peace education refers to “issues of structural inequality and empirical study aimed 

towards local understandings of how participants can cultivate a sense of transformative agency” 

(Bajaj, 2008, p. 135). This relatively recent approach to peace education which has occurred as a result 

of employing critical pedagogy to realms and issues of peace education rests strongly upon the work 

of Paulo Freire in the field of critical pedagogy among other several notable scholars (e.g., Christoph 

Wulf, 1974; Lourdes Diaz Soto, 2005; Carl Carl Mirra, 2008; Ken Montgomery 2006). Freire’s 

primary contribution to the field of critical pedagogy, and without doubt to critical peace education, 

are his core tenets. Besides dialogue and critical consciousness, these key concepts include, but not 

limited to, education as a political act, banking versus problem-posing education, teacher-student 

relationships, and praxis (Bartlett, 2008). 

In an attempt to draw attention to the complexities of peace education research and practice in 

the existing schooling system, and to contribute to educational and social transformation, this paper 

explores critical peace education as it is informed by the dialogical method of emancipatory education, 

and scrutinizes the promising potential of Critical Discourse Analysis (CDA) as an essential tool for 

on-going research and evaluation in the field. Towards this goal, this paper includes particular 

subsections. The first section discusses Freirean dialogue and his six preconditions as fundamental 

constructs for critical peace education. The next section explores how the theories, goals, and methods 
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of CDA in current discourse studies connect to constructs in Freirean dialogue (e.g., six preconditions 

of effectual dialogue – namely, love, humility, faith, hope, trust, and critical thinking) and peace 

education. The following section concentrates on four prominent CDA approaches to underline their 

key aspects from a Freirian dialogic perspective. The final section discusses possible affordances and 

limitations for employing CDA in the study of critical peace education.  

Freirean Dialogue for Critical Peace Education 

This study advocates a reclaimed critical peace education that addresses issues of structural 

inequality and calls for empirical study aimed towards “local understandings of how participants can 

cultivate a sense of transformative agency” (Bajaj, 2008, p. 135). For the purposes of this paper, peace 

education is defined as educational policy, planning, pedagogy, and practice aiming the transformation 

of educational content, structure, and pedagogy to address direct and structural forms of violence at all 

levels (Harris, 2004; Reardon, 1988; Bajaj, 2008). Underscoring the call for renewed attention to and 

exploration of a critical peace education (Bajaj, 2008; Diaz-Soto, 2005; Mirra, 2008; Montgomery, 

2006; Wulf, 1974), this part of the paper first examines the work and pedagogy of Paulo Freire as a 

powerful basis for critical peace education, and then discusses Freire’s core tenet of dialogue as a tool 

to cultivate a nonviolent way of human existence for which peace educators strive.   

Critical peace education, an evolving field of peace education, has occurred as a result of 

employing critical pedagogy to the realms and issues of peace education.  This relatively recent 

approach to peace education rests strongly upon the work of Paulo Freire in the field of critical 

pedagogy among other several notable scholars (e.g., Christoph Wulf, 1974; Lourdes Diaz Soto, 2005; 

Carl Carl Mirra, 2008; Ken Montgomery 2006). Freire’s primary contribution to the field of critical 

pedagogy, and without doubt to critical peace education, is his core tenets. Besides dialogue and 

critical consciousness, these key concepts include, but are not limited to, education as a political act, 

banking versus problem-posing education, teacher-student relationships, and praxis (Bartlett, 2008). 

Given that it is not within the scope of this paper to give a comprehensible analysis of the influence of 

Freire’s work on critical peace education, his notion of dialogue and his six preconditions are briefly 

discussed below due to their fundamental potential to further critical peace education theory and 

practice.  

Dialogue, an “overused and underexplained word ricocheting off the walls of the academia 

(Miller, 1998, p. 76), has a specific meaning in Freire’s view. Paulo Freire, the Brazilian educator and 

dialogic theorist, describes dialogue as “the encounter between men, mediated by the world, in order 

to name the world” (Freire, 2013, p. 155). In his perspective, individuals in dialogue reflect on their 

reality to make and remake it. Thus, it is important to consider this moment a part of individuals’ 

historical nature. Freire, as Cissna and Anderson (1998) suggest, illustrates skillfully how dialogue is a 

relation of co-constituted mutuality existing in a matter of moments when he writes, 
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To the extent that we are communicative beings who communicate to each other as we 

become more able to transform our reality, we are able to know that we know, which 

is something more than just knowing. . . . Knowing is a social event with nevertheless 

an individual dimension. What is dialogue in this moment of communication, knowing 

and social transformation? Dialogue seals the relationship between the cognitive 

subjects, the subjects who know, and who try to know. (Shor & Freire, 1987, pp. 98-

99)  

Dialogue includes separate individuals; yet, it must be considered a non-individualistic 

process. Although it consists of transitory moments, experienced immediately, these moments cannot 

be ahistorical because they are reality defining, and even world making, for participants (Cissna and 

Anderson, 1998).  

For Freire, individuals can engage in dialogue by establishing a horizontal relationship; he 

strongly contrasts dialogue with anti-dialogue, a vertical, unloving, acritical relationship as he 

associates anti-dialogue with the suppression of the other and its reduction to the status of an object 

(Rule, 2004). Given this, he decidedly identifies particular values that underpin the process of 

dialogue; namely, love, humility, faith, mutual trust, hope, and critical thinking (Freire, 1972; 1998c; 

2013). These values are briefly explained below.   

Love  

Profound love for the world and for others, for Freire, is vital for dialogue to exist. Freire is 

convinced that true revolutionaries must perceive the revolution as an act of love for its creative and 

liberating nature. Therefore, as he efficaciously describes, “the naming of the world, which is an act of 

creation and re-creation, is not possible if it is not infused with love” (Freire, 2013, p. 158). Thus, love 

in Freirean dialogue is not only the basis of dialogue but also the foundation of other conditions for 

dialogue.  

Given the prominence of love for dialogue, and thus for critical peace education, it is crucial 

that the way the process of naming the world by creating and re-creating everyday realities be 

thoroughly examined. Thank to its help in examining discourses in their broad social and historical 

contexts, CDA is exceptionally relevant to struggles for peace and justice. 

Humility  

In Freire’s understanding, human beings’ constant naming of the world to create and re-create 

that world cannot be an act of arrogance. That is because if the participants of dialogue lack humility, 

it is no longer dialogue. Individuals who lack humility cannot engage in dialogue because they cannot 

be partners with other individuals in naming the world. For those people who engage in acts of 
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arrogance, Freire’s criticism is sharp. “Someone who cannot acknowledge himself to be as mortal as 

everyone else still has a long way to go before he can reach the point of encounter” (2013, p. 158).   

An individual’s “constant” naming of the world suggests renaming; thus, naming can never be 

completed. Therefore, it is vital to scrutinize what lies in the depths of each moment of naming and 

renaming of the world. At this point the role of CDA as a tool for organizing inquiry and guiding 

practice is indispensable (Karlberg, 2012).  

Faith 

Freire’s concept of dialogue also necessitates an intense faith in humankind that involves faith 

in the power of human beings to make and re-make, to create and re-create. Faith is “a priori” 

condition for dialogue through which the humankind seeks to be more fully human (Freire, 2013, p. 

158). In his understanding, the dialogical believes in others even before seeing them. Love 

indisputably “grounds these people as ends-in-themselves and makes faith possible” (Miller, 1998, p. 

78). As the author maintains, faith is a facet of love as human beings can have faith only when they 

love. Given the eminence of faith in dialogue, and so in critical peace education, CDA can be an 

effective device in interpreting implicit structures of discourse (Karlberg, 2012).  

Mutual Trust. For Freire, when dialogue involves the qualities of love, humility, and faith, 

mutual trust is an expected outcome. Otherwise, it would be a contradiction. Thanks to this climate of 

mutual trust, dialoguers can develop closer partnership in the naming of the world. The vertical or 

hierarchical banking concept of education, on the other hand, does not allow the establishment of 

mutual trust. Trust can be nourished when one party’s words coincide with their actions; talking down 

or at people does not result in trust (Miller, 1998). However, given CDA’s claim that social practices 

are shaped by power relations, the tools CDA provides can be helpful in analyzing and examining the 

complexities and challenges regarding building mutual trust.  

Hope 

Hope, tied into the incompleteness of human beings and their constant search for wholeness, 

is another central aspect of Freirean dialogue (Miller, 1998). For Freire, this search for wholeness can 

be carried out only in communication with others, in dialogue. Hopelessness, however, is denying the 

world, and fleeing from it. In this regard, dehumanization due to an unjust order can be a cause only 

for hope, not despair. Accordingly, “the encounter of men seeking to be more fully human,” cannot be 

done in hopelessness (Freire, 2013, 159). That is because such an encounter will be “empty and sterile, 

bureaucratic and tedious” (p. 159). Thus, dialoguers cannot cross their arms and wait. As long as they 

struggle, they must be moved by hope. Analyzing and examining the complexities and challenges of 

establishing and maintaining critical dialogue involves hope because the tools of CDA can be helpful 
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in gaining awareness of the present difficulties, which should precede the transformation of present 

realities.  

Critical thinking 

The final attribute of true dialogue is critical thinking. Dialoguers must engage in critical 

thinking; otherwise, dialogue cannot exist. In Freire’s understanding, critical thinking is “thinking 

which discerns an indivisible solidarity between the world and the people and admits of no dichotomy 

between them” (Freire, 2013, p. 159). In this type of thinking, reality is perceived as reality as process, 

as transformation, rather than as a static entity. Critical thinking cannot be separated from action as it 

“constantly immerses itself in temporality without fear of the risks involved” (p. 159). The critical 

thinker, therefore, values the transformation of reality in his seeking of becoming fully human. 

Freire’s notion of dialogue constitutes an effective pedagogy to achieve the goals of critical 

peace education. Thus, his six preconditions of dialogue are of profound significance for everyone, 

especially (peace) educators, aspiring for becoming more while helping others to become more 

through dialogue. In Freire’s words, education should strive for establishing “a world in which it is 

easier to love” (2005, p. 40). Hence, Freire’s six preconditions for dialogue are a foundational capacity 

for peace educators who strive for a peaceful world. Despite its extraordinary potential to further 

critical peace education, employing Freirean dialogue efficiently is a challenging process.  It must be 

understood as an authentic way of being rather than simply as a technique or type of communication 

(Rule, 2004). Hence, dialogical teaching inherently strives for creating a process of learning, and 

knowing that consistently involves theorizing the experiences shared in the dialogue process (Macedo, 

2005). As Macedo (2005) cautions, educators who lose sight of this fact mistakenly transform Freire’s 

notion of dialogue into a method only. In this regard, Freire’s stand bears no ambiguity at all. He 

underlines the epistemological relationship of dialogue, and suggests that “dialogue is a way of 

knowing and should never be viewed as a mere tactic to involve students in a particular task” (Freire 

and Macedo, 1995, p. 379). In order to understand the meaning of dialogical practice, it is essential to 

put aside the simplistic understanding of dialogue as a mere tactic for socializing. 

At this point, CDA stands out as a powerful tool to help realize the full potential of Freirean 

dialogue towards transforming education to create a non-violent world. Hence, a brief discussion of 

four major theories, goals, and methods of CDA in current discourse studies is provided below in 

order to illustrate its affordances for critical peace education practice.  

Four CDA Approaches for Critical Peace Education 

Critical Discourse Analysis (CDA), emerging in the early 1990s, is now an established 

paradigm which aims to investigate a linguistic unit as a social phenomenon (Wodak and Meyer, 

2009). In most general terms, CDA scrutinizes social inequality as it is expressed, legitimized, and 
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(re)produced by language use (Wodak and Meyer, 2009). Within different approaches of CDA, the 

concept “discourse” is used to refer to different notions. It is often used for both written and oral text 

(i.e., in the English-speaking world) while it is distinguished from text in particular contexts (e.g., 

Central Europe) (Wodak and Meyer, 2009). For example, particular scholars who define “discourse” 

as structured forms of knowledge but “text” as concrete oral utterances or written documents (van 

Dijk, 1998; cited in Wodak and Meyer, 2009). In the most general sense, discourse may refer to a 

wide range of notions from a historical monument, a policy, text, talk, a speech, to topic-related 

conversations. To illustrate in relation with this paper’s goals, we can suggest peace discourse, or 

dialogue discourse. 

Given its perspective of language as social practice (Fairclough and Wodak, 1997), CDA 

considers language use in speech and writing (i.e., discourse) dialectically in relation with its context. 

Thus, a particular discursive event is inevitably shaped by the social structures surrounding it while it 

shapes them simultaneously. This perspective of discourse implies that discourse can potentially serve 

two distinct ends: it can either contribute to the reproduction of social status quo, or transform it 

(Fairclough and Wodak, 1997). The way it approaches status quo makes CDA particularly substantial 

for the goals of critical peace education and Freirean dialogue.  

Another significant feature of CDA that makes it inherently valuable for critical peace 

education is its focus on power issues. Since discourse is so consequential, it gives rise to important 

issues of power. Discursive practices may have major ideological effects – that is, they can help 

produce and reproduce unequal power relations between individuals. Hence, the notion of power and 

the dynamics causing inequalities, status quo, domination and exploitation are central for CDA. As a 

result, CDA researchers explore how discourse produces and reproduces social domination (Wodak 

and Meyer, 2009). In this regard, Michel Foucault’s (1975) ideas about how power is exercised 

continuously in daily social relations are foundational within CDA. Given that discourse is 

manifestation of social practice that is regulated by social structures, it is crucial to study the notion 

and dynamics of power that are mostly invisible.  

CDA, since its emergence in 1990s, has grown into a wide, scholarly field to include a number 

of approaches. Despite their common goal of social analysis of discourse, each of these approaches 

varies in its theory, methodology, and perspective (Fairclough, 2012; Fairclough & Wodak 1997, 

Pêcheux M 1982, Wodak & Meyer 2001). The most prominent of these are the approaches developed 

by Scollon, Gee, Kress, and Fairclough. Each of these can contribute to employing Freirean dialogue 

for critical peace education from different aspects. Therefore, these approaches are briefly discussed 

below. Each of these approaches present particular tools and procedures in order to guide analysis. As 

it is not within the scope of this paper to discuss in detal all sets of tools and procedures suggested by 
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all four CDA approaches presented in this paper, only the tools and procedures suggested by 

dialectical-relational approach are briefly discussed as an example at the end of this section.  

Mediated Discourse Analysis 

Mediated Discourse Analysis (MDA), developed by Ron Scollon, seeks to develop a 

theoretical remedy for discourse analysis that operates without reference to social actions on the one 

hand, and social analysis that operates without reference to discourse on the other. Towards this goal, 

MDA focuses on social actors as they are acting because these are the moments in social life when the 

discourses in which we are interested are instantiated in the social world as social action, not simply as 

material objects (Scollon, 2001).   

Concerned about discourse and human action in social change, MDA focuses on the mediated 

action as its unit of analysis. Drawn from neo-Vygotskian sociocultural psychology, mediated action is 

an action taken by a social actor through the use of mediational means (or cultural tools). MDA looks 

at actions with two questions in mind: What is the action going on here? and How does discourse 

figure into these actions? Essentially, MDA takes the position which social action and discourse are 

inextricably linked on the one hand (Choularaki and Fairclough, 1999). On the other hand, Scollon 

(2001) argues, “these links are sometimes not at all direct or obvious, and therefore in need of more 

careful theorization” (p. 1).  As the problem MDA tries to engage is how we are to work out a way to 

understand the relationships among actions and the Discourse, its focus is on real-time, irreversible, 

one-time-only actions rather than objectivized, categorical analysis of types of action or discourses 

and texts.  According to Scollon (2001), MDA links social practices to other practices, discursive and 

non-discursive, over time to form nexus of practice. Within this nexus of practice, a mediated action 

produces and reproduces social identities and social structures. Also, mediational means are multiple 

in any case and inevitably carry histories and social structures with them.  This perspective of MDA 

framework is essential in order to analyze the social identities and social structures together with the 

histories social actors of a classroom because the practices of learners and their teachers are 

reproduction of their social identities and histories.   

Sociocultural Approach 

Drawing on three traditions – namely, American anthropological linguistics and narratives 

(Gumperz, 1982; Hymes, 1974; Labov & Waletzky, 1967; Scollon & Scollon, 1981); social discourse 

theories (Foucault, 1972, 1977; Latour, 1987); and cognitive psychology (Holand & Quinn; 1987; 

Lakoff & Johnson, 1980; Strauss & Quinn, 1997) – Gee’s (1990) sociocultural approach to language 

suggests that when people speak or write, they are building social relationships, figured worlds, and 

identities. Thus, the question for the discourse analyst to ask is “What sign systems are being used to 

accomplish social goals?” Gee presents social languages, figured worlds and identities – among others 
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– as “tools of inquiry.” As he asserts, these are the social and cultural frameworks to understand the 

way people utilize language to accomplish social goals. “Social languages” as an inquiry tool refers to 

grammar and function of language as a social practice. As such, grammar is something which people 

design to create certain identities and social relationships (Rogers, 2011). Another significant term in 

this approach is “figured worlds,” which Gee (2011) views as the narratives and images that different 

social and cultural groups of people use to make sense of the world. Integrating Gee’s perspective in 

the process of peace-making allows us to approach a moment in a peace studies classroom with larger 

lenses. This way, we can connect the study of peace education to the global social, economic, cultural, 

religious, and political issues, and see what stands beyond the walls of the classroom.  

Multimodality 

Kress, a preeminent scholar of visual and multimodality studies, provides his definition of 

mode. In his dynamic view of this notion, ‘‘. . . mode is a matter for a community and its social-

representational needs. What a community decides to regard and use as mode is mode. [. . .] Formally, 

what counts as mode is a matter of what a social-semiotic theory of mode requires a mode to be and to 

do’’ (Kress, 2010, p. 87, emphasis, in original). Thus, communication is inevitably multimodal. He 

also asserts that each mode offers particular potentials and limitations for communication. These two 

attributes of each mode make it essential to consider all modes that are active in a given moment of 

communication (Kress & van Leeuwen, 1996; 2001). Given that language is one mode of meaning-

making, it is crucial to study all resources available in a given social group at a given time because 

each of these equally contributes to the process of meaning-making. Therefore, he takes multimodality 

as the normal state of human communication. Among a number of dimensions of mediated meaning-

making, he particularly emphasizes visuals and language as two central modes. He differentiates 

between the analysis of images and analysis of artistic images. In his understanding, linguistic text and 

images are both fundamental systems of meaning making but each has its own specific forms. 

Therefore, they are independent form each other (Kress & van Leeuwen, 1997). Interested in the 

pedagogic dimensions of multimodality, Kress’ work draws attention to meaning, meaning-making, 

the agency of meaning-makers and the constant (re-)constitution of identity in sign- and meaning-

making. He questions the (social) limitations faced in the process of meaning-making. He explores 

how knowledge is produced and reproduced through various modes and by whom (Kress, 2011). 

Kress’ work, particularly his emphasis on how structures of multimodal communication are 

representations of ideologies and power relations, has an outstanding potential to help critical peace 

education address what lies beneath the visible.  
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Dialectical-Relational Approach  

Norman Fairclough, considering the various senses the term discourse is used to refer to, 

prefers the term semiosis. He finds the latter more advantageous as it suggests that discourse analysis 

addresses several semiotic modalities which include not only language but also visual images and 

body language (Fairclough et al., 2004). According to Fairclough (2009), semiosis (discourse), as an 

element of social process, is dialectically related to other elements in the sense that semiosis, like 

other elements of social process, is different but not discrete or fully separate. As Harvey (1996) puts 

it, each of these elements internalizes the others but is not reducible to them. For example, social 

relations, beliefs and cultural values, power, and institutions are partially semiotic; they internalize it 

but cannot be reduced to it. In parallel with this, Fairclough (2009) suggests that semiosis internalizes 

all the other elements without being reducible to them.  

Given that CDA inherently addresses how semiotic and other social elements are related, 

dialectical-relational approach to CDA proposes a transdisciplinary research by bringing disciplines 

and theories together to conduct effective research. In this approach to CDA, several frameworks are 

integrated to form a dialogue to foster theoretical and methodological improvement of each of them. 

Towards this goal, the general question the dialogical-relational approach is to address is “what is the 

particular significance of semiosis, and of dialectical relations between semiosis and other social 

elements, in the social processes (issues, problems, changes, etc.) which are under investigation?” 

(Fairclough, 2009, p. 166). Hence, Fairclough (2001, p. 123) sees CDA as the “analysis of the 

dialectical relationships between semiosis (including language) and other elements of social 

practices,” and emphasizes three broad ways semiosis figures in social practices. Firstly, semiosis 

figures as part of the social activity within a practice. To illustrate, individuals – or social actors – use 

language in a particular way because of their job. Therefore, interviews or political speeches can be 

considered examples of genre (the term Fairclough uses to refer to this aspect of semiosis) because 

individuals interviewing or giving a political speech frame discourse in a particular way. An audience 

comprehend and interpret interviews and political speeches according to the characteristics of the 

genre. According to Fairclough (2001, 2003), genres as significant ways of (inter)acting discoursally 

can provide the framework to maintain power and domination. Thus, this aspect of semiosis is 

particularly prominent for Critical Peace Education as its ultimate goal is to scrutinize the ways 

violence (which is not so visible most of the time) is maintained in the society. Secondly, semiosis 

figures in representations (produced by social actors within the practice); thus, discourses are ways of 

representing. Different discourses may represent a particular aspect of the world from different 

perspectives. In real life, individuals may experience this as conflicts. Fairclough (2003) exemplifies 

this concept as the political discourse of New Labor as opposed to the political discourse of “old” 

Labor (p. 26). Thirdly, semiosis figures in the performances of social actors who operate in positions 

within social practices. He refers to this discoursal aspect as styles. Styles involve individuals’ social 
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and personal identities. Hence, individuals with differing characteristics may produce differing 

performances of a particular position through a particular way of discourse and behavior. For example, 

as an individual with a particular identity uses language in a particular way, he or she can portray a 

particular type of manager. Consequently, researchers can see genres (ways of interacting), discourses 

(ways of representing), and styles (ways of being) through texts. Fairclough (2003, p. 28) asserts,  

Genres, discourse and styles are respectively relatively stable and durable ways of 

acting, representing and identifying. They are identified as elements of orders of 

discourse at the level of social practices. When we analyze specific events, we are 

doing two interconnected things: (a) looking at them in terms of the three aspects of 

meaning. Action, Representation and Identification, and how there are realized in the 

various features of texts (their vocabulary, their grammar, and so forth): (b) making a 

connection between the concrete social event and more abstract social practices by 

asking, which genres, discourse, and styles are drawn upon here, and how are the 

different genres, discourses and styles articulated together in the text? 

Dialectical-relational approach: tools, levels, and procedures 

CDA has a significant potential in understanding structured inequalities and hidden violence. 

Rogers (2011) puts special emphasis on Fairclough (1992)’s approach in that it identifies how 

discourse not only functions to produce and reproduce society through its social structures, 

relationships, and value structures, but also has a hand in transforming society. Regarding the dialectic 

between individual agency and social structure, Fairclough (1992) affirms, “Discourse as a political 

practice establishes, sustains and changes power relations, and the collective entities between which 

power relations obtain. Discourse as an ideological practice constitutes, naturalizes, sustains and 

changes significations of the world from diverse positions in power relations” (p.67). Hence, in order 

to unpack what lies in the depths of a part of discourse, Fairclough (2001) suggests five stages to guide 

researchers employing his approach.   

In this approach of CDA, there are three levels of social realty: social structures, practices, and 

events. While unpacking these three levels of social process, five initial stages to guide the researchers 

are suggested (Fairclough, 2001). Step one refers to focusing on a social wrong, in its semiotic aspect. 

Thus, this approach of CDA is problem-based. Having emancipatory objectives, this approach 

concentrates on social problems which result in ‘losers’ in particular forms of social life (e.g., the 

poor, the socially excluded, those subject to oppressive gender and race relations).  

Step two relates to identifying obstacles to addressing the social wrong. In other words, it is 

crucial to concentrate on “the way in which social life is structured and organized that makes this a 

problem which is resistant to easy resolution?” (Fairclough, 2001, p. 125). According to Fairclough 

(2001), the obstacles are related to the social structuring of semiotic differences in orders of discourse. 

To illustrate, he asserts, the way in which managerial discourse has colonized public service domains 

such as education. These obstacles are also connected with dominant ways of interacting. Thus, in 
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order to reveal these obstacles, researchers should focus on both the structuring of orders of discourse 

and what goes on in particular interactions. Towards analyzing these obstacles, Fairclough suggests 

two aspects: interdiscursive analysis (how do particular types of interaction articulate together 

different genres, discourses, and styles?), and linguistic and other forms of semiotic analysis (e.g., 

analysis of visual images).  

Step three refers to considering whether the social order ‘needs’ the social wrong. Linking “is” 

to “ought,” this stage arises the question “in what sense might the social order ‘need’ this?” 

(Fairclough, 2009, p. 170). This way, it leads the researcher to consider the social wrong is inherent to 

the social order or whether it can be changed as this social wrong is the source of the problem.  

Step four suggests identifying possible ways past the obstacles (Fairclough, 2013). Therefore, 

the focus of the analysis moves from negative to positive. Towards this goal, the dialectical relations 

between semiosis and other elements are analyzed. This way, the obstacles, whether they are in 

organized political or social groups or in the ordinary working, social and domestic lives of 

individuals, are challenged and possibilities to overcome these obstacles are considered.  

The final stage involves reflecting on the analysis to ask, for example, the effectiveness of the 

critique and whether it leads to social emancipation.  

Conclusions 

This paper discusses critical peace education as it is informed by the dialogical method of 

emancipatory education and scrutinizes the promising potential of Critical Discourse Analysis (CDA) 

as an essential tool for on-going research in the field. Peace educators and peace scholars would do 

well to develop a critical peace education which will effectively address the social inequalities and 

issues of power because it would be a waste of time to try to build a culture of peace upon a culture of 

violence and oppression. Literature on the dramatic potential of CDA for critical peace education 

abounds (e.g., Meadows, 2009; Gavriely-Nuri, 2012; 2014; Hartley, 2010; Amer, 2012; van Zoonen, 

Vis, & Mihelj, 2010; Machin, & Van Leeuwen, 2009). Drawing on various theories, and employing 

several approaches to CDA, these studies, like several others, call for further research to provide a 

deeper analysis of socially constructed, and mostly not so overt, drivers of violence and oppression.  

They also successfully illustrate how CDA provides effective tools and designs to scrutinize violence 

in multiple levels.  

Two possible limitations in employing CDA for critical peace education should be 

acknowledged. Firstly, the existence of numerous approaches to CDA might be confusing for 

researchers as they might find it challenging to decide which approach to employ for what kind of 

peace research. In fact, this is one of the advantages of CDA. Each approach presents its own benefits 

to uncover particular aspects of social wrong. As research is learned in the process itself, the more 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

37 

experience and insights researchers gain about the process, the easier it will be to know which 

approach will work best for what purposes. Another possible limitation might be that CDA is an 

evolving paradigm with all its approaches in the process of development (e.g., Fairclough’s 

dialectical-relational approach). This might be demanding for some researchers who are willing to 

apply it for critical peace education which is itself a relatively new field of scholarship. This is also 

another advantage in its depth because researchers can contribute to its evolution and maturation with 

their own insights and knowledge.  

In short, towards fulfilling the goals of peace educators, Freirean dialogue and his six 

preconditions, namely love, humility, faith, hope, trust, and critical thinking, provides an exceptional 

foundation to address social wrongs in a constructive way while teaching individuals to engage in 

dialogue fruitfully. However, this is not an easy task. It is especially challenging to employ dialogue 

effectively (Macedo, 2005). Critical peace education enhanced with Freirean dialogue pedagogy must 

be employed together with CDA so that the process can be self-reflective while addressing power 

issues. Various approaches to CDA can enable researchers of the field to make visible what is 

seemingly hidden in all aspects of society.  
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Abstract 

The aim of this study is to investigate the relationship between school principals' paternalist leadership 

behaviors perceived by teachers and teacher performances. In this context, 431 teachers (313 women), 

(118 men) working in different institutional types were included in the study using the predictive 

research design. Data were collected through the Paternalist Leadership Behaviors Scale (Dağlı and 

Ağalday 2017) and Teacher Performance Evaluation Scale (Ozgenel, 2019). Data were having been 

analyzed by t-test, ANOVA, correlation, and regression. As a result of the research, the moral, 

authoritarian and exploitative paternalistic leadership behaviors perceived by the teachers do not differ 

significantly according to the gender of the teachers, whereas male teachers have higher perceptions of 

benevolent paternalistic leadership. According to the seniority variable, benevolent, moral, 

authoritarian, exploitative fatherly leadership behaviors and paternalistic leadership total scores do not 

differ significantly. According to the schools where teachers work, the benevolent and moral 

paternalistic leadership behaviors and paternalistic leadership total scores do not differ significantly; 

However, teachers working in secondary schools see school principals more authoritative than 

teachers working in primary schools. Also, teachers working in high schools consider school 

principals more exploitative than teachers working in secondary school. As a result of the analysis of 

performance, female teachers 'performances are higher than male teachers, whereas teachers' 

performances do not differ significantly according to their seniority and school levels. Paternalist 

leadership is a type of leadership with high potential and the existence of paternalist leadership 

behaviors in educational organizations can be explained better by researching new concepts and 

adding new variables. 
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Introduction 

Today's developments and changes in organizational structures parallel to the developments, 

the emergence of innovations and different demands in the field of educational sciences, new 

educational problems and trends such as education and school management have necessitated the 

emergence of various approaches. Although all these factors affect education, school and teaching 

profession, they emphasize the importance of teacher performance for qualified education in schools 

and are expected to perform better than teachers. For this reason, leadership behaviors or 

characteristics of school administrators that can improve teachers' performances gain importance. 

In general terms, leadership styles, which take their theoretical basis from Western culture and 

lifestyle, are not valid in all cultures. According to Hofstede (1980), the participation of subordinates 

in management is an important element in American based theories. However, this does not apply to 

all cultures. Cultural characteristics may differ, as well as perceptions of leadership. Participatory 

leadership roles come to the forefront in societies where individualism is at the forefront and power 

distance between superiors and subordinates is low, while autocratic leadership roles come to the 

forefront in collective communities where power distance is wide. The concept of family is very 

important in collective communities. Society and work-life are based on the existence of the family. 

The reflection of this sentiment is reflected in business environments and leadership styles. It has 

strong family ties and cares for the employees of organizations and even their families. For example, 

the leader attends weddings, funerals, or family affairs of employees or relatives. Paternalistic 

leadership is one of the leadership styles in which such behaviors observed in collective cultures are 

observed. 

In traditional leadership, after defining the work, while ordering to subordinates do the work, 

transformational leadership enables them to strive for individualized thinking, charisma, intellectual 

stimulation and achievements that exceed the expectations of others. Paternalistic leadership, on the 

other hand, establishes individual relationships with its subordinates as if it were family, demands 

loyalty and devotion similar to those of close relatives and expects the employees to behave in 

accordance with their positions. There are studies aiming to investigate the similarities between 

paternalistic leadership and transformational leadership. According to Parry and Proctor-Thomson's 

(2002) research that the characteristics of transformational leadership and moral paternalistic 

leadership were similar. On the other hand, Cheng, Chou, Wu, Huang and Farh (2004) showed that 

paternalistic leadership has its own characteristics and is quite different from transformational 

leadership. 

The phenomenon of paternalism is seen in Asian countries, Middle East and Latin America, 

where the concept of collectivism with low individualism is high and the power range is wide. In 

Western society, paternalistic leadership is called a benevolent dictatorship and is thought to 
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undermine one's rights and freedoms (Aycan, 2001). Paternalism leadership is generally defined as a 

leadership style in which strong discipline and authority and special interest and interest are felt (Farh 

and Cheng, 2000; Cheng et al., 2004). However, researchers have developed various definitions by 

focusing on different dimensions of paternalistic leadership. Pellegrini, Scandur, and Jayaraman 

(2010) and Aycan (2006) distinguish paternalistic leadership as exploitative and benevolent. Farh and 

Cheng (2000) stated that paternalistic leadership is three-dimensional. These three dimensions are the 

authoritarian, benevolent and moral character (Aycan, 2006; Cheng et al., 2004; Farh et al., 2006). 

Although these three dimensions are accepted in a broad sense, some resources mention about four 

dimensions; benevolent leadership, moral leadership, authoritarian leadership and exploitative 

leadership (Dağlı & Ağalday, 2018). 

In an authoritarian dimension, paternalistic leaders use strategies such as wide power distances 

and strict discipline to maintain power control over their subordinates. Subordinates are expected to 

obey without question (Farh and Cheng, 2000). Hofstede (2001) used the term “good father for this 

dimension of paternalistic leadership. Hao and Lirong (2007) examined the relationship between 

organizational justice and paternalistic leadership. They found that there was a positive relationship 

between the benevolent and moral dimensions of paternalistic leadership and organizational justice. In 

addition to this, they found a negative relationship between the autocratic dimension. In the 

philanthropic dimension, paternalistic leaders are concerned with their lives of subordinates and their 

families (Farh and Cheng, 2000). In exploitative leadership, the main purpose of the leader is to ensure 

their loyalty and obedience in return for their interest in its employees (Hayek, Novicevic, Humphreys 

and Jones, 2010). 

Related research has shown that benevolent leadership improves organizational commitment, 

job satisfaction, and performance (Cheng, Huang, & Chou, 2002a; Cheng, Shieh & Chou, 2002b; 

Liang, Ling & Hsieh, 2007). Also, helpful leaders create learning opportunities and allow their 

subordinates to learn from their mistakes (Wang and Cheng, 2010). In the moral dimension, the 

superior personal virtues and qualities of paternalistic leaders are emphasized, and leaders become role 

models for their subordinates (Farh & Cheng, 2000). Arslan (2016) found that moral leaders at school 

were more effective than benevolent and authoritarian leaders according to the participants' 

perceptions. The study conducted by Sevgi (2018) revealed that authoritarian paternalistic leadership 

has a positive relationship with on all dimensions of organizational silence, but benevolent and moral 

paternalistic leadership has a negative relationship. 

Some research results are as follows made in Turkey. There is a positive relationship between 

paternalistic leadership and employees' perceptions of creative participation (Kurt, 2013); Paternalistic 

leadership style, positively affects organizational citizenship, employees 'organizational commitment 

feelings (Rehman and Afsar, 2012; Göncü, Aycan, and Johnson, 2014; Şendoğdu and Erdirençelebi, 
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2014; Mete and Serin, 2015) and employees' task performance increases (Hatipoğlu, Akduman, and 

Demir, 2019). It affects positively to bureaucratic school culture (Özgenel and Dursun, 2020) and 

organizational trust (Chen, et al., 2011). Turkish culture with a wide power distance creates an 

appropriate environment for the implementation of paternalistic leadership. In this context, it is a 

situation that needs to be investigated how the performances of teachers, which are the first factors 

that determine the quality of education in schools, can also be affected by paternalistic leadership 

behaviors. 

Performance is very important for an organization, as the effectiveness of the school and the 

quality of education largely depend on the performance of school administrators and teachers. In other 

words, the most important resource that the organization will need to reach its goals at the desired 

level is the performance of the employees. According to Jordan (2009) and Palmer (1998), the 

competitiveness, success, efficiency, and effectiveness of the organization depend on the performance 

of the employees. Performance is the effort of the employee in performing his predetermined duties 

and job. According to another definition, it is “the desire and power to accomplish any event or 

situation” (TDK, 2019). Performance evaluation is to determine the degree of this desire, strength or 

effort. According to a broader definition, performance evaluation is a versatile and cyclical process 

that determines the extent and success of the organization and the individual to the intended purpose 

and success, reviews them regularly, benefits the individual, the team and the organization 

(Barutçugil, 2004; Borman, 1990; Brief and Motowidlo, 1986; Budak, 2016; Fındıkçı, 2018; Özkanlı, 

1995; Sabuncuoğlu, 2000). Performance appraisal provides feedback on the organization's targeted 

purpose and current status, as well as employees' job success, knowledge, skills, and competencies. In 

this way, the organization redefines its objectives, improves the performance of its employees and 

provides evidence on issues such as salary and promotion of employees. In this study, the paternalistic 

leadership approach, which is thought to be related to teachers 'performances and even affects 

teachers' performances, is discussed. The main purpose of the study is to reveal whether the 

paternalistic leadership style perceived by teachers by school principals has an impact on teachers' 

performances. Besides, it is aimed to determine whether the school principals' perception of the 

paternalistic leadership style perceived by the teachers and the performances of the teachers differ 

according to their gender, their seniority and the school levels they work at. The findings to be 

obtained from the research will contribute primarily to the paternalistic leadership theory and practices 

and determine the factors affecting teachers' performance. 

Method 

Research Model  

The study aims to reveal whether the school principals 'perceived leadership styles by teachers 

affect teachers' performances. Therefore, the study was designed according to the predictive research 
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pattern, which is one of the quantitative research screening patterns. Predictive research design is a 

research pattern designed to “predict future behaviors and determine the variables that will predict the 

outcome” (Creswell, 2017). 

Participants  

For the research population of 3687, the sample was calculated as 348 and the sample of the 

study was selected by the cluster sampling method. According to cluster sampling schools were 

divided into clusters as primary, secondary and high school, 5 schools from each cluster were 

randomly selected and 431 teachers who volunteered from these schools formed the sample of the 

research. 313 (72.6%) of the participating teachers are women and 118 (27.4%) are men. 71 (16.5%) 

of the teachers were 5 years and below, 91 (21.1%) were 6-10 years, 98 (22.7%) were 11-15 years, 95 

(22%) were 16-20 years, 76 (17.6%) have a seniority of 21 years and above. 109 teachers (25.3%) 

work in primary schools, 210 (48.7%) in secondary schools and 112 (26%) in high schools. 

Data Collection 

Paternalistic Leadership Behaviors Scale (PLBS): It was developed by Dağlı and Ağalday 

(2017). Paternalistic Leadership Behaviors Scale consists of 22 items and 4 factors (benevolent 

leadership, moral leadership, authoritarian leadership, exploitative leadership). Items 10, 12, 15 and 16 

were reversed in the scale. 1-9 benevolent leadership, 10-16 moral leadership, 17-19 authoritarian 

leadership, 20-22 exploitative leadership. Total scores can be obtained from both the scale and sub-

dimension total scores.  

Teacher Performance Evaluation Scale (TPES): The scale developed by Özgenel (2019a) 

consists of 34 items and 5 sub-dimensions (field knowledge, preparation of learning-teaching process, 

communication, conducting learning-teaching process and professional development, professional 

attitudes and values). The scale was rated as 5- point Likert (very little=1, little=2, medium=3, good=4 

and very good=5). Teachers give themselves self- assessment of their performance. The lowest score 

is 34 and the maximum score is 170. The higher the score, the higher the teacher performance, the 

lower the score means lower performance.  

Data Analysis  

 Descriptive values, normality values and reliability coefficients of the measurement tools 

were calculated to determine which tests to perform in the analysis of the data collected and are given 

in Table 1. 
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Table 1. Descriptive values of paternalistic leadership and performance scales 

Variables  N Mean SD Skewness Kurtosis a 

Paternalistic Leadership 431 3.32 .344 -.132 .474 .640 

Performance 431 4.08 .539 -.315 .322 .943 

According to Table 1, while the principal leadership behavior of school principals perceived 

by teachers is "medium" (M = 3.32); teachers' performances are at “high” (M = 4.08) level. Since the 

kurtosis and skewness values of the obtained data were between -1 and +1, it was decided to have a 

normal distribution and parametric tests were performed. Also, the reliability coefficient of the 

paternalistic leadership scale was calculated as .640, while the reliability coefficient of the teacher 

performance scale was calculated as .943. 

Findings 

Independent t-test results are given in Table 2 to determine whether the principals 

'paternalistic leadership behaviors perceived by teachers and whether teachers' performances differ 

significantly according to their gender. 

Table 2. Paternalistic leadership behaviors and teachers' t-test results according to their gender 

Variables Groups n Mean SD t df p 

Teacher performance 
Female 313 4,12 0,52 

2,065 429 ,040 
Male 118 4,00 0,58 

Benevolent 
Female 313 3,87 0,86 

-2,425 429 ,016 
Male 118 4,08 0,64 

Moral 
Female 313 3,23 0,26 

1,699 429 ,090 
Male 118 3,19 0,27 

Authoritarian 
Female 313 2,52 1,01 

-1,637 429 ,102 
Male 118 2,70 1,13 

Exploitative 
Female 313 2,46 1,02 

-1,042 429 ,298 
Male 118 2,58 1,08 

Paternalistic Leadership 

Total Score 

Female 313 3,29 0,35 
-3,037 429 ,003 

Male 118 3,40 0,32 

 

When Table 2 is analyzed, we see that the moral, authoritarian and exploitative paternalistic 

leadership behaviors perceived by teachers do not differ significantly according to the gender of the 

teachers (p>.05); benevolent paternalistic leadership behaviors and paternalistic leadership total scores 

and teachers' performances differ according to their gender (p<.05). While female teachers 

'performance (M=4.12) is higher than male teachers (M=4.00), male teachers' benevolent paternalistic 
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leadership perceptions (M=4.08) and paternalistic leadership total scores (M=3.40); is higher than 

female teachers (M=3.87; M=3.29). 

The results of one-way analysis of variance (ANOVA) to determine whether the principals' 

paternalistic leadership behavior perceived by teachers and whether they differ significantly according 

to their seniority years are given in Table 3. 

Table 3. Comparison of paternalistic leadership behaviors according to teachers' years of seniority 

 

Groups N M SD 
Source of 

Variance 

Sum of 

Squares 
df 

Mean 

Square 
F p Sig. 

B
en

ev
o

le
n

t 

5 

years 

and 

under 

71 4,01 0,71 
Between 

Groups 
1,46 4 ,364 ,553 ,697 --- 

 

6-10 years 91 3,94 0,89 
Within 

Groups 
280,42 426 ,658 

   

11-15 

years 
98 3,83 0,85 Total 281,88 430  

16-20 

years 
95 3,92 0,82 

 
21 years + 76 3,94 0,73 

Total 431 3,92 0,81 

M
o

ra
l 

5 

years 

and 

under  

71 3,22 0,22 
Source of 

Variance 
0,25 4 ,062 ,902 ,463 --- 

 

6-10 years 91 3,20 0,23 
Between 

Groups 
29,44 426 ,069 

   

11-15 

years 
98 3,19 0,27 

Within 

Groups 
29,69 430  

16-20 

years 
95 3,26 0,26 

 
21 + 76 3,24 0,32 

Total 431 3,22 0,26 

A
u

th
o

ri
ta

ri
an

 

5 

years 

and 

under  

71 2,60 1,00 
Source of 

Variance 
0,86 4 ,215 ,195 ,941 --- 

 

6-10 years 91 2,59 0,97 
Between 

Groups 
469,45 426 1,102 

   

11-15 

years 
98 2,62 1,05 

Within 

Groups 
470,31 430  
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16-20 

years 
95 2,50 1,00 

 
21 + 76 2,54 1,23 

Total 431 2,57 1,05 

E
x

p
lo

it
at

iv
e  5 

years 

and 

under  

71 2,39 0,96 
Source of 

Variance 
6,07 4 1,517 1,415 ,228 --- 

 

6-10 years 91 2,64 1,02 
Between 

Groups 
456,73 426 1,072 

   

11-15 

years 
98 2,52 1,03 

Within 

Groups 
462,79 430  

16-20 

years 
95 2,56 1,10 

 
21 + 76 2,29 1,04 

Total 431 2,49 1,04 

P
at

er
n

al
is

ti
c 

L
ea

d
er

sh
ip

   5 

years 

and 

under  

71 3,35 0,35 
Source of 

Variance 
0,28 4 ,070 ,585 ,674 --- 

 
6-10 years 91 3,34 0,34 

Between 

Groups 
50,84 426 ,119 

   

11-15 

years 
98 3,28 0,36 

Within 

Groups 
51,12 430  

16-20 

years 
95 3,33 0,33 

 
21 + 76 3,30 0,34 

Total 431 3,32 0,34 

 

When Table 3 is examined, we see that the benevolent, moral, authoritarian, Exploitative 

paternalistic leadership behaviors and paternalistic leadership total scores of school principals do not 

differ significantly according to the seniority of the teachers (p>.05).  

One-way analysis of variance (ANOVA) results are given in Table 4 to determine whether 

teachers' performances differ significantly according to their seniority years. 
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Table 4. Comparison of teachers' performances by seniority years 

 
Groups N M SD 

Source of 

Variance 

Sum of 

Squares 
df 

Mean 

Square 
F p Sig. 

P
er

fo
rm

an
ce

 

5 years 

and under  
71 4,06 0,53 

Source of 

Variance 
,969 4 ,242 

,832 ,505 --- 
6-10 

years 
91 4,04 0,53 

Between 

Groups 
124,078 426 ,291 

11-15 

years 
98 4,05 0,55 Within Groups 125,047 430  

16-20 

years 
95 4,10 0,55 

 

   

21 + 76 4,17 0,52 

Total 431 4,08 0,54 

 

When Table 4 is examined, we see that it does not differ significantly according to the 

seniority of teachers' performances (p>.05).  

The results of one-way analysis of variance (ANOVA) to determine whether the principals' 

paternalistic leadership behaviors perceived by the teachers differ according to the school levels they 

work in are given in Table 5. 

Table 5. Comparison of paternalistic leadership behaviors according to teachers' school levels 

 
Groups N M SD 

Source of 

Variance 

Sum of 

Squares 
df 

Mean 

Square 
F p Sig. 

B
en

ev
o

le
n

t 

A-Primary 

school 
109 4,03 0,77 

Source of 

Variance 
2,35 2 1,173 

1,797 ,167 --- 

B-Middle 

School 
210 3,93 0,76 

Between 

Groups 
279,53 428 ,653 

C-High school 112 3,82 0,92 
Within 

Groups 
281,88 430  

Total 431 3,92 0,81  

M
o

ra
l 

A-Primary 

school 
109 3,26 0,28 

Source of 

Variance 
0,35 2 ,173 

2,529 ,081 --- 

B-Middle 

School 
210 3,22 0,23 

Between 

Groups 
29,34 428 ,069 

C-High school 112 3,18 0,30 
Within 

Groups 
29,69 430  

Total 431 3,22 0,26  

A
u

th
o
ri

ta
ri

an
 

A-Primary 

school 
109 2,34 1,01 

Source of 

Variance 
8,49 2 4,246 

3,936 ,020 B>A 
B-Middle 

School 
210 2,68 1,00 

Between 

Groups 
461,81 428 1,079 

C-High school 112 2,59 1,13 
Within 

Groups 
470,31 430  
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Total 431 2,57 1,05  
E

x
p

lo
it

at
iv

e 

A-Primary 

school 
109 2,30 0,99 

Source of 

Variance 
7,68 2 3,839 

3,610 ,028 C>A 

B-Middle 

School 
210 2,49 0,98 

Between 

Groups 
455,12 428 1,063 

C-High school 112 2,67 1,15 
Within 

Groups 
462,79 430  

Toplam  431 2,49 1,04  

P
at

er
n

al
is

ti
c 

L
ea

d
er

sh
ip

 

T
o

ta
l 

S
co

re
 

A-Primary 

school 
109 3,32 0,32 

Source of 

Variance 
0,15 2 ,074 

,617 ,540 --- 

B-Middle 

School 
210 3,34 0,34 

Between 

Groups 
50,97 428 ,119 

C-High school 112 3,29 0,37 
Within 

Groups 
51,12 430  

Total 431 3,32 0,34  

 

According to Table 5, the benevolent and moral paternalistic leadership behaviors and 

paternalistic leadership total scores of the school principals did not differ significantly according to the 

school levels of the teachers (p> .05); The authoritarian and Exploitative paternalistic leadership 

behaviors of school principals differ significantly according to the school levels of teachers (p<.05). 

According to the post-LSD test after ANOVA to determine which groups the difference is between; 

working in secondary schools (M=2.68) see school principals more authoritative than teachers 

working in primary schools (M=2.34). In addition, teachers working in high schools (M=2.67) 

consider school principals more exploitative than teachers working in secondary school (M=2.30). 

One-way analysis of variance (ANOVA) results are given in Table 6 to determine whether the 

teachers' performances differ significantly according to the school levels they work at. 

Table 6. Comparison of teachers' performances according to the school levels  

 
Groups N M SD 

Source of 

Variance 

Sum of 

Squares 
df 

Mean 

Square 
F p Sig. 

P
er

fo
rm

an
ce

 

Primary 

school 
109 4,17 ,53 

Source of 

Variance 
1,429 2 ,71 

2,47 ,08 --- 

Middle 

School 210 4,03 ,50 
Between 

Groups 
123,61 428 ,28 

High 

school 
112 4,08 ,59 Total 125,04 430  

Total 431 4,08 ,53  

 

When Table 6 is examined, it was determined that the performances of the teachers do not 

differ significantly according to the school levels they work at (p>.05).  
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Correlation analysis results to determine whether there is a relationship between the perceived 

paternalistic leadership behaviors by teachers and teachers' performances are given in Table 7. 

Table 7. Results of the correlation analysis between paternalistic leadership behaviors and teachers' 

performances 

Variables  Teacher Performance 

Benevolent 

 

r ,346** 

p ,000 

N  431 

Moral 

r ,124* 

p ,010 

N  431 

Authoritarian 

r -,185** 

p ,000 

N  431 

Exploitative 

r -,117* 

p ,015 

N  431 

Paternalistic Leadership Total Score 

r ,238** 

p ,000 

N  431 

 

According to the correlation analysis given in Table 7, there is a positive and moderate 

relationship between teachers' performances and benevolent leadership behaviors. There is a low and 

positive relationship between moral paternalistic leadership behaviors and paternalistic leadership 

behavior total scores. There is a low level and negatively significant relationship between teachers' 

performances and authoritarian and exploitative paternalistic leadership behaviors (p<.05). 

The results of the regression analysis conducted to determine whether the principals' 

paternalastic leadership behaviors perceived by the teachers predict their teachers' performances are 

given in Table 8. 
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Table 8. The results of the regression analysis of paternalistic leadership behaviors regarding the level 

of predicting teachers' performances 

Independent 

variable 

Dependent 

variable 
B Std. Error (β) t p 

Benevolent 
Teacher 

Performance 

3,178 ,121  26,297 ,000 

,231 ,030 ,346 7,644 ,000 

R=.346; R
2
=.120; F=58.424; p<.01  

Moral 
Teacher 

Performance 

3,265 ,318  10,274 ,000 

,254 ,098 ,124 2,582 ,010 

R=.124; R
2
=.015, F=6.667; p<.01 

Authoritarian 
Teacher 

Performance 

4,328 ,068  63,758 ,000 

-,096 ,024 -,185 -3,906 ,000 

R=.185; R
2
=.034; F=15.254, p<.01 

Exploitative 
Teacher 

Performance 

4,234 ,067  62,964 ,000 

-,061 ,025 -,117 -2,449 ,015 

R=.117; R
2
=.014; F=5.999, p<.01 

Paternalistic 

Leadership  

Total Score 

Teacher 

Performance 

2,848 ,245  11,632 ,000 

,372 ,073 ,238 5,070 ,000 

R=.238; R
2
=.057, F=25.703, p<.01 

When Table 8 is analyzed, it is seen that school principals 'benevolent, moral, authoritarian 

and exploitative paternalistic leadership behaviors and paternalistic leadership behaviors total scores 

significantly predict teachers' performance (p<.001). In other words, the helpfulness of school 

principals (B=.231; β=.346; R=.346; R
2
=.120; F=58.424; p<.01), moral (B=.254; β=.124; R=.124; 

R
2
=.015; F=6.667; p<.01), authoritarian (B=-.096; β=-.185; R=.185; R

2
=.034; F=58.424; p<. 01), 

exploitative (B=-.061; β=-.117; R=.117; R
2
=.014; F=5.999; p<.01) paternalastic leadership behaviors 

and paternalistic leadership behaviors total scores (B=.372; β=.234; R=.238; R
2
=.057; F=25.703; 

p<.01) predicts teachers' performances. However, moral, exploitative, and authoritarian paternalistic 

leadership behaviors predict teachers' performances, but at a very low level. However, particularly 

benevolent paternalistic leadership behaviors explain 12% of the total variance in teachers' 

performances. In addition, paternalistic leadership behavior total scores explain approximately 6% of 

the total variance in teachers' performances. 

Conclusion, Discussion and Recommendations 

Paternalistic leadership is an important leadership in the eastern culture business world (Farh 

et al., 2006; Martinez, 2003; Pellegrini and Scandura, 2006; Uhl-Bien et al., 1990). In the Western 

world, it is a leadership style defined as "Benevolent dictatorship" (Northouse, 1997), and it attracts 
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the attention of researchers today. In their research, Dağlı and Ağalday (2018) stated that male 

teachers' perceptions of benevolent leadership behaviors are higher than female teachers. In this study, 

it was revealed that although the paternalistic leadership perceptions of male teachers were higher than 

that of female teachers, the moral, authoritarian and exploitative paternalistic leadership behaviors 

perceived by the teachers did not differ significantly according to the gender of the teachers. Similarly, 

studies reveal that there is no significant difference between gender and paternalistic leadership 

behaviors (Aktaş, 2019; Aslan, 2016; Bilici, 2017; Fettahlıoğlu et al., 2018; Özgenel & Dursun, 2020; 

Cesur, Erkilet and Taylan, 2015). On the other hand, Cerit, Özdemir and Akgün (2011) stated that 

teachers' paternalistic leadership perceptions change according to gender. This finding shows that the 

behaviors of paternalistic school leaders generally do not change according to the gender of the 

teachers. School principals built good relationships with each teacher, not doing any discrimination. 

According to another finding reached in the research, the benevolent, moral, authoritarian, 

exploitative paternalistic leadership behaviors and paternalistic leadership total scores of the principals 

do not differ significantly according to the seniority of the teachers. In other words, the professional 

seniority of teachers does not affect the perceptions of school principals about paternalistic leadership 

behavior. Arslan (2016), Özgenel and Durusun (2019), Fettahlıoğlu et al. (2018) and Bilici (2017) 

revealed that differences in working time did not cause a significant difference on the perception of 

paternalistic leadership. Yaman (2011), on the other hand, revealed that as the professional seniority 

increases, the perceptions of paternalistic leadership behavior increase. According to this finding, 

while a paternalistic leader protects and protects his subordinates, he acts independently of their 

seniority and establishes a close relationship with each other. 

While the school principals' benevolent and moral paternalistic leadership behaviors and 

paternalistic leadership total scores do not differ significantly according to the school levels where the 

teachers work; teachers working in secondary schools see school principals more authoritative than 

teachers working in primary schools. In addition, teachers working in high schools consider school 

principals more exploitative than teachers working in secondary school. However according to the 

research findings of Özgenel and Dursun (2020), while the paternalistic leadership perceptions of 

teachers do not differ significantly from the type of school, they work in. Similarly, in the research 

conducted by Arslan (2016), while teachers working in high schools perceive moral paternalistic 

behaviors of school administrators more; It was stated that teachers working in secondary school 

perceive authoritarian paternalistic behaviors of their administrators more than teachers working in 

high school. This result indicates that while school principals working in high school tend to show 

paternalistic leader behaviors as role models, and school principals working in the secondary school 

show paternalistic leader behaviors by establishing more authority. 
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According to the findings of the research, while the performances of female teachers are 

higher than the male teachers, the performances of the teachers do not differ significantly according to 

their seniority and the school levels they work at. Some studies determine that the performances of 

female teachers are higher than the performances of male teachers when analyzed in studies related to 

performance (Özgenel & Mert, 2019), again some studies determine that the gender of the teachers 

does not differ in their performance (Teel, 2003). Similarly, the seniority of teachers does not make a 

significant difference in their performance (Dilbaz Sayın & Arslan, 2017; Özgenel & Mert, 2019; 

Teel, 2003). However, in some studies on performance, the performance of teachers decreases as the 

school level progresses from kindergarten to primary school, middle school, and high school (Koç, 

Yazıcıoğlu & Hatipoğlu, 2009, Özgenel, 2019b, Özgenel & Mert, 2019; Teel, 2003). Because as the 

school level progresses to the top, teachers focus more on academic achievement, and as the students' 

development stages progress, teachers deal with more complex and different student problems. 

There is a positive and moderate relationship between teachers' performances and benevolent 

paternalistic leadership behaviors. There is a low and positive correlation between teachers' 

performances and moral paternalistic leadership behaviors and paternalistic leadership total scores. 

There are a low level and negatively significant relationship between teachers' performances and 

authoritarian and exploitative paternalistic leadership behaviors. However, moral, exploitative, and 

authoritarian paternalistic leadership behaviors predict teachers' performances, but their predictive 

level is very low. Benevolent paternalistic leadership behaviors and paternalistic leadership total 

scores affect the teachers' performances positively. While studies show that exploitative paternalistic 

leadership behaviors are insufficient in achieving the goals of organizations (Uhl-Bien & Maslyn, 

2005), Benevolent paternalistic leadership behaviors have positively influenced employee attitudes 

(Gelfand et al. 2007; Pellegrini et al. 2007). Benevolent paternalistic prioritizes values of equality and 

justice and places importance on displaying these values. Also, research reveals that organizations 

with a traditional hierarchical approach have high performing, productive, loyal and dedicated 

employees (Tsui, Pearce, Porter, and Tripoli, 1997). Relevant researches show that the benevolent and 

moral paternalistic leadership had a positive effect, but autocratic paternalistic leadership had negative 

effects (Chen, Eberly, Chiang, Farh and Cheng, 2011; Kai, 2013; Uğurluoğlu et al., 2018). Thanks to 

benevolent and moral leadership, gratitude and positive feelings occur in employees who have a 

significant impact on a leader (Cheng and Farh, 2001). Autocratic paternalistic leadership negatively 

affects the creativity of employees (Wang, Ann-Chih; Shu Yang. Kuo; Bor Shiuan Cheng; Chou Yu 

Tsai, 2009). On the other hand, autocratic leaders affect only authority-centered employees positively 

(Cheng, Chou, Wu, Huang, and Farh, 2004). However, there are studies that show that both overly 

benevolent paternalistic leadership and overly autocratic paternalistic leadership are hindering 

employee performance (Li et al., 2018). In any case, saying “okay-yes” continuously will cause 

misconduct, and constantly saying “not-no” will cause negative feelings towards the manager after a 
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while and may negatively affect the performance of the employees. Therefore, the balance of 

authoritarian and benevolent paternalistic leadership should be carefully considered and applied. 

The potential of paternalistic leadership can be quite high, as we are in a time when social 

relations are at the forefront in the organizations. On the other hand, more studies are needed on 

paternalistic leadership behaviors in educational organizations. Because of its structure, processes, 

service area and employees, educational organizations differ from other organizations. In educational 

organizations, there are no strict hierarchical structures between the principal and the teacher. 

Teachers and administrators have undergone similar training and there are no major differences 

between their competencies. School administrators are defined as teachers and do not have a separate 

legally specified administrative status. For this reason, as in this study, the level of predicting teachers' 

performance of the principal's paternalistic leadership behavior is quite low. The existence of 

paternalistic leadership behaviors in educational organizations can be explained better by researching 

new concepts and adding new variables. 
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Abstract 

Purpose of this studying is to examine the perception of the multiculturalism of Turkish teachers. For 

this purpose, descriptive survey design which is one of the quantitiative research methods is used by 

reforming the philosophical foundations of positivist paradigm. The sample of this research is to create 

a university in the field of Turkish teachers in Marmara region of Turkey. Similar homogonous 

samples and measure samples together are used. Datas obtained to Turkish teachers demographic 

informations collection form and security, multicultural perception scale, by using validity study. This 

data analyzed with SPSS program. As a result of findings, it has been discovered that the awarenesses 

of the perception of multiculturalism. Which Turkish teacher candidates who will take on active duty 

in teaching language which is carrier of concept of culture. Consequently, it has been developed 

suggestions for administrators who take a part in departments of Turkish Teacher and researchers who 

will study in the context of multiculturalism. 
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Introduction  

The world is advancing rapidly due to emerging technology, economic, social and political 

factors. As a result of this rapid progress, concepts such as globalization, nationality, locality, national 

culture, intercultural rapprochement, multiculturalism, multilingualism, and international harmony 

have started to come into the agenda very often (Parekh, 1997; Santrock, 2001; Taylor ve Gutmann, 

2010). 

In contemporary societies, the awareness of valuing people because he is only human has been 

risen by the influence of existentialist philosophy and psychology, regardless of individuals’ religion, 

language, race.  Education could be said to be one of the most important means of creating this 

awareness. The concept of multiculturalism which is defined as respecting individuals’ differences and 

accepting people just as a mere human has also emerged in this context, and the members of the 

society which have adopted multiculturalism is expected to respect each other's differences and to live 

together in peace (Taylor ve Gutmann, 2010). 

Accordingly, education should focus on accepting everyone with the differences they have and 

improving their abilities individually, rather than uniformly educating them. Therefore, there is a need 

for educators who can accept learners’ differences as natural and count these differences as wealth 

ignoring their religion, racial, cultural, sexual, biological, economic, political origin, etc. This concept 

has become more and more important in the countries that are members and candidates of the 

European Union, which have multicultural structure due to the intensive migrations they have 

received. It is seen that our country, Turkey, focuses on the concept of multicultural education in 

primary education programs as an important step taken in the process of adaptation to the European 

Union. Therefore, it is important that teachers who will take an active role in this process should be 

predisposed to multicultural education and should carry out the process properly to function this 

concept properly (Polat, 2009, p. 153). 

Culture is a tradition that has developed within hundreds of years starting with the emerge of 

man, depending on the society in which man lived. This concept, which took hundreds of years to 

form and develop spontaneously without being connected to any pattern, has been transferred from 

generation to generation and has continued to exist. This element, which started with the first emerge 

of man in the world and has continued as long as man lived, has formed an interaction with the 

migration of different individuals and thus cultural interactions have occurred among people from a 

different cultural background (Güvenç, 1993)  

The norms, beliefs, values and languages that form the small building blocks of educational 

culture are the elements that differ from individual to individual. Due to the changes in location as the 

world globalized, many individuals of different ethnicities or differences had to be educated together. 

Turkey has been known to host different cultures for many years. The situation has been clearer, 
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especially the recent Syrian migrant it has received over the past few years is considered. The situation 

is no different in other countries around the world. Especially in many countries such as the USA, 

Canada, Germany, different cultures live together and receive an education. The member states of the 

Council of Europe, which is aware of this fact, have published the Common European Framework of 

Reference on the issue. In this reference, they focused on the concepts of “multiculturalism and 

multilingualism”. The framework has developed a view towards the preservation of different 

languages and different cultures by recognising the diversity that exists in Europe as a wealth. In the 

reference; it was emphasized that diversity should not be seen as a disruptive factor or obstacle that 

would cause discrimination or create a difference, and that it would be possible only through an 

educational effort to uncover its positive aspects rather than its disadvantages (Sengstock, 2009; 

Akıncı Çötok, 2010; Common European Framework of Reference, 2013). 

To realize the purpose and objectives of multicultural education correctly following this 

purpose, the educators who will take the most active role in this concept by displaying a positive 

attitude and have sufficient knowledge about the differences that reveal the positive aspects of people 

should have the central role. The prerequisite for teachers to be able to understand this concept in a 

multicultural education environment is to have cultural relativism (Akıncı Çötok, 2010).  

The candidates of teachers who will start their profession should graduate as individuals who 

accept each student with different personality traits, who are open to recognizing students’ cultures, 

who can think universally and who are not stuck with stereotypical ideas. However, only in this way, 

different cultures can be accepted together and a safe educational environment can be created by 

controlling the communication of students with each other in the classroom. Therefore, universities 

should add new courses on multiculturalism to their curriculum for prospective teachers, and teacher 

candidates should internalize them by enriching their subject content (Erbaş, 2019a; Kelm, Warring 

and Rau, 2001; Kea, Campbell-Whatley and Richards, 2006; Milner, 2006; Ligget ve Finley, 2009). 

Milner (2006) argued that teachers begin training programs without internalizing the idea that 

each student belongs to a different culture. However, in contemporary education, teachers should care 

about the lifestyles of their students, the cultures from which they come, and that each student is 

unique and different. Activities in and out of the classroom should be carried out keeping these points 

in mind. Multicultural education offers equal education to individuals with different perspectives and 

lifestyles (Ayaz, 2016; Riedler & Eryaman, 2016). 

Based on the written sources and studies, it is observed that the concept of multiculturalism, 

which also affects the policies applied, has been explored with increasing importance abroad. When 

we look at the research carried out on the concept of multiculturalism in our country, it could be said 

that the studies related to this subject have increased in recent years compared to abroad. In particular, 
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educators ' perspectives on multiculturalism are evaluated with different approaches with various 

studies (Cırık, 2008; Eryaman, 2007; Parekh, 2002; Evkuran, 2014). 

Turkish course is an area given in the context of mother tongue and reflects the concept of 

culture to a significant degree. Turkish courses are an area which offers various activities –writing 

activities where students can express their thoughts clearly, which allows students to learn about 

different cultures through reading activities, cultural trips, theatre and drama, as well as 

demonstrations.  With Turkish language courses, students can clearly express themselves culturally, 

where they can recognize different cultures.  In our society which has multicultural structure, it is 

important to find out the viewpoints of the candidates of Turkish language teachers who are likely to 

teach the students with different cultures, beliefs, systems of thought in the future, and to decide what 

changes and improvements are needed in the curriculum of the relevant departments and to decide 

what can be done within the scope of multiculturalism to improve the graduates of these departments 

based on the obtained results with this study. In this context, the role of Turkish teachers and teacher 

candidates in multicultural education is great.  The perspectives and approaches of Turkish language 

teachers to the concept of multiculturalism are important. Knowing the attitudes of teachers towards 

multiculturalism may shed light on what changes should be made in curriculums being implemented 

in teacher training and the courses being taught in the Faculty of Education (Avcı, 2012; Başbay ve 

Kağnıcı ve Sarsar, 2013; Canatan, 2013; Erbaş, 2019b; Karaçam ve Koca, 2012; Köktürk ve Ak, 

2013; MEB, 2012, 2014, 2016a, 2016b).     

Method  

Research Model 

To examine the multiculturalism perceptions of Turkish language teacher candidates, the 

'relational screening model’, which is one of the general screening models, was used as a research 

model. The research carried out using the whole or a specific part of the universe is defined as 

‘General screening models' to produce generalizable findings for the whole universe with a large 

number of units. The research-based on this model is the research that aims to portray a situation in the 

past or present in the way it exists. The relational screening model, which is one type of general 

scanning model, is a model used to determine whether a relationship exists between one or more 

variables and the degree of the relationship that exists (Karasar, 2010).   

Sample of the Study 

The sample of the study consisted of 240 Turkish teacher candidates studying at a state 

university Education Faculty, Department of Turkish Language Teaching located in the west of 

Turkey. The participants selected to the sample group of the study were determined using the 

“convenience sampling method”. This sampling method is based on the selection of the required 
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number of participants for the research in the simplest way, with the least cost, time and labour 

(Büyüköztürk, 2008). 

Data Collection Tool 

In the research, sociodemographic data form and multiculturalism perception scale were used 

as data collection tools.  

Sociodemographic Information Form 

In the sociodemographic data form used in the research, there are 12 demographic questions 

on gender, age, grade point average, place of residence, socioeconomic status, mother's educational 

background and father's educational background. 

Multiculturalism Perception Scale 

Multiculturalism perception scale is a measurement tool developed by Ayaz (2016) to 

determine teacher candidates’ perceptions regarding multiculturalism. A total of 15 items were 

included in the scale. Each item on the scale was rated as (1) Strongly Disagree, (2) Disagree, (3) 

Neutral, (4) Agree, and (5) Strongly Agree in a 5-grade Likert type. The minimum score that could be 

obtained was 15 and the maximum score was 75. There is no reverse item on the scale. The scale 

consisted of a single sub-dimension and total point was calculated adding the score of each item. The 

scale was replied personally by each respondent and there was no time limit in the process of replying. 

The increase in scores from the scale means that the perception of multiculturalism is positive, while 

the decrease in scores means that the perception of multiculturalism is negative. 

The validity and reliability studies of multiculturalism perception scale were conducted by 

Ayaz (2016). Factor analysis was used in the validity study. To evaluate the suitability of the data for 

factor analysis, the KMO value and the Bartlett Test value were first examined.  For factor analysis, 

KMO needs to be higher than 0.60 and the Bartlett test needs to be statistically significant 

(Büyüköztürk, 2014). The KMO value was calculated as 0.932 as a result of the Compliance Test. The 

Bartlett test was found to be significant (χ 2 =883.450, Sd=325). In line with these results, it was 

decided that the data was appropriate for factor analysis. Principal Component Analysis and Direct 

Oblimin Rotation Method were used in the factor analysis. The analysis revealed a single-factor 

structure that explained 43.127% of the total variance. However, the correlation of the findings 

obtained with ÇAÖ and ÖÇTÖ was calculated. A significant relationship was found between the 

scales administered to the same group at r=.74 (p<.01)  

Cronbach Alpha, Spearman-Brown and Guttman Split-Half coefficients were used in the 

reliability study of the scale. The Cronbach Alpha reliability coefficient was calculated as 0.942, 

Spearman-Brown correlation coefficient was 0.882 and Guttman Split-Half coefficient was calculated 

0.882 and they were all found to be above 0.70. Cronbach's Alpha reliability coefficient was also 
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calculated as 0.911 in the sample group. All these findings revealed that the multiculturalism 

perception scale is a valid and reliable measurement tool to be used in this research. 

Data Analysis 

The data analysis process consisted of two basic steps: In the first stage, frequency tables were 

created and lost and incorrect values were examined evaluating these tables, and necessary controls 

and corrections were made on the data. In the second stage, descriptive statistics of the measurement 

tools and variables used in the research were shown and the data obtained from the measurement tools 

were analysed in terms of socio-demographic variables. 

When deciding on the tests to be used in the analysis process, some parameters must be 

evaluated and some assumptions must be met.  These assumptions are the normality assumption, the 

homogeneity of the variances, and the group numbers assumptions. Parametric tests are used if these 

assumptions are met, and non-parametric tests are used if they are not met.  

The normality assumption was evaluated using Q-Q, stem and leaf and boxplot graphs and 

skewness-kurtosis values. The Levene test was used to evaluate the assumption of homogeneity of 

variances. 

Skewness and Kurtosis values were found to be between ±1.50. The fact that skewness and 

kurtosis values are in the range of ±1.50 is an indication that the data meets the normal distribution 

assumption. (Tabachnick and Fidell, 2013). For this reason, that the data is normally distributed was 

confirmed with these results, and one-way variance analysis (ANOVA) and independent groups t-test 

were used from parametric tests. When the group number assumption was not met (n<30), Kruskal 

Wallis H test was used from nonparametric tests. SPSS (Statistical Package Program for Social 

Sciences) 25 package programs were used in the analysis of the data. 

Results 

Table 1. Number and Percentage Distribution for demographic variables 

Variable Category N % 

Gender 

Female 159 67,4 

Male 77 32,6 

Total 236 100,0 

Age 

20-21 182 77,1 

21-22 32 13,6 

22-23 10 4,2 

23 and above 12 5,1 

Total 236 100,0 

Grade Point Average 

0-2,00 18 7,6 

2,01-2,50 65 27,5 

2,51-3,00 109 46,2 

3,01-4,00 44 18,6 

Total 236 100,0 

Grade 1. Grade 76 32,2 
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2. Grade 46 19,5 

3. Grade 93 39,4 

4. Grade 21 8,9 

Place of Residence 

Village 37 15,7 

Town/County 41 17,4 

City 87 36,9 

Metropolis 71 30,1 

Total 236 100,0 

Economic Status 

Lower 56 23,7 

Middle 142 60,2 

High 38 16,1 

Total 236 100,0 

Mother’s Educational 

Background 

Not attended 24 10,2 

Primary school 134 56,8 

Secondary school 32 13,6 

High school 33 14,0 

University 13 5,5 

Total 236 100,0 

Father’s Educational 

Background 

Not attended 10 4,2 

Primary school 83 35,2 

Secondary school 54 22,9 

High school 56 23,7 

University 33 14,0 

Total 236 100,0 
 

In Table 1, the results regarding the demographic characteristics of the participants are given. 

159 of the participants (67,4%) were female and 77 of the participants (32,6) were male.182 of them 

(77,1%) were aged between 20-21, 32 of them (13,6%) were aged between 21-22, 10 of them (4,2%) 

were aged between 22-23 and12 of them (5,1%) were aged 34 and above. 76 of them (32,2%) were 1. 

grade students, 46 of them (19,5%) were 2
nd

-grade students, 93 of them (39,4%) were 3
rd

-grade 

students and 21 of them (8,9%) were 4
th
-grade students. 37 of the participants (15,7%) lived in a 

village, 41 of them (17,4%) lived in town/county, 87 of them (36,9) lived in a city and 71 of them 

(30,1) lived in the metropolis. 56 of the participants (23,7%) were from lower-income level, 142 of 

them (60,2%) were from the middle, 38 of them (16,1%) were from high-income level. When 

participants were evaluated according to their mother’s educational background, it was found that 24 

of them (10,2%) did not attend any school, 134 of them (56,8%) were primary school graduates, 32 of 

them (13,6%) were graduates of secondary school, 33 of them (14,0%) were graduates of high school 

13 of them (5,5%) were graduates of university. When participants were evaluated according to their 

father’s educational background, it was found that 10 of them (4,2%) did not attend any school, 83 of 

them (35,2%) were graduates of primary school, 54 of them (22,9%) were graduates of secondary 

school, 56 of them (23,7%) were graduates of high school and 33 of them (14,0%) were graduates of 

university. 
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Table 2. Descriptive Statistics regarding the Scales Used in the Study 

Scales Min Max Skewness Sh Kurtosis Sh x̅ Ss 

Multiculturalism 

Perception Scale 
65 124 -0,452 0,158 0,411 0,316 102,32 12,03 

 

In Table 2, minimum-maximum values for the scores of Multiculturalism perception scale, 

skewness-kurtosis values and standard errors, mean and standard deviation values are given. For 

multiculturalism perception scale, the range was found to be between 65-124, skewness was found to 

be 0.452 and standard error was found to be 0.158, kurtosis was found to be 0.411 and standard error 

was found to be 0.316, mean was found to be 102.32 and the standard deviation was found to be 

12.03. 

Table 3. Findings Regarding the Reliability Analysis of the Multiculturalism Perception Scale 

Scales Cronbach’s  Alfa 

Multiculturalism Perception Scale 0,911 

 

Cronbach's Alpha reliability analysis of multiculturalism perception scale is given in Table 3. 

Cronbach's Alpha reliability coefficient of multiculturalism perception scale was calculated as 0.911.       

Table 4. Independent Groups t-test Results for Comparing Multiculturalism Perception Scale Scores 

by Gender Variable 

Scale Variable N x̅ ss t Sd P 

Multiculturalism 

Perception Scale 

Female 159 103,78 9,90 
2,343 108,219 0,021* 

Male 77 99,32 15,20 
*p<0,05; **p<0,01 

 

Table 4 provides independent groups t-test results for comparing multiculturalism perception 

scale scores based on gender variable. Multiculturalism perception scale scores were found to differ 

significantly by gender (t (108,219) = 2,343; p<0.05). The multiculturalism perception scale scores of 

female participants (103.78±9.90) were higher than those of male participants (99.32±15.20). 

Table 5. Kruskal Wallis H Test Results For Comparing Multiculturalism Perception Scale Scores 

According To Age Variable 

Scale Variable N SO H Sd P 

Multiculturalism Perception Scale 

20-21 182 120,14 

5,829 3 0,120 
21-22 32 101,58 

22-23 10 101,10 

23 and above 12 153,21 
*p<0,05; **p<0,01 

 

In Table 5, the results of the Kruskal Wallis H test were given to compare multiculturalism 

perception scale scores according to age variable. It was determined that the multiculturalism 

perception scale scores did not differ statistically significantly according to the age variable (p>0.05). 
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Table 6. Kruskal Wallis H Test Results for Comparing Multiculturalism Perception Scale Scores 

based on Grade Point Average Variable 

Scale Variable N SO H Sd P 

Multiculturalism Perception Scale 

0-2,00 18 82,56 

6,923 3 0,074 
2,01-2,50 65 130,18 

2,51-3,00 109 117,55 

3,01-4,00 44 118,31 
*p<0,05; **p<0,01 

 

Table 6 shows the results of the Kruskal Wallis H test for comparing multiculturalism 

perception scale scores based on grade point average. It was determined that multiculturalism 

perception scale scores did not differ significantly based on grade point average (P>0.05). 

Table 7. Kruskal Wallis H Test Results for Comparing Multiculturalism Perception Scale Scores 

Based on Grade Level Variable 

Scale Variable N SO H sd P 

Multiculturalism Perception Scale 

1. Grade 76 119,43 

1,686 3 0,640 
2. Grade 46 113,02 

3. Grade 93 116,61 

4. Grade 21 135,50 
*p<0,05; **p<0,01 

 

Table 7 shows the results of the Kruskal Wallis H test for comparing multiculturalism 

perception scale scores according to grade level variable. It was determined that multiculturalism 

perception scale scores did not differ significantly according to the grade variable (p>0.05). 

Table 8. ANOVA Results on the Comparison of Multiculturalism Perception Scale Scores By Place 

Of Residence Variable 

Scale Variable N x̅ Ss F Sd P 

Life Satisfaction Scale 

Village 37 104,51 10,05 

0,673 
3 

232 
0,673 

Town/county 41 100,68 14,13 

City 87 102,08 11,93 

Metropolis 71 102,44 11,90 
*p<0,05; **p<0,01 

 

Table 8 shows the ANOVA results for comparing multiculturalism perception scale scores 

according to the place of residence variable. It was determined that the multiculturalism perception 

scale scores did not differ significantly according to the place of residence variable (p>0.05). 

Table 9. ANOVA results on comparing multiculturalism perception scale scores according to 

economic situation variable 

Scale Variable N x̅ Ss F sd P Difference 

Life Satisfaction Scale 

Low 56 102,32 11,94 

3,582 
2 

233 
0,029* 2<3 Middle 142 101,10 11,81 

High 38 106,92 12,23 
*p<0,05; **p<0,01 
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Table 9 provides ANOVA test results for comparing multiculturalism perception scale scores 

based on the economic situation variable. Multiculturalism perception scale scores were found to 

differ significantly by gender (F (2-233) = 3,582; p<0.05). The multiculturalism perception scale 

scores (106.92±12.23) of the participants with high income were higher than those of the participants 

from the middle-income level (101.10±11.81). 

Table 10. Kruskal Wallis H Test Results for Comparing Multiculturalism Perception Scale Scores 

with Mother’s Education Status Variable 

Scale Variable N SO H Sd P 

Multiculturalism Perception Scale 

Not attended any school 14 140,89 

5,006 4 ,287 

Graduate of primary school 10 122,25 

Graduate of secondary school 134 105,83 

Graduate of high school 32 112,19 

Graduate of University 33 121,50 
*p<0,05; **p<0,01 

 

In Table 10, the results of the Kruskal Wallis H test for the comparison of multiculturalism 

perception scale scores with mother’s education status variable are given. It was determined that the 

multiculturalism perception scale scores did not differ significantly according to the mothers’ 

education status variable (p>0.05). 

Table 11. Kruskal Wallis H Test Results for Comparing Multiculturalism Perception Scale Scores 

based on Fathers’ Educational Status Variable 

Scale Variable N SO H Sd P 

Multiculturalism Perception Scale 

Not Attended school 10 130,35 

3,959 4 0,412 

Graduate of Primary school 83 114,83 

Graduate of secondary School 54 111,23 

Graduate of High School 56 132,85 

Graduate of University 33 111,70 
*p<0,05; **p<0,01 

 

In Table 11, the results of the Kruskal Wallis H test for the comparison of multiculturalism 

perception scale scores based on fathers’ educational status variable are given. Multiculturalism 

perception scale scores were found not to differ significantly based on fathers’ education status 

variable (p>0.05). 

Discussion, Conclusion and Recommendations  

This study aimed to reveal the perceptions of multiculturalism of the teacher candidates who 

are trained in the field of Turkish Language Teaching and to evaluate their perceptions based on 

different variables. As a result of the research conducted, it was found that the perceptions of 

multiculturalism of Turkish language teachers were at a high level in general. Many similar studies 

have been carried out regarding this study of prospective teachers' multicultural perceptions (Barry 
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and Lechner, 1995; Gorski, 2009; Karakaş and Erbaş, 2018; Pohan, 1996; Fueyo & Bechtol, 1999; 

Martines, 2005, Krummel, 2013).   

When other studies in the literature were examined, Damgacı and Aydin (2013) and Demir 

(2012) conducted studies on academics and concluded that their attitudes regarding multicultural 

education were high. Similarly, the research conducted on different sample groups has produced 

results that support these findings (Coşkun, 2012; Demir and Başarır, 2013; Çoban, Karaman and 

Doğan, 2010; Yavuz and Anil, 2010; Polat, 2009). As a result, when the studies related to 

multicultural education in Turkey and the world are examined, it is seen that educators have a positive 

attitude towards multiculturalism (Damgacı and Aydin, 2013; Parekh, 2002; Shaw, 1988). 

The results of the study revealed that there was a statistically significant difference between 

the perceptions of female and male participants regarding multiculturalism and that the perceptions of 

female participants regarding multiculturalism were higher than those of male participants. Arslan and 

Çalmaşur (2017) obtained similar results in their study conducted on a sample of primary and 

secondary school teachers and similarly to the study conducted by Demircioğlu and Özdemir (2014). 

Akkaya, Kırmızı and İşçi (2018) found that the perception of multiculturalism did not differ based on 

gender. Besides, some similar studies in the literature which examined attitudes towards 

multiculturalism and competencies found that there were no significant differences in the perceptions 

of the participants regarding multiculturalism based on gender (Toprak, 2008; Gencer and Çalışkan, 

2016; Polat, 2009; Polat, 2012; Bulut and Basbay, 2014; Akkaya and İşçi, 2017; Basbay, Kagnici and 

Sarsar, 2013). These results show that the research results in the literature do not match with each 

other. These differences in the findings in the literature may have been caused by the differences in 

cultural, demographic or personal characteristics of the sample group used in the research. 

It was found that the participants' perceptions of multiculturalism did not differ significantly 

based on the age variable. Similar to the results of this study, Damgacı and Aydin (2013), Demircioğlu 

and Özdemir (2014) and Arslan and Çalmaşur (2017) found out in their study that age variable does 

not cause any significant difference in the perception of multiculturalism. However, Çalışkan and 

Gençer (2016) found that there was a positive correlation between age and attitude towards 

multiculturalism. These results show that the research findings available in the literature are not 

consistent. Based on these findings, it could be said that the age of the participants did not make any 

difference in the perception of multiculturalism and that the participants in all age groups had a similar 

perception of multiculturalism. 

It was determined that participants' perceptions of multiculturalism did not differ significantly 

in terms of grade point average variable. When the studies in the literature were examined, there was 

not any study in which the perception of multiculturalism was investigated based on the grade point 

average. Based on these findings, it could be said that the grade point averages of the participants did 
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not make any difference in the perception of multiculturalism and that the participants with different 

grade point averages had a similar perception of multiculturalism.  

It was found out that participants' perceptions of multiculturalism did not differ significantly 

according to the grade variable. In the study of Akkaya, Kırmızı and İşçi (2018), it was found that 

teacher candidates’ perceptions of multiculturalism did not differ significantly according to grade 

variable similar to the findings of Çalışkan and Gençer (2016). The results obtained from this research 

appear to be in line with the research findings in the literature. These findings indicate that the grades 

of the participants did not reveal significant differences in the perception of multiculturalism and that 

the participants who were educated at different grades had similar perceptions of multiculturalism. 

Although there were no significant differences, both studies reveal that the higher grade groups have a 

higher perception of multiculturalism. 

It was found that the perceptions of the participants regarding multiculturalism did not differ 

significantly in terms of the place of residence variable. When the studies in the literature were 

examined, similar results were found. Aslan and Çalmaşur (2017) and Demircioğlu and Özdemir 

(2014) have found that the perception of multiculturalism does not differ according to the place of 

residence. The results of this study are consistent with the research findings in the literature. Based on 

these findings, it could be said that the participants' places of residence did not make any difference in 

their perception of multiculturalism and that the participants who lived or grew up in different places 

had a similar perception of multiculturalism. 

It was determined that the participants' perceptions of multiculturalism differed statistically 

significantly according to the economic situation variable. Participants with higher income had a 

higher perception of multiculturalism than those with middle-income level. A study by Çalışkan and 

Gençer (2016) shows that attitudes of teacher candidates of social studies towards multiculturalism do 

not differ significantly according to their family income levels. The findings of these studies appear 

not to be in line with each other. This may be due to the differences in the cultural, demographic or 

personal characteristics of the sample group used in the research. The difference resulted from higher 

income may have been as a consequence of their being more sensitive to multiculturalism as they have 

received a higher quality education.  

It was determined that the participants' perceptions of multiculturalism did not differ 

significantly according to the mothers’ education background variable. Similarly, the research by 

Akkaya, Kırmızı and İşçi (2018) shows that teacher candidates’ perceptions of multiculturalism did 

not differ according to mothers’ education background.  When these findings are considered, it could 

be said that the participants ' perception of multiculturalism did not make any difference in terms of 

mothers’ educational background and that the different educational background of the participants’ 

mothers had a similar perception of multiculturalism.   
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It was determined that the participants' perceptions of multiculturalism did not differ 

significantly according to the fathers’ education background variable. Similarly, the research by 

Akkaya, Kırmızı and İşçi (2018) shows that teacher candidates’ perceptions of multiculturalism did 

not differ according to fathers’ educational background.  When these findings are considered, it could 

be said that the participants' perception of multiculturalism did not make any difference in terms of 

fathers’ educational background and that the participants who had fathers with different levels of 

education background had a similar perception of multiculturalism. 

The scores of multiculturalism perception scale were found to differ significantly according to 

gender and economic situation variables. Female participant ' perception of multiculturalism was 

found to be higher than that of male participants, and participants with higher economic status were 

also found to be more likely to perceive multiculturalism than participants with average economic 

status. 

It was determined that multiculturalism perception scale scores did not differ significantly in 

terms of age, grade point average, class, place of residence, maternal and paternal education 

background. 

Recommendations 

* In this study, multiculturalism was analysed according to gender, economic status, age, 

grade point average, grade, place of residence, mother's and father's educational background. In 

further studies, multiculturalism could be examined based on different demographic variables. 

* This research was conducted on a sample of Turkish language teacher candidates. The 

accuracy of the results obtained with this study could be tested with the help of various studies to be 

conducted on different sample groups from different branches based on age and demographic 

characteristics. 

* To collect data from sample groups, self-assessment type measurement tools were used in 

data collection. New research models could be constructed where individual interviews with an expert 

interviewer are planned to be able to make more detailed and comprehensive inferences. 
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Abstract 

This research study aiming at revealing the relationship between emotional labor behaviors and 

organizational commitment perception levels of the instructors working in faculties of education, was 

designed in the relational screening model. The research was carried out with 365 volunteer instructors 

selected by proportional cluster sampling method and working in 12 Faculties of Education in ADIM 

Universities in Turkey. The data of the research was collected by using Organizational Commitment 

Scale and Emotional Labor Scale. Descriptive and inferential statistical techniques were used in data 

analysis. As a result of the research, it was revealed that the instructors exhibited surface acting 

behaviors and affective commitment at the highest level. The instructors emotional labor levels were 

found to be significantly different according to their educational status and whether they did their job 

willingly or not; while their organizational commitment levels were found to be significantly different 

according to their title and whether they did their job willingly or not. It was also found that there were 

positive, low level and moderate, significant relationships between the instructors’ emotional labor 

levels and their organizational commitment. It was revealed that the instructors’ genuine acting and 

deep acting behaviors significantly predicted their affective, normative and overall commitment; while 

their surface acting, deep acting and genuine acting behaviors significantly predicted their continuance 

commitment. Various suggestions were made such as increasing emotional labor behavior levels of 

the instructors and appointing the instructors who are eager to do their job willingly. 
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Introduction  

Hochschild (1983) was the first to point out that a new type of labor came out as a result of 

managing emotions by examining how employees in the service sector manage their emotions. 

Emphasizing that the employees in the service sector had to manage their emotions in order to create 

clearly observable gestures and body movements, the researcher believed that emotional efforts should 

be defined differently according to the requirements of any situation in the private life and work life or 

the requirements of the job, and thus, named the emotional efforts in the private life as emotional 

work, whereas he named the emotional efforts in the work life as emotional labor. The pioneers of 

emotional labor as a theory (Ashforth & Humphrey, 1993; Grandey, 1999, etc.) tried to contribute to 

the theory of emotional labor by defining and dimensioning it in different ways. Some researchers 

(Brotheridge & Grandey, 2002; Chu & Murrmann, 2006, etc.), who found it valuable to examine what 

kind of emotional labor strategies employees that could understand the emotions of others, control 

their own emotions and manage social interactions use, aimed to reveal the effects of emotional labor 

on professional life. Furthermore, some other researchers (Wong & Law, 2002; Downey, 2005; Kıral, 

2016, etc.), who argued that exhibiting emotional labor by the teachers in the educational process was 

inevitable, pointed out the importance of exhibiting emotional labor behaviors by the teachers in terms 

of teaching as a profession. Teachers use their emotions too much while performing educational 

activities. As a profession, teaching is where emotions can be exhibited in different ways. Indeed, 

researchers (Ashforth & Humphrey, 1993; Chu & Murrmann, 2006; Grandey, 1999; Kıral, 2016, etc.) 

expressed that emotions were exhibited by people in different ways and that people worked hard for 

this. These researchers dimensioned emotional labor in different ways. However, in this study, 

emotional labor behavior put forward by Kıral (2016), which was thought to be more inclusive and 

appropriate for Turkish culture, was used. The researcher examined and evaluated emotional labor 

behavior in three dimensions as surface acting behavior, deep acting behavior and genuine acting 

behavior. He explained these three dimensions as follows: Surface Acting Behavior: Surface acting 

behavior is the fact that the individual changes only his/her emotional expression without altering 

his/her inner emotional state. In surface acting behavior, the individual pretends his/her emotions by 

suppressing his/her real feelings although he/she does not actually feel that way. Individuals who can 

exhibit surface acting behaviors try to create a positive atmosphere by changing their tones of voice in 

verbal communication or by using nonverbal communication tools peculiar to body language such as 

gestures and mimics. Therefore, these people suppress their real feelings and exhibit the behavior 

patterns expected from them as they are required to exhibit the behavior patterns expected from them 

due to the requirements of their jobs or because of other reasons. Deep Acting Behavior: Individuals 

with deep acting behaviors have the ability to control or regulate their emotions differently and create 

new, real-like, inner emotions. Individuals exhibiting this kind of behavior can change their inner 

emotional state to the extent that they are at the desired and ideal level so as to be able to meet the 
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expectations of individuals and organizations. Indeed, in such a profession as teaching, teachers are 

expected to exhibit deep acting behaviors that are close to ideal and make more efforts to be able to be 

more convincing than surface acting behaviors. Genuine Acting Behavior: It is the ability of the 

individual to exhibit his/her emotions to the other side without any change and just as he/she feels. 

The individual does not change his/her emotions and is able to reflect the situation to the other side. In 

the genuine acting behavior dimension, individuals can exhibit the human behavior that is required to 

be given or exhibited in the present circumstances without any change rather than the behavior that 

individuals and the organization expect from him/her. For this, the individual does not need to act in 

any way. The individual exhibits behaviors according to what the situation is and just as he/she feels. 

Therefore, the fact that the individual behaves just as he/she feels like causes him/her to be perceived 

sincerely in the process of communication with other people. Emotional labor in business life can then 

be expressed as the ability of employees to use tactics to control their own emotions while they are 

working in order to give a positive impression on the people they are in service relationship with. As 

one of the professions in which emotional labor is exhibited mostly is teaching profession, the tactics 

of the instructors to control their emotions can affect the quality of the service they offer positively or 

negatively. However, in order to be able to increase organizational efficiency, it is expected that 

employees should have positive emotional labors so that they can influence people. Hence, 

organizations determine the rules of conduct in order for their employees to reflect the emotions 

required accurately and ask their employees to comply with them. 

Just as emotional labor behaviors in organizations can be in the form of formal written rules 

only for the control of management, they can also be in the form of non-formal protocols or 

expectations as a part of organizational culture (Mann, 2007). Naturally, this can affect the climate of 

the organization. From an administrative point of view, the fact that the employee is being forced to 

control his/her emotions or reflects his/her emotions just as they are can make a difference in his/her 

commitment to the organization. According to Durna and Eren (2005), the commitment level of 

employees to their organization has an important place in terms of indigenizing the aims of the 

organization, participating in the management and activities of the organization, and by sustaining the 

membership of the organization, displaying a creative and innovative attitude for the organization. 

Organizational commitment can come to the forefront in the form of multifaceted attitudes and 

behaviors of the employee including the loyalty of the employee to the organization, and his/her 

assistance and effort in achieving the goals by the organization. According to Meyer and Allen (1991), 

organizational commitment can stem from a necessity, a desire or a need to sustain the membership of 

the organization. Organizational commitment was embraced differently by many researchers (Allen & 

Meyer, 1990; Etzioni, 1975; Kanter, 1968; O’Reilliy & Chatman, 1986, etc.). However, in this study, 

organizational commitment was examined in three dimensions, as argued by Allen and Meyer (1990); 

affective commitment, continuance commitment and normative commitment, all of which are thought 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

81 

to be related to the dimensions of emotional labor. The dimensions of commitment can be explained as 

follows: Affective Commitment: It includes organization member’s sense of an emotional bond 

towards the organization, his/her identification with the organization, and acceptance of organizational 

goals and values. In affective commitment, the individual sees himself/herself as an important 

constituent of the organization. Therefore, it is easier for the individual to remain in the organization 

and indigenize the goals and values of the organization. Continuance Commitment: It is the fact that 

the individual is aware of the costs of leaving the organization. The individual thinks that he/she will 

lose the gains he/she has made as a result of his/her labor, time and effort during the period in the 

organization. In this type of commitment, when individuals believe that alternative job opportunities 

are less, their desire to stay in the organization increases and in this case, their commitment can be 

high. Normative Commitment: It is based on the perception of the employee that staying in the 

organization is moral and correct. This commitment develops as a result of the socialization 

experiences of the employee. Since employees feel morally responsible, they exhibit loyalty towards 

the organization and act with the motive to do what is best for the organization. The members of the 

organization feel that their actions are morally correct and believe that organizational activities are the 

activities that have to be performed mandatorily. However, the reason for this obligation is not 

because they are in expectation of interest (Allen & Meyer, 1990; Meyer & Allen, 1991). In general, 

affective commitment involves the individual’s desire to stay in the organization; continuance 

commitment involves being aware of the costs of leaving the organization; and normative commitment 

involves the promise of the individual to stay in the organization due to his/her responsibility towards 

the organization (Kıral & Suçiçeği, 2017). Goleman (2000) points out that organizational commitment 

arises from a kind of emotional bond and employees feel trust and closeness to the extent that they feel 

they receive support from their organizations. In this respect, it can be said that the employees who 

have strong commitment to their organizations can dedicate themselves to common organizational 

goals. Nonetheless, organizational commitment levels of the employees may differ according to how 

they perceive the organization. 

Employees’ efforts to exhibit emotional labor behaviors voluntarily in order to achieve 

organizational goals can provide insight into their organizational commitment. Emotional labor 

involves the control and transformation of emotions as it is the form of labor that is mandatorily 

offered by the service sector employees in order to fulfill the requirements of the job. Therefore, it can 

be said that the employees who can express their feelings with gestures and mimics by adding 

emotions to their words and actions, and who can especially express their feelings sincerely are 

willing to work in the organization and participate in managerial activities; and thus, they are 

committed to their organizations to the extent of the emotional labor behaviors they exhibit. As a 

matter of fact, in the faculty of education, which is one of the educational settings where the student 

communication and interaction is experienced at the most intense level and where emotions are 
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activated most, it is important for the instructors to manage their emotions as they are expected to 

suppress their negative emotions by moving away from their actual feelings when necessary, exhibit 

their positive emotions more and display emotional labor by exhibiting especially sincere emotions. In 

this respect, the efforts of the instructors to control their emotions or the quality of their emotional 

labor demonstrations may give an idea about their levels of commitment to their organizations. From 

this point of view, in this study, it was aimed to investigate the relationship between emotional labor 

behaviors and organizational commitment perception levels of the instructors working in Faculties of 

Education at ADIM Universities in Turkey. For this purpose, the following questions were aimed to be 

answered:  

(1) What are the emotional labor behavior levels of the instructors?  

(2) Do the instructors’ emotional labor behavior levels differ according to demographic 

variables?  

(3) What are the organizational commitment perception levels of the instructors? 

(4) Do the instructors’ organizational commitment perception levels differ according to 

demographic variables?  

(5) Is there a significant relationship between the instructors’ emotional labor behaviors and 

their organizational commitment? 

(6) Do the instructors’ emotional labor behaviors predict their organizational commitment? 

Method  

In this section, research model, population and sample, data collection tools and data 

collection process is given. 

Research Model 

This research, which aimed to investigate the relationship between emotional labor behaviors 

and organizational commitment perception levels of the instructors working in Faculties of Education 

at ADIM Universities in Turkey, was designed in relational screening model, which enables to 

determine the presence and quantity of the interaction between multiple variables on large samples. 

(Gay & Diehl, 1992). 

Population and Sample 

The population of the study was composed of the instructors working in Faculties of 

Education at ADIM Universities in Turkey in 2017-2018 academic year. In Turkey, there are 14 

universities within the scope of ADIM Universities. However, of these universities, Bilecik Şeyh 
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Edebali University and Antalya Bilim University do not have a Faculty of Education (Table 1). 

Therefore, these universities were excluded from the research. 

Table 1. Faculties of Education at ADIM Universities in Turkey 

Number Name of the University 

1. Adnan Menderes University   

2. Afyon Kocatepe University   

3. Balıkesir University   

4. Bilecik Şeyh Edebali University* 

5. Celal Bayar University   

6. Çanakkale Onsekiz Mart University   

7. Dumlupınar University   

8. Eskişehir Osmangazi University   

9. Mehmet Akif Ersoy University   

10. Muğla Sıtkı Koçman University   

11. Pamukkale University   

12. Süleyman Demirel University   

13. Antalya Bilim University* 

14. Uşak University   

Note: The data for ADIM Universities was retrieved from http://www.adim.org.tr/ on 01 May 2017 

 

In this research, each faculty of education was considered as a cluster and proportional cluster 

sampling method was used (Barreiro & Albandoz, 2001). It was determined that the number of 

instructors working in the faculties of education in the universities within the scope of the research 

was 1213. By using the Sample Size Table, it was presumed that 292 instructors could represent the 

target population of the research consisting 1213 instructors at α=.05 significance level and 5% 

tolerance level (Balcı, 2015). However, due to the problems that may be encountered during the 

implementation phase of the scale and possible losses in the returns of the scale, a sample group of 

365 people was formed by taking 25% more of the sample size. As a result of the analysis of the data 

obtained regarding the various characteristics of the instructors participating in the research, it was 

revealed that 164 (44.9%) of the instructors were male and 201 (55.1%) were female; 65 (17.8%) of 

the instructors were 30 years old and below, 70 (19.2%) were aged between 31-35 years old; 74 

(20.3%) were aged between 36-40 years old, 65 (17.8%) were aged between 41-45 years old and 91 

(24.9%) 46 years old and above. 86 (23.6%) of the instructors were single and 279 (76.4%) were 

married; 8 of the instructors (2.2%) had undergraduate degree; 74 (20.3%) had master’s degree and 

283 (77.5%) had PhD degree. The number of the instructors who had 5 years of seniority and less was 

54 (14.8%); while 85 (23.3%) had between 6-10 years of seniority; 66 (18.1%) had between 11-15 

years of seniority; 78 (21.4%) had between 16-20 years of seniority; and 82 (22.5%) had 21 years of 

seniority and above. 81 (22.2%) of the instructors were research assistants; 44 (12.1%) were teaching 

assistants; 128 (35.1%) were assistant professors; 88 (24.1%) were associate professors; 24 (6.6%) 

were professors. 342 (93.7%) of the instructors stated that they loved their profession, while 23 (6.3%) 

of the instructors stated that they did not love their profession. 

http://www.usak.edu.tr/
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Data Collection Tools 

In order to collect data in the research, Personal Information Form, Emotional Labor Scale 

and Organizational Commitment Scale were used. In the personal information form prepared by the 

researchers, there were seven questions regarding the personal characteristics of the participants 

(gender, age, marital status, seniority, educational status and academic title) and whether they loved 

doing their job or not. The information regarding the scales used in the research is given below. 

Emotional Labor Scale (ELS): In order to evaluate the instructors’ emotional labor levels, the 

16-item Emotional Labor Scale developed by Chu and Murrmann (2006) and adapted into Turkish 

language by Kıral (2016) was used. Kıral (2016) conducted his research by a 19-item Emotional Labor 

Scale on school administrators. As a result of the exploratory factor analysis he performed; the items 

with factor load values below .40 and those with a factor load difference of .10 and above were 

excluded from the scale (item number 12, 14 and 18) and it was found that the scale had 16 items and 

3 dimensions as surface acting behavior (8 items), deep acting behavior (5 items) and genuine acting 

behavior (3 items). In the scale, the items numbered “1, 2, 3, 5, 6, 7, 8 and 9” were stated to be used as 

reverse coded items. It was determined that the factor load values of the scale ranged between .44 and 

.84. There was no total score in the scale and each sub-dimension of the scale was rated on a 7-point 

rating score [“I totally disagree” (1), “I totally agree” (7)]. Within the scope of this research, the 

validity of the 3-factor structure of the Emotional Labor Scale in the sample of the instructors was 

tested by confirmatory factor analysis and it was found that the scale maintained its 3-factor structure. 

As a result of the analysis, it was found that the Chi-Square Goodness of Fit, which is the ratio of the 

Chi-square value to the degree of freedom (294.44/101), was 2.91. Other goodness of fit indexes 

(RMSEA: .078, CFI: .96, SMR: .088, GFI: .91 and NFI: .94) were found to be appropriate. The 

Cronbach’s Alpha reliability coefficients for the sub-dimensions of Emotional Labor Scale were 

found; .86 for surface acting behavior, .73 for deep acting behavior, .79 for genuine acting behavior, 

respectively, and the overall reliability of the scale was found .76. 

Organizational Commitment Scale (OCS): In order to determine the instructors’ 

organizational commitment levels, the 18-item Organizational Commitment Scale developed by 

Meyer and Allen (1991) so as to measure organizational commitment and reviewed by Meyer, Allen 

and Smith (1993) was used. Meyer et al. (1993) found that Cronbach's Alpha values for the 

dimensions of the scale (affective commitment, continuance commitment, and normative 

commitment) were .82, .74, and .83, respectively. The scale was adapted to Turkish language by Al 

(2007). In the scale, the first 6 items measured affective commitment, the second 6 items measured 

continuance commitment and the last 6 items measured normative commitment dimensions. Al (2007) 

revealed that the Cronbach’s Alpha values for the overall scale was .82 and for the affective 

commitment, continuance commitment, and normative commitment sub-dimensions of the scale were 

.86, .71 and .68, respectively. The items numbered “3, 4 and 5” were reverse coded items in the scale, 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

85 

which was prepared as 5-point-Likert-scale [“I totally disagree” (1), “I totally agree” (5)]. Within the 

scope of this research, the validity of the 3-factor structure of the organizational commitment scale in 

the sample of the instructors was tested by confirmatory factor analysis and it was found that the scale 

maintained its 3-factor structure. However, the model did not exhibit good fit. In order to obtain better 

fit, Satorra-Bentler normality adjustment and the suggested modifications for the model were made. 

As a result of these procedures, it was found that the Chi-Square Goodness of Fit, which is the ratio of 

the Chi-square value to the degree of freedom (423.34/130), was 3.26. Other goodness of fit indexes 

(RMSEA: .079, CFI: .93, SMR: .091, GFI: .87, and NFI: .91) were found to be generally appropriate. 

The Cronbach’s Alpha reliability coefficients for the sub-dimensions of Organizational Commitment 

Scale were found; .85 for affective commitment; .73 for continuance commitment, and .67 for 

normative commitment, respectively, and the overall reliability of the scale was found .84. These 

values indicated that the scale was a reliable scale for the research (Kıral & Çavuş, 2017). 

Data Analysis 

Descriptive and inferential statistical techniques were used in data analysis. The demographic 

characteristics of the instructors obtained through “personal information form” were analyzed by using 

such descriptive statistics as frequency and percentages; the instructors emotional labor levels and 

organizational commitment levels were analyzed by mean and standard deviation; whether the 

instructors’ emotional labor behavior and organizational commitment perception levels showed 

significant differences according to independent variables (gender, age, marital status, educational 

status, seniority, title, and whether they loved their profession or not) was analyzed by parametric tests 

(T-test and ANOVA) if normality conditions were met, and by non-parametric tests (Mann Whitney U 

and Kruskal Wallis) if normality conditions were not met (Can, 2016). The relationship between the 

instructors’ emotional labor behaviors and organizational commitment perception levels was analyzed 

by Pearson Product Moment Correlation; and whether the instructors’ emotional labor behaviors 

predicted their organizational commitment was analyzed by Multiple Regression Analysis. 

Results 

The data analyzed according to the sub-problems of the research problem were examined 

under four headings as; the findings regarding the emotional labor behavior levels of the instructors, 

the findings regarding the organizational commitment perception levels of the instructors, the findings 

regarding the relationship between the instructors’ emotional labor behaviors and their 

organizational commitment levels, and the findings regarding the prediction of the instructors’ 

organizational commitment levels by their emotional labor levels. 
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The Findings Regarding the Emotional Labor Behavior Levels of the Instructors  

Descriptive statistics regarding the instructors’ emotional labor behavior levels were given in 

Table 2.  

Table 2. Descriptive Statistics Regarding the Instructors’ Emotional Labor Behavior Levels 

Sub-dimensions N 
 

SD Rank 

Surface Acting Behavior 

365 

5.38 1.069 1 

Deep Acting Behavior  4.26 1.206 2 

Genuine Acting Behavior 5.36 1.264 3 
 

When Table 2 was examined, it could be seen that the instructors exhibited surface acting 

behavior most ( =5.38), which was followed by genuine acting behavior ( =5.36) and deep acting 

behavior ( =4.26), respectively. 

It was found that the instructors’ emotional labor levels did not differ according to gender, 

age, marital status, seniority and academic title, whereas their emotional labor levels differed 

according to educational status and whether they loved their profession. As a result of the analysis 

performed in order to determine whether the instructors’ emotional labor levels differed according to 

educational status, it was revealed that the sub-dimensions other than deep acting behavior [x
2
(2-

362)=5.863; p< .05] did not show a significant difference. In Mann Whitney-U test performed so as the 

find the source of the difference, it was found that the difference was in postgraduate education 

(U=8575;p<.05) and that the instructors who had master’s degree ( =204.62) had significantly higher 

deep acting behavior levels than those who had PhD degree ( =172.3). As a result of the analysis 

performed in order to determine whether the instructors’ emotional labor behaviors differed according 

to whether they loved their profession, it was revealed that there was no significant difference in 

surface acting behavior but there were significant differences in genuine acting behavior [U= 2564.5; 

p< .05] and deep acting behavior [U=2883.5; p<.05]. It was also found that genuine acting behavior 

levels of the instructors who loved their profession ( =187.00) were higher than those who did not 

love their profession ( =123.50); and that deep acting behavior levels of the instructors who loved 

their profession ( =186.07) were higher than those who did not love their profession ( =137.37).  

The Findings Regarding the Organizational Commitment Perception Levels of the 

Instructors 

Descriptive statistics regarding the instructors’ organizational commitment levels are given in 

Table 3. 

  



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

87 

Table 3. Descriptive Statistics Regarding the Instructors’ Organizational Commitment Levels 

Sub-dimensions N 
 

SD Rank 

Affective Commitment 

365 

3.41 .867 1 

Continuance Commitment 3.21 .745 2 

Normative Commitment 2.93 .705 3 

Overall Commitment 3.33 .563  
 

When Table 3 was examined, it was seen that among the sub-dimensions of organizational 

commitment, the instructors perceived affective commitment sub-dimension at the highest level (

=3.41), which was followed by continuance commitment ( =3.21) and normative commitment (

=2.93), respectively. It was also seen that the instructors’ overall commitment level was ( =3.33). 

It was found that the instructors’ organizational commitment levels did not differ according to 

gender, age, marital status, seniority and educational status, whereas their organizational commitment 

levels differed according to academic title and whether they loved their profession. It was understood 

that the instructors’ organizational commitment levels did not show any significant differences 

according to academic title in affective commitment and normative commitment sub-dimensions, and 

in overall commitment but their organizational commitment levels showed a significant difference in 

continuance commitment sub-dimension [x
2

 (4-360)=10.24; p< .05]. As a result of the test performed so 

as the find the source of the difference, it was found that the difference was between the research 

assistants and assistant professors, associate professors and professors. It was revealed that 

continuance commitment perception levels of the research assistants ( =116.95) were significantly 

higher than the assistant professors ( =97.44); those of the research assistants ( =95.36) were 

significantly higher than the associate professors ( =75.47); those of the research assistants ( =57.27) 

were significantly higher than the professors ( =38.58). As a result of the test performed in order to 

reveal whether the instructors’ organizational commitment levels differed according to whether they 

loved the profession, it was determined that there were significant differences in the instructors’ 

affective [U=2678; p< .01] and normative [U=2681.5; p< .01] commitment levels. It was found that 

affective commitment levels of the instructors who loved their profession ( =186.67) were 

significantly higher than those who did not love their profession ( =128.43). It was also revealed that 

normative commitment levels of the instructors who loved their profession ( =186.66) were 

significantly higher than those who did not love their profession ( =128.59). 

The Findings Regarding the Relationship between the Instructors’ Emotional Labor 

Behaviors and Their Organizational Commitment Levels 

Correlation test results regarding the relationship between the instructors’ emotional labor 

behaviors and their organizational commitment levels are given in Table 4. 
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Table 4. The Relationship between the Instructors’ Emotional Labor Behaviors and Their 

Organizational Commitment Levels 

 SAB GAB DAB AC CC NC OC 

SAB -    
   

GAB .462
** 

-   
   

DAB -.196
** 

.177
** 

-  
   

AC .205
**

 .424
**

 .211
**

 - 
   

CC -.046
 

.194
** 

.216
** 

.246
**

 -
   

NC .079
 

.228
** 

.177
** 

.521
** 

.426
** 

-
  

OC .092 .359
** 

.264
** 

.748
** 

.734
** .832

**
 - 

SAB: Surface Acting Behavior; GAB: Genuine Acting Behavior; DAB: Deep Acting Behavior; AC: Affective Commitment; 

CC: Continuance Commitment; NC: Normative Commitment; OC: Overall Commitment; p value is significant at .01 

level**. 

When Table 4 was examined, it was seen that the instructors’ surface acting behaviors had 

positive and moderate level relationship with genuine acting behavior (r= .46; p<.01), positive and low 

level relationship with affective commitment (r=.21; p<.01), and negative and low level relationship 

with deep acting behavior (r=- .20; p<.01). It was found that the instructors’ genuine acting behaviors 

had positive and low level relationship with deep acting behavior (r=.18; p<.01), continuance 

commitment (r=.19; p<.01) and normative commitment (r=.23; p< .01), and positive and moderate 

level relationship with affective commitment (r=.42; p<.01) and overall commitment (r=.36; p<.01). It 

was also found that the instructors’ deep acting behaviors had positive and low level relationship with 

affective commitment (r=.21; p<.01), continuance commitment (r=.22; p<.01), normative commitment 

(r=.18; p< .01) and overall commitment (r=.26; p<.01). It was revealed that the instructors’ affective 

commitment had positive low level, moderate level and high level relationship with continuance 

commitment (r=.25; p<.01), normative commitment (r=.52; p< .01) and overall commitment (r=.75; 

p<.01), respectively. It was also revealed that the instructors’ continuance commitment had positive 

moderate level and high level relationship with normative commitment (r=.43; p< .01) and overall 

commitment (r=.74; p<.01), respectively, and that their normative commitment had positive and high 

level relationship with overall commitment (r=.83; p< .01). 

The Findings Regarding the Prediction of the Instructors’ Organizational Commitment 

Levels by Their Emotional Labor Levels 

The results of multiple regression analysis performed in order to determine whether the sub-

dimensions of emotional labor predicted affective commitment are given in Table 5. 

Table 5. Multiple Regression Analysis Regarding the Prediction of the Instructors’ Organizational 

Commitment Levels by Their Emotional Labor Levels 

Variables B Std. Error B β t p Zero- order r Partial r 

Constant  1.280 .283 - 4.523 .000 - - 

Surface Acting Behavior .055 .045 .068 1.215 .225 .205 .064 

Deep Acting Behavior .115 .036 .160 3.169 .002 .211 .165 

Genuine Acting Behavior .250 .038 .364 6.538 .000 .424 .325 

R=.449; R
2
=.202 F(3;361) =30.464;  p=000   
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When the relationship between affective commitment and the predictor variables in Table 5 

was examined, it was seen that affective commitment had correlations with surface acting behavior 

(r=.21; p<.01), [when the effect of the other predictor variables was controlled (r=.06); p<.05], 

genuine acting behavior (r=.42; p<.01), [when the effect of the other predictor variables was controlled 

(r=.32); p<.01], and deep acting behavior (r=.21; p<.01), [when the effect of the other predictor 

variables was controlled (r=.17); p<.05]. The predictor variables showed a positive and moderate level 

relationship with affective commitment (R=.45; p<.01). It was found that the linear combination of all 

the sub-dimensions of emotional labor significantly predicted affective commitment [R
2
=.20; F(3-361) 

=30.464; p<.01]. The independent variables explained 20% of the variance regarding affective 

commitment. When the results of the t-test regarding the significance of regression coefficients were 

examined, it was revealed that surface acting behavior did not have a significant effect, while genuine 

acting behavior (β=.364; t(363) =6.538; p<.01) and deep acting behavior (β=.160; t(363)= 3.169; p<.01) 

had significant effects.  

The results of multiple regression analysis performed in order to determine whether the sub-

dimensions of emotional labor predicted continuance commitment are given in Table 6. 

Table 6. Multiple Regression Analysis Regarding the Prediction of Continuance Commitment  

Variables B Std. Error 

B 

β t P Zero- 

order r 

Partial r 

Constant  2.553 .261 - 9.781 .000 - - 

Surface Acting Behavior -.083 .042 -.118 -1.972 .049 -.046 -.103 

Deep Acting Behavior .095 .033 .154 2.851 .005 .216 .148 

Genuine Acting Behavior .130 .035 .221 3.698 .000 .194 .191 

R=286; R
2
=.082 F(3;361) =10.690; p=000     

 

When the relationship between continuance commitment and the predictor variables in Table 

6 was examined, it was seen that continuance commitment had correlations with surface acting 

behavior (r=-.05; p<.01), [when the effect of the other predictor variables was controlled (r=-.10); 

p<.01], genuine acting behavior (r=.19; p<.01), [when the effect of the other predictor variables was 

controlled (r=.19); p<.01], and deep acting behavior (r=.22; p<.01), [when the effect of the other 

predictor variables was controlled (r=.15); p<.01]. The predictor variables showed a positive and low 

level relationship with continuance commitment (R=.29; p<.01). It was found that the linear 

combination of all the sub-dimensions of emotional labor significantly predicted continuance 

commitment [R
2
=.08; F(3-361) =10.690; p<.01]. The independent variables explained 8% of the variance 

regarding continuance commitment. When the results of the t-test regarding the significance of 

regression coefficients were examined, it was revealed that surface acting behavior (β=-.118; t(363) =-

1.972; p<.05), genuine acting behavior (β=.221; t(363) =3.698; p<.01) and deep acting behavior 

(β=.154; t (363) = 2.851; p<.01) had significant effects. 
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The results of multiple regression analysis performed in order to determine whether the sub-

dimensions of emotional labor predicted normative commitment are given in Table 7. 

Table 7. Multiple Regression Analysis Regarding the Prediction of Normative Commitment  

Variables B Std. Error 

B 

β t p Zero- 

order r 

Partial r 

Constant  1.920 .248 - 7.737 .000 - - 

Surface Acting Behavior .012 .040 .018 .296 .768 .079 .016 

Deep Acting Behavior .085 .032 .146 2.691 .007 .177 .140 

Genuine Acting Behavior .108 .034 .194 3.231 .001 .228 .168 

R=.268; R
2
=.072 F(3;361) =9.283; p=000     

 

When the relationship between normative commitment and the predictor variables in Table 7 

was examined, it was seen that normative commitment had correlations with surface acting behavior 

(r=.08; p>.05), [when the effect of the other predictor variables was controlled (r=.02; p>.05], genuine 

acting behavior (r=.23; p<.01), [when the effect of the other predictor variables was controlled (r=.17); 

p<.05], and deep acting behavior (r=.18; p<.01), [when the effect of the other predictor variables was 

controlled (r=.14; p<.05]. The predictor variables showed a positive and moderate level relationship 

with normative commitment (R=.27; p<.01). It was found that the linear combination of all the sub-

dimensions of emotional labor significantly predicted normative commitment [R
2
=.07; F(3-361) =9.283; 

p<.01]. The independent variables explained 7% of the variance regarding normative commitment. 

When the results of the t-test regarding the significance of regression coefficients were examined, it 

was revealed that genuine acting behavior (β=.194; t(363) =3.231; p<.01) and deep acting behavior 

(β=.146; t (363) = 2.691; p<.01) had significant effects. 

The results of multiple regression analysis performed in order to determine whether the sub-

dimensions of emotional labor predicted overall commitment are given in Table 8. 

Table 8. Multiple Regression Analysis Regarding the Prediction of Overall Commitment  

Variables B Std. Error B β t p Zero- 

order r 

Partial r 

Constant  2.196 .187 - 11.710 .000 - - 

Surface Acting Behavior -.012 .030 -.023 -.396 .692 .092 -.021 

Deep Acting Behavior .094 .024 .201 3.905 .000 .264 .201 

Genuine Acting Behavior .149 .025 .334 5.875 .000 .359 .295 

R=.413; R
2
=.171 F(3;361) =24.742;  p=000     

 

When the relationship between overall commitment and the predictor variables in Table 8 was 

examined, it was seen that overall commitment did not have a correlation with surface acting behavior 

(r=.09; p<.05), [when the effect of the other predictor variables was controlled (r=-.02); p>.05] but had 

correlations with genuine acting behavior (r=.36; p<.01), [when the effect of the other predictor 

variables was controlled (r=.30); p<.01], and deep acting behavior (r=.26; p<.01), [when the effect of 

the other predictor variables was controlled (r=.20); p<.01]. The predictor variables showed a positive 
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and moderate level relationship with overall commitment (R=.41; p<.01). It was found that the linear 

combination of all the sub-dimensions of emotional labor significantly predicted overall commitment 

[R
2
=.17; F(3-361) =24.742; p<.01]. The independent variables explained 17% of the variance regarding 

overall commitment. When the results of the t-test regarding the significance of regression coefficients 

were examined, it was revealed that surface acting behavior did not have a significant effect, while 

genuine acting behavior (β=.334; t(363) =5.875; p<.01) and deep acting behavior (β=.201; t(363)= 3.905; 

p<.01) had significant effects. 

Discussion, Conclusion and Recommendations 

In this research, it was aimed to reveal the relationship between the instructors’ emotional 

labor behaviors and their organizational commitment perception levels. As a result of the research, it 

was found that the instructors exhibited surface acting behavior at most, which was followed by 

genuine acting behavior and deep acting behavior, respectively. In their studies with teachers from 

different educational levels and at different time periods, the researchers (Beğenirbaş, 2013; Polatkan 

& Kıral, 2017) found similar conclusions supporting the findings of this research. On the other hand, 

there are also studies that reached different results on the basis of dimensions (Yücebalkan & 

Karasakal, 2016; Zhang & Zhu, 2008). Zhang and Zhu (2008) determined that of the sub-dimensions 

of emotional labor, the instructors exhibited surface acting behaviors at the least and deep acting 

behavior at most. Yücebalkan and Karasakal (2016) revealed that the instructors working in the 

schools of the university exhibited genuine acting behavior at most, which was followed by deep 

acting and surface acting behaviors, respectively. In this study, the reason why the instructors 

exhibited surface acting behavior at most may be the fact that they need to act in accordance with the 

rules of conduct in their organizations. Besides, the fact that deep acting behaviors were relatively 

lower compared to the other acting behaviors can be interpreted as that the instructors do not 

empathize with the others enough and that this situation negatively affects organizational productivity. 

In the research, it was revealed that the instructors’ emotional labor levels differed according 

to gender, age, marital status, seniority and academic title, whereas their emotional labor behaviors did 

not differ according to educational status and whether they loved their profession. According to these 

results, it can be said that the instructors’ gender, age, marital status, seniority and academic titles do 

not influence their emotional labor behavior levels. On the other hand, it can be said that their 

educational status and whether they loved the profession influence their emotional labor levels. 

Similarly, Kaya (2009) and Kıral (2016) found in their studies that emotional labor did not differ 

according to gender. Besides, in their studies, Kaya (2009), Beğenirbaş and Basım (2013) revealed 

that age does not make any significant differences in emotional labor. Furthermore, Basım and 

Beğenirbaş (2012) and Kıral (2016) found that marital status did not make any significant differences 

in emotional labor. In their studies, Kaya (2009) and Polatkan and Kıral (2017) concluded that 
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professional seniority did not create any significant differences in emotional labor and Yücelbalkan 

and Karasakal (2016) revealed that the instructors’ emotional labor levels did not differ according to 

their academic titles. 

According to educational status variable, it was determined that the instructors’ emotional 

labor levels did not show any significant differences in surface acting behavior and genuine acting 

behavior sub-dimensions, but their emotional labor levels showed significant difference in deep acting 

behavior. It was found that the deep acting behaviors of the instructors who completed PhD level 

education were significantly lower than the instructors with master’s degree. It can be said that PhD 

education is effective on deep acting behavior level. According to these results, it can be interpreted 

that only the instructors with master’s degree are willing to exhibit deep acting behaviors more 

towards changing internal emotional state in order to meet organizational expectations. In fact, 

emotional labor involves the efforts made so as to change the quality and degree of emotional 

representations in the personal sense. While exhibiting emotional labor behaviors, employees change 

their facial expressions by adapting or suppressing their emotions in accordance with the mental state 

of others (Hochschild, 2012). This is a skill that has been learned and developed over time beginning 

from childhood. Since individuals have the opportunity to socialize in the school environment where 

their physical, cognitive and emotional development is supported at different levels, they can learn 

how to manage their emotions depending on their physical and cognitive characteristics. For this 

reason, the physical and cognitive characteristics of the individual in his/her development line can 

direct his/her emotional reactions (Renner & Feldman, 2015). Similar to the results of this research, 

Beğenirbaş (2013) and Şat, Amil and Özdevecioğlu (2015) found that emotional labor levels of the 

employees differed according to educational status. Beğenirbaş (2013) revealed that deep acting 

behavior levels of the teachers who completed their PhD education were lower when compared to 

other teachers. Şat et al. (2015) found that the level of using emotions of the teachers with 

postgraduate education was higher than those who had undergraduate education. On the other hand, 

there are also researchers who revealed that emotional labor levels of the teachers did not differ 

according to their educational status (Beğenirbaş & Basım, 2013, Polatkan & Kıral, 2017). 

Significant differences were found in the instructors’ emotional labor levels according to the 

variable of whether they loved their profession or not. It was determined that genuine acting behaviors 

and deep acting behaviors of the instructors who loved their profession were higher than those who 

did not love their profession. There may be cases in which employees behave by exactly feeling the 

emotion they need to exhibit while providing services. In genuine acting behavior sub-dimension, 

employees exhibit humanitarian behaviors that will be exhibited under normal circumstances rather 

than the behavior expected from himself/herself by the organization. In this process, employees do not 

need to perform acting. Since the individual does not pretend in the process of communicating with 

other people and behaves just as he/she feels that way, his/her behaviors are perceived sincerely. 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

93 

Therefore, the reason why genuine acting behaviors levels of the instructors who loved their 

profession were high may be related to their attitudes towards being able to exhibit sincere behaviors 

as a personality trait, as well as loving their profession and the pleasure they got from doing the 

profession. Employees who prefer deep acting behavior strategy in their work life can control their 

intrinsic emotions. Therefore, employees with the ability to create different intrinsic emotions do not 

have difficulty applying deep acting behavior strategies. Accordingly, the reason why the instructors 

who loved their profession exhibited deep acting behaviors may be related to the desire to stay in the 

institution and pursue their career in the institution. For this reason, in order to be able to meet 

organizational expectations, the instructors who loved their profession may have developed their 

ability to change their intrinsic emotional states. From another perspective, the reason why the 

instructors who loved their profession exhibited genuine acting and deep acting behaviors may be 

related to the fact that being an academic staff is appropriate for their personality traits. 

It was found that the instructors’ affective commitment perception level was the highest, 

which was followed by continuance commitment and normative commitment perception levels. 

Similarly, Tezcan (2009) concluded that the instructors’ affective commitment perception level was 

higher than their continuance commitment and normative commitment perception levels, respectively. 

Al (2007) also obtained similar results in his study and stated that the instructors’ continuance 

commitment and affective commitment to their organizations were good and their normative 

commitment was at moderate level. On the other hand, Kaya (2008) found in his research with the 

academic staff that the sub-dimension with the highest mean score was normative commitment, which 

was followed by continuance commitment and affective commitment sub-dimensions. The fact that 

employees exhibit higher levels of affective commitment compared to the other sub-dimensions of 

organizational commitment is the most desirable type of commitment in terms of the organization 

because it shows that employees are emotionally committed to their organizations and are pleased to 

be a member of the organization, and that there is a consensus between individual and organizational 

values (Wiener, 1982). In addition to this, affective, normative and continuance commitment 

perceptions should be evaluated together in the interpretation of employee commitment levels because 

employees can participate in the organization at all three levels, albeit to different extent. Besides, 

even though it is desirable that employees’ affective commitment perception level is higher than the 

other sub-dimensions, it is expected that normative commitment and continuance commitment 

perceptions follow this (Meyer et al., 1993). 

In the research, it was found that the instructors’ organizational commitment level did not 

differ significantly according to gender, age, marital status, seniority and education level, whereas it 

showed significant differences according to the academic title and whether they loved their profession. 

Boylu, Pelit and Güçer (2007) and Al (2007) revealed that gender did not create significant differences 

in the organizational commitment levels of the instructors. Kıral and Kaçar (2016) also revealed in 
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their study that organizational commitment levels of the teachers working at secondary schools did not 

differ significantly according to gender. Similarly, Boylu et al. (2007) and Tezcan (2009) found in 

their studies that organizational commitment levels of the instructors did not show any significant 

differences according to age. Kaya (2008) and Tekin and Birincioğlu (2017) concluded that marital 

status had no effect on organizational commitment levels. In his study, Kaya (2008) determined that 

seniority variable did not affect the organizational commitment levels of the educators. Al (2007) 

found that educational status of the instructors did not show any significant differences in affective 

commitment and continuance commitment sub-dimensions but the instructors with PhD degree had 

higher normative commitment perception levels compared to those with undergraduate degree and 

master’s degree. 

In the research, it was found that there were no significant differences in the instructors’ 

affective commitment, normative commitment and overall commitment perceptions according to 

academic title variable but there were significant differences in their continuance commitment 

perceptions. It was revealed that the research assistants’ continuance commitment perceptions were 

found to be higher than the assistant professors, associate professors and professors. The reason for 

this can be explained by the desire of the research assistants to stay in the institution. Indeed, 

considering the positions of research assistants within the institution, they are less likely to find other 

jobs when compared to assistant professors, associate professors and professors. Therefore, it can be 

argued that research assistants have a higher sense of continuance commitment in leaving the 

institution taking into consideration the foregone earnings. In addition to this, considering the 

opportunities for promotion and appointment within their institution, research assistants may find it 

meaningful to sustain their membership in the organization. Ay, Ulusoy and Tosun (2015) revealed 

that there was a significant difference in the organizational commitment perceptions of the instructors 

according to academic title variable in continuance commitment sub-dimension and that the research 

assistants’ continuance commitment perception levels were significantly higher than those of the 

professors. However, Kaya (2008) found that organizational commitment did not differ according to 

academic title.  

In the research, it was found that affective commitment perception levels of the instructors 

who loved their profession were significantly higher than those who did not love their profession. 

Therefore, it can be said that the instructors who love their profession are committed to their 

organizations with sincere feelings, not because they have to. In the type of affective commitment, 

which means that employees accept organizational goals and values, the individual sees 

himself/herself as an important part of the organization. Therefore, it is easy for the employee to stay 

in the organization and adopt organizational goals and values. Similarly, as a result of this research, it 

was found that normative commitment perception levels of the instructors who loved their profession 

were significantly higher than those who did not love their profession. When considered in terms of 
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normative commitment, the reason why normative commitment perception levels of the instructors 

who loved their profession were significantly higher than those who did not love their profession may 

be related to the fact that they find it moral and right to stay in the organization. Hence, it can be said 

that the instructors who loved their profession are trying to integrate with organizational goals, 

indigenize organizational norms and try to exhibit them in practice. 

In this study, it was found that the instructors’ surface acting behaviors had positive and 

moderate level significant relationship with genuine acting behavior, positive and low-level significant 

relationship with affective commitment, and negative and low-level significant relationship with deep 

acting behavior. It was also found that the instructors’ genuine acting behaviors had positive and low-

level significant relationship with deep acting behavior, continuance commitment and normative 

commitment, and positive and moderate level significant relationship with affective commitment and 

overall commitment. It was revealed that the instructors’ deep acting behaviors had positive and low-

level significant relationships with overall commitment and the sub-dimensions of organizational 

commitment. It was also revealed that affective commitment perceptions of the instructors had 

positive and low, moderate and high level significant relationships with continuance, normative and 

overall commitment perceptions, respectively. It was concluded that the instructors’ continuance 

commitment perceptions had positive, low- and high-level significant relationships with normative 

commitment and overall commitment, respectively. It was also concluded that the instructors’ 

normative commitment perceptions had a had positive and high-level significant relationship with 

overall commitment. Similarly, Choonga, Wong and Lau (2012) found that there were positive and 

high-level significant relationships between the instructors’ affective commitment and overall 

organizational commitment perception levels. As a result of the research, it was revealed that the 

instructors who stated that they were highly satisfied with the university, department and the job they 

were doing had higher affective, normative and overall organizational commitment perception levels. 

In the cases when the instructors perceive staying in the organization as moral and right, they may 

show commitment to their organization as they feel themselves morally responsible as a result of their 

socialization experiences. The instructors act with the motive of doing what is good for the 

organization. The desire of employees to act with the motive of doing what is good for the 

organization can affect their organizational commitment levels. Since affective commitment involves 

the acceptance of organizational goals and values by the employees, the instructors who are 

emotionally committed to their organization may regard themselves as part of the organization. For 

this reason, their desire to stay in the organization may be higher or it may be easier for them to adopt 

the goals and values of the organization. As a result, overall commitment levels of the instructors with 

this perception may also be high. 

It was determined that the linear combination of the sub-dimensions of emotional labor 

affected affective commitment significantly. When analyzed on the basis of sub-dimensions, it was 
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found that genuine acting behavior and deep acting behavior had significant effects, respectively. 

According to these results obtained, it can be said that as the instructors’ emotional labor increases, 

their affective commitment will increase, too. Genuine acting behaviors of the instructors are more 

effective on their affective commitment when compared to the other sub-dimensions. This can be 

interpreted as that the instructors can organize their emotions in accordance with the requirements of 

the teaching profession, and when they exhibit sincere emotions, they can exhibit organizational 

commitment emotionally. 

It was found that the linear combination of the sub-dimensions of emotional labor affected 

continuance commitment significantly. When analyzed on the basis of sub-dimensions, it was found 

that genuine acting behavior, deep acting behavior and surface acting behavior had significant effects, 

respectively. Relatively, the greatest effect was by genuine acting behavior. The fact that the 

instructors try to adjust their emotional representations according to what they actually feel may be 

related to their continuance commitment. In other words, the desire of the instructors to stay in the 

organization, that is to say their continuance commitment, can be explained by their sincere feelings. It 

was understood that deep acting behavior positively affected continuance commitment. The fact that 

the instructors exhibited emotions at the deep acting level may be related to their desire to stay in the 

organization because when they exhibit fake emotions or surface acting behaviors, their continuance 

commitment is negatively affected. Indeed, if the individual exhibits surface acting behaviors and, in 

the event, that these fake emotions are understood by those around him/her, his/her relationships with 

other people can be negatively affected. 

It was determined that the linear combination of the sub-dimensions of emotional labor 

affected normative commitment significantly. When analyzed on the basis of sub-dimensions, it was 

found that genuine acting behavior and deep acting behavior had significant effects, respectively. It 

can be said that as the instructors’ emotional labor increases, their organizational commitment will 

relatively increase, too. Indeed, in terms of the organization, the fact that the instructors try to reflect 

their emotions by surface acting behaviors or by pretending in the communication processes, or 

further, that they trying to make emotion patterns in a more realistic way by exhibiting a deep 

understanding while showing emotions can be interpreted as that they can comply with organizational 

goals. Therefore, this finding may indicate that the instructors can develop attitudes towards normative 

commitment. Moreover, the fact that they are able to exhibit real and genuine feelings in the 

communication and interaction processes with their students and that they can make the others feel 

these feelings can be interpreted as that they have adopted organizational norms and values. 

It was determined that the linear combination of all the sub-dimensions of emotional labor 

affected overall commitment significantly. When analyzed on the basis of sub-dimensions, it was 

found that genuine acting behavior and deep acting behavior had significant effects, respectively. 
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According to these results obtained, it can be said that as the instructors’ emotional labor increases, 

their overall commitment will relatively increase, too. In the research, the sub-dimension of emotional 

labor which increases the instructors’ overall commitment at most was genuine acting behavior sub-

dimension. In terms of the sub-dimensions of emotional labor, this result can be interpreted as that 

overall commitment of the instructors who could exhibit/reflect sincere emotions and who had real 

emotion patterns in the communication process was positively affected. Besides, the fact that the 

instructors who suppress their genuine emotions in the communication processes and who exhibit their 

emotional expressions expected from themselves in the organizational perspective (by acting as if they 

were real with a deep understanding and intuition) by transforming them into emotion patterns 

have/exhibit the emotion patterns at deep acting behavior level can also be affected in terms of their 

overall commitment levels. The fact that the instructors exhibit surface acting behaviors by pretending 

as if and showing false emotion patterns in the communication process can negatively affect their 

overall commitment levels by transforming the workplace atmosphere negatively. 

It was determined that there were no international studies on the relationship between 

emotional labor and organizational commitment at universities with the academic staff but there were 

studies on the effect of emotional labor with different sample groups and with different variables 

(Grandey, 1999, Mahoney, Buboltz, Buckner & Doverspike, 2011, Wong & Law, 2002, Zhang & Zhu, 

2008). In the study conducted by Grandey (1999) at a university on a sample group of administrator 

assistants with the aim of investigating the antecedents and results of emotional labor, it was found 

that of the emotional labor sub-dimensions, surface acting behavior positively affected burnout and 

negatively affected job satisfaction. Contrary to this finding, it was also revealed that genuine acting 

behavior negatively affected burnout and positively affected job satisfaction. Besides, it was 

concluded that surface acting behavior affected customer service negatively, while genuine acting 

behavior and deep acting behavior affected customer service positively. In their study at university, 

Wong and Law (2002) examined the effects of the leaders’ and followers’ emotional intelligence and 

emotional labor levels on their work outcomes (job performance, job satisfaction, organizational 

commitment, intention to leave), and as a result of the research, they concluded that emotional 

intelligence levels of both the employees and administrators affected the employees’ job satisfaction. 

They also found that emotional labor levels had a distinctive effect on the relationship between the 

evaluations of the administrators and the emotional intelligence levels of the employees, and between 

the self-evaluations of the employees and their job satisfaction. In their study on the academic staff, 

Mahoney et al. (2011) concluded that emotional exhaustion and job satisfaction were directly related 

to emotional labor, and that emotional labor and affective commitment had a mediating effect on 

emotional burnout and job satisfaction. 

When the researches conducted in different sectors with different sample groups in Turkey 

were examined; Gülova et al. (2013) found in their study with the administrative staff at university 
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that there was a positive significant relationship between the three sub-dimensions of emotional labor 

and organizational commitment and that the more the support of the administrator increased, the 

stronger the relationship became. Gök (2015), who investigated the effect of emotional labor on work 

commitment in health sector, found that the effect of deep acting behavior on work commitment was 

higher than that of surface acting behavior. He determined that surface acting behaviors of the 

employees affected their work commitment negatively, whereas their deep acting behaviors affected 

their work commitment positively. In their study with senior and middle level managers working in 

the service sector (hotels, banks, restaurants and private hospitals), Türkay, Ünal and Taşar (2011) 

found that surface acting of emotional labor explained commitment significantly and affected 

commitment positively. On the other hand, in the study by Öz (2007), which examined the effect of 

emotional labor on job outcomes like commitment and intention to leave, it was found that of the sub-

dimensions of emotional labor, deep acting behavior increased work commitment, and that pretending 

and hiding the real feelings, which were involved in surface acting behavior sub-dimension, did not 

have a significant effect on work commitment. The reason why these results are different can be 

explained by the different structures of the organizations. 

The results of this research conducted within the scope of the faculties of education of ADIM 

Universities can be a guideway in terms of revealing the effect of the instructors’ emotional labor 

levels on their organizational commitment levels. The following suggestions can be given regarding 

the results obtained:  

 In-service trainings (drama, case studies, etc.) should be provided in order to reduce the 

surface acting behaviors of the instructors and increase their genuine acting and deep acting 

behaviors.  

 Activities should be organized in order to raise the awareness of the instructors with PhD 

degree regarding deep acting behavior. 

 It should be strictly considered that in a the recruitment of the academic staff, those with 

high level of genuine acting and deep acting behaviors who will perform at work 

passionately should be preferred (via personality tests, portfolio reviews, the state of 

participation in humanitarian relief funds and social voluntary education activities, 

interviews, experience, etc.), and after the recruitment process, an organization culture and 

climate directed to sustaining these activities should be formed.  

 In order to improve the normative commitment levels of the instructors, the administrators 

should focus on practices that will increase their sense of belonging. For this purpose, at 

faculty level, the administrators can make efforts to improve the organizational culture that 

will enable the instructors to feel like a member of the family in their work setting.  
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 If there are organizational problems reducing the normative commitment of the instructors, 

efforts can be made so as to eliminate them.  

 In order to ensure that the instructors exhibit behaviors in accordance with organizational 

norms and rules, the administrators should pay attention to try to solve all the problems 

through communication, adopt a participatory management style (participating in the 

decision-making process, taking opinions, reliability, objectivity, objective measurements, 

etc.), develop tactics that will integrate the instructors towards organizational goals and use 

persuasion and influence methods. 

 The reasons why the instructors with high levels of affective commitment had higher 

surface acting behavior perceptions should be investigated by the administrators at faculty 

level.  

 Administrative measures should be taken so as to improve and increase the deep acting 

behaviors of the instructors.  

 In the recruitment of instructors for the faculties of education, the academic staff with high 

levels of affective and normative commitment who really love their profession should be 

preferred.  

 In the selection of research assistants, the consideration should be to select from the 

students who can fulfill the requirements of the teaching profession, not because of being 

obliged to (being unemployment, unable to find a suitable job or lack of alternative job 

opportunities, etc.).  

 The reasons why continuance commitment of the research assistants were higher than the 

other instructors with different academic titles should be identified.  

 Organizational commitment levels of the instructors were affected by especially genuine 

acting behavior and deep acting behavior, whereas the instructors exhibited surface acting 

behaviors more. For this reason, policy makers and administrators (rector, dean, 

department head, etc.) should reveal and eliminate the factors (political, social, cultural, 

etc.) that push the instructors to exhibit surface acting behaviors.  

 This research was carried out with 365 instructors working in 12 Faculties of Education in 

ADIM Universities in Turkey. The sample of the research can be expanded by taking 

support and conducted again at the regional level or so that it involves all of the faculties of 

education and all the administrative staff in Turkey. 

 The study can be conducted comparatively so that it involves the academic and/or 

administrative staff working at state universities and private universities.  

 By conducting qualitative research at faculty level, the reason why the instructors exhibit 

surface acting behaviors can be investigated.  
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 The results can be used to improve genuine acting behaviors and deep acting behaviors of 

the instructors (for school development).  

 By conducting qualitative research at faculty level, the reasons why the instructors with 

PhD degree exhibited deep acting behaviors less, and the reasons why continuance 

commitment levels of the research assistants were higher than those of the assistant 

professors, associate professors and professors can be investigated. 
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In this study, the effects of a documentary and a biographical film, which was watched in an informal 

environment, on the prospective science teachers’ nature of science (NOS) views were examined. The 

study conducted according to the mixed research methodology. The data were obtained through the 

open-ended questionnaire prepared by considering the consensus aspects of the NOS. The participants 

were shown a documentary-style biographical film about a cross-section of the life of a famous 

scientist. The findings show that there are changes in the participants' views on some of the consensus 

aspects of the nature of science. Some of these were in the desired direction, but the retention was 

weak. Also, some of the changes are in an undesirable direction such as to create a science myth. 

According to the results, it can be thought that films adapted from the history of science can be used to 

teach the nature of science. Since films produced for different purposes such as art and entertainment 

may cause problems in teaching the nature of science, it can be suggested to use such films in a more 

structured learning environment. 
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Introduction  

The nature of science brings together fields that study science, such as the history, sociology, 

and philosophy of science, and other fields that do not study science, such as psychology. In this way, 

the nature of science becomes the subject of an interdisciplinary effort to understand what science is, 

its function, how the scientific community is organized, and how science and society affect each other 

(McComas, Clough & Almozroa, 1998). Understanding the nature of science is necessary, not only for 

experts but for all those studying. Accordingly, science-literate individuals should have understanding 

and actions regarding some aspects of science and scientific knowledge (National Research Council 

[NRC], 2013; Ministry of Turkish National Education, 2006, 2018).  

If the different definitions put forward regarding the content of the nature of science should be 

examined, emphasis can be seen on the fact that science is a human activity. For example, when the 

approach known as consensus view (Abd-El-Khalick, Bell, & Lederman, 1998), which is largely 

structured by Lederman (2007) and known as the most adopted approach in the literature, is examined; 

Among the elements of the nature of science, which scientists and philosophers of science have 

reached consensus and are capable of covering all sciences, are science influences from social and 

cultural values (social and cultural influence). In addition, although it is not generally accepted as 

consensus, the nature of a widespread science is that science is part of social and cultural traditions 

(McComas & Olson, 2000). On the other hand, Matthews (2012) emphasizes the philosophy of 

science and especially its history and proposes it as a context for the teaching process in discussing 

and questioning the general features of science in social, cultural and ethical dimensions. 

Different methods and / or strategies are proposed for how the nature of science should be 

taught. According to the implicit strategy, the learner will learn the nature of science when he is 

involved in the process. According to some researchers, due to the lack of direct focus on the nature of 

science, it is considered limited in teaching NOS (Lederman, 1992; Abd-El-Khalick & Lederman, 

2000a). Against this, it is the explicit-reflective strategy, which is a more developed version of a 

strategy previously referred to as a direct strategy in the literature. The difference of this strategy from 

the previous one is that it gives the learner the opportunity to think, evaluate and infer about the nature 

of science in the process and to move the elements of the nature of science (especially the elements 

defined by the consensus view) into the learning environment (Abd-El-Khalick & Lederman, 2000a; 

Akerson & Volrich, 2006). Finally, according to the historical strategy, in the teaching process of the 

nature of science, the life of the scientists and the conditions such as science adventures or the story of 

an invention are tried to be brought into the classroom environment and thus, the learners are given a 

scientist perspective. In this way, the nature of science is taught in the teaching process (Şeker & 

Welsh, 2006). From the point of view of the strategies/methods proposed for teaching the nature of 
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science, it is clear that the historical strategy will give faith to learners to make sense of a social 

phenomenon like a social scientist. 

Matthews (2015), states that science subjects will become more concrete and understandable 

in a science teaching environment structured through examining the lives and studies of scientists. 

This is possible with the history of science. However, although the integration of HOS into the 

teaching process is difficult (Abd-El-Khalick & Lederman, 2000b), it is known that this approach is 

effective for prospective science teachers to understand the nature of science (Lin & Chen, 2002). On 

the other hand, science and history of science are phenomenon in which individuals interact in 

informal environments, especially through media such as films, documentaries, etc (van Dijck, 2006; 

Lewenstein, 1995).  

Media has a dizzying effect in guiding individuals and hence societies (Çelebi & Çopur, 2019; 

Aydemir & Demirkan, 2018). Therefore, it is an undeniable fact that the media, which is a part of the 

out-of-school learning environment, plays an important role in learning, creating perception, 

developing opinions and understanding. Films, which are one of the media channels, carry ideas and 

information more effectively than written texts (Cohen, 1999 as cited in Trier, 2002). In this regard, 

movies are one of the tools that indirectly affect the cultural views of people (Jarvie, 1970). The use of 

movies in teaching and teacher training has been suggested for some time (Tan 2006; Trier 2002). 

From the point of view of science education, there are many factors (TV, social media, 

magazines, newspapers, travels, etc.) in out-of-school learning environments, as well as movies and 

television programs, and it is known to be effective in the development of science literacy (Kavak, 

Tufan & Demirelli 2006; Dhingra, 2003). When the science education literature is analyzed, it is seen 

that the use of films in science education is also recommended (Sürmeli, 2012; Cavanaugh & 

Cavanaugh, 2004; Segall, 2002). However, the results obtained from some studies on the use of films 

and television programs show that especially films based on fiction and science (eg science fiction) 

cause misconceptions (Bixler, 2007; Barnett, Wagner, Gatling, Anderson, Houle & Kafka, 2006). On 

the other hand, there are studies showing that presenting biographies and scenes that encourage 

thinking from historical documentary films in a context-based learning environment are useful in 

open-reflective teaching of certain dimensions of the nature of science (Seçkin Kapucu, Çakmakçı & 

Aydoğdu, 2015; Çakmakcı, 2017). 

Apart from the studies for the formal use of different film types; the informal and incidental 

(encountered in daily life out of the school) effect of films inspired by the history of science on their 

understanding of the nature of science is also important. It is also known that such films are not 

produced with specific didactic purposes, such as the teaching of the nature of science. No studies 

have been found on the informal effect of such films on views about the nature of science. On the 

other hand, it is clear that the use of media tools in science education is a requirement today. For this 
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reason, teachers have the greatest responsibility in the development of science students' ability to 

evaluate such films and in the effective use of such films in science education (e.g. Critical Media 

Literacy, Torres & Mercado, 2006). At this point, it may be important to determine the impact of such 

films on teachers 'and prospective teachers' views on nature of science. As a matter of fact, in the 

teaching of the nature of science, it is necessary to focus primarily on teachers who are the 

determinants of the teaching environment (Lederman, 1992).  In this respect, the aim of this study is to 

determine the effects of the film adapted from the well-known scientist's biography on the prospective 

science teachers’ views about NOS.  

For the NOS framework, this study was based on a consensus view. According to the 

consensus view, instead of detailed discussions, science and scientific knowledge characteristics that 

are widely accepted in all fields (science, sociology, history of science and philosophy) should be 

taught (Brunner & Abd-El-Khalick, 2020). The aim of this view is to provide an appropriate and 

accessible understanding of both k12 and university students (Irzık & Nola, 2011). Different criticisms 

have been made for this view for a while (Allchin, 2017). However, in recent years, this view has 

become very effective as a specific NOS specification and has been adopted in many countries of the 

world as a template for curriculum creation and research for students 'and teachers' NOS insights. 

(Hodson & Wong, 2017). The aspects of the nature of general science in the field mentioned by the 

consensus view are as follows; (1) scientific knowledge, which includes “facts,” “theories,” and 

“laws” is both reliable and tentative, (2) empirically based, (3) subjective and/or theory-laden,(4) 

partly the product of human imagination and creativity,(5) subject to a distinction between 

observations and inferences, (6) and influenced by social and cultural factors; (7) and theories and 

laws are different types of knowledge (Lederman, 2007). These aspects adopted by the consensus 

view can be taught through the historical approach, which is one of the methods for teaching the 

nature of science (Niaz, 2016). For this reason, in this study, it is insulted from the idea that the 

consensus view constitutes a minimum ground that can be encountered in the history of science in 

general. 

Research questions 

In this context, research questions are; 

1. Is the film effective to change the NOS views of prospective science teachers? 

2. Is the change on NOS views of prospective science teachers, permanent?  

3. How do prospective science teachers express the reasons for the change in their views? 
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Method  

Desing 

In the study, qualitative data were collected concurrently within the experimental model as the 

single group pretest-posttest form and the retention was measured one month after the study. The sub-

questions of the study expand the scope of the study and required different data sets in this context. 

The 1
st
 and 2

nd
 problems require quantitative and the 3

rd
 problem requires qualitative data. The 

quantitative and qualitative data collected were analyzed and identified separately with appropriate 

methods but interpreted together. Considering these basic features of the study, it seems to be 

appropriate from the methodological point of view that embedded design of the mixed method can be 

used in the study. The main goal in a mixed methods research, based on multiple data collection by 

using different strategies, methods, and approaches, is to understand research problems better by 

combining qualitative and quantitative approaches (Johnson & Turner, 2003; Creswell, 2006). On the 

other hand, one of the important aims of mixed method researches is to expand the scope of the study 

by using different methods for the components of the research (Greene, Caracelli & Graham, 1989). 

Embedded design from mixed methods research designs allows a better understanding of what is 

being studied by enabling broad and alternative viewpoints (Creswell, 2003). The qualitative stages 

are integrated to support the experimental design (pre-experimental, post-experimental or on-

experiment), which is recommended for situations where single data sets are not enough and different 

questions requiring different data sets need to be answered (Creswell & Plano Clark, 2011).  

Participants 

This study was carried out with the second- and third-year prospective science teachers (PTS) 

attending to science education department of a university in Turkey. A total of 72 (16 men and 56 

women) PST participated in the study (43 are in the 3
rd

 semester and 29 are in the 5
th
 semester). 

Participants were selected from PST who haven’t taken HOS and NOS courses. PST with high, 

medium and low-grade point averages participated in the study. In addition, the participants were 

selected among the pre-service teachers who could not have any knowledge and experience of the film 

that was used in this study.  

Data Collection Instrument 

A questionnaire consisting of open-ended questions prepared by the researchers was used to 

collect data. While preparing the questionnaire literature about nature of science in science education 

was examined (“consensus view”, Lederman, 2007; Mc Comas et al., 1998). In this respect, the 

questionnaire includes seven propositions expressing the aspects of NOS and participants are required 

to write their justifications about each proposition. The general structure of the questionnaire is as 

follows (Table 1).  
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Table 1. The general structure of the questionnaire 

Propositions Question 

P1. Scientific knowledge has a changeable feature. 

What do you think about this 

claim? Please explain with 

justifications. 

P2. Scientific knowledge is based on experiment and observation. 

P3. Scientific knowledge has a subjective side. 

P4. Imagination and creativity have an impact on the production of 

scientific knowledge. 

P5. Scientific knowledge is affected by the social and cultural structure 

of the environment in which it is produced. 

P6. Observation and inference are different actions in science. 

P7. Theories and laws in science are different types of knowledges. 

 

Procedure 

The pre-application of questionnaire (pre-test) was at the beginning of the semester (2016-

2017) in the first week. After the application, the prospective teachers were informed about watching 

the film. In the second week, the film was watched together with the participants. Participants were 

reminded that they can take notes. In order to create an informal environment. Informal and more 

flexible incidental learning take place in an environment that is not structured and has no clear 

orientation (Marsick and Watkins, 1990). Therefore, the film was watched at the weekend and a 

comfortable environment was created for the participants. In the study, the film named “Einstein and 

Eddington”, which was broadcasted in 2008 and was not broadcasted in Turkey was watched. This 

film is both biographical and documentary (Martin, 2008). The film was chosen due to it was not 

science fiction. Because science fiction movies can hamper individuals’ ability of understanding and 

critical thinking about science (National Science Foundation [NSF] 2000). It was also reported and 

advised that this film is about some aspects of the nature of science in a philosophical analytical 

review (Kapucu, 2016) and handbook (e.g. Yenice, 2015). 

Scenarist Peter Moffat, who writes science fiction, wrote about the process of Einstein’s 

developing general relativity theory in the context of that period’s social and political environment 

(Martin, 2008). The film was watched with Turkish subtitles. The subtitle was checked by an expert 

who knows Turkish and necessary corrections were made. After watching the film, the questionnaire 

was given for the second time (post-test) to the prospective science teachers (Table 2). After one 

month, the questionnaire was applied to the same group for the third time to determine the retention of 

the film. In the first week, there was no content about the nature of science. Therefore, it was assumed 

that the course did not have content that directly influenced the participants’ understanding of the 

nature of science. 

  



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

110 

Table 2. Data collection process  

Applying Questionnaire Purpose 

1
st
 application of the questionnaire Determining participants’ views before the film. 

2
nd

 application of the questionnaire To investigate the views of the participants and the relation of 

views of the participants with the film. 

3
rd

 application of questionnaire (retention) Determining retention of the film on participants’ views. 
 

Data Analysis 

Quantitative analysis 

For the first two research questions of the study, the data obtained from the questionnaire were 

analyzed quantitatively. Qualitative data to be analyzed should be semantically divided into some 

categories to be graded (Abeyasekera, 2005). The answers of participants are divided into some 

semantic categories to determine whether they agree with the given propositions about nature of the 

science. The data were scored using rubric containing the qualifiers of these categories. 

Table 3. Rubric format  

Category 
Justifying the 

preposition 

Accepting the 

preposition 

Opposing the 

preposition 

No relation or No 

answer 

Score 3 2 1 0 

Qualifier 

Reasonable 

expressions, 

justifications, 

examples 

Accepting without 

justification, 

confirming 

 

Nonacceptance, 

refusal expressions 

Expressions that 

are not related to 

the proposition or 

no-answers  
 

Qualitative analysis  

In order to support quantitative findings and to answers the third research question, after the 

posttest, data were analyzed qualitatively. In the qualitative descriptive analysis, the propositions 

given in the questionnaire were used as a framework. The causal explanations made by the 

participants for these propositions were examined, some themes were formed based on the data that 

form a whole, even though they were directed towards different propositions. Data were organized and 

interpreted under the propositions expressing the themes obtained (Miles & Huberman, 1994). 

Validity and reliability  

The propositions that constituted the items on the questionnaire used in the study were taken 

from the literature (e.g. Lederman, 2007; Lederman, Abd-El-Khalick, Bell, & Schwartz, 2002). The 

rubric used in the evaluation of the answers was prepared based on expert opinions. In addition, after 

the questionnaire was prepared, it was applied to a group of 27 people for a pilot study. While 

evaluating the results of the pilot study according to the rubric, Turkish expressions of some of the 

propositions were revised and edited. Then, the questionnaire has taken its final form. After the main 

study, both quantitative and qualitative analysis of some of the data (N1: 25) were graded by a 
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different researcher. Following these two-independent evaluations, it was observed that there was a 

complete agreement on quantitative scoring and qualitative themes.  

Findings 

Findings of the quantitative analysis 

In order to analyze the data, first descriptive statistical analysis was conducted to determine 

the inferential statistical analysis that will be used. The results of the descriptive statistics are shown in 

Table 4. 

Table 4. Results of the descriptive analysis 

Statistics 

 Pretest Posttest Retention Test 

N Valid 72 72 72 

Missing 0 0 0 

Mean 16.2917 17.1806 16.5139 

Median 16.5000 17.5000 17.0000 

Mode 17.00 18.00 17.00 

Std. Deviation 1.84953 2.00230 1.92824 

Skewness -.058 -.158 .178 

Kurtosis -.697 -.802 -.348 

Minimum 13.00 13.00 13.00 

Maximum 20.00 21.00 21.00 
 

As can be seen from Table 4; mean, median and mode scores of pretest, posttest and retention 

test are very close to each other. Also, skewness and kurtosis values are between +/-1. Therefore, it 

can be said that the scores show normal distribution (George & Mallery, 2001). Hence, the results can 

be compared by using parametric tests. In order to compare pretest, posttest, and retention test scores, 

paired-sample t-test is used. The results are shown in Table 5.  

Table 5. Results of paired sample t-test for pretest and posttest  

Paired Samples Test 

Paired Differences 

 Mean Difference Std. Deviation t df Sig. (2-tailed) 

Pair 1 Pre – Post -.88889 1.76472 -4.274 71 .000 

Pair 2 Pre-Ret. -.22222 1.87813 -1.004 71 .319 
 

According to Table 5, there is a significant difference between pretest and posttest scores in 

favor of the posttest (t=-4.274, p<.05). In other words, prospective science teachers’ NOS scores have 

increased after watching the film. This result showed that the film affected PST’s NOS views 

significantly.  However, the difference between the pretest and retention test is not significant (t=-

1.004, p>.05). That is, there is no significant difference between the pretest and retention test. Hence, 

it can be said that the effect of the film is not retentive. After analyzing the total scores, the result of 

each preposition is analyzed in the following part. 
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Findings based on propositions 

Effect of the film  

Descriptive statistics obtained from each preposition in the questionnaire are analyzed. The 

results are shown in Table 6. 

Table 6. Pre-test and post-test statistics of each preposition 

 Mean N Std. Deviation Std. Error Mean 

Pair 1 P1-Pre 2.63 72 .659 .078 

P1-Post 2.82 72 .484 .057 

Pair 2 P2-Pre 2.42 72 .666 .078 

P2-Post 2.57 72 .668 .079 

Pair 3 P3-Pre 1.49 72 .605 .071 

P3-Post 1.65 72 .715 .084 

Pair 4 P4-Pre 2.31 72 .705 .083 

P4-Post 2.53 72 .712 .084 

Pair 5 P5-Pre 2.22 72 .587 .069 

P5-Post 2.72 72 .481 .057 

Pair 6 P6-Pre 2.43 72 .885 .104 

P6-Post 2.40 72 .833 .098 

Pair 7 P7-Pre 2.81 72 .597 .070 

P7-Post 2.49 72 .839 .099 

 

Table 7. Pre-test and post-test comparisons of the prepositions 

 Paired Differences 

 Mean Std. Deviation t df Sig. (2-tailed) 

Pair 1 P1-Pre / P1-Post -.194 .664 -2.486 71 .015 

Pair 2 P2-Pre / P2-Post -.153 .597 -2.171 71 .033 

Pair 3 P3-Pre / P3-Post -.167 .650 -2.176 71 .033 

Pair 4 P4-Pre / P4-Post -.222 .676 -2.789 71 .007 

Pair 5 P5-Pre / P5-Post -.500 .805 -5.271 71 .000 

Pair 6 P6-Pre / P6-Post .028 .712 .331 71 .741 

Pair 7 P7-Pre / P7-Post .319 .688 3.937 71 .000 

 

When pretest averages of the participants are examined, it can be said that the NOS scores of 

the participants are high. However, there is a significant difference between the scores of propositions 

(P1. Scientific knowledge has a changeable feature; P2. Scientific knowledge is based on experiment 

and observation; P3. Scientific knowledge has a subjective side; P4. Imagination and creativity have 

an impact on the production of scientific knowledge; P5. Scientific knowledge is affected by the social 

and cultural structure of the environment in which it is produced) in favor of the posttest.  In other 

words, the film has had a positive effect on these propositions. But for P7 (Theories and laws in 

science are different types of scientific knowledge), there is a significant difference between pre and 

posttest scores in the favor of pretest. This means the film had negatively affected participants' NOS 

views for this preposition. Also, there was no significant difference in the views of the participants for 
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P6 (Observation and inference are different actions in science). These results showed that the film 

affected most of the participants' views about NOS. 

Retention 

In order to determine the retention of the effect of the film on the NOS views of prospective 

science teachers for each preposition, a retention test was applied one month after the posttest. The 

descriptive and inferential statistic results are given below. 

Table 8. Descriptive statistics for retention test  

  Pretest Retention Test 

 N Mean Std. D. Mean Std. D. 

P1 72 2.63 0.65 2.74 0.53 

P2 72 2.42 0.66 2.50 0.73 

P3 72 1.49 0.61 1.65 0.70 

P4 72 2.31 0.71 2.39 0.76 

P5 72 2.22 0.59 2.44 0.73 

P6 72 2.43 0.89 2.32 0.85 

P7 72 2.81 0.60 2.47 0.82 

 

Table 9. Pre-test and retention test comparisons of the prepositions 

 Paired Differences 

 Mean Std. Deviation t df Sig. (2-tailed) 

Pair 1 P1-pre / P1-ret. -.11 .72 -1.30 71 .20 

Pair 2 P2- pre / P2-ret. -.08 .67 -1.06 71 .29 

Pair 3 P3- pre / P3-ret. -.16 .63 -2.25 71 .03 

Pair 4 P4- pre / P4-ret. -.08 .75 -.95 71 .35 

Pair 5 P5- pre / P5-ret. -.22 .97 -1.95 71 .06 

Pair 6 P6- pre / P6-ret. .11 .70 1.34 71 .18 

Pair 7 P7- pre / P7-ret. .33 .67 4.21 71 .00 

 

Although there was no significant difference between pretest and retention test in total scores, 

it is seen that the film had a retentive effect on P3. Although there is a significant difference between 

pretest and retention test for P7 propositions, this difference is in the favor of pretest. This means that 

negative effect of the film on participants' NOS views for this preposition is retentive.  The film does 

not have a retentive effect on the prepositions P1, P2, P4, P5, and P6. 

Findings of the qualitative analysis 

The justifications made by the participants in the questionnaire were also analyzed 

qualitatively for supportive purposes. The following thematic propositions have been reached 

explaining the approaches of teacher candidates towards the reasons for changing their views. These 

propositions are aimed at the reasons for the views which are determined to change significantly as a 

result of quantitative analysis. 
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Generation of the theory  

1. The history of a new theory emerges that scientific knowledge is open to change, and the 

most important indicators of the impact of imagination and creativity (P1 and P4). 

According to almost all of the participants who changed their views; The reason Einstein 

wanted to put forward a new theory is that he imagined that the old knowledge was inadequate and 

that it should change.  

“Einstein recognizes a lack that he encounters in the old knowledge and thinks that new 

knowledge is needed. He daydreams and asks questions. In the end, he suddenly becomes 

enlightened, finding the mind ... He tests new scientific knowledge with his imagination and 

proposes a new one, completely replacing old knowledge.” (Q1) 

Social environment 

2. One of the reasons behind the scientific reactions to a new scientific idea may be the socio-

cultural environment in which science is made and the commitment to the previous theory (P3 and 

P5). 

According to the participants who changed their views in the desired direction, the reactions 

of British scientists who supported the old theory in the film stem from both their commitment to the 

old theory and the war between the two countries. This influenced Einstein's work. 

“The film reveals that some British scientists are opposed to Einstein's ideas, and it turns out 

that the son of the most opposed person died in battle. He reflects his anger on the Germans to 

Einstein. They remove Einstein's book from the library. However, Einstein is not satisfied with 

the situation.” (Q2) 

Observation; testing the theory 

3. The test of the new idea in science shows that scientific knowledge is empirical (P2). 

According to the participants, although Einstein's views have been criticized in advance, the 

fact that his theory has been tested by Edington shows that science must be based on observation. 

“I think that no matter how logical a scientific idea is produced; it should be corrected by 

experiment or observation. For example, the idea of Einstein's herpes in the film is accepted 

scientifically after the observation of Edington” (Q3) 

Verification and subsequent events 

4. If knowledge in science is initially a theory, it may eventually become a definitively 

acceptable law (P7). 
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According to the participant explanations for the only view (P7) that changed in an 

undesirable direction; In spite of those who react to Einstein, the fact that his theory aroused great 

influence in the world of science at the end of the film is an indication that scientific knowledge will 

ultimately come to an invariable form that everyone can accept.  

“Initially, Einstein's idea was a theory, which eventually became a more acceptable theory 

thanks to Edington. Recently (relativity) was confirmed. I think there will be something like 

the law in the future.” (Q4) 

Discussion  

The results showed that, although in the pretest, the participants’ views were relatively high on 

the consensual aspects of the nature of science, the film caused significant and desired changes in the 

views of PST in terms of both total scores and propositions (P1, P2, P3, P4, P5). However, the 

quantitative results of the persistence test, which was performed approximately one month after the 

study, indicated that the persistence of the effect of the film is not significant. On the other hand, when 

the results of qualitative data obtained from the causal explanations of the participants are examined, it 

is seen that the opinions are based on the scenario of the film. Accordingly, some elements of the story 

in the scenario gave messages that are reasonable and unreasonable messages about the nature of 

science. 

The findings of the study supported studies showing that media tools, especially films, can 

influence attitudes, understanding, perceptions, and views related to science (Laprise & Winrich, 

2010; Sürmeli, 2012; Cavanaugh & Cavanaugh, 2004; Segall, 2002). In general, it can be stated that 

the film led to an increase in agreement on the views related to the understanding of the nature of 

science in an intended way. When the literature is examined, it is seen that this film is suggested. 

Kapucu (2016) emphasized in his philosophical analytical review, where he examined the scenario of 

this film in term of philosophy, that the film could be used for teaching the nature of science in certain 

dimensions. In another aspect, this study examines the messages this film gives to the audience rather 

than the researcher. Although the findings obtained in this study are not for formal education, they 

seem to support Kapucu (2016)’s prediction. However, the effect of the film was not significantly 

retentive. A possible reason for the decrease in the retention test may be different informal factors in 

this process. On the other hand, the negative effects of the film were also seen.  

There may be three possible main reasons for the unintended changes in the views of 

participants. These are the way that film is used in the study, misconceptions of the participants and 

scenario quality. In studies where films are used in science teaching; it is stated that science fiction 

films can develop misunderstandings depending on the scripts of the films (Dhingra, 2003; Bixler, 

2007; Barnett et al., 2006). Although the film used in this study is a documentary, it was filmed for a 

different purpose. The goal of the filmmakers is to inform the public about science or to portray it in a 
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funny and engaging way-not, to tell the truth of science (Logan, 2001). In this respect, while watching 

the film, participants were not directed for educational purposes. Therefore, it can be said that the 

participants received different messages from the same scenario. 

Another important factor is the lack of prior knowledge of the participants related to the 

concepts of science. This effect is highly possible since there is no guidance in the film. The lack of 

prior knowledge of the participants related to some concepts (theory, hypothesis, etc.) may cause some 

myths (e.g. P7) of science (McComas, 1996; 1998)  

Apart from the fictional character of the film scenario and possible pre-mythical 

assumptions/misconceptions of the participants, it can be said that there are possible limitations of the 

study that are effective in the results of the study. These limitations can be listed as; not watching the 

film in a teaching program or in a teaching environment, lack of discussions while watching the film, 

watching the film for the first time and some other factors in the process until retention test.  

Conclusion and Recommendations  

In this context, findings provide some important clues in terms of the teaching of the nature of 

science. First of these is that it may be appropriate to use such historical approaches in the teaching of 

the nature of science in the context of a more structured method to avoid misleading subjective 

interpretations. This can also increase retention. For example, it is stated that the film may contribute 

especially in terms of conventional understandings of NOS in the activities prepared within the scope 

of some studies related to the nature of science (Özcan, 2013; Yenice, 2015).  

However, it is difficult to say that this film is a good informally teaching tool, although it is 

recommended for the teaching of the nature of science. The results of this study show that some 

measures are necessary for the context of the use of the history of science. At best, it can be used by 

comparing with real historical sources. Hence, as Allchin (2003) expresses, many historical narratives 

are influential in myth formation and share a rhetorical myth architecture that misleads them. For this 

reason, we need a different history type that conveys the nature of science in a more effective way 

rather than have more history in science education. For history of science to be meaningful, the 

philosophy of science must be considered in the teaching process because the philosophy of science 

emerges spontaneously in the usual teaching environments (Matthews, 2015). The second clue is that 

if the concepts presented through combination of science and fiction have some wrong aspects, there 

can be seen unintended effects (Dhingra, 2003). Thus, combination of the use of films and the 

discussion environments of current teaching methods can give positive results.  

These discussions about science lead students not only to understand concepts but also to 

develop their ability to think critically and analyze the world (Settlage & Southerland, 2007). Thirdly, 

it is also possible to give concepts related to the nature of science explicitly through films. This 
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approach can be used, similar to the integrated approach expressed by Niaz (2016), with the 

integration of a reflective approach (Duschl & Grandy, 2012) and the historical approach (Khishfe & 

Abd-ElKhalick, 2002) in which films are used. Another important clue is that if NOS understandings 

are measured through agreeing or disagreeing with a given proposition, it may be misleading. To 

overcome this handicap, participants should be given opportunity to justify their argument and 

exemplify their point. Indeed, even in science fiction films, a proposed approach at this point is to 

discuss how certain scientific concepts are used in a story (Smith, Scott & Coskrey 1990). In 

summary, history of science has a unique value for understanding the nature of science. Therefore, the 

methods of using history of science in teaching environments should be appropriate to this value.  
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Abstract 

This study aimed to examine metaphorical perceptions of 4th-grade primary school students on the 

concept of "peace". The study was conducted with Turkish and Syrian students who attend primary 

schools in Sanlıurfa, a city on the west eastern part of Turkey during the fall semester of 2019-2020 

academic year. The results of the study showed that Turkish students produced a total of 39 valid 

metaphors clustered under seven conceptual categories and Syrian students produced a total of 34 

valid metaphors clustered under seven conceptual categories. While five categories were common for 

both groups, two categories were different. The categories of unity and solidarity, tranquility and 

happiness, conditions for peace, peace as a valuable thing, freedom, possibility/impossibility were 

common for both groups. Therefore, the findings from Turkish and Syrian students' metaphors were 

presented together with a comparative approach under these categories. The category of 

need/necessity for the metaphors by Turkish students and the category of symbols for peace for the 

metaphors by Syrian students were examined separately. 
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Introduction 

"Peace" is mentioned in the quotes of many important figures in the history: "Peace at home, 

peace in the world" by Mustafa Kemal Atatürk, the founder of Turkish Republic, "Peace does not 

mean an absence of conflicts; differences will always be there. Peace means solving these differences 

through peaceful means; through dialogue, education, knowledge; and through humane way" by Dalai 

Lama, "Peace is not a relationship of nations. It is a condition of mind brought about by a serenity of 

soul. Peace is not merely the absence of war. It is also a state of mind. Lasting peace can come only to 

peaceful people" by Jawaharlal Nehru, the Prime Minister of India in 1947. However, humanity has 

been in constant conflicts and wars for political, social, religious, etc. reasons. Since the 20th century, 

the world has witnessed two World Wars, Vietnam War, North Korea and South Korea War, Gulf 

War, Arab Spring wars, war between Israel and Afghanistan, civil war in Syria since 2011 and 

regional conflicts and terrorist activities. Millions of innocent people of all ages have died as a result 

of such wars and conflicts. In addition to wars, at the basis of all kinds of conflicts, violence, injustice, 

violence against children and women among individuals lies the absence of peace. 

The definition of peace has changed in the historical process. Looking at the articles written in 

the 17th century, peace was defined as the absence of war and direct violence (Dobrosielski, 1987). 

This definition was accepted for many years. Then, in the second half of the 20th century, peace was 

defined in the 1960s as continuing competitive violence between political units.  During the end of 

1960s, the opinion that not only the wars and direct violence but also indirect violence built through 

social, economic and political systems caused people to suffer or die began to prevail. In other words, 

structural violence such as poverty, scarcity, diseases, discrimination against minorities, and ignoring 

human rights emerged (Hicks, 1987). Galtung (1995) defined peace as the absence of direct and 

indirect violence and later, the definition turned into peace as the elimination of all aspects of 

injustice. In this context, the first definition is seen as negative peace and the other as positive peace. 

Below is a holistic understanding of peace and violence by Castro and Galace (2019) in Figure 1. 

PEACE 

Negative Peace          Positive Peace 

Direct violence    Structural violence 

(war, woman and child abuse, torture)        (poverty, hunger) 

       Socio-cultural violence 

       (racism, religious intolerance) 

       Ecological violence 

       (pollution, overconsumption) 

                   VIOLENCE 

Figure 1. Holistic understanding of peace and violence by Castor and Galace (2019). 
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Today peace is classified as personal peace, interpersonal peace, social peace, global peace, 

peace between humans and the Earth and beyond. The personal peace means having self-respect, love 

and inner peace. Interpersonal peace means having tolerance and love for other people and 

cooperating with them. Social peace means having tolerance and love for different groups and 

cooperating with them. Global peace means having no conflicts with nations, having tolerance and 

love for other nations and cooperating with them. Finally, peace between humans, the Earth and 

beyond means respect for the environment (Castro and Galace, 2019). 

Nowadays, peace means that people try to resolve their conflicts together, respect the 

principles of justice, meet their basic needs, and value human rights (Harris and Morrison, 2003). As a 

result, the concept of peace is handled with concepts such as war, violence, respect, tolerance, justice, 

equality, unity, togetherness, inner peace. Today, peace is needed to solve all kinds of violence, 

conflict and war between individuals, different communities and countries. In order to establish and 

maintain peace, on the other hand, conditions such as love, respect, tolerance, justice, equality, unity 

and solidarity are needed. Each of these concepts are important values. Values can be defined as 

beliefs influencing and shaping our behaviors, thoughts over the course of our lives. Values can also 

be defined as the reflection of our wishes, choices and preferences, desired/undesired situations 

(Doğanay, 2006; Erdem, 2003; Güngör, 1998; Ulusoy and Dilmaç, 2012; Veugelers and Vedder, 

2003). At this point, education plays an important role in establishing and maintaining peace as well as 

decreasing the effects of any possible violence culture to occur and create a culture against the 

violence culture (Erbaş, 2018; Kerem and Kamaraj, 2006; Keskin and Keskin, 2009). Peace is one the 

core values in all teaching programs, especially in Turkish Language Teaching and Social Studies 

lessons (MNE, 2019).  According to Yılmaz (2003), measures to be taken to establish peace in a 

society and in the world other than education will not guarantee a long-lasting peace. Likewise, 

UNESCO (2002) states that education  plays a vital role in establishing peace and the aims of the 

education systems should be to enable and promote economic and social growth, to raise people who 

respect human rights, to make democratic involvement possible and to settle peace (UNESCO, 2002). 

In this context, peace should be included in hidden or formal curricula as in the form of value 

education consisting of   moral education, civic education, citizenship education, etc, or the students 

should be provided with peace education (Elkatmış, 2009; Matthews, 2002; Tarman and Kuran, 2014).   

Cooper (1965) stated that when children reach the age of six, they begin to develop ideas 

about war and peace, while according to Hakvoort and Oppenheimer (1998) children develop ideas for 

the concepts of peace and war around the age of seven-eight In his study, Cooper (1965) stated that 

children are able to produce fewer ideas about peace than war and associate peace with the concepts of 

unity, silence, lack of war and violence and friendship. Galtung (1969), on the other hand, stated that 

children between the ages of seven-eleven see peace as the absence of conflict, calmness, silence and 

peace. Students at the age of twelve can add more abstract meanings to the concept of peace and 
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express opinions on issues such as establishing peace (Galtung, 1969; Hakvoort and Oppenheimer, 

1998). Similarly, the study by Hagglund (1999) concluded that younger children associate peace with 

more abstract concepts such as friendship and older children with international cooperation, equality 

and compromise. About the experiences of children, McLernon and Cairns (2006) stated that children 

living in an environment of war and violence affect their views on peace and their processes of being 

peaceful. Likewise, Oppenheimer, Bar-Tal and Raviv (1999) mentioned that as children are influenced 

by the environment they live in and pass through social learning processes based on interaction and 

observation, their perceptions on peace and war are directly affected by their environment. In this 

context, there are studies stating that children in war environment regard peace as freedom movement 

while children who do not experience war see peace as non-violence environment and unity, 

togetherness (Myers-Bowman, Walker, and Myers-Walls, 2005; Spielmann, 1986). However, even if 

children live far from the war environment, it is stated that factors such as age, gender, family status, 

media tools such as television, internet, peer groups may cause children to have certain perceptions 

about war and peace (Costello and Phelps, 1994; Oppenheimer, 2006). 

In addition to these studies, there are other studies in the literature on the metaphors of 

children of different age groups towards peace (Bulut and Koca, 2017; Çelikkaya and Seyhan, 2017; 

Kanatlı and Schreglmann, 2017; Kılcan, 2013; Şan and Yılmaz, 2016; Topçu and Çelik, 2015). In 

these studies, participants produced such metaphors as happiness, life source, unity and solidarity. 

Especially, the researches by Biaggio, De Souza and Martini (2004) done with adolescents in Portugal, 

Brazil, Chile, Germany and the United States; by Biton (2006) with Israeli and Palestinian youths; 

Coughlin, Mayers, Dizard and Bordin (2009) with children from the Middle East (the United Arab 

Emirates) and the United States and by Ummanel (2018) with North and South Cypriot children on 

peace, war and violence are important as this research also compares the perceptions of children on 

peace. 

This study aims to examine the metaphorical perceptions of Turkish and Syrian primary 

school students on the concept of "peace". The study was held in Sanlıurfa province in Turkey. The 

city is of great importance for some reasons. First, it has been hosting hundreds of thousands of Syrian 

refugees since the outbreak of civil war in 2011. Then, the city in on Turkey-Syria border; that is why, 

many refugees prefer to settle in there. According to the report by the Ministry of Interior Directorate 

General of Migration Management (2020), the number of the registered Syrian refugees in the city is 

422.729. According to the statistical reports, the number of Syrian students continuing their education 

in kindergarten, primary, secondary and high schools in the city center is about 70.000. This number 

goes up to about 250.000 together with the towns of the city (Karademir and Doğan, 2019; MNE, 

2019). Currently, Turkish and Syrian students are in the same schools and in the same classrooms. 

Many of these Syrian students have witnessed the devastating results of the civil war in their country 
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and as Sanlıurfa is very close to Syria, Turkish students have also witnessed many events since the 

civil war started. Turkish students are also aware of the terrorist attacks in Turkey.  

It can be claimed that the concepts of "war" and "peace" would have more meaning for both 

Turkish and Syrian students living in the city than any other students in other places. Therefore, this 

study is believed to be as it tries to determine what peace means for these students who have been 

witnessing the war very closely and who are in a multicultural environment. The study is also 

important to compare the metaphors and the reasons for the metaphors of the students who share the 

same atmosphere and same environment. It is also believed that together with the comparative studies 

in the literature (Biaggio, De Souza and Martini, 2004; Biton, 2006; Coughlin, Mayers, Dizard and 

Bordin, 2009; Ummanel, 2018), this study will contribute to the literature. As for value education, this 

study is believed to provide teachers and policy makers with valuable findings on how peace is 

perceived by the children of two countries with various ethnic and cultural backgrounds and what 

teaching and learning environment should be organized in terms of value education and/or peace 

education programs.  

 Regarding the main purpose of this study, the following sub-questions have been generated. 

 1. What are the metaphorical perceptions of Turkish students on peace? 

 2. Under what categories are Turkish students' metaphors are gathered? 

 3. What are the metaphorical perceptions of Syrian students on peace? 

 4. Under what categories are Syrian students' metaphors are gathered? 

Method 

Research Design 

This is a metaphor study. Metaphor is an effective way to express emotions, thoughts, 

experiences, abstract concepts with concrete ones, something unknown with another thing known 

(Perry and Cooper, 2001; Soysal and Afacan, 2012). The use of metaphors in teaching-learning 

environments enables to turn abstract concepts and values in concrete ones, encourages students to 

think, promotes students' vision and imagination (Tünkler, Tarman and Güven, 2016). In this study, 

the researcher tries to examine the concept of peace as a phenomenon depending on the study groups' 

experiences on the concept. Therefore; the study was conducted with phenomenological inquiry, one 

of the qualitative research methods. The aim of this design is to put forward the phenomena happening 

in individuals' daily lives, which can be in the form of experiences, perceptions and tendencies. In 

other words, with phenomenological design, we try to understand how people interpret and make 

sense of the experiences that they are aware but they may not have in-depth understanding of such 
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phenomena (Meriam, 2013; Yıldırım and Şimşek, 2013). In the study, the data were analyzed by 

content analysis. 

Study Group 

The study group consisted of 227 Turkish and Syrian 4
th
 grade primary school students who 

attend public schools in Sanlıurfa, Turkey during the fall semester of the academic year of 2019-2020. 

The participants were determined with criterion sampling, one of the purposeful sampling models. As 

this is a comparative study, the first criterion was to determine two student groups from two different 

nations. The second criterion was that students are supposed to have certain levels of communicational 

and literacy skills. Almost half of the study group consisted of Syrian students and the basic literacy 

skills of most of the Syrian studentsf at lower grades in primary schools are very limited. Therefore, 

the researcher preferred to study with the 4th grade students. While the gender of the participants is 

given in Table 1, the nationalities of them are given in Table 2.  

Table 1. Distribution of the study group according to gender 

Gender Number 

Male 124 

Female 103 

Total 227 

The majority of the study group consisted of male (103) students.  

Table 2. Distribution of the study according to nationality 

 

Data Collection 

The data of the study were collected from the primary schools students in a suburb area by the 

researcher himself. Each student was given a piece of paper with a prompt on it as "Peace is like 

............ because.............". Since the participants were primary school students and since almost half of 

the participants were Syrian students, whose mother tongue is Arabic, the researcher and the 

classroom teachers gave some examples of metaphors and their reasons. Besides, for the Syrian 

students, the researcher prepared the data collection form in Arabic so that they might prefer to fill it 

in their mother tongue as they might feel more comfortable with it. All the participants were asked to 

write a metaphor and reasons for the concept. The students were given 20 minutes to fill the form and 

later, the forms were collected for data analysis. The forms filled in Arabic were translated into 

Turkish by an instructor at the faculty of theology at Harran University. 

Nationality Number 

Turkish 117 

Syrian 110 

Total 227 
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Data Analysis 

The data obtained from the data collection tool were analyzed through content analysis 

technique. Metaphor studies in the literature were also examined in terms of data analysis. The 

fundamental step in content analysis is to gather similar data within the framework of specific 

concepts and themes and to interpret and organize them in a clear way for readers to understand 

(Yıldırım & Şimşek, 2013).  The metaphors produced by the participants were analyzed using the 

following five stages (Saban, Koçbeker and Saban, 2006):  

1. Naming: Firstly, the forms filled by Turkish and Syrian students were separately and the 

name of the metaphors were simply coded as bird, friend, sky, tree etc., during which the papers 

with no metaphors or reasons for metaphors were marked as "description" or "no metaphor". The 

forms which did not have either metaphors or reasons for metaphors were eliminated at this stage 

and a total of 106 forms by Turkish students and 89 by Syrian students were obtained.  

2. Sorting (clarification and elimination) stage: Following the stage, the raw data analyzed 

in terms of the topic, the vehicle and the ground in order to eliminate those which are poorly 

structured one from the well-structured ones. At this stage, the forms were eliminated for the second 

time by deciding on whether the metaphors and descriptions or reasons for metaphors are logically 

connected to each other. At the end of this stage, 10 forms by Turkish students and 7 by Syrian 

students were eliminated.  

3. Sample metaphor compilation and categorization stage: After second stage 96 valid 

metaphors by Turkish students and 77 valid metaphors y Syrian students were ordered alphabetically 

and analyzed to choose a sample expression for each metaphor. This compiling process was made to 

validate the analysis and interpretation of the collected data and to use the compiling for grouping 

the metaphors under certain categories. The researcher reached a sample metaphor list in which each 

one of the metaphors was analyzed in terms of the subject and source of the metaphor and logical 

connection between the subject and source. Finally, each metaphor image was set into one of seven 

categories for both participant groups. While deciding on the categories, the researcher found and 

read some studies on the metaphorical perceptions of primary school students on the concept of 

"peace" (Bulut and Koca, 2017; Çelikkaya and Seyhan, 2017; Kanatlı and Schreglmann, 2017; 

Kılcan, 2013; Şan and Yılmaz, 2016; Topçu and Çelik, 2015). 

4. Establishing the inter-rater reliability rate: In order to assess the consistency of the 

coding system in the study, the list consisting of exemplar metaphors in alphabetic order and sample 

expressions for each metaphor and another list consisting of 7 conceptual categories with a brief 

description developed by the researcher were given to an outside researcher who has made metaphor 

studies. The outside researcher was asked to read the metaphor expressions and put each into one of 

seven categories. Agreement on these coding by the coders was calculated using Miles and 
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Huberman's (1994) formula (Reliability= Agreement/Agreement + Disagreement). The level of 

agreement was found to be .92.  

5. Analyzing the data quantitatively: In the last stage of data analysis, all the metaphors and 

conceptual categories for Turkish and Syrian students were entered into an Excel spreadsheet, where 

percentage and frequency values were calculated. 

Findings 

In this part of the study, metaphors on peace produced by the students were analyzed. Firstly, 

the metaphors obtained in the study were presented generally and then the metaphors in the conceptual 

categories were given and compared. 

Overall Findings 

The first sub-question of the research is “What are the metaphorical perceptions of Turkish 

students in primary school on peace?”, and the metaphors by the students are given in Table 3. During 

the data analysis of the research, using the related data, it was determined that 96 Turkish students 

produced 39 well-structured metaphors. 

Table 3. Metaphors produced by Turkish students related to the phenomenon of peace 

Number Metaphor f % Number Metaphor f % 

1 Friend/Friendship 18 18,75 21 Heaven 1 1,04 

2 Love 15 15,63 22 Knot 1 1,04 

3 Happiness 10 10,42 23 Diamond 1 1,04 

4 Flower 4 4,17 24 Sky 1 1,04 

5 Sibling/Brotherhood 4 4,17 25 Tolerance 1 1,04 

6 Dream 3 3,13 26 Spring 1 1,04 

7 Sun 3 3,13 27 Human 1 1,04 

8 Turkey 2 2,08 28 Goodness 1 1,04 

9 Life 2 2,08 29 Heart 1 1,04 

10 Helpfulness  2 2,08 30 Unity 1 1,04 

11 Trust 2 2,08 31 Cake 1 1,04 

12 Tranquility 2 2,08 32 Clothe 1 1,04 

13 Water 2 2,08 33 Mercy 1 1,04 

14 Tree  2 2,08 34 Breath 1 1,04 

15 Bird 1 1,04 35 River 1 1,04 

16 Family 1 1,04 36 Promise 1 1,04 

17 Agreement 1 1,04 37 Dessert 1 1,04 

18 Understanding 1 1,04 38 Space 1 1,04 

19 Atmosphere 1 1,04 39 Victory 1 1,04 

20 Ice 1 1,04  Total 96 100 

 

According to Table 3, the most used metaphors are friend/friendship (f=18), love (f=15), and 

happiness (f=10). It can be said that the students preferred to produce both abstract (love, friendship, 

understanding, mercy, etc.) and concrete figures or concepts as metaphors (bird, flower, tree, cake, 
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clothe, etc). The metaphors of the students on the concept of peace are gathered under 7 categories 

(Table 4). These are "unity and solidarity", "tranquility and happiness", "conditions for peace", 

"need/necessity", "peace as a valuable thing", "freedom", "possibility/impossibility". 

Table 4. The categories and metaphors related to the phenomenon of peace by Turkish students 

Categories Metaphors The Number of Metaphors f % 

 

 

 

Unity and Solidarity 

Friend/Friendship (14)                    

Sibling/brotherhood (4)                    

Love (2)                           

Tree (2)                                             

Help/helpfulness (2)  

Family (1) 

Knot (1) 

Amalgamation (1) 

Turkey (1) 

 

 

 

9 

 

 

 

28 

 

 

 

29,17 

 

 

 

 

Tranquility and 

Happiness 

Happiness (10)                             

Love (6)                                       

Tranquility (2)                              

Friend (2)                                     

Ice (1)                                          

Heaven (1) 

Dream (1) 

Spring (1) 

Shining sun (1) 

Dessert (1)        

Homeland (1) 

 

 

 

 

11 

 

 

 

 

 

 

27 

 

 

 

 

28,13 

 

 

 

Conditions for 

Peace 

Love (3)                                      

Friendship (2)                                

Agreement (2)                             

Goodness (1)                               

Promise (1) 

Tolerance (1) 

Understanding (1) 

Trust (1) 

Mercifulness (1) 

 

 

 

 

9 

 

 

 

 

 

12 

 

 

 

 

12,50 

 

 

 

Need/Necessity 

Love (4)                                       

Life (2)                                         

Water (2)                                      

Heart (1)  

Clothe (1) 

Breath (1) 

Trust (1) 

 

 

 

7 

 

 

 

12 

 

 

 

12,50 

 

 

Peace as a valuable 

thing 

Flower (4)        

Sun (2) 

Atmosphere (1)  

Cake (1) 

Diamond (1) 

 

 

5 

 

 

9 

 

 

9,38 

 

 

Freedom 

Bird (1) 

River (1) 

Sky (1) 

Turkey (1) 

Victory (1) 

 

 

5 

 

 

5 

 

 

5,20 

Possibility/ 

Impossibility 

Dream (1) 

Human (1) 

Space (1) 

 

3 

 

3 

 

3,12 

All categories-Total  49 96 100 
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In Table 4, it can be seen that the participants produced the most metaphors under the category 

of unity and solidarity (f=28, 29,17%), which is followed by tranquility and happiness (f=27, 28,13%). 

Under the categories of conditions for peace and need/necessity, the participants produced 12 

(12,50%) metaphors for each category. The least metaphors were under the categories of freedom 

(f=5, 5,20%) and possibility/impossibility (f=3, 3,12%). 

The second sub-question of the research is “What are the metaphorical perceptions of Syrian 

students on peace?” and the metaphors by the students are given in Table 5. During the data analysis 

of the research, it was determined that 77 Syrian students produced 34 well-structured metaphors.  

Table 5.  Metaphors produced by Syrian students related to the phenomenon of peace 

Number Metaphor f % Number Metaphor f % 

1 Friend/Friendship 20 25,98 18 Living in peace 1 1,30 

2 Love 7 9,10 19 Book 1 1,30 

3 Sibling/Brotherhood 7 9,10 20 Cologne 1 1,30 

4 Sun/Sunny weather 4 5,19 21 A town without war 1 1,30 

5 Bird 3 3,89 22 Happiness 1 1,30 

6 Chocolate 2 2,59 23 Wind 1 1,30 

7 Compassion/sympathy 2 2,59 24 Hug 1 1,30 

8 Dove 2 2,59 25 War 1 1,30 

9 Game 2 2,59 26 Water 1 1,30 

10 Flower 2 2,59 27 Candy 1 1,30 

11 Garden 2 2,59 28 Honesty 1 1,30 

12 Valuable/Beautiful thing 2 2,59 29 Smile 1 1,30 

13 Tree 1 1,30 30 Key 1 1,30 

14 Mother 1 1,30 31 Dessert 1 1,30 

15 White color 1 1,30 32 Kite 1 1,30 

16 Biscuit 1 1,30 33 Turkey 1 1,30 

17 Strawberry 1 1,30 34 Unique beauty 1 1,30 

     Total 77 100 

 

According to Table 5, the most used metaphors are friend/friendship (f=20), love (f=7), and 

happiness (f=7). It can be said that the students preferred mostly concrete figures or concepts like bird, 

chocolate, tree, key, kite, etc. as metaphors. The metaphors of the students on the concept of peace are 

gathered under 7 categories (Table 6). These are "unity and solidarity", "peace as a valuable thing", 

"tranquility and happiness", "conditions for peace", "freedom", "symbols for peace", 

"possibility/impossibility". 
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Table 6. The categories and metaphors related to the phenomenon of peace by Syrian students 

Categories Metaphors The Number of  

Metaphors 

F % 

 

 

Unity  

and Solidarity 

Friend/friendship (19)                    

Sibling/brotherhood (7)                    

Game (2) 

Book (1) 

Love (1)                           

Tree (1)                                             

Turkey (1) 

 

 

 

7 

 

 

 

32 

 

 

 

41,56 

 

 

 

 

 

Peace as a valuable 

thing 

Chocolate (2) 

Flower (2) 

Garden (2) 

Valuable/beautiful thing (2) 

Biscuit (1) 

Candy (1) 

Dessert (1) 

Love (1) 

Mother (1) 

Strawberry (1) 

Sun (1) 

Unique beauty (1) 

Water (1) 

 

 

 

 

13 

 

 

 

 

17 

 

 

 

 

22,08 

 

 

 

Tranquility and 

Happiness 

Sunny/beautiful weather (2) 

Cologne (1) 

Friend (1) 

Happiness (1) 

Hug (1) 

Living in peace (1) 

Smile (1) 

Wind (1) 

 

 

 

8 

 

 

 

 

 

10 

 

 

 

12,99 

 

Conditions for 

Peace 

Love (5)                                      

Compassion/sympathy (2) 

Honesty (1) 

 

3 

 

 

8 

 

10,39 

 

Symbols for Peace 

Dove (2) 

White color (1) 

Key (1) 

 

3 

 

4 

 

5,19 

Freedom Bird (3) 

Kite (1) 

2 4 5,19 

Possibility/ 

Impossibility 

A town without war (1) 

War (1) 

2 2 2,60 

All categories-

Total 

 38 77 100 

 

In Table 6, it can be seen that the participants produced the most metaphors under the category 

of unity and solidarity (f=32, 41,56%), which is followed by  peace as a valuable thing (f=17, 

22,08%), tranquility and happiness (f=10, 12,99%) and conditions for peace (f=8, 10,39%). Under the 

categories of symbols for peace and freedom, the participants produced 12 (12,50%) metaphors for 

each category. The least metaphors were under the categories of freedom (f=5, 5,20%) and 

possibility/impossibility (f=3, 3,12%). 
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Conceptual Categories Related to Peace  

This part of the study presents the findings related to categories of metaphors by Turkish and 

Syrian students. There are seven categories for each participant group. The categories of unity and 

solidarity, tranquility and happiness, conditions for peace, peace as a valuable thing, freedom, 

possibility/impossibility are common for both groups. Therefore, the findings from Turkish and Syrian 

students' metaphors are provided together with a comparative approach under these categories. The 

category of need/necessity for the metaphors by Turkish students and the category of symbols for 

peace for the metaphors by Syrian students are examined separately. While giving direct quotations 

from the forms, "P and number" was used for the participant.    

Unity and Solidarity 

In this study, "unity and solidarity" was determined as the first conceptual category for both 

groups. In this category, 28 Turkish students produced 9 well-structured metaphors, while 32 Syrian 

students produced 7 well-structured metaphors. The metaphor "friend/friendship" has the most 

frequency. 14 Turkish and 19 Syrian students preferred to use this metaphor for peace.  The metaphor 

sibling/brotherhood (f=4) followed friend/friendship and was the second the most frequent. For 

instance, one participant says " Peace is like friendship because friends are good to each other" (P95), 

while another one says "we can have peace with friendship" (P31). These two students and the 12 

participants believe that friendship is very important to succeed peace. Similarly, 4 students in this 

category think that brotherhood relation is a way to establish or have peace. For example, one student 

(P168) "Peace is like our siblings because we are always together and we love and care about each 

other ." 

Tranquility and Happiness 

The second category in this study is tranquility and happiness. 27 Turkish students produced 

11 well-structured metaphors.  In this category, happiness (f=10) and love (f=6) have the most 

frequency. It can be said from the metaphors that the participants reflect their image on peace with 

mostly abstract (happiness, love, tranquility, dream, spring etc.), which give them happiness and 

tranquility. For instance, one student mentions "Peace is like happiness because when there is 

peace, there is also happiness" (P3) another says "Peace is like love because if we don't want fight, 

we need to love people and have peace then" (P168). Another student thinks that peace is like 

heaven because people live in peace in the heaven (P23). 

While the category of tranquility and happiness was the second one for the metaphors by 

Turkish students, it was the third category for the metaphors by Syrian students. Under this 

category, 10 Syrian students produced 8 well-structured metaphors. Among the metaphors, 

"sunny/beautiful weather" have the most frequency (f=2). The other metaphors (cologne, friend, 
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happiness, hug, living in space, smile and wind) were each produced once. One student states that 

"peace is like sunny weather because the sun warms the cockles of our heart" (P116). Another 

student mentions "Peace is like cologne because it refreshes me and gives me peace when I feel 

suffocated" (P108). 

Conditions for Peace 

The category of conditions for peace is the third one for Turkish students' metaphors, while 

it is the fourth one for Syrian students' metaphors. In this category, 12 Turkish students produced 9 

well-structured metaphors. Love (f=3) and friendship (f=2) in this category have the most 

frequency. It can be said that the participants in this category believe there are certain conditions to 

have peace. For these students, the absence of such conditions as love, friendship, trust, agreement, 

promise, etc. will destroy peace. One student says "Peace is like love because if people love each 

other, they can live in peace" (P158), while another one says "Peace is like mercifulness because it 

teaches us peace" (P72). 

On the other hand, 8 Syrian students produced 3 well-structured metaphors. Similar to the 

most frequent metaphor by Turkish students, love (f=5) in this category has the most frequency. This 

metaphor is followed by compassion/sympathy (f=2) and honesty (f=1). Like Turkish students, Syrian 

students also believe that love is the most important condition for peace. One student says that "Peace 

is like love because love means peace and when there is peace, there is also love" (P157). Another 

Syrian student mentions that "Peace is like compassion/sympathy because there is love and peace in 

compassion" (P136). And another student says that "Peace is like honesty. If there is no honesty, peace 

is impossible" (P145). 

Need/Necessity 

This category is the fourth one for the metaphors produced on peace by Turkish students. 

Under the category, 12 Turkish students produced 7 well-structured metaphors. As in the category of 

conditions for peace, love (f=4) is the most frequent one. The metaphors life (f=2) and water (f=2) 

follow the metaphor love. For instance, one student thinks that "peace is like love because if there is 

love, we live in comfort and peace is a need for that comfortable life" (P161). Another student believes 

that "peace is like life because the life becomes more difficult without peace" (P51). Another student 

who uses water as a metaphor states that "peace is like water we cannot live without water and we 

cannot live without peace" (P89).  

Peace as A Valuable Thing 

The category of peace as a valuable thing is the fifth category for the metaphors by Turkish 

students, while it is the second one for the metaphors by Syrian students. While 9 Turkish students 

produced 5 well-structured metaphors, 17 Syrian students produced 13 metaphors under the category. 
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Flower (f=4) by Turkish student has the most frequency, which is followed by sun (f=2). The 

metaphors chocolate, flower, garden, beautiful thing by Syrian students are each produced twice, 

while the other metaphors like biscuit, candy, dessert, strawberry, etc. are each produced once. One 

Turkish student believes that "peace is like flowers because they are delicate and they need care" 

(P24). Like this student, one Syrian student also believes that "peace is like flower because flowers are 

very valuable and we must protect them" (P131). Another Turkish student thinks that "peace is like 

sun because peace enlightens everywhere as does the sun" (P45). And one of the Syrian students states 

that "peace is like chocolate because when there is peace, I become so happy as I do when I eat 

chocolate" (P137). 

Symbols for Peace 

This category is the fifth one for the metaphors produced on peace by Syrian students. Under 

the category, 4 students produced 3 well-structured metaphors. The metaphors are dove (f=2), white 

color (f=1) and key (f=1). The students who think that peace is like dove both state that "dove is the 

symbol for peace" (P146 and P154). Another Syrian student mention that "peace is like white color 

because white is pure and stainless" (P135), while the other student says that "peace is like a key 

because key is the symbol for peace and it opens doors" (P143).  

Freedom 

The category of freedom is the sixth category for the metaphors produced by both Turkish and 

Syrian students. While 5 Turkish students produced 5 well-structured metaphors, 4 Syrian students 

produced 2 metaphors under the category. The metaphors produced by Turkish students are bird (f=1), 

river (f=1), sky (f=1), Turkey (f=1) and victory (f=1). On the other hand, Syrian students used bird 

(f=2) and kite (f=1) as metaphors for peace. For instance, one of the Turkish students in this category 

states that "peace is like bird because it flies freely wherever it wishes" (P71) and another Turkish 

student thinks that "peace is like Turkey because there is peace in Turkey" (P172). Under the category, 

3 Syrian students (P128, P130, P139) used bird as the metaphor for peace and all of them draw 

attention on the fly of birds freely. Especially one of them (P128) states that "peace is like a bird 

because birds fly freely everywhere and I want to be free, too". By such a statement, the Syrian student 

may have thought of the chaotic situation in his/her country. Considering the category, both Turkish 

and Syrian students established a bond between peace and freedom by using bird, kite, sky, Turkey, 

etc. as metaphors for peace.  

Possibility/Impossibility 

The seventh and the last category for the metaphors by both Turkish and Syrian students is the 

possibility or impossibility of peace. While 3 Turkish students produced 3 metaphors (dream, human 

and space), 2 Syrian students produced 2 metaphors (a town without a war and war) for peace. One of 
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the Turkish students believes that peace is not possible by saying that "peace is like a dream because 

there is no peace in the world; having peace in the world is a dream" (P91). Another Turkish student 

thinks that "peace is like human because people are the ones who protect or destroy peace" (P59). The 

other Turkish student states that "peace is like space because once peace is established, it becomes 

infinite like space" (P174). 

Syrian students, on the other hand, established a bond between peace and war. While one of 

the students states that "peace is like a town without a war because it would be very nice if people 

were not fighting in my town, but they are fighting and there will be never be peace there" (P111), the 

other student believes that "peace is like war because wars never end" (P117). 

It can be concluded that as the witness of the civil war closely, some Turkish students do not 

believe in the possibility of peace as they know that the war has been continuing for years. But they 

also believe that if people can truly establish peace, it can last for long times as does one of the Syrian 

students. 

Discussion, Conclusion and Recommendations 

This study aimed to determine 4th-grade primary school students' metaphoric perceptions of 

the concept of "peace" and the following metaphors had the highest frequency: friend/friendship, love, 

happiness, sibling/brotherhood by Syrian students have the highest frequency. Similar findings were 

found in the studies by Bulut and Koca, 2017; Çelikkaya and Seyhan, 2017; Kanatlı and Schreglmann, 

2017; Kılcan, 2013; Şan and Yılmaz, 2016. As pointed out by Lakoff and Johnson (2003) the age 

groups of the samples in metaphor studies may be different, but common concepts may stem from 

similar experiences. Considering the metaphors in this and other similar studies can indicate that 

participants showed positive emotions for peace. It can also be said that the metaphors 

friend/friendship, love, happiness, sibling/brotherhood focus on the interpersonal peace (Castro and 

Galace, 2019), which mean having tolerance and love for other people and cooperating with them. 

These metaphors may have been produced by the students as they may have a lovely and friendly 

environment or in contrast, they may be hoping to have such a lovely and friendly environment. A 

further research should be made with teachers and students of such multinational and/or multicultural 

classes and observations should done to find out the answer of the question.  

Most of the Turkish and Syrian students produced one sentence to give reasons to their 

metaphors as in the studies by Coughlin, et al 2009; Çapar, 2019; Ummanel, 2018. There may be some 

reasons for this finding. First, the students participating this study attend schools in suburban area. The 

classrooms are unfortunately very crowded and there are tens of Syrian students in each class. 

Teachers of such classes strive to teach the subjects and also Turkish to Syrian students and even to 

some Turkish students (from different ethnicities) as their mother tongue is different from Turkish. 
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Therefore, it can be said that the low level of language competency of students may have led them 

produce short sentences. The students in this study are nine-ten years old; that is to say, they are still at 

the concrete operational stage, which means that though their thinking becomes more logical children 

can think concrete events. Cooper (1965) claims that children at these ages can produce fewer ideas 

about peace than war. 

For certain societies collectivism, unity, internal harmony are key features and vital factors to 

establish and maintain peace (Oppenheimer and Kuipers, 2003). Turkey has been struggling against 

terrorist movements both in and outside of Turkey for a long time. Just about four years ago, there was 

a coup attempt by terrorists and this coup was suppressed by the Turkish government and citizens 

together in a unity. Unity and tranquility are two vital aims of Turkish citizens to be able to live in 

peace. They believe that they can overcome any problems with unity and live in tranquility as they did 

in the Independence War and in the recent coup attempt in June 15th, 2016. The Syrians living in 

Turkey, on the other hand, also saw such events and the success of Turkish citizens and the 

government to suppress them. The Syrians also know that there many groups in conflict in their 

country and there is not unity, and thus there is no solution. Therefore, it is not surprising that "unity 

and solidarity" and "tranquility and happiness" are in the first three conceptual categories for both 

Turkish and Syrian students. In line with this view, Groff (2002) states that peace means unity, having 

good relations with each other and tranquility as it does in Turkey. And the children under the age of 

eleven may perceive peace as the absence of a dispute, and harmony (Galtung, 1969; Umanel, 2018). 

In this study, The metaphors of friend/friendship, happiness, love, sibling/brotherhood, tranquility, 

Turkey, sunny/beautiful weather in the conceptual categories of unit/solidarity and 

tranquility/happiness may all imply that the students in this study live in peace together. To support 

this implication, the findings of some studies in the south-eastern provinces like Salıurfa, Gaziantep, 

Kilis, Mardin, Batman, where millions of refugees live, are worth considering. The harmonization 

process of Syrian refugees living in south-eastern provinces relatively appears to be more comfortable. 

The main reasons for such a more comfortable process are listed as follows in the researches: the 

Syrian refugees' having relatives in the region, living their religious beliefs comfortably, having less 

difficulty in establishing relationships with the people in the region as they can find many people 

whose mother tongue is Arabic, Kurdish, not having a sense of discrimination or strangeness (Apak, 

2014 and 2015; Deniz, Hulur and Ekinci, 2016; Eryaman & Evran, 2019; Kaya, 2015; Kaypak and 

Bimay, 2016).  

Another result of this study is that both the Turkish and Syrian students sees peace as "a 

valuable thing", which is not a surprising result as we think of the civil war in Syria since 2011. 

Considering the metaphors of love, mother, water, sun, atmosphere by the students, it can be argued 

that they saw peace as a vital thing for living. It can also be said that both group are aware of the fact 
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that in case of absence of peace, they lose their freedom, which another conceptual category in this 

study, have to leave their countries to avoid devastating results of war. However, a total of five 

Turkish and Syrian students believe that peace is something impossible and perceive it as the absence 

of war, as defined in the 17th century. Similarly, Şan and Yılmaz (2016) found two categories on 

peace as contemporary/short-term and permanent. Bulut and Koca (2017) also found the category of 

difficulty of establishing peace and the metaphor dream is included in the category of difficulty of 

establishing peace. Another study by Biton (2006) examining the meaning of peace for Israeli and 

Palestinian youths, show that while Israeli students regard peace as a negative entity (the absence of 

violence), Palestinian students regard peace as something stable and associate peace with political 

independence, freedom and justice. As underlined by some researches (Myers-Bowman, Walker, and 

Myers-Walls, 2005; Spielmann, 1986; Walls, 2005), children in war environment regard peace as 

freedom movement, while children who do not experience war see peace as non-violence environment 

and unity, togetherness. Depending on the findings of these researches together with the ones in this 

study, it can be concluded that although both the Turkish and Syrian students have been witnessing 

and experiencing the civil war very closely, majority of them perceive peace as unity, togetherness, 

tranquility, freedom and valuable thing. However, there are still few students who think that peace is 

impossible. 

In conclusion, it is seen that most of the students participating in this study produced positive 

metaphors and just a few students mentioned about war. The reason why similar metaphors and 

categories by Turkish and Syrian students were obtained in this study can be grounded on the 

following factors. Firstly, the ages of the participants in this study are between nine and ten. This 

means that Syrians students were either born in Turkey or they moved to Turkey when they were 

babies. In any cases, they started their education in Turkey and share the same neighborhoods, same 

schools, same classes and even same desks with Turkish students and they also use same textbooks, 

study on same topics and subjects under the same teaching programs. Shortly, it can be said that these 

children have integrated into the Turkish education system even though they are from different 

cultures. Secondly, it can be claimed that most or almost all of the students in this study are the 

members of the families who believe in the same religion, which heavily emphasizes on the 

importance of peace, unity, love, honesty, etc. It can be thought that these children may have been 

hearing similar religious discourses on the vitality of peace from their families. Thirdly, the students in 

this study have been witnessing the devastating effects and results of the civil war in Syria very 

closely. As mentioned before in this paper, the city where the Turkish students live is on the border of 

Syria. Another remarkable fact about the city is that there are various ethnicities living together in 

peace and this has not changed even after the arrival of Syrians except some isolated events.  
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This study focused on the metaphorical perceptions of primary school Turkish and Syrian 

students living in Sanlıurfa, a city in south-west part of Turkey. There are many Syrians and other 

people from various foreign countries living in the country. Further researches on peace can be done 

with the Syrians at different age groups living in the other parts of Turkey and with other foreigners. 

Comparative studies like this study can be done on other values like honesty, helpfulness, respect for 

diversity etc. Depending on the results of the studies so far and the future studies, values education 

programs should be updated and revised. 
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Abstract 

This study aimed to determine the effect of teaching model developed on coding education on 

students' self-efficacy and attitude towards technology. The research was conducted on 64 students 

who were the 5
th
, 6

th
 and 7

th
 grades of a secondary school during the fall semester of 2018-2019 

academic years. The research was designed in accordance with the exploratory sequential design from 

mixed research designs. The data were collected through the programming self-efficacy scale, the 

technology attitude scale and semi-structured interview form. The results of the analysis of 

quantitative data indicated that the model developed for coding education had a positive effect on 

students' programming self-efficacy and attitudes towards technology. It was found that the students 

expressed positive opinions about coding education. The students think that coding education 

facilitates the teaching of many different subjects such as mathematics and science. The students also 

think that they can do many activities such as code/program writing, designing games and robots, and 

solving problems with their coding education. 

Keywords: Coding, Self-Efficacy, Technology, Attitude, Secondary School 

DOI: 10.29329/epasr.2020.251.8  

                                                           
1 Computer Engineer msc, MEF International School, Izmir, Turkey, ORCID: 0000-0002-7899-0070 Email: 

okalgozde@hotmail.com  

2 Assoc. Prof. Dr., Muş Alparslan University, Faculty of Education, Muş, Turkey, ORCID: 0000-0002-5374-4025 Email: 

bekir58bekir@gmail.com  

3 Assoc. Prof. Dr., Çanakkale Onsekiz Mart University, Çanakkale, Turkey, ORCID iD: 0000-0002-4949-2275  

Correspondence: serkantimur42@gmail.com  



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

144 

Introduction  

The introduction of the concepts of Industry 4.0 and Society 5.0, which emerged with the 

rapid change in technology, has changed the skills and equipment that countries expect from 

individuals. Countries need individuals who have critical thinking and problem-solving skills, 

technology literacy, leadership skills, flexibility and adaptability. In addition to these skills, countries 

expect individuals to have computational thinking skills, including algorithms, necessary for solving 

encountered problems (Wing, 2006). Computational thinking involves the use of algorithms in the 

solution of an existing problem (Choi, Lee & Lee, 2016). In addition, algorithmic thinking has an 

effect on individuals' ability to design and use the algorithm related to the problem. Ziatdinov and 

Musa (2012) stated that algorithmic thinking skill is to write necessary algorithm for the solution of 

the problem through logical reasoning about a problem. Therefore, coding skills, which are considered 

to be one of the main components of logical reasoning and regarded among 21st century skills, are 

also important for countries (European Commission, 2014). 

Coding education is defined as a process that includes algorithm, connection between software 

and hardware, basic structures such as expressions and loops of programming languages (Yükseltürk 

& Altıok, 2016). In another definition, coding education involves writing codes via using program 

languages to solve a given problem (Arabacıoğlu, Bülbül & Filiz, 2007). However, the difficulty in 

understanding programming tools and programming languages, inadequate student self-efficacy and 

inadequate infrastructure make code writing process difficult (Byrne & Lyons, 2001; Futschek, 2006). 

In particular, writing text-based codes is one of the issues that students experience problems and have 

difficulty (Özmen & Altun, 2014). Difficulty in the code writing process makes it difficult to teach the 

logic of algorithm. In coding education, the important thing is to teach students the logic of algorithm 

(Ala-Mutka, 2004). Therefore, planning the process well, making programming languages more visual 

and interesting, facilitating, and eliminating infrastructure deficiencies will facilitate the provision of 

coding education. 

Countries are carrying out studies in order to provide coding education to students in an easy 

way. As a result of these studies, countries have facilitated to created different programming 

languages such as “code.org, Scracth, MBlock” and integrated them into the curriculum. For example, 

in the studies conducted on code.org, tens of hours of coding curriculum was created in order to enable 

students to learn programming comfortably and the developed coding education were translated into 

34 different languages to reach everyone (Code.org, 2015). The aim of programming languages such 

as Scracth, MBlock, code.org is to enable students to teach programming languages easily and enable 

students to practice with the learned information (Resnick et al., 2009). In this way, students can 

create their own games, animations and stories by using programming languages and logical reasoning 

(Taylor, Harlow & Forret, 2010). 
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With coding education, students create their own games, write codes related to a problem and 

contribute to the development of students' many different skills enabled researchers to conduct studies 

in this field. When the literature is examined, it is understood that many studies have been conducted 

for students. In these studies, it has been concluded that coding education enable students to be taught 

concepts related in mathematics and informatics, and students develop skills such as critical thinking, 

problem solving, creative and algorithmic thinking (Grover & Pea, 2013; Monroy-Hern´andez & 

Resnick, 2008; Oluk & Korkmaz, 2016; Penmetcha, 2012; Shin, Park & Bae, 2013). 

In this context, in today's world where Community 5.0 is experienced, coding education has an 

important role in having necessary skills and equipment for the survival of individuals. Coding 

education is important to adapt to the community 5.0 process. Therefore, many countries such as USA, 

UK, Belgium, Spain have coding education in their curriculum. Countries have integrated coding 

education into teaching programs to develop problem solving, logical reasoning, computational and 

algorithmic thinking skills (Balanskat & Engelhardt, 2014). When the literature is examined, many 

studies on coding education have been made at national and international level. It is observed that the 

studies on coding education have increased especially in the last two decades. In these studies, the 

possible effects of coding education were examined on various dependent variables (e.g. academic 

achievement, problem solving skills, programming self-efficacy and opinions about coding) (Calder, 

2010; Çetin, 2012; Shin & Park, 2014).  However, there are no studies in which the effect of coding 

education on programming self-efficacy and technology attitudes are considered together and different 

class levels are examined comparatively. Moreover, when the studies on coding education are 

analyzed methodically, it is understood that they are done with qualitative or quantitative research 

methods. However, mixed method studies were not very common which use both quantitative and 

qualitative data. In this study, exploratory sequential design method was used among mixed method 

researches in order to reveal whether coding education is effective or not. The aim of this study is to 

determine the effect of teaching model developed for coding education on students' programming self-

efficacy and attitudes towards technology. To this end, the following research questions were sought 

for the answer: 

1. Is there a significant difference between the programming self-efficacy scores of 5
th
, 

6th and 7th grade students in which the model developed for coding education is applied? 

2. Is there a meaningful difference between the attitudes towards technology of 5
th
, 6

th
 

and 7th grade students in which the model developed for coding education is applied? 

3. What are the opinions of 5
th
, 6

th
 and 7

th
 grade students regarding the coding education 

in which the model developed for coding education is applied? 
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Method  

Research Design 

Mixed method was used in the study. Mixed method research is a type of research in which 

qualitative and quantitative research approaches are combined together (Johnson et. Al., 2007). In this 

study, exploratory sequential design is used among the mixed research methods. In this pattern, 

quantitative data is primarily collected and analyzed. Then, qualitative data is collected and analyzed 

to support quantitative data. The results obtained from the quantitative and qualitative data are 

interpreted together. Within the scope of this study, primarily data were collected and analyzed 

through the quantitative data collection tools. Afterwards, next stage was processed in which 

qualitative data were collected and analyzed. Quantitative and qualitative data were interpreted 

together and the research results were presented. The quantitative dimension of the study was designed 

in accordance with the single-group pre-test and post-test quasi-experimental design. In this design, 

the independent variable is applied. In this design, measurements are made before and after the 

application (Cohen & Manion, 1997). This design is one of the weakest designs among the quasi-

experimental designs (Yamak, Bulut & Dündar, 2014). However, the use of this design is appropriate 

to the nature of the research in studies where a new training module is developed and applied 

(Creswell, 2012). Within the scope of this study, an instructional model for coding education was 

developed and applied to the 5th, 6th and 7th grades. Therefore, due to the nature of this study, single 

group pre-test-post-test quasi-experimental design was used. The qualitative part of the study was 

designed in accordance with the phenomenology design. Phenomenology is preferred to obtain 

detailed information from the people who have past experience about the phenomenon or event being 

focused (Yıldırım & Şimşek, 2011). Within the scope of this study, it was aimed to reveal the opinions 

of secondary school students about coding education. 

Research Group 

The research group of the study consisted of 64 people attending 5th, 6th and 7th grades of a 

secondary school in Malatya during the fall semester of 2018-2019 academic year. The purposeful 

sampling method among the non-probable sampling methods and easily accessible case sampling 

among these sampling was selected to set the research group. In this sampling, the researchers decide 

who will be selected and choose the most appropriate sample for the purpose of the research (Balcı, 

2016). In this sampling, it provides the researchers time and effort in order to select the most suitable 

group for which the study will be performed (Platton, 2002). Within the scope of this study, there are 

certain reasons for choosing an easily accessible sampling method. These are: (1) the implementation 

will take place during a semester, (2) providing the necessary infrastructure for coding education, and 

(3) meetings were hold with the school administration and parents, information was provided about 
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the coding education and the agreement of school administration and parents to conduct this research 

are among the reasons. 

Data Collection Tools 

“Programming Self-Efficacy Scale”, “Attitude Scale towards Technology” and “Semi-

Structured Interview Form” were used within the scope of the study. In this study, quantitative data 

collection tools are supported by qualitative data collection tools. 

Programming Self-efficacy Scale (PSS) 

“The Programming Self-Efficacy Scale” with 5-point Likert type items by Kukul, Gökçearslan 

and Günbatar (2017) was used within scope of the research. The scale was developed to measure the 

programming self-efficacy levels of secondary school students. The final version of the programming 

self-efficacy scale was 31-items one-factor model. For the validity and reliability of the scale, 

exploratory and confirmatory factor analyzes were performed. As a result of the analysis, the 

researchers found that the scale was a valid and reliable one to measure the programming self-efficacy 

levels of secondary school students. In the scope of this study, the reliability of the PSS scale was also 

examined. The Cronbach's alpha value of the scale was found to be “0.70” suffesting that that it can be 

used as a reliable instrument in this study. Sample items from the Programming Self-efficacy Scale are 

presented in Table 1. 

Table 1. Programming Self-efficacy Scale sample items 

 Items 

S
tr

o
n

g
ly

 

A
g

re
e 

A
g

re
e 

N
o

t 
S

u
re

 

D
is

ag
re

e 

S
tr

o
n

g
ly

 

D
is

ag
re

e 
1 I can understand that a confusing problem whether a 

programming problem or not. 

     

18 I can use a loop instead of repetitive commands.      

31 I can explain my software project step by step.      

Students' Attitude Scale towards Technology (SAST) 

The SAST with 5-point Likert type items  developed by Yurdugül and Aşkar (2008) was was 

developed to measure students' general attitudes towards technology. In order to raise the validity of 

SAST, exploratory and confirmatory factor analyzes were performed. As a result, 24-items four-factor 

model was obtained from exploratory and confirmatory factor analyzes. The Cronbach's alpha value of 

the scale was found to be “0.82”. these results indicated that the SAST can be used as a valid and 

reliable instrument  to measure secondary school students’ attitudes towards technology. Sample items 

related to the SAST scale are given in Table 2. 
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Table 2. Sample items fromthe SAST 

 Items 

S
tr

o
n

g
ly

 

A
g

re
e 

A
g

re
e 

N
o

t 
S

u
re

 

D
is

ag
re

e 

S
tr

o
n

g
ly

 

D
is

ag
re

e 

1 I will probably choose a technology-related 

profession. 

     

14 We must use less technology since it causes pollution.      

24 Everyone can be good in the field of technology.      

Semi-Structured Interview Form 

In the study, semi-structured interviews were conducted to reveal the views of secondary 

school students about coding education. In the research, the purpose of including the semi-structured 

interview form is to provide the opportunity to the researchers to hold the course of the interview in 

their own hands (Merriam, 2009). “The Interview Form towards Coding Education (IFCE)” which 

was used in the interview of secondary school students consists of 5 questions and was formed by the 

researchers. After the first form of the 5-question included form, the researchers took the opinion of 

two experts in coding education. As a result of the interviews, the interview form was finalized. After 

the interview form was developed, the pilot implementation was first administered to 5 students. 

During the implementations, the students were asked whether there were unclear places in the form. 

After the pilot application, the interview form was finalized. Semi-structured interviews were 

conducted for two weeks after coding education. The interviews lasted approximately in 7 minutes for 

each student. Sample questions regarding the semi-structured interview form are given in Figure 1. 

1. What do you think about coding education? 
 

2. Which of the courses do you think that the coding education contribute? 
 

3. What are the contributions of coding education to your courses? 

Figure 1. Sample Questions from Semi-Structured Interview Form 

Teaching Model Application Process for Coding Education 

The instructional model for coding education, which was established within the scope of the 

study, was designed and implemented based on the information technologies gains of Information 

Technology and Software course and the idea of Informatics Workshops mentioned in the 2023 

Education vision report. The application process is detailed in below. 
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Table 3. Practical Procedures about Implementation 

Practical Procedures 

Duration  Implementation of Developed 

Teaching Model for Coding 

Education  

Pictures Related to Applications/Descriptions 

Week 1  Implementation of pre-test  

Week 2  Explanation of problem concept In order to improve our problem-solving ability, first of 

all, the definition of the problem concept has been made. 

A good understanding of the problem is very important 

as it will determine the steps of the created algorithm to 

solve the problem. While solving the problem; problem 

solving strategies are taught such as making inferences, 

tool-purpose analysis, disassembling, moving from part 

to whole and bringing solutions together. 

Week 3 Explanation of Algorithms and 

Flowcharts 

The benefits of algorithmic thinking are underlined by 

mentioning that we use algorithmic processes in many 

activities in our daily lives. In order to express the 

algorithms visually, flowcharts and their representations 

are taught. 

Week 4 Algorithm and Flow Chart sample 

application 

Algorithm and flow chart drawing for the sum of the 

given numbers. For example, sum of numbers up to 10. 

 
Week 5 Algorithm and Flow Chart sample 

application 

Algorithm and flow chart drawing to calculate the 

average of the three given numbers  

 
Week 6 Sample application Traffic crossing algorithm and flow chart drawing 

Week 7 & 8 1. Programming languages, 

Block-based information is given, 

Code.org structure is mentioned. 

code.org 

 

Week 9 & 

10 

Arduino trainings are provided to learn 

basic electronic knowledge. 

In the content of Arduino training, the operating 

mechanisms of the sensors and their intended use 

are shown. 
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MBlock Program  MBlock program is introduced in detail. 

 
Week 11-

15 

1. Led Lighting 

2. Running Light Application 

3. Traffic Light Application 

4. Sound production with Buzzer 

5. Musical Notes 

6. Piano Making 

7. Buzzer Application with Button 

8. Police Siren and Strobe Light 

Application 

9. Parking Sensor applications were 

made. 

 

Example 1: Led Lighting 

 
MBlock Code 

 
Example 2. Traffic Light Application 

 
MBlock Code
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Week 16 4. In our Robotics and Coding course 

to commemorate of acceptance of 

National Anthem at March 12, the 

National Anthem playing application 

was developed of waving flag with the 

servo motor that we can move at the 

desired angle with the help of the 

buzzer and the potentiometer. 

 
Week 17 

& 18 

Implementation of post-tests 1. Application of post-tests 

2. Conducting semi-structured interviews 

 

The implementation of the model developed for coding education has progressed as (1) 

preparation stage, (2) pre-tests implementation, (3) realization of the implementation process and (4) 

post-tests implementation. Before the codification education, the informatics classroom of the school 

was arranged, the tools and equipment required for the applications were provided and made ready for 

use. After the preparations were completed, pre-test applications were carried out in the first week, 

applications were carried out for the next 15 weeks and the last two weeks were finalized through 

making post-test implementations. The application photos are given in Figure 2. 

 
Intelligence class 

 
Running light application 

 
National Anthem 

application 

 

 
Waving flag application with servo 

motor 

 

Figure 2. The application photos 
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Data Analysis 

In the analysis of the quantitative data obtained within the scope of the research, SPSS was 

used (Version 22.0). Two steps were followed for analysis. Firstly, Kolmogorov-Smirnov test was 

used to determine whether the data sets showed homogeneous distribution. According to the results of 

Kolmogorov-Smirnov test, it was found that the difference scores obtained by subtracting the pre-test 

from the PSS and SAST post-test showed normal distribution. Moreover, the kurtosis and skewness 

coefficients of the difference scores are at the normal distribution level. Because of the homogeneous 

distribution of the obtained data, dependent groups t-test was used for dependent groups and One-Way 

ANOVA test was used to analyze whether the mean differences between the groups were statistically 

significant or not. 

The data collected through the “Interview Form for Coding Education (IFCE)” developed by 

the researchers in the research was subjected to content analysis. As a result of the interviews, 448 

minutes of audio recording was created. After the researchers transcribed the entire audio recordings, 

the data were coded separately by the researchers. In this coding process, parts of consensus and 

disagreement were determined. The coders were met again on the codes with disagreement and, the 

consensus was reached on the codes as a result of these meetings. In this study, coder reliability was 

calculated with the formula [(Consensus / “Consensus + Disagreement”) * 100] (Miles & Huberman, 

1994). The encoder reliability for this research was calculated as ((64/64 + 16) * 100) = 80%. As a 

result of the calculation, it can be stated that coding is reliable since it is over 80% compliance level 

stated by Miles and Huberma (1994). 

Findings 

One-Way ANOVA test was used to determine any significant difference between the pre-test 

and post-test mean scores of the PSS and SAST scale between 5
th
, 6

th
 and 7

th
 grades in which the 

developed model was applied for coding education. Descriptive statistics regarding the mean pre-test 

and post-test scores of the 5
th
, 6

th
, and 7

th
 grades were given in Table 4. 

Table 1. Descriptive Statistics of the 5
th
, 6

th
, and 7

th
 Grade PSS Scale Pre-Test and Post-Test Scores 

 Grade Level N M SD 

PSS pre-test 

5 28 85.93 13.71 

6 20 92.75 23.33 

7 16 97.19 21.88 

PSS post-test 

5 28 132.46 14.02 

6 20 120.75 11.99 

7 16 108.31 20.51 

According to the table 4, PSS pre-test mean score was the highest in 7
th
 grade depending on 

grade level. On the other hand, the highest score was found to be in the 5
th
 grade according to the 

mean scores of PSS post-test. One-Way ANOVA test was used to determine whether there was a 
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statistically significant difference between grade levels. The results of one-Way ANOVA test for the 

PSS pre-test scores are presented in Table 5. 

Table 2. One-way ANOVA test results related to the PSS Scale Pre-Test Scores of Grades 

 
Source of 

Variance 

Sum of 

squares 
df 

Mean of 

squares 
F p 

Significant 

difference 

PSS pre-test 

Inter group 1392.955 2 696.478 

1.88 0.16  Inner group 22606.045 61 370.591 

Total 23999.000 63  

 

When Table 5 was examined, it was found that there was no significant difference between 

the mean pre-test scores of the PSS according to grade level (F (2,61) = 1.88, p> .05). In other words, 

the programming self-efficacy of the classes was similar prior to implementation. 

One-way ANOVA test was used to assess the significance of the difference among the mean 

scores of PSS post-test scores among the three classes in which the developed model was applied for 

coding education. The results of one-Way ANOVA for the PSS  post-test scores are given in Table 6. 

Table 3. One-way ANOVA test results related to the PSS scale post-test scores of the classes 

 
Source of 

Variance 

Sum of 

squares 
df 

Mean of 

squares 
F p 

Significant 

difference 

PSS post-test 

Inter group 6057.33 2 3028.66 

12.87 .000 

5
h
-6

h
 

5
h
-7

h
 

6
h
-7

h
 

Inner group 14352.15 61 235.28 

Total 20409.48 63  

 

When Table 6 is examined, the PSS posttest scores differ significantly depending on the grade 

level (F (2,61) = 12.873, p <.05). In other words, PSS scale scores vary depending on grade level. 

Tukey test was used to find out which classes differ among the classes. According to Tukey test 

results, it was seen that the difference among 5
th
 grade (M = 132.46, Sd = 14.02) and 6

th
 grade (M = 

120.75, Sd = 11.99) and 7
th
 grade (M = 108.31, Sd = 20.51). In addition, there is a differentiation 

between 6
th
 grade (M = 120.75, Sd = 11.99) and 7

th
 grade (M = 108.31, Sd = 20.51). 

One-Way ANOVA test was used to determine any difference between pre-test and post-test 

mean scores of SAST among the 5
th
, 6

th
 and 7

th
 grades in which the developed model was applied for 

coding education. Descriptive statistics regarding the pre-test and post-test mean scores of the 5
th
, 6

th
, 

and 7
th
 grades of the SAST scale are given in Table 7. 

Table 4. Descriptive Statistics Regarding the Pre-test and Post-Test Scores of 5
th
, 6

th
, and 7

th
 SAST Scale 

 Grade Level N M SD 

SAST pre-test 

5 28 92.61 11.22 

6 20 91.10 10.47 

7 16 85.06 9.73 

SAST post-test 

5 28 100.21 12.01 

6 20 98.15 15.09 

7 16 85.13 14.61 
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When Table 7 is examined, it was seen that the pre-test and post-test mean scores of the SAST 

scale are highest in the 5
th
 grade depending on the grade level. 

One-way ANOVA test was used to determine the significance of the difference among the 

mean scores of pre-test scores of the SAST among the three classes in which the developed model was 

applied for coding education. One-Way ANOVA test results regarding the difference among the mean 

scores of SAST pre-tests are given in Table 8. 

Table 5. One-way ANOVA test results related to SAST pre-test scores of the classes 

 
Source of 

Variance 

Sum of 

squares 
df 

Mean of 

squares 
F p 

Significant 

difference 

SAST pre-test 

Inter group 600.584 2 300.292 

2.652 .079  Inner group 6907.416 61 113.236 

Total 7508.000 63  

 

Table 8 shows that there is no significant difference between the pre-test scores of the SAST 

scale depending on the grade levels (F (2-61) = 2,652 p> .05). In other words, there was no significant 

difference between the attitudes of the classes towards technology prior to application. 

One-way ANOVA test was used to determine the significance of the difference among the 

mean scores of post-test scores of the SAST scale among the three classes in which the developed 

model was applied for coding education. One-Way ANOVA test results related to the difference 

among the SAST post-test mean scores are given in Table 9. 

Table 6. One-way ANOVA test results related to SAST post-test scores of the classes 

 
Source of 

Variance 

Sum of 

squares 
df 

Mean of 

squares 
F p 

Significant 

difference 

SAST post-test 

Inter group 2479.34 2 1239.67 

6.61 .003 

 

1-3 

2-3 
Inner group 11427.01 61 187.32 

Total 13906.35 63  

 

When Table 9 is examined, the SAST scale post-test mean scores differ significantly 

depending on the grade level (F (2,61) = 6,618, p <.05). In other words, attitude scores towards 

technology vary according to class level. According to the results of the Tukey test, which was done to 

find out the differences among the classes, there is a difference between the 5
th
 grade (M = 100,21 S = 

12,010) and the 7
th
 grade (M = 85,13, S = 14,610) in addition to 6

th
 grade (M = 98,15, S = 15,097) and 

7
th
 grade (M = 85,13, S = 14,610). 

T-test was used for dependent groups in the comparison of the pre-test and post-test results of 

the PSS and SAST of 5
th
, 6

th
 and 7

th
 grades. The obtained results are given in Table 10. 
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Table 7. Indpendent sample t-test results of PSS and SAST scales 

Grade Scale Test  N M SD t p 

5
th

 

PSS 
Pre test 28 85.93 13.717 

12.207 .000** 
Post test 28 132.46 14.022 

SAST 
Pre test 28 92.61 11.226 

2.850 .008** 
Post test 28 100.21 12.010 

6
th

 

PSS 
Pre test 20 92.75 23.333 

5.775 .000** 
Post test 20 120.75 11.991 

SAST 
Pre test 20 91.10 10.473 

1.607 .125 
Post test 20 98.15 15.097 

7
th

 

PSS 
Pre test 16 97.19 21.882 

1.721 .106 
Post test 16 108.31 20.512 

SAST 
Pre test 16 85.06 9.733 

.015 .988 
Post test 16 85.13 14.610 

** Indicates that there is a significant difference.  

 

Table 10 which summarized whether there are statistically significant differences between pre-

test and post-test scores of two different scales (PSS and SAST) in terms of grade-level indicated that 

in both PSS and SAST, there were significant differences between 5th grade students’ pre-test and 

post-test scores. However, a statistically significant difference between 6th grade students’ pre-test 

and post-test scores was found for PSS but not found for SAST. The differences between 7th grade 

students’ pre-test and post-test scores were not found to be statistically significant for both PSS and 

SAST. 

Students' opinions about the model developed for coding education 

The obtained data sets from the semi-structured interview form were analyzed in order to 

support the findings obtained from the analysis of the quantitative data. Based on the qualitative data 

obtained as a result of the analysis, separate codes and themes were created for 5
th
, 6

th
 and 7

th
 grades. 

In this context, first of all, the opinions of the students were asked about coding education. 

Information about this question is presented in Table 11. 

Table 8. Student views on coding education 

Theme 5
th

 grade 6
th

 grade 7
th

 grade 

Codes f Codes f Codes f 

T
h

o
u

g
h

ts
 a

n
d

 E
m

o
ti

o
n

s 

Teaching to everyone 9 Teaching to everyone 5 Teaching to everyone 4 

Funny  4 Language of the future 4 Compulsory  4 

Instructive  3 Compulsory 4 Instructive 2 

Imagination  2 Facilitating life 4 Contribution to the profession 1 

Problem solving 1 Problem solving 2 Funny  1 

Perspective  1 Instructive 1 Problem solving 1 

Sequential thinking   1   *Not tutorial  1 

Language of the future 1     

Making life easier  1     

* Contains negative code. 
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When Table 11 is examined, 5th grade students think that coding education should be taught 

to everyone, funny, instructive and develop imagination, while 6th grade students think that coding 

education should be taught to everyone, it is the language of the future, it makes life easier, it is 

problem solving and instructive. 7th grade students think that coding education should be taught to 

everyone, it must be compulsory and it is instructive. In addition, one student stated that coding 

training is not instructive. Some of the students' views on this question are given separately for 5
th
, 6

th
 

and 7
th
 grades: 

Some of the statements of 5
th
 grade students: 

S10: “Coding education is a lesson that should be given in all schools and I think that it 

contributes to other courses as coding is learned”. 

S14: “In the future, coding is the field of technology since everything will be controlled by 

technology and coding education must be given anywhere in Turkey”. 

S20: “Coding education allows us to look at life from a different perspective”. 

Some of the statements of 6
th
 grade students: 

S3: “It makes our lives easier and helps to teach courses such as mathematics”. 

S9: “Coding education is an important lesson just like Mathematics. Because it improves our 

problem-solving skills”. 

S12: “Coding education is necessary. In my opinion, all students are required to receive 

coding education. Because in the future we need a world where robots don't rule us, but we 

program them”. 

Some of the statements of 7
th
 grade students: 

S1: “I think we don't learn that much from coding education”. 

S4: “I think this education will be very useful if we choose this profession in the future”. 

S16: “It teaches us to put our lives into algorithms and do everything in order. Therefore, It 

should be compulsory in all schools”. 

After revealing the opinions of the students about coding education, the students were asked 

about the contribution of coding education on any courses. Information about the answers of the 

students is presented in Table 12. 
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Table 9.  Student opinions about contribution of coding education on any curses 

 5
th

 grade 6
th

 grade 7
th

 grade 

Theme Codes f Codes f Codes f 
C

o
u

rs
es

 

Mathematics 23 Mathematics 14 Mathematics 14 

Turkish 4 Turkish 4 Science 13 

Science 3 Science  4 Turkish 7 

Social Science 2 English 2 Social Science 1 

English 1 Social Science 1 *No contribution 1 

* Contains negative code. 

 

When Table 12 is examined, the 5
th
 grade students think that the coding education contributes 

to Mathematics, Turkish, Science, Social Studies and English courses, the 6
th
 grade students think that 

coding education contributes to Mathematics, Turkish, Science, English and Social Studies courses 

and 7
th
 grade students think that it contributes to Mathematics, Science, Turkish and Social Studies 

courses. However, one student stated that coding education did not contribute to any course. 

After explaining the courses that they think the coding education contributed to, the students 

were asked to explain the contribution of coding education to the courses. The answers given by the 

students to this question are given in Table 13. 

Table 10. Information about the contribution of coding education to the courses 

 5
th

 grade  6
th

 grade  7
th

 grade  

Theme  Codes f Codes f Codes f 

C
o

n
tr

ib
u

ti
o

n
 t

o
 C

o
u

rs
es

 Problem solving 7 Subject teaching  8 Subject teaching  11 

Subject teaching  5 Problem solving 7 Sequential thinking 5 

Different perspectives 3 Easy comprehension 3 Rapid thinking 2 

Sequential thinking 3 Sequential thinking  2 Focusing 2 

Rapid thinking  2 Focusing 1 Question solving 1 

Easy comprehension 2 Question solving 1 Problem solving 1 

Focusing 1   *No contribution 1 

Technology overview 1     

* Contains negative code. 

When Table 13 is examined, the 5
th
 grade students stated the contribution of coding education 

to the courses as the problem solving, subject teaching, different perspectives, sequential thinking; the 

6
th
 grade students stated the contribution of coding education to the courses as subject teaching, 

problem solving, easy understanding of the courses and sequential thinking; the 7
th
 grade students 

stated the contribution of coding education to the courses as subject teaching, focusing on sequential 

and rapid thinking. On the other hand, a student thinks that coding education has no contribution. 

Some of the student statements regarding this question were: 

Some of the statements of 5
th
 grade students: 

S4: “It improves the problem-solving skills in mathematics and closes our attention deficit in 

Turkish lessons at the same time”. 
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S10: “I can think fast, find the right answer and solve the problem in different steps”. 

S22: “I learned technology through coding education and my perspective on technology has 

changed”. 

Some of the statements of 6
th
 grade students: 

S5: “It enables to teach issues about social science course. Because it teaches us directions, 

latitude and longitude”. 

S6: “It provides us with teaching the angles in mathematics and helps us to solve paragraph 

sentences in Turkish”.  

S12: “Improves our problem-solving skills. Explains how to sort events, explain, and teaches 

shapes”. 

S13: “It improves attention in problem solving and finding angle in lessons”. 

Some of the statements of 7
th
 grade students: 

S1: “I think it doesn't contribute”. 

S11: “It is very useful for teaching the subject of electricity within the scope of science 

lesson”. 

S13: “We can do the questions faster in math class”. 

After the opinions of the students about coding education and the contribution of coding 

education to the courses, they were asked what they could do with the information they learned about 

coding education. The answers given by students to this question are given in Table 14. 

Table 11. Information about the things that can be done with coding education 

 5
th

 grade 6
th

 grade 7
th

 grade 

Theme Codes f Codes f Codes f 

U
se

 o
f 

In
fo

rm
at

io
n

 

Writing code/program 11 Writing code/program 8 Writing code/program 9 

Tool design  11 Robot design 6 Robot design 4 

Robot design 8 Tool design 3 Game creating 2 

Problem solving 2 Game creating  3 Tool design 1 

Electrical circuit setting up 1 Making a traffic light 1 Sensor design 1 

  Making job selection 1   

* Contains negative code. 

When Table 13 is examined, 5
th
 grade students think that they can write code/programs, 

design tools and robots, solve problems and set-up electrical circuit with coding trainings; 6
th
 grade 

students think that they can make code/program writing, robot and tool design, game creation, traffic 

lamp making and profession selection with coding education; 7
th
 grade students think that they can 

make code/program writing, robot, tool and sensor design with coding education. Some of the student 

statements regarding this question are given separately for the 5
th
, 6

th
 and 7

th
 grades: 
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Some of the statements of 5
th
 grade students: 

S13: “With coding, I can create a loop, solve the given problems and find the errors in the 

coding”. 

S16: “We can do many things with coding. For example; robot, computer”. 

S17: “I can make an electrical circuit with the help of coding”. 

Some of the statements of 6
th
 grade students: 

S2: In the future, I can write a code and make a robot for myself. I can make my life easier 

with coding”. 

S12: “I can advance in my classes and have a good profession in the future”. 

S15: “We can invent intelligent robots for service purposes”. 

Some of the statements of 7
th
 grade students: 

S8: “We can do things that make our daily life easier”. 

S14: “We can write many codes that will save lives”. 

S16: “I can design new games and do most of the things in coding field”. 

Discussion, Conclusion and Implementation 

The study aimed to determine the effect of the teaching model developed for coding education on 

5
th
, 6

th
 and 7

th
 grade students' programming self-efficacy and attitudes towards technology. It was 

found that there was a significant difference in favor of 5
th
 grade among the programming self-efficacy 

scale scores of 5
th
, 6

th
 and 7

th
 grades in which the developed teaching model was applied for coding 

education. Moreover, there was a significant difference between 6
th
 and 7

th
 grade programming self-

efficacy scale scores in favor of 6th grade. Through considering the pre-test and post-test 

programming self-efficacy scale scores of the 5
th
, 6

th
, and 7

th
 grades, there was a significant difference 

in favor of the post-test between the pre-test and post-test programming self-efficacy mean scores of 

the 5
th
 and 6

th
 grades. When the post-test self-efficacy scale mean scores were examined in terms of 

the grades, it was seen that the mean scores of 5
th
 grade students were higher than the scores of both 

6
th
 grade and 7

th
 grade students (See Table 3). These results can be interpreted as providing coding 

education starting from early ages make positive effect on students' programming self-efficacy, but the 

positive effect of coding education on programming self-efficacy decreases with increasing grade 

level. 

When the literature was examined, it was found that coding education had a positive effect on 

programming self-efficacy in a similar way with this study (Kasalak, 2017; Ramalingam & 

Wiedenbeck, 1998; Şahutoğlu, 2018; Yukselturk & Altiok, 2017). Mazman and Altun (2013) 
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conducted a research examining the effect of the students who took and did not take a programming 

course on self-efficacy perceptions of programming. According to the results of the research, it was 

found that the students who had pre-experience in programming had higher levels of programming 

self-efficacy than those who had no pre-experience. As a matter of fact, in many studies, it has been 

found that students with prior programming experience have more programming self-efficacy similar 

to this study (Jegede, 2009; Ramalingam & Wiedenbeck, 1998; Resnick et al., 2009; Wiedenbeck, La 

Belle & Kain, 2004). However, as a result of this study, it was concluded that the average of the 5th 

grade students without programming background was higher than the 7th grade students with 

programming experience. Holden and Weeden (2003) explain this difference between students with 

prior programming experience and those with no prior experience. As the students come from 

different backgrounds, it has been shown that the difference in these backgrounds of students is 

reflected especially in the first programming education and this difference decreases in later 

programming education. The results obtained in this study support the results of Holden and Weeden 

(2003). 

It was found that there was a significant difference in favor of Grade 5 and 6 among the mean 

scores of attitude scale towards technology of 5
th
, 6

th
 and 7

th
 grades in which the developed teaching 

model was applied for coding education. However, it was found that there was no significant 

difference between attitudes towards technology when the 5
th
 and 6

th
 grades were compared. Pre-test 

and post-test SAST scale scores of 5
th
, 6

th
 and 7

th
 grades were compared within groups. As a result of 

the comparison, it was found that there was a significant difference between the pre-test and post-test 

mean scores of the 5
th
 grade SAST scores in favor of the post-test. According to these results, it can be 

interpreted that having coding education from an early age had a positive effect on students' attitudes 

towards technology, but coding education did not have a positive effect on attitudes towards 

technology with the increase in grade level. As a matter of fact, Güden (2015) examined the attitudes 

of secondary school students towards technology and found that 5
th
, 6

th
 and 7

th
 grade students had a 

more positive attitude towards technology than 8
th
 grade students. Furthermore, Gülden (2015) found 

that 5th grade students had higher attitudes towards technology than other grades. 

As a result of the analysis of the qualitative data obtained within the scope of the study, 74 

codes were obtained under 4 themes which includes 34 positive, 3 negative, and 37 various codes. 

First of all, thoughts and emotions of students about coding education were presented in this context. 

The students emphasized that coding education should be taught to everyone as a compulsory subject. 

Moreover, students think that coding education is instructive and entertaining, makes life easier, 

develops problem-solving skills and improves imagination. When the literature is examined, it is seen 

that coding education has a positive effect on the opinions of the students which consistent with this 

study (Çetin, 2012; Çoşar, 2013; Şahin & Namlı, 2017; Vatansever & Baltacı Göktalay, 2018). 

Sarıkaya (2018) examined the views of students about coding. At the end of the investigation, students 
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think that coding education is fun, interesting, develops creativity and contributes to problem solving 

skills. Some students reported negative opinions about coding education. Similarly, Kaučič and Asič 

(2011), in their study with primary school students, stated that Scratch visual programming is 

instructive and engaging. These results are consistent with the results of this study. In another study, 

Cetin (2012) believes that coding education improve students' problem-solving skills. In fact, in many 

studies, it is stated that coding education enables students to improve their problem-solving skills 

(Calder, 2010; Shin & Park, 2014). However, there are some studies states that coding education has 

no effect on problem solving skills. As a matter of fact, Kalelioğlu and Gülbahar (2014) found that 

coding education did not make a statistically significant difference on the problem-solving skills of 

secondary school students. 

Another result obtained within the scope of the study is the opinions of students about the 

courses contributing to the coding education. The students think that Mathematics, Science, Turkish, 

Social Sciences and English courses contributes to coding education. However, one student stated that 

coding education did not contribute to any course. The students were then asked about the contribution 

of coding education to the courses. The students expressed the contribution of coding education to the 

courses as problem solving, subject teaching, gaining different perspectives, sequential thinking, easy 

comprehension, focus, technology perspective and question solving. In addition, a student stated that 

coding education had no contribution to the courses. When the literature is examined, there are studies 

that are consistent with the results of this study and that coding education has a positive effect on the 

teaching of other subjects such as mathematics (Akpınar & Altun, 2014; Resnick & Ocko, 1990). 

Fessakis, Gouli and Mavroudi (2013) concluded that programming education was effective in 

acquiring mathematical concepts and developing problem solving skills in the study with pre-school 

students. 

Finally, the students were asked about their thought on the things that they could do with the 

learned coding information. Students stated that they could write code/program, design robots, tools 

and sensors with coding trainings. Moreover, the students think that with coding education they can 

solve problems, make profession choices, make electrical circuits and traffic lights. When the 

literature is examined, it was found that there are results consistent with the results of this study 

(Kasalak, 2017; Türker and Pala, 2018). For example; Türker and Pala (2018) examined students' 

views on coding education. As a result of the study, students stated that they could write programs 

with coding education and could make games and robots. This result shows that students can use the 

learned coding information. In other words, it can be said that the students with increased coding 

knowledge has improved positively their programming self-efficacy. 

In this context, the study was conducted with 64 students who were at 5th, 6th and 7th grades. 

Within the scope of the study, one class was taken from each grade level and pre-test and post-test 
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single group experimental design was used. further studies can be conducted at the same grade levels 

and the effects of coding education can be revealed by comparative analysis through adding a control 

group. This study was carried out during 18 weeks in the fall semester of 2018-2019 academic year. 

After that, the studies can be carried out in long-term and focus on variables such as attitudes which 

changes in a long time. Moreover, in this study, the effect of coding education on different variables 

can be examined except the various dependent variables included in the study. According to the results 

obtained in this study, it can be said that the teaching model prepared in accordance with coding 

education will be a guide for teachers. At this point, it is important that teachers and educators who 

will include coding education in their courses develop content for coding education and apply it for 

long periods. 
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Abstract 

The aim of this research is to improve the social skills of children in need of protection for 7-12 age 

groups through visual arts education. In the study carried out within the framework of general purpose, 

the effect of the activity-based visual arts education program on the social skill levels of children in 

need of protection for 7-12 age groups is examined. Also, it was investigated whether there was a 

statistically significant difference regarding the social skill total scores of the children according to 

gender, parents' being alive, participation in any arts / sports activities and dominant hand use variable. 

For this purpose, 14 children between the ages of 7-12 who are staying in Üsküdar Hasan Tan Nursery 

and Küçükyalı Children's Houses Site of Turkey Republic Istanbul Governorship constitute the 

working group. Personal Information Form, Social Skill Assessment Scale (7-12 Age), Visual Arts 

Education Program were used as data collection tools. According to the findings obtained in the study, 

it was observed that the study group significantly predicted between the pre-test and post-test scores in 

favor of the post-test. Within the framework of the personal information form, it was observed that the 

study group was significantly predicted in favor of the post-test according to parents being alive 

variable, parental survival variable, participation in any arts / sports activities variable, dominant hand 

use variable. The findings obtained in the study were discussed in the light of the literature review and 

some suggestions for future research are presented. 
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Introduction  

“Social interaction or socialization takes an important place in human life. For a person who 

lives with interaction and communication, social interaction has a great role for not having problems 

and being happy.” (Çetin, Alpa Bilbay and Albayrak Kaymak, 2003, p.15). Children's completing the 

social development in the community they live in and healthy communication with the people around 

them are important both for them and for being able to live peacefully with other people. Individuals 

with these skills are also important for a healthy society (Aslan, 2008). According to Avcıoğlu (2001) 

the concept of social skills, which plays an important role in ensuring interpersonal communication 

and social cohesion, is their ability to act in accordance with the environment. On the other hand, 

Topaloğlu and Özdemir (2013) think that social skills should be gained to children at young ages by 

different methods. The children acquire these skills from everyone they interact with in their 

environment. However, some children are unable to interact adequately with these skills and think that 

direct intervention is required to meet this shortcoming.  

In a natural flow, the child realizes social skills by observing them as a result of their 

interactions with their family, people with whom they communicate and their peers. Positive 

interaction within the family in the first years of our life affects the interaction with peers over time. 

However, some children cannot achieve enough social skills by examining adults, their surroundings, 

and their peers. They need to be taught social skills programmatically and create opportunities to 

apply skills (Avcıoğlu, 2005). 

“According to the Law No. 2828 on Social Services and Child Protection Agency, the 

description of the child for 'child in need of protection' is as follows; their body, soul and moral 

development or personal security are at stake; and 1.motherless or fatherless, motherless and 

fatherless,2. The mother or father or both are no apparent, 3. abandoned by the mother and father or 

both, 4. Neglected by the mother or father; being defenseless and drifting against all kinds of social 

dangers and bad habits such as prostitution, begging, drinking alcohol or using drugs.” (Turkey 

Republication Official Gazette, 1983, number: 18059). 

It means that the child should be protected in all respects by considering the physical, 

cognitive, physiological development, learning and adaptation processes as well as economic and legal 

status values that cover a wide area throughout the child's life. Children in need of protection 

constitute a different category. It is important to support sociological support of children in need of 

protection, which differ in many respects such as their relations with society, social relations in 

everyday life, their education, physical and mental development compared to other children. (Parin 

and Bilan, 2007). When the definition of “Child in Need of Protection” is examined, it can be thought 

that Children in Need of Protection do not have sufficient social skills. In this context, providing social 

skills training support to contribute to their development can have a positive effect. While art 
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emphasizes the interwoven connection between emotion and thought, it becomes an effective assistant 

of the learning and development process (Yolcu, 2004). If programs that support social skill education 

are prepared with the unique teaching methods of art education; it can be said that the social skills 

desired to be acquired can be transformed into behavior more easily and practically, and will be 

beneficial both in the name of social skills and in the name of art education and art. 

Tonguç theorized his understanding of art education, which he associated with the Art 

Education Movement, and put it into practice, especially in the Village Institutes and Gazi Education 

Institute Art Department.According to Tonguç, art education is a powerful factor that supports 

education and training. Fine arts help to develop the personality of the children and make them happy 

while establishing a connection with life. It is to request the necessary measures to be taken with the 

art activities carried out by examining the children psychologically, determining their deficiencies and 

needs. While the child is seen as a whole, both educating all aspects by art and providing art education 

thinks that art education is the target (Kurtuluş, 2002). Buyurgan and Buyurgan (2012) state that art 

education is essential in order to raise our children spiritually healthy depending on today's life, and 

with the education of art, the children will first recognize themselves and then they will have the 

consciousness of respecting their environment. Abacı (2006) thinks that the benefits of individual and 

group work are different in art events and individual studies will produce different interpretations and 

results even if the same material and subject are given in terms of evaluating the personalities, 

experiences and situations of the children. He emphasizes that while group studies aim to socialize, the 

child will be able to convey his thoughts, tell them to others, to make him accepted to a group, to 

cooperate with the group, and to be respectful to others' thoughts. However, he states that being able to 

act with the people around him and sharing the pleasure of getting common results is group works. In 

this context, it can be concluded that social skill education can benefit when performed with the 

support of visual arts education, and it can be said that this research made in line with this result will 

contribute to the field of visual arts education. 

When the literature is reviewed, it is seen that different fields of art education focus on the 

framework program ing order to provide social skill development (Akfırat Önalan 2017; Bolat 2005; 

Güven 2017; Kara and Çam 2007; Sökezoğlu, 2010). When these studies are examined, it is 

concluded that education programs prepared in the fields of fine arts education such as music and 

drama improve and support the social skill levels of children. When the literature reviewed regarding 

the effect of visual arts education on the social skill levels of children, Yazıcı (2017) in her study 

where the art education program she prepared to examine the effect of preschool children on their 

social skill levels, concluded that there was a significant increase in total scores in all social skill areas. 

Due to the age group difference, she indirectly contributes to this study. Arslan Aypek (2014), with 

her study investigating behavioral changes that art education helps children develop in terms of 

adaptation to their environment indirectly contributes to this study. However, when considering the 
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literature, there are also studies with different results. Catterall and Peppler (2007) applied a visual arts 

education program to the experimental group for twenty and thirty weeks on the self-concept, self-

efficacy, internal and external characteristics of third grade students and the results did not differ 

between the experimental group and the control group. When the literature on this subject is scanned 

there are studies on the effect of visual arts education on social skill levels. However, no study has 

been found to improve the social skill levels of Children in need of Protection who live in childcare 

homes. Eisner (2002) says that through artistic experiences, we realize what we couldn't realize, we 

feel what we couldn't feel, and that we obtain original thinking skills. He states that when entered into 

a process where the self is renewed with these experiences; the individual becomes his own 

experiences' architect he also uses the unique features of art to express and develop himself so that art 

education is an alternative for the individual. In this context, it can be thought that it will provide both 

individual and social benefits to the social arts deficiencies of children in need of Protection who live 

in childcare with visual arts education. 

"The purpose of social skills education is to develop the skills needed for the harmony of 

students in their relations with the personal and social environment as well as to contribute to the 

development of their academic skills." (Akkök, 1996, p.1). To benefit from art in order to facilitate 

their adaptation to the personal and social environment with the prepared activity based visual arts 

education program; while providing visual arts education, it can be thought that contribution will be 

made by taking into consideration the child's personal and social needs. It can be mentioned that the 

education program contributes to the development of the child in visual arts as well as positively 

affects the development of social skills. Therefore, the purpose of the research is to test the effect of 

the prepared visual arts education program on the social skills of a group of children in need of 

protection who live in childcare. 

Hence, the hypotheses of this research are as follows: 

There is a difference between the pretest and posttest points of the study group in favor of the 

posttest. (T2> T1). 

There is a difference between the pre-test and post-test scores according to the gender variable 

of the study group in favor of the post-test. (T2> T1). 

There is a difference between the pre-test and post-test scores in favor of the post-test 

according to the parental survival variable of the study group. (T2> T1). 

There is a difference between the pre-test and post-test scores in favor of the post-test 

according to the variable of the study group participating in any arts / sports activities. (T2> T1). 

There is a difference between the pre-test and post-test scores in favor of the post-test according 

to the dominant hand use variable of the study group. (T2> T1). 
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Method  

The method of the study is an experimental model and the pattern of the study was chosen as 

“the one group pretest-posttest experimental design”, since it was aimed to examine the effect of the 

activity-based visual arts education program prepared for children aged 7-12 on social skill levels. 

Tablo 1. The One Group Pretest – Posttest Design 

R  G  T1  X  T2 

 

“In the pattern, "R” represents the principle of neutrality in forming groups, "G" represents the 

Study group, "X" represents the Independent variable level, "T" (pretest-posttest) measurements 

conducted. In the one group pretest-posttest design, the effect of the experimental process is tested 

with a single group study. The measurements of the subjects related to the dependent variable are 

obtained before the application as the pretest and then the posttest using the same subjects and the 

same measurement tools. There is no random and matching” (Büyüköztürk, Kılıç Çakmak, Akgün, 

Karadeniz and Demirel, 2014, p.201). 

As seen in Figure 1, a working group was formed with children between the ages 7-12 and 

“Activity Based Visual Arts Education Program” covering 8 weeks was implemented; pre-test and 

post-test social measurements were made before the applications. 

According to information obtained about children between 7-12 years old staying in Üsküdar  

Hasan Tan Nursery and Küçükyalı Children's Houses Site, it was learned that most children have 

mental disabilities or use psychiatric drugs. As a result of interviews with social workers for this 

research, 14 children were determined to be appropriate. For these reasons, a control group has not 

been formed in practice and ethically. 

Study Group  Pretest (T1)   Activity based  Posttest (T2) 

visual arts education program 

Figure 1. The One Group Pretest-Posttest Pattern. 

Working group 

The participants of the research are 14 children between the ages of 7-12 who are staying in 

Üsküdar Hasan Tan Nursery and Küçükyalı Children's Houses Site of Turkey Republican Istanbul 

Governorship, in 2019. 
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Table 2. Distribution of General Information of the Working Group 

  n % 

Gender 
Female 7 50 

Male 7 50 

Number of siblings 

None 1 7.1 

1 2 14.3 

2 5 35.7 

3 3 21.4 

4 2 14.3 

6 1 7.1 

Parent Status 

Deceased mother 4 28.6 

Deceased father 1 7.1 

Both are alive 9 64.3 

 İnstitutional Care 

Since birth 2 14.3 

Between 6 months and 

2     years 
7 50 

Between 3-5 years 4 28.6 

10 years and over 1 7.1 

Dominant Hand 
Left 3 21.4 

Right 11 78.6 

 

Data Collection Tools 

Personal Information Form 

In the personal information form prepared to recognize the children in the study group; the 

children were asked questions about their age, their gender, their number of siblings, whether their 

parents are alive, duration of institution care, which hand they actively use, whether they regularly 

participate in any arts or sports activities, whether they have a chronic illness or whether they use 

medicines regularly. 

Social Skills Assessment Scale (SSAS) (7-12 Years) 

Social Skills Assessment Scale (7-12 Years) which was developed by Akçamete and Avcıoğlu 

(2005) is a measuring tool formed in accordance with the conditions of Turkey to increase the social 

communication of children, to identify their deficiencies, to develop and to prepare an appropriate 

social skills program according to these results. SSAS is a likert type scale. It was created with a five-

point grading system that contains the social skills of children aged 7-12. The scale consists of 69 

items under 12 subtitles. The sub headings are; Basic Social Skills (BSS) 13 items, Basic Speaking 

Skills (BSS) 4 items, Advanced Speaking Skills (ASS) 5 items, Relationship Starting Skills (RSS) 5 

items, Managing a Relationship Skills (MRS) 5 items, Working in Group Skills (WGS) 7 

items, Emotional Skills (ES) 6 items, Self-Control Skills (SCS) 6 items, Coping  with Aggressive 

Behaviors Skills (CABS) 4 items, Accepting Results Skills (ARS) 3 items, Giving Instruction Skills 

(GIS) 4 items and Cognitive Skills (CS) 6 items. The answers given to the items were rated as “always 

does”, “often does”, “usually does”, “rarely does”, “never does”. The answer “always does” is 5 

points, “often does” is 4 points, “usually does “is 3 points, “rarely does “is 2 points and, “never does” 
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is 1 points. The lowest score of SSAS is 69 and the highest score is 345 points. The low total score of 

the children indicates the lack of social skills and the high score indicates that they have social skills 

(Akçamete and Avcıoğlu, 2005). 

Visual Arts Education Program (VAEP) 

In the light of the literature review on the subject of the research, “Activity Based Visual Arts 

Education Program” has been created. A rigorous study has been conducted to give reliable and valid 

results for the research. While creating the training program: 

1. Social skill scale was chosen for the activity-based visual arts education program. The scale 

chosen is the Social Skills Evaluation Scale (7-12 Years) developed by Akçamete and Avcıoğlu 

(2005). It is a measuring tool formed in accordance with the conditions of Turkey, under 12 sub 

headings, to increase the social communication of children, to identify their deficiencies, to develop 

and to prepare an appropriate social skills program according to these results ( Akçamete and 

Avcıoğlu 2005).  

2. While creating an activity-based visual arts education program, the gains and indicators 

related to the social skills desired to be taught under 12 headings were determined within the Social 

Skills Assessment Scale (SSAS). Through art education; it is aimed to teach the children to see, to 

provide visual thinking, to develop their creativity, to make them distinguish differences and 

similarities, to make them have ability for solving problems with different methods by supporting 

creativity ,to make them comprehend the importance of aesthetic values by gaining a critical approach 

to product events and facts, to contribute to children's self-proof and identity development and to give 

them the habit of expressing their environmental observations, impressions, emotions, thoughts and 

excitements through various art activities (Gürtuna, 2003). In line with this purpose, the achievements 

and indicators desired to be gained through an activity-based visual arts education program were 

determined. 

3. In order to establish the link between the social skills and visual arts children desired to be 

acquired, the effective learning method, which is deemed appropriate, has been decided. Since art 

education differs in terms of application compared to other branches, it has its own special teaching 

methods. Art education, which should be handled holistically with preliminary knowledge (theory), 

teaching methods and educational aspect; it cannot be considered as a process of experimental 

activities singly (Artut, 2001). 

4. In the activity-based visual arts education program, art works suitable for social skills were 

determined. Pre-test data in the social skill assessment scale filled by institution teachers of children in 

need of protection were taken into consideration in determining the social skill behaviors to be gained 

between 7-12 years of age. Game, music and drama teaching methods have been used in order to 
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associate the prepared activity-based visual arts education program with social skills. In the activities 

and trainings that are carried out in order to gain the aims of art education, studies which are making 

the student the focal point in the programs, including the various disciplines, focusing more on 

positive points, preferring constructive criticism, making the individual feel special, prioritizing the 

genuine and original point of view should be preferred (Vural, 2004). 

5. Session plans to be created within the scope of the event-based visual arts education 

program were prepared; their stages were created and followed. Selected art works were created by 

adhering to the framework prepared for children aged 7-12 in the Visual Arts Course Curriculum 

created by the Ministry of National Education. The session plans prepared were created within the 

framework of certain teaching approaches such as explanation, demonstration, catechizing, 

application, discussion, brainstorming and problem solving which can be used in visual arts education. 

While creating session plans, direct contribution was made to both art education and social skills 

learning by bringing together the support training activities used in social skills training. 

The “Activity Based Visual Arts Education Program” prepared was presented to a professor in 

the field of art education, two associate professors and two associate professors in the field of 

educational sciences and approval was obtained. 

Process 

In this research, the theoretical model developed to explain the impact of the visual arts 

education program of children aged 7-12 on social skill levels was tested using the Mann-Whitney U 

test and Wilcoxon Signed Ranks test using IBM SPSS Statistics 22.0 program. 

Findings 

Table 3. Pretest-Posttest Wilcoxon Signed Ranks Test Results of the Social Skill Evaluation Scale of 

the Study Group 

 
Pretest Posttest 

p 
Min-Max Ort±SS Min-Max Ort±SS 

Total Score 127-210 173.0±24.55 149-277 210.71±37.09 0.001** 

Basic Social Skills 28-51 38.79±6.9 34-65 49.14±8.57 0.001** 

Basic Speaking Skills 8-20 14.5±3.82 10-20 17.36±3.99 0.003** 

Advanced Speaking Skills 9-19 13.86±2.93 10-25 17.43±4.64 0.002** 

Relationship Starting Skills 9-22 15.0±3.72 13-25 18.29±4.18 0.004** 

Managing a Relationship Skills 13-24 17.57±3.11 15-30 22.57±4.93 0.001** 

Working in Groups Skills 16-28 22.29±4.07 21-35 27.14±4.85 0.001** 

Emotional Skills 11-25 19.0±3.72 13-30 22.93±5.43 0.007** 

Self-Control Skills 10-24 16.86±4.09 15-30 20.57±4.47 0.002** 

Coping with Aggressive Behaviors 

Skills 
10-20 13.57±2.87 11-20 15.71±3.29 0.005** 

Accepting Results Skills 3-15 8.57±3.18 6-15 10.29±2.87 0.007** 

Giving Instructions Skills 8-18 14.21±2.86 10-20 16.86±3.18 0.001** 

Cognitive Skills 9-24 17.57±4.15 10-30 21.57±5.37 0.001** 
**p<0.01 
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When Table 3 is analyzed, the mean score of SSAS pre-test BSS was found to be 38.79 ± 6.9, 

and the mean post-test score was 49.14 ± 8.57. According to the pretest, the increase seen in the 

posttest was statistically significant (p <0.01), and the mean score of SSAS pre-test BSS was found to 

be 14.5 ± 3.82, and the mean post-test score was 17.36 ± 3.99. According to the pretest, the increase 

seen in the posttest was statistically significant (p <0.01), and the mean score of the SSAS pre-test 

ASS was found to be 13.86 ± 2.93, and the mean post-test score was 17.43 ± 4.64. According to the 

pretest, the increase seen in the posttest was statistically significant (p <0.01), and the mean score of 

SSAS pre-test RSS was found to be 15.0 ± 3.72, and the mean post-test score was 18.29 ± 4.18. 

According to the pretest, the increase seen in the posttest was statistically significant (p <0.01), and the 

mean score of the SSAS pre-test MRS was found 17.57 ± 3.11, and the mean post-test score was 22.57 

± 4.93. According to the pretest, the increase observed in the posttest was statistically significant (p 

<0.01), and the mean score of the SSAS pretest WGS was found 22.29 ± 4.07, and the mean posttest 

score was 27.14 ± 4.85. According to the pretest, the increase observed in the posttest was statistically 

significant (p <0.01), and the mean score of the SSAS pre-test ES was found 19.0 ± 3.72, and the 

mean post-test score was 22.93 ± 5.43. According to the pretest, the increase seen in the posttest was 

statistically significant (p <0.01), and the mean score of SSAS pre-test SCS was found to be 16.86 ± 

4.09, and the mean post-test score was 20.57 ± 4.47. According to the pretest, the increase observed in 

the posttest was statistically significant (p <0.01), and the mean score of the SSAS pre-test CABS was 

found 13.57 ± 2.87, and the mean post-test score was 15.71 ± 3.29. According to the pretest, the 

increase observed in the posttest was statistically significant (p <0.01), and the mean score of the 

SSAS pre-test ARS was found to be 8.57 ± 3.18, and the mean post-test score was found to be 10.29 ± 

2.87. According to the pretest, the increase seen in the posttest was statistically significant (p <0.01), 

and the mean score of the SSAS pre-test GIS was found to be 14.21 ± 2.86, and the mean post-test 

score was 16.86 ± 3.18. According to the pretest, the increase seen in the posttest was statistically 

significant (p <0.01), and the mean score of SSAS pretest CS was found 14.21 ± 2.86, and the mean 

posttest score was 16.86 ± 3.18. According to the pretest, the increase seen in the posttest can be said 

to be statistically significant (p <0.01). 

Table 4. Pretest-Posttest Wilcoxon Signed Ranks Test Results of Female and Male' Social Skills 

Evaluation Scale in the Study Group 

 

Gender 

Pretest Posttest 
p 

Ort±SS (median) Ort±SS (median) 

Total Score 
Female 168.86±25.65 (176) 197.71±33.54 (214) 0.018* 

Male 177.14±24.66 (182) 223.71±38.22 (214) 0.018* 

Basic Social Skills 
Female 41.43±6.65 (43) 48.0±8.96 (52) 0.026* 

Male 36.14±6.52 (36) 50.29±8.71 (52) 0.018* 

Basic Speaking Skills 
Female 15.29±4.64 (16) 17.29±4.64 (20) 0.063 

Male 13.71±2.93 (14) 17.43±3.6 (18) 0.016* 

Advanced Speaking 

Skills 

Female 13.71±3.2 (13) 16.29±4.68 (16) 0.043* 

Male 14.0±2.89 (15) 18.57±4.65 (17) 0.018* 
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Starting Relationship 

Skills 

Female 15.14±4.06 (15) 16.57±3.6 (15) 0.246 

Male 14.86±3.67 (14) 20.0±4.24 (20) 0.016* 

Managing a 

Relationship Skills 

Female 16.43±2.44 (16) 20.71±4.11 (21) 0.027* 

Male 18.71±3.45 (19) 24.43±5.26 (24) 0.018* 

Working in Group 

Skills 

Female 21.71±4.07 (21) 26.0±4.51 (26) 0.027* 

Male 22.86±4.3 (23) 28.29±5.25 (25) 0.018* 

Emotional Skills 
Female 20.0±3.7 (20) 22.29±5.28 (23) 0.174 

Male 18.0±3.74 (19) 23.57±5.91 (24) 0.018* 

Self-Control Skills 
Female 15.57±3.41 (15) 18.86±2.34 (18) 0.046* 

Male 18.14±4.56 (18) 22.29±5.56 (23) 0.018* 

Coping with 

Aggressive Behaviors 

Skills 

Female 14.57±1.9 (15) 16.0±3.21 (18) 0.068 

Male 12.57±3.46 (12) 15.43±3.6 (15) 0.027* 

Accepting Results 

Skills 

Female 7.14±2.79 (9) 8.71±2.14 (9) 0.059 

Male 10.0±3.06 (10) 11.86±2.73 (11) 0.039* 

Giving Instructions 

Skills 

Female 13.43±3.51 (13) 15.43±3.74 (16) 0.026* 

Male 15.0±2.0 (15) 18.29±1.8 (18) 0.017* 

Cognitive Skills 
Female 15.86±4.53 (18) 19.57±5.38 (22) 0.017* 

Male 19.29±3.15 (20) 23.57±4.93 (22) 0.018* 

*p<0.05 

 

When Table 4 is examined, the increase in the scores of the SSAS posttest and sub-dimensions 

according to the scores of the SSAS pre-test total and sub-dimensions in female and male according to 

the gender variable is statistically significant (p <0.05). 

 For females; it can be observed that there is no statistically significant change in the increase 

in the posttest score in the sub-title of the SRS (p> 0.05), and there is no statistically significant 

change in the increase in the posttest score in the ES subtitle (p> 0.05). It can be said that there was no 

statistically significant change in the increase in the post-test score in the sub-heading of the CABS 

(p> 0.05), and there was no statistically significant change in the increase in the post-test score in the 

sub-heading in the ARS (p> 0.05). 

For males; it can be said that the increase in the posttest score in the SRS subtitle is 

statistically significant (p <0.05), and the increase in the posttest score in the ES subtitle is statistically 

significant (p <0.05). It can be said that the increase in the post-test score in the sub-heading of the 

CABS is statistically significant (p <0.05), and the increase in the post-test score in the sub-heading of 

the ARS is statistically significant (p <0.05). 

Table 5. Study Group Pre-test-Post-test Wilcoxon Signed Ranks Test Results of Social Skill 

Evaluation Scale According to Parents Being Alive Variable 

 

Parent Status 

Pretest Posttest 
p 

Ort±SS (median) Ort±SS (median) 

Total Score 
One Alive 181.8±24.86 (190) 225.6±52.25 (219) 0.043* 

Both Deceased 168.11±24.4 (176) 202.44±25.59 (214) 0.008** 

Basic Social Skills 
One Alive 37.6±5.94 (36) 50.4±11.67 (52) 0.068 

Both Deceased 39.44±7.63 (40) 48.44±7.06 (52) 0.007** 
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*p<0.05 **p<0.01 

 

When Table 5 is analyzed, in general, in the group where at least one of the parents is alive; 

the increase in the post-test score according to the total score of SSAS pre-test is statistically 

significant (p <0.05),in the group where both parents deceased; It can be said that the increase in the 

post-test score is statistically significant (p <0.05). It can be said that, in the BSS subtitle, there is no 

statistically significant change in the posttest score in the group where at least one parent is alive, in 

the group where both parents deceased; there is statistically significant change (p <0.01), there is no 

statistically significant change in the posttest score in the sub-title of the BSS in the group where at 

least one of the parents is alive (p> 0.05),in the group where both parents deceased; there is 

statistically significant change (p <0.05), there is no statistically significant change in the group where 

at least one parent is alive in the posttest score in the sub-heading of the ASS (p> 0.05),in the group 

where both parents deceased; there is statistically significant change (p <0.05), there is a statistically 

significant change in the posttest score of the SRS subtitle in the group where at least one of the 

parents is alive (p <0.05),in the group where both parents deceased; there is no statistically significant 

change (p> 0.05), there is no statistically significant change in the post-test score in the sub-title of the 

MRS in the group where at least one of the parents is alive (p> 0.05),in the group where both parents 

deceased; there is statistically significant change (p <0.01), there is no statistically significant change 

in the post-test score in the sub-title of the WGS in the group where at least one of the parents is alive 

(p> 0.05),in the group where both parents deceased; there is statistically significant change (p <0.01), 

Basic Speaking Skills 
One Alive 13.6±2.61 (14) 16.8±4.15 (18) 0.066 

Both Deceased 15.0±4.42 (16) 17.67±4.12 (20) 0.016* 

Advanced Speaking 

Skills 

One Alive 13.8±3.63 (15) 18.2±6.57 (17) 0.066 

Both Deceased 13.89±2.71 (13) 17.0±3.57 (16) 0.012* 

Starting Relationship  

Skills 

One Alive 14.8±3.35 (14) 19.2±4.66 (20) 0.042* 

Both Deceased 15.11±4.11 (15) 17.78±4.09 (16) 0.058 

Managing a 

Relationship Skills 

One Alive 19.4±2.97 (19) 24.4±5.9 (24) 0.066 

Both Deceased 16.56±2.83 (15) 21.56±4.33 (23) 0.007** 

Working in Group 

Skills 

One Alive 24.4±3.65 (26) 29.4±6.23 (31) 0.068 

Both Deceased 21.11±3.98 (20) 25.89±3.72 (25) 0.007** 

Emotional Skills 
One Alive 16.4±3.78 (18) 22.0±8.28 (23) 0.068 

Both Deceased 20.44±2.96 (20) 23.44±3.57 (24) 0.042* 

Self-Control Skills 
One Alive 20.2±2.86 (20) 24.4±5.03 (24) 0.068 

Both Deceased 15.0±3.5 (15) 18.44±2.35 (18) 0.013* 

Coping with 

Aggressive Behaviors 

Skills 

One Alive 13.8±3.49 (12) 16.8±3.27 (18) 0.109 

Both Deceased 13.44±2.7 (13) 15.11±3.33 (13) 0.017* 

Accepting Results 

Skills 

One Alive 10.8±3.03 (11) 12.4±3.13 (14) 0.102 

Both Deceased 7.33±2.65 (9) 9.11±2.03 (9) 0.023* 

Giving Instructions 

Skills 

One Alive 15.2±2.59 (16) 17.8±3.9 (20) 0.066 

Both Deceased 13.67±3.0 (13) 16.33±2.83 (16) 0.007** 

Cognitive Skills 
One Alive 19.4±4.98 (20) 24.2±6.65 (25) 0.043* 

Both Deceased 16.56±3.5 (17) 20.11±4.26 (21) 0.007** 
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there is no statistically significant change in the post-test score in the sub-title of the ES in the group 

where at least one of the parents is alive (p> 0.05),in the group where both parents deceased; there is 

statistically significant change (p <0.05), there is no statistically significant change in the post-test 

score in the sub-title of the SCS in the group where at least one of the parents is alive (p> 0.05),in the 

group where both parents deceased; there is statistically significant change (p <0.05), there is no 

statistically significant change in the post-test score in the sub-title of the CABS in the group where at 

least one of the parents is alive (p> 0.05),in the group where both parents deceased; there is 

statistically significant change (p <0.05), there is no statistically significant change in the post-test 

score in the sub-title of the ARS in the group where at least one of the parents is alive (p> 0.05),in the 

group where both parents deceased; there is statistically significant change (p <0.05), there is no 

statistically significant change in the post-test score in the sub-title of the GIS in the group where at 

least one of the parents is alive (p> 0.05),in the group where both parents deceased; there is 

statistically significant change (p <0.01), and finally there is no statistically significant change in the 

post-test score in the sub-title of the CS in the group where at least one of the parents is alive (p> 

0.05),in the group where both parents deceased; there is statistically significant change (p <0.01). 

Table 6. Pretest-Posttest Wilcoxon Signed Ranks Test Results of Social Skill Assessment Scale for 

Working Group In Participating and Non-Participating Groups of Regular Art / Sports Activity. 

 Regular Art / 

Sports Activity 

     Pretest Posttest 
p 

Avg±SS (median) Avg±SS (median) 

Total Score 
Yes 169.67±23.73 (173) 197.44±27.07 (211) 0.008** 

No 179.0±27.62 (184) 234.6±43.54 (234) 0.043* 

Basic Social Skills 
Yes 37.78±7.51 (36) 46.78±8.04 (46) 0.012* 

No 40.6±5.94 (41) 53.4±8.62 (53) 0.042* 

Basic Speaking Skills 
Yes 14.67±4.12 (16) 17.0±3.94 (18) 0.024* 

No 14.2±3.63 (16) 18.0±4.47 (20) 0.042* 

Advanced Speaking 

Skills 

Yes 13.67±3.16 (13) 15.67±4.06 (16) 0.020* 

No 14.2±2.77 (14) 20.6±4.16 (19) 0.041* 

Starting Relationship 

Skills 

Yes 14.11±2.93 (15) 17.0±4.0 (15) 0.021* 

No 16.6±4.77 (17) 20.6±3.78 (20) 0.077 

Managing a 

Relationship Skills 

Yes 17.0±2.83 (16) 21.11±3.72 (22) 0.011* 

No 18.6±3.65 (19) 25.2±6.14 (26) 0.043* 

Working in Groups 

Skills 

Yes 20.56±3.28 (20) 25.0±3.08 (25) 0.012* 

No 25.4±3.65 (27) 31.0±5.34 (34) 0.042* 

Emotional Skills 
Yes 19.0±4.47 (19) 20.78±4.89 (23) 0.105 

No 19.0±2.24 (19) 26.8±4.32 (29) 0.042* 

Self-control Skills 
Yes 17.11±3.69 (17) 19.33±2.69 (18) 0.024* 

No 16.4±5.18 (16) 22.8±6.38 (23) 0.043* 

Coping with Aggressive 

Behaviors Skills 

Yes 14.22±3.23 (13) 15.67±3.35 (15) 0.027* 

No 12.4±1.82 (12) 15.8±3.56 (18) 0.068 

Accepting Results Skills 
Yes 8.44±3.54 (9) 9.44±2.7 (9) 0.059 

No 8.8±2.77 (9) 11.8±2.77 (12) 0.039* 

Giving Instructions 

Skills 

Yes 13.89±3.52 (13) 16.44±3.68 (18) 0.010* 

No 14.8±1.1 (15) 17.6±2.19 (16) 0.042* 

Cognitive Skills 
Yes 17.0±4.18 (19) 20.0±4.95 (22) 0.007** 

No 18.6±4.34 (18) 24.4±5.41 (23) 0.042* 

*p<0.05 **p<0.01 
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When Table 6 is examined, the increase observed in the post-test scores according to the 

scores of the SSAS pre-test total and sub-dimensions in the group participating in regular art / sports 

activities is statistically significant (p <0.01), in the group not participating in regular art / sports 

activities; The increase in the post-test score according to the scores of SSAS pre-test total and sub-

dimensions is statistically significant (p <0.05). 

Table 7. Pretest-Posttest Wilcoxon Signed Ranks Test Results of Social Skill Assessment Scale for 

Working Group In Right / Left Hand Users 

 

Dominant Hand 

Pretest Posttest 
p 

Avg±SS (median) Avg±SS (median) 

Total Score 
Left 150.67±19.86 (144) 176.67±31.53 (170) 0.109 

Right 179.09±22.68 (184) 220.0±33.86 (215) 0.003** 

Basic Social Skills 
Left 32.0±1.73 (31) 40.0±5.57 (41) 0.180 

Right 40.64±6.61 (41) 51.64±7.58 (52) 0.003** 

Basic Speaking Skills 
Left 11.33±4.16 (10) 12.67±4.62 (10) 0.157 

Right 15.36±3.41 (16) 18.64±2.84 (20) 0.006** 

Advanced Speaking 

Skills 

Left 10.67±1.53 (11) 14.0±3.61 (13) 0.180 

Right 14.73±2.61 (15) 18.36±4.57 (17) 0.005** 

Starting Relationship 

Skills 

Left 12.67±3.06 (12) 17.0±4.36 (15) 0.109 

Right 15.64±3.75 (15) 18.64±4.27 (18) 0.019* 

Managing a Relationship 

Skills 

Left 16.0±2.0 (16) 17.67±3.79 (16) 0.180 

Right 18.0±3.29 (19) 23.91±4.41 (24) 0.003** 

Working in Groups 

Skills 

Left 20.0±1.0 (20) 23.0±2.0 (23) 0.180 

Right 22.91±4.39 (23) 28.27±4.82 (28) 0.003** 

Emotional Skills 
Left 16.0±2.0 (16) 19.0±4.58 (20) 0.180 

Right 19.82±3.71 (20) 24.0±5.31 (25) 0.019* 

Self-Control Skills 
Left 15.67±5.13 (17) 18.67±4.73 (17) 0.180 

Right 17.18±4.0 (16) 21.09±4.48 (19) 0.006** 

Coping with Aggressive 

Behaviors Skills 

Left 11.67±1.53 (12) 12.67±2.08 (12) 0.180 

Right 14.09±2.98 (13) 16.55±3.11 (18) 0.012* 

Accepting Results Skills 
Left 7.33±1.53 (7) 9.0±0 (9) 0.180 

Right 8.91±3.48 (9) 10.64±3.17 (10) 0.016* 

Giving Instructions Skills 
Left 14.0±2.65 (15) 15.0±3.61 (16) 0.180 

Right 14.27±3.04 (15) 17.36±3.04 (18) 0.003** 

Cognitive Skills 
Left 15.33±4.51 (15) 18.0±4.0 (18) 0.102 

Right 18.18±4.05 (19) 22.55±5.43 (23) 0.003** 

*p<0.05 **p<0.01 

 

When Table 7 is examined, there is no statistically significant change in the posttest score in 

the left handed group according to the scores of the SSAS pre-test total and sub-dimensions (p> 

0.05),in the right-handed group; it can be said that the increase in the post-test score according to the 

scores of the total and sub-dimensions of SSAS pre-test is statistically significant (p <0.01). 

In the right-handed group; it can be said that the increase observed in the subtest score of 

CABS is statistically significant (p <0.05). 
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Discussion 

In this part of the research, there are analysis and interpretations of the data obtained regarding 

the problem situation revealed in the study.  

According to the research result, Hypothesis I was confirmed (There is a difference between 

the pretest and posttest scores of the study group in favor of the posttest (T2> T1). 

According to the findings of the research, it was concluded that a significant difference was 

obtained for the development of the social skill levels for the working group of the activity based 

visual arts education program. When the literature is examined, Bolat (2005) states that music 

education is effective in the development of social skills of gifted and talented children and that social 

skill education can be developed through music education. The finding that music education is 

effective supports the findings of this research and indirectly shows parallelism. It can be said that 

visual arts education in the field of fine arts education will also have a positive effect on the 

development of social skill levels. Gülhan (2012) states that educational games are effective in the 

development of children's social skill levels.  Akfırat Önalan (2017) states that the social skill training 

program prepared with the creative drama method is effective in the development of the social skills 

of the hearing impaired. Kocayörük (2000) in his research, states that drama education program is 

effective to improve the social skill levels of children. Findings from the studies support the findings 

of this study and indirectly show parallelism (Akfırat Önalan 2017; Gülhan 2012; Kocayörük 2000). 

While preparing an activity-based visual arts training program, it was thought that visual arts studies 

would be more effective, efficient and useful by using social skill support training activities, 

educational games and creative drama methods in the sessions. It can be concluded that different 

methods included in visual arts education increase the efficiency of the program. At the same time, it 

can be said that the field of visual arts education can work with different disciplines and methods. 

 In his research that he made in order to make a map of the places where he intersect within 

the scope of artistic information theories and educational policies; Kuru (2016), states that art and art 

education is one of the most effective tools for creating and spreading the codes of living together and 

social sustainability by using the potentially existing motives and skills together with intelligence. The 

findings obtained in this study are in line with the findings of Kuru (2016). It can be concluded that 

the children participating in the activity-based visual arts program both develop in the field of visual 

arts and social skill levels. It can be said that art education contributes to education-teaching 

cognitively, affectively and physically and it can be thought that education will support them in order 

to benefit the individual and social development of all individuals. 

According to the result of the research, Hypothesis II was confirmed (There is a difference 

between the pretest and posttest scores according to the gender variable of the study group in favor 

of the posttest (T2> T1). 
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According to the findings of the study, it was concluded that the social skill scores of females 

were higher than that of males, with significant differences in social skill levels depending on gender. 

When the literature was scanned, researches to support the findings were found. Güneş (2018), 

in her research, which aims to examine the general level of social skills of 4th grade students, 

concluded that the total scores of female students' SSAS according to gender variable were higher than 

the total scores of male students; Seven (2008), in his research to examine the social skills of children 

aged 7-8, stated that girls showed more social skills than boys according to gender variable; Dermez 

(2008), in his research on the effectiveness of some variables on the social skill levels of students at 

primary level, reported that the significant differences in the results obtained by gender variable were 

in favor of female students and  Sazcı (2014), in his research, stated that the social skill levels of 

students between the ages of 9 and 12 differ according to the gender variable. Findings obtained by 

gender variable in their studies support the findings of this study and show parallelism (Dermez 2008; 

Güneş 2018; Sazcı 2014; Seven 2008). 

When interviewing the social workers and supervisors of the children in the study group 

before starting the activity-based visual arts education program, they stated that girls' social skills 

levels could be better and boys might need more support. The result in the research is as expected. It 

can be thought that higher scores of girls' SSAS are related to their readiness. 

While girls stay in Üsküdar Hasan Tan Nursery House, boys live in Küçükyalı Children's 

Houses Site.Therefore, seven girls were studied in Üsküdar Hasan Tan Kindergarten and seven boys 

in Küçükyalı Çocuk Evleri Sitesi.If fourteen children were likely to be included in the program at the 

same time, the result of the research related to the gender variable could be different. 

However, when the literature is considered, there are studies in which different results are 

obtained. Erbay (2008) and Gülhan (2012) state that there is no statistically significant difference in 

the social skill levels of students in the findings obtained by gender variable in their research. The 

results obtained in these studies may have been obtained due to variables such as children's being 

gained the social skills, socio-economic status, having different experiences in different environments. 

Öztürk (2008), in his research, on Social Skills Assessment Scale (SSAS) conducted for primary and 

third grade students in primary education, indicates that  the total score averages do not show a 

statistically significant difference when the Basic Social Skills and Cognitive Skills subtitles are 

analyzed according to the gender variable. Contrary to the research conducted by Öztürk (2008), when 

the Basic Social Skills and Cognitive Skills subscales were analyzed according to the gender variable, 

it was found that the total score averages showed a statistically significant difference. Since the 

educational program prepared allows children to express themselves, supports the behaviors of the 

child while evaluating the work done by the child or the work of friends and creates an environment, it 

can be said that there is a significant difference in Basic Social Skills and Cognitive Skills. 
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According to the research result, Hypothesis III was confirmed (According to the study 

group's parental survival variable, there is a difference between the pre-test and post-test scores in 

favor of the post-test (T2> T1). 

According to the findings of the research, according to the variable of parents being 

alive,while there was a significant difference in Social Skill levels in the group where both parents 

alive,it was concluded that there was a significant difference only in the Starting Relationship  Skills 

in the group where at least one parent is alive. 

When the literature is examined, Günindi (2010), in his study, considering that the individual's 

socialization continues uninterrupted throughout the life, states that the first impressions of the child, 

child's being valued in the family and having an adult who can take an example in learning social 

skills are very important for the child to be an individual with social competence; Acun, Bora İvrendi 

and Adak (2006) state that when the effect of the variable of the person living together is examined in 

their studies, the communication skills of children living with their parents are better than the 

communication skills of children living only with their mothers; Temelli (2019), in her study, asks 

children participating in the research about whether they need a family or not, more than half say that 

they need a family, the children state that they need a family in every moment of their life in general, 

and in private life they call their family when they feel very happy and concluded that while the 

majority of the children, whose relationship with their families continues regularly or partially, needs a 

family in many parts of their lives, the children who do not have relationships with their family need a 

family when they feel more unhappy and lonely. When the research results of (Acun, Bora İvrendi and 

Adak 2006; Günindi 2010; Temelli 2019) are examined, it can be concluded that children need the 

family throughout their entire life, the members of the family are taken as role models, and they are an 

important factor in their socialization and social relations. It is known that “Children in Need of 

Protection”, which constitutes the working group of this research, has this deficiency. In this context, 

it can be supported by training programs prepared to overcome the negative effects of the children in 

need of protection due to their deficiencies, and contribute to making children happy and healthy 

individuals. It can be concluded that the activity-based visual arts education program implemented in 

this research contributes to the development of the social skill levels of children whose parents are 

both deceased. 

According to the result of the research, Hypothesis IV was confirmed (There is a difference 

between the pretest and posttest scores in favor of the posttest according to the variable of the study 

group participating in any art / sports activities (T2> T1)). 

According to the findings of the research, it was concluded that there was a significant 

difference in both groups according to the regular art / sports participation variable. SSAS scores were 

higher in the group that participated in regular arts / sports. When the literature is examined, Şahin and 
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Yağcı (2012) state that education through art contributes to the aesthetic, physical, intelligence and 

social development of the individual in their research, where they examine the positive effects of art 

and art education on the socialization processes of the individual. Research findings of Şahin and 

Yağcı (2012) support these research findings. It can be said that the level of social skills is higher 

since children engaged in regular arts / sports activities are more involved in the socialization process 

with individual and group work in the activities they participate in. Akkurt and Boratav (2018), 

according to the findings of the research in which they are seeking the answer to the question “Why 

does the individual need visual arts discipline?”, state that art education is necessary in raising 

individuals who question, think critically, confident and open to the world. Research findings of 

Akkurt and Boratav (2018) support these research findings. In this context, an increase was observed 

in the social skill levels of self-expression and group work of children who do not perform regular arts 

/ sports activities. It can be said that there is an increase in social skill levels since they participate in 

the activity-based visual arts education program. Tazegül (2014), in his research examining the effect 

of sports on personality, states that sports affect personality and plays an important role in personality 

development and socialization. The findings obtained in this study indirectly parallel and support the 

research findings of Tazegül (2014). Individual or group works were carried out by using body, 

movement and intelligence in the activities carried out in the activity-based visual arts education 

program. It can be thought that education program applied to children with physical-kinesthetic 

intelligence can contribute to them; they can both develop in the field of visual arts and learn more 

easily. 

According to the research result, Hypothesis V was confirmed (There is a difference 

between the pre-test and post-test scores in favor of the post-test according to the dominant hand 

use variable of the study group (T2> T1)). 

According to the findings of the study, although there was no significant difference in the left-

handed group depending on the dominant hand use variable, there was a significant difference in the 

right-handed group. When the literature is examined, Gündoğan (2005) states that Joseph Bogen, a 

neurosurgeon in the divided brain research group, believes that functional differences between brain 

hemispheres are important in terms of education. He explains his view that the current emphasis on the 

acquisition of speech skills and the process of analytical thinking will delay the development of talents 

that cannot be expressed in non-speech words, in other words suppress them. In this way, he states that 

training directed to one brain hemisphere will deprive the person the other half of the brain, so that one 

will completely be deprived of what the other brain hemisphere will bring. Gündoğan (2005) states 

that in the light of their data, by knowing which of the children's brain hemispheres are dominant, 

positive effects can be achieved more easily when programs suitable for these data are prepared. Erbay 

(2013) states that the human brain consists of right and left hemispheres, the right hemisphere 

represents art, practical thinking and abstract concepts while the left hemisphere focuses on logical 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

183 

and analytical mathematical operations, science and concrete facts. She thinks that the right 

hemisphere always helps the left hemisphere, supports the left hemisphere for the emergence of 

objects that we see around us, which are products of abstract imagination in time and enables these 

objects to exist in the real world. Buyurgan and Buyurgan (2012) state that in school the programs that 

are given mainly ways of thinking that the left hemisphere of the brain is active are not sufficient in 

the development, upbringing and advancement of children and young people; so that in the school 

programs, besides the thinking systems in the left hemisphere, active thinking styles including the 

right hemisphere of the brain should be included. The opinions of Erbay (2013) and Buyurgan and 

Buyurgan (2012) support the findings of this study and show parallelism. It can be said that the 

activity-based visual arts education program is beneficial, supportive and developer for children who 

use the right hand, that is, the left lobe of the brain is dominant. The lack of significant difference in 

left-handed children may be due to their advanced visual, emotional, creative and mystical thinking 

skills and studies which are insufficient for their level. If the activity-based visual arts education 

program is improved for the right hemisphere dominant children, it is expected that the results will be 

statistically different. 

Recommendations 

This research is limited to a study group consisting of 14 children between the ages of 7 and 

12, who live in Üsküdar Hasan Tan Nursery and Küçükyalı Children's Houses Site in Istanbul, and can 

be studied and developed with larger study groups. 

Visual arts have a great effect on the individual for self-knowledge and having good relations 

with the environment. By the training program, differences were provided in children's social skills, 

relationships and behaviors. Therefore, the effect of the social skills training programs to be applied 

can be increased   by including "Activity Based Visual Arts Education Program" which supporting 

social skills to the activities in the current social skills education program. 

This research was carried out on children in need of protection for 7-12 age groups. It can also 

be developed and implemented easily at the secondary education level. By the training program 

prepared by combining social skills and arts education, an activity-based visual arts education program 

can have a positive impact to bring children in institutional care to society, to influence and support 

their personal development.  

It can be thought that arts education for children in need of protection of 7-12 age groups will 

have a positive effect on social skills education and will be an example for new researches in our 

country. 
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Abstract 

The impetus behind the design of this current research is to check the influence of cartoons on 

vocabulary learning strategies of students who have been exposed to three classics from English 

literature, Treasure Island by Robert Louis Stevenson, Great Expectations by Charles Dickens, and 

Romeo & Juliet by William Shakespeare. To that end, a vocabulary learning strategy test has been 

adopted in this quasi-experimental research which completely covers similar word units as in cartoons 

and hence aims to reveal favoured strategies of students besides clarifying the differences between the 

male and the female as well as three age groups, 10-19, 20-29 or 30 and elder. 20 randomly assigned 

participants working on extracts in plain texts without any comic strips were in control group, whereas 

47 Turkish EFL students were in the experiment group reading cartoons in colour or black and white 

format. It was found out that the common vocabulary learning strategies that were used by the 

experimental group were determination and metacognitive strategies, whereas control group mainly 

adopted memory, social and metacognitive strategies. In terms of gender, the females practised 

determination and memory strategies, while the male students opted for social, metacognitive and 

cognitive strategies. Finally, 10-19 and 30 or elder subjects mostly utilized metacognitive and social 

strategies; however, the success of 20-29 year-old students centred around determination and memory 

strategies. 
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Introduction  

Due to the fact that vocabulary learning is not akin to skills or sub-skills, word system mainly 

brings individual items together by creating a rigorous discipline. So as to decipher how memory 

works, initially information processing needs to be illuminated. Field (2003) marks that it is made up 

of gradual and ensuing stages after knowledge is obtained. In order to apprehend, one has to go 

through these phases respectively: 

“identifying the words in the question, organising the words into a syntactic pattern, 

turning the question into a proposition (an abstract idea), searching his memory for 

information, retrieving the information, turning the information into words, and 

uttering the words” (Field, 2003, p.17).  

Regardless of how many ready-made forms exist to be prompted in the brain, the fact that all 

those steps are performed even in less than a second is the magic behind the function of mind indeed. 

Thereby, a lot of scholars have searched for the hidden sight of this process in language learning to 

reveal permanence and retention of the information through some implementations along with 

cartoons (Ellman, 1979; Genç, 2004; Harris & Snow, 2004; Hutchinson, 1949; Liu, 2004; McDonald, 

2009; Nyberg, 1998; Sones, 1944; Wax, 2002). Before introducing any related research about its 

adoption in the field, cartoon and its role in cognitive development is to be reviewed well. 

Cognitive Development on the Bases of Cartoons 

In the literature, initially behaviourism resolves learners' success and asserts the automaticity 

of learning, but on the other hand it underestimates the cognitive growth in mind. Therefore, 

behaviourism does pay insufficient attention to recognition of deep analysis. Accordingly, opposing 

this view, Chomsky (1959), a generative linguist, has set forth another rationalization by revealing the 

fact that there is no place to ‘creation’ in behaviourism theory and only through meaningless 

repetitions, it would be unfeasible for learners to attain vocabulary in the strict sense. Following this, 

cognitivists have appeared and hinged their notions on reasoning and interpretations via a rational 

concept. Afterwards, deriving from this counter-view and risks of that school of thought in terms of 

respecting observable behaviours which come into being with deep investigations, constructivism has 

subsequently originated and carved out its future in cognitive paradigm. First of all, Piaget (1965), a 

cognitive constructivist, has stressed the importance of learners' expansion of cognitive functions with 

mental processing, such as perceiving, remembering or reasoning (Brown, 2007). Bolton-Gary (2012), 

Singer and Revenson (1997) then correlate and formulate the strong liaisons of cartoons with 

cognitive development taxonomy by Piaget. Thereby, they aim to promote learners' curiosity, 

questioning, examining and utilization of symbols with mental images to pave for the prospective 

usage of cartoons by virtue of the fact that though cartoons actively operate in associating information, 

the collaborative and social encounter has been enriched with Piaget's theory to contribute to the 
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quality of learning. Thereafter, Vygotsky (1978) launches social constructivism dwelling particularly 

on the need of external help. He advocates the severity of social interaction in the establishment of 

cognitive and affective skills during problem-solving owing to the fact that it would lead social 

constructivist theory of learning.  

In short, unlike behaviourism, cognitive models require information to be coded, processed, 

stored and organized. As for constructivism, firstly with cognitive then social aspects, the mental 

process is harmonized within social settings and interactions to acquire sociocultural values and gain 

information through group studies in addition to learning a new language. Furthermore, what 

constructivist scholars emphasize herein is that with the guidance of this new style rather than 

teacher’s typical instructions, learner experiences will correspondingly accelerate cognition. This is to 

be managed by challenging their thoughts via exercises, which will then induce critical thinking, 

decision making process and social interactions. In reference to the identification of to the point 

supplementary materials to be adopted in class, such as cartoons, Jackson (2009) states the dynamism 

of lesson plans resting on a constructivist structure to improve higher order thinking skills, which 

would then increase cognitive, emotional as well as social values of learners. In fact, with those 

expressions, he intrinsically implies the profit of Bloom's taxonomy that he utilized as the primary 

recourse in his study. As is seen in Table 1, Bloom's taxonomy represents learners' cognitive skills in 

six categories and defines development stages with a view to getting learners to think about their own 

learning for the sake of gaining more independency.  

Table 1. The Revised Version of Bloom's Taxonomy 

 

Note. Adopted from A taxonomy for learning, teaching and assessing: A revision of Bloom’s taxonomy of educational 

objectives, by Anderson, L. & Krathwohl, D., 2001, p. 67-68, Copyright 2001 by Longman. 
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Table 1 also introduces that the more competent the learner is, the more challenging and tough 

steps he needs to overcome and outperform. For instance, only after succeeding the first two sections, 

could they conduct the ‘application’ through exercises or implementations. Particularly before 

‘analysing’, enhancing and simplifying their 'gathered values' will facilitate further steps to be 

comprehended with ease. At that point, this practice can be ensured with the help of cartoons so that 

learners can keep on reading or return back former pages if required to be able to imbue verbal and 

non-verbal messages. Regarding ‘analyse’ phase, they are supposed to check memory, organize mind 

and the brain for this new word. Later on, they will evaluate themselves via tests or critiques reflecting 

their performance in how well they can utilize it. Finally, they are assumed to attain this word literally 

by generating, planning and producing it on their own. 

The main reason that Bloom has developed his taxonomy covering cognitive process seems to 

originate from learners' lack of careful examination of the subject they aim to learn. In other words, 

they disregard drawing inferences, reaching conclusions with evidence to assess and convey critical 

thinking. The studies probing into the efficacy of Bloom's taxonomy in language teaching unearth 

frequently usage of low order thinking skills. Likewise, Khorsand (2009) investigates Iranian EFL 

teachers' questions from cognitive aspects by embracing Bloom's taxonomy, and finds out that they 

have commonly resorted to lower cognitive skills during their teaching. Identical results have been 

recorded by Riazi (2010) upon examining Aviles (2000) and Sultana (2001) in terms of perusing the 

importance of Bloom's taxonomy from the perspective of critical thinking skills. They are both in 

parallel with his own findings that lower cognitive skills are more salient than higher order ones 

according to research. These results all imply that learners cannot reach higher order thinking skills 

due to the lack of adequate exposure to language or inconvenient materials. Therefore, enhancing 

learners' cognitive development through cartoons will potentially serve mounting evidence to break 

down prejudices and compensate for failures in vocabulary learning. 

Enhancing Retention Skills of Learners via Cartoons in Vocabulary Learning 

Cartoons essentially qualify vocabulary learning by firstly activating and then accelerating 

retention, recall, retrieval and recognition skills, respectively. Before investigating those memory 

skills within a frame as a whole, the leading factor of that process, repetition needs to be stressed 

properly. Repetition is generally necessitated in learning progress to extend and enrich heaps of 

knowledge (Harmer, 2007) besides expanding retention span even while trying to keep friends' names 

or the lyrics of a new song in minds. Nation (1999) has cited some scholars, such as Baddeley (1990), 

Bloom and Shuell (1981), Dempster (1987), Griffin (1992) who share the same outlook concerning 

repetition and support that learners forget easily and quickly right after gaining the knowledge; 

moreover, the degree of retention period decreases so fast. To boost the strength of repetition in 

vocabulary learning, hence only a set of words in a single block could be presented and practiced. As a 
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result, they can be included in spaced repetition and massive repetition in sequence. That is, handling 

spaced repetition by breaking words down into minimal units, giving learners the opportunity to install 

just gained word knowledge into their minds or pacing and letting them use the lexis with cognitive 

practices besides associations of new vocabulary with imaging and mnemonics or cartoons as visuals 

will advance their uptakes in due course. In a similar vein, Ludescher (2015) draws conclusion within 

the light of Brown and McNeil (1966) that word entries ought to be linked to vocabulary organized as 

mental lexicon frame sharing similar characteristics in meaning, form or both. 

As to recalling procedure and its correlation with retention and retrieval, Baddeley (1990) 

gives a clear outline about it as follows: 

... the act of successfully recalling an item increases the chance that that item will be 

remembered. This is not simply because it acts as another learning trial, since 

recalling the item leads to better retention than presenting it again; it appears that the 

retrieval route to that item is in some way strengthened by being successfully used 

(Nation, 1999, p.58). 

This expression plainly highlights the scheme that in the beginning, learners gather 

information, make inferences and construct a plan during recalling. In addition to the fact that the way 

of arranging information and adopted strategy to combine related figures in mind has importance, 

recalls demand clues with retrievals owing to perception and trace link. Thus, when learner attempts to 

rekindle the mind, initially s/he has to check long term memory store to associate the item with 

previously acquired one(s). A fruitful recalling and retrieval will hence have learners identify the 

word, latent image and probable provisions in L2 equivalence thoroughly.  

From a different point of view, Johnson and Engelbeck (1989) feature forgetting and its 

occurrence when knowledge and the link with other procedures besides retrieval clues cannot be 

maintained fairly enough to bring back relevant information to the mind. In accordance with that side 

effect of repetition, 30 or more aged students might face difficulty in retention skills of recalling, 

retrieval, and recognition like a domino effect as well. Moreover, they make further comments that 

comprehension of a reading text calls for complementary steps, otherwise, this might lead 

impediments in recalling. Due to the fact that recall is in the role of information centre, any struggle 

would serve backlash effects on acquisition, representation and then retrieval of knowledge. 

Conclusively, supplying only teacher's support to learners' vocabulary retention of freshly gained 

lexical units cannot be a real attempt to succeed. As well as teacher's reinforcements, learners ought to 

demand data to work on and follow their advancement and achievement during this critical period. By 

providing essential links between knowledge and time course to retrieve key aspects, set up another 

phase to contribute comprehension and to reach recognition, cartoons will presumably promote 

information.  
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Cartoons and Vocabulary Learning Strategies 

Since the second half of the twentieth century, researchers and scholars have underlined the 

futility of holding only one method or approach to enhance achievement in learning strategies and thus 

they have called particular attention to personal differences. Thereby, the efforts have been mostly 

spent with regard to know how to attack language (Allen, 1999). To Brown (2007a), learners should 

take responsibilities of their own learning without any assistance, but create conscious knowledge and 

take action in the light of strategies they developed in autonomy, awareness and action trilogy. He 

remarks strategies as target specific and conscious ‘attacks’ coming out while surmounting a challenge 

in a way. In a like manner, Oxford (2003) elucidates that via these tactics, learners comprehend more 

quickly, gain autonomy and self-efficacy, feel motivated, associate and transfer information much 

better. In line with this perspective again, Hammond and Danaher (2012), Nation (1999), O'Malley, 

Chamot, Stewner-Manzanares, Kupper, and Russo (1985) clarify that learning strategies can be sorted 

into three classes: metacognitive, cognitive and socio-affective strategies. Oxford (2003) and Schmitt 

(2007) assert that whereas cognitive system heads learners to check word formation process, develop 

examples and descriptors along with practising each sub-skill of cognitive competence and the 

knowledge already anchored in memory, metacognitive strategies are to monitor performance by 

means of assessments, planning, material arrangements, forming a schedule, finding errors in studies 

or exploiting English language in newscasts (Schmitt, 2007). Accordingly, Oxford (1990) upgrades 

and classifies vocabulary learning strategies into social and recalling levels with memorization, 

cognitive and metacognitive types (Asgari & Mustapha, 2010). Even though these steps seem to be a 

little bit intricate and theoretical, the moment the learners begin to read cartoons, they would use the 

most appropriate learning strategies overlapping with their own style and feel really motivated and 

ready to discover more in the target language. In the last phase of this process, as Schmitt (2007) 

delineates and then defines, determination strategies are to be incorporated as well referring to 

revealing unknown words and employing monolingual and bilingual dictionaries in the course of word 

attacks.  

Having signified the strategies in vocabulary learning process, their implementations on visual 

materials ought to be dealt precisely. Initially, Gu (1999), Curtis (1987), and Cousins (2005) handle 

the search of Sahbazian (2004), who has carried out a similar practice on Turkish EFL learners to 

inform about their vocabulary learning strategies. Through traditional vocabulary learning techniques 

of Turkish learners', such as rote learning with mnemonic devices, it has been found out that 

determination and memory strategies predominate the others in assimilating words. In addition, 

Tanyer and Öztürk (2014) investigate vocabulary learning strategies in vocabulary use and size 

correlation. A strong connection between L2 vocabulary size and reading ability has been 

acknowledged in the end. Nonetheless, in the other experiments, Noor and Amir (2015) have 

emphasized a big deal which is the lack of confidence among learners in utilizing vocabulary learning 
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strategies. Furthermore, Kafipour and Naveh (2011) reveal that learners cannot see the whole picture 

or unity in a reading text. Therefore, despite the fact that they can grasp the meanings of each word 

and scrutinize the vocabulary explicitly, majority of learners are not able to comprehend the gist 

because they are not aware of vocabulary learning strategies with a high degree of probability. After 

further research, almost the same results are arrived by Çelik and Toptaş (2010) on Turkish EFL 

learners. As a consequence, it will be compatible to declare that reading activities need to promote 

top-down and bottom-up processes due to the fact that learning strategies appeal more to receptive 

skills.  

Looking at the issue from a different angle, Gu (2002) examines vocabulary learning 

strategies of males and females and he establishes that the female learners have applied more 

vocabulary learning strategies aiding them to take further steps to accomplish word usage in EFL 

environment. He also reports the use of strategies for retention, and he associates the relation with 

higher vocabulary size rather than language proficiency of the learners. Nevertheless, Khatib et al. 

(2011), Shmais (2003), Pourshahian, Azarfam, & Kalajahi (2012) and Zhang (2009) did state no 

studies showing significant differences between two genders in vocabulary achievements.  

Another controversial topic to be underlined is whether cartoons are only for kids or adults. 

Clydesdale (2014) confirms that cartoons are for all the students of all ages. As a matter of fact, Trent 

and Kinlaw (1978) discover that comic readership is at the highest points at age range of 30 to 39. 

Moreover, Çelik and Toptaş (2010) add cognitive strategies appear the least frequent strategy among 

teenagers while reading cartoons so as to learn or repeat words. Regarding cartoons specifically, 

Nation (2001) and Wyk (2011) address the utility of cartoons in cooperative and constructive learning 

among learners as in think-pair-share sessions or during discussions. They also touch upon how 

cartoons boost their interdependence and personal accountability by giving opportunities to 'realize 

oneself' and breaking the ice for communication by tackling intake, memory and recalling interplay 

alongside verbal and non-verbal entities. Hence, considering all these examinations and the need of 

filling a niche in the literature, conducting cartoons on EFL learners to illuminate their vocabulary 

learning strategies, this study has been planned to answer the following  research questions:  

1. What are the vocabulary learning strategies of learners in the experiment group within 

specific contexts of cartoons? 

2. What are the vocabulary learning strategies of learners in the experiment group according to 

gender? 

3. What are the vocabulary learning strategies of learners in the experiment group according to 

age? 
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Method  

Convenience sampling as one of the non-probability sampling method was administered to 

select the study group. That is, as participants were volunteer students to attend the research, an ad hoc 

fashion in design was  automatically incorporated. Additionally, this strategy was simple for 

researcher to launch data collection process as well as being low-cost as was also echoed by Bornstein, 

Jager, and Putnick (2013). 

Participants and Setting 

This study was carried out on sixty-seven Turkish learners of English language at intermediate 

level to enlighten the effects of cartoons on vocabulary learning strategies. The data were gathered in 

the research and application centre of a state university in Ankara, Turkey. Whereas forty-seven 

participants took part in the experimental group, there were twenty subjects in the control group. 

Furthermore, there were 28 female and 19 male subjects in the experimental group; however, the 

number was 11 female and 9 male in the control group. As to age range, students aged 10-19 were 31, 

20-29 were 20 and 30 or more were six in number in experimental group while the ratio for the ones at 

10-19 age limit was eight, 20-29 was six and to 30 or more aged group was six in the control group. 

Data Collection 

Treasure Island by Robert Louis Stevenson, Great Expectations by Charles Dickens, Romeo 

& Juliet by William Shakespeare were appointed respectively in this quasi-experimental research 

design. The experimental group worked on either coloured or black and white formats of cartoons 

while only simple text versions were exposed to the control group by the researchers.  

In order to reveal vocabulary learning strategies of the students and check the possible effects 

of cartoons in that process, a Vocabulary Learning Strategy Test (hereinafter VLST), in Turkish was 

given to two groups. The reason behind preparing VLST in Turkish was not to block their 

comprehension skills. It was made up of ten questions divided into seven parts according to the 

taxonomy of Schmitt (2007) with regard to the strategies used in vocabulary learning, such as 

determination, social, cognitive, metacognitive and memory strategies. In addition to these five basic 

strategy types, 'all' and 'no' strategy sections were added to some options. In the strategy test, the 

strength of their retention skills, reasons for students’ satisfaction with cartoons in the experimental 

group were also respected. Notwithstanding, no vocabulary achievement tests were involved into data 

collection so as to correlate their achievement rates with the strategies, which was out of scope of the 

study. 

VLST was comprised of ten basic questions aiming to report how to overcome and attack 

unknown words, their vocabulary learning preferences, the ways easing to keep words in mind longer, 

the efficient points they could pinpoint in reading lessons during teacher’s instructions, warm-up and 
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ice-breakers, the literal meaning of comprehending lexis and how to discover the route they followed 

while reading the texts through cartoons. It was developed in five point Likert-scale type by the 

researchers only after a comprehensive literature review and getting the approvals of two ELT 

professors in content and face validity. 

Data Analysis 

T-test was administered to reach vocabulary achievement scores of experimental and control 

group. Besides, one-way Anova test was incorporated to indicate vocabulary achievements according 

to gender. Statistical Package for the Social Sciences (SPSS) 21 for Windows packaged software was 

adopted to data analysis. The cronbach alpha of the vocabulary test was α= 0.899, which displays its 

validity and reliability.  

Results 

The above sub problems were presented under subtitles in findings section to unearth the 

impacts of cartoons in using vocabulary learning strategies of English language students at 

intermediate level.  

Vocabulary Learning Strategies of the Experiment Group  

Table 2. The Answers of the Experimental and the Control Groups to the Vocabulary Learning 

Strategies Test 

 Determination Social Memory Metacognitive Cognitive No  Strategy All 

 E C E C E C E C E C E C E C 

1.  85,1% 65,0% 0,0% 10,0% - - - - - - - - 14,9% 25,0% 

2.  42,6% 40,0% - - - - 53,2% 40,0% - - 4,3% 20,0% - - 

3.  55,3% 25,0% - - 6,4% 10,0% 36,2% 65,0% - - 2,1% 0,0% - - 

4.  66,0% 80,0% 19,1% 15,0% 2,1% 0,0% - - - - 6,4% 0,0% 6,4% 5,0% 

5.  2,1% 0,0% - - 36,2% 40,0% 59,6% 50,0% - - 2,1% 10,0% - - 

6.  10,6% 10,0% 12,8% 10,0% - - 34,0% 35,0% - - - - 42,6% 45,0% 

7.  23,4% 20,0% 23,4% 40,0% 4,3% 10,0% 8,5% 5,0% - - 40,4% 25,0% - - 

8.  - - 17,0% 15,0% 6,4% 0,0% 72,3% 80,0% 4,3% 5,0% - - - - 

9.  42,6% 40,0% 27,7% 15,0% 29,8% 45,0% - - - - - - - - 

10.  
- - 

100,0
% 

100,0% - - - - - - - - - - 

(E=Experimental Group, C= Control Group) 

Upon reviewing Table 2 in relation to the experimental group, it appeared that they most 

frequently used determination and metacognitive strategies in the test. As to the control group, even 

though their cluster points in determination and metacognitive strategies were lower, they performed 

well majorly in memory strategies. Moreover, having analysed the first question in VLST, one can 

easily notice that maximum points were attained at determination strategy with responses that they did 

spend a lot of time about how to associate the words with an item that they had known before.  
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As for the responses of control group to some questions, such as second and fifth in VLST, 

they clearly divulged to what extent they could maintain their own learning without thinking of any 

external help, such as cartoons. Besides, they reflected that they did nothing special or use no 

particular strategies before reading a text as a favoured warm-up technique. 

Vocabulary Learning Strategies of Learners According to Gender  

When the students' answers in VLST were considered according to gender, it can be seen that 

in terms of memory and social strategies, the females were more active while in determination, 

metacognitive and cognitive strategies the male subjects were more successful.  

Table 3. The Answers According to Gender of the Participants in the Experimental Group 

 Determination Social Memory Metacognitive Cognitive No Strategy All 

 F M F M F M F M F M F M F M 

1.  79,5% 78,6% 5,1% 0,0% - - - - - - - - 15,4% 21,4% 

2.  46,2% 35,7% - - - - 43,6% 57,1% - - 10,3% 7,1% - - 

3.  43,6% 50,0% - - 12,8% 0,0% 43,6% 46,4% - - 0,0% 3,6% - - 

4.  66,7% 75,0% 17,9% 17,9% 2,6% 0,0% - - - - 5,1% 3,6% 7,7% 3,6% 

5.  0,0% 3,6%   38,5% 35,7% 56,4% 57,1% - - 5,1% 3,6% - - 

6.  7,7% 14,3% 10,3% 14,3% - - 38,5% 28,6% - - - - 43,6% 42,9% 

7.  28,2% 14,3% 20,5% 39,3% 7,7% 3,6% 5,1% 10,7% - - 38,5% 32,1% - - 

8.  - - 17,9% 14,3% 2,6% 7,1% 76,9% 71,4% 2,6% 7,1% - - - - 

9.  46,2% 35,7% 20,5% 28,6% 33,3% 35,7% - - - - - - - - 

10.  
- - 

100,0

% 

100,0

% 
- - - - - - - - - - 

As Table 3 indicates, VLST also introduced the finding that while learning vocabulary 

through classical cartoons, the most frequent strategies were almost the same for males and females 

ranging from determination, metacognitive to social.  

Vocabulary Learning Strategies of the Experimental Group According to Age 

Table 4. The Vocabulary Learning Strategies of the Experimental Group According to Age 

 Determination Social Memory Metacognitive Cognitive No Strategy All 

 1 2 3 1 2 3 1 2 3 1 2 3 1 2 3 1 2 3 1 2 3 

1.  72,

4
% 

84,

6
% 

83,

3% 

6,9

% 

0,0

% 

0,0

% - - - - - - - - - - - - 

20,

7
% 

15,

4
% 

16,

7
% 

2.  34,

5
% 

42,

3
% 

58,

3% - - - - - - 

51,

7
% 

50,

0
% 

41,

7
% 

- - - 

13,

8
% 

7,7

% 

0,0

% - - - 

3.  51,

7

% 

46,

2

% 

33,

3% - - - 

3,4

% 

15,

4

% 

0,0

% 

41,

4

% 

38,

5

% 

66,

7

% 

- - - 

3,4

% 

0,0

% 

0,0

% - - - 

4.  62,

1

% 

73,

1

% 

83,

3% 

24,

1

% 

11,

5

% 

16,

7% 

0,0

% 

3,8

% 

0,0

% - - - - - - 

6,9

% 

3,8

% 

0,0

% 

6,9

% 

7,7

% 

0,0

% 

5.  0,0

% 

3,8

% 

0,0

% 

34,

5

% 

34,

6

% 

50,

0% - - - 

62,

1

% 

53,

8

% 

50,

0

% 

- - - 

3,4

% 

7,7

% 

0,0

% - - - 

6.  3,4
% 

23,
1

% 

0,0
% 

13,
8

% 

7,7
% 

16,
7% - - - 

44,
8

% 

30,
8

% 

16,
7

% 

- - - - - - 
37,
9

% 

38,
5

% 

66,
7

% 

7.  27, 19, 16, 24, 30, 33, 6,9 3,8 8,3 6,9 7,7 8,3 - - - 34, 38, 33, - - - 
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6

% 

2

% 

7% 1

% 

8

% 

3% % % % % % % 5

% 

5

% 

3

% 

8.  

- - - 

13,

8

% 

23,

1

% 

8,3

% 

6,9

% 

0,0

% 

8,3

% 

72,

4

% 

73,

1

% 

83,

3

% 

6,9

% 

3,8

% 

0,0

% - - - - - - 

9.  37,
9

% 

46,
2

% 

41,
7% 

27,
6

% 

19,
2

% 

25,
0% 

34,
5

% 

34,
6

% 

33,
3% - - - - - - - - - - - - 

10.  
- - - 

10
0,0

% 

10
0,0

% 

10
0,0

% 

- - - - - - - - - - - - - - - 

(1= 10-19 ages, 2= 20-29 ages, 3= 30 or elder) 

Table 4 displays that pioneer strategies of the first group, 10-19 year-old students, were 

metacognitive and cognitive types. Despite their adoption of cognitive strategies, in fact out of all 

types, cognitive strategies appeared the least frequently utilized group. Furthermore, in determination 

and memory strategies, the students aged 20 to 29 were described as the most constant users. Finally, 

participants aged 30 or more majorly selected social strategy, and they selected 'no' strategy at the 

least among all.  

What VLST distinctly presents was that with the age increase, reference to dictionaries and 

creating word associations decreased and students felt obliged to employ cognitive strategies, such as 

mechanical processing, repetitions or analyses. Then, it can be postulated that neither the female 

learners besides the experimental group nor 30 or elder group could use cognitive strategies well.  

Discussion, Conclusion and Recommendations  

The experimental group’s most frequently used strategies in the test were in line with 

Kafipour and Naveh (2011) who had emphasized that the students successful in metacognitive 

strategies, such as testing themselves, skipping or keeping on getting new words, monitoring and 

decision-making were one step ahead than others in their study. They further asserted that 

metacognitive strategies must have helped students to discover language and vocabulary on their own. 

In addition, now that strategies were related with students' awareness about their own learning process, 

improvement and being knowledgeable of individual study, they can be commented as introverted and 

well-informed personalities about their own language learning achievement. Regarding the success of 

control group in memory strategies, cartoons must have functioned as rational and analytical tools to 

autonomize learners, and hence operationalize self-directed learning in contextualized word 

representations. In spite of the potential misleading indication, cartoons may not facilitate vocabulary 

learning procedure to that degree, as the persistency of their memory skill was not assessed in detail, 

this point might not reflect solid evidence of their achievement indeed.   

Furthermore, according to the ratio of determination strategy in VLST, a correlation subsists 

with the study of Smith (1975), which Brown (2007) quoted due to his impressive explications of how 

mnemonic devices supply retention, and retrieval process strongly. In this field, surveys of Cohen 

(2009) revealing the success of participants in learning new words via imagery interventions like dual 
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coding method and imagery techniques, Krashen (2004) working on the wide reading effects, 

Hammond and Danaher (2012) who referred one important aspect of cartoons in use of learning 

strategies, and Nation (1999) enlightening cartoons or other images on the way to giving opportunities 

to trigger cognitive practices and associate words all corroborated results of the experimental group. In 

respect of control group and their deficiency in drawing on the cartoons, it was evident that they could 

not control their learning properly and they were in need of additional support to complete vocabulary 

learning procedure more productively. 

Considering the competency of the females in memory and social strategies in addition to 

mastery of male subjects in determination, metacognitive and cognitive strategies, this outcome was 

consistent with the research of Oxford, Nyikos, & Ehram (1988), whereas it cannot be overlapped 

with Khatib et al. (2011), Pourshahian et al. (2012), Shmais (2003) and Zhang (2009) who did not 

record any difference between two genders. Moreover, the similarity of most frequent strategies 

among the subjects unpacked a correspondence result with Askar (2014) who listed some scholars 

drawing the same conclusion that social strategies were the least favoured types as Amirian and 

Heshmatifar (2013); Bangar and Kasmani (2013); Doczi (2011); Hamzah et al. (2009); Heidari et al. 

(2012); Karami and Barekat (2012); Khoshsaligheh (2009); Kodu (1999), Komol and Sripetpun 

(2011). Yet, it was not in congruent with Catalan (2003) who found social strategies were more 

favourable by the females, whereas the male learners were more predisposed to visual strategies. 

Catalan (2003) explained the success of the females with their application of formal rule, studies and 

elicitation strategies. However, the reason behind that difference must originate from the proficiency 

levels, background knowledge or mother tongue influence on their performance.  

In accordance with the strategies of 10-19 year-old students, Tsai and Chang (2009) ought to 

be addressed from the literature in that they had already come into the same point by clarifying that 

younger students were more eager to use mental skills and their cerebral functions would discover 

word meaning. Even though, in general, Tsai and Chang (2009) chimed in with this research, their 

outcomes stating proficiency level, higher use of social strategies, the increase in cognitive and 

manipulation strategies despite the decline in memory strategies and prior learning cannot be matched 

with the current study. In the same line, 20-29 age group’s ebb in ratio of applying metacognitive and 

social strategies must have the evidence indicating their failure in individualized learning and gaining 

control over their study. This might also be correlated with their lack of mastery in vocabulary 

learning strategies. Regardless of this distinction, however, Çelik and Toptaş (2010) were in tune with 

the utilization of cognitive strategies as the least activated one among readers.  

To sum up, the females, experimental group, and learners at 30 or elder could not make use of 

cognitive strategies. Main reason might be specified in tune with Gu and Johnson (1996), Karami and 

Barekat (2014), Kudo (1999), Peng (2009) and Pourshahran et al. (2012) who put forward that the 
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most successful students at highest proficiency had capacity to activate their cognitive strategies. 

Notwithstanding, the students in the study were intermediate, which leads us to the solution that the 

findings overlapped with theirs. Similarly, Ahmed (1989) advocated that moderate strategy users were 

at moderate success. This lack of competence in students' use of vocabulary learning strategies was 

also disclosed by Lawson and Hogben (1996) that vocabulary can be quite neglected by language 

learners at this level.  

To put it all in simple terms, the research was about the differences between experimental and 

control group considering male and female students and three age groups, 10-19, 20-29 or 30 and 

elder in the light of their vocabulary learning strategies and the influences of three English cartoons at 

this stage. To conclude, the common vocabulary learning strategies were detected to be determination 

and metacognitive strategies; nonetheless, these two were favoured by the experimental group whereas 

the control group mainly drew on memory, social and metacognitive strategies.  

In terms of gender, according to the VLST, females preferred determination and memory 

strategies while the male students opted for social, metacognitive and cognitive strategies. By 

employing determination strategy as their consolidation strategy, the female subjects came into 

prominence on the way of developing their own techniques to learn vocabulary. On the other hand, the 

male participants outnumbered in social strategies.  

Regarding their ages, 10-19 and 30 or elder subjects outweighed in metacognitive and social 

strategies, yet, the success of 20-29 year-old students in using determination and memory strategies 

were recorded to be dominant than the other two groups.  

In the light of these results, further studies can be developed by selecting learners who are at 

elementary or upper-intermediate levels and attending foreign language courses via using a similar 

research design to compare the results with this design. 

Note 

This study is a part of unpublished master thesis. Ayar, Z. (2015). Teaching vocabulary 

through cartoons to the learners of English as a foreign language (Unpublished Master's thesis). 

Retrieved from http://tez.yok.gov.tr. 
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Abstract 

Schools must cooperate with parents to be effective. “Families are critical to children’s educational 

success” as Sheldon (2018, vii), declared. The history of cooperation with parents is quite old. One 

effective way of cooperating with parents is home visits. The impacts of home visits on school-parent 

cooperation and student outcomes have been revealed in the researches. Since home visits are mostly 

an out-of-school activity, they are made with the dedication and personal efforts of the teachers. This 

study aims at revealing the opinions of teachers and principals about home visiting practices in 

Turkish primary and secondary schools. This is a qualitative research. The study group consists of 12 

secondary schools and 10 primary schools in Sivas city center. So, the questionnaires developed by the 

researchers were distributed to the determined schools. The survey forms were distributed to volunteer 

teachers and principals. 102 survey forms from teachers and 41 principals were evaluated in 

accordance with the research purpose. The data obtained from the research were analyzed by content 

analysis method. The results show that both principals and teachers believe the positive effects of 

home visits and they find home visits necessary to build an effective school environment. However, 

they have some reservations of home visit practices. 
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Introduction  

The idea of providing social support to schools and cooperation with parents to improve the 

quality of education goes back to the 1960s (Coleman, et. al. 1966; Epstein, et. al, 2002). In our 

country, the principle of cooperation between schools and families dates back even further. The 

founders of the Turkish Republic, who tried to make use of all kinds of tools in order to promote 

literacy and increase the quality of education in the country, gave importance to school-family 

cooperation in the 1930s and later made it a legal obligation. As part of this fact, among the principles 

adopted in the basic law of national education, which was rearranged in 1973, the principle of 

cooperation between school and family is also included. There are various ways in which schools can 

cooperate with families. One of these ways is home visits. A home visit is an informal visit to 

students’ home by school staff, mostly by teachers. It can be said that this practice, which exists in 

Turkish history and culture, has been neglected by teachers and administrators for some time. 

However, it has become a popular topic that is being discussed and emphasized again at the 

Ministerial level and other media. 

As Byrd (2012, 43) reports from Cutler (2000), “home visits, or visits by educators to the 

residences of their students, have been a part of the American educational situation for almost as long 

as schools have existed in the United States”. There are important reasons why home visits are so 

important and goes back to the early days of schooling. “More than 50 years of research has shown 

that the influence of families on children’s development and academic achievement begins before 

children start their schooling and lasts through high school” (Sheldon, 2018). 

“Research demonstrates that effective schools have high levels of parental and community 

involvement. This involvement is strongly related to improved student learning, attendance and 

behavior” (Australian Government, 2019, 2). Parental and community involvement is provided 

strongly through family visits. “Home visits also provide a positive opportunity to meet federal and 

state mandates that families be meaningfully informed of their child’s academic standing” (PTHV, 

2019). 

“Home visiting programs have been providing services to families with young children in the 

United States for many years; the first published documentation dates back to the 1880” (Sweet and 

Appelbaum, 2004, 1435).  With the recognition of the importance of education in technological 

improvement and community development the search for quality education has also increased and 

more attention has been paid to cooperating with families to improve schools. a good example of this 

search was the studies conducted by Coleman. “The Coleman Report, commissioned by the U.S. 

Department of Education to examine causes of educational inequality and published in 1966, for 

example, found that out-of-school factors far out-weighed in-school factors as an explanation of 

student achievement” (Sheldon, 2018, vii). The Coleman Report has showed that inequalities in 
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educational opportunities and achievement can only be remedied through collaborations among 

educators, families, and community partners.  Families are critical to children’s educational success 

(Sheldon, 2018, vii). 

Home visits are very important in school-family collaboration. Home visits are considered 

important to ensure parent involvement. Home visits strengthen communication between school and 

family. It is also effective in creating a supportive environment at home learning (Epstein, 2001).   

Parent Teacher Home Visits (PTHV) is a strategy for engaging educators and families as a 

team to support student achievement. The PTHV model developed from an understanding 

that family engagement is critical to student success. However, complex barriers often 

prevent meaningful partnerships between educators and families. A group of teachers and 

families in a low-income neighborhood in south Sacramento, California, came together in 

1998 to address a deep distrust between the school district and the community. Out of this, 

parents and teachers created PTHV based upon community organizing principles of 

empowerment. The model focuses on building trust and communication (Sheldon, 2018, 

vii). 

In the last 20 years, PTHV has expanded to a network of over 700 communities in 25 states, 

each a collaboration between local partners such as school districts, unions for credentialed teachers 

and classified staff, and community organizations. While details of the model vary by location, 

participating sites agree to five core practices (Sheldon, 2018, viii): 

 Visits are always voluntary for educators and families and arranged in advance.  

 Teachers are trained and compensated for visits outside their school day.   

 The focus of the first visit is relationship-building; educators and families discuss hopes 

and dreams.  

 No targeting – visit all or a cross-section of students, so there is no stigma.  

 Educators conduct visits in pairs and, after the visit, reflect with their partners.   

The findings of this study do more than support the existing research literature suggesting that 

family engagement promotes student success; they affirm the efficacy of school outreach to families 

as a strategy to improve student attendance and achievement outcomes. Specifically, the findings 

support the implementation of PTHV as an evidenced-based family engagement approach to improve 

student outcomes. Using a large dataset, with information about thousands of students drawn across 

several districts and controlling for important student variables including (Sheldon, 2018). 

“Research on the effectiveness of home visiting programs has produced mixed results as it has 

been reported that their influence is dependent on implementation quality. It seems that for home 

visiting to be successful the visitor and family must develop a positively affective relationship” 

(Knoph and Swick, 2008, 423). 
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The benefits of parent involvement in a child’s education at all levels are well-documented 

(Wright, et. al., 2018, 67). “Current research findings support the continued use of teacher home visit 

programs as a tool to encourage students’ academic success and parent involvement in the classroom, 

with many studies also noting teacher home visit programs’ improvement of students’ classroom 

behavior” (Wright, et. al., 2018, 68). 
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Figure 1. The impact of home visiting (Sheldon, 2018). 

Home visits are important in building the bridge between the school and the family, as well as 

creating an opportunity for the parents to express their expectations from the school as well as their 

expectations from the family. The teacher can obtain information from the primary source on the 

family structure, lifestyle and past experiences of the child during the home visits (Allen &Tracy, 

2002, in Bütün-Kar et. al., 2018, 590). 

Home visits by teachers can be used as an effective method for better recognition and 

understanding of the students who grow up in families with serious differences such as 

socioeconomic, belief and origin in our country (Bütün-Kar et. al., 2018, 592). In qualitative research, 

the purpose statement and the research questions are stated so that you can best learn from 

participants. You research a single phenomenon of interest and state this phenomenon in a purpose 

statement (Creswell, 2012, 17). This study aims to reveal the principals’ and teachers’ opinions of on 

home visits. For this purpose, the following questions were prepared, and this study seeks answers to 

these questions: 

1. Do principals and teachers have different opinions on home visiting? 

2. How effectively do home visits implemented in schools? 

3. What are the principals’ and teachers’ suggestions for home visits? 

Method  

Research Design 

This is a qualitative research. In this context, the research is structured according to the 

phenomenological pattern.  “Phenomenology is the study of experience through reflection. The 

individual reflects on an experience and describes its essences through imaginative manipulation (an 
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intuitive grasping of what is essential about an instance). It is not a passive process but rather an active 

sifting through of contingencies and variables to perceive the essential character of an instance or 

experience” (Given, 2008, p. 116). Individuals interact with many phenomena in daily life. As a result 

of this interaction, individuals have several experiences related to phenomena. These phenomena, 

which are experienced by individuals but not fully explained by themselves, can be examined in depth 

by phenomenological research (Yıldırım ve Şimşek, 2011). Home visits by schools are considered as a 

phenomenon that directly affects students, parents, teachers and school principals. Teachers and 

administrators participating in home visits gain experience in this phenomenon, but uncertainties 

remain about how this experience is reflected in the school. Phenomenology pattern was used in this 

study in order to investigate the phenomenon of home visits in depth according to the experiences of 

teachers and administrators. 

Participants 

The study group consists of 12 secondary schools and 10 primary schools in Sivas city center. 

These schools were chosen through an easily accessible sampling technique. Easily accessible 

sampling enables the researcher to collect data faster during the research process and makes it easier to 

access the sampling during the research process (Yıldırım ve Şimşek, 2011). In qualitative inquiry, the 

intent is to develop an in-depth exploration of a central phenomenon. Thus, to best understand this 

phenomenon, the qualitative researcher purposefully or intentionally selects individuals and sites 

(Creswell, 2012, 206). So, the questionnaires developed by the researchers were distributed to the 

determined schools. The survey forms were distributed to volunteer teachers and principals. 102 

survey forms from teachers and 41 principals were evaluated in accordance of the research purpose. 

Data Collection  

Data were collected by questionnaire method. The questionnaire was developed by the 

researchers. “The questionnaire can be described as a data collection tool consisting of questions 

prepared to get the opinions of individuals, groups and communities on a certain subject. These can be 

beliefs, values, thoughts, interests, attitudes, self-confidence, alienation, and so on” (Sönmez ve 

Alacapınar, 2011, 110). Four stages should be followed in developing the questionnaire. These are 

identification of the problem, writing the items, taking expert opinion and pre-application stages 

(Anderson, 1990 reported by Büyüköztürk, 2005).  

The problem of this research is the home visits, which is a current phenomenon in Turkey and 

revealing the opinions of teachers and administrators. After the identification of the research problem, 

literature was searched, and questionnaire items were formed. The questionnaire questions were then 

examined by two academicians specialized in educational sciences. The questionnaire was applied to 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

210 

six teachers and six principals and final corrections were made according to the application results. 

Accordingly, the survey consists of four questions after the instructions section. 

1. Do principals and teachers have different opinions on home visiting? 

2. How effectively do home visits implemented in schools? 

3. What are the advantages and disadvantages of home visits? 

4. What are the principals’ and teachers’ suggestions for fruitful home visits? 

Data Analysis 

The data obtained from the research were analyzed by content analysis method. The 

qualitative data analysis may be both a description of the story and themes that emerge from it 

(Creswell, 2012, 507).  “In this type of analysis, it is necessary to examine the contents of the text and 

the document. Then this data should be divided into themes (categories) and lower and upper 

restrictions should be made. The matrix must be prepared to show the relationship between them. 

Then these classifications can be converted to tables” (Sönmez and Alacapınar, 2011, 159; Yıldırım 

and Şimşek, 2011). The obtained data were examined, and codes, categories and themes were formed. 

The classifications obtained as a result of the analysis are presented in the figures for presenting the 

results better. Direct quotations from the participants were provided to support the findings. Teacher 

participants were coded as (T1, T2, T3, ...) and principals were coded as (P1, P2, 3,.. in the study. 

The concepts of validity and reliability in qualitative research is handled fully different. 

Therefore, the concepts of credibility, transferability, consistency and confirmability are used instead 

of validity and reliability (Mills, 2003). From this point of view, the research process is presented in 

detail in the research. The questionnaire was structured according to the relevant literature and expert 

opinions and the sensitivity required for an objective coding was shown during the content analysis 

process. Necessary explanations were made to the participants during the implementation process and 

the questionnaires were distributed to volunteer teachers and principals. In the study, direct quotations 

obtained from the participants were included and the data were supported. The data were presented 

objectively without generalization. 

Results 

The research data have been examined in two different titles: principals’ views and teachers’ 

views. Each of these titles have also three subtitles corresponding to the themes. Principals’ opinions 

are handled as three themes: 1) The implementation of home visits, 2) Positive and negative opinions 

and 3) Suggestions on home visits. Teacher opinions were also presented similarly. 

After the analyzes made about the principals, 19 categories were formed, and 24 categories 

were formed after the analyzes of data obtained from the teachers. The analysis results of the answers 

given by the participants to the question “Do you have home visits?” are seen in Table 1.  
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Table 1. Home visit implementation according to the opinions of the principals and teachers 

  f % 

Principals Yes, it is done. 26 68,4 

Sometimes  9 23,7 

No, it is not done. 3 7,9 

Total  38 100 

Teachers Yes, it is done. 51 54,3 

Sometimes 28 29,8 

No, it is not done. 15 15,9 

Total  94 100 

When Table 1 is examined, it is seen that most of the principals and teachers expressed that 

home visits were done in their schools. It is also seen that principals have a higher level of percentage 

(68,4 %) than teachers (54,3 %) about home visit practices. This can be explained by the fact that the 

principals make a general assessment of the school in terms of home visits, and the teachers make 

individual assessments. Similarly, teachers' opinions of “sometimes done” and “not done” is found 

higher than the opinions of principals and this supports the previous implication. 

Positive Opinions of Principals about Home Visits 

The positive opinions of school principals about home visits are structured in seven categories. 

As shown in the figure, some categories stand out; they are knowing the student's home and family 

environment much more, contributing to student development and strengthening school-family 

communication. These are seen well in Figure 1 below 

 

Figure 1. Principals’ positive opinions on home visits 
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One participant (P10) explains it as “Thanks to home visits, we both know more about our 

students 'families and see the working environment of our students in their homes.” Another 

participant (P37) expresses his opinions as “Observing the students with their families and feeling 

close to them strengthens the relationship between the teacher, the students and the parents.” 

Principals, coded as P 9 and P 24, stated that home visits increase student motivation. one 

participant (P25) stated that the students and parents were guided at their home and that they made 

suggestions for students’ academic success and other social activities. Similarly, participant (P14) 

quoted as “Although we know students in school environment, the home environment is always 

different. With the identification of positive and negative points, the child is supported in terms of 

psychological, educational and personal development.” 

Negative Opinions of Principals about Home Visits 

School principals' negative views on home visits are structured in six categories. These are 

listed as; 1) unwillingness of parents, 2) having problems with parents, 3) parents’ preparation for 

these visits and seeing these preparation process as drudgery, 4) parents’ embarrassment because of 

their economic problems, 5) change in students, and 6) confidence problems. As seen in Figure 2, 

parents’ unwillingness, having problems with parents, and parents’ preparation are the main negative 

opinions expressed by the principals. Results relating this category are given in Figure 2 below. 

 

Figure 2. Negative views of school principals 
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Principals’ quotations about these concerns are variable. One participant (P19) says, “When 

parents are informed of a home visit, they are preparing meals, food and drinks etc. We don't want 

that either. Apart from that, the parents can be embarrassed if they have negative living conditions. 

Because we do not know whether they have a separate living room to accept us as a guest in their 

homes.” 

Another principal (P22) says. “Parents do not want us to see and understand their poorness 

and poverty. Students do not want it, either. They feel embarrassed and in despair.  Because of these 

reasons they do not like home visits.” 

The principals believe that home visits bother parents as most of the parents make long 

preparations for home visits. Turkish hospitality plays an important role in this regard. Still, 

sometimes parents may think that teachers come to eat and drink for home visits and school staff feel 

uneasy for that.  For instance, a principal (P7) says “In our culture guests are welcomed very well. 

Parents offer you foods, drinks, etc. They try to please their guests. when the school staff are their 

guests this becomes more and more important. However, we do not like it this way. It is not an 

entertainment program, it is a kind of official meeting, or situation, something more like that. We have 

to change this mentality first. Parents must see these visits as the part of our job.”   

Two participants (P17 and P31) stated that the parents abused the home visit and made 

meaningless and unnecessary requests from school staff. “They forget that it is an official visit and 

they try to be more sincere. They request irrelevant things such as high grades for their children, etc.” 

Participant P13 draws attention that the parents of problematic students do not want school staff at 

their homes. He adds that “students with more absenteeism and their parents don't welcome us at 

their home.” Participant P27 emphasizes another problematic area. He quotes “We have difficulties 

when visiting students who have family problems, for example, divorced parents.” One participant, 

(P20) said that they couldn’t know and guess what they would encounter at student homes, therefore 

they did not look positive home visits. 

School Principals’ Suggestions on Home Visits 

School principals' recommendations regarding home visits are structured in six categories. The 

most valued suggestions can be listed as; 1) These visits should be planned and made according to 

these plans. 2) Home visits should be done on a voluntary basis, without forcing the parts, not 

compulsory. 3) Home visits should be made according to needs.  Results related to their suggestions 

are seen in Figure 3.  



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

214 

 

Figure 3. Principals’ recommendations on home visits 

Principals suggest that home visits should be planned well. The aim should be not to visit all 
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not be directed to prepare foods and drinks, etc. They should be informed that it would be an official 

visit for the purpose of corporation.” 

Positive Opinions of Teachers about Home Visits 

 

Figure 4. Positive opinions of teachers on home visits 

The positive opinions of teachers about home visits are structured in eight categories. Most 

important ones could be listed as knowing the students in their home environment, knowing the 
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Some teachers (T37, T94, T 28) emphasize that home visits increase the students’ academic 

success and they express that positive communication ways are formed between students and the 

school.  

A teacher participant (T57) sees home visits as a part of school activities. He quotes as “It is 

the main task of the educators that the administration and the teachers visit and see the environment 

where the students live and study. It is also necessary to see the economic, social and individual 

differences between the students”. T44 also says home visits is a part of educational activities. 

Negative Opinions of Teachers about Home Visits 

Besides positive opinions, teachers also have negative ones. The negative opinions of teachers 

about home visits are structured in seven categories. The prominent reasons not to have home visits 

are justified as 1) Embarrassment of parents because of their economic situation, 2) Reluctance of 

parents, and 3) Stakeholders believe that home visits are not fruitful. All seven categories related to 

the negative opinions of teachers are given in Figure 5. 

 

Figure 5. Negative opinions of teachers about home visits 
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Similarly, T43 says that “families turn this into a food and drink program, and they are not 

realistic when they are together with the teachers.” She adds that “parents feel that they have to 

accommodate us as a special guest and compete with their neighbors. Then poor families feel 

insufficient and helpless. So, they don’t evaluate home visits fruitful”. 

Some participants (T21, T55, and T100) find home visits useless because of similar reasons. 

They emphasize that some families turn these educational and academic activity into a show. And then 

the activity becomes a problematic situation especially among families rather than a cooperative work. 

A teacher (85) finds home visit risky for teachers. She quotes “It can create problems for the personal 

safety of the teacher. Teachers may come across with different reactions of parents.”  Another 

participant teacher (T39) says that “Home visits are not necessary. They do not benefit to anybody. So, 

I do not go home visits. Our society does not have this maturity in terms of social development yet.” 

Teachers’ Recommendations on Home Visits 

Teachers' suggestions regarding home visits are structured in eight categories. Teachers 

mostly suggested well planned home visits. Some teachers only care about visiting students in need. 

They believe that home visits will be helpful and necessary for some students. Those students really 

need to be visited and helped both at home and school. Another remarkable suggestion is to visit all 

students at home. Some participants have the idea that all parents should be visited without any 

discrimination. All results related to the suggestions of teachers are given in Figure 6. 
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On the other side, some participants believe that home visits are not enough, and they must be 

practiced more. A participant (T4) said “Home visits are very rare. I think it should be done more 

often. In order to get to know the students better, teachers should frequently visit home and 

communicate with their parents.” T79, another teacher, used the following expressions: “Home visits 

should be made to the students who have some problems. Teachers can help their parents. They can 

give guidance.”  

Some teachers (T45, T59, T100) suggest various activities outside of school. These activities 

can be any time out of the school time. Going on a picnic with students and their families, having 

lunch or dinner with them, visiting parks and museums might be good alternatives. T59, for example, 

says “A good alternative to home visits is to go on picnics together.” Some participants (T32, T74, 

T87, T93) emphasize the importance of planning and preparations before home visits. T74 says “The 

purpose of home visits should be told to parents at the school meetings. Teachers to visit parents 

should exchange views about their student among themselves. A good planning must be done earlier. 

Home visits should be done together with male and female teachers and as mixed groups, if possible, 

with an administrator from the school.” 

Discussion and Conclusion 

Even though home visits date back to very old times, they are still being discussed and it is on 

the agenda of educators both in Turkey and abroad. While this study reveals the necessity and positive 

effects of home visits, on the other hand, it shows that there are some negative thoughts against home 

visits. All participants have the idea that home visits have a positive effect on student outcomes. As 

Wright, et. al., (2018, 70) stated “literature supplies that teacher home visits have been shown to 

positively impact student attitude. They have found “significant differences in classroom behavior, 

academic achievement, level of parent involvement, and attitudes and motivation of the school 

system’s students who received a teacher home visit compared to similar students who did not receive 

a teacher home visit” (Wright, et. al., 2018, 86). 

This study revealed that teachers visited students’ homes to see their home environment, to 

talk their problems with their problems and to know more about their students. Similar implications 

were made by Bahçeli-Kahraman and Taner-Derman, (2012). In their study “most of teachers 

preferring home visiting explained the reasons for home visits as seeing the child’s home environment, 

discussing domestic problems and getting to know the child better” (Bahçeli-Kahraman and Taner-

Derman, 2012, 113). 

Negative attitudes of teachers towards home visits do not stem from the belief that they are not 

useful or necessary. Their concern is mostly due to the way home visits are made and the problems 

encountered. If arrangements are made to address these concerns of teachers, home visits will 

probably be made by all teachers. As Byrd (2012, 51) mentions “Home visits are not a magical 
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solution for every problem. There are many challenges surrounding home visits. On the side of the 

schools, they take time, which is at a premium for educators. On the side of the families, home visits 

can be challenging for various reasons”. 

Efforts to make home visits more effective in many countries around the world continue 

(Faber, 2015; Christiansen and Morning, 2017; Australian Government, 2019). “A critical mass of 

research evidence over the last two decades indicates that gains in student achievement are possible 

when parents support students’ learning in the home. This is especially true for traditionally 

underachieving students and holds promise for narrowing the achievement gaps” (The NEA 

Foundation, 2012, 3). In this regard, home visits remain on the agenda for improving school-family 

relationships and for effective parent involvement. The results of a study conducted by Wright, et. al. 

(2018, 87), suggests “that the school system’s teacher home visit program positively impacts students’ 

academic and behavioral functioning in school”.  

Home visits are a tradition that has been practiced in the Turkish education system for a long 

time. It is a known fact that the application has important effects. Principals and teachers have 

reservations about home visits recently due to some of the negative factors that have come to the fore 

in this study, as well. According to the results of the study, principals and teachers recommend that the 

home visits be carried out in a planned and scheduled manner, that they are carried out in accordance 

with the purpose, and that the home visits are carried out without disturbing parents. 

Some schools, the Ministry of Education and various institutions have started to work to make 

home visits effective. One of these is “My guest is our teacher” project, which is carried out by the 

governorships of several provinces in Turkey (Istanbul Governorship, 2017). Some of the objectives 

of that project are listed as “Providing educational cooperation between the parents and the school by 

strengthening the cooperation with the parents of students at primary, secondary and high school 

levels through home visits. It has been determined to develop the parents' relations with the school, to 

determine the factors that affect the student success negatively, to take the necessary precautions and 

to improve the point of view of the parents positively ” (Istanbul Governorship, 2017, 5). The aim of 

this present study is to shed light the opinions of school principals and teachers who are at the center 

of the home visit applications and to make home visits more effective and continuous within the 

framework of their opinions and suggestions. 
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In this study, it was aimed to develop a valid and reliable scale to determine the teaching styles of 

teachers. The final scale composed of 44 items were applied to the 605 teachers with various branches. 

Participants are teachers who are working in private and public schools in the province of Hatay. This 

study is one of the types of quantitative research, scale development research. The data obtained from 

the teachers was analyzed with confirmatory factor analysis. AMOS software was used for data 

analysis. In the reliability stage of the study; the internal consistency coefficient was calculated as 

0.877. As a result of the research, a scale with 3 factors 14 items was developed for the teaching styles 

of the teachers whose validity and reliability were provided. The reliability coefficients for the sub-
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scale is reliable. 
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Introduction 

It is thought that the educational process is based on mutual communication and interaction 

and that the realization of learning is valuable in terms of quality. Information about individual 

differences in education and the learning of individuals in different ways is a knowledge dating back 

to 2500 years ago (Simsek, 2007). Different forms of learning still affect the education and training 

process and led to the search for various solutions in terms of more qualified learning. Considering the 

reasons for the reflection of the teachers' performance, attitudes and behaviors in the classroom 

atmosphere to the students, it can be said that the teacher may have a positive and negative effect on 

the education-training process. The importance of teacher-student interaction in terms of classroom 

atmosphere and mutual adaptation is a situation revealed by some studies (Sovyanhadi and Cort, 2004; 

Balderstone, 2005; Artvinli, 2010).  Learning and teaching styles play an important role in providing 

this quality (Guven, Polat, Yıldızer, Sonmez and Yetim, 2016) also increases motivation 

(Veznedaroglu, 2005). This helps students to achieve high-quality learning. In addition, according to 

Simsek (2002), the academic achievement of students is directly proportional to the harmony between 

learning styles and learning activities. Therefore, the factor that determines the way of teachers will 

bring their students to the achievements targeted in the curriculum is their knowledge of the field they 

have and their preferred teaching methods (Unal, 2017). In addition to focusing on the diversity of 

learning activities and the factors affecting the learner's learning style, it can be said that the teacher's 

teaching style contributes to the process. Based on the learner-teacher interaction, the teaching style of 

the teacher, as well as the learner's learning style, is important for the formation of a quality education 

environment. According to Soloman and Felder (2005), it is important to know the teaching styles of 

the teachers in order to increase the permanent knowledge acquisition of the students and to provide a 

more qualified teaching environment. 

Students may have difficulty in adapting to the course during the learning process, maybe 

bored, may not be able to exhibit their academic proficiency (Felder and Silverman, 1998; Felder and 

Henriques, 1995). Because of these possible situations, regarding the harmony between the teacher's 

teaching style and the learner's learning style in the education and training process, it is valuable to 

ensure the permanence of knowledge. In order to ensure this harmony, different models and different 

questionnaires and scales have been developed in order to determine the teaching styles of teachers. 

Some scales were developed by the researchers were adapted to Turkish (Karatas, 2004; Ertekin, 

2005; Uredi, 2007; Ince and Hunuk, 2010; Artvinli, 2010). Although different measurement tools 

developed in the context of different theoretical foundations in the world (Brostrom, 1979; Dunn and 

Dunn, 1979; Kolb, 2005; Keefe and Ferrell, 1990; McCarty, 1997; Reid, 1987; Soloman and Felder, 

2005) It was stated that the number of limited (Guven, Cardak, Sever and Vural, 2008). In this study, 

it is believed that teachers' internalization of the course acquisitions in the classroom will be supported 
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by the students while students are able to realize their preferences and orientations in this process. 

Thus, this study is thought to contribute to the literature due to the limited number and type of scale 

were developed and were adapted to teaching styles in the literature. The fact that the existing scales 

are not sufficient in the literature and that the existing scales are in English in terms of the publication 

language limits the researchers interested in this subject. For the purpose, the following question was 

sought in the research: 1. Is the scale developed to determine teachers' teaching styles valid and 

reliable? 

Review of Literature 

Style study was based on a period of time from 1940s to 1970s (Bayraktar and Otrar, 2007). 

The study on learning styles was first introduced by Rita Dunn in 1960 (Boydak, 2017, p. 3). After the 

1970s, the concept of style has become more widespread and has been included in education topics 

and research as learning style and theories (Rayner and Riding, 2013). This situation also paved the 

way for investigating the relationship between individual differences and diversity in learning. Rita 

Dunn, who published her article "Learing Styles, Teaching Styles" in 1975, explained how the process 

should be directed for both the learner and the teacher during the learning-teaching process. 

In the literature, there were definitions made by different researchers related to teaching style 

(Ekici, 2003; Ellis, 1979; Grasha, 2002). It has been seen that the keywords are widely used. Fischer 

and Fischer (1979), one of these researchers, defined the teaching style as the instructional behaviors 

that a teacher adopted and consistently displayed in the teaching process. Grasha (2002), on the other 

hand, defines the teaching style as the attitudes and behaviors that the teacher does or does not 

manifest. 

Studies have been done on how the concept of style affects the individual's learning and in 

what direction it has developed. Thus, it has been revealed that the differentiation of the individual's 

learning is the result of the different structures they possess. In this field, academic studies have been 

conducted on various learning styles that have continued until today. Orak (2015) investigated the 

frequency of learning styles used in academic studies between 2000 and 2013 for learning styles 

developed in his study. As a result of this research, it has been found that the most used learning style 

is Kolb Learning Style and Grasha and Riechman Learning Style. Similarly, Acil and Hurriyetoglu 

(2018) examined the studies that can be reached between 2000-2017 in their studies on the frequency 

of use of learning style models used in Mathematics, Science and Turkish lessons. As a result of the 

study, it was concluded that Kolb learning style was used more widely. After the Kolb learning style, 

Grasha and Riechman learning style, McCharty learning style and Dunn and Dunn learning style are 

the most widely used learning style. In the studies conducted from past to present, there are studies 

that support teachers to teach with the style they have learned (Dunn and Dunn, 1979; Stitt-Gohdes, 

2001). The attitudes and behaviors that the teacher exhibits with the method-technique used in the 
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teaching process constitute the style of the teacher. It is supported by studies where each teacher has a 

unique teaching style (Dressel and Marcus, 1982; Woods, 1995; cited Bilgin and Bahar, 2008). 

After the launch studies for their teaching and learning styles in Turkey, in order to ensure the 

achievement of learning acquisitions and learning to make permanent, scale development and 

adaptation studies in this area have been made (Beceren, 2004; Yılmaz, 2004; Hasırcı, 2007). 

Moreover, the adaptation of the scales developed abroad to Turkish is also preferred (Saban, 2002; 

Bilgin, Uzuntiryaki ve Geban, 2002; Karatas, 2004; Uredi, 2006; Ertekin, 2005; Artvinli, 2010; İnce 

ve Hunuk, 2010; Sarıtas ve Sural, 2010). The scale adapted for the teaching styles Turkey was seen 

that the scale most Grasha Teaching Style Model (Guven, Polat, Yıldızer, Sonmez ve Yetim, 2016). 

This scale has been used in different studies in Turkey (Bilgin, Uzuntiryaki and Kebler, 2002; Karatas, 

2004; Uredi (2007), Saritas and Sural, 2010). For example, Uredi (2007) investigated the power of 

classroom teachers' perceptions of the teaching profession to predict their preferred teaching styles. 

Method 

Research Model 

In this study, it was aimed to develop a valid and reliable scale to determine the teaching 

styles of teachers. This study was included in the quantitative research model as it was a scale 

development study and analyzed by quantitative methods. Muijs (2004) defines the quantitative 

research method as a form of research that enables observations and measurements to be observed 

objectively and also expressed by numerical data (pp. 1-2). In addition, quantitative research patterns 

can be defined as the examination of numerical and concrete data (Macmillan and Schumacher, 2010, 

p. 21). Numerical and concrete data give objective quality to the studies. With this feature, the data is 

collected by the quantitative method provides access to a large number of participants (Greene, 

Krayder and Mayer, 2005). The fact that the number of participants in qualitative research studies is 

higher than the sample group makes the quantitative research method more reliable. In the light of this 

information, it is considered appropriate to explain this study as a scale development study in order to 

determine the teaching styles of teachers in the non-experimental design category suitable for 

quantitative research design. 

Participants 

In the literature, it was emphasized that the sample should be at least 5 times the number of 

items used in the scale (Bryman and Cramer, 2001; Children, 2006). Comrey and Lee (1992) said that 

500 samples were very good, 1000 samples were perfect. In this study, a total of 605 teachers (299 

males and 306 females) were found in Turkish, Science and Technology, Biology, Chemistry, Physics, 

Mathematics, English, Classroom Teacher, Kindergarten Teacher, Language, Expression, Primary, 
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Secondary and Secondary Schools. Since the number of items in this study was 44, it can be stated 

that 605 teachers are sufficient. It is important that teachers volunteer to work. 

Table 1. Demographic characteristics of the teachers  

Gender Frequency Percent (%) 

Female 306 50.6 

Men 299 49.4 

Total 605 100 

Education status 

Associate Degree 44 7.3 

License 500 82.6 

Master’s Degree 46 7.6 

PhD 1 0.2 

Set 14 2.3 

Total 605 100 

Years of experience 

1-5 years 105 17.4 

6-10 years 83 13.7 

11-15 years 126 20.8 

16-20 years 159 26.3 

26 years and older 132 21.8 

Total 605 100 

Where a teacher's work 

Province center 319 52.7 

City center 159 26.3 

Town/Town 41 6.8 

Village 86 14.2 

Total 605 100 

 

When Table 1 is examined, it is seen that 82.5% of the sample consists of 605 teachers who 

have a bachelor's degree and represent the majority. It was determined that the number of teachers 

who graduated from the doctoral program in the same department constitutes 0.2% of the sample and 

the proportion constitutes a minority. When the years of experience of the teachers are examined, it 

can be said that they constitute the majority of the votes with a maximum of 26.3% between the ages 

of 16-20 and 13.7% of the teachers with 6-10 years of experience. Finally; When the places where the 

teachers work are examined, it can be said that the ratio of teachers working in the city center is 52.7% 

more than the other places.  

Data collection tool and process 

At the stage of forming the theoretical framework of the teaching style scale, studies and 

scales related to teaching styles were examined in the literature (Adams, 2000; Artvinli, 2010; Dunn 

and Dunn, 1979; Ellis, 1979; Ekici, 2003; Eskici, 2008; Fischer and Fischer, 1979; Felder and 

Siverman, 1988; Felder and Henriques, 1995; Gencel, 2013; Grasha, 2002; Huang, 2009). While 

constructing the theoretical framework of the scale, the dimensions that affect teachers' teaching styles 

were taken into consideration and these dimensions were prepared by taking into consideration the 

studies examined in the literature (Artvinli, 2010; Uredi, 2007; Yılmaz, 2004). The three factors 
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included in the scale and found in Yılmaz (2004) study are also included in this study. These are 

visual, auditory and tactile/kinesthetic categories. 

Scale preparation process is not a random process and it was a systematic process involving 

certain stages. These stages consist of similar items in many scale studies. For example, the process, 

which first started with the researches about the theoretical framework of the related scale, was 

followed by a sequence of form and substance pool, application of expert opinion, pre-application, and 

arrangement of the scale, validity and reliability analyzes and finalization of the scale (Karasar, 2006; 

İlhan, Sekerci, Sozbilir and Yıldırım, 2013). In the study, the steps mentioned above are taken into 

consideration and the actions of each stage are given below under separate titles. 

                                  

Figure 1. Scale development stages (İlhan, Sekerci, Sozbilir and Yıldırım, 2013) 

Creation of Scale Format 

After forming the theoretical framework of the scale, it was tried to decide which format the 

scale would be. Teachers' teaching style scale was formed in a 5-point Likert type format. The degree 

of teachers' participation in statements was determined as ‘Strongly Disagree (1), Disagree (2), 

Undecided (3), Disagree (4), Strongly Agree (5)’. Using the data obtained from the literature review, a 

pool of 44 items was created. The expression of 3 scale items is negative (K/T 9, K/T 10, K/T 13) and 

the others are positive (see Table 3). The items in the prepared draft form are given in Table 3. The 

scale form is divided into three categories: visual, auditory, kinesthetic/tactile. In the code column in 

Table 3, "V" is used for visual, "A" audio, "K/T" kinesthetic/tactile items. 

Applying Expert Opinion 

Expert opinion was taken to evaluate the scale items' ability to reveal the teaching styles of 

teachers. Help was received from two academicians and teachers from 4 different branches. One-to-

a) Creation of 
scale format 

b) Applying 
Expert 

Opinion 

c) Preliminary 
Application 

and 
Arrangement 
of the Scale 

d) Statistical 
Analysis for 
Reliability 

e) Giving the 
final version 
of the scale 
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one interviews were conducted with the instructors, and the opinions of the instructors were taken on 

issues such as the form and content of the items, the intelligibility of the expressions, question formats. 

In addition, some corrections were made by taking into consideration the opinions and suggestions of 

40 teachers participating in the pilot application. In the light of the application, evaluations were made 

and the scale items were finalized with expert suggestions. 

Preliminary Application and Arrangement of the Scale 

The pilot application of this study was applied to 40 teachers who are working in a private 

school in Hatay in the 2017-2018 academic year between 09.04.2018 and 13.04.2018.  

Statistical Analysis for Reliability 

In the validity and reliability phase of this study, Cronbach’s Alpha value was used for 

internal consistency taking into consideration the observations, teacher feedback and expert opinions 

in the pilot study. Cronbach’s Alpha explains the correlation value due to the correlation between the 

items (Durmus, Yurtkoru, and Zinko, 2016, p. 89). When the relationship level in the literature is 

examined, if the Cronbach’s Alpha value is 0.70 and above, it is accepted that the scale is reliable, and 

because of the low number of items, this limit can be accepted as 0.60 and above (Durmus, Yurtkoru 

and Cinko, 2016: 89). After entering the data into the SPSS program, randomly selected scale items 

were checked by another researcher to confirm whether or not the data was missed by the researcher. 

Then, the consistency of the results of the two researchers was examined. 

Giving the Final Version of the Scale 

The scale developed in this study was finalized as a likert-type scale consisting of 14 items in 

total by conducting expert opinions, validity and reliability analyses. The expression of all items in the 

scale is positive. Although there were negative items in the draft scale of 44 items, negative statements 

were eliminated as a result of the analysis. 

Data Analysis 

The data obtained in this study were analyzed by factor analysis. The purpose of the factor 

analysis is to determine the construct validity of the scale and to decide the items to be included in the 

scale. Factor analysis is performed in two ways: exploratory factor analysis (EFA) and confirmatory 

factor analysis (CFA). CFA evaluates a priori hypotheses and is largely driven by theory while EFA is 

to identify factors based on data and to maximize the amount of variance required (İlhan, Sekerci, 

Sozbilir, and Yıldırım, 2013). In scale development studies, the general structure of EFA is first 

revealed, CFA is made to the newly arranged structure obtained after necessary adjustments. The 

purpose of the CFA is to test the accuracy of the structure obtained (Bryman and Cramer, 1999; 

Buyukozturk, 2010). If the structure obtained by EFA is a structure that is sharply drawn in the 

literature, then the data can be made directly by CFA and validation can be made. As a matter of fact, 
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Simsek (2007) argues that in the literature, if only a study with both EFA and CFA has been 

performed, it is sufficient to perform only CFA and Yılmaz (2004) as an example. In this study, 45 

English teachers who are working in Anatolian high school were studied and the scale was gathered 

under four factors. According to Simsek (2007), these factors are more commonly used in the 

literature and it is more appropriate to perform CFA than to find these factors again. Visual, auditory 

and tactile / kinesthetic factors are included in the scale of teaching styles in this study and these 

factors are widely used in the literature. Therefore, it was considered that it would be more appropriate 

to perform CFA without the EFA on the data collected. The CFA for the developed target scale was 

performed with the Analysis of Moment Structures (AMOS) program. In structured CFA analysis, it is 

possible to correct the relationship between computer and multimedia by eliminating it (Yıldız and 

Bulut, 2015) and adjust the filtered analysis in this chamber of the scale according to the substances 

related to the substance or the items in the CFA analysis. 

Scoring of the scale 

Since the scale is of 5-point likert type, minimum 1 and maximum 5 points are obtained. After 

developing the scale, the experiment was conducted by the researchers and it was clarified how the 

score obtained from the scale should be interpreted. For example, Burcu teacher's application results 

are as follows: 

Table 2. Teaching Style Scale Teacher Application Data Findings 

 Kinesthetic/ 

tactile 

Visual Auditory 

Teacher M1 M

2 

M1

4 

Ort M

1 

M

2 

M

3 

M

4 

M

12 

M

13 

Ort M

1 

M

2 

M

4 

M

8 

M

11 

Ort 

Burcu  5 5 4 4.6 5 5 5 5 5 5 5.0 4 4 3 4 4 3.8 

Table 2 shows that Burcu teacher's tactile/kinesthetic average is 4.6, the visual average is 5.0 

and the auditory average is 3.8. This means that the scores obtained in this scale will be interpreted 

according to the weighted total score in each category. Here, it can be interpreted that the Burcu 

teacher received a certain score in the entire category, but the visual style was higher than the others. 

Findings 

In this part of the study, analyses are explained in detail. Firstly, findings about scale items 

and then findings about validity and reliability are given in order. 

Findings Related to Scale Items 

Table 3 shows the items included in the 44-item draft scale of the Teaching Style Scale (TSS). 
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Table 3. Items included in the draft scale of the TSS. 

Code Draft Scale Item 

V 1 I underline what I read. 

V 2 I like to use colored pencils when taking notes. 

V 3 I take notes while listening to an important topic. 

V 4 I use keywords while I am talking about a subject. 

V 5 When there’s a concept I have to remember, I hang it where I can see it all the time. 

V 6 I use my own symbols instead of the symbols used by others. 

V 7 While solving the problem, I write the required and given things with colored pencils. 

V 8 I'm sensitive about my students using colored pencils. 

V 9 When entering a new topic, I first read the topic to my students. 

V 10 I try to keep the lecture notes concise and concise. 

V 11 I understand what I read better than what I hear. 

V 12 While I am teaching, I transform knowledge and concepts into symbols and pictures. 

V 13 I illustrate the complex subject and draw appropriately. 

V 14 I need eye contact when communicating. 

V 15 When I read aloud, what I read is more in my mind. 

V 16 While I am describing a new topic, I use related symbols. 

V 17 I like to plan in my daily life and while I am lecturing. 

V 18 I like to organize my responsibilities myself. 

K/T 1 While I am teaching, I prefer to stand up and move my whole body. 

K/T 2 When I build a model, I like to disassemble and move parts. 

K/T 5 I prefer to sit in the front row while listening to the conference. 

K/T 3 I enjoy sharing the extra information I know about the subject with my students. 

K/T 4 I like printing and bold writing. 

K/T 6 I move my body when expressing myself (hands, arms…). 

K/T 7 I like walking back and forth while lecturing. 

K/T 8 I can sit at the desk, on the floor, on the couch or anywhere I think I am comfortable when I 

lecture. 

K/T 9 I don't prefer to sit in a chair while I am lecturing. 

K/T 10 Sitting in the same place for a long time distracts me. 

K/T 11 It is said that I am a talkative person at school and in my daily life. 

K/T 12 I enjoy teaching. 

K/T 13 Playing with my pen does not distract me while I am lecturing. 

K/T 14 I often use facial expressions in lectures. 

A 1 I like to listen to music. 

A 2 What I hear remains more in my mind. 

A 3 It is said that I speak harmoniously. 

A 4 I understand what I hear better than what I read. 

A 5 Instead of reading the subject, I prefer to listen to my students. 

A 6 When communicating, I can understand the other person without the need for eye contact. 

A 7 I often repeat a concept that should be remembered. 

A 8 I read the subject aloud while repeating the subject. 

A 9 I can easily distinguish between human voices. 

A 10 I describe concepts in melodies that I invented. 

A 11 I read the question aloud while solving the problem 

A 12 I like to make voice recordings. 

When table 3 is examined, there are 18 visual, 12 auditory and 14 kinesthetic/tactile items. 

The CFA results of the scale developed in this study are shown in Figure 2 and table 4. 
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Figure 2. AMOS data analysis 

According to Figure 2, there are 3 factors in total: tactile / kinesthetic, auditory and visual 

categories. There are 6 items under visual factor (V1, V2, V3, V4, V12, V13), 5 items under auditory 

factor (A1, A2, A4, A8, A11) and 3 items under tactile/kinesthetic factor (K/T1, K/T2, K/T14). The 

results of the AMOS analysis in Figure 2 are given in Table 4 and Table 5. 

Table 4.  AMOS analysis values in the scale 

Code (Order no) Factor loading (λ) t R
2
 

V 1 (2)* .62 11.5 .52 

V 2 (3) .56 11.5 .52 

V 3 (4) .80 11.5 .44 

V 4 (5) .76 11.1 .44 

V12 (11) .49 9.9 .14 

V 13 (12) .54 10.5 .29 

A1 (8) .48 10.5 .29 

A 2 (9) .43 7.5 .37 

A 4 (10) .29 6.5 .37 

A 8 (13) .33 9.3 .41 

A 11 (14) .63 10.3 .41 

K/T 1 (1) .64 10.3 .63 

K/T 2 (7) .81 18.9 .81 

K/T 14 (6) .73 14.8 .79 
* The numbers in parentheses are the order numbers in which the items are included in the final scale. 

Table 5. CFA result of teaching style scale  

Model 
χ
2

 /sd 
RMSEA CFI NNFI NFI GFI RMR 

 218.081/68=3.20 .06 .95 .93 .97 .95 .04 

 

In the DFA analysis, fit indices were examined and modifications were made between the 

items in visual factor 15, 14, 4, 3, 1, and 2, and 12, 9, 4 and 2 items in the auditory factor. Chi-square 
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statistics show a perfect fit if χ2 / df <2 and an acceptable fit if χ2 / df <5 (Erkorkmaz, Etikan, Demir, 

Ozdamar and Sanisoglu, 2013). Therefore, this result is acceptable. RMSEA = 0.06, CFI = 0.95, NNFI 

= 0.93, NFI = 0.97, GFI = 0.95. In the interpretation of the values, the study by Meydan and Sesen 

(2015, pp. 32-34) was taken as reference. It is acceptable values of 0.8 and above for Goodness of Fit 

Index (GFI); 0.95 and above for Comparative Fit Index (CFI). Root Mean Residual (RMR) and Root 

Mean Square Error of Approximation (RMSEA) indicate that values less than 0.05 or 0.05 are 

excellent and values up to 0.08 are acceptable. However, it is stated that it is weak for values of 0.10 

and above. The Non-Normed Conformity Index (NNFI) describes the perfect fit for values of 0.95 and 

higher and shows good fit for values of 0.90 and higher. As a result of these data, it can be said that 

the values in the table are acceptable. 

Validity and Reliability Findings 

Cronbach’s Alpha explains the correlation value due to the correlation between the items 

(Zinc, 2016, p. 89). This adjustment is done to determine the level of the relationship between the 

substances and the factors. While this correlation level is considered to be reliable in cases where 

Cronbach’s Alpha value is 0.70 and above, this limit can be accepted as 0.60 value and above due to 

the low number of some scale items (Cinko, 2016, p. 89). The table on the reliability of the scale is 

given below (Table 6). 

Table 6. Results of reliability analysis 

N % Cronbach Alpha N of Items 

605 100 .877 14 

When Table 6 is examined, it is seen that the reliability coefficient of the scale is 0.877. At the 

same time, the reliability of the factors included in the scale was calculated and these values are given 

in Table 7. 

Table 7. The results of the reliability analysis of the factors 

Factor  Cronbach Alpha N of Items 

Visual .816 14 

Auditory .760 14 

Kinesthetic/tactile .646 14 

See that Table 7, it is seen that the reliability of the visual category items is 0.816, the auditory 

category items are 0.760 and the kinesthetic/tactile items are 0.646. It can be said that these values are 

at an acceptable level. 

Conclusion 

In this research, a scale was developed for teachers' teaching styles. The scale obtained is a 

total of 14 items.  There is no reverse item on the scale and each item has a maximum of 5 and a 

minimum of 1 point. The scale, which has a total of 3 factors, consisting of tactile/kinesthetic, auditory 
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and visual categories, consists of 6 items under visual factor, 5 items under auditory factor and 3 items 

under tactile/kinesthetic factor. Namely, each factor is represented by at least 3 items. The reliability 

coefficient of the scale was found to be 0.877. The reliability coefficients for the sub-factors are 0.816 

for visuality, 0.760 for auditory and 0.646 for kinesthetic. This result shows that the scale is reliable. 

As a result, the determination of the teaching styles of the teachers is of great importance for 

the planning, structuring and development of the education to be carried out. In this study, teacher 

styles were studied, and a scale was developed to help reveal styles. Findings of validity and reliability 

of the scale show that teachers can be used to determine their teaching styles. Moreover, there is no 

branch distinction for teachers. Since the scale is developed on teachers, if it is to be used outside this 

group, validity and reliability studies must be done again. 

Proposal 

During the process, it was noticed that the teachers did not have enough information about the 

subject. However, considering the effect of determining styles on student achievement, seminars or 

activities can be organized to raise teachers' awareness about styles. 

In our country, it is seen that the scale development studies conducted for teaching styles are 

few. Scales can be developed for scale development studies for teaching styles. It is seen in the 

literature that learning styles contribute to students' academic studies. 
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1. 
Ders anlatırken ayağa kalkmayı ve tüm vücudumu 

hareket ettirmeyi tercih ederim. 
O O O O O 

2. Okuduklarımın altını çizerim. O O O O O 

3. Not alırken renkli kalemler kullanmayı severim. O O O O O 

4. Önemli bir konuyu dinlerken not alırım. O O O O O 

5. 
Ders anlatırken konu ile ilgili anahtar sözcükler 

kullanırım.  
O O O O O 

6. Ders anlatırken sık sık mimik kullanırım. O O O O O 

7. 
Model inşa edeceğim zaman parçaları söküp takmayı 

ve onları hareket ettirmeyi severim. 
O O O O O 

8. Müzik dinlemeyi severim.   O O O O O 

9. İşittiklerim daha çok aklımda kalır. O O O O O 

10. 
Okuduğum şeylere göre duyduklarımı daha iyi 

anlarım. 
O O O O O 

11. 
Ders anlatırken bilgi ve kavramları sembol ve 

resimlere dönüştürürüm. 
O O O O O 

12. 
Karmaşık konuları anlatırken uygun şekilde çizimler 

yaparım.    
O O O O O 

13. Konuyu tekrar ederken yüksek sesle okurum. O O O O O 

14. Problem çözerken soruyu yüksek sesle okurum. O O O O O 
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Abstract 

The aim of this study is to determine whether or not pre-service teachers’ self-efficacy belief and 

cognitive flexibility predict their entrepreneurship. Study group of this research consists of a total of 

374 pre-service teachers, 265 females (71%) and 109 males (29%), who are undergraduate students in 

various education departments from an university’s faculty of education in Turkey during 2017-2018 

school year and participated in this study voluntarily. During the data collection process, 

Entrepreneurship Scale (ES) for measuring pre-service teachers’ entrepreneurship, Cognitive 

Flexibility Inventory (CFI) for measuring cognitive flexibility and General Self-Efficacy Scale (GSE) 

for measuring the self-efficacy belief were used. In the research multiple regression analysis, which is 

a relational screening model, was used. According to the obtained data, cognitive flexibility and self-

efficacy belief variables predict entrepreneurship in a meaningful way (R=.708, R
2 
=.502, p=.00). Also 

cognitive flexibility and self-efficacy belief variables combined explain approximately 50% of total 

variance in entrepreneurship of pre-service teachers. Therefore it can be said that supporting 

entrepreneurial intentions of teacher candidates in education faculties might be realized by situations 

aimed at increasing their cognitive flexibilities and general self-efficacy belief regarding this subject. 

Because it is believed that by supporting these aforesaid intentions, teacher candidates might be helped 

to participate in important educational activities and projects that require entrepreneurship in their 

professional lives. 
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Introduction 

Nowadays entrepreneurship is accepted as a professional characteristic. Such that, 

entrepreneurship is considered as “an important strength, which enables a nation to grow and improve 

socially and economically (Aytaç & İlhan, 2007)”. Within this context while developing their 

curriculums, countries aim for plans to win individuals, who are open-minded, able to take risks, 

equipped with readiness to produce, highly motivated and able to think creatively and flexibly. For 

example, in Finland teachers are able to use materials and tools aimed at primary and high school 

education, in order to carry out entrepreneurship education and entrepreneurship is also brought into 

the forefront in teacher education (Opinkirjo, 2012). In addition to that Iran took action to establish 

entrepreneurship centers in colleges and universities (Zarafshani, Cano, Sharafi, Rajabi & Sulaimani, 

2011). In Turkey entrepreneurship is added to the curriculums by Ministry of National Education 

(MoNE, 2018) and Council of Higher Education (CoHE). This action of CoHE is realized as a result 

of February 22nd, 2011 dated cooperation protocol (KOSGEB, 2011) signed between CoHE and 

SMIDO in order to provide “University- Business world” cooperation, to spread entrepreneurship 

culture in universities and to encourage young people to enterprise. As is seen entrepreneurship has 

become an important part of politics and curriculums in different countries (Faltin, 2001) and 

entrepreneurship education comes into prominence. 

Entrepreneurship blankets goods or service production acts by bringing the factors of 

production, which are the labor, technology, capital and natural resources, together (Yılmaz & Sünbül, 

2009). On that sense it can be claimed that entrepreneurship is a process. As a general definition 

entrepreneurship is to detect an opportunity and to create an organization in order to seize the 

opportunity, to examine the alternative production processes, optimize them and to create value by 

finding new product, service, resource, technology and markets using creative abilities (Yılmaz & 

Sünbül, 2009).  From this aspect an entrepreneur can be described as a person, who has tendencies to 

create a new product or service, and to that end takes affective and/or psychomotor action and is able 

to seize the opportunities. 

Some attributed characteristics to entrepreneurs are; sense of responsibility, strong 

interpersonal relationships, competence in communication, motivation, need for power, self-

management, ambition, being diligent, positive reaction to failure, will to accept challenge  (Carland, 

Hoy, Boulton & Carland, 1984), toleration towards uncertainty, confidence, need for independence 

and autonomy (Carland, Hoy, Boulton & Carland, 1984; Ward, 2005; Özer & Topaloğlu, 2007; 

İGİAD, 2008; Maltepe Üniversitesi Girişimcilik & İş Geliştirme Merkezi-MÜGİM, 2018), patience 

and hard work (Özer & Topaloğlu, 2007; İGİAD, 2008), high need for success (Carland, Hoy, Boulton 

& Carland, 1984; Koh, 1996;  Özer & Topaloğlu, 2007), internal focus of control, tendency to take 

risks, need for control, type A behavior (Koh, 1996; Özer & Topaloğlu, 2007), being proactive (Ward, 
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2005; Özer & Topaloğlu, 2007). Entrepreneurs are also defined by characteristics such as being a good 

observer, intuitive, imaginative, flexible, having the ability to think independently and versatile, 

having the connections for reaching the resources, having ability to convince, (İGİAD, 2008), being 

creative (İGİAD, 2008; MÜGİM, 2018). Entrepreneurship is basically characterized with innovative 

behavior and uses strategic management methods. Essentially three basic factors for entrepreneurship 

are talent, courage and knowledge (MÜGİM, 2018). Entrepreneurs differentiate from other people by 

these specific characteristics. These differences enable them to realize and follow the opportunities 

(Baron, 1998). 

In the related literature entrepreneurship is also explained based on the concept of intention. In 

this regard entrepreneurial intention is based on the Theory of Planned Behavior (TPB) (Fishbein & 

Ajzen, 1975; as cited in Çetinkaya Bozkurt, 2014; Krueger, Reilly & Carsrud, 2000; Liñán, 2004; 

Şeşen & Basım, 2012). According to this theory individuals’ social behaviors are controlled by some 

factors, caused by specific reasons and occur in a planned way. This theory claims that in order for 

any behavior to occur, first the intention or the aim of this behavior should form. The stronger the 

intention for this behavior, the higher the probability of this behavior to occur (Frey, Stahlberg & 

Gollwitzer, 1993, as cited in Mercan, 2015). But approaching this situation from the practice 

framework, in addition to form a strong intention to embark on an enterprise, the environment should 

also be suitable for this entrepreneurial intention. Thus it is important that organizations create 

necessary environments to support entrepreneurship of their personnel. So it is also important to 

support the entrepreneurial intentions of pre-service teachers, who are the potential entrepreneurs in 

schools. This duty should initially be the responsibility of Education Faculties, where teachers are 

educated. This situation emphasizes that entrepreneurships should especially be addressed in these 

faculties and the necessary research should be done, since Education Faculties are responsible for the 

national teacher education (Çelik, 2014).  

Entrepreneurship Education for Pre-service Teachers  

Lately MoNE have especially been emphasizing about teachers and pre-service teachers 

having the entrepreneurial characteristics given the general sufficiency of this profession and making 

decisions to support this process (Pan & Akay, 2015). Regarding this subject MoNE (2013) states that 

teachers are one of the most important elements within a society and they need entrepreneurial 

characteristics in every sufficiency field (knowing the student, professional development, teaching and 

learning process, observing and evaluating development, school-family and society relationships, 

curriculum and content knowledge) within the scope of general sufficiency of teaching profession. In 

their studies Deveci and Çepni (2014), mentioned entrepreneurship oriented methods that can be used 

in teacher education programs. Jones and Iredale (2010) listed the main points of entrepreneurship 

education as; how to plan and start up a new enterprise, how to grow and manage a business and 
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necessary skills and behaviors for managing a business. Smith, Collins and Hannon (2006) also 

conducted an action research to understand the thoughts and the difficulties regarding the ways to 

incorporate entrepreneurship education into British higher education institutions. Results of this study 

showed that it would be hard to incorporate such a program into higher education institutions due to 

limited resources and problems regarding finding the right entrepreneurs to participate in the program 

and placing it into the curriculum. Although Zahra, Kiani and Narges’e (2012) stated that the key to a 

successful entrepreneurship education is to manage the educability skills and find the most effective 

way to determine the best match between the student needs and teaching methods; there is no 

universal pedagogic receipt for teaching entrepreneurship. In addition to these researchers have listed 

the possible teaching methods for entrepreneurship education as group project, case study, individual 

project, developing a new enterprise project and problem solving. 

There are various studies conducted with teachers and pre-service teachers. For example in 

one study teachers learning entrepreneurship education and reflecting themselves regarding this 

subject was examined (Seikkula-Leino, Ruskovaara, Ikavalko, Mattila & Rytkola, 2010). Data was 

collected by 29 primary school, high school and vocational education teachers writing reflecting 

content. The focus of the study was how and what the teachers reflect, while writing about 

entrepreneurship education. Findings based on teachers’ reflections are in the direction of changes in 

application such as developing a curriculum reform in basic and in-service education of teachers and 

the necessity of a connection between goals and results in terms of entrepreneurship education. 

Another study examined entrepreneurship knowledge and skill levels of pre-service teachers and 

found out that entrepreneurship education is not sufficient in education faculties (Çelik, 2014). Çermik 

and Şahin (2015) found out that the level of social entrepreneurship characteristics of pre-service 

teachers meaningfully differs based on variables of being aware about social, global and 

environmental problems and being a member of an NGO; but does not differ meaningfully based on 

age variable. Another study examined teachers’ entrepreneurship characteristics and found out that 

gender and work place variables do not affect the entrepreneurship characteristics (Uygun & Er, 

2016). Pan and Akay (2015) reached the conclusion that pre-service teachers have high levels of 

entrepreneurship and only family income variable affects their entrepreneurship in a meaningful way. 

Yavuz Konokman and Yanpar Yelken (2014) examined the effects of pre-service teachers’ attitudes 

towards learning on their entrepreneurship levels and found out that their attitudes towards learning 

are positive, their perception regarding entrepreneurship level is high but attitude towards learning is 

not a variable that affects entrepreneurship level. Another study conducted by Geri (2013) showed that 

there is a meaningful difference between tolerance towards uncertainty, risk taking and focus of 

control dimensions, which are sub-dimensions of entrepreneurship characteristics, in favor of the 

Department of Physical Training and Sports. Examining these studies, it can be seen that some 

variables like class level, family income affect entrepreneurship. It can also be seen that there is a 
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meaningful difference between gender variable and entrepreneurship sub-dimension tolerance towards 

uncertainty, and a meaningful difference between entrepreneurship sub-dimensions tolerance towards 

uncertainty, risk taking and control focus in favor of the Department of Physical Training and Sports. 

It was also found out that attitude towards learning is not a variable that affects entrepreneurship level. 

Characteristics that Affect Entrepreneurship 

In this study two characteristics that are assumed to predict entrepreneurship of pre-service 

teachers; competency (self-efficacy) belief and cognitive flexibility were discussed. 

A.Competency (Self-Efficacy) Belief 

Competency concept, which is defined as an individuals’ belief regarding the ability to 

perform a specific task, is a key element in Social Learning Theory (Marakas, Yi & Johnson, 1998) 

and plays a central role in Social Cognitive Theory (Bandura, Barbaranelli, Caprara & Pastorelli, 

2001). Bandura (1986) defined competency belief as “individuals’ belief regarding their confidence 

for organizing necessary behaviors to realize a performance and their capacity to realize these 

behaviors” (as cited in Çelikkaleli & Çapri, 2008) and “individuals’ beliefs regarding their 

competency to attempt for special goals and successfully completing tasks” (as cited in Kim & Omizo, 

2005). In terms of these features it can be claimed that competency belief is a precondition of 

entrepreneurship. One of the elements that generate entrepreneurial motivation is self-efficacy 

(Gürbüz, 2011). In other words self-efficacy, which is individuals’ perception regarding their 

competency expectations, affects their determination for fighting with problems and also action taking 

process (Basım, Korkmazyürek & Tokat, 2008). According to Çetin (2011) one of the most important 

effects that are created by self-efficacy perception is that this concept has the power of explaining 

individuals’ future work performance with an even higher probability than the past work performance. 

From this point of view self-efficacy perception can be viewed as an explanatory factor of individuals’ 

supposed high performance during the entrepreneurship process. 

Many studies in the related literature (Abbitt, 2011; Akkoyunlu & Kurbanoğlu, 2003; 

Elkatmış, Demirbaş & Ertuğrul, 2013; Elkatmış, 2014; Erdem & Demirel, 2007; Eryaman et all.; Hoy 

& Spero, 2005; Miller, Ramirez & Murdock, 2017; Skaalvik & Skaalvik, 2010; Tschannen-Moran, 

Hoy & Hoy, 1998; Wang, Ertmer & Newby, 2004; Yenice & Alpak Tunç, 2017) examined the 

teachers or pre-service teachers’ self- efficacy belief regarding various subjects. But limited and 

mostly current studies that examine competency belief and entrepreneurship together were found. For 

example in their study Çolakoğlu and Çolakoğlu (2016), by addressing the concepts of self-efficacy 

perception, entrepreneurship potential and entrepreneurship education, examined the differences 

between university students who participate and who do not participate in entrepreneurship educations 

in terms of self-efficacy perception and entrepreneurship potential. Yener and Salur (2017) 

emphasized entrepreneurial self-efficacy as the determinant of entrepreneurship in their study. Çankır 
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(2016) studied pre-service teachers’ self- efficacy, resistance towards change and relationship with 

entrepreneurship. In addition to that Akkan and Sünyür (2016) examined the effects of undergraduate 

students’ self-efficacy perceptions and drive for success on their entrepreneurial tendencies. Özgül and 

Yücel (2018) examined the intermediary role of entrepreneurial self-efficacy in the relationship 

between innovativeness and entrepreneurial curiosity. Ergun Özler, Giderler and Baran (2017) aimed 

to determine the effect of self-efficacy and focus of control on individuals’ entrepreneurial intentions. 

Another study (Akar & Üstüner, 2017) examined the relationship between pre-service teachers’ 

emotional intelligence levels, self-efficacy perceptions and social entrepreneurial features. Pihie and 

Bagheri (2011) studied entrepreneurial self-efficacy of teachers and students. Findings show a 

meaningful difference between the entrepreneurial self-efficacy of teachers and students. More 

specifically, entrepreneurial self-efficacy of teachers was found meaningfully high in six dimensions, 

while students perceived their entrepreneurial self-efficacy on a medium level. Piperopoulus and 

Dimov (2014) conducted a study at a British university with students, who are registered in different 

entrepreneurship courses. In this study they found that higher self-efficacy is related with higher 

entrepreneurial intentions in practice based courses. The common point of all these studies is that they 

all acted upon the assumption that entrepreneurship and self-efficacy is related, even more so self-

efficacy perception affects entrepreneurial potential in a positive way (Akar & Üstüner, 2017; Akkan 

& Sünyür, 2016; Çankır, 2016; Çolakoğlu & Çolakoğlu, 2016; Ergun Özler, Giderler & Baran, 2017; 

Piperopoulus & Dimov, 2014; Yener & Salur, 2017). 

Studies conducted regarding the existence of a general competency belief, are based on 

findings about theoretical generalizability of competency belief. Because competency belief level that 

increases in a specific field due to the accomplished performance can be transferred to other similar 

fields (Çelikkaleli & Çapri, 2008). Thus it can be claimed that in order to improve teachers’ 

competency beliefs, ensuring pre-service teachers in education faculties to have this belief and 

providing situations to strengthen it, is necessary. 

B.Cognitive Flexibility 

Flexibility is a complementary element of communication skill. Individuals should be 

cognitively flexible, before they display flexibility. Cognitive flexibility is defined as individuals’ 

awareness of a specific situation with alternatives and opportunities, willingness for complying and 

being flexible and self-efficacy in flexibility (Martin & Rubin, 1995). The concept of cognitive 

flexibility was first defined by Spiro and Jeng (1990) as “individuals’ ability to construct the reaction 

knowledge, which is suitable for demands caused by changing situations” (as cited in Çelikkaleli, 

2014). Based on many studies, Çelikkaleli (2014) stated that cognitive flexibility shows a positive 

relationship with positive psychological features like not being aggressive, tolerance, social self-

efficacy belief, problem solving skills and a negative relationship with negative psychological features 
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like depression and verbal aggression. It was also stated that cognitive flexibility is related to many 

cognitive skills such as language and arithmetical skills. According to profitability expert Jain (2016) 

flexibility is a necessary entrepreneurial feature and when things take an unexpected turn flexibility is 

highly necessary. Cognitive flexibility refers to a way to think about various possibilities and thoughts 

in an open-minded and curious way. With more cognitive flexibility, problem solving becomes easier. 

Anson (2017) also claimed that being cognitively more flexible causes being more open to 

experiences and thus trying new things, hearing new ideas and diversifying the knowledge network 

has a vital importance for entrepreneurship. Also according to World Economic Forum (2016) 

cognitive flexibility skill is predicted to be one of the ten most important skills for being successful 

during 2020s, when Fourth Industrial Revolution will happen. Thus cognitive flexibility with all its’ 

features can be defined as a necessary element for entrepreneurship. 

Going through the related literature, it was found out that the number of studies, which 

directly examines cognitive flexibility and entrepreneurship is very low. Initially a current project 

called “the role of cognitive flexibility in entrepreneurial opportunity furnishing” attracts the attention. 

In this project, researchers recommend to entrepreneurs to act with a high level of cognitive flexibility, 

which allows them to switch between different knowledge pieces, which contradicts and connects with 

each other at the same time and triggers the entrepreneurial opportunity furnishing process (Marxt, 

Kraus & Zagorac-Uremovic, 2018). Another study about cognitive flexibility and entrepreneurship 

found out that “cognitive flexibility” hypothesis has a positive effect on intentional learning effort of 

“entrepreneurial strategical stand” (Clercq, Sapienza & Zhou, 2014). Some related studies claim that 

cognitive factors or cognitive maps affect entrepreneurship and cognitive flexibility is related to 

entrepreneurship. For example, Baron (2007), who examined behavioral and cognitive factors in 

entrepreneurship, stated that successful entrepreneurs might have outstanding self organizatory and 

metacognitive mechanisms or are able to develop them; and this becomes possible by them to watch 

their own performances and being aware of the mechanisms that help them to reform and develop 

their performances and also increasing their awareness about their own cognitive strengths and 

limitations. Baron (2004) also emphasized that cognitive flexibility might affect their abilities to 

change their cognitive styles and the relationship between entrepreneurship and cognitive flexibility. 

In their study about cognitive maps during early entrepreneurship stages Santos, Curral and Caetano 

(2010) found out that entrepreneurship experience develops the structure, clarity and richness of 

cognitive maps and also improves features based on experiences. In their study organizational 

flexibility and entrepreneurship about organizational limitations on entrepreneurship Eesley, Roberts, 

Tian and Yang (2014) addressed cognitive flexibility as a skill that assists entrepreneurial activity. 

Based on these studies it can be claimed that entrepreneurship can be developed by cognitive 

mechanisms, affected by cognitive flexibility and thus is related to cognitive flexibility. 
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Considering the possible benefits of keeping in mind the entrepreneurship of pre-service 

teachers in education faculties in conjunction with self-efficacy belief and cognitive flexibility features 

that support it, it is believed to be important to examine this situation in this study for having 

entrepreneurial teachers at schools. Accordingly the aim of this study is to examine whether or not 

pre-service teachers’ entrepreneurship can be predicted by self-efficacy belief and cognitive flexibility 

variables. Thus this study seeks the answer for the question of “Do self-efficacy belief and cognitive 

flexibility variables meaningfully predict the entrepreneurship of pre-service teachers?” Within the 

scope of this research question, the following hypotheses were tried: 

H1.  Self-efficacy belief predicts the pre-service teachers’ entrepreneurship. 

H2. Cognitive flexibility predicts the pre-service teachers’ entrepreneurship. 

Method 

Research Design 

In this research, with the aim of examining whether or not cognitive flexibility and self-

efficacy belief predict pre-service teachers’ entrepreneurship, relational survey model, which is a 

descriptive survey model, was used. With relational survey model, it is aimed to determine the 

differences between individuals, objects or cases (Karasar, 2012). Thus in this research multiple 

regression analysis method was used. 

Research Group 

Research group of this study consist of 374 voluntary pre-service teachers, 265 female (71%) 

and 109 (29%) male. Participants were undergraduate students in various education departments from 

a university’s faculty of education during 2017-2018 school years. 253 (67.6%) of pre-service 

teachers, who participated in the study were third year and 121 (32.4%) of them were fourth year 

students. Addressing the education level of the mothers of the pre-service teachers; 60 (16%) of them 

are illiterate, 235 (62.8%) of them are primary school graduates, 44 (11.8%) of them are secondary 

school graduates, 20 (5.3%) of them are high school graduates and 15 (4%) of them are university 

graduates. Addressing the education level of the fathers of the pre-service teachers; 12 (3.2%) of them 

are illiterate, 155 (41.4%) of them are primary school graduates, 103 (27.5%) of them are secondary 

school graduates, 56 (15%) of them are high school graduates and 48 (12.9%) of them are university 

graduates. 

Data Collection Tools 

University Students Entrepreneurship Scale (USES) 

USES was developed by Yılmaz and Sünbül (2009), in order to present entrepreneurial 

characteristics of university students. Containing 36 points, the scale is a 5 point Likert type scale 
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ranging from “Very often” (5) to “Never” (1). After factor analyses (validity analyses), it was found 

out that the scale is one dimensional and as the result of confidence analysis Cronbach Alfa coefficient 

was found .90. For this study the general internal confidence coefficient was found .96. Statements 

such as “I can create options during hard times” “My own decisions are important for my work” “I do 

not refrain from taking risks” can be shown as examples of scale points. High scores from the scale 

show students entrepreneurship characteristics. 

Cognitive Flexibility Inventory (CFI) 

Cognitive Flexibility Inventory (CFI), which was developed by Dennis and Vander Wal 

(2010) in order to measure individuals’ ability to produce alternative, coherent, suitable, balanced 

thoughts in the face of hard situations, was adapted to Turkish by Gülüm and Dağ (2012). Consists of 

20 points and two sub-scales as “Alternatives” and “Control”, this is a 5 point Likert type scale 

ranging from “Not suitable” (1) to “Completely Suitable” (5). Cronbach alfa coefficient for first and 

last measurements of alternatives sub-scale is 0.91. Cronbach alfa coefficient for first measurement of 

control sub-scale is 0.86 and for the last measurement of control sub-scale is 0.84. Being cognitive 

flexibility score, “alternatives” sub-dimension score and “control” sub-dimension score, three different 

types of scores can be obtained from this scale. A high score from the Cognitive Flexibility Inventory 

points to a high cognitive flexibility. For this study the internal confidence coefficient for the scale in 

general was found .89. Statements such as “I have trouble making decisions in the face of hardships.”, 

“It is important to look at hard situations from different points of views.”, “I consider many options 

before making a decision.” can be shown as examples of scale points. 

General Self-Efficacy Scale (GSE) 

Validity and reliability studies of GSE, which was developed by Jerusalem and Schwarzer 

(1992) for measuring individuals’ self-efficacy beliefs, were conducted by Çelikkaleli and Çapri 

(2008). Having 10 points, it is a 4 point Likert type scale, ranging from “Not true” (1) to Completely 

true” (4). A high score from this scale points to a high self-efficacy belief. Validity and reliability 

studies for the original scale was conducted in different cultures and Cronbach alfa coefficient was 

respectively calculated as .84, .81 and .91. Within the scope of reliability study conducted in Turkey, 

test- retest reliability was measured r= .83; internal consistency coefficient was measured .90. 

Statements such as “Realizing my plans and reaching my goals are not difficult for me.”, “I believe I 

can cope with instantaneous situations.”, “I can overcome anything.” can be shown as examples of 

scale points. 

Data Analysis 

After obtaining permission from respective departments at the Education Faculty in order to 

collect data, applications were made directly by the researcher during course hours. After explaining 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

248 

the importance of the study, scales were filled by voluntary students within approximately 15 minutes. 

The collected data were made suitable for analysis in computer environment. Regression analysis is a 

strong statistics that aims to determine the predicted variable and predictor variables among two or 

more correlated variables and to explain the correlation between these variables with a mathematical 

equation (Çokluk, Şekercioğlu & Büyüköztürk, 2012, p.274, 275). Within this framework extreme 

values, sample size, normality analyses and whether or not regression analyses corresponds to 

“collinearity” and “multivariate normality” assumptions were examined. This information is reported 

in the findings section. 

Findings 

Mahalonobis, Cook’s and Centered Leverage distances were examined to determine the 

extreme values in the research data. Since the two predicting variables are considered in the study, 

Mahalonobis distances should be less than 13.82, Cook’s distances should be less than 1, and Centered 

Leverage values should be less than 0.05 (Akbulut, 2010, p.69). In the light of this information, it was 

determined that 14 values were extreme values in the data set examined and excluded from the 

analysis. At least n>50+8M formula was used to determine the sample size. M represents predictive 

variable number (Tabachnick & Fidell, 1996, p.132). Since there are two predictive variables in this 

study, analysis can be conducted with a data set consisting of at least 66 participants according to the 

related formula. The data set, which is free of extreme values, consists of 360 participants and this 

number seems to be sufficient for analysis. 

Examining the skewness and kurtosis coefficients, due to the fact that skewness values are 

between -.522 and -.089, and kurtosis values are between -.159 and -.577, it was accepted that the data 

distribution is normal. These values are between +-1 as Kline (2011) stated. In order to see if there is 

autocorrelation between variables Durbin-Watson statistic was examined (DW=1.995<4) and no 

autocorrelation between variables was found. At the same time by checking the tolerance and variance 

inflation factors (VIF) (highest =1.097<5), the assumptions of regression analysis were controlled. It 

was found out that there is no multicollinearity between variables (Gravetter & Wallnau, 

2007).Whether or not there is a meaningful relationship between entrepreneurship, which is the 

dependent variable of the study and cognitive flexibility and self-efficacy belief, which are the 

independent variables of the study, was calculated by Pearson correlation coefficient and in order to 

determine the predictors of entrepreneurship multiple regression analysis was carried out. Findings 

regarding the correlation between pre-service teachers’ entrepreneurship and cognitive flexibility and 

self-efficacy belief variables are presented in Table 1. 
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Table 1. Findings regarding the correlation between pre-service teachers’ entrepreneurship and 

cognitive flexibility and self-efficacy belief variables 

Variable 1 2 3 

Entrepreneurship 1   

Self-Efficacy Belief .679 1  

Cognitive Flexibility .595 .297 1 

p<.05 

 

Examining the basic correlation coefficients in Table 1, it can be seen that there is a 

meaningful relationship on the p<.05 level between Entrepreneurship and Self-Efficacy Belief (r= 

.679), Entrepreneurship and Cognitive Flexibility (r= .595) and Self-Efficacy Belief and Cognitive 

Flexibility (r= .297). Correlation coefficient values being between 0.50-0.69 shows a medium level 

relationship (Nakip, 2003). Based on this it can be claimed that relationship between variables has an 

acceptable relationship level. In the light of all this information, it was seen that the prerequisites of 

the regression analysis to be carried out in order to test whether the relationships which are reasonable 

in the theoretical context are statistically significant or not, and the research hypotheses were tested 

with the regression model. As the regression analysis method, the standard multiple regression (Enter) 

method was used because the number of predicting variables was limited to two and a coherent 

analysis of all variables revealed a more consistent model. ANOVA findings regarding whether the 

model is significant are presented in Table 2. 

Table 2. ANOVA results of multiple regression analysis for predicting pre-service teachers' 

entrepreneurship 

Model Sum of Squares Df Mean of Squares F p 

Regression 81381.252 2 40690.626 179.805 .000 

Residuals 80790.748 357 226.305 

  Total 162172.0 359 
   

*As shown in Table 2, the model subject to analysis is statistically significant (F=179.805; p<0.05).  

This is an indication that the regression explanatory and coefficients of the model are 

interpretable. Multiple regression analysis results regarding the prediction of pre-service teachers’ 

entrepreneurship are presented in Table 3. 

Table 3. Multiple regression analysis results regarding the prediction of pre-service teachers’ 

entrepreneurship 

Variable B Standard 

Error  

Beta T P r Partial r 

Constant 28.157 8.430 - 3.340 .001   

Cognitive 

Flexibility 

.656  .121 .212 5.420 .000 .276 .202 

Self-efficacy 

belief 

2.193  .139 .616 15.738 .000 .640 .588 

R=  .708                      R
2
  =.502 

F (2,357) =  179.805       p=.000 
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When the multiple regression analysis results in Table 3 are examined, entrepreneurship, 

cognitive flexibility and self-efficacy belief variables are in a meaningful relationship (R=.708, R2 

=.502, p=.00). At the same time cognitive flexibility and self-efficacy belief variables combined, 

explain the 50% of the total variance in pre-service teachers’ entrepreneurship. According to the 

standardized regression coefficient (Beta), the relative order of importance of predictive variables on 

entrepreneurship is self-efficacy belief and cognitive flexibility. Examining the t test results regarding 

the meaningfulness of regression coefficients, both cognitive flexibility and self-efficacy variables are 

meaningful predictive of entrepreneurship. At this point, the formula produced by using the 

coefficients shown in Table 3 can be examined in order to see the explanatories of the predictor 

variables on the predicted variable more clearly. The related formula is “entrepreneurship scorei = 

28.157 + 0.656*cognitive flexibilityi + 2.193*competence beliefi”. This formula means that, 0.656 

times the cognitive flexibility score, 2.193 times the competence belief score, and adding 28.157 

values of the model constant value constitute at least half of the entrepreneurship score”. In the light of 

all these findings, it can be clearly stated that the research hypotheses are validated and it constitutes a 

model explaining the pre-service teachers' entrepreneurship by 0.50 percent. 

Table 4. Hypotheses 

Hypothesis This study 

H1.  Self-efficacy belief is a predictor of the pre-service teachers’ entrepreneurship.  Supported 

H2. Cognitive flexibility is a predictor of the pre-service teachers’ entrepreneurship. Supported 

 

Discussion and Conclusion 

The findings of this study, whereby the prediction of entrepreneurship of pre-service teachers 

based on self-efficacy belief and cognitive flexibility variables, show that self-efficacy belief and 

cognitive flexibility variables predict the entrepreneurship of pre-service teachers in a meaningful 

way. Going through the related literature, very few studies, which addressed entrepreneurship 

alongside cognitive flexibility “or” self-efficacy belief were found. Within this context this study has 

the feature of being the first study, which addresses entrepreneurship alongside cognitive flexibility 

“and” self-efficacy belief. 

First, it was seen that self-efficacy belief variable predicts entrepreneurship in a meaningful 

way. It can be claimed that this result is directly and indirectly in line with the results of studies in the 

related literature (Akar & Üstüner, 2017; Akkan & Sünyür, 2016; Basım, Korkmazyürek & Tokat, 

2008; Çankır, 2016; Çolakoğlu & Çolakoğlu, 2016; Ergun Özler, Giderler & Baran, 2017; 

Piperopoulus & Dimov, 2014; Yener & Salur, 2017). For example in Çolakoğlu and Çolakoğlus’ 

(2016) studies, it was found out that university students, who receive entrepreneurship education, have 

a higher entrepreneurial potential and also self-efficacy perception effects entrepreneurial potential in 

a positive way. In studies of Yener and Salurs’ (2017) entrepreneurial self-efficacy is pointed out as a 
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predictor of entrepreneurship. Çankır (2016), who examined pre-service teachers’ self-efficacies, 

resistance to change and the relationship of these variables with entrepreneurship, found out that there 

is a meaningful and positive relationship between entrepreneurship and self-efficacy. In their study, 

whereby the relationship between innovativeness and interest in entrepreneurship was examined, 

Özgül and Yücel (2018) found out that entrepreneurial self-efficacy plays an intermediatory role. 

While examining the effects of self-efficacy and focus of control on individuals’ entrepreneurial 

intentions Ergun Özler, Giderler and Baran (2017) found out that self-efficacy and focus of control 

have a positive effect on entrepreneurial intentions. Çetin (2011) in his studies, which were focused on 

the role of self-efficacy and focus of control in entrepreneurship, found out that inner control oriented 

individuals with high self-efficacy perception might succeed more during entrepreneurial processes. 

Another study examining the relationship between pre-service teachers’ emotional intelligence level, 

self-efficacy perception and social entrepreneurship characteristics, found out that social intelligence 

and self-efficacy perception are two important variables in raising entrepreneur teachers, who can 

create social value (Akar & Üstüner, 2017). It can be seen that in many studies entrepreneurship and 

self-efficacy was found related to each other and self-efficacy perception affects individuals’ 

entrepreneurial potential in a positive way. In addition to that Akkan and Sünyür (2016) found out in 

their studies, whereby the effects of university students’ self-efficacy perceptions and motive to 

succeed on their social entrepreneurship tendencies were examined, that university students’ self-

efficacy perceptions, social entrepreneurship tendencies affect the financial proceeds dimension. 

While examining the effect of self-efficacy perception on innovativeness and risk taking Basım, 

Korkmazyürek and Tokat (2008) found out that there is a meaningful relationship between self-

efficacy perception and both innovativeness and risk-taking behavior. Thinking that innovativeness 

and risk-taking behavior as elements of entrepreneurship, it can clearly be seen that the findings of this 

study are in line with the findings of Basım, Korkmazyürek and Tokat’s (2008) studies. Lastly 

Piperopoulus and Dimov (2015) claimed in their study that higher self-efficacy is related to higher 

entrepreneurial intentions in practice-oriented courses. Thus, as claimed in many studies, individuals 

with high self-efficacy (competency belief) have also high entrepreneurial characteristics, intentions or 

tendencies. 

Cognitive flexibility variable, which was another variable addressed in this study, also predicts 

entrepreneurship in a meaningful way. It can also be said that this result is in line with direct and 

indirect results of the studies in the related literature. As Baron (2004) stated, cognitive flexibility of 

entrepreneurs improves individuals’ cognitive styles. Baron (2007) also stated that successful 

entrepreneurs might have metacognitive mechanism. According to Santos, Curral and Caetano (2010) 

individuals’ entrepreneurial experiences develop the structure, richness and openness of the structure 

of cognitive maps and improve experience-based characteristics. People, who are not cognitively 

flexible, tend to think long and hard, when they feel sad, because they have trouble finding alternative 
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ways. Within this context cognitive flexibility contributes to design a business (Davis & Nolen-

Hoeksema, 2000). In their projects Marxt, Kraus and Zagorac-Uremovic (2018) suggest the 

entrepreneurs to take action with a high level of cognitive flexibility. Clercq, Sapienza and Zhou 

(2014) found out that cognitive flexibility positively affects the impact of “entrepreneurial strategic 

stand” on learning effort. Eesley, Roberts, Tian and Yang (2014) also claimed in their study that 

cognitive flexibility assists entrepreneurial activity and it is a skill related to entrepreneurship. Thus 

according to these statements, it can be understood that cognitive flexibility has the ability to 

positively affect the entrepreneurship, which is the “tendency of doing business, creating a new 

product or a service and taking action in cognitive, affective and/or psychomotor ways with this aim in 

mind”. Based on the results of all these studies, it can be said that entrepreneurship is an interactive 

feature, which is suitable for improving and being improved and is related to cognitive flexibility. 

Lastly it can be said that supporting entrepreneurial intentions of pre-service teachers in 

education faculties might be realized by situations aimed at increasing their cognitive flexibilities and 

general self-efficacy belief regarding this subject. Because it is believed that by supporting these 

aforesaid intentions, pre-service teachers might be helped to participate in important educational 

activities and projects that require entrepreneurship in their professional lives. 

Limitations of the Study and Recommendations 

This study that shows pre-service teachers’ entrepreneurship is predicted by self-efficacy 

belief and cognitive flexibility variables has some limitations. One of these limitations is that the 

participants of this study were only pre-service teachers studying at the university of education faculty. 

Thus the study might be conducted again with pre-service teachers, who are studying at education 

faculties of different universities with same socio-cultural level. By doing so different education 

faculties can be compared in terms of entrepreneurship, self-efficacy belief and cognitive flexibility. 

Another limitation is that the study group consists of only pre-service teachers. Same subject can also 

be examined with teachers. In addition to these planning mixed studies by conducting this study with 

qualitative research methods might be more explanatory regarding entrepreneurship. It is also believed 

that providing courses or curriculums including features of cognitive flexibility and self-efficacy belief 

for supporting entrepreneurship courses at the Education Faculties might be beneficial. It can also be 

suggested for the future studies to examine entrepreneurship in combination with the personal 

characteristics like creativity, self-confidence, risk taking, autonomy, which are characteristics 

attributed to entrepreneurs in the related literature. 

References 

Abbitt, J. T. (2011). An investigation of the relationship between self-efficacy beliefs about technology 

integration and technological pedagogical content knowledge (TPACK) among preservice 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

253 

teachers. Journal of Digital Learning in Teacher Education, 27(4), 134-143, doi: 

10.1080/21532974.2011.10784670 

Akar, H., & Üstüner, M. (2017). Öğretmen adaylarının duygusal zekâ ve sosyal girişimcilik özellikleri 

arasındaki ilişkide öz yeterlik algılarının aracılık rolü. Journal of Education and Future, 12, 95-

115. 

Akbulut, Y. (2010). Sosyal bilimlerde SPSS uygulamaları: Sık kullanılan istatistiksel analizler ve 

açıklamalı SPSS çözümleri. İstanbul: İdeal Kültür Yayıncılık. 

Akkan, E., & Sünyür, S. (2016). Lisans öğrencilerinin özyeterlik algıları ve başarma güdülerinin sosyal 

girişimcilik eğilimlerine etkilerinin incelenmesi. AKÜ İİBF Dergisi, Aralık, XVIII(2), 35-63, 

doi: 10.5578/jeas.28038 

Akkoyunlu, B., & Kurbanoğlu, S. (2003). Öğretmen adaylarının bilgi okuryazarlığı ve bilgisayar öz-

yeterlik algıları üzerine bir çalışma. Hacettepe Üniversitesi Eğitim Fakültesi Dergisi, 24(24),1-

10. 

Anson, P. (2017). What makes an entrepreneur? Retrieved in 13.06.2018 from 

http://blog.positiveonline.org.uk/post/149741177700/what-makes-an-entrepreneur 

Aytaç, Ö., & İlhan, S. (2007). Girişimcilik ve Girişimci Kültür: Sosyolojik Bir Perspektif. Selçuk 

Üniversitesi Sosyal Bilimler Dergisi, 18, 101-120. 

Bandura, A., Barbaranelli, C., Caprara, G. V., & Pastorelli, C., (2001). Self-efficacy beliefs as shapers of 

chidren’s aspirations and career trajectories. Child Development, January/February, 72(1), 187-

206, doi: 10.1111/1467-8624.00273 

Baron, R. A. (1998). Cognitive mechanisms in entrepreneurship: Why and when enterpreneurs think 

differently than other people. Journal of Business Venturing, 13(4), July, 275-294, doi: 

10.1016/S0883-9026(97)00031-1 

Baron, R. A. (2004). The cognitive perspective: A valuable tool for answering entrepreneurship’s basic 

‘‘why’’ questions. Journal of Business Venturing, 19, 221-239, doi: 10.1016/S0883-

9026(03)00008-9 

Baron, R. A. (2007). Behavioral and cognitive factors in entrepreneurship: Enterpreneurs as the active 

element in new venture creation. Strategic Entrepreneurship Journal, 1, 167-182, doi: 

10.1002/sej.12 

Basım, H. N., Korkmazyürek, H., & Tokat, A. O. (2008). Çalışanların öz yeterlilik algılamasının 

yenilikçilik ve risk alma üzerine etkisi: Kamu sektöründe bir araştırma. Selçuk Üniversitesi 

Sosyal Bilimler Enstitüsü Dergisi, 19, 121-130. 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

254 

Carland, J. W., Hoy, F., Boulton, W. R., & Carland, J. A. C. (1984). Differentiating entrepreneurs from 

small business owners: a conceptualization. The Academy of Management Review, 9(2), April, 

354-359. 

Clercq, D. D., Sapienza, H. J., & Zhou, L. (2014). Entrepreneurial strategic posture and learning effort in 

international ventures: The moderating roles of operational flexibilities. International Business 

Review, October, 23(5), 981-992, doi: 10.1016/j.ibusrev.2014.03.001 

Çankır, B. (2016). Öğrencilerin öz-yeterlilikleri, değişime karşı dirençleri ve girişimcilik ile olan ilişkisi. 

International Journal of Social Sciences and Education Research, 2(4), 1436-1447. 

Çelik, O. (2014). Sosyal bilgiler ve sınıf öğretmenliği öğretmen adaylarının girişimcilik bilgi ve beceri 

düzeyleri. Yayımlanmamış Yüksek Lisans Tezi, Adnan Menderes Üniversitesi Sosyal Bilimler 

Enstitüsü, Aydın. 

Çelikkaleli, Ö. (2014). The validity and reliability of the cognitive flexibility scale. Education and Science, 

39(176), 339-346, doi: 10.15390/EB.2014.3466 

Çelikkaleli, Ö., & Çapri, B. (2008). Genel yetkinlik inancı ölçeğinin Türkçe formunun geçerlik ve 

güvenirlik çalışması. Çukurova Üniversitesi Sosyal Bilimler Enstitüsü Dergisi, 17(3), 93–104. 

Çermik, F., & Şahin, İ. F. (2015). Sosyal bilgiler öğretmeni adaylarının sosyal girişimcilik özelliklerinin 

çeşitli değişkenler açısından incelenmesi. Current Research in Education, 1(2), 76-88. 

Çetin, F. (2011). Örgüt içi girişimcilikte öz yeterlilik algısı ve kontrol odağının rolü. İşletme ve Ekonomi 

Araştırmaları Dergisi, 2(3), 69-85. 

Çetinkaya Bozkurt, Ö. (2014). Planlanmış davranış teorisi çerçevesinde öğrencilerin girişimci olma 

niyetlerinin incelenmesi. Ekonomi ve Yönetim Araştırmaları Dergisi, Haziran, 3(1), 27-47. 

Çokluk, Ö., Şekercioğlu, G., & Büyüköztürk, Ş. (2012). Sosyal bilimler için çok değişkenli istatistik SPSS 

ve Lisrel uygulamaları (2. Baskı). Ankara: Pegem Akademi Yayıncılık. 

Çolakoğlu, H., & Çolakoğlu, T. (2016). Üniversitelerdeki girişimcilik eğitimi ile öz yeterlilik algısı ve 

girişimcilik potansiyeli ilişkisi üzerine bir saha araştırması. Sosyal ve Beşeri Bilimler 

Araştırmaları Dergisi, (Girişimcilik Özel Sayısı), Bahar, 17(37), 71-84. 

Davis, R. N., Hoeksema, S. (2000). Cognitive flexibility among ruminators and nonruminators. Cognitive 

Therapy and Research. 24(6), 699-711, doi: 10.1023/A:1005591412406  

Deveci, İ., & Çepni, S. (2014). Fen bilimleri öğretmen eğitiminde girişimcilik. Journal of Turkish Science 

Education. 11(2), 161-188, doi: 10.12973/tused.10114a 

Eesley, C., Roberts, E. B., Tian, X., & Yang, D. (2014). Institutional Flexibility and Entrepreneurship. 

Working Paper No. 543 Retrieved from 

https://globalpoverty.stanford.edu/sites/default/files/publications/543wp.pdf 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

255 

Elkatmış, M. (2014). Sınıf öğretmenlerinin eğitsel amaçlı internet kullanım öz yeterlikleri. Millî Eğitim 

Dergisi, Yaz, 203, 193-204. 

Elkatmış, M., Demirbaş, M., & Ertuğrul, N. (2013). Eğitim fakültesi öğrencileri ile formasyon eğitimi alan 

fen edebiyat fakültesi öğrencilerinin öğretmenlik mesleğine yönelik öz yeterlik inançları. 

Pegem Eğitim ve Öğretim Dergisi, 3(3), 41-50. 

Erdem, E., & Demirel, Ö. (2007). Teacher self-efficacy belief. Social Behavior and Personality an 

International Journal. January, 35(5), 573-586, doi: 10.2224/sbp.2007.35.5.573 

Ergun Özler, N. D., Giderler, C., & Baran, H. (2017). Öz yeterlilik ve kontrol odağının bireylerin 

girişimcilik niyeti üzerindeki etkisini belirlemeye yönelik bir araştırma. Uluslararası Yönetim 

İktisat ve İşletme Dergisi, ICMEB17 Özel Sayısı, 736-742, doi: 

10.17130/ijmeb.2017ICMEB1735886 

Eryaman, M. Y., Kocer, O., Kana, F. & Yagmur Sahin, E. (2013). A Transcendental Phenomenological 

Study of Teachers' Self-efficacy Experiences. CADMO: Giornale italiano di Pedagogia 

sperimentale. 11(2) 9-33. 

Faltin, G. (2001). Creating a culture of innovative entrepreneurship. Journal of International Business and 

Economy, 2(1), 123– 140. 

Geri, S. (2013). Beden eğitimi ve spor yüksekokulu öğrencilerinin girişimcilik özelliklerinin incelenmesi. 

Turkish Journal of Education (TURJE), July, 2(3), 50-60. 

Gravetter, F. J., & Wallnau, L. B. (2007). Statistics for the behavioral sciences (7. Ed.). Belmont: Thomson 

Wadsworth. 

Gülüm, İ. V., & Dağ, İ. (2012). Tekrarlayıcı düşünme ölçeği ve bilişsel esneklik envanterinin Türkçeye 

uyarlanması, geçerliliği ve güvenilirliği. Anadolu Psikiyatri Dergisi, 13(2), 16-223. 

Gürbüz, H. (2011). Girişimcilik eğilimini etkileyen psikolojik faktörlerin yapısal eşitlik modellemesi ile 

belirlenmesi. 3. Uluslararası Girişimcilik Kongresi, 17-19 Mayıs, Kırgızistan-Türkiye Manas 

Üniversitesi, Bişkek. 

Hoy, A. W., & Spero, R. B. (2005). Changes in teacher efficacy during the early years of teaching: A 

comparison of four measures. Teaching and Teacher Education. August, 21(6), 743., doi: 

10.1016/j.tate.2005.01.007 

İGİAD-İktisadi Girişim ve İş Ahlakı Derneği, Girişimcilik Raporu (2008). “İbrahim Öztürk” tarafından 

hazırlanmıştır. İstanbul: İGİAD Yayınları:8, Raporlar:1 

Jain, R. (2016). Why flexibility is a necessary entrepreneurial trait. Retrieved in 13.06.2018 from 

https://www.linkedin.com/pulse/why-flexibility-necessary-entrepreneurial-trait-dr-rachna-jain 

Jones, B., & Iredale, N. (2010). Enterprise education as pedagogy. Education + Training, 52(1), 7-19, doi: 

10.1108/00400911011017654 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

256 

Karasar, N. (2012). Bilimsel araştırma yöntemleri. Ankara: Nobel Yayıncılık. 

Kim, B. S. K., & Omizo, M. M. (2005). Asian and European American cultural values, collective self-

esteem, acculturative stress, cognitive flexibility, and general self-efficacy among Asian 

American college students. Journal of Counseling Psychology, 52(3), 412–419, doi: 

10.1037/0022-0167.52.3.412 

Kline, R. B. (2011). Principles and practice of structural equation modeling (Third edition), New York: 

The Gouilford Press.  

Koh, H. C. (1996). Testing hypotheses of entrepreneurial characteristics: A study of Hong Kong MBA 

students. Journal of Managerial Psychology, 11(3), 12-25, doi: 10.1108/02683949610113566 

KOSGEB (2011). Faaliyet raporu - “KOSGEB ile Yükseköğretim Kurulu (YÖK) arasında işbirliği 

protokolü”. Retrieved from 

http://en.kosgeb.gov.tr/Content/Upload/Dosya/Mali%20Tablolar/Faaliyet%20Raporlar%C4%B

1/KOSGEB_2011_Y%C4%B1l%C4%B1_Faaliyet_Raporu.pdf 

Krueger, N. F., Reilly, M. D., & Carsrud, A. L. (2000). Competing models of entrepreneurial intentions. 

Journal of Business Venturing, 15(5/6), 411-432, doi: 10.1016/S0883-9026(98)00033-0 

Liñán, F. (2004). Intention-based models of entrepreneurship education. Piccolla Impresa/Small Business, 

3, 1-30. 

MÜGİM-Maltepe Üniversitesi Girişimcilik & İş Geliştirme Merkezi (2018). Girişimcilik nedir? Retrieved 

from http://mugim.maltepe.edu.tr/girisimcilik-nedir 

Marakas, G. M., Yi, M. Y., & Johnson, R. D. (1998). The multilevel and multifaceted character of 

computer self-efficacy: Toward clarification of the construct and an integrative framework for 

research. Information Systems Research, June, 9(2), 126-163, doi: 10.1287/isre.9.2.126 

Martin, M. M., & Rubin, R. B. (1995). A new measure of cognitive flexibility. Psychological Reports, 76, 

623-626, doi: 10.2466/pr0.1995.76.2.623 

Marxt, C., Kraus, S., & Zagorac-Uremovic, Z. (2018). The role of cognitive flexibility in entrepreneurial 

opportunity recognition. Retrieved from https://www.uni.li/en/research-

transfer/researchprojects/projects/@@project_detail/748.67 

MoNE - MEB (2013). Öğretmenlik mesleği genel yeterlikleri, Retrieved from 

http://otmg.meb.gov.tr/belgeler/ogretmenyeterliklerikitabi/%C3%96%C4%9Fretmen_Yeterlikl

eri_Kitab%C4%B1_genel_yeterlikler_par%C3%A7a_2.pdf 

MoNE - MEB (2018). Fen bilimleri dersi öğretim programı (İlkokul ve ortaokul 3, 4, 5, 6, 7 ve 8. sınıflar), 

Ankara. 

Mercan, N. (2015). Ajzen’in planlanmış davranış teorisi bağlamında whistleblowing (bilgi ifşası). Sosyal ve 

Beşeri Bilimleri Dergisi, 7(2), 1-14. 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

257 

Miller, A. D., Ramirez, E. M., & Murdock, T. B. (2017). The influence of teachers’ self-efficacy on 

perceptions: Perceived teacher competence and respect and student effort and achievement. 

Teaching and Teacher Education, May, 64, 260-269, doi: 10.1016/j.tate.2017.02.008 

Nakip, M., (2003). Pazarlama araştırmaları, teknikler ve (SPSS destekli) uygulamalar. Ankara: Seçkin 

Yayınevi. 

Opinkirjo, (2012). Entrepreneurship education–Learner-driven collaboration. Retrieved from 

https://www.opinkirjo.fi/en/activity/entrepreneurship_education_ 

Özer, P. S., & Topaloğlu, T. (2007). Girişimci ve yöneticilerin öğrenilmiş gereksinimleri ile kontrol 

odaklarının kıyaslanmasına yönelik bir araştırma. Ç.Ü. Sosyal Bilimler Enstitüsü Dergisi, 

16(2), 2007, s.439-456. 

Özgül, E. & Yücel, E. (2018). Girişimcilik merakı ile yenilikçilik arasındaki ilişkide girişimcilik öz-

yeterliliğinin aracılık rolü. Yönetim Bilimleri Dergisi, 16(31), 331-353. 

Pan, V. L., & Akay, C. (2015). Eğitim fakültesi öğrencilerinin girişimcilik düzeylerinin çeşitli değişkenler 

açısından incelenmesi. NWSA-Education Sciences, 1C0637, 10(2), 125-138, doi: 

10.12739/NWSA.2015.10.2.1C0637 

Pihie, Z. A. L., & Bagheri, A. (2011). Teachers’ and students’ entrepreneurial self-efficacy: Implication for 

effective teaching practices. Social and Behavioral Sciences, 29, 1071-1080, doi: 

10.1016/j.sbspro.2011.11.340 

Piperopoulus, P., & Dimov, D. (2015). Burst bubbles or build steam? Entrepreneurship education, 

entrepreneurial self‐efficacy, and entrepreneurial intentions. Journal of Small Bussiness 

Management, October, 53(4), 970-985, doi: 10.1111/jsbm.12116 

Santos, S. C., Curral, L., & Caetano, A. (2010). Cognitive maps in early entrepreneurship stages: From 

motivation to implementation. The International Journal of Entrepreneurship and Innovation, 

11(1), 29-44, doi: 10.5367/000000010790772403 

Seikkula-Leino, J., Ruskovaara, E., Ikavalko, M., Mattila, J., & Rytkola, T. (2010). Promoting 

entrepreneurship education: The role of the teacher? Education + Training, 52(2), 117-127, 

doi: 10.1108/00400911011027716 

Skaalvik, E. M., & Skaalvik, S. (2010). Teacher self-efficacy and teacher burnout: A study of relations. 

Teaching and Teacher Education, May, 26(4), 1059-1069, doi: 10.1016/j.tate.2009.11.001 

Smith, A. J., Collins, L. A., & Hannon, P. D. (2006). Embedding new entrepreneurship programmes 

in UK higher education institutions: Challenges and considerations.  Education + Training, 

48(8/9), 555-567, doi: 10.1108/00400910610710001 

https://onlinelibrary.wiley.com/toc/1540627x/2015/53/4


Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

258 

Şeşen, H., & Basım, H.N. (2012). Demografik faktörler ve kişiliğin girişimcilik niyetine etkisi: Spor 

bilimleri alanında öğrenim gören üniversite öğrencileri üzerine bir araştırma. Ege Akademik 

Bakış, 12(Özel Sayı), 21-28. 

Tabachnick, B. G., & Fidell, L. S. (1996). SPSS for Windows workbook to accompany large sample 

examples of using multivariate statistics. New York, NY: HarperCollins College Publishers. 

Tschannen-Moran, M., Hoy, A. W., & Hoy, W. K. (1998). Teacher efficacy: Its meaning and measure. 

Review of Educational Research. Summer, 68(2), 202-248. 

Uygun, K., & Er, A. R. (2016). Sosyal bilgiler öğretmenlerinin girişimcilik özelliklerinin incelenmesi. Kilis 

7 Aralık Üniversitesi Sosyal Bilimler Dergisi, Haziran, 6(11), 136-157. 

Wang, L., Ertmer, P. A., & Newby, T. J. (2004). Increasing preservice teachers’ self-efficacy beliefs for 

technology integration. Journal of Research on Technology in Education. 36(3), 231-250, doi: 

10.1080/15391523.2004.10782414 

Ward, A. (2005). An integrated model of entrepreneurship and intrapreneurship. Retrieved from 

http://www.york.ac.uk/enterprise/cetle/docs/papers/integrated_model_v1.pdf 

World Economic Forum (2016). The 10 skills you need to thrive in the fourth industrial revolution, 

Retrieved from https://www.weforum.org/agenda/2016/01/the-10-skills-you-need-to-thrive-in-

the-fourth-industrial-revolution/ 

Yavuz Konokman, G., & Yanpar Yelken, T. (2014). Investigation of preschool teacher candidates’ 

attitudes towards learning and their entrepreneurship levels. International Online Journal of 

Educational Sciences, 6(3), 648-665, doi: 10.15345/iojes.2014.03.013 

Yener, S., & Salur, S. (2017). Girişimciliğin belirleyeni olarak girişimsel öz-yeterlilik. Hitit Üniversitesi 

Sosyal Bilimler Enstitüsü Dergisi, Aralık, 10(2), 1337-1354, doi: 10.17218/hititsosbil.336414 

Yenice, N., & Alpak Tunç, G. (2017). Pedagojik formasyon programına katılan öğretmen adaylarının 

öğretmenliğe ilişkin tutumları ile mesleki öz yeterliklerinin incelenmesi. Atatürk Üniversitesi 

Kazım Karabekir Eğitim Fakültesi Dergisi, 35, 144-155. 

Yılmaz, E., & Sünbül, A.M. (2009). Üniversite öğrencilerine yönelik girişimcilik ölçeğinin geliştirilmesi. 

Selçuk Üniversitesi Sosyal Bilimler Enstitüsü Dergisi, 21, 196-203. 

Zahra, A., Kiani, F. M., & Narges, I. (2012). A study of teaching methods in entrepreneurship education for 

graduate students. Higher Education Studies, March 2(1), 2-1, doi: 10.5539/hes.v2n1p2 

Zarafshani, K., Cano, J., Sharafi, L., Rajabi, S., & Sulaimani, A. (2011). Using the Myers-Briggs Type 

Indicator (MBTI®) in the teaching of entrepreneurial skills at an Iranian University, NACTA 

Journal, 55(4), December, 14-22. 

  



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

259 

Mathematics Education Values Portrayed by Elementary Student Teachers*
 

 

Güney HACIÖMEROĞLU
1 

Çanakkale Onsekiz Mart University  

Abstract 

This study aims at investigating values in mathematics education portrayed by elementary student 
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Introduction  

Values are at the heart of teaching mathematics (Bishop, Seah & Chin, 2003) since teachers’ 

values play a fundamental role in education landscape. Values in mathematics education are defined as 

deep affective qualities that are an essential part of the classroom environment (Bishop, 2002; Bishop, 

2016; Bishop, FitzSimons, Seah, & Clarkson, 1999; Dede, 2011; Seah & Wong, 2012). Also, values 

can be defined as individual’s preference for addressing whether an idea and statement are essential 

and worthwhile (Chin & Lin, 2001; Seah, 2002; Swadener & Soedjadi, 1988). Values held by student 

teachers influence how they perceive teaching and learning mathematics (Bishop, Gunstone, Clarke & 

Corrigan, 2006). For instance, being or not being able to succeed in mathematics affects the student 

teachers’ feelings towards this subject. If the student teachers are actively involved in their learning 

process, they develop positive feelings towards mathematics. When the student teachers develop 

negative feelings towards mathematics, these emotions are often influenced by the inappropriate 

values promoted in mathematics classrooms (Andersson, 2011). In the same way, prior experiences as 

a student affect the student teachers’ perspectives on learning and teaching appropriate values in 

mathematics. Therefore, it is essential to identify student teachers’ values related to mathematics 

teaching since these values might affect how they would teach mathematics to their students in the 

future. Also, identifying their values would enable us as a teacher educator to explore what 

mathematics could offer to people and culture through student teachers as a future elementary teacher. 

Culturally, people value mathematics for different reasons since values derive from qualities 

in classroom and society. For instance, Bishop (1991b) posited that a parent considers mathematics 

crucial for his/her child to study to have a good job in the future. On the other hand, the child may 

want to study mathematics for enjoyment in exploring abstract ideas. The teacher may want to teach 

mathematical concepts for the rigorous training of mind to develop in young students. In some 

cultures, mathematics is valued because of the perceived qualities at different levels of social 

grouping. For instance, in western industrialized societies, mathematical credentials are highly valued 

due to fact that it leads to prestigious jobs. At the institutional level, mathematical qualifications and 

success are important for individuals to progress through wide range of fields in higher education. As 

it can be seen, people (e.g, parents, students, student teachers and teachers) value mathematics for 

different reasons.  (Seah, 2003; Seah, Andersson, Bishop & Clarkson, 2016; Seah & Peng, 2012).  

Values in mathematics education emphasize three constructs. These are rationalism-

objectivism, control-progress, and openness-mystery (See more details in Bishop 1991a, 1991b). 

Rationalism entails abstractions, explanations, and theories that have been guiding principles of 

mathematical development. Therefore, it is critical for student teachers to be aware and appreciative of 

theoretical aspects of mathematics as well as be able to explain the significance to their students in the 

future. Without understanding of abstractness and logics of mathematics, language and symbols would 
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be meaningless and foreign to students in that culture. In that sense, logical connections should be 

developed through mathematical ideas involving poofs, examples, counterexamples, and 

generalizations. It is also essential to reduce the theoretical nature when teaching the essential 

components in mathematics (Dede, 2011). When this is accomplished, students develop strong 

feelings of control, security and mastery (Bishop, 1991a). These complementary pairs control and 

progress as the attitudinal values drive the mathematical development. For instance, solution of a 

mathematical problem can be explained in relation to abstract nature of mathematics. In some cases, 

this solution can be generalized for other problems. But sometimes generalization cannot be applied 

when progress occurs. In addition, two sets of values, openness and mystery acquire mathematical 

knowledge of the students. Openness involves truths, propositions and ideas about mathematics. This 

means the students could examine and verify the truth about any mathematical propositions both 

theoretically and practically. Although both openness and mystery rely on the abstract nature of 

mathematics, mystery is associated with students who generate the knowledge and ideas. It is vital for 

the students to feel that mathematics is important to develop ‘good’ values (Bishop, 1991b). A good 

teacher should encourage students to demonstrate and explain, “why mathematical truth is so, rather 

than merely accepting a reason such as it looks as if it is true” (p.76, Bishop, 1991a). In order to 

develop ‘good’ values in the students, the teacher should be able to create alternative and rational 

solutions to mathematical problems. Especially considering young children’s values are defined by 

their experiences in life as well as by the significant individuals that they interact with (Bishop, Seah 

& Chin, 2003), the student teachers, as the future elementary teacher, hold an important role in 

determining the values that would be internalized by the young students. Consequently, students 

would change or alter personal values as a result of these life experiences. According to the study of 

Orlich et al. (1990), elementary teachers are involved in as many as 1000 minor or major decision-

making processes on a daily basis. It seems values have a great influence on what we learn and how 

we recognize mathematical concepts depending on the values taught in classrooms (Clarkson et al., 

2001). Also, an individual’s values develop from different experiences in life. As his/her experiences 

accumulate and change, individual’s values would be modified (Raths, Harmin & Simon, 1966). 

Instead of making mathematics classes value-and culture-free, as a part of their preparation in teacher 

education programs, elementary student teachers have a great opportunity to instill desirable values in 

their students. Mathematics education values portrayed by student teachers are shaped and altered in 

relation to prior experiences gained in mathematics classroom as a student. Also, the student teachers 

gain different experiences by taking particular courses such as mathematics education method courses, 

practicum, and field experiences. As a result of these experiences, student teachers might modify their 

values for effective mathematics teaching. Therefore, it is important to examine student teachers’ 

values related to mathematics teaching before they become elementary teachers.  

Research studies focusing on mathematics education values include understanding of teachers’ 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

262 

values in relation to effective learning and teaching (Clarkson et al. 2010; Clarkson et al. 2019; Seah 

& Peng, 2012; Seah et al. 2016). The results of the meta-analytic research focusing on educational 

values (e.g., good behavior, integrity, kindness) in Turkey revealed that samples often involved 

elementary students, elementary teachers, principals, and parents (Gozler et al., 2020). Within this 

analysis, often researchers examined educational values in textbooks and courses taught in elementary 

school. Also, several research studies (Aydin & Sulak, 2015; Bayir, Kose & Deveci, 2016; Dilmac, 

Deniz & Deniz, 2009; Fidan, 2009; Memduhoglu & Yuce, 2020; Oguz, 2012) focused on examining 

student teachers’ educational values. As it can be seen from these research studies, educational values 

are at the heart of the teaching of subjects at the elementary grade level in Turkey. Research studies 

focused on examining mathematics education values in Turkey conducted with students (Dede 2006, 

2019) and teachers (Aktas & Argun, 2018; Aktas, Yakici-Topbas & Dede, 2019; Dede, 2009, 2012, 

2013, 2014, 2015) and student teachers (Dede, 2009; Durmus, 2011; McGowan & Davis, 2001; 

Yazıcı, et al., 2011). Also, two studies focused on developing valid and reliable instrument to measure 

mathematics education values (Dede, 2011; Durmus & Bicak, 2006) Results of the research studies 

(Dede, 2009; Durmus, 2011; Durmus & Bicak, 2006) revealed that student teachers held more 

constructivist values in comparison to positivist values regarding mathematics. In other words, the 

student teachers had a low tendency toward teacher-centered teaching approaches. Their values 

mirrored student-centered teaching. As it can be seen from the research, mathematics education values 

of Turkish elementary student teachers are neglected in the literature. Therefore, the current study 

aims to fill this gap by investigating mathematics education values portrayed by elementary student 

teachers.  

Purpose 

Purpose of the current study is to investigate elementary student teachers’ mathematics 

education values. The current study aims to answer the following research questions:  

1) What are the elementary student teachers’ mathematics education values?  

2) Is there a significant difference in mathematics education value scores of elementary student 

teachers regarding number of years spent in teacher education program?  

3) Is there a significant difference in mathematics education value scores of elementary student 

teachers regarding gender? 

Method  

Research Design 

In the present study, quantitative research design was utilized (Cohen, Manion & Morrison, 

2018). The survey method approach was used to gain an overall picture of the student teachers’ values 

in mathematics education. 
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Sampling 

In the present study, data were gathered from 401 (306 females and 95 males) elementary student 

teachers at two public universities in Turkey. The sample involves 267 fourth year and 134 third year 

student teachers who volunteered to participate in this study. 

Data Analysis 

Elementary student teachers’ scores on the Mathematics Education Values Questionnaire (MEVQ) 

were analyzed using descriptive and inferential statistics. The normality assumptions was tested using 

Kolmogorov-Smirnov test since the sample of this study was larger than 50 (Demir, Saatcioglu & 

Imrol, 2016). Mann-Whitney U test was performed to investigate gender and year spent in the 

program differences in MEVQ scores of the student teachers.  

Data Collection Tools 

The Mathematics Education Values Questionnaire (MEVQ)  

The Mathematical Education Value Questionnaire (MEVQ) developed by Dede (2011). The 

questionnaire was developed to examine student teachers’ mathematics education values. The 

questionnaire includes 15 items on a five-point Likert scale. Higher scores represent positive 

mathematics education values. The reliability coefficient of the four subscales, theory emphasis 

mathematics teaching (TMT), concrete mathematics teaching (CMT), values in mathematics teaching 

(VMT) and affective and cognitive outcomes in mathematics teaching (ACMT) were: 0.866, 0.679, 

0.708, and 0.726, respectively. The internal reliability of the MEVQ was 0.842.  

Results 

The distributions of the variables in the instrument were tested by using Kolmogorov-Smirnov 

Test. A significant result (p<.05) indicated that the data do not follow normal distribution. There is a 

violation of the assumption of normality (Pallant, 2011).   

Table 1. Normality Test 

 Kolmogorov-Smirnov 

Measures Statistics N p 

TMT 0.08 401 0.00 

CMT 0.18 401 0.00 

VMT 0.18 401 0.00 

ACMT 0.20 401 0.00 

TMT: theory emphasis mathematics teaching, CMT: concrete mathematics teaching,  

VMT: values in mathematics teaching, ACTMT: affective and cognitive outcomes in  mathematics teaching 

 

Student teachers’ scores on the MEVQ were analyzed to examine their mathematics education 

values. Means and standard deviations for each of the 4 measures appear in Table 2. 
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Table 2. Means and Standard Deviations of Measures (N = 401) 

Measure M SD 

TMT 3.82 0.85 

CMT 1.88 0.82 

VMT 3.79 1.02 

ACMT 3.82 0.98 
 

Results of the study revealed that student teachers generally expressed positive values in 

mathematics education. In this study, student teachers’ responses to MEVQ demonstrated positive 

values regarding TMT (M=3.82; SD=0.85), VMT (M=3.79; SD=1.02), and ACMT (M=3.82; 

SD=0.98) sub-scales. However, the student teachers’ scores on CMT (M=1.88; SD=0.82) sub-scale 

were low.  

Mann-Whitney U test was conducted to determine differences between female and male 

student teachers’ mathematics education value scores (See Table 3).  

Table 3. Mann-Whitney U results on the MEVQ 

Measures Gender N Mean 

Rank 

Sum of 

Ranks 

U p 

TMT Female 306 207.74 63567.50 12473.50 0.036 

 Male 95 179.30 17033.50   

CMT Female 306 201.74 61732.00 14309.00 0.817 

 Male 95 198.62 18869.00   

VMT Female 306 205.15 62775.00 13266.00 0.187 

 Male 95 187.64 17826.00   

ACMT Female 306 205.20 62790.50 13250.50 0.184 

 Male 95 187.48 17810.50   

TMT: theory emphasis mathematics teaching, CM: concrete mathematics teaching,  

VMT: values in mathematics teaching, ACTMT: affective and cognitive outcomes in mathematics teaching 

 

Results of the study revealed that there were no significant differences between female and 

male student teachers’ scores regarding CMT (p=0.817, p>0.05), VMT (p=0.187, p>0.05), ACMT 

(p=0.184, p>0.05). However, there was a significant difference between female and male student 

teachers’ scores regarding TMT (p=0.036, p<0.05) mathematics education values. An additional 

Mann-Whitney U test was conducted to determine differences between the third year and the fourth-

year student teachers’ mathematics education values scores (See Table 4).  

Table 4. Mann-Whitney U results on the MEVQ 

Measures Year spend in the program N Mean Rank Sum of Ranks U p 

TMT 3 267 199.67 53312.50 17534.50 0.746 

 4 134 203.65 27288.50   

CMT 3 267 198.46 52990.00 17212.00 0.532 

 4 134 206.05 27611.00   

VMT 3 267 206.32 55087.00 16469.00 0.183 

 4 134 190.40 25514.00   
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ACMT 3 267 195.80 52278.00 16500.00 0.195 

 4 134 211.37 28323.00   

TMT: theory emphasis mathematics teaching, CM: concrete mathematics teaching 

VMT: values in mathematics teaching, ACTMT: affective and cognitive outcomes in mathematics teaching 

 

Results of the study revealed that there were no significant differences between the third and 

the fourth year student teachers regarding TMT (p=0.746, p>0.05), CMT (p=0.532, p>0.05), VMT 

(p=0.183, p>0.05), and ACMT (p=0.195, p>0.05) mathematics education values. 

Discussion, Conclusion and Recommendations  

The present study revealed that the student teachers generally expressed positive mathematics 

education values regarding theory emphasis mathematics teaching (TMT), values in mathematics 

teaching (VMT), and affective and cognitive outcomes in mathematics teaching (ACTMT). In the 

same way, the results of the research studies focusing on student teachers (Dede, 2009; Durmus, 2011; 

Durmus & Bicak, 2006) found that student teachers held positive mathematics education values. In 

this study, the student teachers’ values on theory emphasis mathematics teaching (TMT) revealed that 

mathematics would be meaningful when it is taught in relation to daily life using different approaches. 

Dede (2015) also posited that Turkish middle and secondary mathematics teachers also preferred less 

emphasis on theory in mathematics teaching. As it can be seen in high VMT scores, student teachers 

were also aware of the fact that both textbooks and mathematics curriculum were inaccurately 

represented as value-free. ACMT scores revealed that student teachers also recognized the importance 

of highlighting both affective and cognitive learning outcomes within mathematics curriculum. 

However, the student teachers’ score on concrete mathematics teaching (CMT) sub-scale showed that 

they did not hold positive values. This might mean that the student teachers did not prefer using 

alternative solutions in mathematics teaching. It seems they did not consider putting an emphasis on 

identifying the relations between the mathematical concepts as well as including activities related to 

daily life. Similarly, the study of McGowan and Davis (2001) showed that student teachers have 

learned to value, above all, getting the current answer. In addition, this study revealed that there was 

no significant difference between student teachers’ values in mathematics education regarding gender 

and year spent in the program. In Turkey, the student teachers, who are in their third year of the 

program, are required to take mathematics education method courses and school experience course 

(i.e., field observation). When they are in fourth year of the program, student teachers attend field 

experience course for two semesters. Findings of the current study suggested that the student teachers’ 

values in mathematics education did not change prior to or after taking field experience courses. 

Along with the studies of Dede (2009, 2014), this study showed that female and male student teachers 

held similar values in mathematics education. This finding can be interpreted as both male and female 

students have had similar experiences regarding learning and teaching of mathematics. However, this 

study showed that there was a significant difference between female and male student teachers 
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regarding theory emphasis mathematics teaching. This finding suggested that female student teachers 

put more emphasis on teaching logical aspects of mathematics in relation to daily life in comparison to 

male student teachers. As a teacher educator, we should recognize and be aware of the values held by 

student teachers in learning and teaching of mathematics. As Chin (2006) suggested students perceive 

mathematical values implicitly through classroom instruction. In addition, positive or negative values 

perceived by students should be acknowledged or controlled since it plays an important role in the 

students’ future careers (Hill, 1991; Rhodes & Roux, 2004). Bishop (1991a, 1991b) posited that values 

are being taught to students unconsciously, implicitly and uncritically. In other words, what teachers 

valued in mathematics was established long before they entered the classrooms. Therefore, it would be 

essential to determine the student teachers’ values related to mathematics education before they 

become an elementary teacher. Teacher educators should put more effort into developing values-

related activities that would guide student teachers to use, adapt or modify values in relation to the 

teaching and learning of specific mathematics contents (Chin & Lin, 2001). This way, teacher 

educators would have an opportunity to identify and improve what is being valued in mathematics 

classrooms by student teachers, since being aware of their values in mathematics teaching can be seen 

as a crucial element for empowering instruction of teachers (Chin & Lin, 2001).  

The current study fills a necessary gap by identifying the importance of research on the student 

teachers’ values regarding mathematics teaching. However, the findings from this study suggested that 

the further research should focus on identifying implicit and explicit mathematical values in teaching. 

This way, research should clarify whether or not explicit values are more effective than implicit values 

in teaching in terms of promoting appropriate values. Understanding of the student teachers’ intended 

and implemented values would allow them to access to their own values regarding mathematics 

teaching.  
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An Analysis of the Metaphorical Perceptions About the Piano by Fine Arts High School 

Students  
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Abstract 

The aim of this study is to determine, as expressed in metaphors, the attitudes of the students of music 

department in the Fine Arts High School (FAHS) in the 2019-2020 academic year. The study was 

carried out with 37 music students in 9th and 12th grades of Mersin Adıyaman Fine Arts High School. 

In line with the phenomenological research design, a form including the statement “The piano lesson 

is like… Because...” was used to collect the data for the study. Determining the attitudes of the 

students of the music department towards the piano is critical in terms of increasing the quality of 

piano learning and music education. Since metaphors are crucial in determining the student's attitude 

towards a musical instrument, the metaphors that are used by the student are extremely important. 

Therefore, the aim of this study was to determine the metaphorical meanings assigned to the piano by 

FAHS music students. The data were categorized by using content and frequency analysis techniques, 

which revealed 34 positive and three negative metaphorical definitions about the piano instrument. 

The findings indicate that most of the participants have positive metaphoric definitions of the piano. 
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Introduction 

According to Palmquist (2001, p.1), "Metaphor, which is a linguistic tool that connects two 

objects or concepts, is regarded as a symbolic language structure in which two different ideas or 

concepts are linked to make a transition or comparison from one field of life to another. …Metaphors 

appear in our daily language as nouns, verbs, or modifiers." Metaphor is to understand and experience 

anything from another point of view (Lakoff and Johnson, 1980, p.5). The metaphor helps us in other 

ways as well: It allows us to connect the object or phenomenon that we try to understand to a network 

of concepts that belong to another meaning, to see it from different perspectives and to notice the 

situations that have been overlooked before (Taylor, 1984, p.103). When using metaphors, individuals 

can express their own truths, whether they are aware or not, by associating them with their own lives 

and experiences. (Lakoff and Johnson, 2003, p.56). Since the function of metaphors is 

“understanding,” it is also used as a tool of perception in the education process (Woon and Ho, 2005, 

p.362). 

In the process of music education, the piano, which is accepted as a basic musical instrument, 

supports the student in terms of reading, listening and playing music, and has a significant positive 

effect on achieving the targeted behavioral changes by mediating basic music studies and enabling the 

student to appreciate music and gain musical knowledge (Buchanan, 1964; Vernezza, 1967). Since 

FAHS students study in an educational institution that provides a professional foundation for music 

education, how they define the piano can greatly help designing the subsequent piano teaching and 

learning processes. How the student conceptualizes the piano in his/her mind can be considered as a 

description of his/her approach to the piano. The most important aspect of this definition is that if 

students have a negative approach to the piano, it is possible to identify this and then to identify the 

reasons. Thus, it may be possible to produce solutions to the identified problems and to turn any 

negative perspectives of the student into positive ones. 

Although this study specifically focuses on the piano instrument, a remarkable number of 

metaphor studies have been conducted on music, especially in the last seven years. Some of these 

studies are as follows: Koca (2012) conducted a study on pre-school teacher candidates’ perceptions 

of learning music through metaphors. Mustan-Dönmez and Karaburun (2013) examined the tradition 

of metaphorical narrative in folk songs, while Özkul (2013) identified metaphors in musical 

expression in terms of the relationship between music and language. Umuzdaş and Umuzdaş (2013) 

conducted a metaphorical analysis of pre-service teachers’ perceptions of the music lesson. Babacan 

(2014) determined the metaphorical perceptions of a group of students studying at a fine arts high 

school about the concept of music. Mentiş-Köksoy (2015) conducted a similar study with a group of 

primary school pre-service teachers and studied their perceptions about the concept of music by using 

metaphors. Aydıner-Uygun (2015) analyzed pre-service teachers’ perceptions of traditional music 

genres through metaphors. Dinç-Altun (2014), on the other hand, metaphorically examined the 
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perceptions of a group of undergraduate students in a department of music teaching about the piano 

course. Yazıcı (2019), who also studied the piano course, conducted a metaphorical study of the 

attitudes of the music department students attending the piano course in a Fine Arts High School. 

Aim of the Study and Research Questions 

The aim of this study is to determine the perceptions of music students of a Fine Arts High 

School about the concept of "piano" by means of metaphors. To this end, some sub-objectives were 

determined and these research objectives were posed as the following questions: 

1. What are the metaphors of music students of a Fine Arts High School regarding the concept 

of piano? 

2. Under which conceptual categories can these metaphors about piano be classified according 

to their common characteristics? 

Method 

This study uses phenomenology as its research design, which is used to investigate 

phenomena that we do not fully perceive in our daily life. Phenomenology focuses particularly on the 

phenomena that we are aware yet do not have a deep knowledge and perception of. Thus, it is used as 

a basis for defining a phenomenon in detail, explaining it through examples, and gaining a deeper 

understanding of it by tapping into the power of subjective information (Lightning and Lightning, 

2011; Balcı, 2011). 

Participants 

This study implemented the purposive sampling method for the participant selection because it 

aims to determine the metaphorical perceptions of the 9
th
 and 12

th
 grade students of FAHS music 

department about the concept of piano. The study was carried out with 37 music students studying at 

Adıyaman Fine Arts High School in the 2019-2020 school year. 45.95% of the participants were girls 

(n=17) and 54.05% were boys (n=20). 

Table 1. Characteristics of the Participants 

  Characteristic   (f) (%)  

   Age 14-15 10 27.03  

  

 

17-18 27 72.97  

    37 100  

  

Gender 

Girl 17 45.95  

  

Boy 20 54.05 

 

  

Total 

 

    37 100  

  Grade 9
th

 grade 10 27.03  

  

Total 

10
th

 grade 27 72.97  

    37 100  
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Data Collection Tool 

A questionnaire was prepared to find out the Fine Arts High School music department 

students’ mental images and reasons about the concept of piano. The questionnaire has two parts. In 

the first part, the students were asked about their age, gender and grade, and in the second part, they 

were asked to fill the gaps in the following sentence: "It is like a piano .... because ....". At this stage, 

the students were asked to think and write a about a single metaphorical image during half of a class 

period. In the metaphorical research questionnaires, the concept of “like” is stated in order to have the 

participants form the link between the subject of the metaphor and the source of the metaphor in an 

easier and clearer way. The concept of “because” is used because it provides a rationale for the 

metaphors written (Saban, 2009). As the documents providing the data source, these questionnaires 

completed by the students were used as the data collection tool for the current study. 

Data Analysis 

The data in the study were obtained by content analysis. The primary aim in content analysis 

is to reveal the relationships among the concepts that can explain the data. Therefore, the collected 

data should first be conceptualized, and then the themes should be logically arranged in accordance 

with the determined concepts to explain the data accordingly. Thus, the data obtained by content 

analysis can be described and the facts in the data can be identified. The basis of content analysis is to 

be able to group similar data with certain concepts and themes together, and interpret them in a 

comprehensible way. The rationale underlying the digitization of the qualitative data obtained in this 

study through frequency analysis was allowing a comparison of the themes or categories identified 

during the analysis of the data, increasing the validity and reliability of the study, reducing bias, and 

enabling the re-evaluation of the findings in light of data from a larger sample by means of data 

collection tools such as questionnaires (Lightning and Lightning, 2011). 

The metaphor analysis and interpretation were carried out in four stages: 1. Labeling, 2. 

Screening and elimination, 3. Compilation and category development, 4. Ensuring validity and 

reliability. 

In order to label the metaphors, first of all, a temporary list of the metaphors was made in 

alphabetical order to see if the statements made by the students of FAHS Music department were 

clearly metaphors. At the stage of elimination, 8 of the 45 metaphors obtained from the music 

department students were eliminated because they were not actually metaphors, and 37 metaphors 

were retained. In the compilation and category development stage, the metaphors identified were 

divided and tabulated into two groups as positive and negative, yielding 8 positive and 2 negative 

categories. 

In the fourth stage, to ensure validity and reliability, the list of metaphors subsumed by 10 

categories were presented to three experts to have them check whether the metaphors represented the 

categories, and the experts were asked to develop a new list by using these categories and metaphors. 
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Consensus on all metaphors was clear, which proved the validity of the lists. In the next step, 

Miles and Huberman’s reliability formula [Reliability: Consensus / (Consensus + Disagreement)] was 

used to test the reliability. This calculation showed that the reliability of the study was 100%. A 

reliability score above 70% is sufficient for a study to be accepted as reliable (Miles and Huberman, 

1994). Thus, the lists in the study were accepted as reliable. 

Results 

In this section, the metaphors formed by the participants about the “piano” are listed and 

presented in a table and interpreted in line with the purposes of the study. 

The Metaphors Developed by the Fine Arts High School Music Department Students 

about the Piano  

Under this heading, the metaphors developed by the participants are listed in alphabetical 

order and presented by indicating the number and percentage of the participating students expressing 

each metaphor. 

Table 2. The FAHS Music Department Students’ Metaphors about the Piano and the Number and 

Percentage of Students expressing them 

Category Code Metaphor 

Students Expressing the Metaphor 

(f) (%) 
Codes Total 

(f) (%) 

Positive 

Metaphors 

1 My mom 1 2,702703 

34 91,89189 

2 Friend 1 2,702703 

3 Love 1 2,702703 

4 Close friend 1 2,702703 

5 My feelings 3 8,108108 

6 Expression of my feelings 1 2,702703 

7 Sun 1 2,702703 

8 Life 2 5,405405 

9 Philosophy of Life 2 5,405405 

10 A part of my life 5 13,51351 

11 A key that opens all the doors 1 2,702703 

12 Indian TV Series 1 2,702703 

13 Peace 1 2,702703 

14 My heart 1 2,702703 

15 The melody in my heart 1 2,702703 

16 Sibling 1 2,702703 

17 Savior Angel 1 2,702703 

18 Breath 2 5,405405 

19 My soul 1 2,702703 

20 Piece of my soul 1 2,702703 

21 Relaxing 1 2,702703 

22 Joy 1 2,702703 

23 Water 1 2,702703 

24 Reflector 1 2,702703 

25 Life style 1 2,702703 

Negative 

Metaphors 

26 Nothing 2 5,405405 
3 8,108109 

27 Drug 1 2,702703 

  Total 37 100 37 100 
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Table 2 shows that 37 FAHS music students developed 27 metaphors for the “piano” 

instrument. In the light of these data, it can be said that the FAHS students have a broad view of the 

piano instrument and assign various missions to the piano by putting it in different places in their 

lives. Most of the metaphors (91.90%) are positive while a small part (8.10%) is negative, which 

indicates that students have a positive attitude towards the piano. 

It is observed that the students mostly use the “part of my life” and “my feelings” metaphors 

for the piano. This shows that students see the piano as an indispensable part of their lives and adopt it 

as a part of themselves, just like their feelings. In addition to these two metaphors with the highest 

frequency, the students’ metaphors “life, lifestyle, and philosophy of life” expressed in similar terms 

shows that students regard the piano as the center of their lives. In addition to the life definitions in 

clear terms, the “soul”, “part of the soul”, “my heart,” and “breath” metaphors can be interpreted as 

expressions that underline how vital the piano is for them to live. 

FAHS students defined the piano as the social figure they saw closest to them by attributing 

some human characteristics to the piano, with metaphors such as “mother, friend, close friend, and 

brother”. This indicates how dear the piano is to them and how close they view it to themselves. 

When all the metaphors are examined, it is seen that the piano has a fixed place in the 

students’ life and it has a positive effect not only on their academic achievement but also on their 

status in life. This issue will become clearer when the categories through which these effects are 

expressed are revealed. 

Metaphorical Categories Developed by the Fine Arts High School Music Department 

Students on the “Piano” Instrument 

Under this heading, the metaphors developed by the participants are divided into categories 

and presented with the number and percentage of the participating students representing each category 

and metaphor. 

Table 3. Positive Metaphors about the Piano and the Number and Percentage of the Students 

Expressing These 

Category Code Metaphor 
Student Description 

Example 

Student Expressing the Metaphor 

f % 
Total 

f % 

Pre-

requisite 

2 Life  

 “Life is the beginning of 

animation and piano is the 

beginning of music.” 

2 5,405405 

4 
10,81081 

 
25 

Savior 

Angel 

 “It is necessary for the 

basis of all music lessons, 

musically. The savior of my 

music. ” 

1 2,702703 

28 Indian TV  “I love TV series. I love 1 2,702703 
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series movies too. Because they 

have piano music.” 

Importance 

11 
Part of my 

life 

 “From my point of view, 

the piano is not just a 

practice in a music class. It 

has a very important place 

in my life. ” 

5 13,51351 

11 
29,72973 

 

12 
Philosophy 

of Life 

“It is one of my 

indispensables.” 
1 2,702703 

3 Life style 

“I love it so much, and I 

want to see more of it, but 

unfortunately we can't. It's 

very special for me. I'd love 

it to be my main 

instrument." 

1 2,702703 

13 
Part of my 

soul 

“Each of its notes, each of 

its works reaches the 

deepest, most inaccessible 

points of my soul, appeals 

to my emotions and is an 

integral part of my life.” 

1 2,702703 

10 Joy 

 “This is the last instrument 

I’d give up in life. I want to 

advance on the piano and 

pass it on to the next 

generations. I love the 

piano. ” 

1 2,702703 

19 Mother 
“It is indispensable for me. 

” 
1 2,702703 

23 Feeling 
“It is just as important to 

me as my feelings are.” 
1 2,702703 

Need 

29 My heart 

 “A person needs his heart 

to live, and a piano to have 

music.” 

1 2,702703 

3 
8,108109 

 

1 Water 

 “You cannot live without 

water. I cannot live without 

the piano. ” 

1 2,702703 

27 Breath 

“I cannot think of life 

without the piano. Without 

the piano, I feel something 

is missing in music.” 

1 2,702703 

Support 

33 Love 

 “Its sound gives me peace. 

Something that fixes all my 

troubles. ” 

1 

2,702703 

8 
21,62162 

 

30 Relaxing 

 “Every time I play it and 

listen to it, I feel great 

peace of mind and I forget 

all my troubles.” 

1 2,702703 

9 Key 
“When I listen to a piece on 

the piano, my soul rests.” 
1 

2,702703 

24 Breath 

 “You relax as you play, 

and that moment gives you 

life like a breath. It cleanses 

you of all your troubles.” 

1 

2,702703 

16 My sould 
“It gives me peace and rests 

my soul.” 
1 

2,702703 

34 Sibling 
“It is comforting like a 

brother.” 
1 

2,702703 
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31 Friend 
 “Every time I feel sad, I 

talk to my piano and relax.” 
1 

2,702703 

22 Peace 
 “I get a peace of mind 

when I play the piano.” 
1 

2,702703 

Gaining 

Knowledge 
21 Sun 

“I am enlightened as I play 

the piano. I develop by 

applying what I have 

learned.” 

1 

2,702703 

1 2,702703 

Motivation 12 
Philosophy 

of Life 

“I have been in a whole 

different world since the 

piano has entered my life. 

My dreams have changed 

completely. My philosophy 

has become completely 

different. It has increased 

my motivation for life. ” 

1 

2,702703 

1 2,702703 

Reflection 

of Feelings 

32 
Close 

friend 

“When I play it, I share my 

pain, my joy, my 

excitement, my happiness, 

my sadness, and I play with 

my emotions at that 

moment. ” 

1 

2,702703 

5 
13,51351 

 

17 
My 

feelings 
“It reflects my feelings.” 2 

5,405405 

8 Reflector 
“I reflect through it what I 

can’t express" 
1 

2,702703 

4 

Expression 

of My 

Feelings 

“When I feel bad, and when 

I feel good, I tell it about 

my feelings, like a comrade 

who accompanies me, and 

my piano tells about my 

feelings to those around 

me.” 

1 

2,702703 

Imaginatio

n 
26 

The 

Melody in 

My Heart 

“Every time I play it, every 

time you press a key, it 

takes people away and 

takes you where you want 

them to be. The piano is 

like a journey.” 

1 

2,702703 

1 2,702703 

Total 34 91,90 34 91,90 

 

Table 3 above clearly shows that the FAHS students developed 34 positive metaphors in eight 

categories (prerequisite, importance, need, support, gaining knowledge, motivation, reflection of 

feelings, imagination). In addition, some similar metaphors (breath, philosophy of life) having been 

placed in different categories is due to the meanings attributed to the metaphors created. At the same 

time, the fact that similar metaphors (life, part of my life, way of life, philosophy of life) fall into 

different categories shows that the same analogies from different perspectives were given for the 

piano. 

Among the positive metaphors, the “importance” category was identified as the category in 

which the highest number of metaphors were expressed by the participating students, with a value of 

29.72%. When we consider the metaphors such as “it is a part of my life, the philosophy of life, and 
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the way of life” in the category of importance, it is evident that the participants view the piano as 

crucial as life. Similarly, the “mother” metaphor shows that the participant cares about the piano as 

much as her mother, an important social figure in life. The metaphors of “joy” and “feeling” in the 

category of importance further show the extent to which the participating students adopt the piano as 

an abstracted human. 

With a percentage of 21.62%, the support category, which includes eight of the metaphors 

developed by the participants for the piano, demonstrates that the piano has a relaxing effect like 

providing support for a close friend or relative, as well as having a therapeutic effect. For example, 

when the metaphors of “breathing, love, relaxing, key, soul, and peace” and the explanations of these 

metaphors are examined, it is clear that the piano has a healing and therapeutic side, which is noticed 

by the students. Music therapy helps foster social relations in the society, brings solutions to social 

problems, boosts individuals’ self-confidence, and makes physical exercises easier for individuals with 

physical problems. Music therapy, which is extremely important in people’s lives and treatment 

processes, extends to Africa, is historically rooted in America, Asia, Europe, and many Turkish 

civilizations (Çengel, 2006). The metaphors developed in the present study support many previous 

studies confirming the positive effects of music therapy, and the piano can be said to be good for the 

soul since it acts as a channel that directs emotions towards positive practices. On the other hand, 

when we look at the explanations of the metaphors of the “sibling” and “friend” in the support 

category, the piano emerges as a feature that supports lightening the human mood. 

The “prerequisite” and “reflecting feelings” metaphors take the third place with a frequency of 

four and percentage of 10.81%. Looking at the explanations given for the “life” and “savior angel” 

metaphors in the prerequisite category, it is obvious that the piano is viewed as the cornerstone of 

music for students. Particularly in the description of the savior angel metaphor, the statement “it is 

necessary as a foundation for all music lessons” summarizes the view that the piano is a sine qua non 

for music education. When the category of reflecting feelings is examined, it can be seen that the piano 

is a communication tool for students to express their feelings easily. Considering that these high 

school students, being adolescents, may have particularly hard time expressing their emotions, the 

explanations they provide for the “friend, my feelings, reflector, and expressing my emotions” indicate 

that the piano is an important communication tool that they use to express their emotions. 

Metaphors in the need category (8,10%), which has a similar meaning to that of the category 

of importance indicating that the piano is an important part of life, forming the basis of vital functions 

and even life itself for the participating students, are expressed as “my heart” and “water.” The 

explanations given for these metaphors underline that the piano is a necessary instrument for music 

education. 
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Table 4. Negative Metaphors about the Piano and the Number and Percentage of the Students 

Developing These 

Category Code Metaphor Student Description Sample 

Student Representing the 

Metaphor 

(f) (%) 

Codes 

Total 

(f) (%) 

Addiction 37 Drug 

“Once I press that key, it's hard to let 

go again. I want to play day and night 

without doing anything else. ” 

1 2,702703 

3 8.10 

Negative 

Attitude 
35 Nothing 

“I want to develop in other fields of 

music.” 
2 5,405405 

Looking at Table 4, it is clear that the FAHS music students developed two metaphors (drugs 

and nothing) in two categories (addiction and negative attitude). However, a small number of FAHS 

music students seem to develop negative metaphors for the piano. Although the drug metaphor in the 

“addiction” category is included as a negative element in this table, when we look at the explanation 

part of this metaphor, it actually becomes evident that the student has a great interest in and love for 

the piano. However, addiction is categorized as a negative metaphor as addiction is always considered 

something negative regardless of its exact type. The “nothing” metaphor, which includes the direct 

negative expression in the table, shows that the students who wrote this expression developed a 

negative attitude towards the piano because of their interest and positive attitude towards other 

instruments. 

Discussion, Conclusion and Recommendations  

The aim of this study was to analyze the perceptions of FAHS music students about the piano 

instrument through metaphor. It was found that that the participants developed a total of 37 metaphors 

for the piano instrument. In terms of their common characteristics, these metaphors were grouped 

under 10 different categories, 8 positive and 2 negative. In total, FAHS students developed 27 

different metaphors. Considering that 37 students participated in the study and these students 

developed 27 different metaphors, it is evident that the participants perceived the piano from various 

perspectives. 

The results of the study indicate that the category of “importance” (f=11, 29.72%) is the 

category in which the students developed the highest number of metaphors, which is followed by 

“support” (f=8, 21.62%), reflecting feelings” (f=5, 13.51%), and “need” (f=3, 8.10%). 

The most frequent positive metaphors are “part of my life” (f =5, 13.51%), “my feelings” (f=3, 

8.10%), and “life, philosophy of life, and breath” (f=2, 5,40%). This shows that the students view the 

piano as important as their life and hold it as dear as their emotions. In particular, the explanations of 

the participants that the piano is a basic and necessary instrument for music education is evidence that 

they truly recognize the importance of the piano. 
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The most frequent negative metaphor in the study is “nothing” (f=2, 5.40%), and “drug” (f=1, 

2.70%), with only three of the 37 participants having negative attitudes towards the piano. 

In the relevant research literature, research on perceptions about musical instruments in 

general and about the piano in particular is quite limited. 

The majority of the previous metaphor studies focus on music and music courses. However, 

although “music” constitutes the overarching theme, it may be more beneficial to recognize the 

attitudes of the students on the musical instruments used in the education of music and to eliminate 

any negative attitudes they may have. However, in his study focusing on the metaphors developed by 

a group of FAHS students majoring in music, Yazıcı (2019) identified 91 different metaphors related 

to the “piano course”, revealing 52 positive, 37 negative, and 2 both positive and negative attitudes. 

Yazıcı (2019) concluded that FAHS music department students mostly developed positive attitudes 

towards the piano course. Thus, Yazıcı’s (2019) study is similar to the results of the current study. 

When they tested the performance and intrinsic motivation indicators of the perceived classroom 

environment and achievement goal variables, Church, Elliot and Gable (2001) found that particular 

perceptions of the classroom environment influenced students’ orientations in achievement goals. 

Therefore, improving the perceptions about the teaching-learning environment and the tools (musical 

instruments) in this environment will positively affect students’ perceptions about the music course 

(Church et al., 2001). For example, if the student loves the piano in her/his classroom during the music 

education, s/he will be interested in making music and will be able to love the course; however, if s/he 

doesn’t like the instrument, there might even be a risk of losing interest in music. Therefore, it may be 

appropriate to focus on metaphor studies related to the instruments used in the teaching of music for 

the selection of the right instruments. 

Based on the results obtained from the study, the following suggestions can be made. In the 

light of the data obtained from this study, it can be suggested that students should be provided more 

detailed information about the importance of the piano. Furthermore, the reason behind having 

negative attitudes towards the piano needs to be further investigated so that these negative attitudes 

can be transformed into positive attitudes. In addition, further quantitative studies supported by 

qualitative studies should be carried out by involving a higher number of student participants. As 

mentioned in the explanations of many students, the piano is an indispensable instrument in the music 

education process. The piano is the most effective auxiliary instrument at the beginner-level music 

education, as its keys provide ready-to-use sound frequencies. Thus, the student does not have to 

worry about having the correct holding position to find the right sound frequency, as in playing a 

violin. The correct hand position on the piano are only necessary for a healthy practice technique. 

Therefore, researchers interested in conducting future metaphor studies are highly recommended to 

focus greater attention on the musical instruments used in music education. 
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Abstract 

It is thought that determining the relationship between the personal traits of pre-service teachers and 

their level of class engagement will shed light on the development and implementation of the curricula 

in the faculties of education. From this point of view, it was aimed in this study to determine the 

personality traits of pre-service teachers according to the five-factor method of personality and to 

determine how they affect their level of class engagement. The personality traits and the level of class 

engagement of the pre-service teachers in the scope of this study are examined by gender, field of 

teaching, grade, whether or not they willingly study in their departments, and the settlement variables 

they grow in. Single and relational screening models have been utilized in this research. The study 

group of the research consists of 372 pre-service teachers studying in the 3rd and 4th grades of Trakya 

University. In the research, "class engagement scale" and "big five personality traits test" were used as 

data collection tools. As a result of the analysis, it was found that the pre-service teachers' level of 

engagement in the class was "medium" and "high". It was determined that pre-service teachers had the 

most “Agreeableness” trait of personality and the lowest rate as “Neuroticism” trait of personality. 

Pre-service teachers' level of engagement in class did not differ significantly according to their 

personality traits. 
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Introduction  

Personality is the determinant of the continuing attitudes displayed by the individuals in their 

general stance in life. It could be accepted that the concept that is effective in transforming the 

decisions made at every stage of life into behavior is personality. Individuals' physical, mental and 

spiritual traits are part of their personalities (Bozkurt, 2007; Suldo, Minch & Hearon, 2015). It is 

emphasized by Parks-Leduc, Feldman & Bardi (2015) that personality is the determinant of the results 

obtained in many studies. Therefore, personality emerges as an important concept that separates 

individuals from each other. 

The word "personality" is derived from the Latin origin word "persona", which means "mask". 

Although it basically comes from a meaning related to the person's appearance, it has transformed a 

meaning that explains the deeper character traits over time (Srivastava, 2019). This change in the 

meaning of the word may be due to the fact that the potential existing in the cognitive world of 

individuals is able to be expressed with their behaviors. The determinants of personality include 

biological structure (Caspi, Roberts, & Shiner, 2005), social and cultural interactions (Heine & 

Buchtel, 2009). It has a very effective role on personality in psychological processes (Parks & Guay, 

2009). It is stated by Schults and Schults (2016) that there are three standards in the definition of 

personality. 1. The state of being a human being 2. The nature and characteristics of the distinctive 

features of the people 3. The sum of the mental, emotional and social characteristics of the people. 

Based on the characteristics and definitions related to the personality, it could be concluded how 

complex the personality is. 

It is a fact that the concept of personality is not easy to be specified owing to its extensive 

structure and being a feature that could not be directly measured. Five-factor model of personality is 

the most useful and practical model for measuring personality by classification (Barrick, Mount, & 

Judge, 2001). The fact that the measurement results made by the five-factor model of personality are 

reliable and that they are compatible with the results of other studies reveal the superiority of this 

model (Parks & Guay, 2009). The five-factor model of personality is organized as a relatively narrow 

scope of personality trait structures and customized under five basic factors. The five factors that make 

up this theory are; "Extraversion", "Agreeableness", "Conscientiousness", "Neuroticism" and 

"Openness to experience" (Allik & Allik, 2002). 

Table 1: Five-Factor Model of Personality (Demirci, Özler & Girgin, 2007; McCrae & Costa, 2008) 

Factors High Score Low Score 
Extraversion Prefers to be into social relationships, sincerity Prefers to be alone, being distant 

Agreeableness Being able to cooperate, understanding Difficulty in communicating, obstinate 

Conscientiousness Success and goal oriented, manages the time well Irregular, not being able to follow plans, 

postpone 

Neuroticism Self-confident, able to cope with stress, patience Pessimistic, hopeless, having low self-

perception 

Openness to 

experience  

Being open for innovations, creativity Traditional, conservative, not open for 

change 
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In the study conducted by Yamagata, et. al, (2006) in order to examine whether the 

universality of the five-factor model of personality depends on genetic effects that do not change 

amongst different countries, phenotypic, genetic and environmental correlation matrices, calculated 

from 1,209 monozygotic and 701 dizotic pairs from Canada, Germany and Japan, were studied. Five 

genetic and environmental factors were obtained for each sample. It was concluded that phenotypic, 

genetic and environmental factors in each sample have high coefficients of compliance when each 

factor is compared amongst samples. These results show that the five-factor model of personality has a 

solid biological basis and can represent a common heritage of the human species. 

It has been demonstrated that the five-factor model of personality has made significant 

contributions to the literature in determining the relationship of personality with different 

characteristics by means of many studies (Demirci, Özler & Girgin, 2007; John, Naumann & Soto, 

2008; Shiner & Caspi, 2003). The relationship between five-factor model of personality and 

organizational dissent (Ötken & Cenkci, 2013), attitude towards teaching (Aslan & Yalçın, 2013), 

helping styles (Çivitçi & Arıcıoğlu, 2012) has been revealed. It could be thought that the five-factor 

model of personality also has a relationship with the level of class engagement. 

The success of the teaching process in educational institutions is closely related to the student 

engagement in the class. While Reschly and Christenson (2006) classifies the dimensions of class 

engagement as cognitive, affective and behavioral; it is argued by Reeve and Lee (2014) that student 

engagement in the class has four dimensions: cognitive, affective, behavioral and effective. Behavioral 

engagement is related to the student's active role in indoor and outdoor activities, scientific 

engagement is related to associating the information they learned with daily events, emotional 

engagement is related to the students’ willingly engaging in the classes, seeing themselves as a part of 

the school, and fondly participating in activities (Eryaman, 2007; Eryilmaz, 2014). 

There are many factors that affect students' engagement in the class. High quality class 

engagement predicts constructive changes in students' motivation (Reeve & Lee, 2014). Class 

engagement allows students to enjoy the lesson more and it makes the lesson more entertaining. In 

addition, students who have positive relationships with their peers and teachers are more likely to 

engage and succeed in the lesson (Furrer, Skinner & Pitzer, 2014; Linnakylä & Malin, 2008). The 

emotional state of the class environment is an important factor in students' engagement in the class 

(Reyes, Brackett, Rivers, White & Salovey, 2012). Exclusion by peers adversely affects class 

engagement and academic success of the students (Buhs, Ladd & Herald, 2006).  

Students' class engagement is realized by being active during the class, so their attention, 

interests and focus should be in the activities held in the class (Wang, Bergin & Bergin, 2014). In the 

study conducted by Eskici (2018), ways to attract attention in teaching in line with the opinions of pre-

service teachers are gathered under four titles as "using materials", "adding fun factor", 
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"communicating" and "activating the student". It could be said that the engagement of the students 

during the lesson is in a reversible relationship with their being active. Students will be active as they 

engage in the lesson, thus their level of engagement will increase as they become active. It is 

emphasized that the use of different technology-supported teaching methods in the classes taught by 

Ally (2012) will increase the students' attention and engagement in the lesson, therefore the success 

rate will increase. In addition, it has been claimed that the seating patterns in higher education have an 

effect on the level of attentiveness and engagement in classes (Shernoff, et. al., 2017). 

Student engagement is the key that opens the door to academic success (Reyes, et. al, 2012). 

There are many factors that affect students' level of engagement in classes. It is an indispensable fact 

that a concept that shapes the character of the individual in every step of his life, such as personality 

traits, will affect the students' engagement in the class. Particularly, considering the importance of 

teacher training process, it is thought that determining the relationship between the personal traits of 

pre-service teachers and their level of class engagement will shed light on the development and 

implementation of the curricula in the faculties of education. From this point of view, it was aimed in 

this study to determine the personality traits of pre-service teachers according to the five-factor 

method of personality and to determine how they affect their level of engagement. For this purpose, 

answers to the following research questions were sought: 

1. What is the level of pre-service teachers’ engagement according to; 

a) Gender, b) Field of teaching, c) Grade, d) Whether or not they willingly study in their departments, 

e) The settlement variables they grow in? 

2. Does the pre-service teachers' level of engagement vary according to, 

a) Gender, b) Grade, c) Field of teaching, d) Whether or not they willingly study in their departments. 

3. Which personality traits do the pre-service teachers have according to; 

a) Gender, b) Field of teaching, c) Whether or not they willingly study in their departments, d) The 

settlement variables they grow in? 

4. Do pre-service teachers’ levels of engagement differ significantly depending on their personality 

traits? 

Method  

The Model of the Reseach 

Single and relational screening models have been utilized in this research. In relational 

screening models, the existence or degree of co-variation amongst variables is tried to be determined 

(Karasar, 2017). In this study, it was tried to be determined whether the engagement levels of the pre-
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service teachers studying in the education faculty and those studying in different departments differ 

according to their personality traits. 

Study Group 

The study group of the research consists of 372 pre-service teachers studying in the 3rd and 

4th grades of Trakya University Education Faculty teaching programs in the spring term of 2017-2018 

academic year. 268 of the pre-service teachers are female (72%), 104 are male (28%), 214 are 3rd 

graders (57.5%), and 158 are 4th graders (42.5%). Distribution of pre-service teachers according to 

departments is as indicated in Table 2: 

Table 2: Distribution of pre-service teachers by departments 

Fields of Teaching Total Number Percentage 

Pre-school teaching 100 26.9 

English language teaching 92 24.7 

Special Education 69 18.5 

CEIT  47 12.6 

Social studies teaching 35 9.4 

Maths teaching 29 7.8 

Total 372 100,0 

It was tried to acquire the data which was obtained from the pre-service teachers from 

different teaching programs in order to show diversity. Pre-service teachers studying in 6 different 

teaching programs in table 2 are the working group of the research. 

Data Collecting Tools 

In the study, "class engagement scale" and "big five personality traits test" were used as data 

collection tools. Class engagement scale was developed by Eryilmaz (2014). During the development 

of the scale, data obtained from university students were used. As a result of the validity and reliability 

studies, “the general class engagement scale” consisting of three dimensions and 15 items was 

acquired. Eryilmaz (2004) defined these three dimensions as "behavioral", "cognitive" and 

"emotional" engagement. The use of similar sampling groups in the development process of the scale 

and in this research process and the fact that there are suggestions for class engagement in the 

measurement tool led to the preference of this measurement tool. The measurement tool was prepared 

in a 5-point Likert type which includes preferences from “not convenient at all” to “totally 

convenient”. There are no negative items in the scale and a participant can get a total value between 15 

and 75 points. A high score means that the engagement is good. In the analysis regarding the internal 

consistency made during the development of the scale; coefficients of .84 for emotional participation, 

.86 for behavioral participation, .84 for cognitive participation and .92 from the overall scale were 

reached. In this study, the coefficients related to the internal consistency coefficients of the data 

obtained from the sample are as indicated in table 3: 
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Table 3: Internal consistency coefficients obtained from the class engagement scale 

Name of the factor Internal consistency coefficient 

Emotional Engagement .844 

Behavioral Engagement .806 

Cognitive Engagement .878 

Overall of the Scale .901 

 

Akbulut (2010) states that if the internal consistency value is .60 and above, it is accepted as a 

“highly reliable” internal consistency value. In this context, the internal consistency coefficients of the 

values measurement tool in table 3 could be interpreted as highly reliable in all sub-factors and overall 

scale. Confirmatory factor analysis (CFA) was performed for the construct validity of the scale after 

internal consistency values. AMOS 16.0 software was utilized for CFA. The data obtained from the 

analysis is as follows: 

Table 4: Fit values of the class engagement scale regarding the construct validity 

    Examined  

   Fit indices 
Fit values Threshold Values* Description* 

χ2/d 3 ≤3 Good Fit 

RMSEA .073 ≤0.08 Good Fit 

SRMR .000 ≤0.10 Good Fit 

NFI .908 ≥0.90 Good Fit 

CFI .936 ≥0.90 Good Fit 

GFI .915 ≥0.85 Good Fit 

AGFI .883 ≥0.80 Good Fit 

AIC 327.004 
< saturated model 

< independence model 

High Value 

Good Fit 

CAIC 489.327 
< saturated model 

< independence model 

Good Fit 

Good Fit 
*Fit values were taken from Şimşek (2007). 

 

As can be seen in table 4, it is seen that the examined fit indices are within the acceptable 

limits (excluding the AIC value). It could be interpreted that the data obtained in this context are in 

harmony with the existing structure and that the validity of the structure is ensured. Another data 

collection tool used in the research is the “Big Five Personality Test” that reveals the personality traits 

of the participants. This scale was developed by Benet-Martinez and John (1998) under the name of 

"The Big Five Inventory" and consists of 44 items. The five factors in the scale also correspond to 

personality traits. These personality traits were determined as "Extraversion", "Agreeableness", 

"Conscientiousness", "Neuroticism" and "Openness to experience". It was stated by Sümer, Lajunen & 

Özkan (2005) that the scale was adapted to Turkish by Sümer. Adaptation study was conducted within 

the scope of the Turkey section of a study on the identification of personality traits covering 56 

countries (Schmitt, Allik, McCrae & Benet-Martinez, 2007). The internal consistency coefficients for 

extroversion, agreeableness, conscientiousness, neuroticism and openness to experience in the Turkey 

section of the scale have been determined as .77, .70, .78, .79 and .76 respectively. In this study, the 

internal consistency coefficients are as indicated in table 5: 
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Table 5: Internal consistency coefficients of personality scale on the basis of sub-factors 

Name of the factor Internal consistency coefficient 

Extraversion .848 

Agreeableness .760 

Conscientiousness .766 

Neuroticism .787 

Openness to experience .817 

 

As can be seen in Table 5, it is seen that all of the internal consistency coefficients obtained as 

a result of the measurement are .70 and above. These values are interpreted as highly reliable internal 

consistency coefficients in the literature (Akbulut, 2010; Palland, 2002). After the internal consistency 

coefficients, CFA was performed for the construct validity of the scale. Results for this analysis are as 

indicated in Table 6: 

Table 6: Data of fit values regarding the construct validity of the personality traits scale 

    Examined Fit indices Fit values Threshold   Values* Description* 

χ2/d 2,66 ≤3 Good fit 

RMSEA .067 ≤0.08 Good fit 

SRMR .000 ≤0.10 Good fit 

CFI .729 ≥0.90 Poor 

GFI .745 ≥0.85 Poor 

AGFI .672 ≥0.80 Poor 

AIC 2576.10 
< saturated model 

< independence model 

High value 

Good fit 

CAIC 3058.15 
< saturated model 

< independence model 

Good fit 

Good fit 

*Fit values were taken from Şimşek (2007). 

 

As can be seen in Table 6, it is seen that the values of χ2/d, RMSEA and SRMR are within the 

expected limits. Especially, the fact that the χ2/d ratio produces a good value for the model that is tried 

to be verified is important in terms of verifying the construct validity (Şimşek, 2007). The fitness of 

the specified values with the predicted structure was considered sufficient in terms of construct 

validity and was interpreted as being valid.  

Collection and Analysis of Data 

Data collection tools were applied to pre-service teachers as a whole in collecting data. 

Statistics package software was used in the analysis of data. In the direction of the research problems, 

the normality of the distributions was examined before proceeding with the analysis of the data, and in 

this context, it was observed that the skewness and kurtosis values and Kolmogorov-Smirnov values 

meet the normality criteria. Distortion and kurtosis values for the overall engagement and personality 

traits are as follows. 

  



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

291 

Table 7: Data on skewness and kurtosis values for sub-factors of class engagement scale and 

personality traits scale 

 
Class 

Engagement 

Personality traits 

Extraversion Agreeableness Conscientiousness Neuroticism 
Openness to 

experience 

Skewness -.283 -.409 -.666 -.189 -.058 -.282 

Kurtosis  .769 -.541 .379 -.505 -.388 -.417 

 

As seen in table 7, the data obtained from the measurement tools show that the skewness and 

kurtosis values take values between -1 and +1. These values could be interpreted as the data show 

normal distribution (Palland, 2002; Akbulut, 2010). Accordingly, parametric test statistics were used 

to analyze the data. In the analysis of the data, t-tests and ANOVA analyzes were used for sub-

purposes and some interpretations were made accordingly. Scheffe test was not used in post-hoc 

monitoring analysis since variances showed equal distribution. Akbulut (2010) states that Scheffe test 

is the most serious analysis method in factor analysis. 

Mean values and score ranges were used in the interpretation of pre-service teachers' level of 

engagement. The ranges of the scale could be interpreted as; 1.00 - 1.80 is very low level of 

engagement, 1.81 - 2.60 is low level of engagement, 2.61 - 3.40 is medium level of engagement, 3.41 - 

4.20 is high level of engagement, and 4.21 - 5.00 is very high level of engagement. These scale ranges 

were taken into account in the interpretation of the data. In determining the personality traits of pre-

service teachers, mean values were taken for each personality trait, and the trait that the student had a 

higher average was determined as the main personality trait. Although pre-service teachers have close 

mean values in terms of personality traits, it was tried to be defined in a personality trait by 

considering the highest average. 

Results 

In this section, findings and their interpretations from the measurement tool are covered. In the 

presentation of the findings, the ranking of the sub-problems was taken as the basis. 

Sub-Problem 1: What is the level of pre-service teachers' class engagement? 

When determining the engagement levels of pre-service teachers, a distinction was made 

according to the independent variables (gender, department, class, settlement of hometown etc.) in the 

data collection tool. In determining the levels, the ranges of scores specified in the data analysis were 

used. The data for this analysis are as shown in table 8. 
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Table 8: Pre-service teachers' level of engagement according to independent variables 

 
   Variable Mean 

Value 

Standard 

deviation 

Level 

Gender 
Female 3.43 .58 High 

Male 3.47 .70 High 

Field of Teaching 

Social Studies teaching 3.62 .58 High 

Maths teaching 3.54 .63 High 

English Language Teaching 3.56 .56 High 

CEIT 3.15 .68 Medium 

Pre-school teaching 3.42 .63 High 

Special education 3.38 .58 Medium 

Class 
3rd Grade 3.40 .65 Medium 

4th Grade 3.49 .57 High 

Whether or not they 

willingly study  

Yes 3.50 .60 High 

No 3.13 .60 Medium  

Settlement of 

hometown 

Village 3.25 .56 Medium 

Small Town 3.44 .71 High 

City 3.43 .55 High 

Metropol 3.53 .63 High 

Average 3.44 .62 High 

As can be seen in table 8, male and female pre-service teachers have close mean values in 

terms of engagement. When looking at the departments' averages, it could be said that pre-service 

teachers studying at the department of Computer Education and Instructional Technology (CEIT) and 

the Special Education department have lower engagement levels (medium level). On the other hand, it 

was determined that the pre-service teachers studying in the 3rd grade showed lower engagement than 

those who study in the 4th grade and the pre-school teachers who do not willingly study in their 

departments. It could be stated that the pre-service teachers, who have indicated their settlement of 

hometown as “village”, have a lower engagement compared to the pre-service teachers who were 

raised in other settlements. In general, when the engagement of the pre-service teachers in the class is 

examined, it is seen that there is a high level of engagement. 

Sub-problem 2: Do the levels of pre-service teachers' engagement level vary according to 

their gender, class, field of teaching and whether or not they willingly study in their 

departments? 

It has been observed that pre-service teachers' level of engagement in the class is high and 

whether this level differs according to some variables is examined in sub-problem 2. In tables 9 and 

10, findings regarding whether pre-service teachers' level of engagement significantly varies according 

to gender, class, field of teaching and whether or not they willingly study in their departments are 

indicated. 
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Table 9: Data on whether or not the level of class engagement varies according to gender, class and if 

pre-service teachers willingly study in their departments 

Variable n  Ss Sd t P Effect size 

Gender 
Female 268 3.43 .58 

370 -.496 .620 -- 
Male 104 3.47 .70 

Class  
3rd Grade 214 3.40 .65 

370 -1.39 .164 -- 
4th Grade 158 3.49 .57 

Whether or not they 

willingly study 

Yes 314 3.50 .60 
370 4,22 .000 .046 

No 58 3.13 .60 

 

As seen in table 9, while there is no significant difference between the averages regarding the 

variables of "gender" and "class”, it is seen that there is a significant difference between the mean 

values regarding the variable of "studying in the department willingly". When the effect size is 

examined, it is determined that the eta squared value is .046 and Akbulut (2010) states that the 

efficiency size between .01 and .06 have a small effect size. Before analysis, variance coexistence was 

examined. 

Table 10: Data on whether the level of class engagement varies according to the field of teaching. 

 Sum of Squares Degree of 

Freedom 

Mean Squares 
F 

Significance 

Between group 6.99 5 1.399 

3.751 .003 Within group  136.51 366 .373 

Total 143.51 371  

 

Table 10 shows that there is a significant difference (p<.05) between the engagement levels of 

the pre-service teachers studying in different fields of teaching. In this context, post-hoc analysis was 

conducted to determine which departments have the differences. Levene test was performed according 

to anava test results. 

Table 11: Data on whether the level of class engagement varies according to the teaching field/Test of 

homogeneity of variances 

Levene value Degree of Freedom 1 Degree of Freedom 2 Significance 

.600 5 366 .700 

 

Significance and Levene values show that the condition of coexistence of variances is met in 

the distribution (p<.05). In the conducted analysis, it was observed that significant differences were 

observed against CEIT when the fields of CEIT, social studies and English language teaching were 

examined (p<.05). In other words, pre-service teachers studying in social studies and English language 

teaching programs significantly engaged in classes comparing to the pre-service teachers studying in 

CEIT program. 

  

Χ
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Sub-problem 3: Which personality traits do pre-service teachers have? 

In the study, the answer to the question of which personality traits the pre-service teachers 

have, are tried to be given in detail by considering the characteristics determined as independent 

variables. Findings related to this are as indicated in table 12. 

Table 12: Personality traits of pre-service teachers in the context of several variables 

Variable 

Personal Traits Total 

Openness to 

experience 
Extraversion Neuroticism Conscientiousness Agreeableness 

 

G
en

d
er

 

Female 55 51 6 32 124 268 

Male 30 24 9 18 23 104 

       

F
ie

ld
 o

f 
te

ac
h

in
g
 

Social 

Studies 

Teaching 

14 4 1 8 8 35 

Maths 

Teaching 
5 5 1 7 11 29 

English 

Language 

Teaching 

19 17 5 12 39 92 

CEIT 9 12 1 8 17 47 

Pre-School 

Teaching 
20 21 1 7 51 100 

Special 

Education 
18 16 6 8 21 69 

       

S
et

tl
em

en
t 

o
f 

h
o

m
et

o
w

n
 Village 8 11 3 5 25 52 

Small Town 21 16 2 8 32 79 

City 27 23 6 18 46 120 

Metropol 29 25 4 19 44 121 

       

W
h

et
h

er
 o

r 

n
o

t 
th

ey
 

w
il

li
n

g
ly

 

st
u

d
y
 Yes 60 63 12 45 134 314 

No 25 12 3 5 13 58 

Total 85 75 15 50 147 372 

 

Considering the distribution of personality traits of pre-service teachers, it is seen that 147 of 

372 pre-school teachers have “agreeableness” trait of personality. Then, personality traits are followed 

by openness to experience, extraversion and conscientiousness. While it was observed that 

approximately half of the female pre-service teachers (46%) had "agreeableness" trait of personality, 

the highest rate of male pre-service teachers was "open to experience" trait of personality with 29%. 

Considering the personality traits in terms of teaching fields, the highest rate of trait of personality is 

"openness to experience" with 40% for social studies teaching. "Agreeableness" is observed as 38% 

for mathematics teaching, 42% for English language teaching, 36% for CEIT, 51% for pre-school 

teaching, 30% for the special education. While approximately half of those who grew up in the village 

as a settlement have an "agreeableness" trait of personality, it has been revealed that the same 

personality trait is also seen to be predominant in other settlements. While 43% of those who willingly 
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study in their department have "agreeableness" trait of personality, this rate was observed as an "open 

to experience" trait of personality with 43% for those who do not willingly study in their department. 

Sub-problem 4: Do pre-service teachers' levels of engagement in class vary according to 

their personality traits? 

Finally, in the study process, whether the pre-service teachers' personality traits varied their 

level of engagement in the class was examined and the analysis related to this is given in table 13.  

Table 13: Data on whether pre-service teachers' class engagement level vary according to their 

personality traits 

 Sum of 

Squares 

Degree of Freedom Mean 

Squares 
F 

Significance 

Between group 1.617 4 .404 

1.046 .383 Within group  141.89 367 .387 

Total 143.51 371  

 

As seen in table 13, pre-service teachers' level of engagement did not differ significantly 

depending on their personality traits. For this reason, monitoring analyzes were not required. Since 

there was no significant difference according to Anova test results, Levene test was not performed.   

Discussion, Conclusion and Recommendations  

In this study, the relationship between pre-service teachers' level of engagement and 

personality traits was tried to be determined in the context of certain variables. As a result of the 

analysis, it was found that the pre-service teachers' level of engagement in the class was "medium" and 

"high". Considering the variable of "field of teaching", it was concluded that the level of the pre-

service teachers studying in the department of Computer Education and Instructional Technologies 

(CEIT) and the department of Special Education is different from the pre-service teachers studying in 

other teaching areas and found to be “medium”. It can be predicted that the CEIT department pre-

service teachers' engagement level is lower than the other departments, because the courses of the 

department are computer and technology-based, thus the students experience a more individual, 

technology-supported class engagement process unlike other departments. The differences in the 

teacher training process in the CEIT department are included in the literature. In the research 

conducted by Odabaşı et. al., (2011), the field specificity in the teacher training courses for CEIT 

department was emphasized. Additionally, the fact that the CEIT department includes a 

technologically intensive program and that there is no other international example at the undergraduate 

level except Turkey are the facts that reveal its difference from other teaching fields (Saracaloğlu, 

Dursun & Arabacıoğlu, 2016). 

The reason why the pre-service teachers who are educated in the special education programme 

is lower than the pre-service teachers studying in other departments may be due to the necessity of 
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giving individual education to the students who need special education. Pre-service teachers' learning 

specific techniques during the training process may cause them to differentiate with other departments. 

Therefore, it may be concluded that the level of engagement in the class differs from other 

departments. It is stated by Karasu, Aykut & Yılmaz (2014) that teacher training programs for special 

education should create an opportunity to conduct training in relation to individual characteristics. 

In the research carried out by Gür Erdoğan and Arsal (2015), it was found that the pre-service 

teachers who are educated in the special education department have the highest academic branch 

satisfaction, and the pre-service teachers who are educated in the CEIT department have both the 

lowest academic branch satisfaction and the desire to develop a career in the teaching profession. In 

the research carried out by Topal and Akgün (2015), the pre-service teachers' self-efficacy perceptions 

were determined for education-based internet use. According to the results of the research, the pre-

service teachers' internet use self-efficacy perceptions scale scores are the highest in CEIT department 

while the pre-service teachers who are educated in special education department are the lowest. In the 

studies conducted according to the branch variables of the pre-service teachers in the literature, it is 

seen that the teacher candidates who are educated in the department of CEIT and Special Education 

have reached threshold values in different studies compared to the pre-service teachers who are 

educated in other departments. In this study, it could be said that the level of student engagement of 

these two departments being “medium” level, compared to the other departments, is parallel with the 

literature. 

According to the results obtained in this study, it has been revealed that there is no change in 

the engagement status of the pre-service teachers according to the variable of "gender", and that the 

pre-service teachers who are trained in the 3rd grade engaged in the class at a medium level and the 

pre-service teachers in the 4th grade engaged in the class at a high level. In the study conducted by 

Karatekin, Merey and Keçe (2015), it was revealed that the attitude towards teaching profession is 

higher than the 4th grade pre-service teachers than 3rd graders. Considering that the attitude will 

positively affect the engagement, it could be said that the findings of the study conducted by 

Karatekin, Merey and Keçe (2015) correspond with the findings of this study. 

Within the scope of the study, it was found that the pre-service teachers' willingly studying in 

their departments will positively affect their engagement in class. As a result of the studies conducted 

in the literature, it has been proved that the pre-service teachers' attitudes towards their professions 

have a positive effect in favor of their willingly studying in their department. (Aksoy, 2010; Eret-

Orhan & Ok, 2014; Karatekin, Merey & Keçe, 2015; Tüfekçi & Kocabatmaz, 2015). If the pre-service 

teachers' preferences of their departments affect their attitudes positively, it can be thought that it will 

affect a feature that is directly related to the affective characteristics of the individual, such as 

engaging in the class, so that the findings obtained in the research is supported by the literature. 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

297 

As a result of the determination of the level of class engagement of the pre-service teachers 

according to the settlements they grew up, it has been concluded that the pre-service teachers living in 

the village have lower level of class engagement than pre-service teachers who grew up in other 

settlements. In the study conducted by Akkaya (2009), the finding that pre-service teachers living in 

the village have lower attitudes and averages towards the profession compared to pre-service teacher 

living in other settlements is in line with the finding of this research. In a study conducted by Deniz 

(2003), it was concluded that students living in the city had higher written expression skills than 

students living in the village. Based on the findings of the study conducted by Deniz (2003), it could 

be interpreted that individuals living in the city have higher self-confidence due to their ability to 

express themselves. The finding of lower engagement of pre-service teachers living in the village 

obtained in this research could be interpreted similarly.  

In addition, the personality traits of pre-service teachers were examined by considering the 

five-factor personality traits scale. In this context, it was observed that pre-service teachers had the 

most “agreeableness” trait of personality and the lowest rate as “Neuroticism” trait of personality. 

These findings correspond with the findings of the study conducted by Kesen (2014) that the pre-

service teachers have the most “agreeableness” personality traits and the lowest rate as the 

“Neuroticism” trait of personality. In the study conducted by Aslan and Yalçın (2013), the finding that 

pre-service teachers have adopted the “agreeableness” personality trait at the highest level, supports 

the findings obtained in this research and in the study conducted by Kesen (2014). 

In this study, it has been concluded that the majority of female pre-service teachers adopt the 

"agreeableness" trait of personality and the majority of male pre-service teachers adopt the 

"extroversion" trait of personality. The responsibilities and roles imposed on females and males in 

Turkish society may have caused such a personality development in individuals. Because in Turkish 

society, females are in the position of being accused if they do not exactly comply with the norms of 

society, and males are in a position to be encouraged in many issues (Atabek, 2002). In addition, in the 

study conducted by Kaya (2017), it was concluded that the “neuroticism” and “openness to 

experience” personality traits of female per-service teacher were higher than that of male pre-service 

teachers. In the research, it was concluded that the pre-service teachers who were educated in the 

social studies teaching department preferred “openness to experience” trait of personality the most and 

the pre-service teachers who studied in the other departments preferred the “agreeableness” trait of 

personality the most. It does not show any change in the order of pre-service teachers' preferences of 

personality traits according to the settlement they grew in. It was seen that pre-service teachers who 

willingly study in their departments prefer the personal trait of “agreeableness”, and pre-service 

teachers who do not willingly study in their departments prefer “openness to experience” the most. 
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One of the findings of this study is that pre-service teachers' level of engagement in class did 

not differ significantly according to their personality traits. As a result of the research, it has been 

concluded that the pre-service teachers' engagement was generally at high level and the pre-service 

teachers intensely adopt the personality trait of  “agreeableness”. “Agreeableness” trait of personality 

has symptoms such as the tendency to be tolerant, warm-blooded, polite, calm, accommodating and 

cooperative (Graziano & Tobin, 2009). 

One of the findings of this study is that pre-service teachers' level of engagement in class did 

not differ significantly according to their personality traits. As a result of the research, it has been 

concluded that the pre-service teachers' engagement was generally at high level and the pre-service 

teachers' intensely adopt the personality trait of “agreeableness”. “Agreeableness” trait of personality 

has symptoms such as the tendency to be tolerant, warm-blooded, polite, calm, accommodating and 

cooperative (Graziano & Tobin, 2009). These features are very important for class engagement. It 

could be said that the high level of pre-service teachers' engagement in class is related to their 

adoption of the "agreeableness" personality trait more than the other personality traits. 

Based on the findings of this study, it could be investigated why the pre-service teachers 

prefer this “agreeableness” personality trait and whether this is a common trait of the people who 

choose this profession. It could be explored why the “Neuroticism” personality trait is less preferred 

by pre-service teachers and what could be done to improve this personality trait. The curriculum of the 

CEIT and special education course programs that differ from other departments could be examined. In 

addition, the profiles of pre-service teachers who choose CEIT and special education departments 

could be ascertained. It could also be investigated why females’ “agreeableness” personality traits are 

higher than males’. 
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Abstract 

This study aims to analyze school principles’ supervision practices according to teachers’ opinions. 

The study employs phenomenology design out of qualitative research methods. The data of the study 

were gathered in 2019-2020 academic year from 16 teachers who had been working in state schools 

for 16 or more years through face to face interviews via a semi-structured interview form. The study 

attempted to reveal participating teachers’ opinions on school principles’ supervision based on their 

experiences with regard to teachers’ professional development, motivation, affectivity and objectivity 

of supervision.  The first finding of the study reveals that school principals’ sharing experience, 

mutual work, being organized, overcoming insufficiencies and satisfaction contribute to teachers’ 

professional development.  Second finding of the study states that support, constructive criticism, 

appreciation and communication increase teachers’ motivation. According to the third finding of the 

study school principals’ administrator role, supervision knowledge, supervisor role and continuity are 

factors of effective supervision. Last finding of the study explains that impartiality, equity, sense of 

mission and meticulousness are needed for objectivity of supervision. Results are discussed and 

suggestions are provided.  
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Introduction 

Societies establish a management structure in order to maintain their existence on the world, 

to prosper and to be able to compete with developed countries. This structure involves a variety of 

institutions such as health, politics, education, tourism, industry or technology. Yet, education is one 

of the basic institutions on which most emphasis is needed and with which it is possible to leave a 

developed country to posterity. The countries which have successful education systems are adept at 

teacher training, designing contemporary curricula, assessment of success, guidance and supervision 

practices, social activities, physical conditions, educational financing and in many other areas, and 

they compete with developed countries.  

Education systems are made up of many elements including education, instruction, teacher 

training, guidance and supervision, assessment and evaluation, and have a number of tasks such as 

cultivate manpower needed in the country, creating a society in line with the country’s founding 

purposes, raising individuals qualified in culture, art and academic aspects, enabling individuals to 

critical thinking, research and questioning. In this sense, education system is one of the most 

significant institutions to ensure a country’s existence and continuity. As in all institutions, education 

system also needs supervision and guidance to put forth the level of success, unearth the deficiencies 

and needs in the system. Supervision is the process of examining and monitoring whether the tasks in 

the state or private institutions are performed in accordance with regulations (Taymaz, 1982). 

Supervision is following up practices for the public weal (Bursalıoğlu, 1991). In other words, is a 

process of the organization to reach its aims by sticking to its existing values (Senge, 2006).Besides, 

supervision aims to ameliorate the instructional system and enhance students’ academic achievement 

(Sullivan & Glanz, 2005). An examination of these definitions suggests that supervision can be 

defined as the practices aiming overcome the deficiencies seen in the available system and thereby 

ameliorating it.  

The aims of supervision are to control operation process of education and instruction, ensure 

the practices are performed in line with regulations, and guide it in reaching the aims. Different 

supervision types have arisen to realize these aims. These types include clinical supervision, 

instructional supervision, artistic supervision, differentiated supervision, and developmental 

supervision.   

Clinical supervision is a logical execution process in order to improve teachers’ professional 

competences under the supervision of school administrators primarily targeting improvement of 

students’ learning (Cogan, 1973). It is based upon direct observation to advance instruction in the 

classroom setting (Tanner & Tanner, 1985). Clinical supervision involves meeting and negotiating of 

supervisors and teachers in an instructional setting in order to ensure a more efficient instruction 

(Sergiovanni & Starratt, 1979). Definitions of clinical supervision suggest that it is a co-working 
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process of the supervisor and teacher in the classroom setting in order to improve instruction. The 

main purposes in practicing clinical supervision are improving the process of instruction, identification 

and solution of problems, improvement of teachers’ professional development, providing continuity to 

these skills, and assessment of teachers according to their professional competencies (Ağaoğlu, 1977). 

To realize these purposes, an ideal supervision cycle includes a preliminary negotiation between 

teacher and supervisor, observation period, assessment, negotiation after the observation and re-

structuring, guidance and evaluation.  

Instructional supervision is a process of advancement of instructional standards, realization of 

goals and aims and cooperation with the teachers to these ends.  Ensuring teachers’ professional 

development and advancement of instructional process are possible with mutual trust and support 

(Beach & Reinhartz, 2000). Instructional supervision is the supervision of all curricular or 

extracurricular preparation, practice, activity and assessment (Erdem, 2006). Different from other 

supervision types, instructional supervision is composed of five phases with regard to improvement of 

instructional process which are meeting with the teacher, observation, preparation for the interview, 

interview and review of criticisms (Glickman, 1990). The phases in this type reveal that instructional 

supervision is practiced in cooperation with teachers and the main aim is to improve instruction.  

Artistic supervision includes making detailed analysis based on observations in the classroom and 

putting forth teachers’ distinguishing characteristics of teachers (Kapusuzoğlu & Dilekci, 2017). The 

aim in artistic supervision is not to find weaknesses of teachers and criticize them but to reveal the 

strengths and improve them (Yılmaz, 2004). In artistic supervision, the evaluation of events happened 

in the classroom is based on supervisor’s sensitivity, perception and knowledge and this is conveyed 

to the teacher in an explanatory, poetic and metaphorical language. Instructional supervision has eight 

characteristics, which are (1) paying attention to the hidden and meaningful aspects of events as well 

as clear and verbal aspects, (2) a high level of education expertise knowledge and skill of seeing the 

significant elements, (3) teachers’ contributing to the rising generation’s education as well as other 

contributions, (4) paying attention to time spent in the classroom and observation in a specific time, 

(5) providing harmony in order to form a trust and communication relation between supervisor and 

teacher, (6) best use of language to explain the observation, (7) skill of interpreting the events 

encountered in the observation to the ones who experienced them, and (8) supervisor’s perception and 

sense-making of teacher’s strengths, sensitivities and experiences as the most significant tool of 

education (Eisner, 1982). 

Differentiated supervision was developed by Glatthorn (1997) and was defined as 

differentiation of supervision per teacher because teacher has different developmental needs and their 

learning styles are also different from each other. Differentiated supervision is supervision model 

offering different supervision models based on teachers’ academic improvement and individual needs 
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to enable their professional development and enhancing students’ learning skills (İlğan, 2008). In other 

words, this model provides different supervision models with respect to teachers’ academic and 

individual development and aims to enhance teachers’ professional development so as to enhance 

students’ learning. Differentiated supervision model, put forth by Glastthorn (1997), involves four 

dimensions which are expertise, organization, supervisor and teacher. Expertise dimension is related 

with increase in teachers’ supervision options through diversification of instruction; organization 

dimension has to do with teachers’ working in cooperation, being in solidarity, contribution and 

support for professional development; supervisor dimension involves supervisors’ focusing on 

teachers’ needs and expectations, and teacher dimension includes supervision of teachers based on 

their needs and ensuring their professional development in solidarity (Aydın, 2008).      

Developmental supervision was put forth by Glickman (1980) and argues that teachers’ 

supervision should be different since the supervision behaviors needed by each teacher may be 

different from each other. Developmental supervision is supervision of aspects needed by the teachers 

based on analysis of their developmental levels (Aydın, 2008). The effective aspect of developmental 

supervision is the support provided to teachers through selecting a supervision model based on the 

areas needed by them (Zellermayer & Margolin, 2005). In developmental supervision, the 

appropriateness of the teacher to supervision can be decided through four approaches. These 

approaches are “non-directive approach”, in which the teacher is more knowledgeable and responsible 

than the supervisor with respect to supervision area or the supervisor does not have sufficient expertise 

on the supervision issue, “cooperative approach”, in which the teacher and supervisor have a similar 

level of knowledge on the supervision area and they are sharing responsibilities and trying to solve the 

problem in cooperation, “ directive informational supervision approach”, in which the teacher does not 

have sufficient knowledge on the supervision are and does not have responsibility, and the supervisor 

has the directive information on the issue, and “directive control approach”, in which the teacher has 

no knowledge on the issue and the authority to decide and responsibility is completely in the 

supervisor (Glickman, 2002). So, it can be suggested that the purpose of developmental supervision is 

to identify the developmental level of the teacher and directing him/her to a better level. 

The first official step in supervision field in Turkey happened in 1923, when supervisors’ 

duties, authority and responsibilities were defined with the introduction of “Regulation regarding 

school supervisors’ duties” (Taymaz, 1997). Since then, a number of revisions and reforms have taken 

place in supervision and guidance laws and practices. In 1927, it was decided that a supervisor would 

be in each district, in 1929 supervision guide was published, in 1949 the supervisors had training 

course, in 1961 supervisors for elementary schools started, in 1971 the practice supervision in groups 

was started, in 1981 the supervision of higher education was assigned to Higher Education Council, in 

1990 the supervision task started to follow contemporary practices, in 2000 supervision regulation was 

reformed, and in 2010 the name of the supervisors for elementary schools was changed to education 
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supervisors. Finally, with the regulation in 2014, teachers’ lesson supervisions undertaken by 

supervisors were assigned to school principals. Therefore, the teachers are supervised during their 

lesson hours by the school principals.  

The aim of this study is to identify teachers’ opinions as to the expediency of supervision 

practices by the school principals. The research questions to this end are as follows:  

1. What are the teachers’ opinion regarding school principals’ supervision practices on teachers’ 

professional development? 

2. What are the teachers’ opinion regarding school principals’ supervision practices on teachers’ 

motivation? 

3. What are teachers’ opinions regarding efficiency of school principals’ supervision practices? 

4. What are teachers’ opinions regarding the objectivity of school principals’ supervision practices? 

Method 

Research design 

Aiming to identify teachers’ opinions as to the expediency of supervision practices by the 

school principals, this study is a qualitative phenomenological study. Qualitative studies aim to 

unearth how people make sense of their experiences (Dey, 1993). Phenomenology is a type of 

qualitative research investigating personal meanings out of their experiences (Lester, 1999).  

Phenomenological studies focus on how people perceive, describe and make sense of a phenomenon 

(Patton, 2007). There are two types of phenomenological studies which are interpretive and 

descriptive phenomenology. Descriptive phenomenology focuses on describing individuals’ 

perceptions and experiences. Interpretive phenomenology focuses on interpreting those perceptions 

and experiences (Ersoy, 2016). The phenomenon in this study is supervision practice of school 

principals. The current study aims to unearth how teacher perceive school principals’ supervision 

practices and their supervision experiences through interpretive phenomenology.     

Study Group 

The participants in the present study consist of teacher working in state schools in Nevşehir 

province of Turkey. The participants were selected through criterion sampling method which is a 

purposeful sampling method. Purposeful sampling method aims to reach rich data sources in order to 

enhance the depth of the study and ensure its expediency. Criterion sampling method is selection of 

appropriate individuals, cases, events or objects that are related to the problem statement (Yıldırım & 

Şimşek, 2011). The criteria in this study were defined as experience of school principals’ supervision, 

education level, and experience of at least 15 years. To this end, the participants were selected out of 

teachers working in secondary school and high schools in Nevşehir who have the experience of school 
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principals’ supervision.  The participants are 16 teachers nine of whom are female and seven of whom 

are male. They have 16 year or more teaching experience. Eight of them are working in secondary 

schools and eight of them are working in high schools. The participants voluntarily accepted to share 

their experiences and perceptions regarding school principals’ supervision. In addition, they were 

informed that their opinions and statements collected in the study would not be used for any other 

purposes and in any other platforms.  

Table 1. Demographics of the participants 

Participants Gender Experience (Year) School level 

T1 F 21 and more Secondary School 

T2 M 21 and more Secondary School 

T3 F 16-20 Secondary School 

T4 F 16-20 Secondary School 

T5 F 16-20 Secondary School 

T6 N 16-20 Secondary School 

T7 F 21 and more Secondary School 

T8 M 21 and more Secondary School 

T9 F 16-20 High School 

T10 F 16-20 High School 

T11 M 21 and more High School 

T12 M 16-20 High School 

T13 M 21 and more High School 

T14 F 21 and more High School 

T15 M 21 and more High School 

T16 F 21 and more High School 

 

Instrument and data collection  

The data of the study were collected in 2019-2020 academic year based on face to face 

interviews with teachers following school principals’ supervision of teachers. Interview is the basic 

data collection method in phenomenological research method (Ersoy, 2016). A semi-structured 

interview form composed of two parts was used in the study. The first part involves questions as to 

participants’ gender, professional experience and school level and the second part involves semi-

structured question so as to reveal participants’ experiences and perceptions regarding school 

principals’ supervision practices. A pilot study was carried out with two participants using the draft 

form. Following the pilot study, form was re-arranged and sent to two experts to be evaluated in terms 

of appropriates to purpose and topic, language, clarity and intelligibility. After expert evaluation, the 

instrument was finalized, and it was put into practice. 16 teachers working in a state secondary school 

and a high school volunteered to take part in the study. The face to face interviews took 40-45 

minutes. Before the interviews, the participants were informed about the research purpose and they 

were told that the data would not be used in other sources. The questions in the semi-structured 

interview form were addressed to the participants in the interview and their answers were transcribed. 

When the participants’ answers were not satisfactory for the questions, additional questions were 
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asked, and more detailed information was received. This is a routine practice in semi-structured 

interviews (Büyüköztürk, Kılıç-Çakmak, Akgün, Karadeniz & Demirel, 2012).  

Data analysis 

The data were analyzed through content analysis method. Content analysis is an analysis type 

aiming to reveal implicit contents of social realities by looking at explicit content characteristics 

(Gökçe, 2006). The analysis of research data was carried out in four steps which are coding of data, 

identification of themes, arrangement of codes, and themes and definition and interpretation of data 

(Yıldırım & Şimşek, 2011). In data coding step, the interview notes gathered in the interviews were 

formed into a written document by the researcher, all the answers to questions were written one under 

the other, and similar answers were combined with a inductive method and thereby codes were 

generated (Strauss & Corbin, 1990). In the identification of themes, themes were formed by 

combining similar codes. In the arrangement of codes, the codes and themes formed out of the codes 

were provided by the researchers. In the interpretation of the findings, the obtained findings were 

interpreted using tables and graphics to make it easy for readers to understand. The reporting phase, 

the codes gathered in the data analysis were sent to two specialists and they examined the coherence of 

the coding. In this step, the formula [agreement/ (agreement + disagreement) X 100] developed by 

Miles and Huberman (1994) was used. A high percentage of agreement among coders reflects high 

reliability (Stemler, 2001). The agreement among coders in the current study was calculated as 90%. 

This shows that the study and codes are in line with the purpose.   

 

Figure 1. Steps of the data analysis (Yıldırım & Şimşek, 2011) 

Validity and Reliability 

The validity of the study informs about instrument, accuracy of data and procedures while 

reliability has to do with the coherence of the study (Creswell, 2013). To ensure validity and reliability 

in the study, the criteria of credibility, transferability, coherence and confirmability were employed. 

Credibility is related to compatibility of data with reality; transferability is related to adaptability of 

4. Definition and interpretation of 
findings 

3. Arrangement of codes and themes 

2. Identification of themes 

1. Coding of data 
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data to other contexts; coherence is related to harmony of data; and confirmability is related to 

confirmation of findings by the participants (Shenton, 2004). In this study, the data obtained in the 

research were reported in a clear and intelligible language, expert opinion was resorted, all the phases 

of the research were explained in detail, the findings were confirmed by the participants and Miles and 

Huberman’s (1994) intercoder formula was used.  

Results 

In this part, the findings are explained in line with research questions. The answers of 16 

participants are analyzed and reported into tables and charts.  

1. The contribution of supervision practice to teachers’ professional development 

The first research question aims to reveal the contribution of supervision practice by school 

principals to teachers’ professional development. Figure 2 below demonstrates the percentages of the 

participants.  

 

Figure 2. The contribution of school principals’ supervision practices to teachers’ professional 

development (%) 

Figure 2 highlights that school principals’ supervision practices contribute to teachers’ 

professional development in five sub themes.  These sub themes are sharing experiences (30%), 

mutual work (25%), being organized (20%), overcoming insufficiencies (20%), and satisfaction (5%) 

respectively.  

Table 2. Contribution of school principals’ supervision practices to teachers’ professional 

development 

Theme Codes f 

Professional Development 

Sharing experiences 6 

Mutual work 5 

Being organized 4 

Overcoming insufficiencies 4 

Satisfaction 1 

30 

25 

20 

20 

5 Sharing experiences

Mutual work

Being organized

Overcoming
insufficiencies

Satisfaction
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Table 2 reveals that the contribution of school principals to teachers’ professional 

development are related to sharing experiences (six participants), mutual work (five participants), 

being organized (four participants), overcoming insufficiencies (four participants) and satisfaction 

(one participant). The participants’ views regarding sub themes are provided below.  

“As it is hard to find active administrators in the school, this short break is an opportunity for 

us to communicate with them. In the meeting with the school principal, he made some 

suggestions as to insufficiencies and measures” (T6).  

“Transfer of experience is quite positive. Supervision practices are beneficial for the teachers 

to see their insufficiencies and overcome them. Effective lesson supervision contributes to 

teachers’ professional development. It helps teachers to renew themselves with regard to 

classroom management and lecturing.” (T11) 

“School principal’s supervision practices lead teachers to be more careful, to resort to different 

instructional methods in class and to act in accordance with yearly plan.” (T13) 

The findings regarding the first research question reveal that the participating teachers think 

that school principals should transfer their experiences to teacher by communicating with them, 

supervision helps overcome problems and insufficiencies through mutual work, and helps teacher to 

become more organized, which eventually contributes to teachers’ professional development.   

2. The contribution of supervision practice to teachers’ motivation 

The second research question aims to reveal the contribution of supervision practice by school 

principals to teachers’ motivation. Figure 3 below demonstrates the percentages of the participants.  

 

Figure 3. The contribution of school principals’ supervision practices to teachers’ motivation (%) 

Figure 3 reveals that school principals’ supervision practices contribute to teachers’ 

motivation in four sub themes.  These sub themes are support (41%), constructive criticism (24%), 

appreciation (18%), and communication (17%) respectively. 

  

41 

24 

18 

17 Support
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Appreciation
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Table 3. Contribution of school principals’ supervision practices to teachers’ motivation 

Theme Codes f 

Motivation 

Support 7 

Constructive criticism 4 

Appreciation 3 

Communication 3 

Table 3 shows that the contribution of school principals to teachers’ motivation are related to 

support (seven participants), constructive criticism (four participants), appreciation (three 

participants), and communication (three participants). The participants’ views regarding sub themes 

are provided below.  

“School principals’ language, mode and perspective in communication with teachers affect 

motivation in a positive or negative way. Motivation decreases or increases not in the sense of 

supervision but in the sense of communication style” (T1) 

“School administrators’ supervision of teachers who thoroughly carry out their tasks and duties 

increases their will to work and therefore encourage them to practice effective activities when 

they are appreciated.” (T5) 

“Thanks to school principals’ supervision, teachers can make up for their insufficiencies. In this 

sense, I can suggest that supervision is beneficial for teachers. This way, teachers prepare the 

official documents more meticulously.” (T4) 

The findings regarding the second research question reveal that the participating teachers think 

that school principals can increase teachers’ motivation levels through providing support, making 

constructive criticisms, appreciating their success and offering an open communication channel.  

3. Effectivity of supervision practices 

The third research question aims to reveal the effectivity of supervision practices carried out 

by school principals. Figure 4 below demonstrates the percentages of the participants.  

 

Figure 4. Effectivity of school principals’ supervision practices (%)  

42 
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10 
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Figure 4 reveals that effectivity of school principals’ supervision practices is composed of four 

sub themes.  These sub themes are administrator role (42%), supervision knowledge (26%), supervisor 

role (22%), and continuity (10%) respectively. 

Table 4. Effectivity of school principals’ supervision practices 

Themes Codes f 

Effectivity 

Administrator role 8 

Supervision knowledge 5 

Supervisor role 4 

Continuity 2 

Table 4 shows that the effectivity of school principals’ supervision practices is related to 

administrator role (eight participants), supervision knowledge (five participants), supervisor role (four 

participants), and continuity (two participants). The participants’ views regarding sub themes are 

provided below.  

“During supervision, school principal should abstain from statement and actions disturbing teachers 

and students, and supervision can be effective when it is practiced without falling short of the 

purpose”. (T8) 

“There are sometimes insufficiencies with regard to content knowledge in some courses. 

There are also inadequacies in terms of new instructional methods and techniques” (T11) 

“School administrators are demonstrating positive attitudes and democratic approaches. This 

increases teacher’s trust in school principals’ both administrator and supervisor roles.” (T7) 

The findings regarding the third research question unearth that the participating teachers are of 

the opinion that effectivity of school principals’ supervision practices can be ensured when they 

successfully carry out both their administrator and supervisor roles, they improve their supervision 

knowledge and competencies, and employ continuity of supervision.  

4. Objectivity of supervision practices 

The fourth research question aims to reveal the objectivity of supervision practices carried out 

by school principals. Figure 5 below demonstrates the percentages of the participants.  

 

Figure 4. Objectivity of school principals’ supervision practices (%) 
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Figure 4 presents that objectivity of school principals’ supervision practices is composed of 

four sub themes.  These sub themes are impartiality (45%), equity (30%), sense of mission (15%), and 

meticulousness (10%) respectively. 

Table 5. Objectivity of school principals’ supervision practices  

Theme Codes f 

Objectivity 

Impartiality 9 

Equity 6 

Sense of mission 3 

Meticulousness 2 

Table 5 shows that the objectivity of school principals’ supervision practices is related to 

impartiality (nine participants), equity (six participants), sense of mission (three participants), and 

meticulousness (two participants). The participants’ views regarding sub themes are provided below.  

“Impartiality is highly significant for us since equity is an aim for school administrators. They 

are always lucid and objective so that we can serve comfortably and with our heart and soul.” 

(T14) 

“The supervision practices are carried out impartially, so the feeling of trust among teachers 

and administrators increases to higher levels” (T7) 

“As principals are very close with some teachers, they may not be able to carry out objective 

supervision. The supervisor should be prejudice-free.” (T12) 

The findings regarding the fourth research question suggest that the participating teachers 

think that objectivity of supervision can be ensured when school principals pay attention to 

impartiality, equity, sense of mission and meticulousness. 

Discussion, Conclusion and Recommendations  

Education system has a dynamic structure and updates itself considering the global 

developments in terms of many aspects including curricula, teacher training, assessment and 

evaluation and supervision (Eryaman & Riedler, 2010). Supervision system, as an important 

stakeholder of education system, provides guidance for teacher and helps them improve themselves. 

Supervision and guidance services are provided by experts, school administrators, independent 

supervisors or academics in the education systems across the world. In Turkey, with the regulation in 

2014, supervision in the class time is assigned to school principals. This study, therefore, aims to 

unearth teachers’ opinions as to supervision practices carried out by school principals. To this end, 

interviews were held with 16 teachers and the findings are discussed with similar studies in the 

literature.   

The first research question aims to reveal the contribution of supervision practice by school 

principals to teachers’ professional development. The findings of the current study suggest that 
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teachers’ professional development improves when school principals share their experiences with 

teachers and work in cooperation with teachers, teachers work in an organized way, supervision helps 

teachers overcome their insufficiencies and supervision is satisfying for teachers. Similar studies posit 

that school principals’ supervision of lessons contribute to teachers’ professional development and it is 

particularly helpful in overcoming insufficiencies (Yeşil & Kış, 2015). Developed countries aim 

professional development of teachers’ by lesson supervision (Teddlie, Stringfield & Burdett, 2003). It 

is observed that supervision contributes to teachers’ professional development and making up for 

inadequacies (Demir & Tok, 2016). Teachers also want to take part in decision making processes in 

school principals’ supervision of lessons (Duykuluoğlu, 2018). School principals and supervisors 

support teachers in regard to professional development (Mcfaul & Cooper, 1984). Strict supervision 

practices are seen as an important obstacle for teachers’ professional development (Can, 2019). School 

principles contribute teachers’ professional development by providing teaching materials (DiPaola & 

Hoy, 2013). The current supervision system cannot contribute to teachers’ professional development 

adequately (Korkmaz, 2015). Supervision knowledge and skills of supervisors has developmental 

effect on teachers profession (Glickman, Gordon & Ross-Gordon, 2015). 

The second research question aims to reveal the contribution of supervision practice by school 

principals to teachers’ motivation. The findings suggest that teachers’ motivation increases when 

school principals support teachers professionally, they make constructive criticisms regarding 

teachers’ in-class professional competencies, they appreciate teachers’ knowledge and competencies, 

and they provide an open channel for communication. There are studies in the literature arguing that 

there is a positive and high-level significant relationship between school principals’ professional 

competencies and teachers’ motivation (Yıldırım, 2015). There is a relationship between school 

principals’ instructional leadership behavior and teachers professional motivation (Oyewole & 

Alonge, 2013).  To increase teachers’ motivation, there is need for a strong and successful school 

principal, an open communication channel, interactive human relationships and feeling of will for 

success (Ada, Akan, Ayık, Yıldırım & Yalçın, 2013). Instructional leadership behaviors of school 

administrate is a phase of teachers’ motivation (Sergiovanni & Starratt, 1998). There is a medium 

level positive relationship between teachers’ motivation levels and school principals’ distributive 

leadership roles including supervision duty (Uçar, 2016).  Leadership ability of school principle 

influence teachers’ professional performance and motivation (Cholil, 2014). Preparing applied 

programs in training teachers, making constructive criticisms, offering suggestions and making 

supervision a tool for development are among the duties of school administrators (Çiftçi & Cesur, 

2017). Supervisory support is a predictor of teachers’ job demand (Hakanen, Bakker & Schaufeli, 

2006).       

The third research question aims to reveal the effectivity of supervision practices carried out 

by school principals according to teachers’ views. It is identified that school principals’ administrator 
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role, supervision knowledge, supervisor role and ensuring continuity are significant factors of 

effectivity of supervision. With respect to these findings, other studies also determined that carrying 

out supervision through school principals ensured continuity and offered more time for supervision 

(Arslanargun & Tarku, 2014). Poor communication and between school principal and teacher reduce 

the effectivity of the instructional supervision (Wanzare, 2011) It is more beneficial when supervision 

by school principals are practiced continuously throughout the semester (Dönmez & Demirtaş, 2018). 

Communications skills, problem solving ability and group working are the factors of supervision 

effectivity (Daresh, 2001). School principles overloaded paperwork and out of school duties hinder 

instructional leadership behaviors at schools (Shulman, Sullivan & Glanz, 2008).  School principal 

should approach teachers with a constructive perspective and be a role model for them (Koşar &  

Buran, 2019). School principles’ supervision contribute to teachers’ cooperation and creating a team 

spirit (Florence, 2005). However, school principals are not adequate personally, professionally and 

with regard to supervision (Can & Gündüz, 2016). Supervision reveals teachers’ professional 

deficiencies and advantages in the lesson (Veloo, Komuji & Khalid, 2013) which is an important 

factor of supervision role of school principles. Teachers do not find school principals adequate 

because they did not receive in-service training for supervision and supervision should be practiced in 

accordance with each school’s peculiar characteristics (Şanlı, Altun & Tan, 2015). School principals’ 

professional knowledge and experience have important role on educational supervision of teachers 

(Glickman, Gordon  & Ross-Gordon, 2015).  . School principles need to spend more time for effective 

lesson supervision (Williams, 2007). Studies report that school principal’ competencies’ regarding 

supervision is at a low level and they need in-service training in this issue (Koç, 2018).     

The fourth research question aims to reveal the objectivity of supervision practices carried out 

by school principals according to teachers’ views. The findings put forth that objectivity of 

supervision can be ensured when school principals are impartial and equal to teachers during 

supervision, they have sense of mission and execute the supervision meticulously being aware of the 

significance of supervision. In this context, Şanlı, Altun and Tan (2015) argue that school principals 

generally practice supervision in line with impartiality principle. Opinions of parents, students and 

colleagues on teachers’ performance positively affect the objectivity of the supervision (Zepeda, 

2003).  School principals’ sticking to the principle of impartiality in supervision increase the effect of 

supervision (Yeşil & Kış, 2015).  It is suggested that principals with less than 20 years of experience 

may not be impartial and principals with more experience tend to be impartial (Ergen, Eşiyok, 2017). 

School principles supervision role covers true, correct and proper rules and procedures (Kadushin, 

1992). It is identified that supervision carried out by expert school principals may be more objective 

particularly when permission is taken from teachers (Köybaşı, Uğurlu, Bakır & Karakuş, 2017).      

The current study, all in all, suggests that teachers have a positive stand towards supervision 

practices by school principals; however, they have some expectations. Teachers’ trust to supervision 
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may increase on the accounts that school principals are trained in terms of supervision; they improve 

themselves in this issue and carry out their practices meticulously through abstaining from role 

conflict. Building a cooperation relationship to overcome teachers’ insufficiencies by school principals 

may improve teachers’ professional development. When school principals practice supervision by 

sticking to impartiality and equity principles, supervision system becomes more reliable. School 

principals’ constructive criticisms, recommendations for solutions, cooperation with teachers and 

communication may increase teachers’ motivation.    
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Pedagogic research may be called insider action research that has several objectives. The research 

conducted by teachers in educational settings may result in furthering the already existing knowledge 

on a particular pedagogic approach, increasing the efficiency of learning, or contributing to the 

development of policy and practice within the related contexts. A question whether teachers should 

engage in research hereof appears. In order to probe the issue, the current phenomenologic study 

utilized a scale (N= 118) and a semi-structured interview (N= 20) directed to EFL teachers working at 

state schools in the disadvantaged areas in Turkey. The findings suggested that having no available 

time, resources, and institutional support, but having high level of stress or related psychological 
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Introduction  

Traditional approach to teaching and learning advices to start from the beginning of the 

process, although the related studies and suggestions on how to promote student learning and teachers’ 

teaching propose the counter point of view− starting from the end. A teacher well knows how to 

design the course content and where to deliver the students when s/he is aware of the outcome of the 

teaching and learning process. A teacher is also well knows to evaluate the learning journey of the 

students and probe the deviations and drawbacks along the process (Gurung & Schwartz, 2011). 

Action research is more employed as a practice for teachers to enhance their teaching, but for some the 

practice of implementing action research can be partially threatening (Henning, Stone, & Kelly, 2009). 

Action research is a kind of investigation that qualifies implementers everywhere to interrogate and 

assess their practice. Action researchers ask what they are doing, what they have to promote, and how 

to promote it. Their practices illustrate how they are attempting to develop their own teaching, and 

affect others accordingly (McNiff & Whitehead, 2011). Action research happens at regular intervals 

and it is based on ‘think – do – think’ approach in order to form a change. We consider what we are 

doing now, then we get into action to initiate change, and again we think about what we have done and 

the related consequences. Our reasoning illuminates our work; and our work illuminates our further 

reasoning. Action researchers name this repetitive course of ‘think – do – think’ process the action 

research cycle. Diverse action researchers vary in specific aspects of the circle of action research, yet 

they all chiefly consent that it contains certain courses of reasoning and doing to form change. The 

stages of action research may occasionally overlap. For instance, when you reflect to conclude what 

you aim to change, you may well begin to plan how to form that change; and occasionally, you may 

initiate your action research in the middle of the cycle. Nevertheless, the cycle is still a practical way 

to sum up the course of change. Action research that forms useful change commonly experiences a 

number of cycles (Mac Naughton & Hughes, 2008). Action research, just like all types of research, 

necessitates engagement, sources and time to conduct it auspiciously, yet in some contexts it can be 

thought to be of little importance when compared with subject research. Thus, the attempt to conduct 

action research may demand more reasoning, more intelligence and a sensible evaluation of what it 

can and cannot reach (Fink, 2003; Norton, 2018). Action research has growingly become known all 

over the world as a type of efficient learning. Further, it has been well established in education, 

particularly in teaching, and is currently employed broadly across the fields. Action research allures 

many as it can be conducted by everyone. It is not only for professionals, but also for ‘ordinary’ 

practitioners (McNiff & Whitehead, 2011).  

Pedagogic Research 

In education, disciplinary research is conducted mainly by psychologists, sociologists, 

philosophers, economists, and historians. These researchers employ educational data mainly to 
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promote the theories of their own disciplines while they may also refer to the advance of education. 

On the other hand, pedagogic research deals with learning and teaching with the basic aim of 

developing pedagogic practice. In a similar vein, pedagogic research is mainly based on the advance 

of pedagogy (Bassey, 1983).  Eggleston (1979) states that some issues related to teachers are still 

unknown. For example, the strategies teachers employ such as the selections they make while deciding 

the facts to be taught, the opportunities supplied to students to improve their concept development, or 

to teach students through the designated skills still stand as enigmas to be solved. Further, as 

Eggleston (1979) clarifies, the related literature still does not have sufficient data on how teachers 

form and employ diagnostic practices and tools to observe students' development, how they use 

strategies to sustain motivation for learning, and how they make the classroom a friendly setting. 

Thus, as Stenhouse (1980) suggests, educational research owns its prevailing objective to aid such 

educational practices. It also aids the planning of research practices in educational environments. The 

problem is to attain approaches to research which develop theories that are useful for both 

practitioners of education and educational research. However, Nisbet (1980) claimed an opposite idea 

stating that recent decades have experienced a move away from the simple view that problems are 

overcome by educational research. This view is based on the former 'Educational Science' view which 

is a fantasy. Educational research can empower the inquiry into learning and teaching which promotes 

thinking, clarifies problems, stimulates debate and the exchange of opinions, and therefore fosters 

comprehension. However, this kind of research intends to enhance the problem-solving capacity of the 

educational system, instead of directly supplying the final answers to questions. Nind and Lewthwaite 

(2018) put forward that developing competency in research methods necessitates developing the 

pedagogic culture enclosing this field. Pedagogic dispute invested by research would supply teachers 

with methods teaching which has low prominence in university education, as well as teachers with 

methodological proficiency but little expertise in how to pass it on. Existing academic debates over the 

link between teaching and research in higher education have not focused much to the ways in which 

teaching and research blend in pedagogic research (Brew 2010). Pedagogies frequently become the 

matter of research when there are specific threats in the pedagogic context. Pedagogic research in 

higher education has referred to the instructors’ responses to problems emerging from policy drivers, 

conforming to expanding participation, for instance, or utilizing modern technologies (Rienties, 

Brouwer, and Lygo-Baker 2013). Maton (2013) suggests that educational research is generally 

interpreted by knowledge-blindness in that pedagogic research locates disciplinary knowledge in the 

background, stating that ‘psychologically-informed approaches typically focus on generic processes of 

learning and side-line differences between the forms of knowledge being learned’. It has recently 

turned out to be crystal clear that the matter of a positive relation between research and teaching has 

no common answer. Further, there might be a positive relation under specific circumstances. A 

positive relation might be mainly based on the processes, rather than the consequences in research and 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

325 

teaching (Elton, 2001). Stierer and Antoniou (2004) have defined pedagogic research as “the study of 

processes and relationships comprising pedagogy”. Further, they state that the focus is primarily on 

teachers who engage research in their own teaching. Moreover, MacFarlane (2011) described 

pedagogic researchers as conducting “research about their own teaching, that of others or focused on 

the way students learn”. As a result, those carrying out pedagogic research generally employ the 

binary roles of researcher and teacher. In a similar vein, the studied subjects are generally teachers’ 

own students (Regan, 2013). In the related literature, a number of studies on teachers’ awareness of 

action research and whether teachers can implement action research in their classes or not are 

observed. Though action research plays a significant role in fostering the capacity of teachers as 

researchers, there has not been much attention given to it by teachers who cannot implement 

pedagogic research in their classrooms (Leitch & Day, 2000). The studies conducted by Bull (2005) 

and Ko (2010) aimed to unravel the views of teachers in disadvantaged regions regarding research 

practices. Additionally, the study carried out by Loannidou-Koutselini and Patsalidou (2015) clarifies 

that English language teachers complain about having no cooperation and inclusion in their 

professional development. Further, they criticize getting low trust in their professional development 

decisions. Additionally, Haberman, Lev, and Langley (2003) hint on the teacher awareness of action 

research and whether teachers can implement action research in their professional carrier or not. The 

use of action research in language teachers’ professional career, how it supports teachers to have free 

teaching decisions and to respond to teaching problems, and how it provides reflective teaching skills 

are emphasized by Gebhard (2005). Pre-service teachers promote their second language teaching by 

means of action research (Zainuddin & Moore, 2005). In the light of these studies, the study tries to 

answer the following research questions: 

• What are the views of EFL teachers on pedagogic research? 

• What are the views of EFL teachers on their facilities to conduct pedagogic research? 

Method  

This study aims at detecting how EFL teachers working in disadvantaged areas conceive classroom 

research and developing implications accordingly. To investigate the related issue, the study referred 

to phenomenology− an approach to conspicuously interpret the third-persons by means of their 

experiences (Laverty, 2003). It requires using scientific principles with an anthropological ground, 

relating the third-persons’ utterances with any possible evidence. In brief, the aim of this approach is 

to understand how people perceive the world around (Annells, 1996). Being a qualitative study, this 

phenomenologic study probes the qualitatively different ways in which the participants have 

experience of anything (Richardson, 1999). By using the stated approach, this paper investigated the 

conceptual underpinnings of the EFL teachers working at the disadvantaged areas of Adana, Turkey. 
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Instruments 

The data of the inquiry were gathered through a scale developed by Gazioğlu and Pesen 

(2012) and a semi-structured interview developed by the researcher. For the coding reliability of the 

interview, Kappa Coefficient for Inter-coder Reliability was counted and it was discovered that the 

coding process was highly reliable (K= .884, p<.001). Based on a descriptive research design, this 

paper contained the data analysis of descriptive statistics. In this sense, SPSS 20.0, a Statistical 

Program for Social Sciences was utilized to report the perceptions of the informants in numerical data. 

For the analysis of the data obtained from the inventory, mean was used as a statistical technique to 

find out the rate of agreement related to the items. The following scores were used in order to compare 

the means of the attitudes specified: (1) strongly disagree: 1.00 – 1.49, (2) disagree: 1.50 – 2.49, (3) 

neutral: 2.50 – 3.49, (4) agree: 3.50 – 4.49, (5) strongly agree: 4.50 – 5.00. Cronbach‟s Alpha was 

used in order to test the reliability of the scale. Responds from 161 participants in total were used in 

the analysis. 

Table 1. Reliability of the Scale 

Cronbach's Alpha             N 

.928             31 

 

The reliability of the scale was found to be 92% with 31 items. So, the scale is highly reliable. 

Participants 

138 EFL teachers (N= 20 for the interview and N= 118 for the scale) working at the state 

schools in the disadvantaged areas in Adana, Turkey voluntarily participated in the study. In order to 

easily reach the most possible number of participants, convenience sampling method was employed. 

48 of the informants have master degrees while the rest of them have university degrees. 78 of the 

respondents are female while 60 of them are male. 

Findings and Results 1 

This section includes the items of the scale. Each item is represented by the mean scores 

calculated by SPSS 20.0. The items are listed from the highest mean score to the lowest one. 

Table 1. Attitudes towards Pedagogic Research 

Item  Mean  

1. I do not have enough time for research.  4.80 

2. Research contributes to my life.  4.78 

3. Research is difficult.  4.76 

4. Research is useful for my career.  4.75 

5. Research is very important.    4.64 

6. Research is indispensable in my professional life.  4.62 

7. Research helps to make efficient and determinative decisions.  4.61 

8. Research is valuable for every professional.  4.60 

9. Research gives me confidence.  4.58 

10. Research increases my professional motivation.  4.50 
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11. Research decreases my career mistakes.  4.44 

12. Research makes life more meaningful. 4.40 

13. Research is complicated. 4.41 

14. I cannot think of life without research.  4.40 

15. I like doing research.  4.36 

16. Research boosts my career confidence.  4.28 

17. Research improves general knowledge.  4.18 

18. Research improves the personality.  3.48 

19. We can achieve new findings via research.  3.44 

20. Research is necessary for everyone.  3.38 

21. I enjoy studying current research results. 3.18 

22. I like topical research.  3.08 

23. I am quite confident when it comes to research  3.00 

24. I do not think research will produce any results.  2.60 

25. I like sharing my research results with friends.  2.52 

26. I do not find research problems interesting.  2.50 

27. Research worries me.  2.48 

28. I worry about not obtaining valid research results.  2.18 

29. I make many mistakes in research.  2.12 

30. I spend time correlating research results with underlying principles.  2.08 

31. I believe that time spent for research is a total waste.  1.46 

 

As can be clearly understood from Table 1, the informants are positive towards research since 

they find it useful for their professional career. However, they also state that they do not have enough 

time for research which is a difficult practice. Further, the respondents do not believe that the time 

spent for research is a waste. Thus, it can be simply understood from the results of the scale that 

research is positively conceived by EFL teachers. 

Findings and Results 2 

This section includes the parts of the conducted interview. The sub-headings are successively 

made up of Definition of Research, Definition of EFL Research, Definition of Researcher, Benefiting 

from Researchers, Utilized Data Sources, Interest in Research, The Use of Action Research, and 

Conducting Research in the Classroom. 

Table 2. Definition of Research 

 

It is clearly understood from Table 2 that majority of respondents (N= 7) suggested Gathering 

data to learn about something. Further, while a group of informants (N= 4) stated Findings solutions 

to problems, some of them (N= 3) declared Progress in the related field. On the other hand, few 

Theme f Remarks  

Gathering data to learn about something 7 I think research means gathering data to see if educational 

practices function or not.  

Findings solutions to problems 4 Research is conducted to find solutions to classroom 

problems. 

Progress in the related field 3 Research refers to improvement in learning.  

Inquiry to find out practical data 2 We research for something because we need practical data. 

Reviewing literature 2 Research means reviewing the related literature to get 

informed about a topic. 

Critical pedagogy 2 Critical inquiry means researching for the unknown. 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

328 

participants (N= 2 for each theme) put forward Inquiry to find out practical data, Reviewing literature, 

and Critical pedagogy. 

Table 3. Definition of EFL Research 

Theme  f Remarks  

Inquiry of EFL skills and sources 6 EFL research refers to searching for the required skills and 

sources in the related area.   

Inquiry of EFL trends and innovations 4 EFL research requires investigating the new related trends 

and innovations in the related research field. 

Inquiry of second language acquisition 4 EFL research focuses on second language acquisition. 

Inquiry of new research methods 4 As far as I know, it is based on new research methods. 

Inquiry of solutions to problems 1 It means finding a solution to a specific problem occurred in 

the classroom.  

 

Table 3 simply illustrates that most of the informants (N= 6) declare Inquiry of EFL skills and 

sources. Further, a number of respondents (N= 4 for each theme) indicate Inquiry of EFL trends and 

innovations, Inquiry of second language acquisition, and Inquiry of new research methods. On the 

other hand only one participant declares Inquiry of solutions to problems. 

Table 4. Definition of Researcher 

Theme  f Remarks  

Someone inquiring  12 I think researcher means anyone requiring for the unknown. 

Someone with critical perspectives 6 A researcher refers to someone inquiring critically.  

Someone open to progress 2 A researcher is always open to progress. Otherwise, s/he 

struggles in vain. 

 

It is clearly displayed in Table 4 that a big number of participants (N= 12) suggest someone 

inquiring. Furthermore, while six informants put forward someone with critical perspectives, only two 

respondents express someone open to progress. 

Table 5. Benefiting from Researchers 

Theme  f Remarks  # 

No   Not using the findings of any researcher 2 

 

Yes  

 

18 

To develop myself  in the classroom 4 

To be aware of innovations in ELT 2 

To write a research paper 2 

 One can easily observe from the table that most of the informants (N= 18) put forward 

negative point of view, while only two respondents declare positive views. In other words, negative 

points of views outnumber the positive perspectives. 

Table 6. Utilized Data Sources 

Theme  f Remarks  

Online sources  12 I use internet to inquire for any data. 

Academic journals  4 I look at academic journals when investigating a topic.  

Lecturers  3 I ask lecturers if I do not know about a specific topic. 

Printed books  1 I look at the books in the library. 
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It is clearly conceived from Table 6 that most of the informants (N= 12) stress Online sources. 

Besides, a small number informants (N= 4) express Academic journals, as well as those (N= 3) stating 

Lecturers. However, only one participant affirmed Printed books. 

Table 7. Interest in Research 

Theme  f Remarks  

Yes 18 I am always interested in research issues, but I do not have 

the required opportunities to do research. 

No 2 I have no interest in conducting research. 

 

Table 7 clearly illustrates that most of the informants (N=18) declare positive views on 

interest in research. On the other hand, just two respondents put forward negative views. 

Table 8. The Use of Action Research 

Theme  f Remarks  

Useful  20 Doing research in the classroom is very useful since it fosters 

the quality of education. 

 

Table 8 clearly displays that all the respondents (N= 20) find action research useful. In a 

similar vein, there is a total agreement on the usefulness of action research. 

Table 9. Conducting Research in the Classroom 

Theme  f Remarks  

No   20 Unfortunately, we are not able to do research since we lack 

the necessary equipment, time, and motivation.  

 

It is easily understood from Table 9 that all informants (N= 20) reveal that they do not conduct 

research. Similarly, a total agreement on not doing research in the classroom is clearly understood 

from the table. 

Conclusion and Discussion 

This study aimed to unravel the views of English teachers in disadvantaged regions regarding 

research practices. The majority of the participants reported that they developed a positive attitude 

towards action research and other kinds of research. The findings show similarity with those of 

Shkedi’s (1998) study. However, they noted that they lacked sufficient fund and opportunities to do 

research because there was a disconnection between ELT departments and their schools. Therefore, 

they reported that they hardly received any academic help or invitation from ELT departments. In 

addition, they experienced bureaucratic difficulties in their schools (Benson, 1983). Another problem 

that they had was that they did not receive effective research classes at the university. They stated that 

they needed professional or in-service training about doing research. Although research was an 

important paradigm and topic for them, they could hardly implement research in their schools because 

of the fact that they were not motivated enough by the administrators. They noted that they needed in-
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service training by ELT departments or other social science departments (Britten, 1985). In addition, 

they reported that they lost their motivation in time (Pintrich, 2004). In addition, they were unaware of 

different research methods in ELT and applied linguistics (Gao & Lü, 2001; McDonough & Shaw, 

2012; McDonough, J. & McDonough, S., 2014). Although western countries have motivated their 

teachers about doing action research with applied linguistic departments, ELT departments have been 

unable to develop such a policy that would promote English teachers in disadvantaged schools and 

regions (Kemmis & McTaggart, 2005). Therefore, it can be interpreted that ELT departments need to 

develop new policies to enable English teachers in these regions to do research because the problems 

and difficulties that English teachers experienced need to be analyzed by establishing a connection 

between theory and practice (Rivers, 2011). Otherwise, lack of research in these regions produces 

serious problems to understand the problems in learning and teaching English in these disadvantaged 

regions (Hamid, & Baldauf Jr, 2011). Therefore, action research in schools needs to be motivated and 

funded so that English teachers can voice their ideas and findings in these regions. Prioritizing 

research that could be carried out by English teachers in their schools can produce important insights 

into understanding the problems experienced in these regions (Bani-Khaled, 2013). By doing so, ELT 

departments can adopt a more practical perspective while teaching at higher education because 

primary and secondary schools as well as high schools can contribute to theoretical issues that are 

often negotiated and discussed in ELT departments. Therefore, the majority of the participants 

insistently stated that they had high motivation to do research and stay in liaison with ELT 

departments in order to receive help from academics and professionals (Hardré, Beesley, Miller, & 

Pace, 2011). In addition to this advantage, they also stated that doing action research in these 

disadvantaged schools and regions could enable ELT academics to better understand the nature of 

English language learning and teaching (Ellis, 1989). The present study intended to examine the 

perspectives of English teachers in disadvantaged regions regarding research practices. Most of the 

participants reported that they lacked sufficient resources, fund, and support to do research in their 

schools. They stated that they had a positive attitude so as to do research if they were given the 

appropriate opportunities and support. In addition, in-service training that could be given by ELT 

departments might also contribute to their research opportunities. Further research in the future needs 

to analyze these problems so that English teachers in disadvantaged regions could do action research 

(Reason & Bradbury, 2001) or other qualitative (Patton, 1990) and quantitative research (Vogt, 2007). 

In addition, policy-makers and ELT departments need to develop a joint project with Ministry of 

Education in order to support English teachers (Ricento & Hornberger, 1996). In addition, critical 

perspectives can be improved so that English teachers can adopt new perspectives (Darder & 

Baltodano, 2003; Eryaman, 2007) while doing action or qualitative research (Mills, 2000). It remains 

important to listen to English teachers’ problems in their disadvantaged schools. It can be clearly 

understood from the study that EFL teachers are eager to conduct pedagogical research to foster their 
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teaching quality. In a similar vein, they see research practice as a vital issue to develop their 

professional career. They want to carry out research studies if they can find the required time and 

facilities. Further, as they strongly emphasize, let alone conducting research studies, they cannot even 

respond to their primary needs in the school environment. Thus, this problem should be solved to 

make use of their already existing motivation to conduct research. 

Implications 

The informants were asked about what should be done to promote their research skills and 

opportunities. Accordingly, they gave the following suggestions which should be considered by 

authorities, educational institutions, and policy makers. 

 Support through more data sources and time should be supplied for teachers to foster research 

skills.  

 Rather than only attending the courses and having heavy course load, teachers should be 

encouraged to conduct research studies.  

 Teachers should have less file or paper work to find time to conduct classroom research.  

 When conducting a classroom research, it should be enough to ask parents and students for 

permission. Otherwise, teachers have to wait for months to get permission from the Ministry 

of Education.  

  Rather than preventing teachers from conducting research studies, school administrations 

should encourage teachers accordingly.  

 Attending educational conferences and presenting research papers in these conferences should 

be encouraged by authorities. 

 Research studies should be conducted voluntarily, rather than being an obligation. 

 Research should be realized through the cooperation of authorities, parents, teachers, and 

students. 
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Abstract  

Teasing is a type of bullying which is seen in children at very early ages and considered as devastating 

for the victim. The skill of coping with this behavior is considered as important in terms of learning 

peer relations of children and being adapted to in-group relations. The aim of this study is to analyze 

the effects of Accepting Diversity Psychoeducation Program on teasing.The study was conducted with 

a pretest, posttest, and follow-up test model with experimental and control groups. The study was 

carried out with primary school students in grades 1-5 in Kayseri, in accordance with the project no: 

118B525 in TUBITAK 4004 program. The data were collected using “Child-Adolescent Teasing 

Scale”. While experimental group was given instruction through Accepting Diversity Psychosocial 

Education Program, control group was not given instruction. Follow-up data were collected one month 

after posttest. Mann Whitney U and Wilcoxon tests were used to analyze the data.The results of the 

study revealed that there was a significant difference (p <.05) between the posttest scores of the 

experimental and control groups. The applied program decreased discomfort felt by children in 

experimental group. The effects diminished but continued in following month. 
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Introduction 

Teasing behavior is an important phenomenon and problem that can be seen in social 

relations. Children have educational experiences in schools by starting from very young ages and 

lasting for many years. Negative experiences in the school environment can adversely affect the 

development process of children. For this reason, the studies have focused on behaviors abusing 

children in recent years (Smith, Ananiadou, and Cowie, 2003). One of these behaviors is bullying and 

teasing behavior. Teasing is a type of bullying in children, is seen from very young ages, and is 

considered as the most destructive emotion psychologically for the victim. Teasing behavior is more 

complicated than bullying. Children may exhibit teasing behaviors for various reasons such as 

attracting attention, imitation, feeling of superiority or power, acceptance, inability to understand 

differences, media influence, joking, socializing, spending fun time, resolving conflicts, and 

developing a coping mechanism. (Topaloğlu, 2014). Teasing can sometimes have dimensions such as 

humiliation and reach more disturbing dimensions. The ability to cope with the status and feeling of 

being teased seems important for children to learn their peer relationships and to adapt to their in-

group relationships, but also it can become a damaging feeling for children who cannot cope with this 

situation (Hayden-WadeH, Stein, Ghaderi et al., Prevalence, 2005; Macklem, 2003; Özen and Aktan, 

2010). 

Teasing can be used under the names such as humor, sarcasm, and bullying etc. Therefore, 

although it does not have a definite definition, it is a subjective concept and arises from instant 

interactions (Keltner, Capps, Kring, Young and Heerey, 2001). Teasing is a form of communication 

with anger, humor and uncertainty directed towards the goal and teasing takes place at every stage of 

life due to reasons such as flirting, socializing, having fun, solving conflicts and developing a coping 

mechanism. In some cases, it has dimensions such as humiliation and abasement (Keltner et al., 2001). 

Teasing behavior has characteristics of challenging, aggression, humor and play, and uncertainty. In 

other words, these four elements are specific to  teasing behavior (Mills and Carwile, 2009). In teasing 

behavior, learning is dominant, that is, children learn to teasing from their environment by imitation or 

living. Children tend to teasing every difference they see in their friends. Some of the reasons for 

teasing behavior can be listed as follows; drawing attention, imitation, the desire to be strong or 

superior, inability to understand the differences, the effect of kits and communication tools, and 

acceptance (Freedman, 1999). 

Teasing is a dimension of bullying and verbal violence (Pişkin 2002). It is common for young 

children to perceive even the words spoken in good faith in a hostile and distressing manner (Shapiro, 

Baumeister and Kessler, 1991). Situations that start as a small teasing  among children turn into 

constant bullying and increasing verbal violence. In a study conducted between 1982-2001 in the 

USA, it was found that children who attended 28 events in the schools were exposed to constant 

teasing by their friends in the past (Hayden-Wade et al., 2005). The status of students, attending in 
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secondary schools in 2006-2007 academic year in Turkey, to encounter with violence within last three 

months was examined and it was determined that 22% of the students were exposed to physical 

violence, 53% to verbal violence, 36.3% to emotional violence, and 15.8% to sexual violence 

(TBMM, 2015). In a study conducted on 685 students in Diyarbakır (Atalay, 2010), it was observed 

that the subjects in the pre-adolescent group at three socioeconomic levels exhibited more behaviors 

such as teasing and open attack than the subjects in the moderate adolescent group. Shapiro, 

Baumeister and Kessler (1991) stated that the most common form of teasing (39.0%) was criticism 

about the physical appearance of the person. 

When examining the literature in Turkey, it is seen that the concepts of school bullying and 

teasing have been investigated by many occupational groups. The researches conducted these 

occupational groups include educators (Aslan, 2011; Dölek, 2002; Kocatürk, 2014; Seçer, 2014), 

psychologists (Dindar, Özen, Türkmen and Akbaş, 2005; Gültekin and Sayıl, 2005; Totan and 

Yöndem, 2007), nurses (Özgür, Yörükoğlu and Arabacı, 2011; Uysal and Temel, 2009; Yekeler, 

2010), child psychiatrists (Sabuncuoğlu et al., 2006), and public health professionals (Sipahi, 2008). 

The issues addressed in these studies are generally bullying behavior, peer bullying, victims and 

bullies in peer bullying and their characteristics. The studies on matter of being teased have been 

mostly in the form of scale development and adaptation studies (Çankırı, 2016; Kartal, 2009; 

Kepenekçi, 2006; Topaloğlu, 2014). The number of descriptive studies on teasing is very limited. No 

empirical studies on teasing have been found. This experimental study, which aims to evaluate the 

effectiveness of the Psychoeducation program prepared to reduce the negative emotions caused by 

teasing and to gain the ability to cope with this behavior, is thought to contribute to the field of 

psychological counseling and guidance in terms of the use of the education program in guidance 

courses in schools. 

The research question of this study; 

 Does the Psychoeducation program prepared to reduce the negative emotions caused by 

teasing have a significant effect on reducing the perceived sense of teasing of children? 

Purpose of the Research 

The aim of this study was to examine the effect of the Accepting Diversity Psychoeducation 

Program on the teasing of children. For this purpose, the following hypotheses were tested in the 

study. 

Hypothesis 1) Child-Adolescent Teasing Scale posttest mean scores of the children in experimental 

group receiving the Accepting Diversity Psychoeducation Program are significantly lower than their 

pretest mean scores. 

Hypothesis 2) There is no significant difference between the Child-Adolescent Teasing Scale pretest 

and posttest mean scores of the children in control group. 
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Hypothesis 3) The Child-Adolescent Teasing Scale posttest mean scores of the children in 

experimental group receiving the Accepting Diversity Psychoeducation Program are significantly 

lower than the posttest mean scores of the control group who does not participate in this program. 

Hypothesis 4) The Child-Adolescent Teasing Scale follow-up mean scores of the children in 

experimental group receiving the Accepting Diversity Psychoeducation Program are significantly 

lower than their pretest mean scores (the change is permanent). 

Method 

Research Model 

A pretest, posttest, and follow-up test experimental model with control group which is 

frequently used in social sciences was used in this study. In this model, the first factor is experimental 

process groups (experimental-control) and the second factor is repeated measures for the dependent 

variable (pretest-posttest- follow-up test) (Büyüköztürk et al., 2009). The aim of this study is to 

investigate the effect of the Psychoeducation program prepared to reduce the negative emotions 

caused by teasing on levels of children to be affected by teasing. The independent variable of the study 

was the Psychoeducation program applied only to the experimental group between pretest and 

posttest. The dependent variable was children's level of being affected by teasing. Table 1 shows the 

design of the study. 

Table 1. Design of the Study 

Groups Pretest Process Posttest  Follow-up Test 

Experimental Measurement I 

Child-Adolescent 

Teasing Scale 

8 Sessions  

Accepting Diversity 

Psychoeducation Program 

Measurement II 

Child-Adolescent 

Teasing Scale 

Measurement III 

Child-Adolescent 

Teasing Scale 

Control  Measurement I 

Child-Adolescent 

Teasing Scale 

 

 

       - 

Measurement II 

Child-Adolescent 

Teasing Scale 

 

 

Sample Group 

The students included in the study were the fifth-grade students attending 14 primary schools 

in Develi district of Kayseri. Since the age group of 11-14 years is a high age group with a high risk of 

teasing, this age range constitutes the population of the study. The sample group consisted of 30 

primary school students who participated in this project in the scope of 4004 TUBITAK project 

number 118B525 in Kayseri, were disadvantaged, received high scores from the Teasing Scale, and 

agreed to participate in this study and project. After the students were informed about the content and 

duration of the program and what to do, the scale was applied. Thirty students who participated in the 

study were assigned to experimental and control groups by using random method. 
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Thirty students participated in the study. While experimental group consisted of 15 students 

including 8 females and 7 males, control group consisted of 15 students including 8 females and 7 

males. The occupations of mothers of the students who participated in psychoeducation were worker 

(34%), housewife (53%), and civil servant (13%). On the other hand, their fathers were worker 

(46.67%), civil servant (23.33%), farmer (20%), employer (3.33%), and tailor (3.33%). Additionally, 

the father of one child died (3.33%). 

Data Collection Tools 

In this study, “Personal Information Form” and “Child-Adolescent Teasing Scale (CATS)” 

were used to collect data. 

Personal İnformation Form  

The form was prepared by the researcher and includes Information about demographic 

characteristics (gender, age, parental profession, etc.) of the primary school students who participated 

in the study. 

Child-Adolescent Teasing Scale (Cats) 

The scale was developed by Vessey et al., (Vessey et al., 2008) in 2008 and adapted to 

Turkish by Çankırı (2016). It is a 32-item tool used in the age group of 11-14 years. The scale includes 

four conceptual categories of teasing and teasing (teasing about my body, personality and behavior 

teasing, family-environment teasing and school-related teasing). The scale provides diagnostics in two 

domains. While the first domain questions how often the child is teased, the second domain questions 

how uncomfortable the child is due to the teasing . Both parts are rated on a 4-point Likert-type scale 

and the scoring is classified as “1 = none, 2 = sometimes, 3 = often, 4 = quite high”. The total score is 

obtained by multiplying each subscale with unit point. Since the scale has 32 subcategories, the lowest 

score is 32 (1ˣ1ˣ32) and the highest score is 512 (4ˣ4ˣ32). Higher scores signify increasing teasing 

status (Çankırı, 2016). 

Process 

Data Collection  

Within the scope of 4004 TUBITAK project number 118B525 in Kayseri, experimental and 

control groups included the disadvantaged students who participated in this project and obtained 

higher scores than the teasing scale. After the students were assigned to the experimental and control 

groups, the Accepting Diversity Psychoeducation Program” was applied to the experimental group; on 

the other hand, no procedures were applied to the control group. After the process, the scales applied 

as pretest were applied again to the experimental and control groups and it was examined whether or 

not there was a significant difference between the pretest and posttest scores of the experimental group 

and the posttest scores of the groups. If the results of the study were found to be effective, follow-up 

measurements were performed to show that this result was independent of effects of time and 
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expectations. The scale was applied again as the follow-up study two months after the end of the 

application. 

The Program  

Psychoeducation Program is a group intervention with “Psychoeducational” content (Brown, 

2013). Psychoeducation is used for educational and preventive or healing and developing purposes. 

Psychoeducational group is instructive and programmed, uses planned and structured activities, and 

focuses on prevention. In this group, the leader determines the goals set by the members in group 

counseling (Brown, 2013). The formal structuring of the psychoeducation program was based on 

Brown's (2013) Guidance on Preparing and Implementing Psychoeducational Groups for 

Psychological Counselors. The purpose of Psychoeducation is to prevent a series of educational and 

psychological difficulties before they occur. Because of the physical, psychological, and emotional 

characteristics of the students, psychoeducational group application was preferred instead of group 

counseling. The main purpose of this study is to reduce the sense of teasing. The program to be 

applied to the experimental group was structured based on principles of Cognitive Behavioral 

Therapy. Before starting training in psychoeducation groups, the needs of the group should be studied 

for a long time. In order to achieve the aim of the study, the following processes were conducted while 

preparing the content of Accepting Diversity Psychoeducation Program. The students were 

interviewed so that their situation, general desires and expectations were determined. Parents and 

teachers of the students were interviewed, the literature was reviewed, and general characteristics, 

situations and sensitivities of the students were collected. An extensive literature review about teasing 

and being teased was performed and books and research results were taken into consideration and 

utilized in determining session topics. Cognitive change was tried to be formed by considering the 

reasons and results of teasing. In order to reduce the emotions caused by teasing it was aimed to 

develop social skills, to provide social support, to increase social interaction, to develop positive self-

perception, to increase the level of self-acceptance and life satisfaction, to provide anger control, to 

provide effective communication and relationship skills, and develop hobby and social activities. The 

sessions and activities that constituted the content of the eight-session education program were 

planned as follows: 

SESSION 1: Beginning; Meeting - Introduction 

SESSION 2: Recognition; Self Recognition – Teasing /Being Teased  

SESSION 3: Skills of Coping with Emotion; Self-Acceptance - Positive Self-Perception 

SESSION 4: Skills of Coping with Emotion; Life Satisfaction 

SESSION 5: Skills of Coping with Emotion; Sense of Anger and Anger Management  

SESSION 6: Coping Skills; Communication Skills (Effective communication, Empathy, I language) 

SESSION 7: Coping Skills; Hobby - Developing Individual Pleasures 

SESSION 8: Termination; Time to say goodbye 
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Preliminary interview and preparation stage: Before starting the implementation of the 

education program, the students were informed during the first day of the project and the Child-

Adolescent Teasing Scale was implemented. 

Data Analysis 

The sample group of the study consisted of 30 students including 15 in experimental group 

and 15 in control group (Experimental group; 8 females and 7 males; Control group; 7 females and 8 

males). However, during the application process, 1 subject was excluded from the control group due to 

various reasons. Since the study was an experimental study with a low number of subjects and the data 

of the study were not normally distributed, all the hypotheses were tested with non-parametric 

statistical tests in the study. Mann Whitney U test was used for unrelated measurements and Wilcoxon 

Signed Rank Test was used in related samples (Büyüköztürk, Çokluk and Köklü, 2013). Packaged 

software was used to analyze the data and the value of .05 was taken as the level of significance. 

Findings 

The results and comments obtained as a result of the statistical analyses conducted to 

determine the effect of the Accepting Diversity Psychoeducation Program, which was applied to 

reduce the negative emotions related to teasing, on students’ skills of coping with teasing as well as 

were presented in order of writing. 

Table 2 shows descriptive statistics related to the scores of the individuals in experimental and 

control groups. 

Table 2. Descriptive Statistics on the CATS Scores of Experimental and Control Groups  

Group 

     Pretest     Posttest Follow-up Test 

 
     S 

 
     S 

 
    S 

Experiment (n=15) 320.11   0.62  198.22     0.58 210.46   0.47 

Control (n=15) 320.41   0.61  316.34    0.56   -   - 

 

As can be seen in Table 2, the pretest mean scores of the students who participated in the 

Accepting Diversity Psychoeducation Program were 320.11 but this value was 198.22 after the 

experiment. When the mean scores of the students who did not receive the education were 320.41 in 

pretest, this value was 316.34 in posttest. 

At the beginning of the experimental process, there was no significant difference in terms of 

the examined variable. In other words, pretest results of experimental and control groups were 

compared. The Mann Whitney U Test was used to determine the significance of the difference 

between the groups, considering the number of people in the groups and the fact that the CATS scores 

of the individuals were not normally distributed (p <.05). Table 3 shows the results. 
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Table 3. Results of Mann Whitney U-Test for CATS Pretest Scores of Experimental and Control 

Groups 

Group N Mean Rank Total Rank U p 

Experimental 15 312.26 400.50 180.70 0.91 

Control 15 312.74 410.50   

 

As seen in Table 3, there was no significant difference between the CATS scores of the 

students in experimental and control groups. This indicated that the teasing scores of the experimental 

and control groups can be considered as statistically equal (U = 280.50, p> 0.05). 

Hypothesis 1) Child-Adolescent Teasing Scale posttest mean scores of the children in 

experimental group receiving the Accepting Diversity Psychoeducation Program are significantly 

lower than their pretest mean scores. 

Table 4 shows the results of the Wilcoxon Signed Rank Test for testing Hypothesis 1. 

Table 4. Results of Wilcoxon Signed Rank Test for Pretest and Posttest Scores of Experimental Group 

Pretest-Posttest N Mean Rank Total Rank Z p 

Negative Rank 15 8 183.00 -7.63* 0.00 

Positive Rank   0 0     0   

Equal   0     

*Based on negative ranks. 

According to Table 4, there was a significant difference between the pretest and posttest 

scores of the experimental group (z = -7.63, p <.001). The difference was in favor of the pretest scores 

of the experimental group. Thus, in this case, the Hypothesis 1 was accepted and it can be asserted that 

through the psychoeducation education, the status of the students to be disturbed by sense of teasing 

decreased. 

Hypothesis 2) There is no significant difference between the Child-Adolescent Teasing Scale 

pretest and posttest mean scores of the children in control group. 

Table 5 shows the results of the Wilcoxon Signed Rank Test for testing Hypothesis 2. 

Table 5. Results of Wilcoxon Signed Rank Test for CATS Pretest and Posttest Scores of Control 

Group 

The Posttest-Pretest N Mean Rank Total Rank Z p 

Negative Rank 6 15.68 51.00 -0.65 0.77 

Positive Rank 4 18.25 34.00   

Equal 5     
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According to Table 5, there was no significant difference between the pretest and posttest 

scores of the control group (z = -0.65, p> 0.05). Thus, in this case the hypothesis 2 was accepted. The 

findings indicated that there was no statistically significant difference between the pretest and posttest 

scores in control group. 

Hypothesis 3) The Child-Adolescent Teasing Scale posttest mean scores of the children in 

experimental group receiving the Accepting Diversity Psychoeducation Program are significantly 

lower than the posttest mean scores of the control group who does not participate in this program. 

Table 6 shows the results of the Wilcoxon Signed Rank Test for testing Hypothesis 3. 

Table 6. Results of Mann Whitney U Test for Posttest Scores of Experimental and Control Groups 

Group N Mean Rank Total Rank U p 

Experimental 15 15 442.00 0 0.00 

Control 14 58 898.00   

 

According to Table 6, there was a significant difference between posttest scores of the 

experimental and control groups (U = 0, p <.001). When the mean ranks were taken into 

consideration, it was seen that the children participating in the education were less disturbed by the 

sense of teasing compared to the children not participating in the education. In this case, the 

hypothesis 3 was accepted. Accordingly, it can be stated that the psychoeducation given to children 

reduced the status of the children to be disturbed due to sense of teasing. 

Hypothesis 4) The Child-Adolescent Teasing Scale follow-up mean scores of the children in 

experimental group receiving the Accepting Diversity Psychoeducation Program are significantly 

lower than their pretest mean scores (the change is permanent). 

Table 7 shows the results of the Wilcoxon Signed Rank Test for testing Hypothesis 4. 

Table 7. Results of Wilcoxon Signed Ranks Test for Pretest and Follow-up Test Scores of 

Experimental Group 

Pretest-Follow-up Test N Mean Rank Total Rank Z p 

Negative Rank 15 8.00 193.00 -7.68* 0.00 

Positive Rank 0 0.00      0.00   

Equal      

 

*Based on negative ranks. 

According to Table 7, there was a significant difference between the pretest and follow-up test 

scores of the experimental group (z = -7.68, p <.001). Considering the mean and total ranks of the 

difference scores, it was observed that significant difference was in favor of negative ranks. In other 
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words, it can be asserted that the difference was in favor of the pretest scores of the experimental 

group. In this case, the hypothesis 4 was accepted and it can be asserted that the feeling of being 

disturbed by the sense of teasing decreased between pretest and follow-up test in experimental group 

and the education was permanent. 

The CATS pretest, posttest, and follow-up test mean scores of the experimental group and the 

CATS pretest and posttest mean scores of the control group are shown in Figure. 

 

Figure 1. The mean scores of the experimental and control groups according to the measurements 

Discussion, Conclusion and Recommendations 

As a result of the study, it was determined that there was a significant decrease in the 

disturbance scores of children who participated in the Accepting Diversity Psychoeducation program 

compared to those who did not participate in this program. While there was no change in the scores of 

children, especially in the domain of the frequency of teasing the Child Adolescent Teasing Scale; 

their scores for the domain of extent to which this situation bothers itself were very low. This was an 

important result that significantly differentiated the posttest scores of the experimental group. The 

Psychoeducation Program shows that when the event cannot be changed, thoughts and perspectives 

about the event can be changed and emotions can be changed more easily. Even though children 

cannot control their  teasing behavior, they can control their status of being affected by this behavior 

and thus they are not disturbed by teasing as they used to be. In other words, they gained the ability to 

get rid of the emotions that affected them negatively by changing their thoughts. This situation is 

supported by the decrease in the second domain of the scale “how uncomfortable the child is due to 

teasing”. As a result of the follow-up study, it was found out that this decrease continued after the 

completion of the study. This result supports the aim of the study. 
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In the study, a student in control group who participated in the Psychoeducation program 

withdrew from the study. There was no subject loss in experimental group and the study was 

completed with a total of 29 students including 15 students in experimental group and 14 students in 

control group in the project process. As a result of the feedback received from the children in the last 

session, they said that it was comforting that they realized that everyone was making fun of everyone, 

they understood that everyone was being teased, namely they were not just teased . But when they 

were teased, they showed the same behavior for defensive purpose and realized that their friends were 

upset while they were upset about it at home. Afterwards, when they were teased, they said that 

instead of answering it with a teasing, they learned to say that it hurts too much. They stated that they 

were very astonished that all of their peers were experiencing this situation. They said that it was nice 

to talk to their peers about this matter without being teased and they were comfortable. By means of 

these feedbacks, the program can be said to be effective. The studies describe peer bullying, negative 

and repetitive physical or verbal action that leads to mental distress at the victim (Craig and Pepler, 

2003). Teasing and being teased are traumatic behaviors for their children. Teasing, which is a 

traumatic behavior, is seen in children from very young ages. Children exhibit the teasing behavior 

they learn from adults within the group from the age of five (Maclem, 2003). This behavior can be 

used to suppress the feeling of embarrassment in the bully, and it can be used to create the feeling of 

embarrassment on the opposite party (Maclem, 2003). These statements are compatible with the 

responses of the children participating in the study and the feedback they gave when evaluating 

education.  Teasing can also be considered as a way for children to adapt to group culture of learning 

peer relationships (Maclem, 2003), but for children who cannot cope with this, this can turn into a 

traumatic and painful situation. The effectiveness of the program increased since the psychoeducation 

was based on gaining skills, informing, improving and experiencing, as well as being supported with 

weekday activities and sessions. Children can be said to have acquired the skill to cope with teasing, 

which is a traumatic behavior. An environment where children could learn by playing with fun and 

could acquire skills was created  by adding the related fun children's games, stories, jokes, and pop 

songs into content of psychoeducation. Each session provided information on the topic of the session 

and this information was supported by mini-exercises and activities. It was observed that children 

liked exercise, activities and games, which increased their participation in psychoeducation. The 

psychoeducation program applied informed the students about teasing and being teased . 

As a result of the statistical analyses applied to the data obtained from the measurements, it 

was revealed in the study that the first hypothesis of the study “Child-Adolescent Teasing Scale 

posttest mean scores of the children in experimental group receiving the Accepting Diversity 

Psychoeducation Program are significantly lower than their pretest mean scores”; the second 

hypothesis of the study “There is no significant difference between the Child-Adolescent Teasing 

Scale pretest and posttest mean scores of the children in control group.”; the third hypothesis of the 
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study “The Child-Adolescent Teasing Scale posttest mean scores of the children in experimental 

group receiving the Accepting Diversity Psychoeducation Program are significantly lower than the 

posttest mean scores of the control group who does not participate in this program.”; and the fourth 

hypothesis of the study “The Child-Adolescent Teasing Scale follow-up mean scores of the children in 

experimental group receiving the Accepting Diversity Psychoeducation Program are significantly 

lower than their pretest mean scores (the change is permanent)” were verified. It was found that the 

Accepting Diversity Psychoeducation Program reduced the discomfort caused by the students' sense of 

teasing and is an effective program for coping with the sense of teasing. 

The results of the study were intended to be compared with the results of the related studies 

conducted in Turkey but when the literature is examined, it is seen that the studies have conducted 

mainly on peer bullying and have focused on bullying in schools (Alikaşifoğlu et al., 2004; 

Alikaşifoğlu et al., 2007; Arslan, Hallett, Akkaş and Akkaş, 2012; Kartal, 2009; Kartal and Bilgin, 

2012; Kepenekçi and Çınkır, 2005;). It can be asserted that this is the first attempt in Turkey that 

investigates teasing status of children in primary school. School and classroom are environments 

where the students are most frequently exposed to teasing behavior (Baldry and Farrington, 1999; 

Craig and Pepler, 2003; Wolke et al., 2001) and negative emotions experienced in childhood increase 

depression and anxiety disorder complaints in the future (Heim and Nemeroff 2001; Weiss et al. 

1999); therefore, it is of prime importance to conduct prevention studies about such emotions  in the 

schools.   

Based on the results obtained from the research, it can be recommended to implement the 

Psychoeducation Program, prepared for the study, in schools through psychological counselors and 

thus enable the program to reach more children. This study was conducted with disadvantaged 

children with high level of sense of teasing. However, the Psychoeducation Program prepared and 

used for this study can be applied to children under 11 years of age for protective and preventive 

guidance. In this study, the effect of Accepting Diversity Psychoeducation Program on students' 

teasing levels was examined. A similar study may be planned to investigate the effect of different 

intervention methods (group counseling, drama, play centered counseling) on the sense of teasing. 

Psychoeducation programs can be prepared to provide indirect contributions to the status of being 

teased in subjects such as recognizing, expressing and managing other emotions for children (raising 

happiness, anger control, respect, empathy, fears, friendship, measures for bullying, problem solving) 

and their effects can be tested. Accepting Diversity Psychoeducation program can be used to create 

research designs that will involve parents, families, and teachers of children in the risk group by 

making necessary adaptations. 
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Abstract 

 “Persuasion” has been a key concept for human communication throughout history. Humans 

constantly try to persuade or are persuaded since they are in a continuous state of communication and 

interaction. The aim of this study is to determine the persuasion strategies related to understanding and 

explaining skills used by the teachers of Turkish language in creating learning environments. For this 

purpose, a semi-structured interview form was created with the Google Docs and 46 Turkish teachers 

volunteered to answer the questions. Examination of the Turkish language teachers’ opinions revealed 

that they developed positive and negative persuasion strategies. The positive persuasion strategies by 

frequency are rewarding, experience transfer, arousing interest, establishing condition-and-effect 

relationships, giving responsibility, conversing, trusting, motivating, caring, empathizing, performing 

needs assessment, building cause-and-effect relationships, establishing positive style, creating 

environment, developing a culture of reconciliation, giving feedback, establishing rules, building aim-

and-effect relationships, body language, creating consciousness, using the question-answer method, 

listening, providing feedback, being respectful, presenting alternative sources, making a difference, 

getting to know the student, going from the known towards the unknown, being student-oriented, 

guidance, going from simple to complex, working together, drawing attention, creating awareness, 

cooperative learning, perseverance, the separation into small groups, being patient, and association 

with  real life. The negative persuasion strategies by frequency are punishment, competition, verbal 

warning, using grading as a threat, admonition, singling students out, doing nothing, comparison, 

negative style, conscientious pressure and necessity. Preservice or in-service teachers may be given 

training on persuasion strategies so that they can become aware of these strategies and apply them 

more effectively. 
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Introduction 

Language skills are based on comprehension and expression skills. Especially in speech and 

writing skills, the sender aims “making changes on the receiver” (Akkaya, 2008, p. 68). Making these 

changes are based on persuasion. According to J. O'shaughnessy and N. J. O'shaughnessy (2004), 

persuasion is the process in which one attempts to change, transfigure or regulate the values, desires, 

beliefs and actions of others (cited in Akyol, 2019, p. 5). The American Heritage Dictionary (Morris, 

1969, p. 926, cited by Hynd, 2001, p. 270) defines persuasion as the act of causing “[someone] to do 

something by means of argument, reasoning, or entreaty; to win over [someone] to action by reasoning 

or inducement of a course; how to make [someone] believe something; convince”. Indeed, given that 

typical definition, persuasion is inherent to the teaching process. If we accept that the object of 

teaching is to change students’ knowledge, interests, and beliefs, then we must also accept that the 

object of teaching is persuasion. As teachers, however, we are often unsettled by the notion that we are 

persuading (Hynd, 2001, p. 270-271). However, teachers’ persuasive speaking skills include 

conversations aimed at collaborating or benefiting both sides. The opinions put forward in persuasive 

speech should be acceptable. Persuasive speech doesn't mean tricking the other person. Because there 

is no cooperation in deception talks. It's about controlling the other person (Güneş, 2014, p. 123). 

The first realistic classification of persuasion was proposed by Aristotle: Ethos, pathos and 

logos. Ethos is having knowledge of traditions and virtues. Pathos, on the other hand, is knowing ways 

to evoke various enthusiasms or emotions in the interlocutor. Logos refers to the ability to make 

arguments; that is, having the power of rational thought (Durhan, 2018, p. 752). According to 

Aristoteles, there are three types of persuasion styles that an utterance has. The first depends on the 

personal character of the speaker (ethos), the second depends on putting the listener into a certain 

mood (pathos), while the third depends on the proof or pseudo-proof (logos) of the words of the 

speaker himself (Aristotle, 2006, p. 38). Cialdini (2001) groups persuasion strategies into six 

categories: 

“1. Reciprocity: People by their nature feel obliged to return a favor and to pay back others. 

Thus when a persuasive request is made by a person the receiver feels indebted to, the receiver 

is more inclined to adhere to the request.  

2. Scarcity: People tend to place more value on things that are in short supply. This is due to 

the popular belief that less available options are of higher quality.  

3. Authority: People defer to experts. Therefore, individuals are more likely to comply with a 

request when it is made by a person or people they perceived as possessing high levels of 

knowledge, wisdom, or power.   
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4. Commitment and Consistency: People by their nature strive to be consistent with previous 

or reported behavior to avoid cognitive dissonance.  

5. Liking: People can be easily influenced or persuaded by someone they like. Factors such 

as: similarity, praise, and attractiveness can reliably increase the effectiveness of the liking 

strategy.  

6. Consensus: We often observe the behaviors of others to help us make decisions. This is 

because “a large majority of individuals are imitators rather than initiators, and therefore make 

decisions only after observing the behaviors and consequences on those around them.” (Cited 

in Orji, Mandryk & Vassileva, 2015, p. 148-149). 

According to Luecke (2011, p. 70), persuasion can be applied in an almost unlimited number 

of ways. Within these, the applications used by teachers, especially in the field of language, are 

important because language learning or teaching is based on language skills. Persuasion is important 

in the language skills that are based on expression (speaking, writing, visual presentation). In other 

words, language teachers in general and teachers of Turkish in particular try to persuade students. 

Persuasion is often applied in the fields such as politics, communication, media, psychology, 

or economics. However, while there has been some extensive research on the use of persuasion skills 

in language education, especially related to the structure of persuasive texts (Hyland, 1998; Forget et 

al., 2008; Kurudayioglu, 2014), and speaking skills related to persuasion (Miller et al, 1976; 

Blankenship and Craig, 2007) no studies exist on the persuasion strategies applied by foreign language 

teachers. 

Purpose of the Study 

The aim of this study is to determine the strategies employed by teachers of Turkish language 

to persuade their students. In line with this aim, answers to the following questions were sought: 

1. What are the experiences of Turkish language teachers regarding what they do to persuade 

their students? 

2. What are the views of Turkish language teachers about persuading their students to get 

involved in the class? 

3. What are the views of Turkish teachers on how they persuade their students to perform the 

tasks related to the course? 

4. What are the views of Turkish teachers on how they persuade their students to solve problems 

in the classroom? 

5. What are the views of Turkish teachers on how they persuade their students to study? 

6. What are the views of Turkish language teachers on how they persuade their students to 

communicate? 
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Method 

Research Design 

In this study, the case study design, which is one of the qualitative research designs, was used. 

The case study requires an in-depth and holistic perspective on a current event. In the case study, the 

data must be carefully collected and analyzed deeply in the context of the real world. The case study is 

empirical, looking for answers to questions of why and how, and requires an in-depth inquiry into how 

individuals see themselves based on their experiences, their perceptions, and their feelings, and what 

reasons underlie them (Akar, 2016, p. 113 121). By employing the case study design, this study aimed 

to find out Turkish language teachers' strategies for persuading their students. For this purpose, the 

data collected from a group of preservice Turkish language teachers regarding their experiences, 

perceptions, feelings and thoughts on their persuasion strategies was subjected to an in-depth analysis. 

Participants 

The participants of this study were 46 Turkish teachers who filled out the online survey form 

via Google Docs. The Turkish teachers’ age, gender and year of seniority distributions are as follows: 

Table 1. Age, gender and seniority of the participants 

Codes (f) 

 

 

Age 

 

23-28 14 

29-33 21 

33-38 7 

38-43 2 

43-48 2 

48+ 2 

Gender Female 21 

Male 25 

Seniority 1-5 20 

5-10 13 

10-15 5 

15-20 3 

20+ 4 

 

When Table 1 is examined, it is clear that the most of the Turkish teachers who participated in 

the study were 29 to 33 years old and the majority had been teaching for 1 to 5 years. However, the 

number of men and women involved in the study is almost equal. 

Data Collection and Analysis  

The content analysis technique was used to analyze the data obtained in this qualitative study 

because content analysis helps combine similar data into specific concepts and themes, and organize 

them in a form that can be easily interpreted by the reader (Creswell, 2012). The Turkish teachers 

participating in the study were asked about their experiences in persuading their students, what they 
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did to persuade them to engage in the course, how they persuaded them to do the tasks related to the 

course, how they persuaded them to solve the problems in the classroom, how they persuaded them to 

study, how they persuaded their students to communicate, and what they thought are the key elements 

in student persuasion, through a semi-structured Google Docs form which also included demographic 

questions about age, gender, year of seniority and the university they graduated from. They responded 

to the form between 15 March and 15 April 2019, on a voluntary basis. First, the opinions of the 

subject matter experts were consulted as to whether the open-ended questions on the form were 

appropriate for the purpose of the study. The content and scope validity of the questions was ensured 

through these expert opinions, as subject matter experts confirmed that the open-ended questions were 

all appropriate for the purpose of the study. 46 Turkish teachers answered the questions, which yielded 

the data. The content analysis technique was used in the analysis of the data. The data obtained during 

the analysis process were coded and Turkish teachers' statements were grouped under certain themes 

by forming broader categories with these codes. Additionally, the data were supported by direct quotes 

from the statements of Turkish teachers. A pseudonym was assigned to each participant (e.g. P1: 

Teacher 1) in reporting the findings, thus ensuring the anonymity of the participant identities. At the 

end of the analysis process, two experts, as external reviewers, were asked to individually examine the 

codes and statements of the participants. The two experts were in agreement about the codes. 

Results 

The codes and frequencies of the answers given by Turkish teachers to the question “Can you 

give an example for an experience in persuading your students?” are as follows: 

Table 2. Code and frequency values of what Turkish teachers do to persuade their students 

Codes (f) 

Positive 

Experience transfer 8 

Rewarding 8 

Building Cause-Effect Relationships 5 

Cooperating 5 

Conversing 3 

Sacrificing 2 

Empathizing 2 

Collaborating 1 

Body language 1 

Building Condition-Consequence Relationships 1 

Assigning Responsibility 1 

Drawing Attention 1 

Negative Punishing 1 

Total 40 

* Some Turkish teachers expressed multiple opinions. 
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A closer look at Table 2 reveals that the participants perform positive persuasion practices by 

transferring their experience to students (f:8), by giving them a reward (f:8), by making sentences that 

include establishing cause and effect (f:5) or condition and consequence (f:1) relationships, by 

emphasizing cooperation with student, family, peer, or school services (f:5), by talking to them (f:3), 

by sacrificing (f:2), by establishing empathy (f:2), by collaborating with the student, (f:1), by using 

positive body language such as ensuring eye contact with the students (f:1), by giving them 

responsibility (f:1), and by drawing their attention (f:1). A punishment reported by one of the 

participant teachers, in the form of preventing students from participating in school activities (f:1) is 

one of the negative persuasion practices. Some examples of positive persuasion strategies are as 

follows, respectively: 

“I gave an example from my own student life. In my high school years, I thought I couldn't 

succeed in geometry because I was afraid of geometry, but I gradually increased my self-confidence, 

first by starting with an easy book, and then I realized that I could solve geometry problems. So I 

realized that I shouldn't be afraid of geometry. If we really put our mind to it, it's all in our hands. 

Starting from the easier ones, I moved step by step towards more difficult ones, and I made it.” (P11)  

“When the weather is nice, students like to do the classes outdoors. On a day when I had a 

two-hour class, my students insisted on going out. So, I told them that if everyone actively 

participated in the class in the first hour, we could read a book outside in the second hour, and 

that was what I did. To get something that they really wanted, the students became very 

engaged during that first hour and they got what they wanted. That's how I persuaded them.” 

(P21)  

“One day, I was teaching the ‘Adjectives’ subject. When I first explained how adjectives 

would help them, I found that my students participated more actively in the class. In most 

cases, when people understand the reasons for doing something really well, it is much easier 

for them to do it, that is, they are persuaded.” (P7) 

“My students were persuaded to work daily when I set a schedule for the daily course work for 

everyone in the class, including myself.”  (P6)  

“I'm using reinforcements to persuade them. We had a new student in our class. She didn't 

want to leave her father. So, she didn't want to go into class and she was crying. First, I got 

down to her height and made eye contact with her. I spoke to her for a few minutes. I took her 

by the hand and took her to the class. I told her to go in front of the class and introduce herself. 

I told her friends to welcome her. I told her that she would have a lot of friends in this class 

and we would have a great time together. I finally persuaded her and sat her in her desk.” (P8)  
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“When I was working in a village, the students agreed to come to the course when I personally 

drove them from their village to my course. I persuaded the students and their families to 

come to the course.” (P4)  

“I had a student who was struggling with his studies. I looked into why he was struggling. I 

tried to put myself in his shoes. I realized that the reason he was failing was his family. Then I 

talked to him about his situation. And we kept the problems to a minimum. If you understand 

your students, you can persuade them.” (P18)  

“There are times when I observe that students never participate in the activities. I had a student 

named Ali. When he was not participating, if I told him ‘Let's do it together!’ he would do the 

activities very well.” (P12) 

“When I explained the importance of reading and writing in daily life with real-life examples 

to a student who had trouble reading and writing until 7th grade, he became convinced that 

literacy was necessary and started reading and writing within just two weeks.” (P13) 

“I make eye contact with my students to persuade them. My students can tell what I want to 

say through my body language and do their tasks.” (P30) 

“I tell my students what the consequences will be, especially if they succeed in activities. So 

they try to do their tasks fully.” (P2) 

“I had a student who never participated in class activities. When I assigned him as the class 

president, he became very engaged and successful.” (P19) 

“Before I start my classes, I do small icebreaker activities to focus my students' attention to the 

course. So, I get my students to get involved in my classes.” (P27) 

The teacher experiences with negative persuasion strategies are as follows: 

“I banned a student who kept tearing up his notebook from participating in the class activities 

and made him sit in the classroom and watch the others, and told him that he could not 

participate because he kept tearing his notebook. Now we have no problem.” (P16) 

The codes and frequencies of the answers given by Turkish teachers to the question “How do you 

persuade your students to get involved in the class?” are as follows: 
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Table 3. The code and frequency values of what Turkish teachers do to persuade their students to 

participate in class 

Codes (f) 

Positive 

Drawing Attention 17 

Rewarding 8 

Creating Environment 7 

Motivating 4 

Style 4 

Identifying Needs  4 

Q-A  2 

Experience Transfer 2 

Student-orientedness 2 

Differentiation 1 

Building Condition-Consequence Relationships 1 

Moving from Simpler to More Complex 1 

Negative Creating Competition 1 

Style 1 

Using grading as a threat 1 

Conscience 1 

Total 57 

* Some Turkish teachers expressed multiple opinions. 

 

When Table 3 was examined, it can be seen that the teachers persuade their students with 

games, various materials or music (f:17) to get their students to participate in the class. Teachers have 

also persuaded them by giving students symbolic or material rewards (f:8). Creating a supportive 

environment (f:7) based on tolerance and valuing differences is another common strategy that teachers 

generally use to persuade their students. The environment emerges as the general, process-oriented 

method of persuasion by teachers, while concepts such as raising interest and awareness, or giving 

rewards are the result-oriented methods of instant persuasion. Motivating students (f:4), using a 

heartfelt sincere style (f:4), determining or meeting the needs of students (f:4), using the question-and-

answer method (f:2) or going from simple to complex (f:1), to narrating personal experiences (f:2), 

teaching by considering students’ cognitive, affective and psychomotor traits (f:2), using condition-

consequence statements for persuasion (f:1), and using other methods (f:1) are some other positive 

methods of persuasion used by the teachers. The teachers also reported having applied methods of 

persuasion that would have negative effects on their students, such as creating a competitive 

environment (f:1), using a negative style (f:1), intimidating their students with low grades (f:1), and 

keeping students under conscientious pressure (f:1). Some sample teacher statements about what they 

do to get students actively involved in their classes are as follows, in the order presented in the table: 

“This (persuasion) can be done by drawing their interest, which could be done through 

materials, videos, films, etc.” (P3) 

 “When I tell my students that I'm going to reward them, their participation increases.” (P5)  
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“I create an environment where false opinions are respected. I honor the active students in my 

class. I teach students not to mock ideas.” (P11) 

“I explain the necessity of learning by motivation by simplifying the examples.” (P21)  

 “I try to persuade them with a sincere and heartfelt approach.” (P15) 

“By lecturing according to their needs.” (P9) 

“I ask questions that persuade the student. The student gives the answers.” (P16)  

“I give real-life examples from my own or other people’s middle school, high school, college 

experiences to persuade my students academically, socially and culturally.” (P25) 

“Acting in line with the student's interests and age...” (P 27) 

 “I use engaging material, I use different methods and techniques, I differentiate the learning 

environments. Above all, students love differences.” (P23) 

 “I will explain the benefits the student will enjoy if she understands the subject of learning.” 

(P22). 

“I raise awareness to the point where the subject is easy for the students. My students become 

eager to understand more complex subjects after grasping simple subjects, so they become 

persuaded."(P17) 

Teachers do not always use positive persuasion strategies, but sometimes use negative 

persuasion. Some teacher statements for negative persuasion strategies, presented in the order given in 

the table, are as follows: 

“Creating a competitive environment has always worked. In a competitive environment, even 

the most passive student in the class tries hard, even if they may make some mistakes” (P7) 

“I try to make sure to address them individually by using the ‘you’ language. So, the students 

do as they are told.” (P24) 

“By telling them that if they don't listen, they will get a low score on the exam...” (P27) 

 “To be realistic, for example, in the early hours of a cold day, I tell them that we leave our 

warm bed for a purpose, their parents, perhaps, work outside in this cold and try to meet their 

needs, etc. by example, leading them to a conscientious responsibility.” (P31) 

The code and frequency values of the answers given by Turkish teachers to question “What do you do 

to persuade your students to do the course-related tasks?” are as follows: 
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Table 4. Code and frequency values for what Turkish teachers do to persuade their students to do the 

course-related tasks 

Codes (f) 

Positive 

Rewarding 11 

Assigning Responsibility 9 

Creating consciousness 5 

Giving feedback 4 

Motivating 3 

Building trust 2 

Building Condition-Consequence Relationships 2 

Cooperative learning 1 

Cooperating 1 

Experience transfer 1 

Building Cause-Effect Relationships 1 

Negative 

Giving advice 2 

Creating competition 1 

Obligation 1 

Using grading as a threat 1 

Total 47 

* Some Turkish teachers expressed multiple opinions. 

 

As can be seen in Table 4, the participants reported that they get their students to perform the 

course-related tasks in a result-oriented way by giving them symbolic or tangible rewards (f:11), 

giving them feedback (f:4), basing their performing their duties on the condition and consequence 

(f:2), or aim-and-effect (f:1) relationships, while they persuaded students in a process-oriented way by 

giving responsibility (f:9), creating consciousness (f:5), motivating (f:3), creating awareness and 

building trust (f:2), creating a cooperative learning environment (f:1), engaging families to cooperate 

on tasks (f:1), and by transferring their experiences (f:1). Whereas these result- and process-oriented 

persuasion practices affect students positively, strategies such as advising students (f:2), creating a 

competitive environment (f:1), forcing them to do tasks (f:1) and intimidating students with low 

grades (f:1) affect them negatively. Some teacher statements on how they get their students to perform 

their course-related tasks are as follows: 

“By giving the student small prizes.” (P3)  

“By stressing that everyone has a particular responsibility ... by giving small responsibilities to 

students, especially during the classroom activities...” P1) 

 “I create awareness.” (P8) 

 “When I assign a task, I always give feedback, which gives them the sense of responsibility to 

do their job, and so I do not have any problems with that.” (P10) 

 “I can persuade my students by motivating them to engage with the lesson.” (P11) 

 “By making it clear that I trust the student...” (P16)) 
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“I will tell them about the positive changes that will happen in their lives if they understand 

the subject at hand.” (P10) 

“By teamwork. By putting the students with similar personalities into the same group.” (P6) 

 “I set targets by working with the student and pursue them.” (P9) 

“To persuade my students academically, socially and culturally, I give concrete examples of 

my own and others’ school experiences in the middle school, high school, and college.” (P26) 

 “I create a purpose in my students. They participate in my classes to achieve these purposes.” 

(P27) 

Some teacher statements regarding their negative persuasion practices are as follows: 

 “I persuade my students by giving them advice.” (P15) 

 “It can be effective when I say that I will pick the best from among them.” (P17) 

 “I give them assignments and tasks that they can do, and sometimes I persuade them by 

threatening to grade them on an oral examination.” (P24) 

The code and frequency values of the answers given by Turkish teachers to question “How do 

you persuade your students to solve classroom problems?” are as follows: 

Table 5. Code and frequency values of Turkish teachers' opinions on persuading students to solve 

classroom problems 

Codes (f) 

Positive 

Developing a Culture of Reconciliation 7 

Establishing rules 6 

Empathizing 4 

Showing Respect 4 

Building Cause-Effect Relationships 3 

Assigning responsibility 3 

Experience transfer 3 

Motivating 2 

Guiding 2 

Conversing 2 

Creating awareness 1 

Negative 

Warning verbally 3 

Punishing 1 

Doing nothing 1 

Total 42 

* Some Turkish teachers expressed multiple opinions. 

 

Table 5 clearly shows that teachers try to develop a culture of consensus among students for 

the solution of classroom problems (f:7), they work with students to establish classroom rules (f:6), 

and try to develop students’ empathy skills (f:4) and respect (f:4). However, the ability of students to 

establish cause-and-effect relationships (f:3) is also important for persuasion. Giving responsibility to 

students (f:3), experience transfer (f:3), motivating students (f:2), guiding them (f:2), having a 

conversation with them (f:2) and raising their awareness (f:1) are other ways teachers use to persuade 
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their students to solve classroom problems. Regarding the persuasion of students in solving classroom 

problems, some statements matching the frequencies (from the most frequent to the least) listed on the 

table are as follows: 

“By developing a culture of reconciliation, I persuade my students to solve their in-class 

problems.” (P9) 

“I establish the class rules together with the students at the beginning of the year. Each class is 

given a behavior score and when the class score reaches 100, I reward them with a gift 

(watching a movie as a class, having a picnic together, etc.)” (P6) 

 “At the beginning of each year, I make sure that each of my students empathize with their 

deskmates. A culture of empathy develops in my classes. A culture of empathy prevents 

classroom problems.” (P7) 

 “Many problems are solved by treating each other with respect.” (P1) 

 “I use my behavior scoreboard in situations like this. I explain to my students the 

consequences of their actions.” (P12) 

 “I give responsibility to my students in the classroom by making a speech along the lines of 

‘The classroom is actually your home because you spend most of the day here. So you must 

try to live in a peaceful and beautiful classroom....’ ” (P14) 

 “To persuade my students academically, socially and culturally, I give personal examples 

from my own middle school, high school, and college years.” (P29) 

“I motivate them to become important members of the class.” (P3) 

“I give them time to think and be their compass until they find the right path.” (P5) 

“I express my expectations from them by having a one-on-one chat with the student.” (P7) 

 “I do activities to raise their awareness.” (P30) 

Table 5 demonstrates that the participating teachers not only persuade their students with 

positive solutions; but they also practice negative ways of persuasion such as giving verbal warnings 

to their students (f:3), punishing them (f:1), and doing nothing to persuade them (f:1). Some 

participant statements about the negative persuasion of students in solving classroom problems are as 

follows: 

“I persuade unconvinced students by warning them in the class.” (P14) 

“If there's a negative situation, I usually go for punishment.” (P4)  

“I let it be, I do nothing.” (P27)  
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The code and frequency values of the answers given by Turkish teachers to question “How do 

you persuade your students to study?” are as follows: 

Table 6. Code and frequency values of Turkish teachers' opinions on persuading students to study 

Codes (f) 

Positive 

Building Condition-Consequence Relationships 14 

Rewarding 10 

Conversing 6 

Experience Transfer 5 

Giving Feedback 5 

Presenting Alternative Resources 3 

Cooperating 2 

Assigning Responsibility 2 

Building Cause-Effect Relationships 2 

Making Connections to Real life 1 

Negative 

Comparing 1 

Creating Competition 1 

Differentiating 1 

Total 53 

* Some Turkish teachers expressed multiple opinions. 

 

Looking at Table 6, it is evident that the teachers try to persuade their students to study by 

establishing a condition-consequence relationship, and pointing out that the courses will benefit them 

(f:14). Clearly, the teachers use the condition-consequence relationship as a means of persuading their 

students with abstract situations such as benefit-based hope. It was also found that the teachers 

persuaded their students to study by giving them rewards with direct or indirect reinforcements (f:10), 

using positive language with them and having one-on-one conversations (f:6). Persuading students by 

giving examples from their own lives or from others’ lives, and thus transferring experience, is another 

code (f:5). Checking what students do and giving them feedback (f:5); providing alternative resources 

related to the lessons like extra books or activities (f:3); cooperating with parents or with different 

units like the school counseling services (f:2); reminding students that they are responsible for the 

courses or homework assignments or giving them responsibility (f:2); providing students with 

information about the objectives and outcomes of the courses or activities (f:2), and associating the 

courses with life (f:1) are the important persuasion strategies. Some statements regarding how the 

teachers persuade students to study are as follows: 

 “I hand out activities to my students, and I tell them that if they do these activities, they will 

succeed.” (P26) 

“When hard-working students are rewarded, the rest is easy.” (P10) 
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 “My words like, ‘you can do it, you can succeed, you're so smart,’ have always worked, and 

success has increased.” (P1) 

 “I give examples from my own life or from people who have achieved a high social status.” 

(P11) 

“I constantly check what my students are doing and persuade my students to study by keeping 

them informed.” (P13) 

 “I offer books other than textbooks.” (P9) 

“I cooperate with the family. I pay a visit to the parents.” (P8) 

“I persuade them to study by explaining that it is their duty.” (P18) 

“I make the goals clearer and share these goals with my students.” (P7) 

“By making the lesson enjoyable, associating it with their daily lives...” (P10) 

Table 6 shows that the teachers did not only persuade their students through positive 

persuasion but they also tried to persuade their students by comparing them (f:1), creating competition 

between students (f:1) and discriminating among their students (f:1). Some statements made by the 

participants regarding their negative persuasion strategies they utilize to persuade their students to 

study, from the most frequent to the least, are as follows: 

“I compared my slower students with the faster learners, pointing at their example.” (P5) 

“Competition has always worked.” (P6) 

“I persuade those who do not work by putting the hardworking and lazy students into different 

environments.” (P19) 

The code and frequency values of the answers given by Turkish teachers to the question “How do you 

persuade your students to communicate?” are as follows: 

Table 7. Code and frequency values of Turkish teachers' opinions on persuading students to 

communicate 

Codes (f) 

Positive 

Building trust 6 

Making Them Feel Valued 6 

Experience Transfer 6 

Conversing 4 

Q-A 3 

Cooperating 2 

Body Language 2 

Having Them Speak from Known to the Unknown 2 

Arousing Interest 2 

Listening 2 
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 Dividing into Small Groups 1 

Identifying Needs 1 

Assigning Responsibility 1 

Rewarding 1 

Style 1 

Building Condition-Consequence Relationships 1 

Being patient 1 

Total 42 
* Some participants expressed multiple opinions. 

 

Table 7 shows that the communication strategies most frequently used by the participants are 

building trust with students (f:6), making students feel valued (F:6), and conveying their own or 

others’ experiences (F:6). Some other persuasion strategies adopted by the participants are having one-

on-one conversations with the students (f:4), applying the question-answer method (f:3), cooperating 

with the family-peer-counseling services (f:2), using positive body language such as making eye 

contact with the students (f:2), trying to get students to talk on subjects in which they are interested or 

they know (f:2), drawing the interest of the students (f:2), listening to them (f:2), dividing students into 

small groups (f:1), determining their needs (f:1), giving them responsibility (f:1), giving rewards (f:1), 

using a positive language style with them (f:1), establishing a condition-consequence relationship (f:1) 

and being patient (f:1). It was also found that the teachers did not use any negative persuasion 

strategies to persuade students about communication.  Some participant opinions on persuading 

students to communicate are as follows: 

 “Building an environment of trust is one of the most important requirements for students to 

start communicating.” (P3) 

“I make them feel valued by being affectionate and sincere.” (P5) 

 “I give examples from my own life, so I make personal connections.” (P10) 

“I speak privately, saying that there is no harm in speaking to me.” (P12) 

“I use the Question-and-Answer method to make the student feel valued and explain that my 

questions are specifically for her.” (P8) 

“We need to provide social support by meeting with the student’s friends and family.” (P16) 

“Even if it's only for a second, making eye contact will involve my students in the lesson and 

make it easier for them to communicate.” (P31) 

“I help my students talk about issues they are concerned with or know about; I pave the way 

for them to develop ideas.” (P24) 

“I introduced the subjects that I thought students might be interested in, so I would draw their 

attention to the lesson.” (P1) 
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 “Effective listening is the basis of communication. If you listen well to your students, your 

students will have no communication problems.” (P2) 

“I would divide them into small groups and invite them to work on different issues so that the 

groups would communicate among themselves.” (P23) 

“Communication is a need. I start with their needs.” (P21) 

“I give them drama and theatre roles. I give them communication tasks like choir or oratorio.” 

(P29) 

“I usually try to persuade them with reinforcements.” (P6) 

“I use body language and sometimes I personally participate in it myself so that the student 

can feel more confident and trust the teacher.” (P30) 

“By explaining that they will be more successful and healthy individuals when they 

communicate...” (P27)) 

“By being patient and caring…” (P19) 

The code and frequency values of the answers given by the Turkish teachers to the question 

“What are the key elements you value in persuading your students?” are as follows: 

A general overview of the results 

The Turkish teachers participating in this study were observed use many different positive and 

negative persuasion strategies. The table below provides a summary of all the persuasion strategies 

adopted by the Turkish teachers. 

Table 8. List of persuasion strategies used by Turkish language teachers 

Codes (f) 

Positive Persuasion Strategies 

Rewarding  38 

Experience Transfer 25 

Arousing Interest  19 

Building Condition-Consequence Relationships 19 

Assigning Responsibility  16 

Conversing  15 

Cooperating  11 

Motivating 9 

Feeling Trust 8 

Creating Environment  7 

Developing a Culture of Reconciliation 7 

Empathizing  6 

Building Cause-Effect Relationships   6 

Making Them Feel Valued  6 

Establishing Rules   6 

Giving Feedback   5 

Positive Style 5 
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Positive Persuasion Strategies 

Identifying Needs  5 

Building Objective-Outcome Relationships  5 

Creating Consciousness   5 

Using the Q-A Method  5 

Giving Feedback 4 

Showing Respect  4 

Body Language 3 

Presenting Alternative Resources   3 

Differentiating  3 

Listening  2 

Having them speak from the known to unknown 2 

Student-orientedness  2 

Guiding  2 

Moving from simpler to  more complex  1 

Drawing attention  1 

Raising awareness  1 

Cooperative Learning 1 

Creating Small Groups  1 

Being Patient  1 

Making Connections to Real Life  1 

Negative Persuasion Strategies 

Creating Competition 3 

Warning Verbally 3 

Punishing 2 

Using Grading as a Threat 2 

Giving Advice 2 

Discriminating 1 

Doing nothing 1 

Comparing 1 

Negative Style 1 

Appealing to Conscience 1 

Obligation  1 
* Some Turkish teachers expressed multiple opinions. 

 

Table 9 shows that Turkish teachers implement many positive and negative persuasion 

strategies. 

Conclusion, Discussion and Suggestions 

Turkish language teachers create learning environments related to language skills based on 

understanding and explanation and try to develop these skills of their students. One of the aims of 

language skills, especially those based on narration, is to persuade the person/persons with whom one 

is communicating. A primary purpose of narration is persuasion, so the persuasion practices used by 

teachers of Turkish is important. It was found that to persuade their students Turkish teachers use both 

positive strategies, such as reward or experience transfer, and negative strategies, such as creating a 

competitive environment. These codes, created from the answers given by the Turkish language 

teachers participating in this study, are directly related to the ethos, pathos and logos postulated by 

Aristotle (2006). This is because codes such as experience transfer, respect, and trust are related to 

Ethos; the codes such as motivation, valuing, or making students feel valued are related to Pathos; and 

codes such as using evidence, creating awareness, or giving feedback are related to Logos. However, 
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given that teachers are the organizers of the learning-teaching environment and the guide of the 

students, all their persuasion strategies involve ethos; and students’ emotional attachment to their 

teacher involves pathos. However, regarding the codes determined by the views of Turkish language 

teachers, it was found that they persuade their students more with logos than ethos and pathos. This 

can be explained as the value given to reasoning and logic in the Turkish labguage learning and 

teaching environments. 

Of the ways of persuasion listed by Cialdani (2001, cited in Orji, Mandryk & Vassileva, 2015, 

p. 148-149), Reciprocity corresponds to the Rewarding and Valuing codes discussed in the current 

study; Commitment and Consistency corresponds to Being respectful and One-on-one conversation 

codes; Consensus corresponds to collaborating and cooperative learning codes; Liking corresponds to 

the Valuing and Trust codes; Authority corresponds to the Establishing rules and Assigning 

responsibility codes; and the Scarcity corresponds to the Identifying the Needs code in the current 

study. However, it is also observed that Turkish language teachers use the teaching principles such as 

moving from simple to complex, having students speak about what they know then move on to topics 

they do not know about, and individualizing instruction for the student as a way of persuading their 

students. 

According to Akkaya (2017, p. 489), it can be said that the Turkish code of persuasion refers 

not to the individual but rather to a state of harmony with the tradition, which reflects the rules of 

collective social life. The codes of co-operation, collaborative learning, or creating a culture of 

reconciliation in this study are directly related to collective life, and thus critical in persuasion. 

However, Akkaya (2017, p. 488), notes that rhetoric and dialogues are important in persuasion, which 

supports the findings of the present study about using positive stylistic features and one-on-one 

conversation. 

According to Yangil and Topçuoğlu Ünal (2019, p. 334), “teacher candidates should make 

maximum use of activities that improve their speaking skills because persuasive communication 

depends more on this skill in the educational environment.” In this study, the fact that the general 

codes about what Turkish language teachers do to persuade their students (experience transfer, 

interest, etc.) are related to the speaking skill is also supported by Yangil and Topçuoğlu Ünal. 

However, the codes of cooperative learning and collaboration in this study coincide with the emphasis 

placed by Yangil and Topçuoğlu (2019, p. 333) on the importance of collaborative work in persuasion. 

Turkish teachers used not only positive persuasion strategies, but also negative persuasion 

strategies Negative persuasion strategies may force students to do the task, but they will fail to ensure 

learning retention and will inflict deleterious effects on the students. According to Schunk and Pajares 

(2010, p. 669); negative persuasion can undermine beliefs in self-efficacy. Abelson and Miller (1967, 

p. 322) describe negative persuasion as the “negative” reaction of the listener not only in terms of her 
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feelings towards the speaker, but also in terms of the change in attitude. Therefore, teachers should not 

use negative persuasion strategies. To make sure that teachers pay more attention to positive 

persuasion strategies and use them, preservice teachers can be taught these strategies during their 

undergraduate education, and inservice teachers can be given in-service trainings on effective 

persuasion strategy use. 
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Abstract 

It can be said that activities form the basis for active learning, but teachers determine which activity is 

effective for the development of students. One of the criteria in this determination is the student, 

which is the basic input of education. Therefore, the aim of the study is to determine the opinions of 

primary school students about the activities based on their observations. To this end, variables such as 

the scope, type, location and frequency of the activities, the feelings and thoughts of the children about 

these activities were determined. The study employed the case study design, one of the qualitative 

research designs. The study group was comprised of 20 fourth grade students attending primary 

education in the city of Muğla in the spring term of the 2017-2018 school year. The data were 

collected by using a semi-structured interview form developed by the researchers. In order for the 

children to remember the activity types, the activities were introduced to the children one by one 

before initiating the data collection process. In order to eliminate peer effect in the data collection 

process, the interviews were individually conducted with each participant and each one lasted 5-10 

minutes. In the analysis, content analysis was used. As a result, it was found that the activities most 

liked by the children are game-based and writing-based activities. Moreover, the students stated that 

activities are generally conducted inside the class and that they would like to conduct more activities 

in out-of-class environments. 
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Introduction  

Due to the student-centred approach adopted in curriculums, it is generally accepted that the 

activities chosen for the accomplishment of a qualified education are important in the field of 

education. As curriculums hold students responsible for their own learning, they require the teaching 

to be planned in such a way that students will be active in the process of knowledge construction 

(Ministry of National Education [MoNE], 2008). Therefore, determining what the concept of activity 

means in teaching environments and creating a framework accordingly is necessary for the 

accomplishment of learning objectives.  

The concept of activity has been defined as “the state of being active” by the Turkish 

Language Association (TDK) (TDK, 2018). In educational environments, rather than the term activity, 

the term educational activity is used and it is defined as “the activity organized inside or outside the 

school, having some characteristics educational in nature and closely concerning students and teachers 

or the activity performed outside the class hours and generally organized by the student association” 

(TDK, 2018). Aside from the dictionary definitions of the concept of activity, some approaches are 

affective in the determination of the concept of activity. 

Burgess (1971) defines the concept of activity as works that are developed through 

educational activities and educational suggestions and that adults think are effective in learning. 

MacDonald (2008) defines the activity as the scope of the activities that learning is based on, that 

supports students' learning and generally increases the level of learning. As the number of educational 

activities complying with the constructivist approach has increased, the concept of activity can be seen 

as the “exploration stage” of the 5E model (Özmen, 2004). The exploration stage refers to a process 

that involves students’ using inquiry methods to explore or observe the new situation, guessing with 

free thinking within the boundaries of the activity, establishing hypotheses and creating discussions on 

them (Bozkurt, 2012). At this stage, the student is in the most active role, the teacher is in the passive 

role, and the teacher encourages students to think and comment by asking questions. For these 

reasons, the exploration stage of the 5E model contains similarities with activity (Özmen, 2004).  

Although the “task”, which is at the centre of the concept of the activity, is translated into the 

Turkish as “görev”, it is not an exact counterpart because besides including activities related to the 

problem, “task” should be related to social groups like teachers and students in the educational 

environment and the interactions between them (Herbst, 2008). Doyle (1988) focused on tasks used in 

academic settings and classrooms. Tasks include products, actions, resources and responsibilities, 

regardless of subject and teaching area. Seen from this perspective, tasks and accordingly activities are 

tools we use to achieve our objectives. Since activities are tools, the perspective of the teacher, the 

method he/she chooses and many factors affect their shaping in the process of using them for teaching 
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purposes. In this context, the activity is the activation of tasks in line with a pedagogical approach. 

Doyle (1988: 169) explained the prominent features of the concept of activity. 

 Activity requires students to actively participate in by taking responsibility, 

 Activity involves a set of activities performed by using some tools and resources, 

 Activity aims to yield a product complying with the designated objectives, 

 Activity should include interesting and important educational works.  

Teachers assume an important role in determining what students' responsibilities will be in 

carrying out activities, the way they use the tools, equipments or resources, instructions and the 

resulting product (Koç, 2006, Riedler & Eryaman, 2016). However, since the student is a practitioner 

in the implementation of activities, the teacher and the student cannot be considered separately for an 

effective process. It is important to determine students' observations about the activities implemented 

in and out of the classroom in terms of the quality of the resulting product. If students' opinions about 

the activities are determined, it will be easier to determine the type of activities that will be chosen to 

achieve the objective in the educational environment. Thus, it will be easier for the student to achieve 

the objective and the quality of education will increase. The application of the types of activities 

determined to be good and effective for the target audience is important as it will increase the 

motivation of students towards the lesson and create an entertaining environment especially for 

primary school students. In this regard, the purpose of the current study is to determine primary school 

fourth graders’ opinions about the activities based on their observations. To this end, answers to the 

following questions were sought: 

1. What are the opinions of the primary school fourth grade students about the activities they 

like the most? 

2. According to the primary school fourth graders, where are the activities are performed and 

which place do they prefer to perform activities? 

3. What are the activities most frequently done by the primary school fourth graders in the 

educational settings? 

4. How do the primary school fourth grade students feel while doing activities? 

5. What are the activities that the primary school fourth grade students would prefer to do 

instead of the activities they are normally engaged in? 

6. What are the activities that the primary school fourth graders do not like? 

7. Who would the primary school fourth graders like to do the activities with? 
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Method  

Research Model 

The current study aiming to determine the primary school fourth graders’ opinions about the 

activities they do employed the case study design, one of the qualitative research designs. The case 

study design is used in studies aiming to elicit in-depth information about the subject of research and 

to understand the case in all respects (Merriam, 1998). Moreover, the case study is defined as the 

investigation of the questions focusing on how and why the event or phenomenon under investigation 

occurs (Yin, 1984). As the current study focused on the activities implemented in classes where the 

education process of primary school fourth graders was conducted, the holistic single case design was 

used. 

Study Group 

The study group of the current research aiming to determine the primary school fourth 

graders’ opinions about the activities is comprised of 37 primary school students. The participating 

students were attending the fourth grade classes of two state primary schools located in the Aegean 

Region of Turkey in the spring term of the 2017-2018 school year. In the selection of the participants, 

the maximum variation sampling method was used. The purpose in maximum variation sampling is to 

maximize the diversity of individuals in the sample determined in accordance with the subject of the 

research (Yıldırım and Şimşek, 2016). Accordingly, while determining the participants of the current 

study, attention was paid to the academic achievement of the participants, their gender and their being 

taught by different teachers, as well as their voluntary participation. Thus, it would be possible to 

determine the opinions of the students taught by different teachers about the activities. Of the 

participating students, 19 are boys and 18 are girls and they have been taught by six different teachers. 

When the grade point averages of the participants are examined, it is seen that the grade point 

averages of 12 students are 80 or under 80, those of 13 students are in the range of 81-90 and those of 

the remaining 12 students are 90 or over. After the participants were selected, consent forms were 

gathered from the students, their parents and teachers. 

Data Collection 

The data in the current study were collected by using the semi-structured interview form 

developed by the researchers. The interview method was preferred as it is a strong method to elicit 

individuals’ experiences, feelings and perceptions. While developing the interview form, first the 

related literature was reviewed by using the key words “activity, “activity in primary school”, “activity 

in education” and “activity in instruction” and on the basis of the information obtained from this 

literature review, a semi-structured interview form was developed. This semi-structured interview 

form was submitted to the review of two experts having works on educational and instructional 
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activities and two primary school teachers and required changed were made on the basis of the 

feedbacks given by them. The interview form was piloted on three fourth graders who would not 

participate in the actual study and the incomprehensible items were corrected. The interviews were 

conducted with the primary school fourth graders individually in April in the spring term of the 2017-

2018 school year by the researcher and they were tape-recorded. The interviews were conducted in a 

setting quite enough not to distract the students’ attention. The mean duration of the interviews was 

found to be 6 minutes 40 seconds. The items in the interview form are given below: 

1. What is the activity you like doing the most? Why do you like this activity?  

2. Do you do the activity you like doing the most in the class or in the garden?  

 Where would you like to do this activity? Can you explain why? 

3. What is the activity you do the most at school? Can you explain it? 

 How do you feel while doing this activity?   

 Would you like to do another activity in the day at school? (If yes, “Which activity 

would you like to do? Why would you like to do this activity?) 

4. What is the activity that you dislike doing the most? Why do you dislike this activity?  

5. Which one would you prefer while doing an activity; to be alone or to be with your peers? 

Can you explain why? 

Data Analysis  

In the analysis of the collected data, content analysis was used. Content analysis was preferred 

as concepts and relationships between these concepts were used (Yıldırım and Şimşek, 2016) and the 

basic meanings were expressed as themes (Patton, 2014). In the current study, the basic meanings and 

the relationships between them were taken into consideration in the construction of the themes. Before 

the data analysis, the recorded data were transcribed. These transcribed data were read by two 

researchers separately, draft themes in light of the interview items were determined and the students’ 

responses were coded. By using the formula proposed by Miles and Huberman (1994) “Agreement / 

(Agreement + Disagreement) x 100”, the inter-coder reliability was calculated to be 83%. An 

agreement value over 70% is considered to be an acceptable value (Miles and Huberman, 1994). The 

codes on which there were disagreements, discussions were held and then agreement was reached and 

thus the final form of the codes was given. The themes found in connection with the sub-problems of 

the study are presented in tables and within the text, codes are included. The derived themes and codes 

are supported with the quotations taken from the primary school fourth grade students’ responses. 

Through the frequent presentation of raw data, the reader confirmation is ensured. 
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Results 

In this section, the primary school fourth grade students’ opinions about the activities they like 

doing the most, the place where the activity is performed, the activities most frequently done within 

the day, the activities they dislike doing the most and who they are with while doing the activity are 

presented in the form of frequencies in tables and the reasons for these findings are explained in detail. 

Table 1 Frequency Distribution of the Activities the Primary School Fourth Grade Students like 

Doing the Most 

Type of the activity most liked f 

Game 10 

Painting  7 

Experiment 5 

Quiz 4 

Problem solving  3 

Acting out  2 

Writing 2 

Manual activities 2 

Project work 1 

Asking riddles  1 

Total  37 

As can be seen in Table 1, the activity most liked by the primary school fourth grade students 

is “game” (10). The students stated that they like the game activity as it is fun (8), as it is easy to 

develop through the game activity (1) and as the game activity contributes to both learning and having 

fun (1). In this connection, Ö1 stated “…. I can improve myself better when I play game …”.  

Moreover, primary school fourth grade students stated that they like “painting” activity (7) as it allows 

them to use their imagination (3), as they like drawing and colouring (2), as it improves their manual 

skills (1) and as it is relaxing (1). In this connection, Ö5 stated “…. I feel good as I can use my 

imagination while painting …”, Ö12 “…. I like drawing something …”. Primary school fourth grade 

students stated that they like doing “experiment” (5) as it is enjoyable (4) and as they can learn new 

things (1). In this connection, Ö19 stated “…. While conducting experiment, I like exploring living 

things with microscope in science classes …”. Primary school fourth grade students like the “quiz” 

activity (4) as they can learn new things (2), as it increases their desire to learn (1) and as it is 

enjoyable (1). In this connection, Ö12 stated “…. Knowledge makes me happy; it is wonderful to learn 

new things …”. Primary school fourth grade students stated that they like the “problem solving” 

 activity (3) as it is enjoyable (2) and relaxing (1). Primary school students stated that they like 

the “acting out” activity  (2), as it is like a game (1) and enjoyable (1). Primary school fourth grade 

students stated that they like the “writing” activity (2), as they like the Turkish course (1) and as it is 

easy (1). Other activities liked by students include “manual activities” (2), “project work” (1) and 

“asking riddles” (1). Primary school fourth grade students like the project work activity as it is 

enjoyable and the asking riddles activity as they can learn new things. 
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Table 2 Frequency Distribution of the Places Where the Activities Are Done By the Primary School 

Fourth Grade Students and of Their Preferences for the Place Of Activity 

Place where the activity is done f 

Class 37 

Student preference f 

Garden 31 

Class 4 

Both garden and class   2 

Total  37 

As can be seen in Table 2, all of the participating students stated that they do activities in the 

“class”. On the other, the students would like to do activities in the “garden 31”, “class (4)” and in the 

“both garden and class (2)”. The students stated that they would like to do activities in the garden as 

air is clean (10), activity is done more comfortably (5), it is more enjoyable (4), the classroom is hot 

(2), games played outdoor are liked more (2), it is closer to real life (1) and there are more children in 

the garden (1). In this connection, some students expressed their opinions as follows: Ö26 “….  We 

get more oxygen in the garden…”, Ö19 “….as there are more children, I like activities done in the 

garden more …”. Some students stated that they prefer doing activities in the class as it is more 

enjoyable (2)  and they feel better in the classroom (1). In this connection, Ö21 stated “….I find 

activities done in the class more enjoyable…”. On the other hand, some students prefer both the 

classroom and the garden as they are successful in both environments. This is stated by Ö28 as 

follows: “….I like doing activities no matter where they are done…”.  

Table 3. Frequency Distribution of the Activities Most Done By the Primary School Fourth Grade 

Students 

Activities most done  f 

Reading 16 

Writing 13 

Solving problem 7 

Painting 4 

Game 3 

Acting out  2 

Experiment 1 

Manual activities 1 

Total  47 

As can be seen in Table 3, the activity most frequently done by the primary school fourth 

graders is “reading (16)”, followed by “writing (13)”, “problem solving (7)”, “painting (4)”, “game 

(3)”, “acting out (2)”, “experiment (1)” and “manual activities (1)”. 
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Table 4. Frequency Distribution of the Feelings of the Primary School Fourth Grade Students While 

Doing Activities 

Feelings while doing activities  f 

Happy 15 

Excited 8 

Good 8 

Bored  2 

Scared 2 

Tired  1 

Unhappy 1 

Joyful   1 

Total  31 

 

As can be seen in Table 4, while doing activities the primary school fourth grade students felt 

“happy (15), “excited (8)”, “good (8)”, “bored (2)”, “scared (2)”, “tired (1)”, “unhappy (1)” and 

“joyful (1)”. The reasons for students’ feeling happy are curiosity (8), liking reading very much (4), 

learning easily (1), doing correctly (1) and liking (1). In this connection, some students expressed their 

opinions as follows; Ö17 “….I feel happy as I am doing something good…”, Ö25 “….I feel happy as 

long as I can do…”. The reasons for students’ feeling excited are the sense of uncertainty about 

whether they can do the activity (5), learning new information (1) and the sense of uncertainty about 

whether they will have difficulty or not (1). In this connection, some students expressed their opinions 

as follows; Ö7, “….I get very excited…”, Ö20 “….when it is my turn, I feel very excited…”. The 

reasons stated by the primary school fourth grade students for their feeling good include learning new 

information (2), getting distanced from negative feelings (1), learning by having fun (1), liking doing 

activities (1) and developing oneself (1). As the reasons for their feeling bored, they stated the 

following: writing is difficult (1) and we need to work hard (1). In this connection, one student 

expressed his/her opinion as follows; Ö2, “….I feel bored with writing…”. As the students are afraid 

of making mistake, they feel scared (2) and in this regard Ö14 stated, “…when I cannot finish the 

activity, I think that I will be unsuccessful as I have made some mistakes…”. Moreover, a student 

feels unhappy as he/he does not like writing (1). 

Table 5. Frequency Distribution of the Activities That the Primary School Fourth Grade Students 

Would Like to Do Instead of the Activities They Are Doing 

Activity they would like to do f 

I do not want to do any other activity 12 

I would like to play  8 

I would like to paint  4 

Quiz 3 

Experiment 3 

Asking riddles  2 

Doing research  2 

Writing 1 

Group activities 1 

Manual activities 1 

Total  37 
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When the activities that the primary school fourth grade students would like to do most instead 

of the activities they are doing are examined in Table 5, it is seen that “they do not want to do any 

other activities (12)”, “they would like to play games (8)”, “they would like to paint (4)”, “they would 

like quizzes (3)”, “they would like to conduct experiments (3)”, “they would like to ask riddles (2)”, 

“they would like to do research (1)”, “they would like to write (1)”, “they would like to do group work  

(1)” and “they would like to do manual works (1)”. The main reason for the students’ not wanting to 

do any other activities is that they find the activities they do good (8). In this connection, some 

students expressed their opinions as follows; Ö12, “….I like these activities …”, Ö23 “….My teacher 

finds nice and enjoyable activities; therefore, I do not want any other…”. They would like to do game 

activities as they like games (4) and they are enjoyable (1). In this connection, Ö25 stated “….when it 

is game, it is full of fun and I learn better; therefore, I would like game activities…”. Students would 

like to do painting activities as they are enjoyable (1); they want more quizzes as they like them (2) 

and learn better with them (1). In relation to painting activities, Ö4 stated “….I have more fun when I 

do painting activities…”. The reasons stated by students for their preference for experiment activities 

are that their curiosity is aroused by these activities (1) and they learn new information (1); the reason 

for their liking riddle activities is that they like them (2). In addition, the reason for their preference for 

research activities is their learning new information (1) and the reason for their preference for manual 

activities is investing effort (1).  

Table 6. Frequency Distribution of the Activities Disliked By the Primary School Fourth Graders 

Activity disliked f 

Writing 15 

Painting 7 

There is no activity I dislike 6 

Problem solving 4 

Game 2 

Reading  1 

Singing activities 1 

Numerical activities 1 

Total  37 

As can be seen in Table 6, the activities disliked by the primary school fourth grade students 

are “writing (15)”, “painting (7)”, “problem solving (4)”, “game (2)”, “reading (1)”, “singing activities 

(1)” and “numerical activities (1)”. Moreover, six of the participants stated that there is no activity 

they do not like. In this connection, Ö9 stated “….I like the activities we do; it does not matter for me, 

I do all the activities ...”. It was found that students do not want to do writing activities, as they find 

them exhausting (9), boring (5) and difficult (1). As the reason for not writing activities, Ö22 stated 

“….I get tired as I constantly use my hand while writing; therefore, I do not want to do it…”. Some 

students do not like painting activities as they are bad at painting (2), as they are bad at drawing and 

colouring (1) and as they do not like painting (1). In this connection, Ö3 stated “….I do not enjoy 
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painting and colouring; I do not feel like doing it …”. Students stated that they do not like doing 

problem solving activities as they get bored (1), they are afraid of making mistake (1) and these 

activities are not enjoyable (1). Ö15 stated that following as the reason for not liking problem solving 

activities; “….I am afraid of making mistake; therefore, I avoid doing them…”. Students stated that 

they do not like game activities as they cause chaos in the class (1); reading activities as they are not 

enjoyable (1) and numerical activities as they are exhausting their cognitive capacity (1). 

Table 7. Frequency Distribution of the Persons with Whom the Primary School Fourth Grade Students 

Would Like To Do Activities 

With whom f 

Peer 30 

Individually  7 

Total  37 

 

As can be seen in Table 7, 30 of the primary school fourth grade students would like to do 

activities with their peers while 7 of them would like to do them individually. Students stated that they 

would like to do activities as they are introduced to different ideas (11), have more fun (6), support 

each other (6), get bored when alone (5) and feel concerned when alone (2). In this connection, some 

of the students expressed their opinions as follows; Ö18 “…I feel bored when I am alone and do not 

enjoy doing the activity but when I am with my friends, I also learn their opinions and thus, it becomes 

more enjoyable…”; Ö5 “….being with friends is more enjoyable …” and Ö11 “….I ask for my 

friends’ opinions; sharing ideas with them is better…”. On the other hand, some students stated that 

they would like to do activities individually as they can think more effectively (3), as they can 

concentrate better (2), as they obtain better outcomes (1) and as they can do as they wish (1). In this 

connection, some students expressed their opinions as follows Ö7, “….I like thinking on my own …” 

and Ö12, “….I can concentrate better when I am alone. When I am with my friends, I get 

distracted…”. 

Discussion, Conclusion and Recommendations  

As a result of the current study, it was concluded that the activity most liked by the primary 

school fourth graders is game-based activities. As known, game is not only enjoyable but also can 

have significant impact on learning (Seyrek and Sun, 1991, cited in Çağlak-Sarı, 2011) and as stated 

by Piaget and Vygotsky, it is an intense mental activity involving exploration, inquiry and trial 

(Piaget, 1992, cited in Çağlak-Sarı, 2011; Nicolopoulou, 1993). Therefore, structuring the learning 

process on the basis of games allows students to be subjected to interesting learning experience (Lester 

et al., 2014). Thus, it seems to be an expected result for the current study that the activities based on 

games were liked by the primary school students. Moreover, in the literature, there are many studies 

arguing that when game is used as an instructional method, it can support all the developmental areas 

of individuals and contribute to their learning  (Aksoy, Tozduman-Yaralı, 2017; Biriktir, 2008; 
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Coşkun, Akarsu and Kariper, 2012; Gözalan, 2013; Özaslan, 2006; Tural, 2005; Uğurel and Moralı, 

2008). Parallel to these findings in the literature, the students participating in the current study stated 

that they like games as they are enjoyable but also they can learn better and more easily with games. 

Similarly, Aslan-Akın and Atıcı (2015) investigated the effect of game-based learning environments 

on students’ achievement and opinions and found that the students think that game is an effective 

method facilitating their learning. It should not be forgotten that it is important for children to express 

their views about the game in their own words as it means collecting data from people directly 

experiencing the incidence about their experience.  

All the students participating in the current study stated that they do activities in their 

classrooms. However, out-of-class learning environments are important for active learning, learning 

by doing and learning by relating to real life (Saraç, 2017). Moreover, it should not be forgotten that 

out-of-class learning environments, especially natural environments, will make children more active 

and the movement will support learning in this context. In their study with preadolescents, Hillman et 

al. (2009) determined that 20-minute walks that children undergo prior to the learning activity make 

children more cognitively active and facilitate learning. Out-of-class natural learning environments 

positively affect all areas of development in children, but they also provide implicit learning 

opportunities (Louv, 2008/2010; Shamsuddin, Bahauddin and Aziz, 2012), and efforts should be made 

to do all the activities done in the classroom in out-of-class environments as well. In his study with 

Finnish students, Kangas (2010) took the opinions of children about the ideal school and learning 

environment, and according to the results of the study, the children defined the ideal school 

environment as open spaces where they can play more and have more fun. Parallel to these findings in 

the literature, the students stated that they would like to do activities in the garden as it would be more 

efficient to work in clean air and more enjoyable in the garden. 

In addition, it was found that the activities most frequently done by the primary school fourth 

grade students are reading, writing and problem solving. In the existing research, it has been reported 

that the lesson delivery method most preferred by teachers is lecturing (Akçay, Akçay and Kurt, 2016; 

Saracaloğlu and Altın, 2020; Ütkür, 2016). The activity types found to be most common ones in the 

current study seem to be in compliance with this preference of teachers. Moreover, in the current 

study, it was found that while the students were doing activities, the feeling most experienced by them 

was happiness and the reason for this was found to be curiosity. In addition, the large majority of the 

students stated that they would not like to do any activities other than the ones they were already 

doing. The majority of the students who would like to do other activities on the other hand stated that 

they would like to do game-based activities.  

As a result of the current study, it was concluded that the students most disliked the writing 

and painting activities. The act of writing, defined as a difficult and complex skill (Pytash and Li, 
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2014), is a manipulative motor skill in which small muscles are active, and visual perception is also 

active in the writing process (Clark, 2010; Seo, 2018). Given that children use fine motor skills less 

and rather than writing with a pencil they write more with keyboards as a result of technological 

developments, it seems to be understandable that the students stated writing and painting activities as 

the most disliked activities and this might be because their hand and finger muscles are not developed 

well, they can get tired easily. Moreover, six of the students participating in the current study stated 

that there was no activity they did not like. 

When the primary school fourth grade students’ opinions about with whom they would like to 

do activities were examined, it was found that 30 of them would like to do with their peers while 7 of 

them would like to do them individually. The reason why most of the students want to do the activities 

with their friends can be thought that they enjoy doing activities with their peers. Peer education is a 

student-centred approach that enables students to collaborate and perform activities related to classes 

(Deshpande and Ahmed, 2019). When the literature is reviewed, it is seen that peer support at different 

levels is effective in terms of attitude towards various classes, learning and academic achievement 

(Mazlum, 2015; Özcan, 2017; Töman, 2018; Töman and Yarımkaya, 2018; Yaşar, 2016; Yayla, 

2017). The students stated that they would like to do activities together with their peers as they could 

get to know different ideas, have more fun and support each other. Thus, it can be stated that it is 

important to prefer group activities while selecting activities to be carried out because students doing 

activities together can see different perspectives, have more fun and develop stronger solidarity.  

In line with these results, teachers can be suggested to include games and game-based 

activities more in the activities they will conduct in the class. Planning the activities to be carried out 

as out-of-class and even out-of-school activities will make students more active in the learning 

process. In addition, it is among the suggestions to minimize the negative perception of writing, which 

is one of the basic language skills, through game activities and the activities to be conducted outside 

the classroom. Future research can evaluate the activities specific to a course or a subject. Moreover, 

the opinions of students from different grade levels about activities can be investigated. 
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Abstract 

Language plays a critical role in an individual’s adapting to a community and developing a sense of 

friendship and belonging. In its absence, Humans suffer from a lack of trust in each other since they 

cannot speak in the same language. If they fail to communicate, this incapability leads to problems. 

Additionally, individual and common social communication can beperformed by language education, 

as well and language education is directly associated with the cultural transmission. Kyrgyzstan 

Turkey Manas University functions as an educational bridge between Turkey and Kyrgyzstan and 

offers education in Turkish (Turkey Turkish). Moreover, there are Turkey Turkish departments at 

Humanitarian Social Sciences University and Yusuf Balasagun Kyrgyz National University in 

Kyrgyzstan. The ongoing Language Reinforcement Project annually offers training to the students of 

these departments of the contracted organizations for six months. According to the scholars’ views 

how the Kyrgyz students who had the chance to come to Turkey via the Language Reinforcement 

Projectwere affected by the internship in general and how the components of this project will 

contribute to Turkish and Kyrgyz peopleare the research questions of the study.The sample of the 

research consists of ten volunteer scholars working at Yusuf Balasagun Kyrgyz National University in 

Kyrgyzstan in the Fall Term of the 2018-2019 Academic Year. Six female and four male scholars 

participated in the research. This study is a qualitative research study and the data collection tool of 

the study is the interview. According to the results of the study, the scholars expressed their 

satisfaction with the students’ internship or training in Turkey as well as the other advantages.   
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Introduction 

Alanguage which helps people communicate is the most basic means of communication. 

Individual and social communication among countries is also provided via languages which are 

commonly offered in education-related institutions. Language is an integral component of culture and 

language education offered in such institutions is directly intended for the cultural introduction and 

transfer. A society’s language and its members’ mental tendencies are tightly connected; if one 

acquires some information related to one of both, then he/she can pass sound judgements about the 

other because language and mental activities occur together and are constructed together.Societies’ 

characteristics can be observed in their languages, through which they are understood. Metaphorically 

speaking, a society’s language is its soul (Humboldt, 1836 cited in Selçuk, 2007). One can hardly 

think of two aspects as identical.  

Education means an investment made for mankind. As the relationship between language and 

education is discussed in consideration of the society, one should be able to question whether this 

investment yields love, respect, and friendship. Was the language education dealt with from a cultural 

perspective? Are members of a community respected by the nationals of a foreign country that have 

received education at a host university? What do people and scholars as providers of education think 

about this phenomenon?As they learna  foreign language, individuals meet a new culture and they 

come to recognize the similarities and differences between this new culture and their own and hone 

their linguistic skills to a certain level of comprehension (Çiftçi et al. 2013, as cited in Üçler 2018). In 

this sense the connection between language and culture proves to be more meaningful because all 

languages carry traces of the society and culture where we use them (Vardar, 2001, as cited in Şengül 

2009). Language serves as an indicator of lifestyle and way of thinking of that society. 

Humbolt, a prominent scholar known for the studies on language and cultures, describes the 

relationship between language and culture as follows: “Language is the external manifestation of the 

spirit of people; their language is their spirit and their spirit is their language” (Humbolt, 1836 cited in 

Selçuk 2007, p.37).Therefore,language along with culture governs the lifestyle of a society. Learning a 

language means getting to know that lifestyle and after a while adapting to it (Avcı and Küçük, 

2017a).  As Üçler (2018, p.732) reports, “a language can actually be learned by learning about the 

cultural background sustaining that culture because language constitutes the mental map of a society 

and this map is enriched by cultural codes”. 

On the one hand,culture is stable; on the other hand, it is a part of the change and thus,“it has a 

dynamic structure.  This dynamic structure introducesnew behaviors during the change.These 

thoughts, behaviors and beliefsoccurring thanks to the communication codes of its society are 

expressed through language. Culture brings new notions and vocabulary items inlanguage and 

language accommodates cultural properties and carries them overinto the coming centuries”(Erdem et 
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al., 2015, p. 9). Therefore, it is the typicalinteraction that language nourishes culture and culture 

nourishes language in return. 

Of all the components that constitute culture, language plays the most important role in 

shaping a culture. As language improves, culture gets enriched (Pehlivan, 2007, as cited in Kutlu, 

2014). Kramsch (1993) supports the idea that second or foreign language learners should also learn the 

target culture because language cannot be learned without a cultural framework.Moreover, according 

to Byram and Morgan (1994), culture education is an inseparable component of language education. 

Thus, students’ developing awareness of the differences between a target culture and their own culture 

is of great significance for their language education (İşcan and Yassıtaş, 2018). 

Currently, teaching Turkish as a foreign language is performedwiththe help of class 

materialsproduced without separating linguistic and cultural elements and created topresent them 

accurately and professionally. Furthermore, new materials are added constantly. 

 However, studies on this subject are not limited to only the production of classroom materials. 

The programs of teaching Turkish as a foreign language have been implemented in multiple ways and 

by the involvement of many branches.Language varies according to how and where it is used. For 

example, a large number of scientific terms are included in scientific texts, whereas in literary texts, in 

which the language involves feelings like excitement and fear, the language is different. In everyday 

speech we use a different vocabulary(Dağ Pestil & Özden, 2017). 

 According to the UNESCO data, the Turkish language is one of the first languages to have 

animmense historical background and richness and spread over a vast area. J. Deny(as cited in İlhan, 

2012, p.1519) emphasizes the richness of the Turkish language by saying,“[…]But it is not possible 

for any scholar committee  to construct the innate language feeling rulesthat are acquired by the 

human intelligence left all alonein the middle of the steppes in Turkistan”. 

The number of studies on teaching Turkish as a foreign language has been increasing in 

different dimensions. In Turkey and, especially in the last years, in the world, official and individual 

quantitative and qualitative studies on teaching Turkish as a foreign language have increased in 

number. The efforts,which were first made in the 11
th
century to produce works in this field, continued 

with master’s and PhD programs in order to train people who are actively teachingto teach Turkish as 

a foreign language. In addition, the effortsin this field have also been handled by the government, and 

then Yunus Emre Institute has undertaken the role to teach Turkish in different parts of the world by 

opening offices in different countries. Yunus Emre Institute - which started offering services in 2009 - 

along with Inter-ministerial Common Culture Commission - which hadlaunched its services earlier – 

carries out studies for the same purpose. Domestically the TÖMER- the Turkish Education Center-, 

which is affiliated withthe national universities with foreign students offer Turkish-oriented 

educational services (DağPestil&Özden,2017). 
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Now, in order to learn a language in the easiest and most effective way, one has to live in the 

relevant country and experience its culture. However, the number of people that enjoy such an 

opportunity few if any. Therefore, this means investing years of efforts inlearning a language whose 

native speakers you have never seen and with whose native speakers you have not had a conversation 

(Saraç, 2018). However, one of the most efficient and easiest ways to learn a language is to learn it in 

its country. In the presentcentury of an advanced international and intercultural communication, 

studies that focus on language learning in the relevant country have extended its reach out of 

classroomsand multifunctional and comprehensive projects have started to be produced. For example, 

with the Big Student Project, which was put into action in 1992 andwhich aims to teach Turkey 

Turkish and to introduce the Turkish culture. Accordingly, the importance given to the Turkish 

language has increased (Kutlu,2014).  In relation to these studies, it is promising that new projects 

have been conducted. 

An example of these projects was conducted in 2018 in the field of teaching Turkish as a 

foreign language. The project was titledLanguage Reinforcement Programof Teaching Turkish as a 

Foreign Language. Kyrgyzstan and Turkey partnered to conducta two-year sociolinguistic study. This 

article, whichincorporates only a small portion of the study, informs the readers of the thoughts and 

reflections of Kyrgyz scholars on students who have visited Turkey to serve their internshipswithin the 

frameworkof the project. In a new communicational setting, wefirstly form hypotheses, then we make 

plans, and finally we put them into practice. 

It is clear that the problems that occur and the solution thereto mostly come from our cultural 

adaptations.  In this aspect, language is a guide which we consult in relation tolearning cultural facts. 

In Turkey, sociologists do not think of language as one of the basic fields of interest.  However, 

language is the most important factor that determines how we look at a society and handle problems in 

it.  

People lead their lives under the control of language which occurs in the communication 

environment of the society that they belong to. The gravest mistake is people’s thinking that a 

language is just an ordinary tool of thinking andsatisfying communicational needs. As a matter of fact, 

language itself regulates people’s lives and is an integral part of the real world. What is certain is that 

“the real world” is based mostly on subconscious language habits. 

Method 

The present research is a case study and relies on a qualitative methodology. The participants 

were interviewed to collect data. Quantitative studies reach many people, butthey remain partial in 

gathering data on the views of people. Interviews help researchers obtaindetailed data on observations 

and thoughts of people concerning specific subject matters. In qualitative interviews, the participants 

directly reveal their views and express themselves better. Theyoffertheir knowledge, observation, and 
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experiences about a subject in detail and thus provide a rich corpus of data for researchers (Patton, 

2014). 

Data Collection Tools 

The data collection tool of the study isa qualitative interview. Interviews are one of the most 

preferred data collection tools in qualitative research.  In interviews, individualsfeel free to express 

themselves (Yıldırım & Şimşek, 2011 p.127).According to the scholars’ views how the Kyrgyz 

students who had the chance to come to Turkey via the Language Reinforcement Projectwere affected 

by the internship in general and how the components of this project will contribute to Turkish and 

Kyrgyz people are the research questions of the study. At the beginning of the research, an interview 

form was produced by the researchers. The questions below were asked to the participants.  

Can you give information about the joint studies that Yusuf Balasagun Kyrgyz National 

University and some other universities (Manas, BGU) conduct with Turkey? 

1. How would you interpret your students’ views on Turkey? 

2.  What are the gains that your students have made fromtheir visits to Turkey? 

3. From a sociolinguistic perspective,how do you think your students’ learning Turkish 

affects both societies? 

4. With which skillshave you observed your students had the most severe difficulties as they 

learned Turkish? 

5.  How does your students’travelling to Turkey and working there affect your 

students’attitudes? 

6.  What are the positive and negative changes in your students who have been to Turkey? 

7. Turkish and Kyrgyz languages are cognately related andshare cultural similarities.Could 

you explain the cultural and social relations between Turkey and Kyrgyzstan? 

8. How does the relations between Kyrgyzstan and Turkey throughout the history of both 

countriesaffect the peoples of these two societies? 

9.  If you were to explain education with a metaphor/similepertaining toyour students’visits 

to Turkey, which onewould you use? For example, similar to sugar put on drugs, 

education is the fog lamp on a foggy day, education is like a traffic sign, one language 

one person, knowing a language is like a magical universe. 

10.  Is there anything else you would like to add?  

Validity and Reliability 

In this study several aspects were given importance to improve validity and reliability: (1) 

Every processof the research was explained in detail (2) In the findings section, firstly the topics were 

identified. Later the scholars’ views were providedunchanged.  (3) Expertswere asked to express their 
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opinions on the data collection tools used in this study. Based on theiropinions, the necessary changes 

were made in the tools. (4) During the data analyses, themes and codes were jointly created by the 

researchers and the experts. The themes andcodescreated as such were then compared. (5)  The themes 

were sent to two objective participants. The themes wererevisedif there were deficiencies and 

mistakes. (6)  The data and the data collection tools were kept secret. At the beginning of the study, 

the researchers introduced themselves to the participants. The identities of the participants were kept 

secret. They were informed that the information they provided would only be used for scientific 

purposes. 

Reliability=Consensus/(Consensus Divergence)= 99/ (99+13)=0.88.The reliability of the 

survey was calculated to be0.88. According to Miles and Huberman (1994, as cited inCreswell, 

2013),the reliability coefficient of coding should be at least 0.80 in order for a study to be reliable. 

Study Group 

Table1 shows thatthe sample consists of 10 volunteering scholars, i.e. sixfemalesand four 

males, which. All the participants were studyingat Yusuf Balasagun Kyrgyz National University. The 

participants’ages range between 35 and50 years.  

Table 1. Personal Facts 

Gender Participant’s Age Participant’s University 

1E  50-55 Yusuf Balasagun Kyrgyz National University 

2E 45-50 Yusuf Balasagun Kyrgyz National University 

3K 35-40 Yusuf Balasagun Kyrgyz National University 

4K 35-40 Yusuf Balasagun Kyrgyz National University 

5K 40-45 Yusuf Balasagun Kyrgyz National University 

6E 35-40 Yusuf Balasagun Kyrgyz National University 

7K 35-40 Yusuf Balasagun Kyrgyz National University 

8E 35-40 Yusuf Balasagun Kyrgyz National University 

9K 50-55 Yusuf Balasagun Kyrgyz National University 

10K 40-45 Yusuf Balasagun Kyrgyz National University 

 

Gathering Data 

The available literature was reviewed to determine the interview questions.Experts were asked 

to revise the questions to refine the questions. A total of tenscholars were contacted by email. Six were 

female and four were male. A great many scholars that work at the university were contacted, but only 

the volunteers participated in this study. The identifying facts of the participants were not provided in 

the research. 
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Data Analysis 

For this research, content analysis,a part of qualitative data analysis, wasemployed.  In content 

analysis, firstly data are obtained. Similar data were conglomeratedto form the themes. The researcher 

organized these themes. Finally, the identified themes were analyzed. When the data wereanalyzed in 

qualitative research, the stepsare as follows: 1- The data are coded. 2- The themes were formed. 3- 

The codes and themes were organized. 4- The findings were described.  5- The findings were 

interpreted (Yıldırım&Şimşek, 2011). 

Findings and Discussion 

Table 2. Joint Work 

Participant Institutions 

Collaboration with TÖMER  

Gender  

1E 

Doing Internships (Kastamonu, Hitit University) 1E,6E 

Meetings 2E 

Concerts 2E 

Support of Turkish scientists (Aziz Sancar, etc.) 2E, 7K 

Joint activities 3K 

Turkish courses  4K 

Conferences 6E 

Seminars 6E 

Mevlana Program 7K, 8E 

Master of Arts 8E 

Turkish council (Kyrgyz National University, Manas University, BGU University)  

Turkish Language Center (Yusuf BalasagunKyrgyz National University 

9K 

10K 

 

Most of the participants gave positive answers to the question ifthe universities in Kyrgyzstan 

and Turkey conduct studiesin which they collaborate. The universities of these two countries jointly 

conducted many different activities. Turkey also provided support forKyrgyzstan in scientific issues. 

The participants stated that there was a Turkish language department at Yusuf Balasagun Kyrgyz 

National University and Turkish lessons wereoffered there since 2004. The students of Yusuf 

Balasagun Kyrgyz National University can serve their internshipsat Manas University.  Aziz Sancar 

too supported Yusuf Balasagun Kyrgyz National University in Kyrgyzstan. Moreover, with the 

Mevlana Program students can visit Turkey, which has enhanced the relationship between these two 

countries. Besides, Yusuf Balasagun Kyrgyz National University, Manas University, BGU University 

formed the Turkish Council. Thanks to the held meetings, the friendly relationship between these two 

countries were strengthened. It was provided that they got to know each other’s traditions. 

“At Yusuf Balasagun Kyrgyz National University, there is a Turkish language department in 

the department of foreign languages. Turkish has been taught there since 2004 and it has been 

training linguists. This department is in a close relationship with Manas University, Anatolian 

high schools, and TÖMER. They complete their teaching internships there. There are also 



Educational Policy Analysis and Strategic Research, V 15, N 2, 2020 

© 2020 INASED 

 

 

393 

students who go to Turkey for internships. For example, 12 students went to Kastamonu Hitit 

University and received a one-year education there.(1E) 

“There are many collaborations between Yusuf Balasagun Kyrgyz National University and 

Turkey. For instance, 

1.  I can talk about the help of Aziz Sancar. 

2.  I cansay how great the Mevlana Program is.”(7K) 

“As far as we know there is a Mevlana Program with Turkey.With the Mevlana Program, we 

can both have an MA in 7 or 8 universities in Turkey or get a one-month education in Turkey 

in winter.”(8E) 

“In 2016, 2017, and 2018 with an activity called ‘Turkish Council’ we collaborated with 

Kyrgyz National University and BGU University. People from Turkey, Turkistan, and 

Kyrgyzstan too joined this council. In 2016 people from three countries came to Kyrgyzstan 

and there was a big meeting. A three-day meeting with the guests was arranged by Manas 

University.  The aim of this meeting was to form the unity and friendship of these countries 

and to introduce their respective traditions to each other. TheTurkish Council still works 

actively at the present time.”(9K) 

Table 3. Students’ Views on Turkey 

Opinions 

Satisfied 

Gender 

1E,2E,3K,4K,5K,6E,7K,8E 

Positive thoughts 2E,6E,7K 

They want to receiveeducation in Turkey 2E,4K 

They want to work in Turkey 1E,2E,5K,7K,8E 

They are interested in Turkey 2E 

They like the education system in Turkey 4K 

They want to have an internship in Turkey 1E 

Hope to go to Turkey 9K 

All students have different thoughts 10K 

A nice, touristic country 10K 

 

The participants answered the question “How would you interpret the views of your students 

towards Turkey” by saying that they would prefer to go to Turkey for different reasons. The main 

reasons are for education, work, internships, and for touristic purposes. For students, going to Turkey 

is their biggest dream and ambition. Generally, the students who were interviewed said that they were 

satisfied with their visits to Turkey. One participant remarked that everyone may have different views 

on Turkey. Turkey attracts the attention of Kyrgyzstudents. They like to come to Turkey because they 

like Turkey culturally, they are satisfied with the education system, and they want to work in Turkey. 
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“The students to visit Turkey are always satisfied and happy. They learn Turkish willingly. 

Students go to Turkey both to have an internship and to work and they are happy when they 

return.”(1E) 

“I can say that students’ views on Turkey is very positive because they work in Turkey during 

their summer break and come back. The ones who cannot go want to go and think about going 

to Turkey.” (7K) 

“They have very positive views. For example, Turkey was my aim. In order to achieve our 

goal with my classmates, we went to Turkey and they greeted us very well. Turkey is a 

developing country and they are a nation that likes science and books.” (9K) 

 “All the students have different views on Turkey, in my opinion it is a tourist area.”(10K) 

Table 4. Students’ Gains from Visiting Turkey Programs 

Gains 

It enables one to like Turkish 

Gender 

1E 

It enables one to know Turkish people closely 1E,10K 

It gives the chance to see the things available in books  1E 

It gives the chance to compare and know cultures 1E,3K,5K,7K,9K 

It forms a bridge between the two countries 1E,7K 

It enables one to learn the Turkish language well 2E,3K,10K 

It enables one to see new places 3K,6E 

It increases interest in Turkey and Turkish 4K 

It brings in new aims 5K,9K 

It broadens horizons 5K, 6E,7K,9K,10K 

It enables one to work and earn money 

It enables one to get education 

6E 

6E 

 

It isclear in Table 4 that the travel programs to Turkey mainly gives students the chance to 

compare cultures and broaden their horizons. Moreover, activities like these allow students to receive 

education and to work in Turkey.  Besides, it increases Kyrgyz students’ interests in Turkey and 

Turkish. It allowsthem to learn the Turkish language well. It provides them to know their Turkish 

friends well and help them know the two cultures by comparing them. Students have the chance to see 

closely what they have read about in books. The travel programis like a bridge between these two 

countries. 

“This kind of programs make our students like Turkish better and help them know their 

friends closely, see places that they have read about in books, and compare the cultures. It 

allows them to have a strong bridge between these two countries.”(1E) 

“This kind of visit programs to Turkey help students gain new aims, broaden their horizons, 

and know a new culture.” (5K) 

“This kind of programs are beneficial for students because they not only work and earn 

money, but also they get education and travel. They achieve good things for themselves.”(6E) 
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“This kind of visit programs change students’ views on the world and they have a big 

contribution to knowing the cultures of Turkish people. It makes the relationship between the 

two countries beautiful.”(7K) 

“Students gain new information andmake new friends. Their Turkish improves. They get to 

know Turkey and their Turkish friends better.”(10K) 

Table 5. Sociolinguistic Effects of Learning Turkish on Students 

Sociolinguistic Effects 

They observe the country 

Gender 

1E,7K 

They bring the positive qualities to their country 1E,5K,10K 

They introduce their country to other countries 1E 

A thorough investigation of both societies 1E,10K 

Friendship and peace 2E,5K,7K,9K,10K 

Education 3K 

Economic stability 3K 

Learning a new language 

Making Turkish friends 

4K,6E,9K 

9K 

 

When the participants were asked on what topics would benefit students learning Turkish, the 

majority of the participants said that they think that the friendship between the two countries would 

improve. They may broaden their horizons by learning a new language. The majority of the 

participants think that they can bring the positive qualities in Turkey to their countries. Additionally, 

learning Turkish can help the two societies know each other in many ways. 

“When we look at it from a sociolinguistic perspective, learning Turkish may affect both 

countries in terms of friendship and peace.” (2E) 

“Learning Turkish affects both countries in terms of a good relationship, a steady friendship 

and new opportunities.”(5K) 

“I know that knowing Turkish is good for finding Turkish friends, speaking Turkish and 

creating a person out ofyourself is beneficial for both countries.”(9K) 

“A student knowing Turkish and Kyrgyz may form a strong bridge between these two 

countries and in every aspect.  The student may learn the culture and traditions ofthese two 

societies. Theyacquire new information and teach it to their people.”(10K) 

Table 6.Difficulties of Learning Turkish 

Difficulties 

Lack of literary books  

Gender 

1E,10K 

Lack of linguistic books 1E,10K 

Grammar 2E,3K 

Morphology 5K 

Syntax 5K,7K 

Past tense, indirect speech 9K 

No problem 4K 
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When the participants were asked what kind of difficulties their students faced as theylearned 

Turkish, they said that the most serious problem was the lack of books.  Moreover, students 

encountered problems with grammar subjects.Especially syntax, morphology, past tense, and indirect 

speech are thesubjects they had difficulty with.  

“Students mostly have problems because of the lack of literary books. Besides, because there 

are very few linguistic books, students cannot own a book of their own.  Only teachers have 

linguistic books.”(1E) 

“I think grammar.”(2E) 

“There isn’t a major subject or problem our students have faced.  Our students can learn 

everything easily because they are very hard-working.”(4K) 

“When learning Turkish, the students had difficulty with the syntactical and morphological 

subjects.”(5K) 

“Some words in Kyrgyz and Turkish show that they come from one language. However, the 

syntactical subjects are a little bit difficult.”(7K) 

“I think that past tense, indirect speech may be difficult for the students who are new to the 

language.”(9K) 

Table 7. Effects of Learning Turkish on Students 

Effects 

Practicing speaking 

Gender 

1E,2E,4K,5K,8E 

Making observations 1E,7K, 

Positive effects 1E,2E,3K,5K,6E,9K,10K 

Knowing the culture 4K,7K 

Developing world culture 7K, 8E 

Gaining Experience 8E 

Giving support 9K 

Loving Turkey 10K 

 

What asked how students are affected by their visit to and working in Turkey, the majority 

responded that they were affected positively. Furthermore, one of the most important benefits is 

practicing Turkish by speaking it. In this way, they started to speak Turkish better and accurately. 

They hadthe chance to experience the Turkish culture closely.  As they live in a different country, their 

world view develops. They gain experience. Turkish people support the Kyrgyz people. After Kyrgyz 

students had a chance to work in Turkey, they began to like Turkey much more. 

“I think it affects positively because when you practice everything gets deeper. They see much 

closely that Turkey is a developed country.  They even want to live there if there’s a 

chance.”(1E) 
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“I think that visiting Turkey and working there affected them positively and it had lots of help 

in practicing the language.”(2E) 

“Activities like these are very good for students. This is both practice for them and they learn 

the Turkish culture better[sic].”(4K) 

“They gaina lot of information about Turkey. They change their views on the world.”(7K) 

“The change in their world view. They make bigger plans toward the future. They gain 

experience. They improve their language more.”(8E) 

Table 8. Transformation ofStudents Who Lived in Turkey 

Ss. Affected by 

Rich history 

Gender 

1E, 6E, 7K 

No bribing 1E 

Respect for labor 1E 

Appreciation for Turkey 2E, 3K 

Gaining positive qualities 3K, 4K 

Decrease in the desire to read 5K, 8E 

Improvement in the Turkish language 5K, 10K 

Improvement in one’s view of life 5K, 8E, 9K 

Negative qualities 6E 

Helpfulness of Turkey 7K 

Increase in the knowledge about Turkey 8E 

Deterioration in speech 8E 

Learning hospitality in Turkey 9K 

Being cheerful 9K 

Snobbish people 9K 

Self-confidence 9K 

 

Some positive and negative changes in the students who visited and lived in Turkey have been 

observed. Table 8 shows in what ways these changes were observed by the scholars. According to the 

table, the majority of students were affected by the rich history of Turkey. Students liked the natural 

beauties and rich history of Turkey. It was observedthat theirview of life improved.  Their self-

confidence increased. Their Turkish improved, but it wasalso observed that some students started 

using their native language in an informal way. Besides, after they started working in Turkey, their 

interest in reading decreased. They think that some people are far more snobbish. Generally speaking, 

the students’ working in Turkey contributed to their development personally. 

“For me, Turkey is a place where I have a lot of close friends and siblings. I like how Turkey 

works in a system. It is rich in history and I believe it will develop more because there is no 

bribing in Turkey. You earn as much as you work. They do not abuse you, they respect labor, 

so one wants to work more and more. They enjoy working. For now, there is nothing 

negative.”(1E) 
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“In our students we always observe positive changes. For this reason, we thank people who 

prepared this program by giving them the chance to learn Turkish.”(4K) 

“Positive changes. They started speaking Turkish better. Their views on life changed. The 

negative effect is that they wanted to read less after they came from Turkey.”(5K) 

“What is positive is that they gain more information about Turkey. What is negative is that 

they speak slang and they do not take their lessons seriously.”(8E) 

“When we take on the positive side, they are hospitable, you learn to be cheerful. The negative 

side is that snobbish people are more. Students learn to stand up for themselves and to be self-

confident.”(9K) 

“Positive changes. Their speaking Turkish gets better, I cannot see negative aspects for now. 

Everything is OK.”(10K) 

Table 9. Relationship between Turkey and Kyrgyzstan 

Relationship Features 

Having good relationships 

Gender 

1E, 2E, 6E, 8E, 10K 

Comparative thesis 1E 

Unity in language 1E 

Cultural similarities 1E, 3K, 4K, 5K, 6E, 9K 

New activities 5K 

Hospitability 7K 

Optimism 7K 

Turkish Universities in Kyrgyzstan 9K 

Mutual respect of two countries 9K 

More development needed 10K 

 

The ancestral and cultural similarities are some of the factors that unite these two countries. 

The majority of the scholars, who were asked to reply, “How are the cultural and social relationships 

between Turkey and Kyrgyzstan?”, stated that the relationships between these two countries are well. 

Further, it is thought that both countries have cultural similarities. They are cognately and culturally 

similar. To exemplify, celebrating holidays, being positive, and hospitability are mutual cultural 

aspects. All of these allowboth cultures to get closer. Opening Turkish universities in Kyrgyzstan, 

doing a comparative thesis at universities, arranging meetings for new activities over the last years are 

positive developments for both countries. The scholars’ responses are as follows: 

“Yes, Kyrgyz and Turkish societies descended from one root. Their similarities are more than 

their differences. There are slight differences because they were long time agoseparated from 

each other, but if we look at the roots, they are the same. In the last years, the relationships 

have been getting better. There is an improvement in every aspect.For example, good theses 

are being written, comparative theses.”(1E) 
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“The social and cultural relationships between Kyrgyzstan and Turkey are very good. As the 

history of both cultures are the same, there are significant similarities in  cultures, and 

this increases Kyrgyz students’ interest in learning the Turkish language.”(4K) 

“The social and cultural relationship between Kyrgyzstan and Turkey is developing. Thus, 

there should be new programs and more activities should be produced to improve the 

relationship between the two sides.” (5K) 

“It is clear for everyone that Kyrgyzstan and Turkey are sibling countries from the past. And 

they have been preserving the cultural and social relationship from the past to present.In 

other words, they have a good relationship.”(6E) 

“Both Kyrgyz and Turkish people are hospitable, optimistic people.”(7K) 

“Nowadays the social and cultural relationship between Kyrgyzstan and Turkey is very good. 

Opening Turkish universities in Kyrgyzstan, celebrating holidays, the respect of both 

countries for each other is very pleasing. “(9K) 

“Recently it is good, but it should be further developed.” (10K) 

Table 10. Historical Relationships between Kyrgyzstan and Turkey 

Relationship in History 

Negative events in Kyrgyzstan 

Gender 

1E 

Positive effect 4K, 5K, 6E, 7K 

No effect 2E, 9K 

Effects 10K 

Normal effects 3K 

Negative situations 8E 

 

In Table 10, the comments of the scholars on “How does the relationship between countries 

over the histories of these two nationsaffect their people are as follows: Some scholars think that the 

bad events having taken place in Kyrgyzstan will not affect Turkey negatively. Most of the scholars 

think that the historical events positively affect the relationship between the two countries. Some 

scholars think that the events having taken place does not affect the relationship between the two 

countries. There are also some scholars who think that the historical events strengthened the bonds 

between the two countries. 

“The negative events having taken place in Kyrgyzstan throughout its history do not affect 

Turkey negatively. The events having occurred in Kyrgyzstan concern only Kyrgyzstan.Other 

countries may refrain from getting involved inKyrgyzstan internal affairsoutof fear, but in the 

end, everything works out well.” (1E) 

“No, there is nothing like that nowadays.” (2E) 
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“I must say that it affects very positively because this situation further strengthens the bonds 

between the two countries.” (4K) 

“It affects very well, very positively. Both sides treat each other with respect. They see each 

other as brothers and sisters.” (5K) 

“(No) I think that the relationships over their historieshave affected both sides positively.” 

(6E) 

“Actually, the ancestors of Kyrgyzstan and Turkey are one. These two countries lead a life as 

brothers and sisters.” (7K) 

“It is not historical, but in fact they beat a Turkish citizen in Kyrgyzstan, I mean bad people. 

And in Turkey, they beat an innocent Kyrgyz.” (8E) 

“The bad or good events in a country do not affect other countries in a bad or good way.” 

(9K) 

Table 11. Metaphors of Kyrgyz Students on Their Education in Turkey 

Metaphors 

A full pool (clean and transparent) 

Gender 

1E 

Clear water 1E 

Science aluuiynemenenkudukkazgandai 

(Getting education/knowledge is like digging the land by a needle) 

2E 

Light 3K, 4K 

Tree 4K 

Traffic light 5K 

Ocean 6E 

A blind man regaining his sight 7K 

Transforming pessimism to optimism 8E 

Having the qualities of a human being 9K 

Living well 10K 

Understanding the importance of life 10K 

 

In Table11, the scholars were asked to metaphorizethe education Kyrgyz students received in 

Turkey. The scholars’ perception about the education Kyrgyz students got in Turkey is positive as 

evidenced by the metaphors. They used the figurative expressions “full”, “clean”, “transparent”, 

“pool”, “clear water”, “light”, “tree”, “traffic light”to refer to the education they got in Turkey. In 

addition, ocean, a blind man regaining his sight, and transforming pessimism to optimism are other 

figurative expressions. Somescholars think that education provides people with human qualities. A 

scholar explained this with a Kyrgyz expression: “Bilimaluuiynemenenkudukkazgandai”,which 

translates into Turkish as “Getting education/knowledge is like digging the land by a needle”. 

According to the scholars, education is essentialto living well and knowing the importance of living. 

“A student who goes to Turkey to get education is like a full pool. A clear, transparent pool or 

like clear water.”(1E) 
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“We have a good proverb (idiom)Bilimaluuiynemenenkudukkazgandai. I was going to use this 

idiom.”(2E) 

“Information is light.”(3K) 

“I would say: Read friends!Education is like a tree. The more you water it, the faster it’ll    

grow.  The more books you read, the more you will learn. Don’t forget education is 

light.”(4K) 

“Education is like a traffic light.  I would say that an educated person would be afraid of 

nothing.”(5E) 

“Education is an ocean.”(6E) 

 “An educated person is a blind person seeing again.”(7K) 

“Education transforms this pessimism to optimism.”(8E) 

 “A person who gets education learns to get the qualities of a person.”(9K) 

“Education is living well, learning the importance of living.”(10K) 

Table 12. Feelings, Thoughts, and Suggestions 

Thoughts, Suggestions etc. 

Opportunities to go to Turkey 

Gender 

1E 

PhD 1E 

Learning Turkish 4K 

Learning the Kyrgyz language 6E 

The increase in universities 6E 

Education possibilities between countries 7K 

Universities that have partnerships with Turkey 8E, 10K 

Exchange programs 9K, 10K 

 

When thescholars were asked if they had something to add, some said that they did not want 

to add anything. The scholars who wanted to share their feelings and thoughts put forward these 

suggestions: Facilitating travels to Turkey for all the students who want to see Turkey may increase 

their chances to go to Turkey.  It is expected that the chances for Kyrgyz students who want to pursue 

their PhD in Turkey willbe increased.  Turkish people should try to learn the Kyrgyz language and 

Kyrgyz people should improve their Turkish. This will help reinforce the relationship between these 

two countries. It is hoped that the number of departments where Kyrgyz people can receivean 

education will be increased. If the number of exchange programs is increased in both countries, 

students are more likely to get education by benefiting from the exchange programs. In Kyrgyzstan, if 

they open more universities partnering with Turkey and similarly if in Turkey with Kyrgyz partners 

are, it will enable both countries to know each other closely. 
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“Increasing the number of people who want to go to Turkey. Providing students with 

opportunities to go for a PhD program. For example, I would love to earn a PhD degree there 

if I had a chance.(1E) 

“Learn Turkish, put an effort, improve your Turkish.”(4K) 

“The thing that I want to add is that in Turkey and Kyrgyzstan, there should be more 

universities for education and for Turkish people to learn the Kyrgyz language.”(6E) 

“To make it easier for students to get education in these two countries.”(7K) 

 “To establish good relationships with universities in Turkey, open more programs because 

most students cannot be accepted.”(8E) 

 “To increase the number of teacher and student exchange programs, to widen the field of 

education.”(10K) 

Conclusion and Discussion 

How can we make realistic assessments when we look at any part of the Turkistan geography, 

which is a source of our being, through the perspective of a guest? Realistic and helpful assessments 

about the countries and people in Turkistan as “One folk Seven states” would help reduce 

misunderstandings. Assessing Turkey and Turkistan based on language and culture from this 

viewpoint would prove fruitful. “Language” is above all because Turkish is a way of life.  We extend 

the content of this statement as “language is a way of life”. A Turkish proverb would be a sound 

foundation for a better discussion: “People communicate by talking, animals by smelling.” As people 

who speak the same language have strong affective ties, it is difficult for evil-minded people to sow 

discord among them.  Is the effect of the deterioration and corruption in the language in Turkey not a 

considerable factor? In fact, it is. Where have the conflicts over language, ethnicity, etc.dragged the 

country? It is possible to observe this phenomenon in every walk of a society. 

Language in the most basic sense is a means of communication. In communication the aim is 

to convey the thoughts, feelings, and concepts that are formed in a person and achieve the result. The 

concepts are formed firstly in minds and then formed in molds to be transferred to the other side, the 

real world. Theconceptualization, molding, and transferring as suchmanifest themselves in syntactical 

elements that characterize the Turkish language. This system defines the lifestyle. In this way, 

language is a transformed phenomenon that discriminates cultural communities from one another. 

Culture is not only a style of life and thinkingof a single community but varies from community to 

community and refers topeople’s method of general adaptation to a social environment. In this sense, 

it can be expressed that culture is the mirror of a language, a reflection. 
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Our conscious communicative skillsthat incorporate the privileged properties of colloquial 

language is the first step, base, and mediator for a conscious interaction that is essential for a social 

life.Thinking about specific thingsfacilitates talking about and discussions over them. The structure of 

language brings about certain choices and tendencies without being decisive in thoughts and 

behaviors. The way that Kyrgyz students learning Turkish by visiting Turkey and communicating with 

the native speakers of the target language is one of the best examples for this. Additionally, students 

express that they started to speak Turkish better by visiting Turkey. 

There is a close relationship between the languages of people and their worldview. A 

language’s rules are not the only things that separate a language from the other.  Language bestows a 

society a different way of thinking, behavior, and living. This is why and howa society’s view of the 

world and the value they give to people show differences.  Relatedly, the thoughts of societies and 

people, the balance they form between matter and person, the behavioral preferences 

manifestthemselves through the languages they use. The relationship between Kyrgyzstan and Turkey 

enhanced by the Language Reinforcement Program. Kyrgyz students got the chance for a closer 

discovery of Turkey. Kyrgyz and Turkish Scholars collaborated.  

The stronger relationship among the Turkish republics fosters the collaborations with Turkey, 

too. Accordingly, by the inner and outer forces that know the importance of language and people, 

there have been multidimensional problems that are too many to even classify.  When we discuss the 

subject in consideration of the relationship between language and alphabet, it is possible to see how 

much they historically affect culture and lifestyle. The Bengutas alphabet, which is the beginning of 

written Turkish and our first national alphabet used by The Yenisei Kyrgyz and The Gokturks, are the 

alphabets estimated to go back a thousand years before Christ. The scholars who put forward the idea 

that the Bengutas alphabet is the national alphabet of Turkicpeople state that these letters were derived 

from Turkish stamps, pictures, and shapes (Ergin, 2006). 

Now, the richness of Turkishculture preserves itself. There arecommon characteristics 

between the wedding ceremonies in Kyrgyzstan and Turkey likely the traditions in birth celebrations. 

In both cultures receiving one’s blessings in case of death is common, too, as in the belief of evil eye 

of the people. As many features like these indicates the common root of Kyrgyzstan and Turkey even 

though these two people located in different lands apart from each other (Çeltikci& Kayhan 2016 

p.77,78). 

According to the scholars’ views, the Kyrgyz students who had the chance to come to Turkey 

via the language reinforcement program were affected positively by the internships. Ifit got easier to 

travel to Turkey, more students would like to visit Turkey. It is considered that this internship program 

will contribute positively to Turkish and Kyrgyz people who believe that they descend from the same 

ancestral root. It is understood that this program is necessary but does not suffice on its own. As a 
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result of the present research, the recommendations below should be practiced for a better 

implementation of the program: 

1. All sorts of education given abroad should be dealt with from a socio-psychological 

viewpoint. 

2.  As in all fields, humansas the basic determiners of an educational setting should be 

competent experts who are specialized in their fields. 

3.  The staff that will teach abroad should be recruited from a pool of faculty members who 

are highly representative. 

4.  Faculty members should be people who live by and practice the values that they believe 

in. 

5. The people who have ideas, plans, and foresight in the long and short terms about their 

country may be hired as faculty members to teach abroad. 

6. Most importantly the staff to educate people abroad should love the Republic of Turkey, 

the Turkish language and culture, and especially the Turkish people. In this perspective, 

all of these should be performed in interdisciplinary studies. 
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