
Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

1 

  

Volume 15 Issue 3 September, 2020 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

2 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

Volume 15 Issue 3 September, 2020 
 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

A Journal Sponsored by International Association of Educators (INASED)  



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

3 

EDUCATIONAL POLICY ANALYSIS AND STRATEGIC RESEARCH 

 

Indexing/Abstracting:  

 

1- ERIC: http://www.eric.ed.gov/  

2- ERIH PLUS: https://dbh.nsd.uib.no/publiseringskanaler/erihplus/ 

3- EBSCO Publication: http://www.ebsco.com  

4- Directory of Open Access Journals: (DOAJ): http://www.doaj.org/home  

5- Cabell's Directory of Publishing: http://www.cabells.com  

6- OCLC-WorldCat: http://www.oclc.org/worldcat/default.htm  

 

2020 Subscription Rates  

 

• $35 Association Member USA (Canada: $40; Rest of World: $50)  

• $45 Individual USA (Canada: $50; Rest of World: $55)  

• $35 Student USA (Canada: $40; Rest of World: $50)  

• $140 Library/Institution USA (Canada: $160; Rest of World: $160)  

 

Single Issues and Back Issues: $25 USA (Canada: $35; Rest of World: $35)  

 

If you wish to subscribe for the printed edition of EPASR, please send the subscription fee as check or 

money order (payable to International Association of Educators) to the following address:  

 

International Association of Educators  

c/o: Dr. Alex Jean-Charles  

Hill Hall 205 D  

901 South National Avenue  

Springfield, MO 65897 / USA  

 

Print copies of past issues are also available for purchased by contacting the Customer Service 

department secretary@inased.org 

  



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

4 

EDUCATIONAL POLICY ANALYSIS AND STRATEGIC RESEARCH 

 

Editor 

Mustafa Yunus Eryaman Canakkale Onsekiz Mart University, Turkey 

 

Managing Editors 

Yahya Han Erbaş 

Osman Çekiç 

Canakkale Onsekiz Mart University, Turkey 

Canakkale Onsekiz Mart University, Turkey 

Nihat Gürel Kahveci Istanbul University, Turkey 

 

Assistant Editor 

Mustafa Koc Suleyman Demirel University, Turkey 

Ulas Yabanova Dumlupınar University, Turkey 

 

Editorial Review Board (Board of Referees) 

Bertram Chip Bruce University of Illinois at Urbana-Champaign 

Peggy Placier University of Missouri-Columbia 

Yang Changyong Southwest China Normal University 

Sharon Tettegah University of Illinois at Urbana-Champaign 

Fernando Galindo Universidad Mayor de San Simón 

Susan Matoba Adler  University of Hawaii West Oahu 

Carol Gilles University of Missouri-Columbia 

Mustafa Yunus Eryaman Canakkale Onsekiz Mart University 

Haluk Soran Hacettepe University 

Hayati Akyol Gazi University 

Fatma Alisinaoğlu Gazi University 

Petek Askar Hacettepe University 

Esin Atav Hacettepe University 

Hakan Dedeoglu Hacettepe University 

Ayşe Ottekin Demirbolat Gazi University 

Ihsan Seyit Ertem University of Florida 

Nezahat Güçlü Gazi University 

Leman Tarhan Dokuz Eylül University 

Ceren Tekkaya Orta Doğu Teknik University 

Erdal Toprakçı Cumhuriyet University 

Mustafa Ulusoy University of Illinois at Urbana-Champaign  

Rauf Yıldız Canakkale Onsekiz Mart University 

Melek Yaman Hacettepe University 

Okan Yaşar Canakkale Onsekiz Mart University 

Ayhan Yılmaz Hacettepe University 

Funda Ergüleç            Eskişehir Osmangazi Üniversitesi 

Durmuş Özbaşı            Çanakkale Onsekiz Mart Üniversitesi 

 

The views expressed in this publication are not necessarily those of the Editor or the Editorial 

Review Board, nor the officers of the International Association of Educators (INASED). 

Copyright, 2009, International Association of Educators (INASED). ISSN 1554-5210   



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

5 

TABLE OF CONTENTS 

Volume 15, Number 3 

September 2020 

Pages      Articles 

7-32  Analysis of Articles Related to Electronic Books: A Descriptive Content Analysis Study in Turkey Context 

Author(s): Aslı MADEN 

33-55 Opinions of Secondary School Students with Interactive Social Studies Notebooks (ISSN) on Values 

Development  

Author(s): Erhan YAYLAK 

56-69 Prospective Teachers’ Views on Story Use in Social Studies Teaching 

Author(s): Tuğba SÖMEN 

70-99 Motivation in Higher Instrumental Education: A Survey with Music Teacher Candidates in Turkey 

Author(s): Gökhan ÖZTÜRK 

100-121 Investigation of Nomophobia Levels of Secondary School Students in terms of Some Variables 

Author(s): Merve ÇOLAK – Eylem YALÇINKAYA-ÖNDER 

122-139 The Investigation of Mathematics Teachers' Perceptions of Lifelong Learning Competencies 

Author(s): Murtaza AYKAÇ- Davut KÖĞCE - Buket ASLANDAĞ 

140-158   A Mixed-Method Study on Dating Violence Attitudes and Experiences in Emerging Adulthood 

Author(s): Semra UÇAR - Şule BAŞTEMUR 

159-185 Writing a Folktale as an Activity of Written Expression: Digital Folktales with StoryJumper  

Author(s): Emel GÜVEY AKTAY 

186-206 A Multivariate Analysis of Pre-Service Teachers’ Critical Internet Literacy  

Author(s): Bekir KAYABAŞI - Fatih KANA - Muhammet Alperen AKGÜN 

207-232 Consistency of the Narrative Texts Written by Middle School Students and Their Textual Creation Levels 

Author(s): Mustafa Said KIYMAZ - İbrahim DOYUMĞAÇ 

233-248 A Validity and Reliability Study of the Scale for Attitude Towards Classroom as a Learning Environment 

Author(s): Filiz ÇETİN - Özden DEMİRKAN - Şaban ÇETİN 

249-266  Investigation of the Effects of a Peer-Led Team Learning Instructional Model (PLTL) in Teaching     the 

Simple Electrical Circuits Subject on the Seven Principles for Good Practice 

Author(s): Fulya ZORLU - Yusuf ZORLU 

267-289 Multiculturalism in Social Studies Education Programs (2005-2018): A Qualitative Study 

Author(s): Suat POLAT -  Hatice GÜLER 

290-309 Evaluation of Digital Content-Supported Transformation from Teachers’ Perspectives within the Scope of 

2023 Education Vision  

Author(s): Elif ERTEM-AKBAŞ - Hayati ÇAVUŞ 

310-335 Gifted Students’ Analogies towards Science and Arts Centres 

Author(s): Adem DOĞAN - Seyhan PAYDAR 

336-358 Examining the Self-Efficacy of Primary School Teachers and the Problems Encountered in Physical 

Education and Game Course 

Author(s): Hüdaverdi MAMAK- Ahmet TEMEL - Murat KANGALGİL 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

6 

359-371 Relationships between Power Distance, Organizational Commitment, and Trust in Schools 

Author(s): Tevfik UZUN 

372-393 Evaluation of Assistant Principal Roles and Jobs at School in the Context of Henry Mintzberg’s Managerial 

Roles 

Author(s): Abdullah BALIKÇI 

394-425 The Effect of Cooperative Learning Methods and Individual Learning Method on Pre-Service Science 

Teachers’ Sub-Micro Level Conceptual Understanding at Equilibrium Chemistry 

Author(s): Seda OKUMUŞ - Zehra ÖZDİLEK - Aysel ARSLAN 

426-437 Investigation of the Relationship Between Secondary School Students’ Physical Activity Attitudes and     

School Life Satisfaction
 

Author(s): Hüseyin Özden YURDAKUL 

438-255 Learning How to Learn Scale: A Study of Validity and Reliability 

Author(s): Mürşet ÇAKMAK - Faysal ÖZDAŞ - Mehmet Ali AKIN 

456-481 The Mediating Role of Social Connectedness in the Relationship between University Students' Parental 

Acceptance / Rejection Perceptions and Loneliness Perceptions: A Structural Equation Model Study 

Author(s): Ayşin SATAN 

481-501 Students’ Metaphors on Formation of Molecules from Atoms 

Author(s): Engin MEYDAN 

  



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

7 

Analysis of Articles Relathed to Electronic Books: A Descriptive Content Analysis Study 

in Turkey Context 

 

Aslı MADEN 
1
 

Giresun University 

Abstract 

The present study aimed to review the articles published in Turkey on electronic books. In the study, 

descriptive content analysis method was employed. In the study, national databases such as Ulakbim-

UVT, Asos Index, Turkish Education Index (TEI) and international databases such as ERIC, DOAJ, 

EBSCO, Google Scholar and past issues of educational and social sciences journals in Web of Science 

(WOS) as of 2017 were searched with “e-book, electronic book, z-book, digital book" keywords both 

in English and Turkish. Forty-three articles that were accessed in the search were analyzed using the 

article classification form. The data were analyzed using frequencies and percentages. In the present 

study research, it was determined that the majority of the articles on e-books were on the 

"determination of perception, attitude and views" in e-books, the highest number of publications was 

published in 2013 and 2014, and the studies were mostly authored by a single scientist. Furthermore, it 

was determined that the authors preferred the “literature review” method, most articles lacked a 

“research question” in most studies where a sample was set, the data were collected from 

“undergraduate” students and “random sampling” was preferred. It was also determined that the 

"frequency" and "percentage" techniques were the most used techniques in data analysis. 

Keywords: E-Book, Digital Book, Reading Habit, Digital Publishing, Content Analysis. 

DOI: 10.29329/epasr.2020.270.1 
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Introduction 

Reading can be defined as acquiring information by assigning meanings to written or printed 

symbols. It is a necessity today to understand various texts and visuals displayed on computers, mobile 

phones, televisions and other digital devices. Every development and change in social life affect 

reading skills as well as the readers. The rapid advances in computer and internet technologies enable 

individuals to fulfill reading habits and to perform cultural activities easily on these devices. "In the 

past, the information shared in printed products such as books, magazines, and newspapers now 

disseminated through instruments such as computers, television, radio, and video. In particular, 

instruments such as computers and the Internet facilitate the production, dissemination and use of 

information" (Duran & Alevli, 2014, p.1). Nobody could have imagined years ago that letters and 

telegraphs would be replaced with e-mail, or even invitations or condolences would be communicated 

on this medium. Today, letters - even if they could not completely replace letters on paper - are sent 

via electronic mail with new functions and features. Similarly, newspapers, magazines, and even 

books are produced so that they could be read on the screen, not on paper. Therefore, people now need 

skills in reading electronic texts. 

Literature Review 

In today's world, which is blended with technology, individuals tend to use computer screens 

and internet to get the news, research, have fun, learn, improve themselves, and to maintain life-long 

learning. This results in the need to transfer printed sources, primarily the books, and newspapers and 

magazines to electronic media. In order to improve the reading habit, which is indispensable for 

cultural development and social progress, it is absolutely necessary to utilize the electronic media, 

essential in this age and time, and to transfer the reading materials to the electronic medium, in other 

words, to digitize these resources. Today, therefore, several classical literary works, current 

newspapers or art magazines could be accessed online or on other electronic sources and could be read 

in electronic format. 

Books could be read at any time and place by transferring the content into an electronic 

medium. An electronic copy of a book or the version written in electronic medium is called an e-book. 

The fact that not every electronic text read on a computer could be defined as an e-book is a natural 

consequence of the above definition. To consider a text as an e-book, it should include software 

generated functions that facilitate reading (voiceover, ability to change the font, and the font size, etc.) 

and rich text properties (in-text search, references supported by hyperlinks, taking notes, bookmarks, 

etc.). It should also be accessible, viewable and usable not only with computers but also with other 

reading instruments (e-book readers, mobile phones, and multifunction tablet computers such as iPad 

and Android devices, etc.)" (Onder, 2011, p.99). E-books created by digitizing or producing one or 

more books electronically perform their functions on the same medium. In short, e-books are 
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publications designed for electronic media. E-books provide various advantages for the author, 

publisher and the reader when compared to printed books. In electronic media, “topics could be 

supported with visual and auditory elements such as sound, music and images besides the text. It is 

possible to take notes on different sections or mark a section and access the different parts of the e-

book that would require to read for hours with a printed book by conducting a search.” (Soydan, 2012, 

p.391). E-books, provide writers, publishers and readers savings in cost, time and space, and 

accessibility. So to say, e-books are not an alternative to printed books, but strengthen reading habits 

by providing facilities to implement printed book reading habits such as taking notes, marking and 

underlining more easily. 

Individuals increasingly read on screens; and thus, the demand for e-books has continuously 

increased, and reading act acquired a technological dimension. "Today, screen reading spreads rapidly 

among children and young adults. In a study conducted by the Book Industry Study Group in the US, 

it was found that 47% of young readers used computer screens, 32% used Amazon Kindle (e-book), 

21% used the iPhone and iPod Touch, and 9% used phone screens to read" (Gunes, 2016, p.6). The 

increasing use of electronic devices for reading and other purposes is also of interest to the publishing 

industry. The fact that the main theme of the Frankfurt Book Fair, which is the oldest global book and 

publishing show and organized with the participation of about 7500 publishers from 111 countries 

between October 2010 & October 2010, was "digital publishing and electronic book" (Onder, 2011) 

provides clues for the future of e-publishing. 

There is no consensus in the literature on whether e-books are beneficial or detrimental. 

Walton (2007) stated that he could answer the question on whether e-books are better or worse than 

printed books by both yes and no. E-books are better because they are digitized, portable, searchable 

and scalable. They are worse because they strain the eyes, difficult to read, and are dependent on the 

computer screen" (cited by Ongoz, 2011, p.1). Based on the literature, the advantages and 

disadvantages of e-books could be summarized as follows: The advantages of e-books over printed 

books are updatability, portability, ease of printing, distribution, access and archiving and textual 

operations and multimedia support provided by the software used to read e-books (Isık, 2013, p. 398). 

In addition, "they are eco-friendly, make it easier for authors to promote their work, and could be read 

in darkness without bothering others on laptops and e-readers that are self-illuminated. On the other 

hand, there is no internationally accepted standard for publishing e-books, thus, several different 

incompatible publications could be created." (Ardito, 2000, Mahajan & Chakravarty, 2007, Jung & 

Lim, 2009; Onder, 2010 cited by Ongoz, 2001, p. 1). According to Isık (2013, p. 399), "certain 

individual reading habits, reading difficulties, lack of sufficient number of e-books on different topics, 

lack of individual skills in using technological tools and software, and inadequate e-books" limit the 

use of e-books. 
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Significant findings were obtained in the literature on whether the readers preferred printed or 

electronic books and their attitudes towards reading e-books: According to a study by Goodwyn 

(2014), "although teachers do not have a positive attitude towards e-books, students find them "cool". 

In a study on e-books conducted by Huang, Liang and Chiu (2013), it was determined that students 

had a positive attitude towards reading e-books. The fact that e-books were welcomed by students 

could provide a response to the question as to what should be done to improve children's reading 

habits. In a study conducted by Suell et al. (2013), it was found that e-book readers were more 

competitive when compared to print book readers. Furthermore, in a study by Hamer and McGrath 

(2010), it was found that students were more focused on the text on the screen than the paper 

manuscripts" (cited by Celik, 2015, p. 275). Similarly, according to the findings reported in a study by 

Grimshaw et al. (2007), "students who read e-books read longer than the printed book readers. It was 

considered that this finding was due to the increase in motivation when reading e-books due to their 

unique features. It was also observed that students who use e-books are more likely to refer to 

dictionaries. Scientific studies demonstrated that the e-books had positive effects on learning, 

providing advantages such as flexibility, accessibility and ease of distribution in the learning-teaching 

process" (Johnson et al., 2010; Lim & Hew, 2014 cited by Yildirim, 2014, p.16). On the other hand, 

several studies argued that readers prefer printed books in daily life and education. Abdullah and Gibb 

(2008, p. 603) stated that this was based on the habit of reading on paper, and e-books become 

attractive when they offer facilities such as ability to search in the text. According to Woody et al. 

(2010, p. 947), students still preferred to read printed books, even if they have access to technology at 

all times and anywhere. It was also discussed that whether the level of comprehension was higher on 

paper when compared to electronic media (Bastug & Keskin, 2012, Dundar & Akcayir, 2012, Gunes, 

2016, Keskin, Bastug & Atmaca, 2016). Despite all the facts mentioned above, studies in the literature 

estimate that e-books will be a part of everyday life and educational environments in the future (Grant, 

2004, 2011, Eryaman, 2007; Moody, 2010, Onkoz, 2011, Roskos et al., 2011; Segers, 2009; Ozturk & 

Can, 2013; Yamac & Ozturk, 2019). The most important reason for this is the capacity of the new 

generation to easily and intensively use the devices and internet access that are necessary to read e-

books. Considering that the use of e-books would increase in the future, it is undoubtedly important to 

improve e-book technology, to solve design and content problems in educational material and to 

design e-books in international standards as information resources and an instrument of reading 

culture. 

The e-book is a prevalent phenomenon that attracts attention and widely contemplated since 

the technology shapes daily life and educational, scientific and cultural activities. Similar to 

everywhere else on the world, e-books are also published in Turkey on various topics. E-books that 

have been used in various fields after the e-book (z-book) versions of textbooks in the field of 

education, and the publication of e-book versions of scientific resources became a systematically 
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monitored phenomenon after digitalization of the library archives and presentation of these archives in 

the e-book format. Articles, theses, and reports that include research results on e-books are available in 

the literature and their numbers are increasing. Electronic resource use and e-reading skills are 

becoming increasingly important. On the other hand, there are very few content analyses studies that 

compile the studies related to electronic sources and books and reveal the status of the literature on 

this subject. Thus, it was observed that there is only one content analysis on the trends and other 

characteristics of studies conducted on e-book phenomenon in Turkey. Except the study by Alpkiray 

and Samur (2017) that was a content analysis about e-books there are no other studies in the literature. 

In this study, it was determined that 33 different theses about e-books were prepared by 2016. It was 

also observed that the theses aimed to determine the effect of reading comprehension, achievement 

and attitude especially on e-books. Since there is only 1 research on the subject of e-book studies, 

content analysis of e-book related articles is required. The content analysis to be carried out is valuable 

as it will reveal the situation regarding the quality and quantity of the studies on the subject.  

In this study aimed to review the articles published in Turkey on electronic books.  In this 

direction, following research questions were determined: 

1. How the articles published in Turkey on e-books are distributed based on their subjects?  

2. How the articles published in Turkey on e-books are distributed based on the year of 

publication?  

3. How the articles published in Turkey on e-books are distributed based on the number of 

authors and institutions / universities?  

4. How the articles published in Turkey on e-books are distributed based on research 

questions?  

5. How the articles published in Turkey on e-books are distributed based on research methods 

and designs?  

6. How the articles published in Turkey on e-books are distributed based on sampling 

properties?  

7. How the articles published in Turkey on e-books are distributed based on data collection 

instruments and analysis methods?  

Method 

In the present study, content analysis method, which is commonly used in social sciences and 

qualitative research, was used. Content analysis is a systematic, reproducible technique where certain 

words in a text are summarized with smaller content categories using codes according to certain rules" 

(Buyukozturk et al., 2013, p.250). "The basic process in content analysis is to group similar data under 
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certain concepts and themes and to interpret them in a comprehensible manner" (Yildirim & Simsek, 

2011, p. 227). In other words, content analysis assists the researcher to examine and evaluate the 

literature in a certain scientific field. Calik and Sozbilir discussed content analysis under three topics: 

meta-analysis, meta-synthesis (thematic content analysis) and descriptive content analysis. The present 

study contained a process suitable for descriptive content analysis since it aimed to provide 

information about trends related to research on e-books. "Descriptive content analysis is a systematic 

study that examines the studies conducted on a specific subject and evaluates the trends and the results 

of these studies in a descriptive dimension” (Calik & Sozbilir, 2014, p.34). 

Data Collection Process  

The data source of the present study included articles on e-books published in Turkish journals 

that are indexed until July 2017 in national and international databases. The e-book concept has been 

in demand due to the increasing use of internet-enabled mobile technologies in social life and in 

educational environment (FATIH project, etc.). Therefore, in the research, has tried to determine e-

book related articles published until July 2017 in Turkey based on data sources and keywords. Related 

articles were scanned using Turkish and English keywords (electronic books, e-books, z-books, digital 

books) that were determined with expert opinion (in the fields of Turkish Language and 

Communications) in national databases such as Ulakbim-UVT, Asos Index, Turkish Education Index 

(TEI) and international databases such as ERIC, DOAJ, EBSCO, Google Scholar and search engines, 

as well as the past issues of Turkish education and social sciences journals indexed in WOS* and the 

electronic copies of the related articles were downloaded. The scanning process on the specified 

databases was carried out between 20 June and 10 July 2017. As a result of the screening, the article 

was found mostly with the keywords “e-book and electronic book”, the other keywords were seen in a 

limited number of publications. During the screening, 27 electronic or digital reading (level, reading 

comprehension, attitude) articles were also found. These publications were not included in the analysis 

process because they were not directly related to e-book material. An article pool was constructed with 

the obtained articles on e-books. The articles by foreign authors that were published in Turkish 

journals were also included in the article pool. Furthermore, when considering the translated articles in 

the analysis of translator/author institution/university, the original authors of the article were 

considered. The search conducted with the keywords that were determined based on the study 

objective yielded 43 articles. 

                                                 

* Based on the number of citations and publications in ULAKBIM, WOS Scientific Journals with Turkish addresses list 

(October 2016).  
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Data Collection Tool  

In the present study, an article classification form was used. The form developed by Sozbilir 

and Kutu (2008) was rearranged based on the objective and content of the study by the researcher and 

the Articles on E-Books Classification Form was designed. Views of Turkish language education, 

communications and measurement-evaluation specialists were obtained to determine the validity of 

the form. Some items in the form were amended in line with the views on the draft form. A pilot 

scheme was run with five randomly selected articles using the draft form. To test the reliability of the 

form following the pilot study, the agreement (agreement + disagreement) among the evaluators (n = 

3) was examined. Evaluation forms were compared to determine the disagreements between 

evaluators and the missing and weak points in the classifications were identified. The problems that 

arose due to the classification of the forms and the data were corrected based on the expert views and 

the form was finalized. In the article classification form; "What is the subject of the article? What is 

the number of authors and in which institution does the author work? Is there a research question in 

the article? How was the method and design of the article?, How determined the sampling of the 

article?, What are the data collection tools and data analysis methods of the article?" there are 7 essay 

questions. The articles were coded by the researcher through this form. 

Data Analysis  

In the present study, articles on e-books published in Turkey were classified and analyzed 

under nine categories. The data were assessed based on the steps determined by the content analysis 

method. Content analysis is a process that progresses through coding, classification-description and 

description-classification of collected data based on the research objectives (Glesne, 2012). In content 

analysis, "the basic process is to group similar data within the framework of certain concepts and 

themes and to interpret them by organizing them in a comprehensive manner" (Yildirim & Simsek, 

2008, p.27). 

Thus, in the analysis process, each data source (article) was classified by the author based on 

the article subject, year of publication, number of authors, universities of the authors, research 

questions, research methods and designs, sampling, data collection instruments and data analysis 

methods. The data was coded with SPSS 16.0 software. Initially, data on the properties of the data 

source (title, author(s), year of publication, journal of publication, volume and issue nos., the institute 

of employment of the author(s), number of research questions / hypotheses, etc.) were entered and 

then the subject, method and design, sample properties, data collection instruments and data analysis 

methods were identified. In these steps, it was observed that in certain articles there were no 

descriptive information on research questions, methodology, sampling, data collection instruments and 

analysis methods. Field experts were consulted about the data coded by the researcher. After the 

consensus was reached, the analysis was performed. Thus, the validity of the data was tried to be 
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ensured. Data coded with SPSS were interpreted with descriptive analysis techniques using 

frequencies and percentages. Findings were presented in tables. 

Results 

The findings obtained with the analysis of 43 articles on electronic books published in Turkish 

in scientific journals that are indexed national and international databases and search engines were 

examined under nine subtopics. The analysis results were as follows: 

Subject Areas 

When the articles authored on the e-books were classified based on subject areas, it was 

observed that the majority of the articles were on "perception, attitude and views" [11 (25.6%)]. These 

were followed by articles on "use and preference status" [7 (16.3%)], "instructional material status" [5 

(11.6%)], "publishing" [6 (13.9%)], “conversion of literary works to e-books” [4 (9.3%)], 

“preparation, design and technology” [3 (6.9%)]I “as a source of information” [3 (6.9%)] and "effect 

and cost analysis "[2 (4.6%)]. Furthermore, it was determined that there was only 1 (2.3) article on e-

book reading devices and post-graduate studies.  

 Table 1. Distribution of articles on e-books based on their subjects  

Subject f % 

Perception, attitude and view on e-book use (Dagtas, 2013; Duran & Ertugrul, 2012; 

Gunes & Kırmızı Susar, 2014; Ozturk & Can, 2013; Varol et al. 2014; Yalman, 2014; 

Yalman, 2015 etc.) 

11 25.6 

Use and preference of e-books (Cumaoglu et al., 2013; Kocak et al., 2016; Ongoz & 

Baki, 2010; Tosun, 2014 etc.) 

7 16.3 

E-books as education material (Isik, 2013; Kara & Kes, 2016; Zor & Kiriscan, 2016 etc.) 5 11.6 

E-book publishing (Bozkurt & Bozkaya, 2013; Onder, 2011; Zivkovic, 2008 etc.)  6 13.9 

Conversion of literary works to e-books (Aydogan, 2014; Gasouka et al., 2014; Gönen & 

Uyanık Balat, 2002 etc.) 

4 9.3 

E-book preparation, design and technology (Anameric, 2014; Bayter, 2009; Rukanci & 

Anameriç, 2003) 

3 6.9 

E-books as a source of information (Agaoglu, 2013; Kilickaya & Krajka, 2015; Ongoz, 

2013).  

3 6.9 

Effect and cost analysis on reading e-books (Altinpulluk et al., 2016; Dundar & Akcayir, 

2012) 

2 4.6 

Theses on e-books (Alpkiray & Samur, 2017) 1 2.3 

E-book reader devices (Ozen & Orcanli, 2013) 1 2.3 

Total 43 100 
 

Years of Publication 

When the articles authored on e-books were examined based on the year of publication, it was 

observed that the first publication dated back to the year 2000. Assessment of the articles based on the 
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year of publication demonstrated that the maximum number of articles was published in 2013 [8 

(18.6%)] and 2014 [7 (16.3%)]. In the following years, the same increase was partially sustained, and 

it was found that 7 (16.3%) articles were published in 2016 and 6 (13.9%) articles were published in 

2015. Furthermore, articles on e-books were observed more frequently between 2009 and 2016 in the 

literature.  

Table 2. Distribution of articles on e-books based on the year of publication 

Year of Publication f % 

2000 1 2.3 

2002 1 2.3 

2003 1 2.3 

2008 1 2.3 

2009 3 6.9 

2010 1 2.3 

2011 2 5.1 

2012 3 6.9 

2013 8 18.6 

2014 7 16.3 

2015 6 13.9 

2016 7 16.3 

2017 2 2.3 

Total 43 100 
 

Number of Authors 

It was determined that the articles reviewed in the present study were mostly written by a 

single [21 (48.8%)] or two authors [15 (34.9%)]. There were not articles authored by several authors 

except those written by three (9.3%) and four et al. (6.9%) authors and it was observed that mostly one 

or two scientists authored the articles on e-books.  

Table 3. Distribution of articles on e-books based on the number of authors  

Number of authors f % 

One 21 48.8 

Two 15 34.9 

Three 4 9.3 

Four et al. 3 6.9 

Total 43 100 
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Authors’ University / Institution of Employment  

When the articles reviewed in the study were classified based on the authors’ university and 

other institution of employment, the fact that certain articles were written by several authors was 

noted. When the articles were examined based on the institutions / universities of employment of the 

authors, it was determined that researchers from 27 domestic and 3 foreign universities, 1 Ministry of 

Culture and Tourism personnel, 2 Ministry of Education, 1 member of the Turkish Armed Forces and 

1 bibliographer authored articles on e-books. 

When the articles were assessed based on the universities, it was determined that the highest 

number of articles on e-books were published by Atatürk and Anadolu University (f = 4). It was 

followed by Ankara and Erzincan University (f = 3) and 8 universities that included Bartın, Dicle, 

Gazi and Hacettepe universities with two articles each and 15 universities with a single article.  

Table 4. Distribution of articles on e-books based on universities 

Universities f 

Anadolu  4 

Atatürk  4 

Ankara  3 

Erzincan 3 

Bartın  2 

Dicle  2 

Gazi  2 

Hacettepe  2 

Fırat  2 

Karadeniz Teknik  2 

Pamukkale  2 

Trakya  2 

Akdeniz  1 

Bahçeşehir  1 

Batman  1 

Çankırı Karatekin  1 

Dokuz Eylül  1 

Giresun 1 

İstanbul Kültür  1 

Kırıkkale  1 

Marmara  1 

Mehmet Akif Ersoy  1 

Sakarya  1 

Süleyman Demirel  1 

Uşak  1 

Yeditepe  1 

Niğde  1 
 

It has been determined that 3 articles reviewed in the study were written by foreign authors 

employed by universities abroad. It was observed that these articles were written by authors who were 

employed by universities in Poland, Greece and Croatia.  
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Table 5. Distribution of foreign articles on e-books based on the university of origin 

Foreign Universities  f 

Marie Curie-Skłodowska University, Poland 1 

Aegean University Rhodes, Greece 1 

Zagreb University, Croatia 1 
 

It was determined that 5 authors who wrote articles on e-books were employed by institutions 

other than universities or retired.  

Table 6. Distribution of articles on e-books based on institutions 

Institutions f 

Ministry of Culture and Tourism  1 

Ministry of Education 2 

Turkish Armed Forces 1 

Retired Bibliographer 1 

 

Research Questions 

It was determined that a significant number of articles [35 (81.4%)] did not contain any 

research questions when the questions that reflected the research problem(s) in the articles on e-books 

were analyzed. Among the articles that included research questions, it was determined that 1 article 

included 5 research questions, 2 articles included 4, 2 articles included 3, 2 articles included 2 and 1 

article included 1 research question.  

Table 7. Distribution of articles on e-books based on number of research questions 

Number of 

questions 
None 1 2 3 4 5 Total 

f 35 1 2 2 2 1 43 

% 81.4 2.3 4.6 4,6 4.6 2.3 100 

 

Research Method and Design 

When the articles written on e-books were examined based on the applied methods and 

designs, it was determined that authors utilized literature review method the most [23 (53.5%)]. This 

was followed by descriptive survey (16.3%) and phenomenological (16.3%) methodologies. 

Furthermore, it was observed that quantitative studies (23.2%) were preferred more than qualitative 

studies (11.2%). Descriptive survey (16.3%) was the most used design in quantitative research, 

whereas the most used design in qualitative research was phenomenology (16.3%). Two articles were 

authored with a design that contained both quantitative and qualitative methods.  
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Table 8. Distribution of articles on e-books based on research methods and designs  

Research Method Design f % 

Quantitative 

Empirical Quasi-Experimental 2 4.6 

Non-empirical 

Descriptive Survey 7 16.3 

Scale Development 1 2.3 

Subtotal 10 23.2 

Qualitative 

 Phenomenological 7 16.3 

Document Review 1 2.3 

Subtotal 5 11.2 

Literature Review Literature 23 53.5 

Qualitative + Quantitative  Mixed 2 4.6 

 Total 43 100 
 

Sample Properties 

The sample properties of the articles written on e-books were analyzed and the findings 

obtained based on the sample level, size and determination method are presented below. However, due 

to the fact that a significant number of the articles on e-books were literature reviews, the sample 

properties were not disclosed in the respective studies. The sample properties of such articles are given 

within the other / unspecified category. Examination of the sample properties revealed that mostly 

undergraduate students were preferred as subjects.  

Table 9. Distribution of articles on e-books based on sampling level  
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f 2 2 8 2 3 2 24 43 

% 4.6 4.6 18.6 4.6 6.9 4.6 55.8 100 

 

In the articles that included information about the sample size, the studies with a sample size 

101 and 200 (11.2%) were the majority, followed by the articles with a sample size between 201-500 

(9.3%), 1 and 20, and 501 and over (6.9%). Two articles had a sample size of 21-50 and another two 

articles had a sample size of 51-100. 
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Table 10. Distribution of articles on e-books based on sample size  

Sample size f % 

1-20  3 6.9 

21-50  2 4.6 

51-100  2 4.6 

101-200  5 11.2 

201-500  4 9.3 

501 or higher 3 6.9 

Other/Unidentified 24 55.8 

Total 43 100 
 

When the reviewed articles were examined by the sampling method utilized in the study, it 

was determined that mostly random sampling (20.9%) was preferred in articles where the sampling 

method was identified, followed by purposive sampling (6.9%) and convenience sampling (6.9%). 

However, a significant number of examined articles (f = 28) did not identify the sampling method 

used. 

Table 11. Distribution of articles on e-books based on sampling method  

Sampling Method f % 

Random 9 20.9 

Convenience 3 6.9 

Purposive 3 6.9 

Other / Unidentified 28 65.1 

Total 43 100 
 

Data Collection Instruments 

The most utilized data collection instruments in articles on e-books were documents (51.1%), 

followed by questionnaires (18.6%), interview forms (18.6%), attitude and style scales (9.3%). It was 

observed that the achievement tests (2.3%) were used the least based on the number of empirical 

studies. Two articles used other scales that included fill in the blank questions and rubrics.  

Table 12. Distribution of articles on e-books based on data collection instruments  

Data Collection 

Instruments 

Attitude and Style 

Scale 
Achievement Test Survey 

Interview 

Form 
Document 

f 4 1 8 8 22 

% 9.3 2.3 18.6 18.6 51.1 
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Data Analysis Methods 

When the distribution of the articles on e-books was examined based on the utilized data 

analysis methods, it was determined that the quantitative methods of frequency and percentage 

analysis (16.3%) were implemented the most in the studies that identified the analysis method used. 

This method was followed by qualitative content analysis (18.6%), quantitative mean and standard 

deviation (9.3%) and non-parametric tests (6.9%). Furthermore, it was determined that quantitative 

methods of factor analysis, t-test and one-way analysis of variance (ANOVA) and qualitative methods 

of descriptive and metaphor analysis were also used. Most of the examined articles (53.5%) did not 

contain any information on data analysis method. Another important issue in data analysis methods 

utilized in published articles on e-books was the fact that mostly quantitative methods (41.8%) were 

preferred.  

Table 13. Distribution of articles on e-books based on data analysis methods  

Data Analysis Methods f % 

Quantitative 

Descriptive 
Frequency/Percentage 7 16.3 

Mean/Standard Deviation 4 9.3 

Predictive 

Non-parametric tests  3 6.9 

Factor Analysis 1 2.3 

t test 2 4.6 

ANOVA 1 2.3 

Subtotal 18 41.8 

Qualitative Qualitative 

Content Analysis 8 18.6 

Descriptive Analysis 1 2.3 

Metaphor Analysis 1 2.3 

Subtotal 7 16.3 

Unidentified  - 23 53.5 
 

Discussion, Conclusion and Recommendations 

The fact that the number of articles reviewed in the present study was limited to 43 could be 

explained by the fact that Turkey was not acquainted with e-books and the problems in the subject still 

prevail. However, it could be anticipated based on current developments that an increasing number of 

e-books would be published and new scientific studies on e-books would be conducted. 

When the articles on e-books were classified based on their subjects, it was observed that 

"perception, attitude and views" was the most prominent topic. It would be appropriate to prioritize the 

determination of the approach to e-book technology that would provide a new dimension to our habits 

of reading and acquiring knowledge. "Development of positive attitudes towards reading among 

students allows them to read continuously and support reading habits" (Gunes & Kirmizi, 2014, 
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p.201). Furthermore, findings that the reading material is effective on reading attitudes support the 

determination of the attitudes and views about e-books. In a study by Alpkiray and Samur (2017, p.16) 

on graduate theses, it was determined that the prominent topic among the theses conducted on e-books 

was the effectiveness of e-books (on achievement and attitudes). In a study conducted by Anwarul 

(2013) on the effect of digital media on reading attitudes and habits, it was demonstrated that reading 

attitudes and habits varied based on the reading material and on-screen reading had a positive effect on 

reading attitudes. It is also known that the features of the book read were influential on reading 

interests, attitudes and habits (Argan et al., 2008).  

The second most prevalent subject in articles related to e-books was the "use and preference" 

of e-books. Opportunities to select the text to read could be provided to improve the interest in and 

motivation about reading (Pecjak & Kosir, 2008; Verhoeven & Snow, 2001). Thus, it is important to 

know the reading preferences and create reading opportunities accordingly (Nolen, 2007 cited by 

Karadag, 2014, p.3). Knowing readers' reading preferences would enable more qualified use of e-

books in determination of the needs in using e-books. Hence, studies on e-book publishing and on-

screen reading should consider studies on e-book utilization preferences. In a study by Alpkiray and 

Samur (2017), it was determined that "e-book use" was among the most preferred subjects in theses on 

e-books. 

The next preferred subject was the quality of e-books as "instructional material". Textbooks, 

which are the most important material in instructional process, were converted into e-books in 

accordance with the requirements and opportunities of the digital age. "The use of e-book materials for 

educational purposes based on the concept of electronic learning, became an indispensable element of 

education systems today" (Kara & Kes, 2016, p.193). Other topics preferred in the articles on e-books 

were “publishing”, “conversion of literary works to e-books”, “preparation, design and technology”, 

“e-books as a source of information”, "effect and cost analysis", "e-book reading tools" and 

"postgraduate theses". When the distribution of the topics of the reviewed articles is examined, it could 

be observed that the problems such as e-book publishing, reading technologies, reading 

comprehension and habits were not adequately scrutinized yet, and therefore it could be deducted 

further multidimensional studies are needed to investigate e-book technologies and material.  

The distribution of the articles on e-books based on the year of publication demonstrated that 

the first publication was published in 2000 and the highest number of articles were published in 2013 

and 2014. The abovementioned FATIH project, which is one of the most fundamental and 

comprehensive educational movements in Turkish educational history was effective on the increase 

observed in the number of published articles in 2013. Because electronic manuscripts and books began 

to be used in educational environment and the publishing sector started to provide services in this 

field. Furthermore, education supported by interactive media (such as EITN, Vitamin, etc.) and the 
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services provided by state institutions on electronic media (such as e-School, e-Government and e-

Pulse) could be considered as the reasons for the increase in on-screen reading and interest in e-books 

during this period. Furthermore, increasing popularity of Internet-enabled and computer-enabled 

smartphones was another factor that supported the trend for prevalent e-book use. The analysis 

conducted by Kıncal and Korkmaz (2015, p. 80) on articles on media literacy demonstrated that the 

high number of articles published in the abovementioned period proved that the conditions of the said 

period were suitable. In the following years, the same impetus was partially sustained, and it was 

found that 7 articles were published in 2016 and 6 articles were published in 2015. Furthermore, 

articles on e-books were observed more frequently between 2009 and 2016 in the literature. Similarly, 

the number of post-graduate theses on e-books also increased after 2013 (Alpkiray & Samur, 2017, 

p.15). It was determined that the majority of the articles authored on e-book were written by a single 

author, and a significant number of these articles were written by two authors. It was determined that 

there were not several publications written by several authors except for articles authored by three and 

five authors and it could be argued that mostly one or two authors wrote articles on e-books. 

In a content analysis conducted by Saban et al. (2010, p.130) on studies conducted with 

qualitative research method, it was determined that studies were mostly written by single and two 

authors and studies written by several authors were very few. The content analysis conducted by 

Akaydin and Cecen (2015, p.193) on articles that scrutinized reading skills, it was determined that 

papers were mostly written by a single author and by two authors. Similarly, in a content analysis 

conducted by Bicer (2017, p.240), it was identified that the articles were mainly authored by a single 

or two writers and Varisoglu, Sahin and Goktas determined that they were mainly written by one or 

two authors. This finding could be due to the fact that most researchers were concerned about the 

criteria of producing single-authored studies to be appointed as an assistant professor or a faculty 

member and the field of research requires scrutiny with the field-specific approaches of different 

scholars in the fields of educational sciences, communications, language and literature. On the other 

hand, it could be argued that researchers preferred to work with graduate students for the studies with 

two authors, and it is widely accepted that such publications should not be considered as papers with 

multiple authors. 

The analysis conducted on the institutions and universities where the authors of the reviewed 

articles were employed demonstrated that these institutions included 30 different universities, the 

Ministry of Culture, Ministry of Education and the Turkish Armed. Furthermore, the fact that a retired 

bibliographer also authored an article on this issue indicated that the e-book phenomenon influenced 

individuals of all ages and was an interest for all layers of the society. When the articles were 

examined based on the university of publication, it was observed that the highest number of papers on 

e-books were published by Atatürk and Anadolu University. This finding could be explained by the 

fact that Anadolu University has the largest open and distance learning faculty (Open Education 
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Faculty) in Turkey. The e-learning applications that started with the delivery of the pdf versions of the 

textbooks to the students on the Internet by Open Education Faculty after 2000 are still in use today in 

a versatile manner. It is possible to follow in the literature the projects that include open access e-book 

services and production of interactive material to increase the quality of learning in Anadolu 

University (Erdogdu, 2016; Erota & Kayabas, 2015; Mutlu, Korkut ve Yılmaz, 2006). Atatürk and 

Anadolu University was followed by Ankara, Erzincan and 8 universities including Bartın, Dicle, Gazi 

and Hacettepe universities with two articles each and 15 other universities with single article. 

Furthermore, researchers from three different universities abroad published articles on e-books in 

Turkey. It was observed that these articles were written by authors that were employed in universities 

in Poland, Greece and Croatia. 

When the research questions of the articles were examined, it was determined that a 

significant number of the articles did not contain any research questions. This could be explained by 

the fact that majority of the papers were literature and document reviews. However, even in the case of 

literature reviews, it is widely accepted that the question, hypothesis or problem statement should be 

determined in every research to enforce the research method and to interpret the findings accurately, 

since "the research problem should be written in the form of a question. The problem statement should 

be clear, the topic should be completely specified, it should be adequate, and should be able to limit 

the topic. The problem statement does not only aim to demonstrate the topic, but sheds light on the 

methodology and the stages of the research" (Kaptan, 1973, p. 112). 

In the articles that included research questions, 1 had 5, 2 had 4, 2 had 3, 2 had 2 and 1 had 1 

research questions. In an analysis conducted by Akaydin and Cecen (2015), it was determined that 

mostly 1 research question was utilized and in another similar study conducted by Goktas et al. (2012), 

the number of articles with a single research question/hypothesis outnumbered other articles. Yagmur 

Sahin et al. (2013) determined that most studies included a single research question in their study. 

When the articles were evaluated based on the methodology, it was determined that the 

researchers conducted their studies mostly with the literature review method. In a content analysis 

conducted by Donmez and Gundogdu (2016) on theses, it was found that a significant majority of the 

studies were conducted with the literature review method. In a study by Erdem (2011), the articles 

published in Turkey between 2005 and 2006 were analyzed and it was found that 21% of the articles 

were literature reviews. The literature review method was followed by descriptive survey and 

phenomenological studies. It was also observed that quantitative studies were preferred more than 

qualitative studies. According to the findings in the literature, qualitative studies were more preferred 

than qualitative researches since the latter takes more time to complete (Arik & Turkmen, 2009), and 

require to be in the field and research the topic in depth (Ekiz, 2009). Furthermore, faster data 
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collection and easy interpretation could be seen as another reason for higher number of quantitative 

studies. 

Descriptive surveys were the most used design in quantitative research, while the most used 

design was phenomenology in qualitative research. In the studies conducted by Varisoglu, et al. (2013) 

and Karadag (2010), it was determined that surveys were the preferred design in quantitative studies. 

Similarly, Yalcin et al. (2009) observed that the survey design was utilized the most when they 

examined the articles published in an educational sciences journal Two articles on e-books were 

conducted with a design that included both quantitative and qualitative methods. It is noteworthy that 

only a few studies were conducted with the mixed method. There is widespread agreement that the 

quality of research would increase with the use of mixed methods and the level of validity and 

reliability of the results would increase (Sozbilir & Kutu, 2008). 

Since a significant number of articles on e-books were literature reviews, the sampling details 

were not disclosed in the studies. When the sampling levels of the studies excluding the literature 

reviews were examined, it was observed that mostly graduate students were preferred. Thus, it could 

be argued that the researchers preferred the students that they could access easily. Similarly, in the 

studies conducted by Alper and Gulbahar (2009), Ozan and Kose (2014) and Goktas et al. (2012), it 

was determined that mostly undergraduate students were preferred as subjects in the papers. In the 

present study, it was also determined that 2 articles were conducted with junior high and high school 

students, teachers and faculty members. The fact that the rate of sampling excluding the undergraduate 

students was lower could be attributed to the fact that the process of obtaining an approval for 

scientific research is long and difficult and the high workload of the faculty members. 

When the articles that provided information on the sample size were examined, it was 

observed that studies with a maximum sample size of 101-200 were followed by studies with a sample 

size of 201-500, 501 and above and 1-20. Akaydin and Cecen (2015) found that the maximum sample 

size was between 101 and 300 in the studies they scrutinized. When determining the sample size, it is 

commonly accepted that "sample sizes smaller than 500 and larger than 30 were adequate for most 

studies at the 5% significance level" (Altunisik et al., 2012, p. 125). In the present study, two article 

had a sample size of 21-50 and another two article had a sample size of 51-100. A similar finding was 

observed in a study by Varisoglu et al. (2013) that the sample sizes were mostly in the range of 31-100 

in articles. 

In the present study, it was determined that the authors preferred random sampling in articles 

where the sampling method was identified, and this was followed by purposive sampling and 

convenience sampling methods. In studies by Selcuk et al. (2014) and Akaydin and Cecen (2016), it 

was demonstrated that mostly random sampling was preferred in the studies they reviewed. Extreme 

use of random sampling was indicative of its simplicity in determining the sample that could represent 
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the population. On the other hand, in several studies, it was observed that convenience sampling was 

the most utilized sampling method (Arik & Turkmen, 2009; Simsek et al., 2008, Varisoglu et al., 

2013). Furthemore, a significant number of the reviewed articles did not include information about the 

utilized sampling method. In a study conducted by Ercan (2014), it was observed that several reviewed 

studies did not mention the sampling method. 

It was determined that mostly documents were used as data collection instruments in articles 

on e-books. There are several studies in the literature with consistent findings (Bicer, 2017, Donmez & 

Gundogdu, 2016, Varisoglu et al., 2013). Documents as data collection instruments were followed by 

surveys, interview forms and attitude and style scales. There are also studies in the literature, which 

determined that surveys and scales were used in the studies (Goktaş et al., 2012, Erdogan et al., 2009, 

Ozan & Kose, 2014). This finding that the surveys were preferred in the articles published in Turkey 

could be explained by the fact that the survey applications are inexpensive, easy and fast (Bas, 2005). 

It was observed that achievement tests were used the least based on the number of empirical studies. It 

was found that two articles utilized other scales that featured fill in the blanks and rubric type 

questions. 

When the data analysis methods implemented in the articles were examined, in the articles that 

declared the utilized analysis method, it was determined that mostly the quantitative methods, 

frequency and percentage analysis were applied. The findings of the studies conducted by Akaydin 

and Cecen (2015), Simsek et al. (2009) support this result. In the present study, this method was 

followed by the qualitative method of content analysis, and quantitative methods of mean and standard 

deviation and non-parametric tests. Ozan and Kose (2014, p. 128) concluded that the qualitative 

analysis technique of content analysis was mostly used in papers they reviewed. Furthermore, 

quantitative methods of factor analysis, t-test and one-way analysis of variance (ANOVA) and 

qualitative methods of descriptive and metaphoric analysis were also used. Data analysis method 

findings of the present study were supported by the findings of studies by Selcuk et al. (2014), Arik 

and Turkmen (2009) and Hsu (2005). It could be argued that in the selection of the analysis method in 

the articles that declared an analysis method, attention was paid on the number of variables and the 

magnitude of the tested properties between the variables, the ease in constructing the research and in 

interpreting the results. The majority of the analyzed articles did not state a data analysis method. 

It was observed that there are insufficient number of studies on e-book phenomenon and 

technology, and its relationship with reading skills have. However, another important point in data 

analysis methods of published articles on e-books is the preference of quantitative methods in a higher 

number of articles. Thus, the low number of papers that utilized qualitative research methods was 

significant. It is clear that research that focus on the topics that were not studied extensively, utilize 

qualitative data collection techniques, and multidisciplinary research that correlates different fields are 
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required to build theoretical knowledge on the phenomenon and the related field on firm ground 

(Akaydin & Cecen, 2015, p.195). 

In conclusion, it was determined that the majority of the articles on e-books mostly aimed to 

determine the "perceptions, attitudes and views" towards e-books, the highest number of publications 

were published in 2013 and 2014, the studies were mostly authored by a single writer the publications 

were mostly conducted in Atatürk and Anadolu University. Furthermore, it was determined that 

literature review methodology was preferred in the majority of the articles, a significant number of 

articles did not state a research question, data were collected from undergraduate students in studies 

that declared a sampling method and random sampling was utilized. As a data analysis method, it was 

found that frequency and percentage analysis technique was the most frequently used method in the 

reviewed studies. Thus, several recommendations could be made for similar and related future studies 

as follows: 

 The effects of using e-books as instructional material can be investigated. It may also be 

useful to use textbooks and other teaching resources as e-books. 

 Efforts to explore e-books or digital book technologies that would scrutinize those with 

relation to reading skills, habits, attitudes and achievements should be increased. 

 The reading requirements of children, young adults and adults (length, multimedia elements, 

audiovisual properties, etc.) should be determined and adequate e-books should be 

developed. 

 While e-books are being designed, the digitalization of classical literary and cultural 

publications in addition to popular and educational resources should be emphasized. 

 Seminars, infomercials and promotional events should be organized to ensure readers of all 

ages that electronic resources are not an alternative to printed material and that both are 

significant. 
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Abstract 

With the aim of investigating the values gained by using interactive notebook applications in social 

studies lessons for secondary school students, this study was completed as a case study from the 

qualitative research pattern including 21 students attending a state secondary school in İzmir province 

during the 2017-2018 educational year and using interactive social studies notebooks. The 21 students 

selected with the simple random sampling method underwent individual, face-to-face semi-structured 

interviews. The obtained data was analyzed with the MAXQDA 2020 program for content analysis. 

The following conclusions were reached based on the obtained findings; during ISSN activities 

students helped each other more compared to normal educational activities and they conceptualized 

and developed the importance of helping. When students helped each other they felt happy, good, 

loved and that their friendships were strengthened. They developed their sense of sharing when 

everyone did the activity together and shared the material they needed. With sharing values, the 

students began to trust each other and developed a sense of trust. The value of responsibility also 

developed, though not as much as the other values. Students participating in the research enjoyed 

doing activities together and expression of this situation can be said to show they developed esthetic 

feelings. Within the framework of ISSN activities, students generally had positive criticism of the 

activities performed with friends, but some students had negative criticism. Students performing ISSN 

activities attempted to leave their surroundings or working area clean at the end of lessons. Students 

who forgot to clean were warned by other students. 
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Introduction  

Currently, considering children are the youth of the future and will be more affected by 

technology during their lives in future years as adults, they may be faced with situations like 

development of new occupations and even struggle with artificial intelligence and robots in working 

areas. Jack Ma (2018), founder and CEO of the world’s largest e-commerce site, stated “We cannot 

teach our children to compete with machines, in this situation to believe they are smarter than 

machines, independent thinking, team work and valuing others, etc. human values will come to the 

fore”. The most important element separating humans from other organisms and artificial intelligence 

is values (Mutlu & Dinç, 2019). In addition to developments in science and technology fields, life and 

communication styles have undergone rapid change and education about morals and ethics has gained 

separate importance in the current day (Eryaman, 2007; Paykoç, 2007). For countries and societies, 

education is important so that individuals do not only gain information but also, skills, habits and 

values (Uyanık Balat, Özdemir Beceren & Adak Özdemir, 2011). The most important target of values 

education appears to be the transfer of values to maintain social integrity and peace in future 

generations. However, the aim of values education is not just the transfer of values from one 

generation to another, but to ensure the future human race has humane values different to artificial 

intelligence products of advanced technology, which are smarter but weak in the affective sense. For 

this, importance should be given to knowing values concepts and to values education. 

There are different definitions about values concepts. The Turkish Language Society defines 

values as ‘that which emerges in connection with the object of a person as a wanted and required 

entity’ (TDK, 2020). Ulusoy and Dilmaç (2018) defined the values concept as ‘all beliefs about the 

traits which make a human, human and containing basic characteristics separating humans from other 

organisms and directing human behavior’. According to Halstead and Taylor (2000) values ‘are 

principles and basic beliefs guiding behavior in general, standards by which actions are judged as good 

or desired’. Values ‘represent principles that guide life, which may display differences in terms of 

importance level for individuals or societies’ (Schwartz et al., 2001). Values education can be defined 

as the aspect of educational practice in which moral or political values e as well as norms, 

dispositions, and skills grounded in those values e are mediated to or learned by students (Aspin, 2000; 

Genc & Eryaman, 2008; Jones, 2009; Lovat, Toomey, and Clement, 2010; Thornberg, 2008). Values 

education should ensure the internalization of values by students by bring them to life. This situation 

allows the possibility of values being permanent during life (Ulusoy & Arslan, 2016). Social studies 

can be said to have the feature of being a values education lesson in terms of including historical 

content, and providing positive values through transfer of a variety of cultures and lifestyles. Social 

studies lessons benefit from a large variety of disciplines (history, geography, archeology, sociology, 

law, etc.) and may carry features of a lesson rich in terms of values education (Kan, 2010). 
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When the curriculum is investigated, it appears values are included most comprehensively in 

the social studies lesson curriculum (Aktepe, 2014). Aiming to raise citizens who have adopted 

national values and support universal values (Kan, 2010), are able to make decisions based on 

information in varying country and world conditions and are effective problem-solvers, the social 

studies lesson (Öztürk, 2009) can be said to be one of the lessons contributing most to values 

education (Çengelci Köse, 2020). The Social studies Curriculum prepared in 2017 made a range of 

changes in 2018. The program announced with changes included values related to justice, the 

importance of family unity, independence, peace, science, diligence, cooperation, sensitivity, honesty, 

esthetics, equality, freedom, respect, love, responsibility, savings, patriotism and helpfulness. 

Values education is a construct of abstract concepts. It may be difficult for students to 

internalize these abstract concepts. As a result, activity-based education should be used to teach values 

(Aktepe, 2014). Values can be taught through relevant concepts and methods; however, values require 

students to internalize and transfer values into their lives in practice, not just through texts and lessons 

just like cooking (Hossain & Marinova, 2004). Children and young people can gain humane values 

through appropriate values education activities under present-day conditions (Ulusoy & Arslan, 2016). 

If values education is given importance, special teaching methods and techniques related to teaching 

should be developed (Aydın, 2010). Halstead (1996) listed the most useful methods and techniques 

when performing values education in lessons as discussion-based approach, active learning strategies, 

drama, project work, applied activities, cooperative learning, group studies, research directed by 

students, educational games and topic days (as cited in Yazıcı, 2006). According to Brock, Nishida, 

Chiong, Grimm, and Rimm-Kaufman (2008), deeper learning occurs when an individual engages in 

social discourse with peers or more knowledgeable others, and thus, classroom contexts which 

optimize student learning are characterized by an emphasis on social skills, such as cooperation, 

assertion, responsibility, empathy and self-control. Activity-based values education ensures students 

enter more interaction with each other to gain or develop a variety of values. One of the activities 

ensuring in-depth learning by students are Interactive Notebook implementations. Interactive 

notebooks are notebooks where a variety of learning activities/products are prepared/completed related 

to a learning area during a certain duration in the student’s learning environment. In a way, these 

notebooks are portfolios of the student’s learning products. According to Marcarelli (2010), interactive 

notebooks are a tool used for students to create connections between new learning and previous 

learning, review their thoughts and for in-depth understanding of their surroundings. Both the learned 

content (input) and the reflective knowledge gained (outcome) are the peak of a student’s work 

through the year. In this research, through ISSN applications in social studies lessons, students were 

observed to develop values like helpfulness, sharing, responsibility, liking/appreciation, self/criticism 

and cleaning on their own. 
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There is much research found in the relevant literature related to values and values education. 

When this research is investigated, the most studied topics include teachers’ opinions about values 

education, investigation of literary works in terms of values education, attitudes and opinions of 

students about values education, and values education through activities and implementations. Studies 

about teachers’ opinions about values education (Can Aran & Demirel, 2013; Balcı & Yanpar Yelken, 

2013; Koç, 2016; Kolaç & Özer, 2018; Ünlü & Kaşkaya, 2018; Baş, Taşkıran & Bulut, 2016; İbret et 

al. 2017; Aslan, 2016; Yıldırım, Becerikli & Demirel, 2017; Batmaz & Erdoğan; 2019; Yıldırım & 

Çalışkan, 2018; Acun, Yücel, Önder & Tarman, 2013; Ergen, 2019; Çelikkaya & Seyhan, 2017; 

Yazar, Özekinci & Lala, 2017; Jafari & Demirel, 2019; Kozikoğlu, 2018; Karamustafaoğlu & Amanat, 

2017; Uzuner, 2019; Ülavere & Veisson, 2017; Tay, 2013; Çelikkaya & Filoğlu, 2014; Ferreira & 

Schulze, 2014; Katılmış, 2017; Turan & Bozkurt, 2017; Durdukoca, 2019; Muldma & Kiilu, 2012; 

Thornberg & Oğuz, 2013; Şahinkayası & Kelleci, 2013) are found. 

In terms of values education in literary products, there are investigations in a general sense 

(Kolaç & Özer, 2018; İbret et al. 2017); investigation of 100 basic works (Aktan & Kılıç, 2015; 

Çalışkan, 2016; Karacan, 2019; Özkan & Sivrikaya, 2012); investigation of inscriptions (Çelik, 2016); 

investigation of biographies (Yiğittir & Er, 2013; Avaroğulları & Ayılmazdır, 2017); investigation of 

children's literature (Eryılmaz & Çengelci Köse, 2018; Genç, 2019; Öksüz, Keskin & Çetinkaya, 

2018); investigation of fairytales (Akkaya, 2017; Dağı, Alptekin & Kaplan, 2018; Kılcan, 2016;); 

investigation of Divan-ı Lügat-it Turkish (Ersoy, 2018; Kırbaşoğlu Kılıç & Yaprakgül, 2018); 

investigation of Kutadgu Bilig (Tural, 2018); investigation of Mesnevi by Rumi (Uludağ, 2019; Taş & 

Kıroğlu, 2019); investigation of Velayetname by Haci Bektaş-ı Veli (Gürgil, Kılcan, Kılıçoğlu & 

Kurtoğlu, 2019); investigation of novels (Şimşek, 2015; Özgür, 2019; Yalçın, 2019); and investigation 

of poetry (Öztaş, 2018; Yığman, 2019). Many types of literary studies have been used in values 

education. According to the findings, it is stated that it will be useful to use literary studies in gaining 

values in social studies teaching. 

There are studies about students in relation to values and values education. Within the scope of 

social studies curricula, examples may be given of studies about student opinions (Tay, Durmaz & 

Şanal, 2013; Yıldırım, Becerikli & Demirel, 2017; Baysal & Saman, 2010; Türk & Nalçacı, 2011; 

Sağlam & Genç, 2015); about attitudes of students (Gömleksiz & Cüro, 2011; Kaaptan, 2019; Taş & 

Minaz, 2019); about teaching of some values (responsibility, cooperation, tolerance) (Kılcan & 

Akbaba, 2014; Kılcan & Akbaba, 2018; Sezer & Çoban, 2016; Kaptan, 2018; Taş & Minaz, 2019); 

about perceptions related to values of working and nonworking students (Yılmaz, Göçen & Yılmaz, 

2013); and about the effect of values education on school environment and academic effort (Lovat, 

Clement, Dally & Toomey, 2013) etc. When research about values education is investigated, studies 

about activity-based value education are not at sufficient levels, while it was concluded there was no 

study about ISSN activities in relation to values education. In this situation, it is thought that the 
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contribution of ISSN activities to students’ learning in addition to their use for hidden teaching of 

some values will provide a significant contribution to the relevant literature about values education. 

Purpose and Reason for the Research 

This research was required based on the view that some values (helpfulness, sharing, 

responsibility, liking/appreciation, self/criticism and cleaning) may be gained by students moving 

from student opinions and researcher notes about the process of using interactive notebook 

applications in social studies lessons. While the cleaning value required by the research is included in 

the 2009 Social studies Curriculum, helpfulness, sharing, liking/appreciation and self/criticism values 

are included on the 2018 curriculum. Intentions without equivalents of liking/appreciation, esthetic 

values, and self/criticism are met by respect and tolerance values. In this research, the aim was to 

investigate the development of some values in the behavior of secondary school students performing 

interactive notebook activities applied during social studies lessons. With this aim, the following 

questions were asked to secondary school students participating in the research during interviews: 

1.  Did any of your friends help you while performing ISSN activities? 

1.1.  If someone did help, how/what did you feel when they helped you? 

2.  Did you help any of your friends while performing ISSN activities? 

 2.1.  If you did help, how/what did you feel when helping your friend? 

3. When performing ISSN activities, did you share any of your things/material/ideas with a 

friend? 

 3.1.  If you shared any of your things/materials/ideas with your friend, how/what did 

you feel? 

4. When performing ISSN activities, did any of your friends share any of their 

things/material/ideas with you? 

 4.1.  If a friend shared any of their things/materials/ideas with you, how/what did you 

feel? 

5. Did you have all required material prepared for ISSN activities in social studies lessons? 

 5.1.  Did you forget any material(s)? How/what did you feel in this situation? 

6.  Was there any friend that you liked during ISSN activities? 

 6.1.  If there was, did you tell them you liked them? Can you explain? 

7. When performing ISSN activities what did you think about your classmates’ activities? 

 7.1.  Can you give an example of this situation? (it can be good or bad) 
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8. When performing ISSN activities or at the end of lessons, do you think you left the working 

area clean? Why? 

Method  

Research Pattern  

This research was performed with the qualitative research method. Qualitative research aims 

to extract meaning in terms of the views of participants and is a study type using explanatory and 

inductive methods (Miles & Huberman, 2016). In line with the aim of the research, the case study 

(phenomenology) pattern from among qualitative research patterns was chosen to investigate values 

development occurring in behavior of secondary school students during ISSN applications. Case 

studies are a type of qualitative research attempting to understand how one or more people make sense 

of a phenomenon (Johnson & Christensen, 2014).  

Research Study Group 

A two-stage process was observed for the study group in the research. Firstly, with appropriate 

sampling methods, classes entering the teacher’s lessons were chosen and then students were chosen 

for interviews from among participants in ISSN applications based on the basic random sampling from 

the probability-based sampling methods. The basic random sampling method means that every 

member of an investigated population has equal chance of being chosen and the probability of being a 

member of the chosen population is not affected by the selection of other population members; in 

other words, every selection occurs completely independently of other selections (Cohen, Manion & 

Morrison, 2007). Probability samples are based on random sampling procedures. Random selection for 

sampling requires more sensitivity, time and effort compared to non-random sampling (Neuman, 

2014). From five classes of 5th class and four classes of 6th class with a total of 267 secondary school 

students, 30 students were randomly selected by the researcher giving the social studies lessons. 

Among these students, those who did not want to participate in the research, who did not provide 

written consent from the family or who had insufficient data were removed. At the end of this process, 

the study group comprised 21 students (9 girls, 12 boys). Students were coded as S1, S2, S3, etc. in 

order of analysis of data, without paying attention to gender or class level variables.  

Data Collection Tools and Implementation 

The research used a semi-structured interview form. Questions included on this form were 

given their final form after reviewing the opinions of two academics and two teachers. The students in 

the study group were interviewed in the second semester of the 2017-2018 education year beginning in 

April with 5 students interviewed each weak. Before interviewing students, the aim of the interview 

was explained and it was stated that no assessments would be made. Interviews were completed in a 

state secondary school in the social studies classroom when researcher and participants were available. 
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Interviews were recorded with a sound recording device and each interview lasted from 5 to 12 

minutes. Students’ education-teaching activities were not negatively affected due to the interview 

process. Interviews with the study group were completed after voluntary participation by the student 

and written-signed consent forms were obtained from parents. After eliminating insufficient data, 

interview data from 21 students were analyzed. 

Validity and Reliability Studies 

With the aim of confirming the validity and reliability of the themes and codes reached during 

the research, the multiple analyst triangulation method was used. Multiple analyst triangulation 

involves independent analysis of the same qualitative data by two or more people and comparison of 

the findings (Patton, 2014). As a result, all data were independently coded by an expert in the field of 

class education and then the researcher and expert compared coding systems. As a result of this 

comparison, the formula with values above 70% indicating acceptable reliability of comparisons 

recommended by Miles and Huberman (2016) (reliability = agreement number / agreement + 

disagreement number X 100) was applied and the reliability value was calculated as 89%. Validity of 

qualitative research may be provided by diversifying data, detailed explanation of study group 

features, reporting data in detail and quoting from data in studies (Creswell & Crewsell, 2018; Johnson 

& Christiensen, 2014). As a result, codes were visualized and presented based on which student made 

the statement, code network and code matrix, the frequency and percentage of code statements by 

students. In addition to this work, by stating codes openly and clearly and supporting with direct 

quotes, attempts are made to increase the validity and reliability of the study. 

Analysis of Data 

Research data were analyzed using content analysis. Creswell and Creswell (2018) stated the 

process steps for content analysis in qualitative research are preparation and organization of data, data 

coding, associating codes to reduce to themes, presenting and interpreting findings. A code in 

qualitative research is mostly a word or short phrase communicating an extract and/or stimulating 

attribute that is notable and summarizes a portion of the language-based or visual data (Saldana, 

2016). In this research, the process mentioned by the research was followed during the data analysis 

process. In the stage of preparing data, firstly, the voice recordings of participants were transcribed. As 

themes were previously determined according to the questions, each question was analyzed and 

interpreted by organizing the theme and codes. During the coding stage, texts were read carefully and 

analyzed with the MAXQDA 2020 qualitative data analysis program. The obtained results were 

visualized with a MindMap mental mapping program for interpretation. 
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Results 

In this section, the semi-structured interviews held with secondary school students 

participating in the research are analyzed within the framework of the previously-determined themes 

and frequency, percentage and example statements are visualized and presented.  

1. Theme: Value of Helpfulness 

Within the framework of the helpfulness value of secondary school students participating in 

the research, the questions ‘Did any of your friends help you while performing ISSN activities?’ and 

‘Did you help any of your friends while performing ISSN activities?’ were asked. Student responses 

were analyzed. The code concept map about helping/being helped in the framework of ISSN activities 

is given in Figure 1. 

 

Figure 1. Code concept map about helping/being helped in the framework of ISSN activities. 

When Figure 1 is investigated, students’ responses to the question ‘Did any of your friends 

help you while performing ISSN activities?’ were coded as they helped (f:16; 69.57%), they did not 

help (f:3; 3.04%), mutual help was given (f:2; 8.70%), I asked for help (f:1; 4.35%) and I chose to do 

it myself (f:1; 4.35%). In relation to the helpfulness code, students made statements such as ‘Yes. For 

example, sometimes there were places I couldn’t do things. If I couldn’t stick things or in places I 

didn’t know. With that, Refik always helped.’ (S8); ‘My friend sitting beside me helped. They were 

helpful to me about the role activity. They helped me with the folding section.’ (S16) and ‘Teacher, 

nearly the whole class helped.’ (S20). In relation to the code about not helping, example statements 

include ‘No. I always helped them’ (S7) and ‘They didn’t help me but I helped them. Because the 

teacher said my hand skills were developed’ (S9). In relation to the mutual assistance code, statements 

include ‘Let’s not say they helped, teacher, like sharing material. For example, I helped them, they 

helped me. All together.’ (S4). In relation to the demands for help, ‘I wanted it sometimes, yes. 

Sometimes when activities didn’t work, I wanted them to help. Sometimes when I couldn’t do 

something, I said please can you do this. They said ok. In a later activity, I did their job. Ok, I will do 

that for you I said.’ (S2). In relation to the code about choosing to do it themselves, example 
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statements include ‘I had friends who wanted to help but I chose to do it myself more; but if I couldn’t 

my friends would help and I would help them’ (S15). 

Responses of students to the question ‘Did you help any of your friends while performing ISSN 

activities?’ can be divided into two codes of I helped (f:20; 95.24%) and they did not want help (f:1; 

4.76%). Statements related to the I helped code include ‘I helped. I helped such a lot. My friend who 

sits in the front row always came to me. Aybüke cut this, My handwriting is nice. And they would say 

Aybüke write Anatolian Civilizations here in your handwriting, at least just one heading. Always in the 

front row or a few friends said it. It was very nice.’ (S3); ‘Yes. I helped my friend sitting beside me a 

lot. Generally, their lines would be wrong or their cutting. They cut crooked. We would cut together, 

or I would draw their lines and they would cut.’ (S15); and ‘Yes, teacher, a lot’ (S20). In relation to 

the not wanting help code, the statement ‘No one asked me. If they had asked, I would have helped.’ 

(S8). The code concept map in relation to how students felt about helping and receiving help from 

friends is given in Figure 2.  

 

Figure 2. Code concept map about feelings of students in helping/being helped within the framework 

of ISSN activities. 

Figure 2 gives responses to the question of ‘If someone did help, how/what did you feel when 

they helped you?’ in relation to helping and receiving help from friends in the framework of ISSN 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

42 

activities. These responses were coded as; I felt happy (f:8; 30.77%), I felt our friendship was 

strengthened (f:8; 30.77%), I felt good (f:3; 11.54%), I didn’t feel anything (f:2; 7.69%), I felt bad 

(f:1; 3.85%), I felt it added experience (f:1; 3.85%), I felt helpful (f:1; 3.85%), I felt liked (f:1; 3.85%) 

and I felt I should be better (f:1; 3.85%). Statements representing the codes include; for the I felt 

happy code ‘I felt very happy. That they had helped me color in a world map. It looked very hard.’ 

(S1); the code I felt our friendship was strengthened ‘Friends as we help each other our friendships 

become more integrated. That’s what I think.’ (S2); the I felt good code ‘I felt good. It was helpful to 

me. I feel good.’ (S14); the I didn’t feel good code ‘I felt I needed help. I couldn’t have done it myself 

for example, it was done for me. I don’t feel anything.’ (S17); the I felt bad and gained experience 

codes ‘In fact, I may have felt a bit bad, but not that much. I think I couldn’t do it but my friend added 

to my experience at the same time.’ (S15); the I felt helpful code ‘For example, I felt like someone 

helpful.’ (S18); the I felt liked code ‘For example, I felt my friends like me.’ (S19) and I felt I should be 

better code ‘I felt I should be a bit better. But normally my hand skills are not good. As a result, I 

asked for help, how do we do that. They showed me. I didn’t know different.’ (S21). 

The responses of students to the question of ‘If you did help, how/what did you feel when 

helping your friend?’ in relation to helping and being helped by friends within the framework of ISSN 

activities were coded. The codes were; I felt happy (f:12; 40.00%), I felt good (f:6; 20.00%), I felt our 

friendship was strengthened (f:3; 10.00%), I felt I was sharing (f:2; 6.67%), I felt useful (f:2; 6.67%), I 

felt mutual assistance (f:1; 3.33%), I felt thankful (f:1; 3.33%), I felt proud (f:1; 3.33%), I felt helpful 

(f:1; 3.33%); and I felt I enjoyed it (f:1; 3.33%). Statements supporting these codes include; ‘I liked it 

because I know being helpful is good, I enjoyed doing it.’ (S19) in relation to the I felt happy and I felt 

I enjoyed it codes; ‘When I helped, teacher, I felt something really good. I don’t know, teacher, I felt I 

fell into a cloud, I relaxed.’ (S10) for the I felt good code; ‘I felt my hand skills developed a little. I felt 

I could do better things. My friendship bonds developed’ (S21) for the I felt my friendship was 

strengthened; ‘I gave colored paper. When I did the activity, I gave my remaining paper to my friend. I 

felt feelings of sharing. Because they gave to me.’ (S1) about I felt I was sharing; ‘I told them I was of 

some benefit.’ (S7) for the I felt useful code; ‘I didn’t want help from those doing it badly, but more 

from those who did it. But I can ask for help from all of them if I need it.’ (S2) for feeling mutual 

assistance; ‘I firstly thank myself for contributing to their lives, or their lesson. Later I thank my friend 

for asking me, for seeing me as being suitable.’ (S2) for I felt thankful; ‘I felt proud of myself’ (S12) 

for the I felt proud code; and ‘I felt I was someone helpful. For example, I gave my friend information, 

that’s a good thing.’ (S18) for the I felt helpful code. 

2. Theme: Value of Sharing 

Within the framework of the sharing theme, secondary school students participating in the 

research were asked questions ‘When performing ISSN activities, did you share any of your 
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things/material/ideas with a friend?’ and ‘When performing ISSN activities, did any of your friends 

share any of their things/material/ideas with you?’. The responses of the students were analyzed. The 

code concept map about sharing within the framework of ISSN activities is given in Figure 3. 

 

Figure 3.  Code concept map about feelings of students in sharing situations within the framework of 

ISSN activities. 

When Figure 3 is investigated, students participating in the research were asked questions 

about sharing things/material/ideas within the framework of ISSN activities and it was found that all 

students shared (f:21; 100%) and had thing shared with them (f:21; 100%). After these questions, 

students were asked ‘If you shared any of your things/materials/ideas with your friend, how/what did 

you feel?’ and responses were coded as; I felt happy (f:11; 40.74%), I felt good (f:8; 29.63%), It was 

mutual (f:3; 11.11%), It was good to work together (f:2; 7.41%), I was annoyed (f:1; 3.70%), I didn’t 

feel anything (f:1; 3.70%) and I felt content (f:1; 3.70%). Statements supporting the codes are given 

as; for the I felt happy code ‘There’s a thing like being a sharer, teacher, when I feel I’ve shared I feel 

happy. When I share something with a friend, I am happy. It’s like that for everyone when we do but a 

person feels different. Like, when you are happy them being happy becomes your happiness.’ (S4); for 

the I feel good code ‘When they asked if I would do the drawing because they were doing it badly, I 

did it. Because I can do the things that they can’t do. I’m not superior to them, but I can still help 

them. I felt very good.’ (S7); for the it was mutual code ‘I felt feelings of sharing. Like, they give to me 

because I give to them.’ (S1); for the working together was good code ‘I felt we could make something 

good. Because I felt the three of us thought alike. Because we had no disagreements when saying our 

ideas. Our ideas overlapped.’ (S21); for the I felt annoyed code ‘But when they didn’t give it, I got 

annoyed. They want it, I give it.’ (S19); for the I didn’t feel anything code ‘I didn’t feel much. I just 

shared.’ (S19) and for the I felt content code ‘Then, a person fills with contentment, like, teacher’ 

(S10). 
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The responses given by students to the question ‘If a friend shared any of their 

things/materials/ideas with you, how/what did you feel?’ were investigated and codes were I felt 

happy (f:10; 32.26%), I felt good (f:7; 22.58%), I felt trusted (f:5; 16.13%), I felt our friendship was 

strengthened (f:4; 12.90%), I felt liked (f:2; 6.45%), I felt benevolent (f:1; 3.23%), I didn’t feel 

anything (f:1; 3.23%) and I felt embarrassed (f:1; 3.23%). The statements in relation to these codes 

include ‘I think I was benevolent. Benevolent people help, you know. They were happy, I was happy. 

Because when anyone helped me, they were smiling. I was smiling.’ (S6) for the I feel happy and I feel 

benevolent codes; ‘Now if it was their glue, I acted carefully so it wouldn’t finish. So I felt good, I 

acted carefully. So I think it’s a good feeling, teacher, sharing is good.’ (S20) for the I felt good code; 

‘I felt that person trusted me. Because if they didn’t trust me they wouldn’t give the scissors. Because 

they gave scissors for example. Because I trusted them not to break my scissors I gave it.’ (S21) for 

the I felt trusted code; ‘I was delighted, I felt they were my friend.’ (S19) for the I felt our friendship 

was strengthened code; ‘At that moment, I said that means I am liked. If you don’t like a person you 

don’t give anything.’ (S4) for the I felt liked code; ‘I didn’t feel anything.’ (S17) for the I didn’t feel 

anything code; and ‘I was embarrassed. Because I couldn’t do anything then. I was embarrassed when 

they gave it.’ (S9) for the I felt embarrassed code.  

3. Theme: Value of Responsibility 

Within the framework of the responsibility theme of secondary school students participating in 

the research, the questions ‘Did you have all required material prepared for ISSN activities in social 

studies lessons?’ and ‘Did you forget any material(s)? How/what did you feel in this situation?’ were 

asked and responses were analyzed. The code concept map about responsibility in the framework of 

ISSN activities is given in Figure 4. 

 

Figure 4. Code concept map about feelings of students in bringing necessary material within the 

framework of ISSN activities. 
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On Figure 4, an attempt is made to learn what students felt when they did not bring, or forgot 

material by asking secondary school students participating in the research questions about bringing 

necessary materials for ISSN activities in social studies lessons. In response to these questions, 

students stated they brought material always (f:2; 9.52%) and most of the time (f:19; 90.48%). These 

statements were used to create codes of I asked my friends (f:8; 24.24%), I was sad (f:5; 15.15%), I 

felt bad (f:4; 12.12%), I was scared (f:3; 9.09%), I was ashamed (f:2; 6.06%), I was angry with myself 

(f:2; 6.06%), I felt in need (f:2; 6.06%), I got support from the teacher (f:2; 6.06%), I was annoyed 

(f:1; 3.03%), I did not want to take from my friends (f:1; 3.03%), I felt embarrassed (f:1; 3.03%), I 

blamed myself (f:1; 3.03%) and I was worried (f:1; 3.03%). Among these codes, supporting statements 

for the I asked my friends are ‘Then I asked my friends, could you share. Then they said yes or no. 

Generally, they said yes.’ (S2): for the I felt sad code ‘I was sad. The reason for being sad was that I 

couldn’t do the activity, my material was missing’ (S5); for the I felt bad and I blamed myself codes 

‘Sometimes I forgot things. I felt bad about myself. Like, I’d say to myself, I’d blame myself’ (S6); for 

the I was scared and I was ashamed codes ‘Sometimes I was scared and ashamed. Because my fear 

was that I would get a minus mark. Later I brought paper to give it back to the person. Later I 

understood my teacher wouldn’t give a minus mark, I wasn’t scared.’ (S21); for the I was angry with 

myself code ‘Exactly, I did forget. Ugh, I forgot to bring it, if I can’t do it, it will be very bad I said. I 

hope my friends have some I said. First, I said ugh why didn’t I bring it. I was angry with myself.’ 

(S2); for the I felt needy code ‘It happened, teacher. What did I forget that for? Why did I forget, I 

thought now I look like needy to others, teacher.’ (S4); for the getting support from the teacher code 

‘There were times I forgot. When I forgot I didn’t feel much. Because I know you’re not an angry 

teacher. In any case there’s always material there. If a child needs a ruler they take it, if they want a 

scissors they take it. So, I didn’t experience much of a feeling of worry. I was more relaxed. My friends 

gave too.’ (S3); for the I got annoyed code ‘Teacher, I got annoyed.’ (S20); for the I didn’t ask for 

material from friends ‘Maybe I forgot my scissors. I forgot my glue. In fact, I don’t want much from 

anybody. Let my own material be with me, let my eraser be here. Around me. At least, let that be. Then 

they say, ah you finished my glue, you have to get some for me. I don’t was to use things from some 

people. Don’t press down they say. I get upset when they say things like that.’ (S11); for the I felt 

embarrassed code ‘Yes teacher, sometimes I forget. My friends give me things, thank you to them. The 

ground opens up for me. Teachers, I am a little embarrassed to ask things from my friends. Furkan, 

bring it, don’t forget you say. I’m a person who always forgets their responsibilities. I don’t mean to 

forget teacher.’ (S10) and for the I was worried code ‘I worry about myself clearly. I think I’ve gone to 

a bad place. That’s all.’ (S19). 

4. Theme: Value of Liking/Appreciating 

The secondary school students participating in the research were asked the questions ‘Was 

there any friend that you liked during ISSN activities?’ and ‘If there was, did you tell them you liked 
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them? Can you explain?’ within the scope of the responsibility theme and their answers were 

analyzed. The code concept map about liking/appreciating within the framework of the ISSN activities 

of students is given in Figure 5. 

 

Figure 5. Code concept map about feelings of students about liking/appreciation of friends work 

within the framework of ISSN activities. 

When Figure 5 is investigated, the answers given about liking/appreciating during ISSN 

activities made by classmates during social studies lessons are provided. Accordingly, all students 

(f:21; 95.45%) liked/appreciated ISSN activities made by friends, while one student stated the nicest 

activity was their own (f:1; 4.55%). The majority of students who liked the activities made by friends 

expressed their appreciation (f:19; 90.48%), while the remaining students did not express their 

appreciation (f:2; 9.52%). In relation to expressing appreciation code, examples of supporting 

statements include ‘Yes, I told Esra. I liked what she did a lot. That’s very nice Esra, I said.’ (S9), ‘Yes 

teacher, I said it was very nice. They said thank you.’ (S11) and ‘Yes. I said it was very nice, and such 

at times. I said will you do it for me.’ (S20). In relation to the code about not expressing appreciation, 

example statements are ‘I get embarrassed like that. Like, it’s very nice, and so on. Moreover, I get 

embarrassed like that. Ay, that’s so nice, if only mine was like that, and such. No, I’m satisfied with my 

own.’ (S3) and ‘I can’t express it. No, I never said anything.’ (S10). 

5. Theme: Value of Self/Criticism 

Secondary school students participating in the research were asked the questions ‘When 

performing ISSN activities what did you think about your classmates’ activities?’ and ‘Can you give 

an example of this situation?’ within the framework of the responsibility theme and responses were 

analyzed. The code concept map about self/criticism within the framework of ISSN activities is given 

in Figure 6. 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

47 

 

Figure 6. Code concept map for self/criticism about learning outcomes within the framework of ISSN 

activities. 

The secondary school students participating in the research were asked their thoughts about 

activities completed by themselves and their friends within the framework of ISSN activities. In the 

context of self-criticism/criticism, the response given by students are categorized into positive and 

negative thoughts on Figure 6. Codes related to the positive self/criticism category include there are 

those Doing them good or badly (f:13; 48.15%), They expended effort (f:5; 18.52%), Everyone’s is 

special to them (f:3; 11.11%), I encouraged my friends (f:2; 7.41%), They do it well when they are 

interested (f:1; 3.70%), We learned enjoyable (f:1; 3.70%), Those who know helped those who don’t 

know (f:1; 3.70%) and Sometimes they could do better (f:1; 3.70%). Example statements for these 

codes can be given as ‘Some of them do it badly, I can do it poorly too but some can do it very nicely.’ 

(S1) for there are those doing them good or badly; ‘Well, let me say this, those who can do these 

activities are both successful in lessons and understand the lessons better. But those who can’t do it, 

just let it go. Generally, most of my friends do these activities well. Because they put in the effort. 

Some put in the effort but are not careful. I respect those without hand skills who work at it. They try 

to do it, but they can’t, what can they do.’ (S8) for the expended effort code; ‘I can’t come out and say 

here, ah I did that very well. Because the things everyone does are good according to themselves.’ 

(S11) for the code everyone’s work is special to them; ‘Those who are doing it poorly like you can do 

better, you can draw better. When they do it well, like it’s good. Even I couldn’t color like that. Like, I 

would say things like can you teach me.’ (S14) for I encouraged my friends; ‘I understand when some 

of them aren’t very interested. Because they are not interested, they do it badly. But if they were a little 

interested, they would correct themselves more quickly.’ (S13) for they do it well when they are 

interested; ‘When I look, it was a fun thing and I think it triggered me to understand social studies 

lessons better. Because most children like to do, like to understand things they enjoy. Because I 
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enjoyed this, I will learn in social studies lessons.’ (S21) for we learned enjoyably; ‘Because we were 

doing it, if someone in the class draws nicely, they can go and draw for another friend. If they can cut 

well, they can cut for another friend.’ (S18) for those who know helped those who don’t know; and 

‘Teacher, those without talent improved over time.’ (S18) for the sometimes they could do better code. 

6. Theme: Value of Cleaning 

Within the framework of the responsibility theme, secondary school students participating in 

the research were asked the question ‘When performing ISSN activities or at the end of lessons, do you 

think you left the working area clean? Why?’ and responses were analyzed. The code concept map 

about cleaning within the framework of ISSN activities is given in Figure 7. 

 

Figure 7. Code concept map about leaving the work area clean within the framework of ISSN 

activities. 

Figure 7 gives the analysis of responses of secondary school students about keeping the 

working area clean while doing ISSN activities and at the end of lessons in social studies lessons. 

According to this analysis, within the framework of cleaning values, the codes I try to leave it clean 

(f:11; 40.74%), I leave it clean (f:10; 37.04%), I warn my friends (f:4; 14.81%), I keep nature clean 

(f:1; 3.70%) and I reuse leftovers (f:1; 3.70%). In terms of supporting statements, for the code about 

trying to leave it clean ‘Yes. I take my rubbish when I see it. In fact, I tell my friends as much. Ah, 

those are yours I say. I clean my things. I try to keep my area, my place clean.’ (S11); for the I leave it 

clean and I reuse my leftovers codes ‘Teacher, in any case I generally collect the papers I use and put 

them away. Because when small materials are needed for another activity, I use them or I give to my 

friend who needs it. So I don’t leave things dirty. Like, I leave it clean.’ (S9); for the code I warn my 

friends ‘I try to warn my friends. Let’s throw them out I say.’ (S2); and for the I keep nature clean code 

‘I don’t see it when I go out, but it upsets me like. Because I should keep nature clean.’ (S6). 

Discussion, Conclusion and Recommendations  

This research investigated opinions about development of some values in secondary school 

students through Interactive Social Studies Notebook activities applied under teacher guidance in the 

social studies lessons of a state secondary school in İzmir during the 2017-2018 educational year. It 

was concluded that they developed values like helpfulness, sharing, responsibility, liking/appreciating, 

self/criticism and cleaning during activities according to the social studies teacher. Opinions of 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

49 

students related to these values were obtained. All secondary school students participating in the 

research helped their friends. Most stated their friends helped them too. There were almost no students 

who did not help each other, some engaged in mutual helping, while some chose to complete the 

activities without receiving assistance. Within the framework of sharing value, all students shared 

material (paper, glue, scissors or ideas, etc.) with friends during ISSN activities. When students 

engaged in sharing, they felt happy, good, liked and that friendship was strengthened, as with the 

sharing value. Similar results were observed in research by Kılcan and Akbaba (2018). In this 

research, the perceptions of students about the cooperation value were investigated and the majority 

saw cooperation as ‘strength arises from unity’ and ‘strengthening bonds is a beneficial source of 

happiness’. Sharing developed feelings of trust between each other. Sometimes, they were 

embarrassed in a positive sense. On the other hand, children finding it difficult to share were actually 

happy to share; however, expressions by family like ‘don’t share material in the class, it will finish 

quickly, they’ll break your things, you give to people who give to you, etc.’ negatively affected values 

development of children. Helpfulness, sharing and cooperation values can actually be said to be values 

that are close to each other and complement each other. Research by Akbaş (2004) stated that students 

displayed helpfulness behavior regardless of socioeconomic level. Çengelci (2010) stated that students 

attempted to transfer respect, tolerance and helpfulness values to daily life. Yüksel and Adıgüzel 

(2012) stated that the cooperation value required the use of caricatures in teaching. It can be said that 

activity-based teaching processes embody the helpfulness value, present examples directly from life, 

are effective on children and beneficial for internalization of the helpfulness value (Aktepe, 2014). 

Secondary school students participating in the research brought the necessary material for 

ISSN activities most of the time, but occasionally forgot it. When students forgot the necessary 

material, they felt sad, bad, were afraid or ashamed. Some students felt needy and as a result got 

annoyed and angry with themselves. However, they continued activities by obtaining material from 

friends or the teacher. Students found they liked the ISSN activities in lessons, so most of the time 

they came prepared, apart from rare instances of forgetting. Research (Aslan, 2007; Sezer, 2008) 

showed that the value that teachers most wanted students to gain was the value of responsibility; 

however, results showed that responsibility was the least gained value. Research by Çelikkaya and 

Seyhan (2017) found the responsibility value was the least repeated value according to metaphor 

perceptions related to universal values of social studies teachers and preservice teachers. There is 

research with results similar to these (Akbaş, 2004; Şirin & Otrar, 2000). Kropp (2006) investigated 

the responsibility levels of participants in a Moral Development Program and concluded there was a 

significant increase in levels of taking responsibility among participants in the program. However, 

research by Tabak and Yaylak (2020) stated that the responsibility value in social studies textbooks 

had a reducing trend from 4th class level to 7th class level. In this situation, it may be more beneficial to 

teach the responsibility value at younger ages and class levels. 
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Secondary school students performing ISSN activities liked the activities their friends 

completed. Only one student stated that the best activity was their own. Students who liked their 

friends’ activities also expressed their appreciation and encouraged them. Two students who did not 

express their appreciation can be said to be shy about expressing their feelings. The value of 

processing liking/appreciation in the research includes esthetic values and may be assessed as an 

esthetic value. In this research, the gender variable was not noted, but research about esthetic values 

(Akbaş, 2004; Aydın, 1997) concluded that female students attached more importance to esthetic 

values compared to male students. 

In the framework of self/criticism value, students expressed positive criticism stating that their 

friends did the activities well or poorly, that every thought their own work was special, that they made 

efforts and did better when they were interested and that those with good hand skills helped those 

without. Negative criticism involved a few students stating their friends did poorly. Again, a few 

students stated they did not accept offers of help from friends. However, one student stated that in 

spite of having very good and creative ideas, their hand skills were insufficient so the activity did not 

reflect their thoughts. The self/criticism value dealt with in this research actually includes the values of 

empathy, respect and tolerance. In a study about development and assessment of activities about the 

value of tolerance, Ünal, Er and Gürel (2016) concluded there was a significant difference in the 

tolerance value of students who underwent a drama method to gain this value according to pretest-

posttest results in favor of the posttest. Aladağ, Gündüz and Parlayan (2016) attempted to determine 

the tolerance tendencies of students and concluded that female students had higher empathy levels 

compared to male students, 5th class students had more compared to 8th class students and those with 

high family education level had more compared to families with low education level. Yakar and Yakar 

(2016) stated that students effectively participated in values teaching applications, reached highest 

levels of awareness about tolerance value and that it contributed to adoption of this value in their lives 

as a result of tolerance station studies applied for education of the tolerance value. Gürkaynak (1995) 

stated that to advance tolerance and to develop tolerant attitudes, individuals need to have mutual 

listening skills. Tok and Bostanoğlu (2016) stated that values education and tolerance education within 

the scope of this education will provide significant contributions to formation of a tolerant society. 

Activity-based research in values education (Akbaş, 2004; Tahiroğlu, 2014; Taş & Minaz, 2019; Tok 

& Bostanoğlu, 2016) is similar to the results of this research. 

Some of the students participating in the research left their work areas clean when performing 

ISSN activities or at the end of lessons, while some stated they attempted to leave it clean. Similar 

research concluded that female and male students frequently protected the environment in research by 

Akbaş (2004). Tuncel (2018) stated that students developed awareness in terms of sensitivity to the 

environment through alternative environmental applications and internalized the value of sensitivity to 

the environment. There were students who stated they warned friends who forgot about cleaning the 
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area, were aware of the need to keep nature clean and who reused leftover material. Hoge (2002) 

stated that values were helpful for transformation of students into individuals who know their rights 

and responsibilities and beliefs and values related to this were helpful in applications through a variety 

of learning activities. There is research about education through activity-based values (Aktepe, 2014; 

Aladağ, 2012; Bakır Arabacı & Akgün, 2013; Cheung & Lee, 2010; Ergün, 2013; Izgar, 2013; Koç, 

2007; Kropp, 2006; Neslitürk, 2013, Samur, 2011; Sidekli, Aydın, Aykırı & Kemiksiz, 2016; Taylor, 

2007; Uzunkol, 2014; Viadero, 2003). Results showing that this activity-based values education 

positively affected value gains by students are similar to the results in this research. In this context, the 

results of the research can be listed below; 

• During ISSN activities, students were in positions to help more than during normal 

educational activities, they conceptualized and developed the importance of helpfulness. When 

students helped each other, they felt happy, good, liked and that friendship was strengthened. 

• During ISSN activities, students shared with each other. Everyone did the activities and 

everyone required material so the feeling of sharing developed by itself. Through sharing 

values, students began to trust each other and feelings of trust developed. 

• The value of responsibility showed development, though not as much as other values. Even 

when students forgot ISSN activity materials, they continued with the activity by obtaining 

material from friends or teachers. When students liked an activity or doing something, they 

fulfilled their responsibilities in that situation. 

• Students participating in the research liked the activities that others completed, and expressed 

their appreciation showing development of esthetic feelings. Some not only liked these 

activities, but encouraged each other about doing better. 

• Within the framework of ISSN activities, students generally had positive criticisms about 

activities their friends completed, though there were some students with negative criticism. In 

this process, students learned and developed their ability to assess activities, compare them 

and make positive and negative criticisms. However, most importantly, most students acted 

like they liked their friend’s activities even if they didn’t in order not to upset their friends and 

encouraged them to do better. 

• Students completing ISSN activities attempted to leave their environment and the working 

area clean at the end of lessons. Students who forgot to clean were warned by other students. 

A student who did not leave the working area clean at the end of a previous lesson began by 

complaining, then realizing that their friend would experience the same feelings in the future 

they began to take care to leave their working area clean. 
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Based on the results of the research, activity-based values education may ensure the values 

gained by students are permanent. The interactive notebook activities may be investigated in terms of 

values education to be used in other lessons. This research was completed within the qualitative 

research framework. Quantitative, qualitative and mixed research may be performed in different 

locations and study groups. In addition to the effect on learning, interactive notebook applications may 

be effectively used in values education. Training may be provided for preservice teachers and teachers 

about the use of interactive notebooks in educational activities. 
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Abstract 

Including literature and various disciplines, social studies courses given with literary works during the 

course allow students to develop their intellectual skills and increase interest in the course. The story 

which has an essential place in the literary products used in the course of social studies possess a 

facilitating effect on the transfer of social rules and culture to younger generations, helps students 

understand different ages and places, and plays a role on making divisions between the true and false 

or the good and evil. Hence, it is crucial to select the right story with the appropriate content for the 

course. In this sense, the research aims to determine prospective teachers’ views on story usage in 

social studies lessons. A basic qualitative research design was adopted within the scope of the 

descriptive approach. The study group consists of 19 prospective teachers in the final year in Social 

Studies Education Department at state university in Turkey (Kafkas University). A semi-structured 

interview form prepared by the researcher was used in collecting the data. The researcher utilized 

descriptive and inferential codes that emerged during the analysis to explain the qualitative data and 

correlations. In light of the data, prospective teachers stated that the stories to be used in the social 

studies course should be appropriate for the social studies course achievement and grade level. 

Additionally, the participant teachers think that stories can be useful in ensuring the permanence of the 

information learned and drawing attention during the lesson. Also, prospective teachers expressed that 

the stories that are not used correctly and effectively could interfere with the course's goals or distract 

students.  
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Introduction  

Social studies course is one of the primary lessons that appeal to students' social existence and 

includes daily life topics. The social studies course, which is the combination of literature, arts and 

social sciences with an interdisciplinary approach (Beldag and Aktas, 2016), can benefit from 

education programs, as well as some of the fields such as media, art, culture, current events, literature, 

and science (Akdag, 2009). 

The Social Studies Curriculum (2005) emphasized the relationship between Social Studies and 

literature, and the use of literary texts and written works to establish a connection with the Turkish 

lesson and thereby help students gain patriotism. Moreover, the necessary skills for students in the 

curriculum include speaking Turkish correctly, fluently, and effectively, critical and creative thinking 

(Ministry of Education, 2018). In this respect, the use of oral and written literary products in Social 

Studies courses plays an essential role in realizing the course objectives and outcomes. Through the 

oral and written literary products used in the social studies course, students can develop analytical and 

critical thinking skills and have the opportunity to improve their language skills through texts that 

reflect language correctly and beautifully (Beldag and Aktas, 2016). 

In the social studies course, it is aimed to make students qualified individuals with the target 

knowledge, skills, and values that students are to acquire. Teachers need to use different teaching 

methods/techniques, or materials to put this purpose into practice more effectively and efficiently. At 

this point, oral and written literature products distinguish among the primary materials used in social 

studies teaching. The primary materials used in social studies education involve oral and written 

products, and undoubtedly, one of them is "story." 

By the integration the stories that are in accordance with the gains of social studies course, 

various advantages have different impacts among students such as a definite interest and attitude to the 

lesson, an increase in academic achievement, ensuring the retention of previously learned, making 

lessons fun and providing students with particular skills (Arslan, 2014; Bacak, 2008; Bisland, 1999; 

Common, 1986; Raines & Isbell, 1999; Savage & Savage, 1993; Simsek, 2006; Tunnel & Ammon, 

1993; Turan, 2015). 

In social studies teaching, stories as a teaching material can only possess such positive effects 

if they are used correctly. Thus, it is vital to pay attention to specific points. Stories should include 

topics that can reflect reality or truth, appeal to and improve students’ imagination, be written in an 

understandable and comprehensible language (Demir & Akengin; 2014), and be exciting and 

immersive (Guleryuz, 2002).  

The gained knowledge and experience in undergraduate education is essential for social 

studies teachers so that they can use stories as a teaching material effectively. For this reason, the 
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study reflects the opinions of the prospective social studies teacher about using stories as teaching 

material in social studies lessons. 

Purpose of the Study 

The purpose of this study is to determine prospective social studies teachers' opinions about 

using stories as teaching material in social studies courses. In this sense, the answers to the following 

questions were sought in the research:  

 In terms of knowledge and awareness about stories: 

 What are prospective social studies teachers’ perceptions about the story?  

 What are their opinions about the features of stories used as teaching material in the 

course? 

 What are their views on learning areas suitable for using stories in the social studies 

course? 

 What do they think about the contributions of using stories to the teaching process? 

 What are their views on problems that may arise during the use of the story in the social 

studies course? 

 What are the weaknesses they feel regarding the use of stories in social studies teaching? 

Method  

Research Model 

This study which intends to determine the opinions of prospective social studies teachers 

about the use of story adopted qualitative method in which researchers participate actively in the 

process of gathering information, present the findings in a natural, realistic and integrative manner, 

and in unwritten or oral form (Islamoglu, 2009; Robson, 2015; Yildirim & Simsek, 2008). A basic 

qualitative research design was used in line with the research aims (Merriam, 2002). According to 

Meriam (2013), researchers conducting basic qualitative research are concerned with how people 

interpret their lives and experiences and build their worlds. Basic qualitative studies reveal detailed 

assessments and interpretations of a phenomenon (relationships between conceptual categories and 

previous research) and provide new understandings (Merriam, 1998). Thus, the study utilized from the 

basic qualitative research design to determine in-depth and multiple perspectives and to reach a 

judgment about the use of “story” as teaching material in social studies education. 

Sample 

The study sample was formed with the adoption of an appropriate case study group technique 

based on the purposeful sampling and the selection of individuals and groups to be examined easily 
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(Sonmez & Alacapinar, 2014). The study was conducted on 19 prospective teachers, including ten 

girls and nine boys in the final year of Social Studies Education Department in a state university in 

Turkey (Kafkas University). 

Data Collection 

In accordance with the study goal, the interview technique was used which provides the in-

depth information about the research by exploring the feelings and thoughts of the people who are the 

subject of the research, (Buyukozturk et al., 2010; Sonmez & Alacapinar, 2014). The data were 

collected through a semi-structured interview that enables the interviewees to express freely (Erkus, 

2009) and, if necessary, can be rearranged on questions (Sonmez & Alacapinar, 2014). The questions 

in the interview were prepared, understandably, and without guidance. Then, expert opinions were 

taken about the questions, and necessary corrections were made in this sense. Also, to determine 

whether the statements are suitable for the group to be interviewed, pilot interviews were done with 

two prospective social studies teachers, and the interview questions were rearranged accordingly.  

The interviews were done in the researcher's office. The researcher tried to create a 

comfortable atmosphere for the participants to give sincere answers, and the interviews lasted an 

average of 10-12 minutes. Interviews were recorded with a recording device. 

Data Analysis 

In the research, the data obtained from the interviews with the participants were translated. 

The interviews were recorded on the voice recorder to prevent data loss and ensure reliability. During 

the interview, questions that were not understood by prospective teachers were repeated. In the study, 

descriptive analysis method, in which direct quotations are frequently used, was used to reflect the 

opinions of the participants, and the data collected with open-ended questions in the semi-structured 

interview form (Yildirim & Simsek, 2008). 

After the application, the answers given by the prospective teachers to open-ended questions 

were examined separately by both researcher and another expert. Descriptive and inferential codes that 

emerged from the analysis were used to explain the qualitative data and to establish a relationship. 

Two different experts coded the interview analysis separately to enhance the reliability, and the 

reliability coefficient was calculated with the formula [(reliability=Consensus/ 

(Consensus+disagreement)] developed by Miles and Huberman (1994). The reliability was calculated 

as 88%. 

The codes were tabulated in the findings section and were frequently presented with 

prospective teacher opinions. Prospective teachers were coded as PT1, PT2, PT3,… 

Findings 
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The findings of the study are presented below. 

1. Prospective social studies teachers' knowledge and awareness of “stories": 

1.1. Perceptions of prospective social studies teachers about stories 

In order to learn their knowledge and awareness of the story genre, “What is a story?” 

question was directed to prospective social studies teachers. The table below shows the prospective 

social studies teachers’ perceptions about the story genre. 

Table 1. Prospective social studies teachers' perceptions about the story 

What is a “story”? f 

Text describing the incidents 

(PT 2, PT3, PT6, PT7, PT9, PT10, PT11, PT12, PT14, PT15, PT16, PT18, PT 19 ) 
13 

Text describing the possible events 

(PT2, PT7, PT9, PT10, PT11, PT14, PT15, PT18) 
8 

Fiction 

(PT1, PT4, PT5, PT6, PT12, PT17) 
6 

Instructional text 

(PT8, PT13) 
2 

Text affecting people emotionally 

(PT7, PT8) 
2 

Plot 

(PT13) 
1 

According to the table, the participant prospective social studies teachers defined a story as "a 

fiction text of incidents or possible events." Below are the views of prospective teachers of social 

studies: 

“It is the narration of events that happened, or are possible in the past, by a person 

today.” (PT10) 

“It is a type of narration that includes the events experienced in the past, to transfer them 

to the generations that have grown up, and that include the features they need to 

experience in life.” (PT16) 

1.2. Prospective teachers’ views on the features of stories that will be used as teaching 

material in the course 

A table of the opinions of the prospective teachers regarding the features that should be found 

in the stories that will be used as teaching material in the social studies course is given below. 

  



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

61 

Table 2. Teacher views on the features which are required in stories 

Features that should be present in the story f 

Suitable for course achievement 

(PT2, PT3, PT8, PT11, PT12, PT14, PT16, PT18) 
8 

Suitable for grade level 

(PT7, PT8, PT11, PT12, PT14, PT16, PT17, PT18) 
8 

A plain language 

(PT7, PT8, PT10, PT11, PT16, PT18, PT19) 
7 

Comprehensibility 

(PT7, PT 8, PT10, PT11, PT16, PT 18, PT19) 
7 

Noteworthy 

(PT10, PT11, PT12, PT18) 
4 

Fluency 

(PT10, PT 19) 
2 

The prospective social studies teachers were asked which features a story should possess to be 

used as teaching material in a course. To the table, prospective teachers indicated that the stories that 

will be used in the course should be appropriate to both lesson lessons' achievements and the students' 

levels as well as the language of the story should be plain and understandable. Below are the views of 

prospective teachers of social studies: 

“The story should be about an acquisition.” (PT2) 

“The story should be appropriate for the level, and the student should be able to 

understand, the language should be plain…” (PT7) 

“It should draw the students’ attention, be comprehensible and fluent, and also have 

features such as plain language.” (PT10) 

1.3. Prospective teachers’ opinions about learning areas suitable for story use in social 

studies lesson 

The table below demonstrates the prospective social studies teachers' statements about the 

learning areas in which the use of stories is appropriate. 

Table 3. Learning areas suitable for story use in social studies lesson 

Suitable learning areas for story use f 

Culture and Heritage 

(PT1, PT2, PT3, PT4, PT5, PT6, PT7, PT8, PT9, PT10, PT11, PT12, PT13, PT14, PT15, PT16, PT17, 

PT18, PT19) 

17 

People, Places and Environments 

(PT2, PT4, PT5, PT6, PT7, PT8, PT11, PT15) 
8 

Production, Distribution and Consumption 

(PT3, PT4, PT11, PT14, PT19) 
5 

Individual and Society 

(PT16, PT17, PT18, PT19) 
4 

Science, Technology and Society 

(PT5, PT7, PT12) 
3 
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As seen in the table, the prospective teachers state the learning areas suitable for the use of 

stories in social studies lessons as "culture and heritage," "people, places, and environments."  

2. Prospective teachers' views on the contribution of using story as instructional material 

to the teaching 

There is a table below prepared in line with prospective social studies teachers' views 

regarding the contributions of using story to the teaching process. 

Table 4. Prospective teachers' views on the contribution of the story used in the teaching process 

The benefits of using a story f 

Ensuring persistence 

(PT1, PT2, PT3, PT4, PT6, PT7, PT8, PT12, PT13, PT18) 
10 

Draw attention 

(PT6, PT9, PT10, PT12, PT13, PT14, PT15, PT16, PT18) 
9 

Providing a fun learning environment 

(PT7, PT8, PT16, PT17, PT18) 
5 

Improve clarity 

(PT7, PT11, PT12, PT16, PT19) 
5 

Increasing attendance 

(PT2, PT9, PT10, PT17) 
4 

A smooth course  

 (PT12, PT13, PT19) 
3 

Effective learning environment 

(PT17, PT19) 
2 

Saving time 

(PT5, PT11) 2 

Other 

(PT3, PT5, PT9, PT15, PT16) 
5 

According to the table, prospective teachers stated that using stories in social studies education 

can be more beneficial in maintaining permanence and attracting attention. Below are the views of 

prospective teachers of social studies: 

“With the story, the information is easily kept in students’ minds.” (PT1) 

"Events become memorable, and students' participation in class increases." (PT2) 

“Lecturing with a story makes it more memorable, a better understanding of the student, 

and the lesson becomes more enjoyable.” (PT7) 

3.Prospective teachers’ opinions about the problems that may arise during the use 

of story in a social studies course  

Given below is a table of the prospective teachers’ opinions regarding the problems that may 

arise during the use of the story in the social studies teaching. 
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Table 5. The problems that may arise during the use of story in a social studies course 

Problems that may arise during the use of story f 

Distracting the lesson 

(PT2, PT3, PT5, PT6, PT8, PT12, PT13, PT14, PT15) 
9 

Less interest in the lesson 

(PT9, PT10, PT12, PT14, PT15, PT16, PT17, PT18) 
8 

Distraction 

(PT1, PT6, PT9, PT11, PT13, PT15, PT19) 
7 

Not appropriate for student level 

(PT11, PT12, PT14, PT15, PT16) 
5 

Poor classroom management 

(PT10, PT13, PT15, PT16) 
4 

Upon the examination of the table, it is clear that prospective teachers mentioned specific 

problems on story use during lessons such as distracting the lesson and the reduction of interest and 

attention. Below are the views of prospective teachers: 

“Students may not be able to link the story to the subject." (PT2) 

“While reading the story, students may be interested in other things, distracted.” (PT9) 

“While reading the story, the order in the classroom may be disrupted.” (PT10) 

4.Prospective social studies teachers’ weaknesses concerning the use of stories during 

lessons 

Table 6 shows the participant prospective teachers’ opinions regarding their weaknesses in 

using stories during lessons 

Table 6. The points that prospective teachers feel insufficient regarding the story usage in social 

studies education  

Weaknesses f 

Experience 

(PT1, PT6, PT9, PT10, PT14, PT17) 
6 

Story-making/Fictionalizing 

(PT2, PT3, PT4, PT5) 
4 

Classroom management 

(PT11) 
1 

Finding a suitable story for lesson goal 

(PT15) 
1 

When the table is analyzed, it is seen that the areas in which prospective social science 

teachers see themselves inadequate regarding the use of stories in the teaching process of the social 

studies course are mostly experience and story-making. Below are some examples of prospective 

social studies teachers' opinions: 

"I cannot build a story myself." (PT3) 

"I may be inadequate in constructing stories." (PT4) 

"I think I am inadequate in terms of experience." (PT6) 
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“I learned the application example, but how do I apply it myself? Can I do it? I have 

doubts. ” (PT9) 

Discussion, Conclusion and Recommendations 

In this part of the study, the results obtained from the findings and discussions are presented. 

1. Discussion, conclusion and recommendations about prospective social studies 

teachers’ knowledge and awareness for stories  

A story can be described as a short text, based on emotions and dreams (Ozkaya, 1985), which 

expresses actual or real events or situations with specific time and place (Ciravoglu, 2000) in verbal or 

written forms (TDK, 2015). To determine their knowledge and awareness of the stories, prospective 

social studies teachers were first asked what the story was. The participant prospective teachers mainly 

defined story as a fictional text describing events that happened or are likely to happen. In this sense, it 

can be thought that social studies prospective teachers have knowledge about the story and can define 

it. 

The prospective teachers were asked what the characteristics should be in the stories. They 

stated that the stories should be in plain language and understandable in accordance with the 

attainment of the course and the levels of the students. The stories that will be used in the course 

should include real or near-real topics, having qualified to develop the imagination of students, and an 

understandable and plain language (Demir & Akengin 2014). It has been stated in the studies that the 

literary products to be used in the teaching process should be suitable for the level of the child, 

entertaining, remarkable, informative, fluent, understandable, and suitable for the lesson goals, possess 

national and spiritual values, and increase student participation (Ata, 2000; Beldag & Aktas, 2016; 

Erbaş, 2019; Hwang, 2017).  On the other hand, Guleryuz (2002) mentioned that the stories should be 

compelling, immersive, suitable for the interests and intellectual worlds of the children, and should not 

include political, sexual, and provocative issues. After creating an appropriate atmosphere for 

storytelling in the classroom, such a learning environment associated with the course goal, enriched 

with clear, understandable, and exciting stories for students, will ensure the clarity and permanence of 

the topics covered. 

The prospective teachers have been asked about which learning areas are more suitable for 

story use. They especially found it suitable for "culture and heritage" and "people, places, and 

environments" learning fields for the story. According to the studies on the use of literary products in 

literature, they can be mostly used in “culture and heritage” learning field, then in "people, places, and 

environments," "individual and society," and "communities, institutions and social organizations" 

fields respectively. To the participants, the story can be used in "culture and heritage," "global 

connections," "individual and society," and "communities, institutions, and social organizations” areas, 
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respectively (Beldag & Aktas, 2016).  These results showed that the use of stories and other literary 

works in learning was restricted to specific fields and that these suitable learning fields were standard. 

It would be appropriate to conduct story-making practices about an achievement determined in 

undergraduate education so that those prospective teachers can benefit from stories in different 

learning areas. For example, story-making exercises can be done on topics such as empathizing with 

individuals with different characteristics in the field of "Individual and Society"; technological 

products and their effects on socialization in the field of learning "Science, Technology and Society"; 

Limitation of resources and being a conscious consumer in "Production, Distribution, and 

Consumption";  rights and responsibilities in "Efficient Citizenship” and respect for different cultures 

in "Global Connections" learning area. 

2. Discussion, conclusion and recommendations regarding the contributions of the story 

as a teaching material 

The prospective social studies teachers stated that they found stories as teaching materials 

useful to ensure permanence and to draw attention. There are many benefits of the stories used in the 

course.  Teachers can use stories to teach knowledge and values and develop critical thinking in 

children (Hwang, 2017). Besides, stories provide students with the skills to connect between the past 

and the present, to perceive the past, to establish a cause and effect relationship, to distinguish between 

reality and the reality, to make students enjoy the teaching process, to understand the world and 

people's relationships with each other (Bisland, 1999; Raines & Isbell, 1999; Tunnell & Ammon, 

1993). 

Other studies have shown that there are many effects of the stories such as drawing students' 

attention, increasing success, allowing them to search and structure the knowledge from sources, 

enabling active participation, enhancing creativity, concretizing the learned material, integrating them 

to learning through enabling them to learn and understand new things (Arslan, 2014; Bacak, 2008; 

Common, 1986; Erbaş, 2019; Savage & Savage, 1993; Sidekli, Tangulu & Yangin, 2013; Simsek, 

2006; Turan, 2015). These results are similar to the results obtained from this study.  

In the literature, the studies on the effect of using stories in different classes are available. To 

these studies, the use of story in history lessons develop students' understanding of history, contribute 

the concretization of the abstract knowledge they have learned, increase students’ interest in the course 

and bring a different atmosphere and perspective to the course (Nelson & Nelson, 1999; Dilek & 

Sogucakli Yapici, 2005). In chemistry lessons, stories increase students’ willingness to learn and 

realize meaningful learning (Demircioglu, Demircioglu & Ayas, 2006).  In science classes, 

they improve academic success (Unver, 2015). Moreover, in the visual arts course, they positively 

contribute to students' creativity (Kayahan, 2010). 
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Many studies emphasize the positive contributions of stories to the teaching process. 

Additionally, the use of literary products including the story has positive effects such as giving 

motivation to students,  help them acquire the habit of reading, facilitate socialization and having fun, 

ensuring the permanence of the learned, academic enrichment and drawing students’ attention to the 

course (Beldag & Aktas, 2016; Yesilbursa & Sabanci, 2015). Hence, the story-supported teaching 

activities in the course are considered to be advantageous in many ways. 

3. Discussion, conclusion and recommendations about the challenges of the story use 

during lessons  

The majority of prospective teachers stressed the distraction of lesson goals and a reduction of 

attention as the main issues that can be experienced during the use of the story. 

When the stories are not exciting and appropriate to students, teachers can fail to manage the 

classroom, decreasing students' interest in the course. Also, the use of irrelevant stories leads to 

distraction. Other challenges mentioned in studies on using literary products in social studies courses 

include being boring for some students, causing misunderstandings and ambiguous comments, and 

students’ inability to make between fiction and the real distinction (Yesilbursa & Sabanci, 2015). 

Prospective teachers should be supported to choose the stories precisely and enrich the process with 

activities to minimize the problems. In lessons in which stories are used as teaching material, activities 

such as puzzle-solving, story-making, drama, and educational play can be an activity. The prospective 

teacher can improve their knowledge and experience in this regard by creating an activity in addition 

to fictionalization. 

4. Discussion, conclusion and recommendations about the weaknesses the prospective 

social studies teachers feel about of the story use during lessons.   

Most of the participant prospective teachers feel weaknesses and inadequate regarding story-

making. The studies in literature also proved that those prospective teachers see themselves 

insufficient and unqualified to choose and use appropriate literary works in teaching (Beldag & Aktas, 

2016; Yesilbursa & Sabanci, 2015). 

The prospective teachers can compensate for their weaknesses and less experience through 

doing practices about the use of oral and written literary products. These teachers should be supported 

in performing enriched learning activities through the use of literary works. Many researchers found 

that prospective teachers felt incompetent about using and selecting literary products with appropriate 

levels (Beldag & Aktas, 2016; Yesilbursa & Sabanci, 2015). Prospective teachers may be asked to 

determine the topics that they felt unqualified and to practice in the "Oral and Written Literary Works 

in Social Studies" course. Since such a lesson is theoretical, there may be a problem, especially 
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regarding the duration.  It will be useful to have extra time to apply these lessons to ensure that 

prospective teachers gain experience with the application examples. 
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Abstract 

Current research shows that more systematic studies are needed on how or why the motivation 

phenomenon occurs in musical contexts. Further research with different socio-economic and socio-

cultural characteristics in different countries and geographical regions may provide important 

information to help explain the relationship between instrument training and motivation. In this 

context, the study aims to examine the motivation of a group of music teacher candidates and their 

relationships with various variables. The study was carried out in Turkey, at a public university and in 

a city that differs from many others in terms of socio-economic structure and dynamics. The study 

group consisted of students (N=86) enrolled in the Music Teacher Training Program at the university. 

The data were collected with the advisor database, demographic data form, and ‘The Motivation Scale 

for Individual Instrument Course’ developed by Girgin (2015). To analyze the data, frequency and 

percentage distribution, t-test, Mann-Whitney U, ANOVA, Kruskal-Wallis, and Spearman’s 

Correlation were used. The results showed that the students’ motivation levels of the individual 

instrument lesson were high-level in the dimensions of amotivation and success motivation and 

medium-level in the dimension of study motivation. The general motivation was high-level. There 

were not any significant differences between the general motivation and the variables of gender, grade 

level, and graduated high school. On the other hand, it was determined that the motivation scores 

differed significantly in favor of the groups that choosing the instrument voluntarily and devoted more 

time to practice the instrument. It was found that there was a positive correlation between motivation 

and course success. The results were discussed within the framework of the corporate culture and the 

socio-economic and socio-cultural characteristics of the city and the students. 

Keywords: Music Teacher Candidates, Musical Instrument Training, Motivation 

DOI: 10.29329/epasr.2020.270.4  

                                                 
1Asst. Prof., Faculty of Fine Arts, Bolu Abant İzzet Baysal University, Bolu, Turkey, ORCID: https://orcid.org/0000-0002-

1667-3758  
Correspondence: gokhan.ozturk@ibu.edu.tr 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

71 

Introduction  

Although there are different classifications (for more detail see Ballantyne & Packer, 2004; 

MEB, 2008; Uçan, 2006), competence fields of the music teaching profession are classified in four 

categories: a) content field knowledge, b) musical behavior styles, c) teaching knowledge, and d) 

teaching professional knowledge (Kalyoncu, 2005). Instrument training has a significant role in the 

acquisition of musical behavior styles that have a predominant place in this classification. The act of 

playing that is at the center of instrument training and base on the brain-body relationship requires 

interactive use of cognitive, perceptual, operational, and affective skills (Büyükaksoy, 1997; 

Davidson, Faulkner, & McPherson, 2009; Smith, 2005). In this sense, instrument training is a 

‘difficult’ field where the teaching of complex behaviors related to an instrument is targeted. 

Success in instrument training depends on various common factors that are valid for other 

fields of education. These factors are described as attitude, anxiety, self-confidence, readiness, pre-

learning, curriculum, learning content, educational environments, teaching materials, teacher, etc. 

(Feldman, 1997; Ormrod, 2013; Sichivitsa, 2007; Slavin, 2006). In addition to these factors, especially 

motivation is another important psychological factor that affects success in instrument training. In this 

study, the phenomenon of motivation in instrument training in the context of music teacher education 

is examined. For this purpose, in the conceptual framework; motivation, motivation in the learning-

teaching process, instrument training-motivation relationship, and related research are presented with 

an overview from the perspective of educational psychology. 

Theoretical and Conceptual Framework 

Many definitions of motivation have been formulated over the years. In general, motivation is 

defined as “various internal and external factors that push the organism into behavior, determine the 

regularity and continuity of these behaviors, give direction and purpose to behavior, and mechanisms 

that ensure their functioning” (Aydın, 2007, p. 195). In line with the bio-physiological and socio-

psychological needs and desires of the individual, the motivation that has the power to initiate, direct 

and maintain the behavior (Alderman, 2004) is classified as intrinsic and extrinsic motivation 

according to an accepted approach. Intrinsic motivation arises when the individual performs a job, 

activity, or behavior that concerns him for reasons such as having fun, pleasure, enjoyment, benefiting, 

satisfaction, etc. (Duy, 2012; Feldman, 1997; Ormrod, 2013). Intrinsic motivation can direct behavior 

without the expectation of reward. Intrinsic motivation, an important driving force in the qualifications 

and processes that characterize human development such as growth and adaptation, is also the source 

of lifelong learning (Deci & Ryan, 1985, 2002). Extrinsic motivation, on the other hand, refers to the 

individual’s behavior to receive incentives such as reward-praise, to satisfy his/her social environment, 

or to avoid punishment (Duy, 2012; Slavin, 2006; West, 2013). 
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Motivation, as can be understood from the classification, is a multi-dimensional and complex 

phenomenon associated with many individual and environmental factors. For this reason, motivation 

has been handled in different ways in theories of educational psychology origin that guide learning-

teaching processes. According to behavioral learning theories, motivation is an external phenomenon 

that depends on reinforcers such as reward, feedback, and punishment (Alexander, 2015). According 

to cognitive learning theories, thoughts, and perceptions about our environment are an integral part of 

our motivated behaviors. Cognitive factors such as interest, expectation, values, goals, and attributions 

affect motivation (Evans, 2016; Maehr, Pintrich, & Linnenbrink, 2002; Ormrod, 2013). In this respect, 

motivation is an internal phenomenon according to cognitive learning theories (Bozanoğlu, 2004; 

Schunk, 2012). Social cognitive learning theory, on the other hand, takes motivation together with 

internal and external reinforcers. Learning takes place mostly in a social environment. People gain 

knowledge, rules, skills, strategies, beliefs, and attitudes by observing others. They learn the 

usefulness, appropriateness, and results of modeled behaviors from role-models. In this process, 

individuals act according to their capacities and beliefs about the results of their behavior (Eryaman& 

Genc, 2010; Schunk, 2012). In this context, motivation is related to both the person’s trust in his/her 

thoughts, goals, abilities and the social environment according to the social cognitive learning theory 

(Alderman, 2004; Duy, 2012; Evans, 2016; Feldman, 1997). 

It is known that the students’ competences to feel and reflect their expectations and needs will 

be different, therefore they are motivated in different ways (Aydın, 2007). Individual’s perception of 

competence in matters like the expectation of success, interest in learning, goals, state of achievement 

of goals, learning -which variables the individual attributes the past success and failure on-, and all the 

cognitions related to the ‘why am I learning?’ question determine the level of motivation (Bozanoğlu, 

2004). The expectation and support of the social environment, such as family, peer, teacher, and 

school, are other important factors that determine the level of motivation. On the other hand, factors 

that form the learning environment such as teaching strategies, classroom activities, and teacher-

student interactions also have a huge impact on motivation in the learning process (Çakmak, 2017). As 

Schunk (2012) put it, motivation makes learning easier. Some simple learning can also happen without 

motivation. However, a motivated individual exhibits many features such as more internalizing and 

preserving information in the learning process, using high-level cognitive skills, determination in 

complex and difficult tasks, continuing learning activity in case of failure, and long-term and effective 

work (Ormrod, 2013; Slavin, 2006). It is known that students who have expectations of human 

curiosity, such as the desire to research, discover, understand, and know, and who determine their 

learning environment, process, and content within certain limits are more willing to participate in 

learning-teaching activities and to continue to attend activities for a long time; and also their 

motivation is higher (Deci & Ryan, 1985, 2002). Indeed, research shows that there is a significant 

positive relationship between motivation and learning (Asmus, 1994; Asmus & Harrison, 1990; 
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Cantero & Jauset-Berrocal, 2017; Cheng & Southcott, 2016; Katzenmoyer, 2003; Maehr & Archer, 

1985; Ormrod, 2013). 

It is very difficult to explain the motivation relationship with any field of education in all 

aspects. This difficulty also applies to instrument training. Students have different individual features 

as well as some common ones. These individual differences in the learning-teaching process appear as 

intelligence, talent, creativity, past experiences, cultural and socio-economic backgrounds, interest, 

gender, learning style and speed, readiness to learn, etc. (Cheng & Southcott, 2016; Duy, 2012). In 

musical instrument training, with these differences, it is known that physical suitability and musical 

ability are individual characteristics specific to the field, and skills such as coordination, endurance, 

and flexibility come to the fore. The theoretical dimension of instrument training lessons and the 

predominantly centered performance require the teaching processes to be carried out with intense 

content. Especially for instrument training in professional music education programs, advanced 

technical knowledge, skills, and personalized teaching practices are needed. As emphasized in some 

studies (Austin, 1990; Davidson et al., 2009; Wan & Gregory, 2018), instrument training requiring 

skills such as creativity and problem-solving is a long-term process demanding enormous effort, 

dedication, and willpower both from the teacher and the student, in which tough and systematic work 

is mandatory. This is a process in which many students have difficulties and the affective 

characteristics influence/influenced (Hallam et al., 2012). 

The motivational themed literature in instrument training emphasizes in-class learning-

teaching processes and practice. Instrument lessons are mostly performed one to one by nature, and 

the communication and interaction between the student and the teacher are quite different from the 

collective lessons in the traditional structure. The quality of communication in instrument classes can 

deeply affect the cognitive and affective processes of the student such as motivation, attention, 

analysis (Turhal, Kalyoncu, & Keçeci, 2018). In other words, in-class communication in instrument 

training is an important source of motivation for the student (Colwell, Hewitt, & Fonder, 2018; Evans 

& Bonneville-Roussy, 2016; Katzenmoyer, 2003; McPherson & McCormick, 2000). The teacher is a 

determining factor in effective communication. A successful instrument teacher -in addition to being a 

role-model with his/her musicianship, technical-pedagogical-didactic knowledge, sampling, and 

creativity- should encourage students to participate in the lesson and be able to use motivational 

factors effectively during the lesson process (Gembris & Davidson, 2002; Barry & Hallam, 2002; 

Colwell et al., 2018; McPherson & McCormick, 2000). Supportive environments and positive 

feedback provided by instrument teachers are also known to be influential on motivation (Barry & 

Hallam, 2002; Tucker, 2018). However, research shows that instrument teachers have a dominant role 

in lessons and adopt a controlling style, mostly tend to build technical skills and create a certain 

repertoire, and focus on the product that is the outcome of the lesson rather than the learning-teaching 

process; and that they ignore accepted theories that emphasize the importance of active participation of 
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the student in the learning process. Although this authoritarian approach is motivating for some 

students, it results in negative effects such as less participation, low learning and low study motivation 

for most students, and impacts affective characteristics negatively (Evans & Bonneville-Roussy, 2016; 

Jørgensen, 2000). However, it is known that affective characteristics guide behavior and cognition 

(Evans & Bonneville-Roussy, 2016) and affect learning by 11% to 27% (Asmus, 1985, 1994; Bloom, 

1995; Maehr & Archer, 1985). According to Cattell and Butcher (1968), approximately 25% of 

academic success can be explained with motivational factors (cited in Cattell, Barton, & Dielman, 

1972, p. 35). The variability of success in music education can be attributed to motivation from 12% to 

27% (Asmus, 1985; Chandler, Chiarella, & Auria, 1987). In this context, motivation is an element that 

should not be ignored by instrument teachers in in-class communication and interaction processes. 

The practice is a common acceptance attributed to the acquisition of technical and musical 

skills in instrument training (Austin & Berg, 2006; Barry & Hallam, 2002; Barry & McArthur, 1994; 

Davidson et al., 2009; Evans, 2016; Jørgensen & Hallam, 2016; McPherson & McCormick, 2000). 

Providing musical memory gains such as improvisation, creativity, and the development of 

interpretation and fighting stage fear, practice is a complex phenomenon involving numerous physical 

and mental processes (Barry & Hallam, 2002; Barry & McArthur, 1994; Jørgensen & Hallam, 2016). 

In the practical process, besides the time devoted to attention, effort, endurance, patience, and study, it 

is important how students perceive themselves, their tasks and performances and how they structure 

the process (Büyükaksoy, 1997; Davidson et al., 2009; Hallam, 2001; Barry & Hallam, 2002; 

McPherson & McCormick, 2000; Oare, 2011; Wan & Gregory, 2018). Because the students who 

employ metacognitive instrument practice strategies specific to the field to set a goal, make mental 

preparation, schematize the piece, identify problematic passages, etc. have high rates of motivation 

and success (Austin & Berg, 2006; Hallam, 2001, 2006; Barry & Hallam, 2002; Kılınç, 2017; Nielsen, 

1999; Pike, 2011). However, despite the opposite results (Barry & McArthur, 1994; Jørgensen, 2000), 

it is known that teachers do not take enough time to teach effective extracurricular strategies in 

instrument lessons (Barry & McArthur, 1994; Jørgensen, 2000; McPherson, 2005; Oare, 2011), 

students do not follow a consistent and structured approach in their practical process (Austin & Berg, 

2006; Barry, 2007; Bilen, 2007; Davidson et al., 2009; Hallam, 2001) and need help in strategic work, 

which is an important source of motivation (Barry & Hallam, 2002; Jørgensen, 2000; Özmenteş, 

2012). However, practice is a process that students go through alone, without the guidance of a teacher 

and isolated from the social environment, often monotonous, annoying, and likely to fail. In this 

process, students may also experience problems in efficiency and concentration (Evans, 2016; Evans 

& Bonneville-Roussy, 2016; Jørgensen, 2000; McPherson, 2005; McPherson, Davidson, & Evans, 

2016). In summary, practice, which is both a necessity and a ritual for the player (Austin & Berg, 

2006; Pike, 2011; Squires, 2017), is a challenging process for students and demands a high level of 

motivation (Davidson, Sloboda, & Howe, 1995; Evans, 2016; Evans & Bonneville-Roussy, 2016). 
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Ömür (2011) reminds that in the process of professional instrument training, the teachers hear 

sentences such as ‘I have difficulty in finding an empty room when I come to school’, ‘I don’t work 

hard enough for my instrument’, ‘I am talentless in playing an instrument’, ‘I think I will not be able 

to play this piece’, ‘I am a bad instrument student’ from students and he points out that each sentence 

refers to many individual and environmental variables that affect motivation in instrument training. 

Instrument teachers constantly encounter the motivation/amotivation problem emphasized by Ömür 

(Burak, 2014; Cheng & Southcott, 2016; Schmidt, 2005; Squires, 2017). It is known that this problem 

has been investigated for many years. In a scientific event organized with the theme of music, 

creativity, and motivation in the early 1980s, it is emphasized that the decrease in students’ 

participation and interest in music is a professional problem, empirical research on the relationship 

between motivation and music is insufficient and many different motivational sources can be effective 

in students’ orientation to music and success in the field of music (Austin & Vispoel, 1992; English, 

Knieter, & Lehman, 1983; Hodges, 2003; Zimmerman, 2005). Theoretical studies conducted after this 

date (Asmus, 1994; Evans, 2015, 2016; Hallam, 2002; Maehr et al., 2002; Martin, Collie, & Evans, 

2016; McPherson & Zimmerman, 2002; Sichivitsa, 2001) and research conducted in different models 

(Asmus, 1985, 1986a, 1986b; Austin, 1988a, 1988b; Austin & Vispoel, 1992, 1998; Colwell et al., 

2018; Davidson et al., 1995; Evans, 2009; Kwan, 2007; Legette, 1998; Sandene, 1997; Schmidt, 1995, 

2005; Sichivitsa, 2007; Zimmerman, 2005) provide strong evidence that the motivation phenomenon 

in the context of music and instrument education is associated with many individual variables such as 

self-confidence, self-esteem, aptitude perception, past musical experiences, goals, use of cognitive, 

metacognitive, and self-regulation skills, internal attributes, practice habits and strategies as well as 

with many environmental variables such as teacher, family, sibling, peer, classroom atmosphere, goal 

structure, difficulty of task, academic and social integration, and corporate culture. 

Literature Review 

In the literature, it is seen that instrument training and motivation related studies are mostly 

carried out within the framework of modern motivation theories and approaches such as attribution, 

self-efficacy, self-determination, self-regulation, expectancy-value, flow. In a series of studies based 

on attribution theory, it is determined that the vast majority of students taking voice, choir, instrument, 

and general music education attribute their achievements in musical behavior to internal motivation 

sources such as effort and ability rather than external motivation sources such as luck or difficulty of 

the task (Asmus, 1985, 1986a, 1986b; Asmus, 1987, cited in Asmus, 1994, p. 21; Austin & Vispoel, 

1998; Kwan, 2007; Schatt, 2011; Schmidt, 1995). Also in some studies, it is observed that students 

attribute their failures to motivational resources such as effective practice strategies, peer support, and 

teacher feedback (Austin & Vispoel, 1992; Chandler et al., 1987; Dick, 2006). Different studies 

focusing on music education (Burak, 2013; Legette, 1998; Schmidt, 1995) and instrument training 

(Austin, 1988a, 1988b; Dick, 2006; McPherson & McCormick, 2000; Özmenteş, 2012; Sandene, 
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1997) based on attribution theory provide similar findings. In studies that test the effect of musical 

self-confidence and positive/negative feedback attributes on motivation, decision-making processes 

and instrument success in learning-teaching processes designed according to competitive and 

individualized goal structures; it is seen that both purpose structures do not make a significant 

difference on success and motivation (Austin, 1988a; Austin & Vispoel, 1992; Dick, 2006), however, 

self-confidence and teacher feedback are effective on effort, ability, affective attributes, motivation 

and course success in instrument training (Austin, 1988a; Sandene, 1997), and students with a high-

level of self-perception attribute their achievements to ability (Austin & Vispoel, 1998). There are also 

findings showing that students learn better and are motivated better internally in instrument learning-

teaching environments designed according to cooperative goal structures rather than competitive or 

individualized goal structures (Schmidt, 2005). In research carried out from different theoretical 

perspectives, especially self-determination theory, it is emphasized that when students’ competence, 

relatedness, and autonomy needs are met, and they are provided with environments that encourage the 

use of self-regulated and meta-cognitive strategies that encourage critical thinking by the teacher, the 

motivation of students in the context of instrument training increases, on the contrary cases the process 

fails (Alexander, 2015; Evans, 2009; Hallam, 2001; Legutki, 2010; MacIntyre & Potter, 2014; 

McPherson, Osborne, Barrett, Davidson, & Faulkner, 2015; McPherson & Zimmerman, 2002; 

Zimmerman, 2005). 

The Aim of the Study 

As can be understood from the summary of the literature, achievement and motivation 

increase when instrument training is designed with an approach that takes into account intrinsic 

motivation sources and when learning-teaching environments that meet the expectations of students 

are presented. Also, the influence of factors such as practice strategies, feedback, teaching methods, 

the purpose structure of the class on autonomy perception, and intrinsic motivation is obvious. Again, 

as emphasized in many studies, the teacher is one of the dynamics that have the power to control, 

change and direct these variables that affect motivation (Asmus, 1986b; Austin & Vispoel, 1998; 

Gembris & Davidson, 2002; Hallam, 2002; Pike, 2011; Sandene, 1997; Schmidt, 1995, 2005; Tucker, 

2018; Zimmerman, 2005). Yet, music and instrument teachers tend to use more supervisory and 

external sources of motivation instead of pursuing strategies that support autonomy and intrinsic 

motivation in the teaching process (Legutki, 2010; McPherson, Miksza, & Evans, 2011). In recent 

years, there has been an increasing interest in motivational studies in instrument training, but the 

motivational factors surrounding instrument learning-teaching processes can be overlooked by related 

people and syllabi. The research has provided important information about the causes and 

consequences of motivational behavior. Nevertheless, more systematic studies are needed on how or 

why motivation occurs in musical contexts (Asmus & Harrison, 1990; Austin & Vispoel, 1992; 

Cantero & Jauset-Berrocal, 2017; Maehr et al., 2002; West, 2013). In addition, music motivation 
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models underline the impact of social and cultural backgrounds on musical behavior and motivation. 

Although motivation is a universal phenomenon, some environmental resources may not be universal. 

Most cultural differences reflected in the behavior of an individual are basically motivational 

differences. Motivation does not only reflect the individual’s unique desires, but also the 

characteristics of the cultural and social structure and norms to which it is attached. In other words, 

culture and social structure are the elements that shape motivation (Morling & Kitayama, 2008). In 

this context, all the research that will be conducted with students with different socio-economic and 

socio-cultural characteristics in different countries, different schools, and different geographical 

regions may provide important information to help explain the relationship between instrument 

training and motivation. Based on these opinions, the aim of the study is to examine the motivations of 

a group of music teacher candidates who are representatives of a certain socio-economic and socio-

cultural structure towards the individual instrument training lesson. The results are mostly discussed 

within the framework of the dynamics of the research group and the city and the possible effects of 

corporate culture on the results are emphasized. The study is considered to be important in terms of 

addressing the phenomenon of motivation in instrument training from a different perspective that is 

not included in current research in national literature. 

Method  

Research Model  

The research has been structured according to the single survey and relational survey models, 

both being general survey models. “General survey models are the survey arrangements made on the 

entire population or a group, sample or sampling taken from it, in a population consisting of many 

elements, to make a general judgment about the population. With general survey models, single or 

relational surveys can be done” (Karasar, 2014, p. 79). In this context, the answers to the questions, 

‘What is the motivation level of music teacher candidates for instrument lesson?’, ‘Does motivation 

level differ according to gender, graduated high school, grade level, choosing the instrument 

voluntarily and practice time of the instrument?’ and ‘Is there a significant relationship between 

motivation and instrument course success?’, are sought in the study. 

The Scope of the Research 

The study was carried out with 86 students enrolled in the Music Teacher Training Program of 

a public university. The results are not generalizable since the research was conducted with a study 

group of limited participants. On the other hand, the results are comparable to the results of the 

research to be carried out in different cities and universities with the same or similar characteristics as 

the city and university where this research was conducted. The socio-economic and socio-cultural 

structure of the city where the research was carried out and the students as well as the possibilities and 

applications of the institution are presented below in a general summary. 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

78 

The City 

Located in the interior of the Central Black Sea Region, the city is very rich in historical 

heritage and cultural texture. It has a positive city image in terms of agriculture and agricultural 

products, natural beauty, security, cuisine, and climate structure. The people are most helpful, friendly, 

hospitable, and attached to their traditions (Sadaklıoğlu & Aşık, 2019). However, according to the 

SEGE (2013) and OKA (2014) Reports, the city differs from many cities in terms of dynamics and 

socio-economic structures such as employment, education, health, accessibility, quality of life, 

poverty, production, and income. The city, where the transformation from agriculture to the industry 

has not been sufficiently realized, is far below the average of the region and country in terms of gross 

domestic product and other indicators of socio-economic development (Barış, 2019). The young 

population migrates to different cities due to their low employment opportunities. However, the city 

receives immigration from the surrounding rural areas. Social recreation areas in the city are also 

insufficient (OKA, 2014). 

The Study Group  

According to the research of Kiraz (2015), the socio-economic levels of students who prefer 

the university in the city are very low. Students mostly have a nuclear family structure and generally 

come from the lower and lower-middle classes. Most of the students live in the houses they rent 

together with a group of 5-7 friends, due to the insufficient number of dormitories, and they spend a 

large part of their monthly income, which is concentrated between 200-400 Turkish Lira, on nutrition 

and accommodation, and almost no share for entertainment. Fathers are generally the bread-winners in 

the families of students. Mothers are mostly domestic workers, who do not have a social security. 

Descriptive features of the study group determined as research variable is given in Table 1. 

Table 1. Demographic features of the study group  

 

As seen in Table 1, 62.8% of the study group is female and 37.2% is male. 19.8% of the group 

is freshman, 24.4% sophomore, 30.2% junior, and 25.6% senior. 74.4% of the study group is 

Variables  N % 

Gender 
Female 54 62.8 

Male 32 37.2 

Grade level 

Freshmen  17 19.8 

Sophomore 21 24.4 

Junior 26 30.2 

Senior 22 25.6 

Graduated high school 
Fine Arts High School 64 74.4 

Other high school types  22 25.6 

Choosing the instrument voluntarily 
Yes 73 84.9 

No 13 15.1 

Weekly instrument practice time 

1-5 hours 50 58.1 

6-10 hours 24 27.9 

11 hours and over 12 14.0 
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graduated from Fine Arts High School and 25.6% from other high school types. The proportion of 

those who chose their instruments voluntarily is 84.9% and those who do not choose voluntarily is 

15.1%. 58.1% of the group practices with the instrument for 1-5 hours a week, 27.9% for 6-10 hours, 

14% for 11 hours and over. 

The Institution

 

The number of academic staff in the music education institution where the research was 

carried out is relatively adequate in comparison to many other institutions in the context of the 

minimum requirements for effective teaching. There is at least one field specialist instructor with 10 or 

more years of experience in string instrument family (except contrabass), flute, and guitar branches. 

The shortcoming in the field of Turkish music instruments is covered with the support provided by the 

University’s Turkish Music State Conservatory. Since its establishment, the institution has the lowest 

student quota in Music Teacher Training Programs in Turkey. In addition to 1 concert hall and 4 

classrooms, it provides education in its own specially equipped building with approximately 50 

practice rooms. Every two students have the opportunity to study in one practice room. In-studio 

lessons, combining the students is not observed, and instrument lessons are carried out one-to-one 

under the nature of the lesson. Exams are conducted by the commissions formed according to the 

instrument type. Concert activities, which have an important place in the development of music 

identity, enable teacher-student interaction, and have advantages such as role-models through the stage 

performance of the teacher, are carried out intensely with the influence of the academic incentive 

application. Another issue that the institution emphasizes is the instrument selection method. The 

choice of instruments in the institution is made primarily in line with the preferences of the students 

and it is guided by instructors according to the criteria such as physical fitness and accessibility. Also, 

students who do not have financial means to obtain a good instrument are provided with Turkish and 

Western instruments registered in the inventory of the institution without any time limit. 

Data Collection Tools 

In the research, The Motivation for Individual Instrument Classes Scale (Girgin, 2015) and 

demographic data form were used. The motivation scale had a three-factor structure consisting of 25 

items. Factors explained 53% of the total variance. Factor load values of the items in the scale were 

between .51 and .82; item-total correlation values ranged between .22 and .68. In the scale, there were 

10 items in the ‘amotivation’ dimension; 10 items in the ‘achievement motivation’ dimension, and 5 

items in the ‘motivation for studying’ dimension. Cronbach Alpha (α) values were reported as .90 for 

amotivation, .88 for achievement motivation, .76 for motivation for studying, and .77 for overall scale. 

                                                 
 The explanations regarding the corporate culture are based on the personal observation, experience and knowledge of the 

researcher during his administrative and academic duties in the same institution. 
 The author would like to thank Demet Girgin for approving the scale used in the research. 
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In this study, Alpha values were calculated as .93 for the overall and amotivational dimension, .84 for 

achievement motivation dimension, and .86 for motivation for studying dimension. In the scale, a 5-

point Likert-type rating, consisting of choices between ‘I fully agree (5)…I never agree (1)’ was used. 

The items in the amotivational dimension were reverse coded. In the scale, the lowest 25 points and 

the highest 125 points can be achieved. The scale can also be used in a singular dimension. Although 

the original text states that the scale has a one-dimensional structure, there is no information about 

under which title the points will be explained if the scale is used as one-dimensional. Therefore, in this 

study, ‘General Motivation’ title was used within the knowledge of Demet Girgin to express the scores 

obtained from the scale. The scores from each dimension and the overall scale are given separately in 

the results section. While interpreting the scores, the score range between 1.00-2.33 was used for low-

level motivation, 2.34-3.66 for medium-level motivation, and 3.67-5.00 for high-level motivation. The 

demographic data form contained questions about the music teacher candidates’ gender, grade level, 

graduated high school, weekly instrument practice time, and method of choosing instruments. The 

individual instrument course success scores of the study group were collected from the advisor 

database. Necessary permissions for the research were obtained from the relevant institution. 

Data Analysis  

The arithmetic mean and standard deviation values from descriptive statistical techniques were 

calculated to determine the motivation levels of the music teacher candidates for individual instrument 

lessons. Statistical hypothesis tests were applied to determine the univariate normality assumption. For 

this purpose, Kolmogorov-Smirnov (N>30) and Shapiro-Wilk (N<30) statistics analytical test values 

and skewness-kurtosis values of each data group analyzed were examined. For the normality 

assumption, ±1, ±1.5, ±1.96, ±2, ±3, ±3.29 values are recommended in the literature. In this study, the 

±2 approach (George & Mallery, 2019, p. 114-115) was taken into consideration in the examination of 

skewness and kurtosis values. T-test and ANOVA were applied for normally distributed data groups 

whereas Mann-Whitney U and Kruskal-Wallis tests were applied for non-normally distributed data 

groups. Spearman Correlation analysis was performed to determine the relationship between 

motivation and success. For the level of significance p<.05 was taken as reference. In cases where the 

difference was significant in variance analysis, Fisher’s LSD test, which is one of the multiple 

comparison tests, was used. Bonferroni adjustment (p=α/k=.05/3=.017) was made for the significance 

value in the LSD Test. In the results, where the difference between the binary groups was significant, 

the effect size, which is an indicator of practical meaningfulness, was examined. In the calculation of 

the effect size, Cohen’s d (δ) formula was used for the t-test. Cohen’s d value was interpreted 

according to small-up to 0.2, medium up to 0.5, large up to 0.8, very large up to 1.3 effect value 

criteria (Cohen, 1977; Sullivan & Feinn, 2012). For the Mann-Whitney U test, r=Z/√  formula was 

used to calculate the effect size. The effect size value was interpreted according to .10=small, 
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.30=medium, and .50=large criteria (Cohen, 1977, p. 82). In the variance analysis, the eta square (η²) 

formula which is a value for the variance estimated by the sample was used to determine the effect 

size in the results where the difference was significant. SPSS program was used for data analysis. 

Results 

In this chapter, there are 1) descriptive results regarding students’ motivation levels of musical 

instrument lesson, 2) results that show whether motivation level differs according to gender, graduated 

high school, grade level, choosing the instrument voluntarily and instrument practice time; and 3) 

results showing the relationship between motivation and course success. 

Descriptive Results Related to the Level of Motivation  

Table 2. Descriptive results regarding the dimensions of the motivation scale 

Dimensions   sd Level 

Amotivation 4.22 .78 High 

Achievement motivation 4.36 .49 High 

Motivation for studying 3.44 .85 Medium 

General motivation 4.12 .56 High 
 

In Table 2, it can be seen that the students’ amotivation dimension average score is  =4.22, 

achievement motivation dimension average score is  =4.36, and motivation for study dimension 

average score is  =3.44. The general motivation score is  =4.12. Considering that amotivation 

dimension scores were reverse coded; this result shows that students’ level of motivation for studying 

is medium, whereas their amotivation, achievement motivation, and general motivation levels are 

high. 

Results Regarding Motivation Scores According to Gender, Graduated High School, 

Grade Level, Choosing the Instrument Voluntarily and Instrument Practice Time  

Table 3a. Mann-Whitney U test results according to gender and motivation scores 

Dimension Gender N  rank Sum of ranks U p r 

Amotivation 
Female 54 38.94 2102.5 

617.5 .03* .24 
Male 32 51.20 1638.5 

*p<.05 

 

According to Table 3a, amotivation dimension scores of the students show a significant 

difference according to gender (U=617.5 p<.05). Considering the mean rank, female students’ 

amotivation scores ( rank=38.94) are lower than male students ( rank=51.20). However, the effect size 

level for the difference is small (r=.24). 
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Table 3b. T-test results according to gender and motivation scores 

Dimensions Gender N   sd df t p δ 

Achievement 

motivation 

Female 54 4.30 .50 
84 -1.44 .15 --- 

Male 32 4.45 .45 

Motivation for 

studying 

Female 54 3.34 .83 
84 -1.41 .16 --- 

Male 32 3.61 .86 

General 

motivation 

Female 54 4.02 .56 
84 -2.07 .04* .48 

Male 32 4.28 .53 

*p<.05 

 

According to Table 3b, the students’ achievement motivation (t(84)=-1.44 p>.05) and motivation 

for studying (t(84)=-1.41 p>.05) scores do not differ significantly by gender. In contrast, general motivation 

scores differ statistically by gender (t(84)=-2.07 p<.05). The general motivation score of male students 

( =4.28) is higher than the average of female students ( =4.02). The effect size for the difference is at 

medium-level (δ=.48). 

Table 4a. Mann-Whitney U test results according to graduated high school and motivation scores 

Dimension Graduated high school N  rank Sum of ranks U p 

Amotivation 
Fine Arts High School 64 44.74 2863.50 

624.5 .43 
Others 22 39.89 877.50 

 

According to Table 4a, amotivation scores of the students do not show a significant difference 

according to the graduated high school (U=624.5 p>.05). 

Table 4b. T-test results according to graduated high school and motivation scores 

Dimensions Graduated high school N   sd df t p 

Achievement 

motivation 

Fine Arts High School 64 4.37 .49 
84 .42 .68 

Others 22 4.32 .48 

Motivation for 

studying 

Fine Arts High School 64 3.46 .85 
84 .48 .63 

Others 22 3.36 .85 

General 

motivation 

Fine Arts High School 64 4.14 .59 
84 .54 .59 

Others 22 4.06 .48 
 

According to Table 4b, the students’ achievement motivation (t(84)=.42 p>.05), motivation for 

studying (t(84)=.48 p>.05), and general motivation (t(84)=.54 p>.05) scores do not differ significantly 

according to the graduated high school. When Tables 4a and 4b are evaluated together, the motivation 

levels of the Fine Arts High School graduates who started instrument training earlier and those who 

started instrument training mostly at university are close to each other. 

Table 5a. Kruskal-Wallis test results according to grade level and motivation scores 

Dimension Grade level N  rank df ² p 

Amotivation 

Freshmen  17 51.41 

3 3.52 .32 
Sophomore 21 39.43 

Junior 26 46.00 

Senior 22 38.32 
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According to Table 5a, amotivation scores of the students do not show a significant difference 

according to the grade level [²(3)=3.52 p>.05]. 

Table 5b. ANOVA results according to grade level and motivation scores 

Dimensions Source Sum of squares df Mean square F p 

Achievement 

motivation 

Between groups .47 3 .16 

.65 .57 Within groups 19.63 82 .24 

Total 20.09 85  

Motivation for 

studying 

Between groups 2.63 3 .88 

1.13 .30 Within groups 58.48 82 .71 

Total 61.15 85  

General 

motivation 

Between groups .90 3 .30 

.95 .42 Within groups 25.85 82 .32 

Total 26.75 85  
 

According to the results in Table 5b, there is no significant difference between students’ 

achievement motivation [F(3-82)=.65 p>.05], motivation for study [F(3-82)=1.13 p>.05], and general 

motivation [F(3-82)=.95 p>.05] scores by grade level. The results in Tables 5a and 5b show that 

instrument course motivation does not differ significantly according to the grade level. 

Table 6a. Mann-Whitney U test results according to choosing the instrument voluntarily and 

motivation scores  

Dimensions 
Choosing 

voluntarily 
N  rank Sum of ranks U p r 

Amotivation 
Yes 73 46.84 3419.50 

230.5 .00 .32 
No 13 24.73 321.50 

General 

motivation 

Yes 73 47.13 3440.5 
209.5 .00 .34 

No 13 23.12 300.5 

*p<.05  

 

According to Table 6a, amotivation (U=230.5 p<.05) and general motivation (U=230.5 p<.05) 

scores of the students show a significant difference according to their choosing the instrument 

voluntarily. When the mean rank is taken into account, amotivation ( rank=46.84) and general 

motivation ( rank=47.13) scores of the students who chose their instruments voluntarily are higher than 

amotivation ( rank=24.73) and general motivation ( rank=23.12) scores of the students who did not 

choose voluntarily. The effect size values related to the differentiation in amotivation (r=.32) and 

general motivation (r=.34) dimensions are at medium-level. 

Table 6b. T-test results according to choosing the instrument voluntarily and motivation scores 

Dimensions 
Choosing 

voluntarily 
N   sd df t p δ 

Achievement 

motivation 

Yes 73 4.44 .41 
84 4.22 .00 1.09 

No 13 3.88 .60 

Motivation for 

studying 

Yes 73 3.54 .78 
84 2.85 .01 .78 

No 13 2.85 .97 

*p<.05 
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According to Table 6b, students’ achievement motivation (t(84)=4.22 p<.05) and motivation for 

studying (t(84)=2.85 p<.05) scores differ significantly depending on their choosing the instrument 

voluntarily. In both sub-dimensions, achievement motivation ( =4.44) and motivation for studying 

( =3.54) scores of the students who chose their instruments voluntarily are higher than achievement 

motivation ( =3.88) and motivation for studying ( =2.85) scores of the students who did not choose 

their instruments voluntarily. The effect size values for the difference in between indicate very high-

levels (δ=1.09) for achievement motivation and high-levels (δ=.78) for motivation for studying.  

Table 7a. Kruskal-Wallis test results according to instrument practice time and motivation scores  

Dimension Practice time N  rank df ² p η² 

Amotivation 

1-5 hours 50 34.80 

2 15.15 .00* .16 6-10 hours 24 53.60 

11 hours and over 12 59.54 

*p<.017 

 

In Table 7a, it is seen that there is a significant difference between amotivation scores of the 

students according to the practice time of the instrument [²(2)=15.15 p<.017]. According to Fisher’s 

LSD test result applied for identifying the source of the difference; the scores of the students who 

practice 1-5 hours ( rank=34.80) are statistically lower than those who practice for 6-10 hours 

( rank=53.60) and 11 hours and over ( rank=59.54). Although the difference is not significant, again, the 

motivation points of the students who practice 6-10 hours are lower than those of the students who 

practice 11 hours and over. According to the eta square (η2=.16) value showing the effect size; 

students’ instrument practice time explains 16% of amotivation scores throughout the sample. 

Table 7b. ANOVA results according to instrument practice time and motivation scores 

Dimensions Source Sum of squares df Mean square F p η² 

Achievement 

motivation 

Between groups 2.60 2 1.30 

6.17 .00 .13 Within groups 17.49 83 .21 

Total 20.09 85  

Motivation 

for studying 

Between groups 22.30 2 11.15 

23.84 .00 .36 Within groups 38.81 83 .47 

Total 61.11 85  

General 

motivation 

Between groups 6.93 2 3.47 

14.52 .00 .26 Within groups 19.82 83 .24 

Total 26.75 85  

*p<.017 

 

In Table 7b, it is seen that there is a significant difference between students’ achievement 

motivation [F(2-83)=6.17 p<.017], motivation for studying [F(2-83)=23.84 p<.017] and general motivation 

[F(2-83)=14.52 p<.017] scores according to the practice time of the instrument. According to Fisher’s 

LSD test result applied for identifying the source of the difference; the achievement motivation point 

averages of the students practicing 1-5 hours ( =4.22) are statistically lower than the average of the 
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students practicing 11 hours and over ( =4.68). On the other hand, motivation for studying point 

averages of the students who practice 1-5 hours ( =3.03) are statistically lower than the average of 

those who practice 6-10 hours ( =3.84) and those practicing 11 hours and over ( =4.35). Similarly, 

the average motivation points of the students who practicing 1-5 hours ( =3.89) are still lower than the 

average of the students practicing 6-10 hours ( =4.36) and those practicing 11 hours and over 

( =4.60). According to eta square values; students’ instrument practice time explains 13% of 

achievement motivation scores (η2=.13), 36% of motivation for studying scores (η2=.36), and 26% of 

general motivation scores (η2=.26) throughout the sample. 

Results Regarding the Relationship Between Motivation and Course Success 

Table 8. Spearman Correlation (rs) analysis results regarding motivation and course success scores 

Dimensions 
Course success 

N rs p rs² 

Amotivation 86 .53 .00* .28 

Achievement motivation 86 .39 .00* .15 

Motivation for studying 86 .51 .00* .26 

General motivation 86 .55 .00* .30 

*p<.05 

 

According to the results in Table 8, there is a medium-level, significant and positive 

relationship between the instrument course success and amotivation (rs=.53 p<.05), achievement 

motivation (rs=.39 p<.05), motivation for studying (rs=.51 p<.05) and general motivation (rs=.55 

p<.05) scores. Our result can be interpreted that the instrument course success and motivation affect 

each other and that the highly motivated students are more successful. Considering the determination 

coefficient respectively (rs²=0.28/rs²=0.15/rs²=0.26/rs²=0.30), it can be said that 28% of the variability 

in the course success is caused by amotivation, 15% from achievement motivation, 26% from 

motivation for studying, and 30% from general motivation or vice versa. 

Conclusion and Discussion 

Being conducted to determine the motivations of the music teacher candidates for individual 

instrument lessons and to examine their relationship with various variables; in this research, it is 

observed that a) the motivation levels of the candidates are high; b) motivation scores do not differ 

according to gender, graduated high school, and grade level, but differ significantly in favor of 

students who choose their instrument voluntarily and devote more time to practice the instrument and 

c) there is a positive and significant relationship between motivation and course success. 

The literature provides different results on the subject. In the research conducted by Durgun 

(2018) with a group of music students, it was seen that the students have a high level of instrument 

motivation and their motivation scores did not differ according to the grade level. In Kurtuldu and 
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Aksu’s (2015) study, it was found that the instrument motivation levels of the music teacher 

candidates were again high, but the motivation scores differed in the variables of grade level, 

graduation, and gender. According to the study, women had higher motivation than men, and 

graduates of Fine Arts High School also had higher motivation than other high school graduates, and 

motivation decreased as the grade level increases. In Erdem’s (2013) study, it was revealed that 

motivation did not differ according to gender and graduated high school, however, the motivation of 

students who chose their instruments voluntarily was higher than students who did not choose 

voluntarily. In another study (Çalışkan, 2008), it was also found that musical instrument motivation 

did not change according to grade level; that the motivation scores did not differ in the interest, 

educational atmosphere, and environment sub-dimensions of the scale used in the research, but 

differed in the professional expectation sub-dimension; that women had higher motivation than men, 

graduates of Fine Arts High School had higher motivation than other high school graduates; and the 

students who choose their instruments voluntarily also had high-level motivation scores. Despite the 

different results presented, common conclusions have been reached in studies showing that there is a 

positive and significant relationship between instrument success and motivation (Çalışkan, 2008; 

Durgun, 2018; Kurtuldu & Aksu, 2015). 

Based on the findings and results of the relevant research, it can be said that it is difficult to 

make strong predictions about the effect or role of some of the variables discussed to explain the 

motivation phenomenon in the context of instrument training. The question of gender differences, 

which has gained importance in the field of educational psychology since the 1970s (Santrock, 2018; 

Slavin, 2006) and is controversial (Lichtenfeld & Stupnisky, 2013; Martin, 2007; Wigfield & Eccles, 

2002), remains uncertain in motivational studies in music education and instrument training (Burak, 

2013, 2014; Legette, 1998; Martin et al., 2016; McPherson et al., 2015; Sandene, 1997; Schatt, 2011; 

Schmidt, 2005). Similar uncertainty applies to the grade level variable (Asmus, 1985, 1986a, 1986b; 

Burak, 2013; Kwan, 2007; Legette, 1998; Martin, 2007; Sandene, 1997; Schmidt, 1995). It is known 

that past musical experiences have positive effects on motivation regarding musical behavior (Asmus, 

1987, cited in Asmus, 1994, p. 21; Sichivitsa, 2001). However, it is seen that some results (Çalışkan, 

2008; Kurtuldu & Aksu, 2015) do not match with our result showing that the motivation scores of Fine 

Arts High School and other high school graduates do not differ. Despite these results, as seen in 

studies focusing on the effects of environmental factors such as peers, teachers, and families in 

instrument selection, the motivation of students who chose their instruments voluntarily and their 

tendency to pursue musical activities are higher than those who chose as a result of environmental 

pressures (Austin, 1990; Cantero & Jauset-Berrocal, 2017). Similarly, most research results highlight 

the positive and significant relationship between instrument practice behavior and motivation and 

success (Kılınç, 2017; Özmenteş, 2012; Wan & Gregory, 2018). According to some studies (Asmus, 

1985, 1986a, 1994; Chandler et al., 1987), approximately 25% of the variability in success in music 
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education can be explained with motivation. In general terms; contrary to gender, grade level and 

graduated school variables, it is seen that the results are consistent with the study results that reveal the 

relationship between motivation and instrument course success, instrument choice method, and 

instrument study behavior. 

In Turkey, Music Teacher Training Programs select the students with special aptitude exams 

that are the same or similar in terms of content and application form. In all these institutions, 

instrument training courses are conducted according to the Central Bachelor’s Program for Music 

Teacher Training. In other words, contrary to the research results carried out especially from the 

perspective of attribution theory, variables of musical aptitude and curriculum may be insufficient 

singly to explain students’ motivation for instrument lessons depending on the cultural structure and 

application differences in the education system. As Aydın (2007) stated, It should be emphasized that 

any theoretical approach cannot explain the behavior in all aspects and regardless of the socio-cultural 

context, human beings cannot be reduced to a single prototype that has a common feature in all 

conditions and periods. Therefore, besides the environmental variables such as the application of the 

curriculum, the field competence of the instrument teacher, the preferred teaching methods and 

approaches, the quality of the teaching-learning processes; the social and economic characteristics of 

the city and the study group, and the corporate culture, which represents the facilities, applications and 

educational environments offered to the students are especially considered to be important factors to 

explain the high level of motivation. 

As explained in the method section, the city where the research is conducted differs from 

many others in terms of socio-economic structure and dynamics. The social and cultural activities 

offered by the city cannot fully meet the demands of university students, who come from different 

cities and different social backgrounds, and who have different expectations due to the identity 

naturally created by being ‘university student’. However, the table in the method section, which 

summarizes the difficult living conditions of the study group, suggests that the ‘economic strength’ of 

students is not enough to participate in most of the city’s social activities. This social integration 

problem between the city and the student results in the students spending more time in the institution 

where they study instead of the city. On the other hand, it can be said that the patriarchal-based socio-

economic structure owned by the study group creates “a good future” anxiety among the music teacher 

candidates. University education, which constitutes an important step in professional socialization, 

actually means a ‘future’ for these students rather than a profession. Although research shows that 

music teachers in Turkey have to deal with some organizational problems, experience a certain level 

of burnout and do not experience a qualified professional socialization process in pre-service and in-

service training (Kalyoncu, 2011; Korkmaz, 2004; G. Öztürk & Ö. Öztürk, 2019; Ö. Öztürk & G. 

Öztürk, 2019), the undesirable picture does not negatively affect the expectations and desires of the 

music teacher candidates to be included in the teaching profession. Because, despite all the negativities 
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in the context of the profession, both female and male students need this profession for their economic 

freedom. According to the expectancy-value theory; the value that a person places on a task affects the 

choice of task, the effort to be made, and motivation. An individual’s answer to the question “Why 

should I join this profession?” may vary depending on cognitive and environmental factors. For 

example, the individual may choose to take part in a particular task, as he finds it encouraging or is 

valued by the culture in which he lives. In other words, factors in the social world can direct students’ 

goals, preferences, and motivational beliefs (Schunk, 2012; Wigfield & Eccles, 2000, 2002). It is 

known that the factors that motivate the individual are quite complex, and the organization with which 

he is affiliated, along with economic and psycho-social factors, also plays a motivating role. Personal 

motives that determine the individual’s desires and needs may change direction, lose or gain power 

over time with the effect of a social organization such as university (Şimşek, Çelik, & Akgemci, 

2013). Many universities in Turkey are unable to fully meet the expectations of society and youth for 

different reasons, in other words, the ideal university concept that universities offer and students 

dream of does not match (Tural & Şahin, 2013). In contrast, unlike students enrolled in other programs 

of the university where the research is conducted (Kiraz, 2015), it is also taken into account that the 

majority of the research group consciously and willingly chose their institutions, it is thought that the 

goals and expectations of the students for music education and the ideal university education in their 

minds coincide, the promise of the ‘future’ offered by the Music Teacher Training Program and the 

more time spent in the institution strengthen the sense of belonging towards the institution and this 

connection affects the motivation positively. 

As mentioned in the introduction, the research emphasizes the effect of the teacher on 

motivation. When a teacher’s field competence, feedback, teaching approach, and the learning-

teaching environment s/he offers are approved by students, students are motivated more. In addition, 

some elements such as instrument practice conditions, concert events, instrument quality, the way of 

structuring lessons and exams, instrument selection methods are also known to affect motivation. As 

can be remembered, in the study, it was found that the motivation scores differ significantly in favor of 

the students who chose their instruments with their preference, and the effect value of the difference 

between the general motivation scores was at the ‘medium’ level. This result shows that there is a 

relationship between motivation and musical instrument selection method. One of the most obvious 

differences between musicians is instrument selection. The instrument is part of the student’s identity 

rather than a physical object (MacIntyre & Potter, 2014), and the choice of the instrument is often 

driven by intrinsic motivation (Driscoll, 2009). For this reason, it is important for the student to choose 

an instrument suitable for his/her personality, in the communication and interaction processes in the 

lesson, to maintain musical activities and motivation (Driscoll, 2009; McPherson et al., 2016; Turhal 

et al., 2018). On the other hand, music motivation models provide important information about 

motivational factors that affect musical behavior. For example, according to Hallam’s (2002) model, 
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which examines the motivational factors in the process of starting and continuing instrument training, 

the interaction of personal goals and environmental factors affects the motivation and subsequent 

behavior of the student. Similarly, according to Sichivitsa’s (2001) model, the individual’s future goals 

and preferences, and his/her academic and social integration in the university education process, are 

the main motivational factors that affect musical behavior. The match between the goals determined 

by needs, expectations and interests and university education affects students’ motivation positively. 

Another factor that has the power to influence motivation is corporate culture. It is known that 

effective schools develop a climate or ‘culture’ that supports academic success. The way schools are 

organized in terms of leadership, curriculum, administrative functioning, and teaching practices can 

affect students’ productivity and motivation (Maehr & Archer, 1985). In this context, it can be said 

that the study group’s future goals and preferences shaped by their social and cultural backgrounds 

and the opportunities and the student-oriented practices that the institution they study offers, in other 

words, the corporate culture described in the method section are matched and the social and academic 

integrations of the students are realized. It is thought that this situation positively affects motivation 

for instrument lessons, which has an important role in the acquisition of musical behavior styles and 

the development of professional identity perception. 

In the study, two remarkable results related to each other were detected. Although it does not 

affect the general level of motivation, students’ motivation for studying is at a medium-level (see 

Table 2). However, the motivation scores differ significantly according to the frequency of practice 

(see Table 7a and 7b). The eta square value determined regarding the meaningful difference between 

motivation for studying and practice behavior can be interpreted as a strong relationship between these 

two variables. It is possible to support these results with some studies (Austin & Vispoel, 1992; 

Chandler et al., 1987; Dick, 2006). There are many internal and external factors that affect practice 

behavior and motivation. For example, according to Hallam (2006), Kılınç (2017), and Squires (2017); 

many variables affect students’ motivation to practice instruments such as the selection of instruments 

and pieces, autonomy in determining practice time and duration, perception of musical ability, the 

intensity of other field courses, health status, effort to satisfy the teacher, physical suitability of the 

studying environment, social and educational feedbacks, qualifications of the teacher, economic 

situation, goals, attitudes. Some researchers emphasize the importance of structuring the instrument 

practice process (Davidson et al., 2009; Hallam, 2001; Özmenteş, 2012). Structuring the process is 

related to the use of effective instrument strategies. It is known that students who use metacognitive 

skills and self-regulation strategies in the instrument practice process have high success and 

motivation (Bilen, 2007; Hallam, 2001, 2006; Kılınç, 2017; Nielsen, 1999; Pike, 2011; Yokuş & 

Yokuş, 2010). However, when compared with professional musicians, it is seen that students taking 

instrument training do not follow a consistent and structured approach in the instrument practice 

process (Austin & Berg, 2006; Bilen, 2007; Davidson et al., 2009; Hallam, 2001), and there is a 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

90 

complex relationship between the use of strategies in these students (Hallam, 2001). In this context, 

the result suggests that the study group does not have sufficient knowledge in terms of practice 

strategies, that they are exposed to some factors that affect the practice behavior and cannot be 

controlled by the institution and lecturers. Practice behavior is seen by the author as a strong rationale 

for explaining the medium-level scores obtained in the motivation for studying sub-dimension. 

Recommendations 

University life is not just a time in which students aim for academic success. It is also a period 

when they try to meet their social and personal needs and expectations. However, students who find 

themselves in a completely different social network with university life face many issues such as 

adapting to the academic and social environment, coping with basic problems such as nutrition and 

shelter, achieving independence within the social freedoms they acquire, and questioning their 

relationships with friends and the opposite sex (Kiraz, 2015; Özgüner & Özdemir, 2016). It is thought 

that this personal development and social integration process may have some positive and negative 

effects, especially on the musical instrument practice motivation. Examining student feedback will be 

more meaningful for these problematic subjects. To identify social and academic factors affecting 

instrument practice behavior and practice motivation, it is recommended to conduct qualitative 

research that offers ‘in-depth data’ such as focus group interviews with different student groups with 

high, medium, and low motivation levels and practice time. 

“Most areas of education are slow to adapt to changing views that are based on research 

evidence, and this is particularly prominent in music education” (McPherson et al., 2011: 191). It can 

be said that motivation research in music education and instrument training, which have a history of 

about half a century, has gained an important accumulation in international literature and this 

accumulation has found a response in the curriculum in recent years. Motivation has also been 

extensively addressed in the national literature. However, apart from some remarkable studies, it is 

seen that a priori research results and knowledge originating from abroad have not been/could not be 

fully reflected in national literature or ‘overlooked’. The same problem exists in studies aiming for the 

development of a national origin motivation scale, which is employed for different instrument 

branches and requires a strong conceptual/theoretical framework. In this sense, it is recommended to 

conduct studies introducing models and scales and to conduct empirical studies that test their validity 

in Turkish culture and education system. 
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Nomophobia, a newborn concept that has become an important part of our lives in recent years due to 
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Introduction  

We are living in the age of technology and parallel to the rapid development of science and 

technology, it is seen that technology affects the way of life of society. Researches indicated that the 

age of use of technological products has decreased until the primary school age (Şalcı, Karakaya, and 

Tatlıeşme, 2018). In particular, information technology has become an indispensable part of our lives. 

The best example of information technology is mobile phones. In recent years, mobile phones evolved 

as smart phones attract people of all ages and make people addicted to mobile phones. In recent years, 

the level of dependence has increased with the development of smart phones (Demirci, Orhan, 

Demirdas, Akpinar, and Sert, 2014). People spend most of their time talking and texting via smart 

phones and accessing the up to date information via their phones. While children use mobile phones to 

chat and follow the outside world, they become dependent on mobile phones (Aljomaa, Qudah, 

Albursan, Bakhiet, and Abduljabbar, 2016). Mobile phones, which are being used to follow the 

outside world, can cause children to break away from the outside world. Children's addiction to mobile 

telephones and spending most of their days using them can negatively affect their course success 

(Jacobsen and Forste, 2011). This addiction to mobile telephony can cause physical discomfort such as 

burning in the eyes, drowsiness in the eyes, pain in the neck muscles, as well as disruptions in 

academic achievement, sleep disturbances and disruptions in activities in the social field. Addiction to 

mobile phone leads to the problem of nomophobia. Nomophobia is a term used to describe people's 

anxiety about not using their phones at their fingertips (King, Valença, Silva, Sancassiani, Machado, 

and Nardi, 2014). The concept of nomophobia was first introduced in 2008 by a postal administration 

survey in the UK (Erdem et al. 2017). Nomophobia, the abbreviation of “no mobile phone phobia” 

nomophobia is the "fear of staying without a smart phone" (Dailymail.Co.uk, 2008; Erdem, Türen, and 

Ercil, 2017).  

In the mobile era we are in, smart phones have become attractive. As the functions of smart 

phones increase, the time spent by people with smart phones increases. Deloitte (2017) showed that 

Turks' smartphone usage rates increased by 6% compared to 2015. There was also an increase in the 

amount of time people spend with a smartphone, and it was determined that people checked their 

phones before going to sleep and within the first 15 minutes after waking up (Bayram, Yilmaz, Sözen, 

and Bayer, 2019).  

The addiction of people on their smartphones has revealed the concept of nomophobia that 

newly takes place in the literature (Büyükçolpan, 2019). In several studies on nomophobia, Erdem, 

Kalkın, Türen and Deniz (2016) studied the effects of nomophobia on academic success in university 

students, Gezgin, Hamutoğlu, Sezen-Gültekin and Yildirim (2019) investigated the prevalence of 

nomophobia among pre-service teachers, while Altan (2019) investigated the level of nomophobia of 

children between the ages of 15-18. 
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Using mobile phone makes the individual feel psychologically good (Park and Lee, 2012). 

İndividuals' use of mobile phones distanced them from bad thoughts for a while and this situation 

increased the level of nomophobia (Kim, Seob and David, 2015). These are all shows that the use of 

mobile phones can be addictive. 

Using mobile phones can cause children to be disconnected from the outside world. Children 

who spend most of the day on the internet with their mobile phones, playing games via mobile phones 

and listening to music may neglect other responsibilities. Pavithra, Madhukumar and Mahadeva 

(2015) in a study on nomophobia found that the use of smartphones affects students' concentrations. 

When the studies are examined, it has been determined by the researchers that the nomophobia level 

of the students may have positive and negative results on their school success. In his study, Dirik 

(2016) found that there was no significant difference between students' perception of academic success 

and smartphone addiction levels. Erdem et al. (2016) investigated the effect of nomophobia on 

academic achievement and found that nomophobia posed an important problem on students' academic 

success. Hoşgör, Tandoğan and Gündüz-Hoşgör (2017) found that students have high levels of 

nomophobia and this affect their academic success. Using mobile phones can be addictive. If this 

situation is explained by behaviorist theory, if satisfaction is achieved after an act, if this behavior 

helps to save the person from negative situations, the person continues to continue that behavior 

(Cüceloğlu, 1993). From this point of view, the use of mobile phones may help people to get rid of 

negative situations by providing satisfaction. 

Literature Review 

Bianchi and Philips (2005) nomophobia is seen more frequently in young users, and people 

with high nomophobia experience self-distress and introversion. Chóliz (2012) studied with 

adolescents on mobile phone addiction and found that girls nomophobia level was higher than boys 

and this mobile phone addiction caused familial problems. According to Salehan and Negahban 

(2013), social media increased the use of smartphones. Şar (2013) examined the problematic mobile 

phone use of adolescents in terms of loneliness, gender and duration of mobile phone use. It was 

concluded that adolescents had a high level of nomophobia and male students were more problematic 

to use mobile phones than female students. Lepp, Barkley and Karpinski (2014) studied the effect of 

nomophobia on education life. They concluded that the increase in the level of nomophobia had an 

adverse effect on education life. Van Deursen, Bolle, Hegner and Kommers (2015) found that the type 

of smartphone use is related to the level of nomophobia. They concluded that the nomophobia level of 

women was higher than the nomophobia level of men. They also found that individuals under pressure 

and with low self-efficacy had high nomophobia. Similarly, Lee, Chang, Lin and Cheng (2014) found 

that women had higher levels of nomophobia than men. Yılmaz (2015) concluded that adolescents 

between the ages of 14-18 have a significant relationship between nomophobia and social anxiety 
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levels. Tavolacci, Meyrignac, Richard, Dechelotte and Ladner (2015) found that the level of 

nomophobia of university students varies according to gender and the time they use smart phones. 

Pavithra et al. (2015) examined the nomophobia levels of students in terms of various variables in 

their studies. They found that the use of smartphones affected the concentrations of the students. Ünal 

(2015) aimed to examine the relationship between the level of smartphone addiction of students 

studying in the medical school and the internet, social network usage, socio-demographic data and 

addictive substances. As a result of the study, it was determined that the addiction level of female 

students was higher than male students, but there was no statistically significant difference between 

them. It was concluded that the students used their mobile phones mostly for accessing social 

networks, surfing the internet and taking photographs. García-Oliva and Piqueras (2016) conducted a 

study with adolescent students between the ages of 12 and 18 and concluded that mobile phone 

addiction level of boys was higher than the girls. Erdem et al. (2016) aimed to reveal the effect of 

nomophobia on academic success. It was concluded that 55% of the students had high nomophobia 

and students spent 6.43 hours a day with a smartphone. Yücelten (2016) aimed to examine the effect 

of internet addiction among university students on the attachment styles of smartphone addiction. It 

was determined that there is no significant difference between internet addiction and attachment styles, 

but there is a significant difference between addiction to smartphone and attachment styles. In 

addition, it has been reported that students with smartphone addiction showed fearful attachment and 

dismissive avoidant styles. Akıllı and Gezgin’s (2016) study with university students demonstrated 

that they were most affected by the nomophobia scale dimensions of “not being able to access 

information” and “not being able to communicate”. In addition, it has been reported that students with 

high level of nomophobia constantly control their phones, carry a charger with them, do not turn off 

their phones at night and check their phones as soon as they wake up in the morning. Likewise, 

Kanmani, Bhavani and Maragatham (2017) reached the conclusion that the participants were worried 

about using their phones and staying away from the phone disturbed them and the level of women's 

nomophobia was higher than that of men. King, Guedes, Neto, Guimarães and Nardi (2017) 

investigated the effects of problematic smart phone, internet and technology use on psychology and 

nomophobia with adult volunteers. As a result of the research, they determined that problematic 

smartphone, internet and technology usage caused nomophobia. Çakır and Oğuz (2017) investigated 

the connection between smartphone addiction and loneliness levels of high school students. Their 

findings indicated that the level of smart phone addiction and loneliness of the students was medium. 

A positive and significant relationship was found between high school students' smartphone addictions 

and loneliness. As a result of the study conducted with high school students on the use of smartphones, 

Bayrak (2017) concluded that the nomophobia level of adolescents is related to behavioral and mental 

problems. It was also found that the nomophobia level of male students was higher than that of female 

students. Erdem et al. (2017) conducted a study with public employees in order to determine their 
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nomophobia levels and found that the nomophobia level of women was higher than that of men. 

Gezgin, Şahin and Yildirim (2017) aimed to examine the prevalence of nomophobia among pre-

service teachers. Nomophobia levels of pre-service teachers were found to be above average. In 

addition, the most important sub-dimensions that challenge pre-service teachers were the “losing 

connectedness” and “not being able to access information” dimensions. Moreover, women were found 

more nomophobic than man and the level of nomophobia decreased with increasing age. Karaca 

(2017) examined the relationship between university students' smartphone usage habits and internet 

addiction. As a result of the research, it was determined that internet addiction varies according to the 

habit of using a smartphone and gender. Minaz and Bozkurt (2017) found that there was no significant 

difference between university students' smartphone addiction levels and gender, education and age 

variables. They also found that the time spent by students on a daily smartphone was 4 hours or more 

and that the students mostly used a smartphone to access social networks. Yılmaz, Çınar and 

Özyazıcıoğlu (2017) found that nursing students nomophobia levels were found above the average. 

They also reported that there was no significant difference between the nomophobia level and the 

gender variable. Kuyucu (2017) determined university students smartphone addiction level and found 

no significant difference between the gender, age and nomophobia level of university students. 

Similarly, Minaz and Bozkurt (2017) examined the university students’ level of smartphone addiction 

and relations with other variables. No significant difference was found between education, age, gender 

factor and smartphone addictions. They found that students mostly use the smartphone to access social 

networks and that students spend 4 hours or more daily with their smartphones. Burucuoğlu (2017) 

determined the nomophobia levels of the vocational college students as above average and significant 

differences were found between the female and male students in terms of their nomophobia levels. 

Hoşgör et al. (2017) found that the students who were educated in health-related departments were 

above the average value of the nomophobia level and the “not being online” dimension affected their 

school success negatively. Yusufoğlu (2017) examined the effect of university students' smart phone 

use on their social life. It was determined that 39.2% of the students had an average of 4-6 hours of 

smart phone use per day and that the female students allocated more time to the smart phone than male 

students. Mendoza et al. (2018) examined the effect of mobile phone use of university students and 

found that the level of nomophobia had an effect on their learning. In a study conducted by Durak and 

Seferoğlu (2018) with 5th and 6th grade students, they concluded that the students had high 

nomophobia levels. In addition, when students' nomophobia levels were examined by gender, it was 

concluded that there was a significant difference between the genders. Çelikkaleli, Rıdvan and Avcı 

(2018) examined the problematic internet use in adolescent students in different regions of Turkey. 

Contrary to the studies of Altan (2019) and Çakır and Oğuz (2017), it was reported that students' 

addiction level was in favor of male students. In addition, Çelikkaleli et al. (2018) found that 

adolescents had a high level of nomophobia and used the smart phone to enter social networks mostly. 
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However, in this study, where the loneliness level of male students was higher than female students, a 

significant difference was found between the time spent with a smartphone and the addiction level of 

the students. It was determined that more than half of the students used more than four hours of 

telephone per day except for the hours they spent at school. In addition, they found that as the time 

spent with the smartphone increases, the level of loneliness decreases. Yılmaz, Köse and Doğru (2018) 

concluded that the nomophobia level of female students was higher than male students as a result of 

their study with university students. It was determined that students were most affected by “not being 

able to communicate” dimension of the nomophobia scale. Gezgin, Hamutoglu, Sezen-Gultekin and 

Ayas (2018) examined the smartphone addiction of the university students in terms of different 

variables. No significant difference was found between the students in terms of gender. However, it 

was found that university students had high nomophobia levels, as well as students with low academic 

success had high smartphone addiction. Şalcı et al. (2018) evaluated the opinions of preschool teachers 

to determine the effect of smartphone use on the development of preschool children. As a result of the 

research, they found that the use of smartphones could have both positive and negative results. 

Büyülkçolpan (2019) examined the nomophobia levels of university students in terms of gender, age, 

education status of parents, duration of smartphone use, average usage time and number checking the 

phone per day, attachment styles, depression level and perceived social support variables. It was 

determined that nomophobia levels of university students differed significantly according to gender, 

average usage times and number checking the phone per day. It was found that the levels of female 

students were higher than male students. 

Problem Sentence 

What is the level of mobile phone deprivation fear (nomophobia) of 8th grade students? 

Sub-Problems 

 Does the nomophobia level of the students change significantly by gender? 

 Does the nomophobia level of the students change significantly by GPA? 

 Does the nomophobia level of the students change significantly according to mother education 

status? 

 Does the nomophobia level of the students change significantly according to father education 

status? 

 Does the nomophobia level of the students change significantly according to their mothers' 

professions?  

 Does the nomophobia level of the students change significantly according to their fathers' 

professions? 

 Does the nomophobia level of the students change significantly according to their families' 

monthly income? 
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Purpose of the Study 

The aim of this study was to determine the nomophobia level of 8th grade students and to 

determine whether the nomophobia levels of the students vary depending on the variables such as 

gender, overall grade point average, parents' educational level, parents' profession, and monthly 

income of the family. In addition, awareness of the problems that may arise due to the fact that mobile 

phones become an indispensable part of people's lives and the use of mobile phones rapidly increase 

among middle school children. 

Significance of the Study 

Studies on nomophobia focus on the impact of nomophobia on social life, internet addiction, 

individual behavior and school success. When the literature on nomophobia is examined, it was 

concluded that the studies conducted with secondary school students are limited (Pamuk and Kutlu, 

2017). Therefore, it was thought that examining the nomophobia levels of secondary school students 

would contribute to the related literature and shed light on the studies to be carried out on this subject. 

Method  

Research Design 

In this quantitative research, cross-sectional survey research model was conducted to 

investigate nomophobia levels of secondary school students. “Nomophobia Scale” developed by 

Yildirim and Correia (2015) and “Demographic Information Form” were used as data collection tools. 

In order to examine whether the nomophobia level of the students differed according to their school 

achievements, overall grade point averages of 8th grade students were used within the scope of the 

study by obtaining permission from the school authorities. 

Study Group 

The study group of the study consisted of 8th grade students in the secondary schools of a 

district in the Marmara Region in the spring semester of the 2017-2018 academic year. A total of 452 

students, 228 females and 224 males, participated in the study. The reason for the selection of 8th 

grade students as the study group is that this age range constitutes the beginning of adolescence and 

that adolescence is a critical period in terms of dependence on internet and electronic devices. Another 

reason is that the number of studies conducted with secondary school students on this subject is few. 

Data Collection Tools 

The “Nomophobia Scale” used in this study was developed by Yildirim and Correia (2015) 

and adapted to Turkish by Yildirim, Sumuer, Adnan and Yildirim (2016). This 5-point Likert type 

scale consists of 20 items and 4 factors/sub-dimensions. The sub-dimensions of the scale were; not 

being able to access information (4 items), losing connectedness (5 items), not being able to 
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communicate (6 items) and giving up convenience (5 items). The Cronbach's alpha reliability 

coefficient of the nomophobia scale was reported by Yildirim et al. (2016) as 0.92. The reliability 

coefficients of the sub-dimensions of the scale were calculated as follows: 0.90, 0.74, 0.94, 0.91. In the 

present study, reliability tests were repeated and the Cronbach Alpha reliability coefficient value for 

the overall scale was found to be 0.88. The reliability coefficients for the sub-dimensions of the scale 

were calculated as 0.71, 0.70, 0.82 and 0.73, respectively. In addition to the nomophobia scale, 

students were informed about the demographic information form. The overall grade point averages of 

the students were taken from the school authorities and their relationship with the nomophobia levels 

were examined. 

Data Analysis 

SPSS 21 (Statistical Package for the Social Sciences) program was used by using the data 

obtained for the necessary analyzes. One-way analysis of variance (ANOVA) and independent sample 

t-test were performed. 

Results 

The findings of this study investigating the effect of variables such as gender, overall grade 

point average, parental education status, educational status of the parents, profession of the parents, 

monthly financial amount of the family on nomophobia prevalence were investigated. The findings 

were discussed and presented under the appropriate headings for the questions sought. 

Findings about Demographic Characteristics of the Students 

Demographic characteristics of the students participating in the study were given in Table 1.  

Table 1. Demographic characteristics of the students 

Independent Variables  Frequency Percent  (%) 

Gender Female 

Male 

Total 

228 

224 

452 

50.4 

49.6 

100 

 

Overall grade point average 90-100 

80-90 

70-80 

60-70 

50-60 

Total 

204 

93 

93 

51 

11 

452 

45.1 

20.6 

20.6 

11.3 

2.4 

100 

 

Mother Education Status 

 

Illiterate and primary 

school 

Middle School 

High school 

University 

Total 

128 

 

136 

133 

55 

452 

28.3 

 

30.0 

29.5 

12.2 

100 

 

Father Education Status 

 

Illiterate and primary 

school 

92 

 

20.4 
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Middle School 

High school 

University 

Total 

108 

166 

86 

452 

23.9 

36.7 

19.0 

100 

 

Father profession Worker 

Officer 

Self-employment 

Total 

179 

77 

196 

452 

39.6 

17.0 

43.4 

100 

 

Mother Profession Not working 

Working 

Total 

288 

164 

452 

63.7 

36.3 

100 

 

Family Monthly Income 2500 and above 

2001-2500 

1601-2000 

0-1600 

Total 

186 

141 

66 

59 

452 

41.2 

31.2 

14.6 

13.1 

100 

 

As seen in Table, approximately half of the students participating in the research were male 

and half of them were female students. When the overall grade point averages of the students were 

examined, it was found that the average of 204 students ranged between 90-100 (45.1%), the average 

of 93 students was between 80-90 (20.6%), and the average of 93 students was between 70-80% 

(%20.6). When the educational level of the mothers of the participants was examined, it was seen that 

the rate of the graduates of primary, secondary and high school was around 30% and the rate of 

university mothers was around 12.2%. When the education level of the fathers was examined, it was 

seen that the majority of the participants were high school graduates (36.7%). When the total monthly 

income of the family was examined, 41.2% of the students have a monthly income of 2500 and above, 

but the proportion of students with monthly income of 0-1600 TL is 13.1%. 39.6% of the respondents 

were workers, 63.7% were housewives. 

Findings about Nomophobia Levels of Students 

The Table 2 presented below presents the descriptive analysis of students' nomophobia levels. 

Table 2. Descriptive analysis of students' nomophobia levels 

Dependent Variable N Minimum Maximum   Standard 

Deviation 

Nomophobia Scores 452 20 100 54.4 15.18 
 

Table 2 shows the scores of the participants on the nomophobia scale. The mean score of the 

students on the nomophobia scale was 54.4. 

Findings Related to First Sub-Problem: The Change of Nomophobia by Gender 

Do students' nomophobia levels vary by gender?  
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Independent samples t-test was used to determine whether the nomophobia levels of the 

students differed according to gender. For conducting independent sample t-test, the independence of 

the observations, homogeneity of variances and normality assumptions were tested. Independent 

samples t-test results investigating whether the nomophobia levels of female and male students differ 

according to gender were presented in Table 3. 

Table 3. Independent t-test analysis results of students' nomophobia levels according to gender 

Independent  

Variable 

Gender N   Standard 

Deviation 

df t p 

Nomophobia 

Scores 

Female 

Male 

228 

224 

55.37 

53.50 

15.17 

15.16 

77 1.31 0.19 

*p<.05 

 

As seen in Table 3, nomophobia levels of the students did not differ according to gender (t (77) 

= 1.31; p≥.05). Although it was found that the nomophobia scores of female students (  = 55.37) were 

higher than the mean scores of male students (  = 53.50), it was observed that there was no significant 

difference between the nomophobia scores of male and female students. In this case, it can be said that 

gender has no significant effect on nomophobia. 

Findings Related to Second Sub-Problem: The Change of Nomophobia by Overall Grade 

Point Average (GPA) 

Do the nomophobia levels of the students change according to their GPA? 

One-way analysis of variance was conducted to determine whether the nomophobia levels of 

the students differed according to their GPAs. Levene test showed that there was no statistically 

significant difference between the variances of the groups (p = 0.24). One-way analysis of variance 

was performed to determine whether the nomophobia levels of the students differed according to their 

GPAs. Table 4 indicated the descriptive analysis results according to the overall grade point average. 

Table 4. Descriptive analysis results according to the overall grade point average 

Independent Variable (GPA) N   Standard Deviation 

90 - 100  204 52.84 14.00 

80 - 90  93 53.02 16.03 

70 - 80  93 57.08 15.36 

60 – 70  51 57.74 17.31 

50 – 60  11 58.45 13.08 

Total 452 54.44 15.18 

 

Table 5 showed the results of one-way analysis of variance to determine whether the 

nomophobia levels of the students differ according to their overall grade point averages. 

Table 5. One-Way ANOVA results according to overall grade point average 

 Sum of Squares df Mean Rank F p 

Between Groups 2089.64 4 522.41 2.29 0.05 

Within Groups 101851.97 447 227.85   

Total 103941.61 451    
*p<.05 
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As seen in Table 5, the nomophobia scores of the students do not differ according to the 

overall grade point average (F (4-447) = 2.29; p≥.05). That is, there is no significant difference between 

the averages of at least two of the five groups whose GPAs are compared. 

Findings Related to the Third Sub-Problem: The Change of Nomophobia by Mother 

Education Status 

Do the nomophobia scores of the students vary according to mother education status? 

One-way analysis of variance was used to determine whether the nomophobia scores of the 

students changed according to mother education status. According to Levene Test, there was no 

statistically significant difference between the variances of the groups. In this case, the variances of 

the groups can be considered equal because there is no significant difference between them (p = 0.2). 

Table 6 presents the descriptive analysis results according to the education level of the mother. 

Nomophobia scores of the mothers of university and high school graduates were found to be the 

lowest and the nomophobia scores of the mothers of secondary school graduates were the highest. 

Table 6. Descriptive analysis results according to mother education status 

Independent Variable 

(Mother Education Status) 

N   Standard Deviation 

Illiterate and primary school 128 54.82 16.25 

Middle School 136 56.21 13.96 

High school 133 53.30 14.72 

University 55 51.94 16.35 

Total 452 54.44 15.18 

 

Table 7 shows the one-way ANOVA test according to the education level of the mother. 

Table 7.  One-way ANOVA test results according to mother education status 

 Sum of Squares df Mean Rank F p 

Between Groups 958.73 3 319.57 1.39 0.24 

Within Groups 102982.88 448 229.87   

Total 103941.61 451    
*p<.05 

 

As seen in Table 7, the nomophobia scores of the students did not differ according to the 

education level of the mother (F (3-448) = 1.39; p≥.05). That is, there is no significant difference 

between the averages of at least two of the 4 education groups whose averages are compared. 

Findings Related to Fourth Sub-Problem: The Change of Nomophobia by Father 

Education Status 

Do the nomophobia scores of the students vary according to father education status? 

One-way analysis of variance was used to determine whether the nomophobia scores of the 

students changed according to father education status. The assumption of equality of variance was 

tested and no significant difference was found between the variances of the groups (p=0.28). 
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Descriptive analysis results according to father education level were given in Table 8. Similar 

to the results of mothers' education status, the mean score of nomophobia scores of the children of the 

fathers of university graduates was found to be the lowest. The average score of nomophobia scores of 

the children of high school fathers was highest. Table 8 demonstrated the descriptive analysis results 

according to father education status. 

Table 8. Descriptive analysis results according to father education status 

Independent Variable 

(Father Education Status) 

N   Standard Deviation 

Illiterate and primary school 92 54.95 14.00 

Middle School 108 53.34 16.19 

High school 166 55.63 14.50 

University 86 52.98 16.35 

Total 452 54.44 15.18 

 

Table 9 presents one-way ANOVA test according to father education status. 

Table 9. One-way ANOVA test results according to father education status 

 Sum of Squares df Mean Rank F p 

Between Groups 571.89 3 190.63 0.82 0.48 

Within Groups 103369.72 448 230.73   

Total 103941.61 451    
*p<.05 

 

As seen in Table 9, the nomophobia scores of the students did not differ according to the 

education level of the father (F (3-448) = 0.82; p≥.05). That is, there is no significant difference between 

the averages of at least two of the 4 education groups whose averages are compared. 

Findings Related to Fifth Sub-Problem: The Change of Nomophobia by Mother 

Profession 

Do the nomophobia scores of the students change according to mother profession? 

Independent sample t-test was used to determine whether the nomophobia levels of the 

students changed according to the mother's status of working or not. The independence of the 

observations, homogeneity of variances and normality assumptions were provided for the independent 

sample t-test. 

When the descriptive analysis results were examined according to the working status of the 

mother, it was seen that the mean scores of the children of working and non-working mothers were 

very close to each other. Descriptive analysis results according to mother's working status was 

presented in Table 10.  
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Table 10. Descriptive analysis results according to mother's working status 

Independent Variable 

(Working Status  

of the Mother) 

N   Standard Deviation 

Not working 288 54.53 15.57 

Working 164 54.28 14.51 

Total 452 54.44 15.18 
 

Independent sample t-test results were conducted to determine whether the nomophobia levels 

of the students change according to the status of the mother's working status. The related results were 

presented in Table 11.  

Table 11. Independent t-test analysis results of students' nomophobia levels according to mother's 

working status 

Independent Variable 

(Working Status  

of the Mother) 

N   Standard 

Devaiation 

S t p 

Not working 288 54.53 15.57 450 0.17 0.86 

Working 164 54.28 14.51    
*p<.05 

 

As shown in Table 11, the nomophobia levels of the students did not differ according to 

working status of the mother (t (450) = 0.17; p≥.05). There was no significant difference between the 

mean scores of nomophobia of the students whose mothers were working and not working. In this 

case, it can be said that the working status of the mother does not have a significant effect on 

nomophobia. 

Findings Related to the Sixth Sub-Problem: The Change of Nomophobia by Father's 

Profession 

Do the nomophobia scores of the students vary according to father’s profession? 

One-way analysis of variance was used to determine whether the nomophobia scores of the 

students changed according to the profession of the father. There was no statistically significant 

difference between the variances of the groups and this assumption was provided (p = 0.47). 

Table 12. Descriptive analysis results according to father's profession 

Independent Variable 

(Father Prefession) 

N   Standard Deviation 

Worker 179 54.82 14.98 

Officer 77 52.54 15.97 

Self-employment 196 54.84 15.06 

Total 452 54.44 15.18 

 

Table 12 shows the descriptive analysis results according to the profession of the father. 

Accordingly, it was seen that the average scores of the children of workers, civil servants and self-
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employed fathers from the nomophobia scale was close to each other. Table 13 indicates the one-way 

ANOVA test results according to father's profession. 

Table 13. One-way ANOVA test results according to father's profession 

 Sum of Squares df Mean Rank F p 

Between Groups 334.79 2 167.39 0.72 0.48 

Within Groups 103606.81 449 230.75   

Total 103941.61 451    

*p<.05 

As seen in Table 13, the nomophobia scores of the students did not differ according to the 

profession of the father (F (2-449) = 0.72; p≥.05). That is, there is no significant difference between the 

averages of at least two of the three occupational groups whose means are compared. 

Findings Related to Seventh Sub-Problem: The Change of Nomophobia by Family 

Monthly Income  

Do the nomophobia scores of the students change according to the monthly income level of 

the family? 

One-way analysis of variance was used to determine whether the nomophobia scores of the 

students changed according to the monthly income level of the family. In Table 14, descriptive 

analyzes were given according to the family monthly income level. It has been determined that the 

monthly income of the families that have children with the lowest average nomophobia were between 

1601 and 2000 TL, and those that have children with the highest average of nomophobia were 

between 2001 and 2500 TL. In Table 14, descriptive analysis results according to monthly financial 

income of family were presented.  

Table 14. Descriptive analysis results according to monthly financial income of family 

Independent Variable 

(Family Monthly Income Level) 

N   Standard Deviation 

0 - 1600  59 55,22 14,69 

1601 - 2000  66 52,81 15,90 

2001- 2500  141 56,15 15,80 

2500 and above 186 53,47 14,55 

Total 452 54,44 15,18 
 

Table 15 indicated One-way ANOVA test results according to monthly family income. 

Table 15. One-way ANOVA test results according to monthly financial income of family 
 Sum of Squares df Mean Rank F p 

Between Groups 796.68 3 265.56 1.15 0.32 

Within Groups 103144.93 448 230.23   

Total 103941.61 451    

*p<.05 

 

As seen in Table 15, the nomophobia scores of the students did not differ according to the 

monthly financial income of the family (F (3-448) = 1.15; p≥.05). 
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Nomophobia Scale and Sub-dimensions 

In this study, the nomophobia scale has 4 sub-dimensions. Descriptive data of these sub-

dimensions were presented in the Table 16 below.  

Table 16. Descriptive analysis results according to the sub-dimensions of the nomophobia scale 

Sub-dimensions   Standard Deviation 

Not being able to access information 11.41 3.75 

Losing connectedness 13.34 4.63 

Not being able to communicate 18.19 5.82 

Giving up convenience 11.49 4.84 

Total 13.68 15.18 

 

The average score obtained from the Nomophobia Scale was found to be 13.68. The mean 

subscales of the scale were as follows; “Not being able to communicate” (x  = 18,19), “not being able 

to access information” (x  = 11.41), “losing connectedness” (x  = 13.34) and giving up convenience (x  = 

11.49). It was concluded that the most worrisome dimension was the “not being able to communicate” 

and the least worried dimension was the “not being able to access information”. 

Discussion, Conclusion and Recommendations  

The aim of this study was to determine the nomophobia level of 8th grade students and to 

determine whether the nomophobia levels of the students vary depending on the variables such as 

gender, overall grade point average, parents' educational level, parents' profession, and monthly 

income of the family. As a result of this study, it was found that the nomophobia level of the students 

did not differ according to any of the variables mentioned above. 

When the literature on nomophobia was examined, it was found that the number of studies for 

secondary school students was limited, but the number of studies conducted with university students, 

high school students, social network users and public employees was higher with respect to the others 

(Durak and Seferoğlu, 2018; Pamuk and Kutlu, 2017). 

In the present study, it was examined whether the nomophobia levels of the students varied 

according to gender. It was found that the mean scores of nomophobia of female students were not 

significantly different from the mean of nomophobia scores of male students. Similar to the current 

study, Ünal (2015) found no statistically significant difference between male and female students in 

term of nomophobia scores, though nomophobia scores of female students were statistically higher 

than male students. Likewise, Kuyucu (2017) concluded that the level of smartphone addiction does 

not change according to the gender factor. In addition, Minaz and Bozkurt (2017) found that there was 

no significant difference between gender factor and smartphone addiction level in their studies. On the 

other hand, Durak and Seferoğlu (2018) determined that students nomophobia levels differ 

significantly from each other by gender in favor of males. Unlike to Durak and Seferoğlu’s (2018) 
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study, there are some studies indicating that female students’ nomophobia levels were higher than 

male ones (Altundağ and Bulut, 2017; Gezgin et al. 2017).  

In this study, it was found that the nomophobia scores of the students did not differ according 

to their overall grade point average. Likewise, Dirik (2016) concluded that there was no statistically 

significant difference between students' academic achievement and smartphone addiction. However, 

Erdem et al. (2016) investigated the effect of nomophobia on academic achievement. They found that 

nomophobia was an important factor on the academic achievement of university students. Lepp, 

Barkley and Karpinski (2014) stated that the increase in the nomophobia level of the students 

negatively affects their educational lives. 

In the present study, it was also determined that the nomophobia levels of the students did not 

change according to the profession of the mother or father. When the related literature was examined, 

similar results were found. For example, Büyükçolpan's (2019) study concluded that there was no 

significant difference between parents' educational backgrounds and nomophobia levels. Moreover, 

Durak and Seferoğlu (2018) found that there was no significant difference between nomophobia scale 

scores and parents' education levels, but the students having low literacy rate parents had higher levels 

of nomophobia than others.  

In this study, it was concluded that the nomophobia scores of the students did not change 

according to the monthly income level of the family. When the related literature was examined, 

similar results were found. According to Dirik (2016), students’ nomophobia level did not differ by 

average income of the family. Similarly, Atıcı (2017) found that there was no significant relationship 

between the mean scores of nomophobia level and adolescents' income level. However, Deniz (2014) 

concluded that adolescents with low family income had a high level of mobile phone dependency and 

shyness. Kuyucu (2017) found that there is a significant difference between family income level and 

addiction level. 

In the present study, when the sub-dimensions of the scale were examined according to the 

mean score (   = 13.68) obtained from the nomophobia scale, it was found that; “inability to access 

information” (   = 11.41), “loss of connection” (   = 13.34) and “inability to feel comfortable” (   = 

11.49) subscale scores were below average of the scale. When the related literature was examined, 

similar results were found. For instance, Yılmaz et al. (2018) found that the most important dimension 

by the students was the “inability to communicate” in the nomophobia scale. It is followed by the 

“inability to access information”. The least supported dimension was the “not being online” 

dimension. In the study conducted by Erdem et al. (2016), it was determined that there was a 

relationship between the average scores of “not being able to communicate”, "not being able to access 

information" and "not being online" dimensions and the level of nomophobia. It was also concluded 

that the least supported dimension of the sub-dimensions was the “not being online” and “not being 
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able to access information” dimension. Hoşgör et al. (2017) reached the conclusion that the factor of 

“not being online” has an effect on students' grade point average and telephone usage time. 

This research can be repeated by applying different groups of students at the same level in 

different periods and in different schools. The nomophobia scale used in the study can be repeated 

with different scales without being limited to the overall grade point average. Studies on how 

nomophobia affects students' physical and cognitive development can also be conducted. The 

nomophobia levels of the students can be examined without limiting the research to only students in 

one region, and sample size can be expanded by selecting students from different regions. Students 

should be informed by teachers, the school guidance service, families and experts to ensure that the 

smartphone is not abused by students and does not reach the level that could harm students. The use of 

smartphones and proper social media should be included in classes in schools. Public spots can also be 

created on the subject. 
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Abstract 

The purpose of this study is to examine the mathematics teachers' perceptions of lifelong learning 

competencies. The study group of the research consisted of secondary school mathematics teachers 

working in the Ministry of National Education. This study was carried out to examine the perceptions 

of secondary school mathematics teachers on lifelong learning competencies depending on some 

variables and a correlational survey model within the scope of the descriptive method was used.  In the 

research, "Key Competencies Scale in Lifelong Learning" developed by Şahin, Akbaşlı and Yanpar 

Yelken (2010) was used. Independent samples t-test, one-way analysis of variance and Tukey test 

were used to compare the mean scores obtained from the scale by variables.  The results obtained from 

the research indicated that the secondary school mathematics teachers participated in the research have 

high level of life-long learning competencies. There was found to be no significant difference between 

the scores of life-long learning competencies as regards their genders, the high schools they graduated 

from, the faculty they graduated from, the geographical region where they have been working and 

professional seniority. However, significant differences were found in participants’ scores of lifelong 

learning competencies related to their professional satisfaction status and the frequency of the 

activities they participate for personal and professional development. 
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Introduction 

In today's information age, it is challenging for individuals to continue their professions and 

daily lives with only the information they learn at school. That's because, with the rapid development 

and spread of knowledge, if individuals cannot update their knowledge about their profession, they 

will not always be able to solve the problems they encounter in daily life with their current knowledge.  

Therefore, as a result of this need in today's society, the general view of the society and individuals, in 

particular, has changed. So, in today's society, individuals have to constantly improve themselves in 

order to meet the requirements of the profession, regardless of their profession. Ensuring continuity of 

education to be given to individuals for this development is important for social progress. Therefore, 

lifelong education has gained importance in order for education to reach everyone regardless of the 

individual's age and to raise more qualified individuals. 

Lifelong education has become a concept of solution point to meet the new needs of 

developing technology in human life. That's because education provided in schools is far from meeting 

the needs of individuals in solving their real life problems (Bağcı, 2011). MEB (2014) defines lifelong 

learning as all kinds of learning activities that an individual participates throughout their life in order 

to develop their knowledge, skills, interests and competencies. While Demirel (2009) defines lifelong 

learning as a continuous process that improves the individual's potential and competencies throughout 

their life, Jarvis (2004) defines it as a whole of individual and institutional learning.  European 

Commission (2018) defines lifelong learning as an educational process that covers all learning 

activities of the individual by making a definition similar to that of Demirel (2009). Güleç, Çelik, 

Demirhan (2012) define lifelong education as a broad concept that covers all formal and non-formal 

education activities aiming at restructuring the education system and developing all educational 

potential outside the education system provided in schools. In the "World Bank Report" published in 

2003, lifelong learning is defined as a new education-teaching model to meet the demands of 

individuals in a changing world order and it is stated that it covers learning within the life cycle from 

childhood to retirement (The World Bank, 2003).  

Considering these definitions as a whole, lifelong learning can be defined as a learning process 

within the life cycle starting from childhood to retirement to be able to produce solutions to the 

problems faced by individuals in their real life, to increase their willingness and desire to learn and to 

improve their entire life skills. When considered in light of these definitions, lifelong learning should 

continue at every moment and in all areas of life. This is due to the fact that individuals must be 

trained to learn on their own and apply their knowledge and skills to their lives in order to fulfill the 

requirements of the age. In recent years, the rate of access, acquisition and change in the content and 

development of information has led to the loss of validity and usefulness of information for 

individuals. This, in turn, has given rise to discussions about whether it is sufficient to relay 
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information to new generations only at the level of knowledge (Akbaş & Özdemir, 2002). Studies 

carried out in the field of lifelong learning (Doğan & Çalışkan Toyoğlu, 2019) revealed that the 

learning culture in Turkey is not strong.  In order to increase the awareness and participation of 

individuals regarding lifelong learning, the teachers responsible for the education of individuals should 

realize some important tasks. 

In order to reach lifelong learning goals, teachers should take on a role that teaches ways to 

reach information instead of just transferring the information required by the age (Yıldırım, Genc & 

Eryaman, 2016; Yaman, 2014; Özden, 2013). In order for teachers to fulfill this role, they must first be 

willing and inclined to learn and continue this throughout their professional life (Yaman & Yazar, 

2015).  Lifelong learning is not possible for a teacher whose skills have not developed to adapt to the 

age we are in, to prepare effective learning/teaching activities and to practice these.  Therefore, 

teachers have an important role in making lifelong learning possible.  It is important that teachers have 

the need and desire to develop themselves in order to fulfill these roles. In other words, teachers 

should constantly rejuvenate themselves at every stage of their professional lives, cope with problems, 

be encouraging, energetic, lively, active and productive, think critically, communicate, have aesthetic 

consciousness, and have the ability to develop these characteristics (MEB, 2008). 

In today's educational system, teachers are expected to guide their students to gain lifelong 

learning competencies during the education and training process. From this point of view, it is possible 

for teachers to fulfill these roles only if they view lifelong learning from a certain perspective and have 

the necessary competencies. That's because, in addition to the training they receive during their 

undergraduate periods, teachers need to make up for their deficiencies in order to maintain their 

profession in a dynamic and responsive way to meet the needs of the society and to train their students 

in a more qualified way in this direction.  Only in this way can they take the leading role in shaping 

society.  From this point of view, it is important to reveal what teachers' views on lifelong learning are.  

When the studies on lifelong learning with teachers are examined in the literature the 

following research are found with the corresponding authors: Doğan and Zeren (2019), the classroom 

teachers' tendencies of lifelong learning with learned strength; Kabataş and Yılmaz (2018), teachers' 

lifelong learning tendencies; Erdamar et al. (2017), lifelong learning tendencies of teachers working in 

high schools and the level of self-efficacy beliefs of educational internet use; Doğan and Çalışkan 

Toyoğlu (2019), the lifelong learning competences of teachers working in public schools; Yıldırım 

(2015), the level of classroom teachers' perception of competence related to lifelong learning; Ayaz 

and Ünal (2016), teachers' lifelong learning tendencies; Kılıç (2014), lifelong learning tendencies of 

primary education teachers; Ayra and Kösterelioğlu (2015) teachers' lifelong learning tendencies.   

Apart from these, it is seen that there are many studies on lifelong learning with prospective teachers 

studying in different departments of the faculty of education (Coşkun & Demirel, 2012). However, no 
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studies on the perceptions and tendencies of secondary school mathematics teachers in the field of 

literature studies have been found. Although studies on other teaching areas and professions have been 

carried out, considering that mathematics teaching is neglected and mathematics is an important tool 

used in solving many problems encountered in daily life, the lack of research on the perceptions of 

mathematics teachers towards lifelong learning competencies may be considered as a major 

deficiency.  Therefore, investigating the perceptions of secondary school mathematics teachers 

towards lifelong learning with a large sample group, will provide an important perspective on the 

junior high school mathematics teacher in estimating the overall perception towards lifelong learning 

in Turkey.  In this context, this study aims to investigate the perceptions of secondary school 

mathematics teachers on lifelong learning competencies. For this purpose, answers to the following 

problems were sought.  

1. How is the perception of mathematics teachers towards lifelong learning competencies? 

2. How do the perceptions of mathematics teachers towards lifelong learning competencies 

change by gender? 

3. How do mathematics teachers' perceptions of lifelong learning competencies change 

regarding geographical regions? 

4. How do the perceptions of mathematics teachers towards lifelong learning competencies 

change regarding the type of high school they graduate from? 

5. How do the perceptions of mathematics teachers towards lifelong learning competencies 

change regarding the type of faculty they graduate from? 

6. How do the perceptions of mathematics teachers towards lifelong learning competencies 

change regarding their professional seniority? 

7. How do lifelong learning perceptions of mathematics teachers change regarding their 

professional satisfaction status? 

8. How do lifelong learning perceptions change regarding the activities that mathematics 

teachers participate for their personal and professional development? 

Method 

Research Model  

In this study, which was carried out to examine the perceptions of secondary school 

mathematics teachers on lifelong learning competencies according to some variables, a correlational 

survey model was used within the scope of the descriptive method. Correlational survey model is a 

research approach that aims to describe a situation in the past or present as it exists (Karasar, 2016).   
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Study Group 

In the study, purposeful sampling method aiming to reflect the different characteristics and 

diversity of individuals in order to illuminate the subject of the study was used (Yıldırım & Şimşek, 

2018). The participants of the research consist of secondary school mathematics teachers working in 

the Ministry of National Education. The variables of gender, high school and faculty, vocational 

seniority, geographic region where he / she worked, satisfaction status about the teaching profession, 

personal and professional development of the teachers participating in the study were taken as criteria 

and maximum diversity was tried to be provided regarding the variables. Information on the 

distribution of participants taking part in in the research is given in the Table 1 below. 

Table 1. Demographic Features of Participants 

 

Data Collection Instrument 

In the research, "Key Competencies for Lifelong Learning Scale" developed by Şahin, Akbaşlı 

and Yanpar-Yelken (2010) was used. Cronbach's Alpha reliability coefficient was determined as .77.  

The scale is a 5-point Likert type scale. It is a scale consisting of 23 items, including eight sub-

dimensions which are as following: 

Participants’ Demographic Features f % 

Gender 
Female 206 58.7 

Male 145 41.3 

Professional Seniority  

1-5 years 104 29.6 

6-10 years 82 23.4 

11-15 years 95 27.1 

16 & above years 70 19.9 

Type of High School They 

Graduate From 

Anatolian High School 185 52.7 

Anatolian Teacher Training High School 84 23.9 

High School of Science 4 1.1 

Vocational School 14 4 

Other (Private School) 64 18.2 

Faculty They Graduate 

From 

Education 308 87.7 

Art and Science 39 11.1 

Other 3 0.9 

Geographical Region 

Marmara 43 12.3 

Aegean 35 10 

Mediterranean 49 14 

Middle Anatolia 88 25.1 

Black Sea 39 11.1 

South-East Anatolia 59 16.8 

East Anatolia 37 10.5 

Total  351 100 
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1. Communicative Competence at Native Language: Strengthening literacy as a basis for 

further learning and communication in different societal and cultural contexts, expressing and 

interpreting thoughts, feelings and facts, 

2. Communicative Competence at a Foreign Language: Enhancing the ability to use a variety 

of languages to be active and better cope with the challenges of today’s multilingual and diverse 

societies, 

3. Mathematical Basis Competence at Science and Technology: Focusing on improving 

acquisition of these competences to nurture scientific understanding, 

4. Digital Competence: Strengthening the confident and critical use of digital technology, 

including coding and programming, safety and citizenship related aspects, 

5. The Competence of Learning to Learn: Pursuing and persisting learning in various contexts 

of life, 

6. The Competence of Social Citizenship Awareness: Stressing the importance of democratic 

participation, European values, sustainable development and media literacy, 

7. The Competence of the Sense of Initiative and Entrepreneurship: Enhancing entrepreneurial 

attitudes to unlock personal potential, creativity and self-initiative, 

8. The Competence of Cultural Awareness and Expression: Increasing intercultural skills and 

the ability to express ideas in a variety of ways and contexts. 

Data Collection and Analysis 

The analysis of the present study was carried out with the statistical program IBM SPSS 

Statistics 22. In order to determine whether the dataset was modelled for normal distribution, 

Kolmogorov-Smirnov normality values were used (.681, .357, etc). As the skewness and kurtosis 

values were between +1 and -1, the dataset was accepted as normally distributed. Three parametric 

statistical procedures, which ran on the data collected by means of the scale, were used in data 

analysis: 

1. Descriptive analysis was undergone in order to identify the lifelong learning competency 

levels of mathematics teachers, 

2. Independent-samples t-test was used to find out if there is a difference between the scores of 

mathematics teachers depending on their genders, 

3. One-way analysis of variance (one-way ANOVA) was used to identify the difference of 

participants depending on the geographical region, the high school and the faculty they graduate from, 
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professional seniority, professional satisfaction status and the activities the participants take part in for 

personal and professional development. 

4. Tukey test was undergone to compare the results related to the difference among 

participants depending on professional satisfaction status and the activities the participants take part in 

for personal and professional development. 

Findings 

In this section, the results obtained by the analysis of the gathered data were given 

respectively. Table 2 presenting the minimum and maximum scores, means and standard deviations of 

mathematics teachers is given below. 

Table 2. Minimum and Maximum Scores, Means and Standard Deviations  

 N Min. 
Max

. 
x  Sd 

Total Score of the Scale 350 31 115 93.4 12.58 

1st Sub-dimension 350 4 20 18.6 2.38 

2nd Sub-dimension 350 4 20 10.5 4.69 

3rd Sub-dimension 350 3 15 13.4 1.96 

4th Sub-dimension 350 2 10 8.17 1.7 

5th Sub-dimension 350 2 10 8.7 1.44 

6th Sub-dimension 350 3 15 12.5 2.18 

7th Sub-dimension 350 4 20 17.6 2.84 

8th Sub-dimension 350 1 5 3.77 .98 

 

As it can be seen in Table 2, the minimum score is 31 and the maximum score is 115. The 

mean of mathematics teachers’ scores is 93.24, which means that mathematics teachers have high 

levels of the scale “Key Competencies for Lifelong Learning” as their mean is higher than the scale’s 

mid-point. Table 3 shows the independent samples t-test results showing the difference of mathematics 

teachers’ scores regarding their genders. 

Table 3. Independent Samples t-Test Results Showing the Gender Difference 

Gender N x  Sd t p 

Female 206 92.99 12.76 -  .443 
.657 

Male 144 93.59 12.37 - .446 

 

As regards independent samples t-test results which can be seen in Table 3 no significant 

difference was observed in participants’ scores respected to their gender variables. While the mean of 

female mathematics teachers’ scores is 92.99, the mean of male mathematics teachers’ scores is 93.59. 
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Table 4 presents the total score variance analysis of total score of participants depending on the 

geographical region they have been working. 

Table 4. ANOVA Results Showing the Difference among Mathematics Teachers’ Regarding the 

Geographical Region They Work 

 
Sum of 

Squares 

Mean 

Square 
df f p 

Between Groups 1586.80 264.467 6 

1.689 .123 Within Groups 53715.04 156.604 343 

Total  55301.84  349 
 

As shown in Table 4. ANOVA results showed that no significant difference was found in 

participants’ lifelong learning key competence levels respected to the geographical region they have 

been working. Table 5 shows the total score variance analysis of total score of participants depending 

on the high school they graduate from. 

Table 5. ANOVA Results Showing the Difference among Mathematics Teachers’ Scores depending 

on the High School They Graduate From 

 
Sum of 

Squares 

Mean 

Square 
df f p 

Between Groups    136.225 34.056 4 

.213 .931 Within Groups    55165.615 159.9 345 

Total     55301.840  349 
 

In the analysis of the related data, there was found no significant difference between the total 

score of mathematics teachers depending on the high school they graduate from (p<0.05). Table 6 

shows the total score variance analysis of total score of participants depending on the faculty they 

graduate from. 

Table 6. ANOVA Results Showing the Difference among Mathematics Teachers’ Scores depending 

on the Faculty They Graduate From 

 
Sum of 

Squares 
Mean Square df f p 

Between Groups 313.668 156.834 2 

.99 .373 Within Groups 54988.172 158.467 347 

Total  55301.804  349 
 

In the analysis of the related data, there was found a significant difference between the total 

score of mathematics teachers depending on the faculty they graduate from (p<0.05). Table 7 shows 

the total score variance analysis of total score of participants depending on mathematics teachers’ 

professional seniority. 
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Table 7. ANOVA Results Showing the Difference among Mathematics Teachers’ Scores depending 

on the Professional Seniority 

 
Sum of 

Squares 

Mean 

Square 
df f p 

Between Groups 40.013 13.338 3 

.084 .969 Within Groups 55261.827 159.716 346 

Total  55301.840  349 
 

As it can be seen on Table 7, there was found no significant difference between the total score 

of mathematics teachers depending on the faculty they graduate from (p<0.05). Table 8 shows the total 

score variance analysis of total score of participants depending on mathematics teachers’ professional 

satisfaction status. 

Table 8. ANOVA Results Showing the Difference among Mathematics Teachers’ Scores depending 

on the Professional Satisfaction Status 

 
Sum of 

Squares 

Mean 

Square 
df f p 

Between Groups 2001.16 667.053 3 

4.33 .005 Within Groups 53300.68 154.048 346 

Total  55301.84  349 
 

In the analysis of the related data, there was found a significant difference between the total 

score of mathematics teachers depending on their professional satisfaction status (p<0.05). Table 9 

indicates the total score variance analysis of sub-dimension scores of participants depending on their 

professional satisfaction status. 

Table 9. ANOVA Results Showing the Difference among Mathematics Teachers’ Scores on Sub-

Dimensions of the Scale depending on The Professional Satisfaction Status 

Sub-

Dimension 
 

Sum of 

Squares 

Mean 

Square 
df f p 

1st  

Between Groups 26.393 8.798 3 

1.560 .199 Within Groups 1951.161 5.639 346 

Total  1977.554  349 

2nd 

Between Groups 87.2 29.067 3 

1.322 .267 Within Groups 7609.475 21.993 346 

Total  7696.674  349 

3rd 

Between Groups 70.026 23.342 3 

6.298 .000 Within Groups 1282.331 3.706 346 

Total  1352.357  349 

4th 

Between Groups 35.122 11.707 3 

4.114 .007 Within Groups 984.592 2.846 346 

Total  1019.714  349 

5th 

Between Groups 22.389 7.463 3 

3.637 .013 Within Groups 709.885 2.052 346 

Total  732.274  349 

6th 

Between Groups 56.722 18.907 3 

4.072 .007 Within Groups 1606.547 4.643 346 

Total  1663.269  349 

7th  
Between Groups 139.038 46.346 3 

5.958 .001 
Within Groups 2691.316 7.778 346 
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Total  2830.354  349 

8th  

Between Groups 1.158 .386 3 

.395 .757 Within Groups 338.011 .977 346 

Total  339.169  349 
 

As a consequence of the analysis of the related data, there were found significant differences 

between the scores of mathematics teachers depending on professional satisfaction status in the third 

and the seventh sub-dimensions (p<0.05). Tukey test was applied to reveal in favour of which group 

the significant difference occurred depending on key competencies. Table 10 indicates Tukey 

comparison results related to the difference of groups depending on professional satisfaction status. 

Table 10. Tukey Comparison Results Related to Sub-Dimensions Concerning Professional 

Satisfaction Status 

Satisfaction Level Satisfaction Level 
Mean 

Difference 
p 

Mathematical Basis 

Competence at 

Science and 

Technology 

Highly Satisfied 

Satisfied .89128 .000* 

Partly Satisfied .50647 .528 

Not Satisfied -1.00321 .659 

Satisfied 

Highly Satisfied -.89128 .000* 

Partly Satisfied -.38481 .751 

Not Satisfied -1.89449 .137 

Partly Satisfied 

Highly Satisfied -.50647 .528 

Satisfied .38481 .751 

Not Satisfied -1.50968 .365 

Not Satisfied 

Highly Satisfied 1.00321 .659 

Satisfied 1.89449 .137 

Partly Satisfied 1.50968 .365 

The Competence of 

the Sense of 

Iniatiative and 

Entrepreneurship 

Highly Satisfied 

Satisfied 1.12249 .003* 

Partly Satisfied .91116 .333 

Not Satisfied -2.27594 .275 

Satisfied 

Highly Satisfied -1.12249 .003* 

Partly Satisfied -.21133 .982 

Not Satisfied -3.39843 .039 

Partly Satisfied 

Highly Satisfied -.91116 .333 

Satisfied .21133 .982 

Not Satisfied -3.18710 .085 

Not Satisfied 

Highly Satisfied 2.27594 .275 

Satisfied 3.39843 .039 

Partly Satisfied 3.18710 .085 

 

As it has been given in Table 10, significant differences were found among mathematics 

teachers’ scores depending on their professional satisfaction status. Tukey test indicated that these 

differences were available for the third and the seventh sub-dimensions of the “Key Competencies for 

Lifelong Learning” (p<0.05). For the third sub-dimension “Mathematical Basis Competence at 

Science and Technology”, significant differences were found among the participants who are satisfied 
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and highly satisfied of their professions. As it comes to the seventh sub-dimension “The Competence 

of Sense of Initiative and Entrepreneurship”, significant differences were found among the participants 

who are satisfied and highly satisfied of their professions. Table 11 shows the total score variance 

analysis of total score of participants depending on the frequency of the activities they participate for 

personal and professional development. 

Table 11. ANOVA Results Showing the Difference among Mathematics Teachers’ Scores depending 

on the Frequency of the Activities They Participate For Personal and Professional Development. 

 
Sum of 

Squares 

Mean 

Square 
df f p 

Between Groups 4476.232 2238.116 2 

15.28 .000 Within Groups 50825.608 146.471 347 

Total  55301.840  349 
 

As it can be seen on Table 11, there was found a significant difference between the total score 

of mathematics teachers depending on the frequency of the activities they participate for personal and 

professional development (p<0.05). Table 12 indicates the total score variance analysis of sub-

dimension scores of participants depending on the frequency of the activities they participate for 

personal and professional development. 

Table 12. ANOVA Results Showing the Difference among Mathematics Teachers’ Scores on Sub-

Dimensions of the Scale depending on the Frequency of the Activities They Participate for Personal 

and Professional Development. 

Sub-

Dimension 
 

Sum of 

Squares 

Mean 

Square 
df f p 

1st 

Between Groups 30.210 15.105 2 

2.692 .069 Within Groups 1947.344 5.612 347 

Total 1977.554  349 

2nd 

Between Groups 205.763 102.881 2 

4.766 .009 Within Groups 7490.911 21.588 347 

Total 7696.674  349 

3rd 

Between Groups 33.502 16.751 2 

4.407 .013 Within Groups 1318.855 3.801 347 

Total 1352.357  349 

4th 

Between Groups 73.655 36.828 2 

13.508 .000 Within Groups 946.059 2.726 347 

Total 1019.714  349 

5th 

Between Groups 44.893 22.447 2 

11.331 .000 Within Groups 687.381 1.981 347 

Total 732.274  349 

6th 

Between Groups 83.982 41.991 2 

9.226 .000 Within Groups 1579.286 4.551 347 

Total 1663.269  349 

7th 

Between Groups 270.329 135.165 2 

18.321 .000 Within Groups 2560.025 7.378 347 

Total 2830.354  3049 

8th 

Between Groups 16.190 8.095 2 

8.697 .000 Within Groups 322.979 .931 347 

Total 339.169  349 
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As a consequence of the analysis of the related data, there were found significant differences 

between the scores of mathematics teachers depending on the frequency of the activities they 

participate for personal and professional development in the fourth, the fifth, the sixth, the seventh and 

the eighth sub-dimensions (p<0.05). Tukey test was applied to reveal in favour of which group the 

significant difference occurred depending on key competencies. Table 13 indicates Tukey comparison 

results related to the difference of groups depending on the frequency of the activities they participate 

for personal and professional development. 

Table 13. Tukey Comparison Results Related to Sub-Dimensions Concerning the Frequency of the 

Activities They Participate for Personal and Professional Development 

Satisfaction Level Satisfaction Level 
Mean 

Difference 
p 

Digital Competence 

Always 
Sometimes .95471 .000* 

Never 1.07604 .215 

Sometimes 
Always -.95471 .000* 

Never .12133 .980 

Never 
Always -1.07604 .215 

Sometimes -.12133 .980 

The Competence of 

Learning to Learn 

Always 
Sometimes .75169 .000* 

Never .32834 .820 

Sometimes 
Always -.75169 .000* 

Never -.42335 .713 

Never 
Always -.32834 .820 

Sometimes .42335 .713 

The Competence of 

Social Citizenship 

Awareness 

Always 
Sometimes 1.01016 .000* 

Never 1.32719 .246 

Sometimes 
Always -1.01016 .000* 

Never .31703 .921 

Never 
Always -1.32719 .246 

Sometimes -.31703 .921 

The Competence of 

the Sense of 

Iniatiative and 

Entrepreneurship 

Always 
Sometimes 1.81164 .000* 

Never 2.39286 .062 

Sometimes 
Always -1.81164 .000* 

Never .58121 .843 

Never 
Always -2.39286 .062 

Sometimes -.58121 .843 

The Competence of 

Cultural Awareness 

and Expression 

Always 
Sometimes .44808 .000* 

Never .49309 .387 

Sometimes 
Always -.44808 .000* 

Never .04501 .992 

Never 
Always -.49309 .387 

Sometimes -.04501 .992 

 

As it has been given in Table 13, significant differences were found among mathematics 

teachers’ scores depending on the frequency of the activities they participate for personal and 
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professional development in the fourth, the fifth, the sixth, the seventh and the eighth sub-dimensions. 

In the fourth sub-dimension “Digital Competence”, significant differences were found among the 

participants who sometimes take part in the activities for personal and professional development and 

those who always do so. The results related to the fifth sub-dimension “The Competence of Learning 

to Learn” indicated that significant differences were found among the participants who sometimes take 

part in the activities for personal and professional development and those who always do so. In the 

way of the sixth sub-dimension “The Competence of Social Citizenship Awareness”, significant 

differences were found among the participants who sometimes take part in the activities for personal 

and professional development and those who always do so. For the seventh sub-dimension “The 

Competence of Sense of Initiative and Entrepreneurship”, significant differences were found among 

the participants who sometimes take part in the activities e for personal and professional development 

and those who always do so. The results regarding the eighth sub-dimension “The Competence of 

Cultural Awareness and Expression” showed that significant differences were found among the 

participants who sometimes take part in the activities for personal and professional development and 

those who always do so. 

Results and Discussion 

The results obtained from the research can be summarized as following:  

 The mathematics teachers participated in the research had high level of lifelong 

learning competencies. 

 No significant difference was found in mathematics teachers’ scores of lifelong learning 

competencies as regards their genders, the high schools they graduated from, the faculty they 

graduated from, the geographical region where they have been working and professional seniority. 

 A significant difference was found in mathematics teachers’ scores of lifelong learning 

competencies as regarding their professional satisfaction status. Significant differences were found 

among the participants who were satisfied and highly satisfied of their professions in the sub-

dimensions titled “Mathematical Basis Competence at Science and Technology” and “The 

Competence of Sense of Initiative and Entrepreneurship”. 

 A significant difference was found in mathematics teachers’ scores of lifelong learning 

competencies related to the frequency of the activities they participate for personal and professional 

development. Significant differences were found among the participants who sometimes take part in 

the activities for personal and professional development and those who always do so in the sub-

dimensions titled “Digital Competence”, “The Competence of Learning to Learn”, “The Competence 

of Social Citizenship Awareness”, “The Competence of Sense of Initiative and Entrepreneurship” and 

“The Competence of Cultural Awareness and Expression”. 
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In order to fulfil present and future needs of the ever-changing changing world, societies 

require globally competent teachers capable of applying knowledge and deploying skills. As such, 

teachers are supposed to have effective lifelong learning skills and abilities to self-regulate and adapt 

to changing ideas and settings. This may require making curricular opportunities for generic skills 

development more transparent and explicit. Teachers sometimes have difficulty to recognise 

opportunities to develop generic skills during their work life.  The present study has revealed that the 

secondary school mathematics teachers participated in the research have high level of life-long 

learning competencies, which has been a desired objective for future societies. Similarly, Kurt, Cevher 

ve Arslan (2019) found out that Turkish teacher candidates had a high average in all sub-dimensions. 

In the study undergone by Doğan ve Çalışkan Toyoğlu (2019), the lifelong learning competencies of 

teachers working in state schools were tried to be found out. They stated that teachers had positive 

views on communicative competence at native language, communicative competence at a foreign 

language, mathematical basis competence at science and technology, digital competence, the 

competence of learning to learn and competence of sense of initiative and entrepreneurship. However, 

they had negative views as a result of the physical inadequacies of schools, the lack of interest of 

school stakeholders, and the complex notion of lifelong learning. Lifelong learning holds the potential 

to change the public’s entire understanding of education. It will provide an awareness that education 

and training are continuing processes, without, however, being diverted from the need to make special 

efforts for younger people (European Commission Study Group, 1997). 

Similar to the results of the present study, Yıldırım (2015) found out that teachers’ perceptions 

of competence are at a high level in the study aiming at determining the level of perceptions of 

classroom teachers' competence pertaining to lifelong learning and getting their views on lifelong 

learning. In his study with primary school teachers, Kılıç (2014) stated that teachers had high levels of 

lifelong learning tendencies. Moreover, Ayra and Kösterelioğlu (2015) found that teachers had high 

levels of lifelong learning tendencies. When the related literature has been reviewed, it can be reliazed 

that there are a lot of studies supporting this result of the study (Demiralay, 2008, Gencel, 2013, Oral 

and Yazar, 2013, Konakman and Yelken, 2014, Doğan and Kavtelek, 2015). However, Tunca, Şahin 

ve Aydın (2015) stated that teachers had low levels of lifelong learning tendencies. 

As the whole development of teachers is an undeniable principle for educational institutions to 

train others as active citizens, they should be presented opportunities in all domains of life. The study 

has also tried to highlight the significance of empirically investigating the effects of various variables 

on lifelong learning competencies of mathematics teachers. The results of the analysis presented in the 

current study provide support to the hypothesis gender do not have significant and positive impact on 

lifelong learning competencies of secondary school mathematics teachers. Similarly, in the study 

carried out by Kabataş ve Yılmaz (2018), it was emphasized that teachers' lifelong learning attitudes 

do not differ significantly by gender. There are also a lot of studies supporting the view that gender 
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does not constitute a significant role in lifelong learning competencies (Oral ve Yazar, 2015; Savuran, 

2014; Tunca, Alkın-Şahin ve Aydın, 2015; Yaman ve Yazar, 2015). This may also be inconsistent 

with the results of study done by Özçiftçi ve Çakır (2015) finding out that female teachers have a 

higher level of lifelong learning tendencies than male teachers. Moreover, Gencel (2013) stated that 

the pre-service teachers' perceptions of lifelong learning competencies are higher than the male teacher 

candidates. On the other hand, Coşkun and Demirel (2012) found that male pre-service teacher higher 

levels of lifelong learning tendencies than female pre-service teachers.  

In the study, there was found to be no significant difference among the lifelong learning 

competency levels of mathematics teachers regarding the high schools they graduated from, the 

faculty they graduated from, the geographical region where they have been working and professional 

seniority. In her study with undergraduates, Scheuch (2007) stated that the effects of classification 

(seniors versus juniors) are evident in the increased likelihood of overall participation of seniors and 

the types of activities in which they participated. She also claimed that students studying in the upper 

classes participated in research activities more than the students in lower grades. Coşkun (2009) found 

out no significant difference among the lifelong learning tendencies of pre-service teachers depending 

on their grades. It is perhaps not surprising that there is no significant difference among the 

participants in line with their lifelong learning competencies, since the concept of lifelong learning 

consists various competencies in its all sub-dimensions.  

An important finding of the study was that mathematics teachers’ lifelong learning 

competencies differed depending their professional satisfaction status and the frequency of the 

activities they participate for personal and professional development. With this in mind, it can be said 

that lifelong learners find the best resources they need, therefore they can learn. A setting that 

provides, stimulates, brings into their insights may be realized easily and used by them, since they find 

every experience worthwhile. Accordingly, lifelong learning competencies have been indispensable 

principles for teachers as well as all learners. 

Recommendations 

All these findings signal the need for further empirical research that seeks to investigate the 

casual relationships among the multiple dimensions of lifelong learning, since learning is a dynamic 

and continuous process. Research that can be fulfilled with teachers from different branches can be 

suggested in order to get ahold of an overview on teachers’ lifelong learning competencies. With 

respect to the results of the present study, it can be recommended that both formal, informal and non-

formal applications at different levels of schools where teachers work are necessary for developing 

lifelong learning competencies in order to enhance sustainable development. 
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Abstract 

The aim of this study is to investigate to what extent the attitudes towards dating violence in emerging 

adulthood differ according to gender, perceived parental violence type, and dating violence 

experiences, conform with the sense-making of emerging adults towards dating violence encounters. 

Convergent parallel pattern which is one of the mixed method patterns was used in the study. In the 

quantitative section of the study, 564 emerging adults (298 female-266 male) were reached by 

convenience sampling method. In the qualitative section of the study, however, there were four female 

and two male participants who were reached by purposive sampling method. Additionally, in the 

study, Attitude Towards Dating Violence Scales, Personal Information Forms and Semi-Structured 

Interview Forms were used. While t-test and one-way analysis of variance ANOVA were used for 

independent variables in the quantitative section of the research, content analysis was utilized in the 

qualitative section. According to the results of the study, physical and psychological dating violence 

attitude scores of males and females who perpetrated violence showed significant differences 

according to gender. On the other hand, according to the history of dating violence, the attitude scores 

towards the physical dating violence perpetrated by females differed significantly. According to the 

perceived parental violence, it was observed that the difference between the mean scores in the attitude 

scores towards the physical dating violence perpetrated by males was higher in those without a history 

of parental violence. Self-reflection, views of dating violence/sense-making and reactions to dating 

violence themes of qualitative section findings were also found to be consistent with quantitative 

findings.   
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Introduction  

During emerging adulthood which occurs between the periods of adolescence and adulthood 

(approximately between the ages of 18-29) and is considered as a new developmental period (Arnett, 

2000), dating violence happens to be one of the most frequently encountered problems (Lohman, 

Neppl, Senia and Schofield, 2013). Individuals decide which particulars are acceptable or 

unacceptable in their relationships in this period (Arnett, 2000). Dating violence is also deliberated as 

one of these particulars (Halpern-Meekin, Manning, Giordano and Longmore, 2013). This rate varies 

between 23-38% among emerging adults (Straus, 2004; Quinlann, 2011).  When dating violence 

incident rates encountered in Turkey are observed, with the rate of 18-34%, university students 

appears to be placed on the top (Yüksel, Engin and Turgut, 2014). This variability is due to the 

uncertainty in definitions concerning dating violence and the silence of most individuals because of 

feeling shame, guilt and fear (Quinlann, 2011). Also, the most common type of violence in dating 

violence is psychological and is generally not perceived to be harmful. It is rather regarded as a normal 

situation in romantic relationships (Lazarevich, Irigoyen-Camacho, Velazquez-Alva, and Salinas-

Avila, 2016).  

When looking at the status of dating violence perpetration in gender basis, it is observed that 

both sexes are perpetrating dating violence to each other (Sugarman and Hotaling, 1989). Due to the 

fact that physical strength of men is greater than of women, females are more exposed to physical 

dating violence, and in fact, this is often accompanied by different forms of sexual violence as well 

(Phelan, Hamberger, Guse and Edwards, 2005). According to a study conducted in Turkey, attitude 

scores of males towards perpetrating both psychological and physical violence during dating are 

higher than of females (Sezer, 2008; Yumuşak, 2013). The differentiation of the social roles attributed 

to women and men also brings together with it risk factors, especially in regards to physical and 

psychological violence (Carney and Barner, 2012; Rosen and Bezold, 1996; Tarı Selçuk, Avcı and 

Mercan, 2018). Other factors, together with social gender, also become determinants of psychological 

and physical dating violence. Parental violence is one of the variables that are effective in exposure to 

or perpetration of dating violence. Many children encounter violence from their parents at home 

(Castagnola, 2011). Violence within the family is also considered as negative communication patterns, 

causing the child who is exposed to violence to be at risk of experiencing or perpetrating violence in 

romantic relationships during the emerging adulthood period (Ehrensaft et al., 2003). For the fact that 

violence is a learnable behavior, the problem-solving method of a child who grows up in a family 

where there is violence in family communication patterns, happens to become also violence (Marshall 

and Rose, 1988).  

The hostility between parents and adolescent during the period of adolescence (Shek, 2005) 

may result in violence perpetrations in individuals' emotional relationships. In summary, perceived 
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parental violence is also associated with dating violence. In Turkey, however, dating violence is 

focused more on to individual factors, and explored in the contexts of mood state, prevalence (Cinal, 

2018; Kütük, Gümüştaş and Almiş, 2018; Yüksel, Engin and Turgut, 2014), and cultural impact 

(Selçuk, Avcı and Mercan, 2018; Yumuşak, 2013). In research conducted recently, in addition to the 

acceptance of dating violence by university students being discussed in the context of demographic 

variables (such as gender, age, parental education status), it is also tackled in the focus of gender roles, 

relationship beliefs, perception of the dating violence and childhood violence history (Ayyıldız and 

Taylan, 2018; Fidan and Yeşil, 2018; Gündoğdu, Yavuzer and Karataş, 2018; Sezer and Sumbaş, 

2018). As a result of these studies, it was observed that the acceptance levels of violence towards 

dating violence were higher in males (Karataş, Yavuzer, and Gündoğdu, 2019; Sezer and Sumbaş, 

2018), that in this, gender roles were determinant, and witnessing violence in their pasts was effective 

in their views and encounters of violence (Ayyıldız and Taylan, 2018), that university youth are in the 

tendency to normalize and conventionalize violence (Fidan and Yeşil, 2018), and that the realism of 

their romantic relationship beliefs is related to violence (Gündoğdu, Yavuzer and Karataş, 2018).  

As for this study, whether or not physical and psychological dating violence attitudes differ 

according to the variables such as gender, dating violence experiences and perceived parental violence 

type and status will be examined. Both the attitudes of the emerging adults towards dating violence 

and their experiences and encounters of dating violence will be examined by combining quantitative 

and qualitative data. In this study, scale data will be used to examine the attitudes towards dating 

violence by gender, the difference between perceived parental violence and dating violence history. At 

the same time, the dating violence experiences and meanings of the emerging adults in the study are 

explored through semi-structured interviews. The reason for collecting both quantitative and 

qualitative data is to compare the results converged from two different approaches.  

Method 

Research Pattern 

The choice of a mixed method is effective because it can compensate for the weaknesses of 

either the qualitative and/or the quantitative research. While the subject matter of the research is 

discussed in depth with the qualitative dimension, it can be possible to make more comprehensive 

assessments with the quantitative one (Creswell and Plano-Clark, 2011). In this study as well, 

revealing what dating violence means in various aspects was aimed. Since quantitative and qualitative 

data are collected simultaneously, but analyzed separately, one of the mixed method types, convergent 

parallel pattern was used. As a result, a whole understanding is developed by comparing or correlating 

whether or not the findings confirm each other (Creswell and Plano-Clark, 2011). 
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Sample Group 

The quantitative dimension of the study consists of students in their emerging adulthood 

period (19-26 years) who were studying in the Faculty of Education in a major city in the 2017-2018 

academic year. The quantitative section of the study consists of 564 (298 female-266 male) emerging 

adults. In order to reach the sample, one of the non-random sampling methods, which is convenience 

sampling method, was used. When the general characteristics of the individuals reached in the 

quantitative section of the research are observed; 

Table 1. Demographic Information of the Emerging Adults  

  Variable  f  %

 Gender Female  

 Male

298 

 266

52,8 

 47,2

 Dating Status Yes 

 No

177 

 387

31,4 

 68,6

 Dating Violence Experience Yes 

 No

127 

 437

22,5 

 77,5

Dating Violence Against 

 Partner

Yes 

 No

65 

 499

11.5 

 88,5

 Parental Violence Experience Physical 

Psychological 

None 

 Both Physical and Psychological

41 

141 

312 

 70

7,3 

25 

55,3 

 12,5

 

In the qualitative section of the study on the other hand, criterion sampling method, which is 

included in the purposive sampling method, one of the non-random sampling methods, was used. 

Participants are selected on the basis of whether or not they meet the criteria set by the researcher 

(Yıldırım and Şimşek, 2013). Among the research criteria are; emerging adults who are continuing 

their education at the Faculty of Education should have at least one romantic relationship experience, 

should have encountered dating violence previously, should be living away from their parents, and 

should be at the middle or upper socio-economic level. They were not included in the study; if the 

experience of dating violence and romantic relationship was not during their emerging adulthood 

periods, if they were married, divorced or engaged, if they spend more time staying with their parents, 

or if they were not an active student at the university. These benchmarks were determined by taking 

the emerging adulthood criteria in the body of literature and the subject of the study into consideration. 

In line with these criteria, face-to-face interviews were conducted with six people (four females-two 

males) who met the criteria from nine emerging adults who volunteered to participate in the study. 

Sample size (six participants) provides the expected average value of five people (Başkale, 2016) due 

to key information interviews conducted in parallel with quantitative data. Whether or not the criteria 

were met was determined according to the declarations of the participants. When the characteristics of 
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the participants in the qualitative section of the research are evaluated in general, it was found out that 

a female and a male participant were having an ongoing relationship during the interviews and 

psychological dating violence had been experienced or was still being experienced. One female and 

two male participants on the other hand, both experienced and perpetrated dating violence in their past 

relationships. Two female participants who had experienced dating violence in the past had felt the 

need to receive psychological support. As well as the intense psychological dating violence 

encountered, it is observed that they had also experienced sexual and physical violence. Those 

participants in mention were reached through announcements about the qualitative section of the 

research while the scale applications were being made during the application made for the quantitative 

section of the research in the classrooms of the Faculty of Education. After the announcements, 

participants who met the criteria and volunteered to participate in the study were identified. Interviews 

were conducted with participants who were informed verbally about the content and confidentiality of 

the research where voice recordings were taken.  

Data Collection Tools 

In the qualitative section of this research applied with a mixed method, semi-structured 

interview questions prepared by the researchers were used for which expert opinions were obtained. 

Among the focus points during the interviews were; how they defined dating violence and how they 

made sense of their experiences, the effects of these experiences on the person, making-sense by 

gender, familial and environmental impacts, coping methods with dating violence, priorities in the 

relationship, and areas where they developed awareness as a result of these experiences. The scope 

and the content of questions aim at addressing the individual's life and beliefs in the context of partner, 

family and culture at the same time. Qualitative interviews made by a researcher working at the 

university who was familiar to the participants in general were conducted in the researcher's office at 

the university. Prior to the start of the interviews, participants were individually informed about the 

research process and confidentiality. The relevant permissions were obtained orally from the 

participants. The length of the interviews was approximately 30 minutes, depending on sharing 

willingness of participants. When interview records of the six participants were transcribed for each 

participant number of pages ranged from 3-5 pages. 

Before the interviews, participants in the qualitative section has filled Attitude Towards Dating 

Violence Scales (Yumuşak and Şahin, 2014), developed by Price, Byers and Dating Violence Research 

Team (1999) for sexual, physical and psychological violence attitudes of women and men. 5-point 

Likert-type scale consists of four sections, these are; Attitudes Towards Male Physical Dating 

Violence Scale (12 items), Attitudes Towards Male Psychological Dating Violence Scale (15 items), 

Attitudes Towards Female Physical Dating Violence Scale (12 items), and Attitudes Towards Female 
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Psychological Dating Violence Scale (11 items). In this study, reliability values were found to be .82, 

.82, .84 and .86 respectively.  

Personal Information Form developed by the researchers, participants were asked about their 

age, gender, department and year they studied, whether or not they were presently involved in a 

romantic relationship, whether or not they have experienced or perpetrated dating violence in the past 

or present themselves. In order to find out the history of violence in the family and childhood, 

participants were asked to state the circumstance and type of violence encountered between their 

parents, and the circumstance and type of violence they experienced from their parents in childhood 

(psychological, physical, none, or both physical and psychological).  

Analysis of the Data 

The content and sentimental direction analyzes conducted separately by the two researchers 

were compared, and the categories obtained were finalized. In sentimental direction analysis, parallel 

to the categorical analysis, an idea about direction and trend was tried to be obtained as well 

(Tavşancıl and Aslan, 2001). For reliability condition is believed to be established as a result of one of 

the researchers working at the university where the emerging adults were reached, as well as that 

particular researcher being in the same environment and living in the same culture. At the same time, 

the consistency between the encoders of the qualitative analyzes conducted by the researchers in the 

study was calculated as 92%. Purposeful sampling and inclusion/exclusion criteria and the general 

framework for the participants provide external validity in the research as well. In the qualitative 

section of this study, where qualitative and quantitative data collection and data analysis were 

conducted concurrently, descriptive research pattern was used, whereas for the independent variables, 

t-test and one-way analysis of variance (ANOVA) were utilized. According to the attitude towards 

dating violence scores which are the independent variables of the study, gender (female-male), 

whether or not there is a significant difference according to the dating violence (dating violence 

experienced-not experienced) and parental violence (physical-psychological-both physical and 

psychological-none) history was analyzed with SPSS 22 package program over the data obtained. The 

significance of the findings was interpreted with reference to .05 significance level.  
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Results 

Quantitative Data Analysis Findings 

Table 2. T-Test Results of Attitudes Towards Psychological and Physical Violence Perpetrated by 

Males and/or Females of Emerging Adults, by Gender 

 Dependent Variable  Gender  N  X  ss  sd  t  p

Psychological Violence 

Perpetrated by Males on 

 Dating

Female 

 Male

298 

 266

24,9128 

 32,0414

7,51 

 9,32

 508.9  -9,931  ,000*

Physical Violence Perpetrated 

 by Males on Dating

Female 

 Male

298 

 266

17,2248 

 22,1316

5,98 

 8,50

 469.3  -7,843  ,000*

Psychological Violence 

Perpetrated by Females on 

 Dating

Female 

 Male

298 

 266

18,6980 

 21,9023

6,71 

 7,25

 562  -5,454  ,000*

Physical Violence Perpetrated 

 by Females on Dating

Female 

 Male

298 

 266

20,3758 

 22,2519

7,29 

 7,59

 562  -2,992  0,003*

p<0.05* 

 

The homogeneity of the variances of the two distributions was tested by Levene’s test, and as 

a result, the variance of the physical dating violence (L= 1,048; p> .05) and the variance of the 

psychological dating violence (L=, 798; p> .05) perpetrated by the female were found to be 

homogeneous. According to the gender variable among emerging adults, it was seen that there was a 

significant difference between the attitude scores towards the physical dating violence perpetrated by 

the male (t= -9,931; p>.05). It is observed that there were significant differences between male 

attitudes scores towards psychological dating violence perpetrated by the male according to gender (t= 

-7,843; p>.05). Significant differences were found between the attitudes towards physical dating 

violence perpetrated by the female according to gender (t= -5,454; p>.05). Significant differences were 

found between the attitudes towards psychological dating violence perpetrated by the female 

according to gender (t= -2,992; p>.05). According to these results, in all attitude scores, male 

emerging adults received higher attitude scores. 

Table 3. T-Test Results of Attitudes Towards Psychological and Physical Violence Perpetrated by 

Males and/or Females of Emerging Adults According to Dating Violence Experiences 

  Dating Violence Experience  N  X  S  sd  t  p

Psychological Violence Perpetrated by Males on 

 Dating

Yes 

 No

207 

 357

27,6329 

 28,6471

9,33 

 9,00

 562  -1,273  0,204

 Physical Violence Perpetrated by Males on Dating Yes 

 No

207 

 357

19,2126 

 19,7283

8,04 

 7,46

 562  -0,769  0,442

Psychological Violence Perpetrated by Females on 

 Dating

Yes 

 No

207 

 357

19,7005 

 20,5042

7.05 

 7.19

 562  -1,289  0,198
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Physical Violence Perpetrated by Females on 

 Dating

Yes 

 No

207 

 357

19,7198 

 22,1541

7,03 

 7,61

 562  -3,766  ,000*

p<0.05* 

 

The homogeneity of the variances of the two distributions was tested by Levene’s test, and as 

a result,  the variance of the physical dating violence perpetrated by the male (L= ,52; p>.05), the 

variance of the psychological dating violence (L= ,784; p>.05) perpetrated by the male and the 

variance of the physical dating violence (L= 2,241; p>.05) perpetrated by the female were found to be 

homogeneous. According to the dating violence experience variable among emerging adults, it was 

seen that there was a significant difference between the attitude scores towards the physical dating 

violence perpetrated by the female (t= -3,766; p>.05). According to this result, acceptance levels of 

emerging adults without a dating violence experience are higher towards psychological dating 

violence perpetrated by the female. 

Table 4. Average and Standard Deviation Values of Attitudes Towards Psychological and Physical 

Violence Perpetrated by Males and/or Females of Emerging Adults According to Parental Violence 

Experience Conditions  

  Parental Violence  N  X  SS

Psychological Violence Perpetrated by Males on 

 Dating

Physical 

Psychological 

N/A 

 Physical and Psychological

41 

141 

312 

 70

25,8537 

26,4610 

29,4167 

 28,2571

8,54 

7,86 

9,75 

 8,15

Physical Violence Perpetrated by Males on 

 Dating

Physical 

Psychological 

N/A 

 Physical and Psychological

41 

141 

312 

 70

20,5610 

17,5816 

20,2115 

 19,8857

10,12 

5,81 

7,93 

 7,66

Psychological Violence Perpetrated by Females 

 on Dating

Physical 

Psychological 

N/A 

 Physical and Psychological

41 

141 

312 

 70

18,9024 

18,9220 

20,6987 

 21,3857

6,50 

6,19 

7,58 

 6,94

Physical Violence Perpetrated by Females on 

 Dating

Physical 

Psychological 

N/A 

 Physical and Psychological

41 

141 

312 

 70

18,9024 

19,4184 

22,1090 

 22,57

6,03 

6,97 

7,50 

 7,49

p<0.05* 
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Table 5. One-Way Analysis of Variance (ANOVA) of Attitudes Towards Psychological and Physical 

Violence Perpetrated by Males and/or Females of Emerging Adults According to Parental Violence 

Experience Conditions 

 Source of 

 Variance 

Sum of 

 Squares

 sd Quadratic 

 Mean

 F  p

Psychological Violence Perpetrated by 

 Males on Dating

Between-groups 

In-groups 

 Total

1111,040 

45759,362 

 46870,402

3 

560 

 563

370,347 

 81,713

4,53

 2

 0,004*

Physical Violence Perpetrated by Males 

 on Dating

Between-groups 

In-groups 

 Total

732,608 

32401,534 

 33134,142

3 

560 

 563

244,203 

 57,860

4,22

 1

 0,006*

Psychological Violence Perpetrated by 

 Females on Dating

Between-groups 

In-groups 

 Total

475,295 

28234,017 

 28709,312

3 

560 

 563

158,432 

 50,418

3,14

 2

 0,025*

Physical Violence Perpetrated by 

 Females on Dating

Between-groups 

In-groups 

 Total

1051,327 

30495,360 

 31546,686

3 

560 

 563

350,442 

 54,456

6,43

 5

 ,000*

 

As a result of the analysis, according to conditions of emerging adults who have not 

experienced parental violence, physical, but who have experienced physical, psychological and both 

physical and psychological dating violence, their attitude scores towards physical dating violence 

perpetrated by the male (F= 4,532; p>.05), attitude scores towards psychological dating violence 

perpetrated by the male (F= 4,221; p>.05), attitude scores towards physical dating violence perpetrated 

by the female (F= 3,142; p>.05), attitude scores towards psychological dating violence perpetrated by 

the female (F= 6,435; p>.05) differ significantly. According to these results, the difference between 

the attitude score averages towards physical dating violence perpetrated by the male is higher in those 

who have not experienced parental violence. Although the difference between the level of acceptance 

of psychological dating violence perpetrated by the male is higher in those who have experienced 

physical parental violence, there is a close average in those who have experienced both physical and 

psychological parental violence and who have not experienced parental violence. Although the 

difference between the attitude scores towards physical dating violence perpetrated by the female is 

higher in both those who have experienced physical and psychological parental violence, there is also 

a close average in those who did not experience parental violence. The difference between attitude 

scores towards psychological dating violence perpetrated by the female is higher in those who have 

experienced both physical and psychological parental violence and those who have not experienced 

parental violence.  

Qualitative Data Analysis Findings 

As a result of interviews themes are self-reflection, views on dating violence/sense-making 

and reactions to the dating violence. The structures within each theme and the prominent structures on 

the other hand, are identified as sub-themes.  
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Table 6. Dating Violence Themes 

Theme 1. Self-Reflection: Reflection of Personal Conflicts; Violation of Personal Boundaries; Lack of 

 Establishing Boundaries

Theme 2. View on Dating Violence/Sense-Making: Normalization; Regarding as a Display of Affection; 

 Reflection of Social Gender Perceptions; Contextual Approach

Theme 3. Reactions to the Dating Violence: Perpetrating What Has Been Perpetrated; Passive Coping; 

 Shifting Focus; Receiving Support; Receiving Support

 

Theme 1. Self-Reflection 

Personal perceptions finding themselves a place in romantic relationships also affects how the 

relationships are experienced in return. Finding a place in individual's adaptation to the relationship 

and relationship satisfaction, self-reflection manifests itself as reflection of personal conflicts, personal 

boundary violation and lack of establishing boundaries. The sub-theme of reflection of personal 

conflicts is the tendency of persons to carry over their existing personal and/or relational conflicts, 

which they have experienced in their past lives and have difficulty resolving within themselves, to 

their existing relationships. “Our biggest problem is not being honest to ourselves. Because one is 

always afraid to face one's self and reflects this as violence to the outer world.” (I-1). Another sub-

theme is a violation of personal boundaries. There is a high tendency for individuals to find it difficult 

to distinguish between their individual freedoms and their common spaces in the relationship, and to 

consider over-involvement in each other's private areas as a necessity of relationship. “I was very 

annoyed at not being able to act freely.” (I-3). The last sub-theme is the lack of establishing 

boundaries. In dating violence encounters, and in the tendency to partner with people who also 

possess this tendency, lies the effect of the weakness of individuals in establishing boundaries and 

maintaining them in a stable way. As these individuals generally do not have much experience of what 

it is like to create a border, this situation is usually left more to the preference of person whom they 

partner with. It can also bring complications in demanding the termination of the relationship in later 

stages. “After a while, this formed a habit in me; like, I couldn't do anything without telling her.” (I-6). 

Theme 2. View on Dating Violence/Sense-Making 

The second theme that emerged, view on dating violence/sense-making, coupled with the 

effect of self-reflection, manifests itself in past relationship experiences, family experiences, and 

environmental influences. As the sub-themes of the theme of view on dating violence/sense-making, 

which is effective in the way relationships are experienced and ended and found itself a place in these 

areas, normalization, regarding it as a display of affection, reflection of the social gender perceptions 

and contextual approach are reached. In some of the emerging adults, tendency to normalize dating 

violence was observed. There is a tendency to view both experienced and perpetrated dating violence 

as a general characteristic of the relationship that would have occurred in every relationship rather 

than a form of violence. As a matter of fact, this point of view can also lead to the continuation of 
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dating violence sometimes increasing in magnitude. “At first I didn't know this was violence. 

Normally, when I went somewhere, I needed to call him right away.” (I-6). Another sub-theme comes 

out to be regarding dating violence as a display of affection. It is observed that physical violence was 

regarded more as violence, but when psychological violence manifested itself in situations such as 

oppression, intervention and restrictions, it was not perceived as a type of violence. Constraints such 

as the interfering with the clothes worn, places visited and the people met and persistence were 

regarded as a display of affection and interest between the partners. This right to intervene, given by 

one or both of the partners to the other, may find itself a far-reaching place in time. Another sub-theme 

is the reflection of social gender perception. Together with the influence of the geography and culture 

lived in, gender roles also manifest themselves. The perception formed together with gender roles 

determines the boundaries drawn for the women and man and the power distribution in the 

relationship, and this situation may lead to disadvantages and greater exposure to dating violence for 

the women. “His mom keeps telling him when you get married, she won't listen to you, she will be 

headstrong, it will be hard to maintain a relationship with someone who works.” (I-3). The last sub-

theme is contextual approach. In this sub-theme where there is a relative perspective of dating 

violence, depending on the circumstances and conditions, what are experienced are or are not 

described as dating violence. “There is also this situation, if the perpetrator was a lady and she was 

inflicting physical violence, I certainly would not have hit her. But I can easily hit a man.” (I-1). 

Theme 3. Reactions to Dating Violence 

Emerging adults who had dating violence experiences have a number of coping methods and 

reactions that they develop during or after the process. Perpetrating what has been perpetrated, 

passive coping, shifting focus, receiving support and justification sub-themes of the reactions to dating 

violence theme was reached. For the individuals, transferring dating violence they had experienced in 

their relationships to their later relationship as learning may sometimes come into question. In such 

cases, the individual who had experienced dating violence, at the same time, switch to being the 

perpetrator of dating violence. “Pressure was in the sort of don't see that person, don't meet with this 

person, I caught this, let me not see this again. I was doing it too. It was mutual.” (I-2). Another sub-

theme is the passive coping theme. When living with dating violence begins to be difficult, or when it 

starts to feel uncomfortable, and in case if they continue to remain in the relationship, they can choose 

to ignore the situation or resort to long-term and ineffective coping methods. “I tried to be quiet in the 

beginning, and I said if I kept quiet, if I remained silent he would give up after a while.” (I-6). 

Individuals experiencing dating violence to begin confronting this reality, may not necessarily bring 

the skills to cope effectively and to manage the process with it. In such cases, individuals prefer to 

shift their focus by gravitating towards other things. “Actually, I gave up everything, including school, 

my family life, and I even drank for a while.” (I-1). With the help of receiving support, which is an 

important source in ending the dating violence experienced, individuals realize that they cannot 
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sufficiently cope with the situation alone and turn to their circles as a source of empowerment. The 

sources of support may be friends and family of the individual or experts. “I've been waiting for a 

savior outright, and I wished something to happen so that he would break up with me. Because I 

couldn't break up myself, at least he should give up here and now, how it happens doesn't matter at 

all.” (I-6). The last sub-theme in this theme is justification. Individuals experiencing or perpetrating 

dating violence may harbor a tendency to palliate this experience. There comes a perception into 

question for the individual that experiencing or perpetrating dating violence has justified reasons and 

is therefore encountered. “When I was thinking about it, I was wondering if I really was like that, 

cause he was telling me I wasn't honest. I wondered if I wasn't really honest.” (I-6). 

Discussion, Conclusion and Recommendations  

It appears possible for individuals who can communicate in the family to establish good 

relations with their partners and resolve relationship conflicts. Conversely, the lack of open and direct 

communication between individuals when individuality in the family diminishes can lead to the 

violation of personal boundaries, and thus, this situation is interpreted as the disappearance of 

individual boundaries (Becvar and Becvar, 2006). Thus, the ability of individuals who grow up in this 

environment to create boundaries and respect existing boundaries may remain weak (Özgüven, 2001). 

Weakness of the boundaries of the relationship and condonation of violence increases the risk of 

dating violence in emerging adulthood periods of both men and women (Woodin, Caldeira and 

O’Leary, 2013).  

When attitudes towards dating violence are examined, it is seen that the acceptance level of 

attitudes towards physical and psychological dating violence perpetrated by the male and female is 

higher among men. These findings are consistent with other research findings (e.g. Ayyıldız and 

Taylan, 2018; Sezer, 2008) conducted in Turkey. When considering the fact that men show greater 

acceptance for different types of dating violence, regardless of gender, primarily the aspect of taking 

pride for being a man in the masculine perspective that is supported by the culture and which comes 

with the patriarchal structure plays a role. Women, on the other hand, are in a more passive position 

and keep in the background. Therefore, in this equation, the violent behavior of men is endorsed 

(Yavuzer, Karataş, and Gündoğdu, 2013). When evaluated in conjunction with qualitative findings, in 

addition to the reflection of social gender perception sub-theme, due to the fact that violent behaviors 

exhibited in the relationship (jealousy, repression, etc.) are at the same time regarded as a display of 

affection, it may not be interpreted as a negative situation. On the other hand, men's acceptance of the 

type of physical and psychological violence perpetrated by the female more, leads to the sub-themes of 

contextual perception and normalization in qualitative findings. When the person himself/herself is 

not the party experiencing violence, he/she can regard the violence stance exhibited by the female as a 

method of retaliation and coping. Dating violence becomes normalized as after a while it causes the 
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couples to perpetrate violence to each other mutually and leads to the perspective of perpetrating what 

has been perpetrated on to them. Although the level of acceptance of the men towards the type of 

physical and psychological violence perpetrated by women is high, the proportion of women exposed 

to both psychological and physical violence is higher (Harned, 2001). However, it seems the violence 

perpetrated by the men on to the women is considered less acceptable than the violence perpetrated by 

the women on to the men (Bookwala, Frieze, Smith and Ryan, 1992). It is contemplated here that 

social preferability may also be interceded at the same time. Since statements endorsing the violence 

perpetrated by men may create a negative perception, the level of acceptance appeared high towards 

the violent behaviors exhibited by the women. Yet another reason is that some individuals use 

violence as a defense mechanism and consider it as a manipulation or problem-solving strategy (Lewis 

and Fremouw, 2001).  It is possible to see this situation, again in the qualitative findings, in the sub-

themes of perpetrating what has been perpetrated and justification.  

When the encounters of dating violence are examined, and perpetrated (Lipsky, Holt, 

Easterling and Critchlow, 2004) by the female and the male women is equal, it is still a controversial 

matter of debate (Alleyne-Green, Coleman-Cowger, and Henry, 2012). It would be difficult to explain 

the violence exposure or perpetration behavior of women and men and the type of violence only by 

gender (Houry et al., 2008). Not only to gender, but it is necessary to pay attention to some of the 

features that gender brings along as well. Hence, one of them is the meanings attributed to the dating 

relationship. When this issue is studied with emerging adults in Turkey, the unrealistic beliefs about 

romantic relationships were found to be associated with the physical and emotional maltreatment 

(Gizir, 2013). In Turkey, in a study conducted with university students, this situation presents itself as 

if a special case that should not be intervened when assessing the violence between couples (Karatay, 

Karatay, Gürarslan Baş and Baş, 2018). In addition, the level of commitment and seriousness of the 

relationship affects the likelihood of dating violence. (Lewis and Fremouw, 2001). 

 When considered according to the experience of dating violence, the level of acceptance of 

physical violence perpetrated by women is higher than those who do not experience dating violence 

and is the only significant variable according to dating violence experience. In this case, the perception 

of women in society is thought to be effective. This idea is reinforced by the fact that this perception is 

not present in those who have not experienced dating violence. Here, some kind of a positive 

discrimination against women comes into question. In other words, it is thought to be effective to 

accept this as a self-defense mechanism of the women. The weak perception of women in male-

dominated Turkish society may also be effective in this case (Altuntaş and Altınova, 2015).  In 

Turkish society, girls and boys are raised differently, and as they grow up, they are raised with 

different expectations and messages (Vefikuluçay, Zeyneloğlu, Eroğlu and Taşkın, 2007). Together 

with the reflection of the social gender perception found in the qualitative findings, it comes to the 
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forefront with the theme of justification as it is perceived as a defense mechanism, and with the theme 

of contextual approach as being excused in the social conditions of the society lived in.  

When attitudes towards physical and psychological dating violence perpetrated by the female 

and the male according to perceived parental violence is examined, the striking point is the fact that 

the level of acceptance is higher in individuals who have not experienced parental violence. Those 

who have been subjected to physical violence by their parents in the past have higher levels of 

acceptance towards psychological violence perpetrated by the male. Violence perpetrator in the family 

is usually the male. Therefore, it is thought that psychological violence has become more acceptable 

for these individuals who are exposed to physical violence in the family. Emerging adults, who stated 

that they had experienced both psychological and physical parental violence in the past, showed the 

highest level of acceptance in psychological violence perpetrated by the male and female and physical 

violence perpetrated by the female. In this case, again, the psychological violence perpetrated because 

of the possibility that the physical violence perpetrator is the man (in the statements, cases where the 

perpetrator of the domestic violence stated to be the father, was about ten times of the cases where the 

perpetrator was the mother) or since generally the mother is also the victim (Rosen and Bezold, 1996), 

it is thought that violence perpetrated by the female is found to be more acceptable. Individuals do not 

necessarily have to have experienced violence in order to accept or normalize it. They may have had 

witnessed these behaviors in another. This in return, affects their perceptions of violence (Lewis and 

Fremouw, 2001). At the same time, this neglect experienced during the childhood and witnessing 

domestic violence are observed to be predictors of dating violence (Conger, Cui, Bryant and Elder, 

2000). It does not mean that there has been no violence between the parents of those who have not 

experienced parental violence or within their families or the environment in which they live in. It may 

also be that parents are the first means of socialization and that parents' beliefs and attitudes play a 

determining role in violence (Baumrind, 1991). It is thought that self-reflection theme, which is 

prominent in qualitative findings, is effective in high level of acceptance of violence in those persons 

with and without history of parental violence. Individuals are likely to carry their unresolved personal 

conflicts that they have experienced or witnessed in the past to their current relationships. At the same 

time, the sensitivity shown in creating personal boundaries and the ability of maintaining these 

boundaries affect the attitudes of individuals towards dating violence. The individual who was 

exposed to maltreatment may not always be able to get out of this equation. The reason for this is that 

from time to time the person does not feel ready to end the relationship due to his/her emotional 

investment in it (Lewis and Fremouw, 2001). This experience encountered in close relationships later 

reveals itself as domestic violence in the future as well (Clark, 1994).  

When experiencing the dating violence, individuals may turn to different alternatives, such as 

ending the relationship, maintaining the relationship or facing the partner or getting support from their 

resources. These supports may be official sources (police, therapist, psychological counselor, 
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psychiatrist, etc.) but also the informal sources (friends, family, etc.) (Glasgow, 2015). In the 

qualitative findings of this study, sources of receiving support differed. In cases where it was thought 

that the desired support could not be obtained in the family, getting support from an expert 

(psychological counselor) was resorted. In some cases, passive coping methods were employed, such 

as ignoring or neglecting the situations, rather than confronting the partner or the circumstances. In 

cases where the impacts of the situation were severe and time was needed, shifting focus was resorted. 

Furthermore, in cases where emerging adults found it difficult to deal with the dating violence and 

needed support in making-sense and managing the process, this might have led the victim to accept or 

think they deserved the violence if the support they sought did not come from their circles.  

In summary, the behavior of the parent is reflected on to the child and the behavior of the child 

is reflected in the relationship. Violence reflected in the relationship on the other hand, becomes a 

behavioral pattern that is reflected in later relationships. In fact, even if violence in the family is 

controlled, the violence experienced by individuals continues in their adulthood as well (Lohman et 

al., 2013). For individuals who have been exposed to violence, especially living in conservative 

societies, normalization and legitimization of this situation after a certain period of time (Brown, 

Sumner and Nocera, 2002) becomes a matter of fact.  

In Turkey, attitudes towards dating violence in emerging adulthood are important in how 

individuals position themselves in experiencing dating violence and how they handle their perceived 

parental violence and domestic violence histories. Using the mixed method in the research, ensured the 

subject matter to be discussed in a more comprehensive manner. However, the research has some 

limitations. The first of those is the fact that the issue has not been addressed in the context of 

domestic violence history. Secondly, the study is limited to only emerging adults living in one of the 

Eastern regions of Turkey. As to the research to be conducted in the future, by using larger sample 

groups, family history should be tried not to be limited to domestic violence only, and at the same 

time, the family structure (single parent, nuclear-extended family, etc.), socio-demographic 

characteristics of the family (the region inhabited, income and education levels, number of siblings, 

etc.) should also be taken into consideration. Concentrating on longitudinal studies in dating violence 

research and studies to encompass adolescence, emerging adulthood and adulthood periods believed to 

provide the subject matter to be tackled in a more comprehensive manner. Reflections of culture 

happens to be different in terms of regions in which individuals are raised and live. Therefore, as it is 

not possible to commentate on dating violence independent of culture, studies can be expanded to 

include different regions of Turkey, ethnic diversity, and the level of devoutness. Studying the 

research groups in more homogeneous structures such as whether or not they live with their partners, 

their sexual lives or whether or not if they are a victim or perpetrator, is thought to be much beneficial. 

Support programs can be developed by also conducting research on individuals' help seeking 

behaviors. School-based and skill-focused support programs can be developed that concentrate on 
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defining dating violence, and raising awareness, covering high schools and universities. In addition, 

other studies using a measurement tool that measures parental violence are recommended. Apart from 

the impact of the family effect on dating violence, the impact of peer pressure and media influence are 

also high. Research focusing on these issues is also required. First and above all, by making this a 

public policy it is necessary to carry out awareness-raising activities towards dating violence.  
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One of the technological tools utilized in written expression is digital storytelling. The purpose of this 

study is to investigate digital folktale writing activities as a means of written expression on the basis of 

the opinions of pre-service teachers. In line with this aim, how digital storytelling website was used, 

the contributions of digital story writing, pre-service teachers’ collaborative digital story writing 

experiences, benefits of digital story writing, and problems pre-service teachers experienced were also 

investigated. The digital stories prepared by the pre-service teachers were also analyzed in terms of the 

pre-determined criteria. The participants of the study employing the case study design, one of the 

qualitative research designs, are 92 pre-service elementary school teachers. The pre-service teachers 

divided into groups prepared 22 different digital folktales by using the StoryJumper website. The data 

of the study were collected through semi-structured interviews and documents. In the analysis of the 

interview data, the descriptive analysis technique was used. The folktales prepared were analyzed by 

means of document analysis based on the pre-determined criteria. As a result of the analyses, the data 

collected from the interviews were gathered under 6 themes. The pre-service teachers stated positive 

opinions about the digital storytelling website they had used. In addition, it was concluded that digital 

storytelling activity improved the pre-service teachers’ written expression skills, contributed to their 

personal and professional development and that it was activity suitable for group work.  In addition, it 

was revealed that the lowest scores were taken from the dimension of adding audio while they 

received better scores from the dimensions of originality of the topic and pictures used. And they 

received full points from the dimensions of the characters in the folktale and ending.   
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Introduction  

In the 21st century, individuals live in an environment full of technology and media, which 

includes access to information, collaboration, individual contribution and the use of rapidly changing 

technological tools (Malita and Martin, 2010). The knowledge and skills expected from individuals 

differ after rapid changes. Individuals in the community must have skills to meet the requirements of 

the 21st century. For this reason, many institutions and organizations have been conducting studies to 

determine what these skills might be (Kotluk and Kocakaya, 2015). 

ICT (Information, Communications and Technology) Literacy is one of the 21st century skills 

(Fadel, 2008). Being literate is no longer just about reading and writing. The literate of the 21st century 

should be able to download, upload, rip, burn, chat, save, blog, Skype, IM and share (Eryaman, 2007; 

Mullen and Wedrick, 2008). The rapid development of information, communications and technology 

has also changed the way people communicate. According to Hocly (2012), as people communicate 

more with language, the language has become an integral part of the digital environment as technology 

evolves (as cited in Chiang, 2020).  

It is possible to say that language and language skills are frequently used in digital 

environments and this usage is mostly related to reading and writing skills. In rapidly developing 

technological environments, individuals convey their thoughts in writing and share their stories with 

different tools (computers, tablets, mobile phones etc.) and applications (Facebook, Instagram, 

Tweeter etc.).  

Smyth (1998) states that individuals use writing to create their dream worlds, tell stories, share 

information and make their experiences permanent (Graham, Gillespie and McKeown, 2013). Writing 

performed in digital environments involves the use of technological skills. Determination of the 

technological skills to be possessed by citizens affects today's education systems and classroom 

environments.  

Mishra and Koehler (2006) introduced the concept of technological pedagogical content 

knowledge in which teachers' technological knowledge is integrated with their pedagogical knowledge 

within the context of their professional development. Technological pedagogical content knowledge 

focuses on the content-pedagogy-technology-knowledge relationship.  In this respect, it is very 

important in teacher education and technology (Robin, 2008). Pre-service teachers are familiar with 

various communication tools such as email, Facebook and Twitter. However, these tools are very 

different when they are used in the classroom. Most teachers want to have websites to record what is 

happening in the classroom. For this reason, it is necessary to provide pre-service teachers with 

experiences related to technology before they have become a teacher (Wickstrom 2013). When pre-

service teachers’ self-efficacy towards technology develops, they can create learning environments 

infused with technology when they become teachers. Digital storytelling, which is an effective 
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technology for improving the technological competences of pre-service teachers (Heo, 2009), is also 

one of the technological tools that can be used to provide pre-service teachers with experiences of 

written expression. 

Digital storytelling is a recently emerging contemporary narrative culture (Wilson, 2014), and 

refers to the combination of the art of storytelling with digital multimedia such as images, sounds and 

videos (Robin, 2006). Digital storytelling, which is a kind of storytelling using Web 2.0 tools, 

technologies and strategies (Alexander and Levine, 2008), was first started with the trainings they 

gave to people who wanted to share their personal narratives in the Centre of Digital Storytelling, 

where Lambert was the founding partner (StoryCenter, 2020). 

Digital storytelling, a curriculum innovation integrated with the communication, language and 

literacy skills of technology, is an approach that can be experienced by people from all ages, ranging 

from children in the kindergarten to adults, and in which media tools and narration are used together 

(Hathorn, 2005). In order for digital stories to exist in the field of education, they must be compatible 

with the curriculum and develop students' critical thinking, report writing skills and media literacy 

(Ohler, 2005). Multimedia tools and especially digital storytelling can be used for both students and 

teachers to be motivated and participate effectively in the lesson (Robin, 2008). Digital storytelling 

facilitates the integration of student participation, in-depth learning reflections, technology integration 

and project-based learning, which are all student-centred learning strategies (Barrett, 2005). Digital 

stories can be used as a teaching material in different fields. Teachers can use a variety of digital 

stories to give their students information on any subject, from mathematics to science, art, technology, 

and health education (Robin, 2008). In digital storytelling, the story should be at the forefront and 

technology should be at the back (Bull and Kajder, 2004). Digital storytelling is an art that combines 

traditional literacy skills (listening, speaking, reading, writing) and new literary skills (digital visuals, 

video, music, computer graphics) and provides an alternative way for students engaged in writing to 

be involved in the writing process (Bandi-Rao and Sepp, 2014).  

Digital storytelling improves students' technological skills and increases their use of 

technology (Aktaş and Uzuner-Yurt, 2017; Baki, 2015; Gregory and Steelman, 2008; Gregory, 

Steelman and Caverly, 2009; Kotluk and Kocakaya, 2015; Niemi, Harju, Vivitsou, Viitanen, Multisilta 

and Kuokkanen, 2014; Shelby-Caffey, Úbéda and Jenkins, 2014; Wang and Zhan, 2010). It allows 

students to share their own products and get feedback by seeing each other's work (Chiang, 2020; 

Erişti, 2016; Nguyen, 2011; Waycott and Kennedy, 2009). In addition, it enables students to 

communicate with each other by discussing about what has been done in the process (Gregory and 

Steelman, 2008; Xu, Park and Baek, 2011). It also supports students' collaborative work and learning 

from each other (Gils, 2005; Hung, 2019; Sadik, 2008; Shelby-Caffey et al., 2014; Xu et al., 2011). 

While researching the resources to be used in the digital storytelling process, collecting the 
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information in the storytelling stages improves students' ability to organize and evaluate the 

information (Doğan, 2007; Hung, 2019; Yang and Wu, 2012) while also supporting their critical 

thinking skills (Shelby-Caffey et al., 2014; Xu et al., 2011). With digital storytelling, students' 

participation and motivation increases (Aktaş and Uzuner-Yurt, 2017; Chiang, 2020; Ciğerci, 2015; 

Doğan, 2007; Erişti, 2016; Yang and Wu, 2012). There are studies on digital storytelling improving 

the basic language skills of students (Amelia and Abidin, 2018; Kurudayıoğlu and Bal, 2014; Shelby-

Caffey et al., 2014) showing the digital storytelling fosters the development of some certain language 

skills. Ciğerci (2015) showed that digital storytelling improved listening skill; Tabak (2017) showed 

that it improved reading-comprehension skill, Özkaya and Coşkun (2019) showed that it improved 

comprehension and retention and Karakoyun (2014) and Demirer and Baki (2018) showed that it 

improved speaking skill.  

When the literature is reviewed, it is seen that there are studies that have revealed the positive 

effects of digital storytelling especially on writing skills (Amelia and Abidin, 2018; Baki, 2015; 

Doğan, 2007; Girmen, Özkanal and Dayan, 2019; Özüdoğru and Çakır, 2020; Shelby-Caffey et al., 

2014). There are studies focusing on creative writing and revealing that digital storytelling also 

improves this skill (Baki, 2019; Chislom and Trent, 2013; Göçen, 2014; Karakoyun, 2014). 

In order to improve students' writing skill with digital storytelling, teachers should also be 

technologically and pedagogically qualified enough. Bandi-Rao and Sepp (2014) summarized the 

skills that teachers should use in digital storytelling in terms of technological pedagogical content 

knowledge. Accordingly, the teacher, as the person who teaches writing, should have sufficient 

content knowledge about how to organize personal narratives, ideas and paragraphs, to draft and to 

generate stories. He/she should have pedagogical knowledge about the materials, methods and 

techniques to be used while transferring this information to his/her students and how to convey this 

information to them. In addition, teachers should have technological knowledge about which 

technological tools are available and appropriate in digital storytelling activities. They also need to 

have technological pedagogical content knowledge that will integrate the opportunities provided by 

technology with students' critical thinking and learning.   

Writing learned at schools that are generally formal environments should be effectively 

imparted to individuals from an early age. Teachers and especially elementary school teachers play a 

very important role in the acquisition of this skill by students. Writing, which helps teachers share the 

learning-teaching process with their students, is an expression skill.  

The inability of teachers to use their language skills effectively may cause their students to 

experience poor learning and misunderstand the related subject. In this respect, it is important to 

develop teachers' expression skills. Aktaş and Gündüz (2005) state that significant language and 

expression mistakes are committed by most of the university students and the solution to this problem 
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should be found in teacher training institutions that train teachers (Oğuz, 2009). Universities are the 

primary educational institutions that provide training for teachers. Education faculties are institutions 

that prepare pre-service teachers to become teachers. Attempts made to develop writing skill in 

students at primary school should be continued until the end of higher education. In this context, 

developing the written expression skills of pre-service teachers is important in terms of preparing them 

for their future profession. In this connection, digital storytelling activities were conducted with pre-

service teachers in the current study. Digital storytelling activities were carried out on a website that 

incorporates the stages of digital storytelling (determining the point of view, identifying emotions, 

determining the moment, seeing the story, listening to the story, combining the story and sharing the 

story) determined by Lambert (2010). The pre-service teachers were asked to write folktales.  

The folktale is a literary genre that takes its origin from imagination, contains extraordinary 

events and heroes, takes place in uncertain places and times, and has no intention to convince listeners 

or readers (Saltık, 2016). Folktales are useful for children in terms of developing good speaking skills, 

creating a useful personality, making their lives happy, making them organized and planned and 

developing their worlds of thought and concept (Arıcı, 2016). Bakken and Whedon (2002) state that 

the stories, folktales and fables that children first listen to from their families are used by teachers in 

the process of teaching literacy when they reach primary school age. Given the importance and 

function of folktales, it is very important for an elementary school teacher to use this material 

effectively to develop reading and writing (Çetinkaya, Topçam and Sönmez, 2019).  

The purpose of the current study is to investigate digital folktale writing activities as a means 

of written expression on the basis of the opinions of pre-service teachers. To this end, answers to the 

following questions were sought: 

1. According to the opinions of the pre-service teachers; 

 How is the digital storytelling website they have used? 

 What are the contributions of digital story writing to their written expression skills? 

 What are their collaborative digital story writing experiences? 

 What are the benefits of the digital story writing activity? 

 What are the problems they have experienced during the digital story writing process? 

 What are their suggestions for the digital story writing activity? 

2. How are the digital stories prepared by the pre-service teachers in terms of the pre-determined  
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Method 

Research Design 

The current study employed the case study design, one of the qualitative research designs. 

Case study refers to the investigation of an existing phenomenon in its actual context (Yin, 2003). A 

teacher, student or a newly implemented program can be the case (Stake, 1995). The study was 

conducted in line with the holistic single case design. The current study focused on the digital folktale 

writing activity performed by the pre-service teachers. 

Participants  

The participants of the current study are 92 pre-service teachers attending a state university in 

Turkey and taking the Written Expression course in the 2017-2018 academic year. A total of 22 

groups were formed among the participants. Interviews were conducted with 11 pre-service classroom 

teachers. In the determination of these interviewees, the criterion sampling method, one of the 

purposive sampling methods, was used. In this regard, a great care was taken to select the pre-service 

teachers to be included in the interviews from among the pre-service teachers who had organized the 

group members in the process and developed a schedule to be followed in the process of story writing 

and agreed to participate in the interviews on a volunteer basis. In the criteria setting stage, the 

researcher's observations within the context of the course and the communication of the pre-service 

teachers with the researchers and their peers were determinative. The participants took part in the 

current study with code names in the form of numbers (e.g. S1, S8 etc.). In addition, the folktales 

prepared by the participants were discussed and examined in the study as a document. The folktales 

were coded by assigning numbers such as T1, T3 etc.  

Information about the pre-service teachers participating in the interviews is given in 

Table 1. The data presented in Table 1 were collected to be descriptive of the participants, 

who are first-year undergraduate students.  

Table 1. Information about the participating pre-service teachers  

Participant Gender Age 

S1 Female 19 

S2 Female 18 

S3 Female 18 

S4 Female 18 

S5 Male 20 

S6 Female 19 

S7 Female 18 

S8 Male 20 

S9 Male 21 

S10 Male 20 

S11 Female 18 

A total of 11 students  7 Female 

4 Males 

5 persons aged 18 

2 persons aged 19 

3 persons aged 20 

1 person aged 21 
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Data Collection  

Prior to the study, the pre-service teachers were explained the importance of written 

expression and genres of written expression. The characteristics to be possessed by folktales, one of 

these genres, were explained and some story writing programs/websites/applications were introduced 

to the participants. In creating digital stories, a Web 2.0 tool that does not require installation on the 

computer, has the option to be accessed free of charge on the website, and which contains the steps 

required for digital storytelling was used. This web tool is a website called StoryJumper. This site was 

selected due to the ease it provides in converting the products created in digital storytelling into a book 

and in adding audio. From among writing genres, the folktale was selected as it is relatively short and 

is widely used with primary school students. Explanations about the application were made and 

sample activities were shown to the pre-service teachers in four class hours (two weeks). 

Semi-Structured Interview Questions  

After the completion of the story writing activity, semi-structured interviews were conducted 

with the pre-service teachers selected from among the study group. In the development of the 

interview form, first an interview was conducted with another pre-service teacher and on the basis of 

the obtained results from this interview, the questions of the semi-structured interview were 

constructed. Then, these interview questions were submitted to the review of a field expert and thus 

the final form of the questions was given. In the interview form, there are some items to elicit 

information about the gender, age and type of the high school graduated and interview questions. 

During the interviews, the pre-service teachers were asked questions to elicit their opinions about the 

digital storytelling website, the contributions of this activity to their writing skills and collaborative 

writing skills, the problems they encountered and to elicit their suggestions to improve the activity.  

Folktales Created by the Pre-service Teachers (Documents) 

The pre-service teachers were asked to prepare their folktales to be suitable for primary school 

children. The study lasted for five weeks and the folktales prepared were accessed via the links sent in 

the digital environment. Related links were shared on the internet with all the pre-service teachers 

participating in the current study.  

Data Analysis  

Descriptive analysis was used in the analysis of the semi-structured interviews conducted with 

the pre-service teachers. In descriptive analysis, the data are summarized according to the previously 

determined themes. Based on the research questions, the conceptual structure or the dimensions 

included in the interview, a framework for data analysis is created (Yıldırım and Şimşek, 2018). Sub-

themes were created over the themes determined in line with the research questions and the interview 

data were analyzed using the NVivo12 program.  
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In qualitative research, validity and reliability are considered as trustworthiness. In this 

context, validity is named as credibility and transferability and reliability is named as dependability 

(Lincoln and Guba, 1985). Within the context of credibility, (Creswell, 2009), each participant was 

shown the transcripts of the interviews and the analyses conducted for each participant's approval and 

data diversification, and it was checked whether the data were correctly understood by the researcher. 

In addition, within the context of credibility, the folktales prepared were examined as the second 

source of data to support the interview data.  In the current study, the criterion of transferability 

(Erlandson, Harris, Skipper and Allen, 1993) was satisfied by using the purposive sampling method. 

Within the scope of dependability, the researcher gave 45% of the interview transcripts to a field 

expert and presented the codes and themes he/she created. The dependability ratio was calculated by 

using the formula proposed by Miles and Huberman (1994) [P= (agreement/agreement + 

disagreement) x 100] on the codes generated by the expert and the researcher. In this way, the 

dependability rate was found to be 90.4%.  

In the analysis of the folktales, document analysis was used and a total of eight criteria were 

employed. Originality of the topic of the folktale (5 points), message (advice) given in the folktale (5 

points), characters in the folktale (10 points), drawings used in the folktale (10 points), spelling and 

punctuation rules in the folktale (10 points), sounding (5 points), ending of the folktale (5 points) and 

harmony in working with group members (5 points); on the basis of these criteria, the folktales were 

evaluated out of 55 points. The field expert examining the analysis of the interview data, performed 

scoring on the basis of a form having the criteria of the folktale. The folktales were analyzed by taking 

the mean of the scores given by the researcher and field expert.  

Results 

The results obtained in the current study are presented in the order specified by the research 

questions. A total of six themes were determined for the digital folktale writing activity and are shown 

in Figure 1. 

 

Figure 1. Themes of the Digital Folktale Writing Activity 
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In the current study, first the pre-service teachers were asked their opinions about the website 

they had used in writing their digital folktales. The sub-themes derived from their opinions are given 

in Figure 2.  

 

Figure 2. Sub-Themes of the Website Used  

 

The pre-service teachers expressed positive opinions about the website they had used. The 

pre-service teachers largely found the website used as suitable for the digital age and enjoyable. In 

this connection, S11 expressed his/her opinions as follows: “It is very close to our age. Today, 

children have tablets, mobile phones…Thus, the digital environment is more attractive…” S6; on the 

other hand, talked about the activities they did as follows: “We had great fun, laughed, wrote and 

sang songs…”. S5 emphasized that the website nurtures imagination as follows: “With what you have 

seen there, your imagination can be nurtured.”   The fact that the website used is available for 

everyone was stated as follows by S3: “It can be very convenient for children who cannot buy books, 

are not financially in a good situation.” The positive opinions about the sound adding feature of the 

website were expressed by S2 as follows: “Our tone of voice is more realistic.” and by S5 as follows: 

“You can create new things with the sound effects.” On the other hand, S1 expressed his/her opinions 

about the benefits of the website as follows: “…I think that it is a highly useful activity. It is both 

beneficial for me and for the people who will read the folktale.” The visual aspects of the website 

were found to be useful by pre-service teachers. In this regard, S2 expressed his/her opinions as 

follows: “We used to write by hand in primary school and we got really tired of writing. It was very 

easy to visualize in this website.” and S4 expressed his/her opinions in this regard as follows: “It 

allows us to spare both paper and time. You can more easily express what you think of...” S4 also 

expressed his/her opinions about the possibility of having a holistic perspective in the website as 

follows: “You can see the outcome very quickly, that is, when you prepare a folktale on a sheet of 
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paper, it can take time to see the outcome. … Moreover, you can control the process more easily. It is 

more holistic.”  

The pre-service teachers were asked their opinions about the contributions of the digital story 

writing activity to written expression skills. Sub-themes were derived from the opinions obtained in 

this regard and presented in Figure 3. 

 

Figure 3. Sub-Themes related to Written Expression Skill  

 

It was found that the greatest contribution of the digital story writing activity to the written 

expression skills of the pre-service teachers is their recognizing how to write stories suitable for the 

age of children and gaining story writing experience. In this regard, S6 explained how he/she preferred 

simple sentence structures more suitable for primary school children as follows: “… I learned that I 

should not talk like talking to an adult. You need to simplify a concept or a sentence. I actually 

recognized this while writing.” One of the pre-service teachers S8 stated that he/she learned how to 

write a folktale as a writing genre and gained some folktale writing experiences as follows: “I have 

never written a folktale before. I have watched many videos about folktale writing before doing the 

assignment to learn the language of folktales. That is, I learned to write a folktale by researching.”  

The pre-service teachers expressed the contributions of the digital story writing activity to 

grammar subjects as follows: “As I write it on the computer, the mistakes are automatically 

underlined like writing the suffixes «de» and «ki» separately. I learned that the words in «Her şey» 

are written separately. (S10)”. S9: “In my opinion, it was useful… We paid attention to punctuations; 

we learned.” In addition to opinions about spelling and punctuation mistakes, they learned some new 

things about the meanings of the words as expressed by S6: “It made certain contributions because we 

read it several times after we had written. I recognized that how a word is used and that its meaning 

changes depending on the context…” The pre-service teachers also think that the activity also 
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improved their narration as stated by S1: “I think that there were some improvements in terms of 

written narration. …”  S7: “…It made some contributions to us both in writing and narration.” 

The pre-service teachers were asked their opinions about working collaboratively and 

individually during the digital story writing activity. In this regard, a total of three sub-themes were 

obtained and are presented in Figure 4. 

 

Figure 4. Sub-Themes related to Writing Preference  

 

The majority of the pre-service teachers stated that they prefer writing with their group 

members. Some opinions expressed in this regard are as follows: S1: “We managed it with the 

contribution of each group member though there were different opinions.” S7: “It was better in the 

group. Different opinions proposed by different people improved the story.” S6: “I strongly prefer to 

work with group members because I wrote the song in the folktale. Another group member wrote the 

rest of the tale; another one entered it into the computer. …”  

  On the other hand, two teachers stated that it would be better to work individually. In this 

regard, S10 expressed his/her opinions as follows: “In my opinion, it must be done individually. In the 

group, we had some disagreements.” Similarly, S3 expressed his/her opinions as follows: “… It could 

have been done individually. For example, in the group I said something; others objected to this; they 

said no.” On the other hand, the same pre-service teacher (S3) also stated that the group activity was 

good as there were different opinions. On the other hand, the pre-service teacher S11 stated that he/she 

can work in both ways: “I like managing; my opinions were different in the group. Therefore, we 

experienced some conflicts, but it was something good, I am offering an idea and they may have 
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different viewpoints thus it becomes very good. On the other hand, there are some disadvantages of 

working with others.”   

The pre-service teachers were asked the benefits of the digital story writing activity. The pre-

service teachers explained the benefits as personal and professional benefits. The pre-service teachers’ 

opinions about the benefits of the digital story writing activity are presented in Figure 5. 

 

Figure 5. Sub-Themes related to Benefits  

 

Expect for one, all the pre-service teachers think that digital story writing is an activity that 

can be used in their future professional careers. In this regard, S7 expressed his/her opinions as 

follows: “I can use this with my own students in the future. We can create stories by using this with my 

students.” S9: “I can write stories for my students in the future. I can use it in my classes with my 

students.” In relation to the skill of using technological tools that is important for a teacher in his/her 

professional life, the following opinions were expressed by the pre-service teachers: “…. It is useful to 

improve the mastery of computer skills and of some specific programs… It is among the things that 

should be known by a teacher (S1).”  S4: “…technology is developing rapidly. I want to apply this 

because it will make the same contributions to my students in the future.” In relation to experience of 

establishing communication with children, S2 expressed his/her opinions as follows: “I have learned 

how to attend to children.”  

The second most strongly emphasized benefit of the digital story writing activity by the pre-

service teachers is its strengthening their friendship relations with other students. In this regard, some 

pre-service teachers expressed their opinions as follows: S2: “We were not so close before. We have 

become closer tanks to this activity. I really want to thank you.” and S5 emphasized a personal benefit 
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as follows: “We have now a more sincere atmosphere.”  S8 on the other hand expressed how he/she 

realized his/her mistakes as follows: “… I realized my tone of voice while listening and how and 

where I committed mistakes.” S7 expressed how his/her self-confidence improved as follows: “I first 

thought that I was very bad at sounding but when I hear my voice, I understood that I am not so bad at 

it.” In relation to the creation of folktales, some of the pre-service teachers expressed their opinions as 

follows: “I may write another folktale there in the future…(S3).” and “I may create folktales in this 

way in the future. The program allows us to share it with whomever we want (S7).” Another pre-

service teacher expressed his/her opinions about the contribution of writing digital stories to his/her 

imagination as follows: S5: “… everyone can do this, but this is largely related to imagination and 

this activity developed my imagination. As an adult we are not using our imagination much, but such 

activities encourage us to do this.” Another student mentioned the benefit of this digital story writing 

activity on his/her reading: S10: “My Turkish is not good…I took great care to read carefully for it to 

be understood by the listener. I first read very fast, then I stuttered and finally I managed to read 

smoothly.” The pre-service teacher S1 emphasized the issue of using voice as follows: “It increased 

my awareness of voicing; using my voice. I learned that I could improve myself in this respect.” 

Another pre-service teacher S8 touched upon the issue of conveying one’s thoughts to others: “It was 

my first experience; making your sound heard by others over a story; explaining your own thoughts, 

opinions…it was a nice experience.” Another pre-service teacher (S4) stated that he/she could use 

digital story writing with his/her children in the future: “If I have a family in the future, I can use it for 

my children.”   

The pre-service teachers were also asked the problems they encountered during the digital 

story writing activity. Their responses were gathered under five sub-themes. These problems are 

largely related to adding and recording sound and website itself and these sub-themes are presented in 

Figure 6. 
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Figure 6. Sub-Themes related to Problems  

 

A pre-service teacher complaining about the shortage of the characters presented in the 

website to be used in stories expressed his/her opinions as follows: S3: “…The site needs to develop 

more characters because there are few characters. For example, while looking for an apple, it was 

good but while looking for human figures, there were not many options.” The same pre-service 

teacher expressed his/her opinions about the order of pictures and writing as follows: S3: “I wanted to 

write a dialogue, but we could not be sure of whether to write there or cut it. We could not understand 

much whether the child would look at the picture first and then read the text.” On the other hand, S8 

explained the difficulty stemming from the language used in the website (English): “We had difficulty 

in understanding the program. It was in English and there were many words which we did not know.” 

Another pre-service teacher expressed that he/she did not have any problems as follows S11: “One of 

our friends was good at English. I did not have much difficulty in using the website as it was simple. 

The teacher had already given some instruction about the use of it. We did not have much difficulty.” 

Another sub-theme in which many opinions were expressed is the sub-theme of problems in sounding. 

In this regard, one pre-service teacher explained how he/she tried to find the best sound as follows: S8: 

“After we had recorded, we listened to it to see whether it is good or bad. We sometimes repeated our 

recoding as we did not like it.” In relation to problems related to perception of the beauty of the sound, 
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S3 expressed his/her opinions as follows: “There was a narrator in the dialogues; we selected a friend 

who had a nice voice; I only recorded one sentence.” In relation to the problem of imitating sounds, 

S2 expressed his/her opinions as follows: “Our leading character was a little girl. It was quite difficult 

to imitate the sound of a little girl. We tried hard to do it…”   

Another pre-service teacher pointed to the problem of sounding by gender as follows: S10: 

“We had a problem of producing the sound of a female. All the members of the group were males …” 

indicating that group members should be from different genders. Another problem mentioned by the 

pre-service teachers is the difficulty in finding a place silent enough to record. In this regard, S4 

expressed his/her opinions as follows: “There were many problems in recording. I would like to have 

done it in a different place. I wish one of us had a house because we had to do it in a cafe. Therefore, 

there were sounds in the environment; this was a problem.”   

Some of the pre-service teachers stated that they had technological problems in the use of the 

computer and the internet. In relation to problems related to the computer, S8 expressed his/her 

opinions as follows: “There was a problem with the charge of the computer and the speakers of the 

computer were broken… such small problems we experienced.” Again in relation to the use of the 

computer, S6 expressed his/her opinions as follows: “I do not much understand about the computer.” 

Another pre-service teacher explained his/her problems with the internet as follows: S7: “…we had 

some difficulty because there was a problem with the internet connection.”   

Some of the pre-service teachers stated that they experienced some problems arising from the 

features of the folktale genre in their digital story writing activities. S2: “We wanted it to be a bit 

different … So we conducted some search for a character; it lasted long … We wanted to attract the 

attention of children … we wanted to give a nice message thus we had some difficulty. …. It was 

difficult for us to find a topic.”, indicating that if you pay too much attention to the features to be 

included in a folktale (character, topic, message-advice), then it takes too much time and you can 

experience more problems. Another pre-service teacher S8 explained how he/she tried to understand 

the folktale genre as follows: “I have never written a folktale; thus, I had some difficulty. Before doing 

my folktale assignment, I read something about folktales in YouTube…”   

Some of the pre-service teachers explained their opinions about the problems arising from 

working in groups as follows: S3: “…In general I like group works…but it can be difficult to find a 

time convenient for everyone. Therefore, we had great difficulty in finding the convenient time so we 

were a bit late.” Similarly, S8 stated: “… as we did not know each other much, we experienced some 

problems in meeting.” S5 expressed problem arising from time management as follows “…for 

example we did not do it in one day, we procrastinated a bit and we left it to the last day…It was 

something about group work.”  

Finally, the pre-service teachers were asked about their suggestions for digital story writing 

and they are presented in Figure 7. 
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Figure 7. Sub-Themes related to Suggestions  

 

Pre-service teachers stated that they would like to present their folktales to the class. S6 

emphasized the importance of sharing digital folktales in the class: “…making everyone read their 

story in the class. I wonder who did what and how…” In addition, the same teacher stated that stories 

could be presented and shared through guessing and acting out in the class: “…We could have found 

some costumes. We could have selected the best story and presented it in the class. You can guess; that 

is, who this person is…”   

Another suggestion is that this activity can be conducted with other genres, not only with 

folktales. This was stated by S1 as follows: “Not only folktales, we can work on other things such as 

novels, stories and memories.” Due to a problem he/she experienced, S10 suggested that a student 

having a computer should be assigned to each group: “It is necessary to assign one student having a 

computer to each group…” Moreover, S10 also stated that the gender composition of the groups 

should be taken into consideration: “We had a sound problem. We had three men in the group. In my 

opinion, male voice should be dominant in folktales.” Another suggestion for groups was made by S3: 

“It can be done individually; individuals can be more committed to the task; that is, they say that this 

is my job.” S11 stated that everyone should do it as follows: “You need to make everyone do it, 

particularly the first-year students. We are enthusiastic; we want to do something about children. We 

have more enthusiasm in the first-year…” S1 made his/her suggestion about accessibility: “…I think 

this should be accessible to particular people. I mean it should not remain in the website without being 

seen by anyone; someone might use it. This should be shared; the site allows this.” In relation to the 

applicability of the digital story writing activity in different courses, S7 expressed his/her opinions as 
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follows: “In Turkish classes, I can tell folktales to children. … In life sciences classes, I can use it for 

sound effects while talking about ordinary things we experience in daily life.” S10: “In social studies 

classes, the contents of folktales can be useful; with them, I can give useful information to students.”  

Under the last sub-purpose of the current study, the folktales generated by the pre-service 

teachers were evaluated according to the pre-determined criteria. None of the digital folktales prepared 

by the pre-service teachers received full points from the sounding sub-dimension (f=8).  Two of the 8 

folktales were found to include no sounding. In this connection, during the interview S11 stated: “We 

did not add sound because we did not have any female characters in our folktale. Therefore, sounding 

should have been done by the males but they did not; how could we sound like a man?”; thus they 

confirmed this shortcoming of the folktale. In this folktale whose characters are two males, İbiş and 

Aleko, and some animals (T17), it is seen that there is no audio button and this can be seen in Picture1. 

 

 

 

 

 

 

  

Picture 1. Folktale 17 (Power of Unity) 

 

The next criterion is the message (advice) in the folktale. Six folktales had missing points 

from this criterion. T19 received the lowest score from this criterion. Though the folktale is built on 

negative events, no message (advice) was found within or at the end of the folktale. Four folktales 

received missing points because of the lack of harmony between group members. From the spelling 

and punctuation criterion, 3 folktales received missing points. The section from the folktale T22 

including punctuation mistakes and wrong spelling of conjunctions is shown in Picture 2.  

 

Figure 2. Folktale 22 (Ahmet with the Cloak) 

The children got very surprised by what the bird 

had said and they could not understand what it 

had said. Then they saw a crying turtle.  

İbiş: Why are you crying? 

Tortoise: I am crying because of you. You 

polluted our forest, you destroyed our habitat.  

Aleko: This is also true for our village. We are 

not the people polluting.  

The witch has a talking cloak. With this 

cloak, the witch can travel wherever she 

wants. Time passes by and the witch 

dies. The cloak has now no owner. One 

day, a storm breaks and the storm blows 

away the cloak to the forest.  
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The folktales receiving missing points from the sub-dimensions of pictures (f=2) and 

originality of the topic (f=2) were determined. From among these folktales, T5 is presented in Picture 

3 as a folktale including individual animal pictures without a background and not allowing acting out.  

 

Picture 3. Folktale 5 (Honesty Always Wins) 

 

In the criterion of the originality of the folktale, T13 received missing points with its content 

that is like the mixture of many different folktales. In the folktale, the character named Alis is sent to 

deep sleep by the witch and the king looks for the prince who will wake her up, thus, it is like the 

mixture of classic tales such as Snow White and Alice in Wonderland. A page from this folktale is 

shown in Picture 4. 

 

Picture 4. Folktale 13 (Magic Potatoes) 

 

From the criteria of characters in the folk tale and ending of the folktale, all the folktales 

received full points.  

Discussion, Conclusion and Recommendations  

In the current study, the pre-service teachers’ opinions about the digital story writing activity 

and the folktales they had prepared were investigated. As a result of the study, the pre-service teachers 

were found to have positive opinions about the website they had used. It was determined that they see 

the digital storytelling website StoryJumper suitable for the digital age, useful, fun, facilitating and 

Once upon a time, in one of the faraway lands, 

there is a huge forest in which animals live in 

peace. Any type of animal can be found in this 

forest: mice, squirrels, cats, birds, insects, 

rabbits, turtles... in short, any type of animal 

you want to see lives in this forest.   

While Alis is talking about this to her father, the 

witch under the guise of an old woman comes to 

Alis and tells her that she is fascinated by her 

beauty and wants to touch her face once. After 

receiving her father’s permission, Alis lets the old 

woman touch her face. The witch in the guise of an 

old woman touches Alis’ face and walks away.    
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accessible. In addition to this, the pre-service teachers expressed positive opinions about the sound 

adding feature of the program and the visuals it provides and its allowing them to see their tales 

holistically. In their digital storytelling study conducted on pre-service science teachers, Anılan, 

Berber and Anılan (2018) revealed that pre-service teachers found the activity enjoyable. Similarly, in 

their studies, Shelton, Archambault and Hale (2017) and Hung (2019) reported that pre-service 

teachers found digital storytelling activities enjoyable. While the facilitating aspect of writing folktales 

in the digital environment was emphasized in the study, Bandi-Rao and Sepp (2014) revealed that 

university students feel more comfortable in their digital writing activities and find digital literacy 

more comprehensible than the traditional literacy style. Another type of literacy emerged in 

McLellan's (2008) study. McLellan (2008) argues that digital storytelling activities improve visual 

literacy. These studies in the literature support the pre-service teachers’ positive opinions about the 

visual aspects of the website used in the current study.  

In the current study, the pre-service teachers expressed opinions about the contributions of the 

digital folktale writing activity to the development of grammar, expression skills, and experiences 

about working with children. In relation to the experience of folktale writing, Shelton et al. (2017) 

revealed that pre-service teachers gain firsthand story writing experience. In the current study, it was 

determined that through the digital folktale writing activity the pre-service teachers developed their 

written expression skills, had the experience of creating digital folktales and crated folktales suitable 

for the level of children. In addition, the current study revealed that writing digital folktales helped the 

participants correct spelling mistakes, use punctuation correctly and gain awareness of the meaning of 

words. These findings concur with the study by Özüdoğru and Çakır (2020) reporting that digital 

storytelling activities improved the written expression of pre-service teachers.  

In the current study, it was revealed that the pre-service teachers experienced problems in 

finding a topic, choosing the characters appropriate to the topic, giving appropriate advice etc. Though 

the pre-service teachers had some difficulties, as stated by Bandi-Rao and Sepp’in (2014) and Hung 

(2019) as a result of their studies conducted on university students, students involved in digital story 

writing activities can improve many skills as they need to organize ideas while writing, put them  into 

a logical order and conduct analysis and synthesis. 

In the current study, the great majority of the pre-service teachers stated that this activity 

would be more suitable for working in groups. It was found when they worked in groups, they could 

combine their imaginations and presented different opinions. It was also found that group works 

allowed improving the folktales produced and provided the participants with opportunities to work 

collaboratively; on the other hand, some pre-service teachers think that working individually can be 

better as there are some group members who do not take responsibility. Hung (2019) also reported that 

students prefer to write in groups rather than individually as they discuss, have more fun, help each 
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other and learn from each other. In this way, working in a group fosters the skill of working 

collaboratively. Xu et al. (2011) and Gregory and Stealman (2008) stated that digital storytelling is 

another means of communication and reported that working in cooperation together with their peers 

improved university students’ communication skills. In the current study, it was also found that 

working in groups helped students develop friendships and closer relationships with other students. 

Similar results were reported by Özüdoğru and Çakır (2020).  

Some pre-service teachers on the other hand emphasized that individual and group works have 

both some negative and some positive sides and thus digital stories can be written in both ways. 

Menezes (2012) used a different digital storytelling website (Storybird) for both group and individual 

writing and stated that digital storytelling can be done in both ways.  

In the current study, it was found that the digital story writing activity had both professional 

and personal benefits for the participating pre-service teachers. The digital story writing activity was 

found to develop the pre-service teachers’ ability to use technological tools and programs, teach them 

how to attend to children and provide them with a tool to use in their future professional career. In 

studies conducted on pre-service teachers in relation to the applicability of the storytelling method 

(Göçen-Kabaran, Karalar, Aslan-Altan, Altıntaş, 2019; Karataş, Bozkurt and Hava, 2016; Shelton et 

al., 2017; Uslupehlivan, Kurtoğlu-Erden and Cebesoy et al., 2017), it has been reported that pre-

service teachers find it applicable, think that it can make some important contributions to their 

teaching when they become a teacher and that they can use it with their future students. In studies 

showing the professional benefits of digital storytelling (Aktaş and Uzuner-Yurt, 2017; Gregory and 

Stealman, 2008; Heo, 2009; Karakoyun, 2014; Kotluk and Kocakaya, 2015; Özüdoğru and Çakır, 

2020; Shelton et al., 2017), it has been reported that pre-service teachers developed their technological 

skills. Similar findings were reported by the study conducted by McLellan (2008) on university 

students.  

In the current study, the personal benefits of the digital story writing activity were found to 

include developing friendship relationships, imagination, use of their voice and communication of 

thoughts. In addition, it was found to increase their self-confidence, to provide them with an 

application to use in their future and to encourage them to produce folktales. Chiang (2020) conducted 

a study on university students and concluded that students were more willing to write with digital story 

writing and the idea of sharing their written products with others made them feel more motivated. 

Thus, it can be argued that the digital story writing activity used in the current study made the pre-

service teachers more motivated as they shared their ideas and used their creativity. The digital story 

writing activity also helped the pre-service teachers recognize their mistakes. This finding is supported 

by Kurudayıoğlu and (2014) reporting that digital storytelling activities helped pre-service teachers to 

correct their language mistakes and speaking mistakes. 
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It was found that the pre-service teachers encountered some problems in the digital story 

writing process. These problems were found to have resulted from the website used, the features of the 

folktale genre, sounding, working in groups and technological tools. The order of writing and pictures, 

the use of English as the language of the website and lack of variety in characters offered in the 

website were found to be the problems experienced in relation to the website. In their study conducted 

on pre-service teachers by using GoAnimate to create animations, Kapucu, Eren and Avcı also found 

that the participating pre-service teachers could not find all the animations they wanted and in a 

similar manner, in the study conducted by Chiang (2020), the participants complained about the 

difficulty of finding suitable pictures. Moreover, as the language of the program used is not the mother 

tongue of the participating pre-service teachers (Kapucu et al., 2014; Uslupehlivan et al., 2017), the 

participating pre-service teachers had difficulties in understanding the program and instructions. Some 

of the teachers; on the other hand, stated that they did not experience any problems in relation to the 

website and that they worked easily and comfortably in the website after solving small problems such 

as connection problems to the internet, lack of competence in using the computer and faults in the 

computer.  

The pre-service teachers were also found to experience some problems in understanding the 

features of the folktale genre and how to write a folktale. In this regard, they had some difficulties in 

deciding how to design the folktale, finding a message (advice) suitable for their folktales, finding a 

topic and creating proper characters. In relation to writing an introduction to the folktale and knowing 

how to write it, similar problems were reported to be experienced by the pre-service teachers in the 

study by Uslupehlivan et al. (2017). In the current study, some pre-service teachers were found to have 

conducted some kind of research to understand the folktale genre. In the study conducted by Shelton et 

al. (2017), it was found that the pre-service teachers’ doing some research in the process of digital 

story writing was positively perceived by them as it taught how to write a story. 

In the current study, the pre-service teachers experienced the most problems with sounding. In 

this regard, they had difficulties in imitating some sounds, finding sounds from different genres, 

having to repeat again and again to come up with the best sound, finding a quiet place. Another source 

of difficulty was the prejudices against one’s own voice in the digital folktale writing process. 

Moreover, they had also some problems in terms of meeting their group members and managing the 

time effectively. Therefore, some pre-service teachers suggested that it would be better to work 

individually in the process of digital folktale writing. 

Another suggestion of the pre-service teachers to improve the process is to include members 

from both genders in each group. Moreover, they also suggested the inclusion of one student having a 

computer in each group. This suggestion is thought to have been made as a solution to their 

technology-related problems. Moreover, the pre-service teaches stated that they would like to share the 
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digital stories they had prepared in their classes and to present them though acting out, guessing with 

their peers. Though the link to each folktale was shared with all the students in the class, the pre-

service teachers seemed to want to examine the folktales in a more detailed manner.  

In light of the findings of the current study, it can be suggested that pre-service teachers 

should be provided with opportunities to design different activities by using digital storytelling. 

Moreover, pre-service teachers can be allowed to decide whether to write individually or in a group. 

Prepared digital folktales can be given to primary schools to be used with their students. The current 

study is focused on the folktale genre and written expression skills of pre-service teachers. Future 

studies can investigate different literary genres and different language skills.  
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Introduction  

The understanding that knowledge acquisition is central to education has evolved within the 

course of the history of education, and has been supplanted by an understanding which views 

knowledge as something to be used, produced, and interpreted. This understanding necessitates 

educating individuals who are able to process, analyze, examine and interpret information with an 

awareness of the thinking, learning and reasoning processes, and the contemporary educational 

approaches aim to equip individuals with these skills (Çevik & Güneş, 2017; Güven, 2019). The 

constructivist approach, which highlights cognitive processes rather than knowledge acquisition, can 

be characterized as a philosophy that discusses the concepts of knowledge and learning critically (He, 

1997; Gordon, 2008; Oral, 2009; Tural, 2011; Felder, 2012; Li, 2016). 

The effective use of the Internet in the modern world, where the concept of information and 

the understanding of education has changed, has led to the globalization of information acquisition and 

communication. (Yılmaz & Horzum 2005). Learning outcomes can be achieved through the Internet 

(Kitchenham, 2006; Tucker & Bari 2010; Keane & Blicblau, 2012; Webb 2014). With the 

incorporation of the Internet and other technological tools in the modern curriculum, a major shift has 

also been observed in the key content related to knowledge acquisition covered by various pedagogical 

approaches. For example, Avcı (2020) labeled this type of curricular processes under the heading of 

“instruction in digital environment” and classified them as “formal instruction in digital environment” 

and “informal instruction in digital environment”. As is evident from these new definitions, education 

and training processes have evolved from being confined to closed spaces into self-updating online 

environments. However, the fact that the information available online can be produced, edited and 

changed by anyone raises some ethical questions about the reliability, origin, and accuracy of the 

information on the internet (Evers, 2010). Considering that the modern educational approaches aim to 

educate generations who question, analyze, examine, interpret and produce knowledge, it is clear that 

the literacy has a critical role in all types of education. 

Developments in the understanding of information and education have obviously shaped the 

concept of literacy, and new instructional approaches have been developed in line with the unique 

conditions and characteristics of specific historical periods (Lankshear, 1999), which has produced 

various types of literacy such as information literacy, digital literacy, critical literacy, media literacy, 

and IT literacy (Altun, 2005; Eryaman, 2007). 

Developments in science and technology have played a crucial role in the increasing 

diversification of individual cognitive needs, which have also shaped the skills expected from 

individuals. Turkish Language Curriculum (MoNE, 2019) places a great emphasis on literacy as part 

of such skills, and aims individuals to use ICT effectively, and to develop their critical thinking and 

questioning skills.  
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Critical literacy involves studying the source, reliability and structure of a text (Lewison, Flint, 

& Sluys, 2002; Dal, 2012; Dooley, 2015; Exley & Dooley, 2015). The individual questions the 

purpose and impartiality of the text s/he is reading, and examines personal values and attitudes related 

to the text. Critical Internet literacy is associated with the concepts of digital literacy, media literacy, 

information literacy, science literacy, and Information Communication because it covers common 

targeted aims and skills. With the Internet, the concept of critical literacy has become inclusive of 

Global Information Communication. 

The aim of science literacy is to educate individuals who perform research and inquiry, with 

an awareness of the scientific methods of attaining scientific knowledge (Gauchat, 2015; Öz, 2015). 

Information literacy is the ability of the individual to use internet and digital technologies in a well- 

informed way (Degerli, 2013). Digital literacy can be defined as a solution-oriented approach to 

problems in the online environment, and the ability to question the reliability, source and structure of 

texts (Ilomäki, Paavola, Lakkala & Kantosalo 2016; Traxler & Lally, 2016; Chan, Churchill, & Chiu, 

2017; Hamutoğlu Güngören, Uyanık ve Erdoğan, 2017; Mishra, Wilder, & Mishra 2017). Media 

literacy aims to enable individuals to accurately interpret texts in various media environments, to use 

the media in a well-informed way, to question them critically, and to have media awareness (Kurt & 

Kürüm, 2010). As such, a media-literate individual questions the reliability and source of texts and 

information in the media and is acutely aware that media texts are structured, directed and produced 

through individuals. It is observed that the types of literacy in question focus on issues such as the 

reliability and source of texts and are associated with critical literacy.  

The curricular outcomes detailed by the specific objectives of the Turkish Language 

Curriculum (MoNE, 2019) can be said to be closely related to the critical Internet literacy: “to develop 

the skills of researching, discovering, interpreting and structuring knowledge in the mind; to develop 

the skills of accessing, editing, questioning, using and producing information from printed materials 

and multiple media sources; to evaluate and question reading from a critical point of view.” Therefore, 

the concept of critical Internet literacy is highly important for preservice Turkish language teachers.    

Method 

Research Design 

The correlational survey design, as a quantitative research design, was used in this study. The 

correlational survey aims to determine the existence of co-variation between two and more variables 

and attempts to determine whether the variables change together, and if there is change, how this 

happens (Karasar, 2014). The current study employed this design to find out the relationship between 

the critical Internet literacy levels of teacher candidates and the variables.  
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Sample of Group 

The sample group of the study consists of 216 Turkish language teachers studying at a state 

university located in western Turkey. The descriptive statistical analyses of the sample group are given 

below. 

Table 1. Participants’ Gender Distribution  

Gender f % 

Female 136 63.0 

Male 80 37.0 
 

Table 1 shows that 63% of the teachers who participated in the study were female and 37% 

were male. 

Table 2. Participants’ Age Distribution  

Age f % 

18-19 79 36.6 

20-21 100 46.3 

22-23 27 12.5 

24+ 10 4.6 
 

Table 2 shows that 36.6% of the participants were in the 18-19 age range, 46.3% were in the 

20-21 age range, 12.5% were in the 22-23 age range, and 4.6% were in the 24+ age range. 

Table 3. Type of Residential Setting the Participants Have Lived in 

Location f % 

Village 28 13.0 

Town 39 18.1 

City 83 38.4 

Metropolitan City 66 30.6 
 

Table 3 shows that 13% of the participants have spent most of their lives in a village, 18.1% in 

a town, 38.4% in a city, and 30.6% in a metropolitan city. 

Table 4. Participants’ GPA  

GPA f % 

0-1.99 15 6.9 

2.00-2.49 53 24.5 

2.50-2.99 100 46.3 

3.00-4.00 48 22.2 
 

Table 4 shows that 6.9% of the participants had a GPA of 0-1.99, 24.5% had a GPA of 2.00 to 

2.99, 46.3% had a GPA of 2.50 to 2.99, and 22.2% had a GPA of 3.00 to 4.00. 
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Table 5. Participants’ Year of Undergraduate Study 

Year of Study f % 

1st Year (Freshman) 73 33.8 

2nd Year (Sophomore) 53 24.5 

3rd Year (Junior) 75 34.7 

4th Year (Senior) 15 6.9 
 

As shown in the table above, 33.8% of the participants were university freshmen, 24.5% 

sophomores, 34.7% of them juniors, and 6.9% were in their senior year. 

Table 6. The Annual Number of Books Read by the Participants 

Number of Books f % 

1-5 37 17.1 

5-10 76 35.2 

10-15 54 25.0 

16+ 49 22.7 
 

As can be seen above,  17% of the participants read 1 to 5 books, 35.2% read 5 to 10 books, 

25% read 10-15 books, and %22.7 read 16 or more books a year.  

Table 7. Time Spent Online by the Participants 

Online Time f % 

0-1 hrs. 10 4.6 

1-2 hrs. 36 16.7 

2-3 hrs.  60 27.8 

3-4 hrs. 46 21.3 

4+ hrs. 64 29.6 
 

Table 12 shows that 4.6% of the participants spend between 0 and 1 hour online, 16.7% spend 

1 to 2 hours, 27.8% spend 2 to 3 hours, 21.3% spend 3 to 4 hours, and 29.6% spend more than 4 hours.  

Data Collection Tool 

As the data collection tool, the Critical Internet Literacy Scale developed by Dal and Aktay 

(2015) was used in the study. Kaiser-Meyer-Olkin (KMO=.95) and Bartlett test (x2=6290.249; sd=528 

(p=.000) showed that the scale is consistent with the validity of the structure. The scale consists of 27 

items and a single factor. The required permissions were obtained from the developers of the scale to 

use it with the pre-service teachers participating in the study. After obtaining the necessary 

permissions, the researchers performed an exploratory factor analysis on the scale. The Kaiser-Meyer-

Olkin (KMO=.93) and Bartlett test (x2=3176,491; sd=351 (p=.000) analyses conducted on the scale 

revealed that the scale’s structure validity is satisfactory and that it has a five-factor structure. 

According to the data obtained from the scale, the factors were named as: reliability of the internet 

content, internet contents, Internet target audience, accuracy and source of the internet content, social 

transformation in social networks. The scale explains 61.77% of the total variance. 
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Data Analysis 

To determine the reliability of the scores obtained from the Critical Internet Literacy Scale, 

Cronbach Alpha internal consistency calculations were made. The 27-item Cronbach Alpha value of 

the scale was calculated to be 0.94. A Cronbach Alpha value above 0.80 indicates that the scale is 

reliable (p<0.05). To determine whether the research data show normal distribution, the skewness and 

kurtosis values were calculated. The related literature states that the values of skewness and kurtosis 

should vary between -2 and +2 in order for the data to show normal distribution (Şencan, 2005). The 

data obtained from the scale used in the study confirm that the scale meets the normality requirement. 

Table 8. Skewness and Kurtosis Values of the Scale 

Dimensions Skewness Kurtosis 

Reliability of the Internet Content -.680 .835 

Accuracy and Source of the Internet Content -.554 .494 

Internet Contents -.510 .149 

Internet Target Audience -.706 .955 

Social Transformation in Social Networks .005 -.317 
 

As can be seen from the table, the data of the study show normal distribution. Parametric tests 

were applied for the analyses since the data were normally distributed. Exploratory factor analysis, 

descriptive statistical analysis, t-test, ANOVA and correlation analysis were performed on the data 

obtained in the study. Correlation analysis is the analysis technique used to measure the direction and 

strength of a relationship between two variables. Correlation coefficient is shown as “r” in the 

correlation analysis. In this analysis, the correlation can range between (-1) and (+1). There is a low 

level of “r” correlation value between the variables with values ranging between 0.00-0.29, moderate 

level between 0.30-0.69, and a high level of correlation between 0.70 and above (Ural and Kılıc, 

2006). 

Results 

Table 9. Descriptive Statistical Analysis of the Reliability of the Internet Content Dimension 

Dimension Items  ̅ ss Mean 

Reliability of 

the Internet 

Content 

I try to distinguish between the facts and personal 

opinions on the websites I visit. 

3.99 .84 

3.89 

When I read some content on a website, I associate it 

with the information I have previously obtained on that 

subject. 

3.97 .86 

I try to distinguish between the assumptions and the 

proven information in the content on websites. 

3.93 .86 

I pay attention to the creator of the web content I access. 3.65 1.09 
 

As can be seen in Table 9, the pre-service teachers participating in the study try to distinguish 

verifiable facts and personal information on the websites they visit, they associate the web information 

with the information they have obtained before, they try to distinguish between the assumptions and 

the online information, and pay attention to who created the content they accessed. It is seen that pre-
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service teachers firstly check whether the data on the website are subjective or objective. However, the 

participants pay relatively less attention to the identity of the content creators, compared to the other 

items in this dimension. 

Table 10. Descriptive Statistical Analysis of the Accuracy and Source of the Internet Content 

Dimension 

Dimension Items  ̅ ss Mean 

A
cc

u
ra

cy
 a

n
d

 S
o
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rc

e 
o

f 
th

e 
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te
rn

et
 C

o
n

te
n
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I pay attention to whether the opinions on the websites 

contradict my own opinions. 
4.01 .98 

3.84 

I pay attention to whether the information on the 

websites is up to date. 
4.00 .93 

I pay attention to the language style used by the author 

on the website. 
3.93 .93 

I pay attention to whether there are contradictory 

statements in the website content. 
3.90 .88 

I pay attention to whether the website content contains 

bias. 
3.89 .93 

I pay attention to whether there are gaps in the subject 

that is intended to be explained in the content of the 

websites. 

3.76 .91 

I check the accuracy of the information shared on social 

networks with information from different sources. 
3.73 1.03 

I pay attention to whether the author gives information 

from an emotional perspective. 
3.70 .91 

I pay attention to whether the original sources are cited 

in the content created on the website. 
3.60 1.03 

As can be seen in Table 10, preservice teachers pay attention to the currency of the 

information on the internet, the form of the language used by the author, whether there are 

contradictory statements, whether there is bias, whether the presented information is correct, whether 

the author gives information from an emotional point of view, and whether citations are given from 

the original sources, respectively.  

Table 11. Descriptive Statistical Analysis of the Internet Contents Dimension 

Dimension Items  ̅ ss Mean 

In
te

rn
et

 C
o
n

te
n
ts

 

I try to understand whether discrimination is made on the websites 

regarding issues such as gender, race, class, ethnicity, religion and 

sect. 

3.85 .99 

3.63 

I check whether the pages opened by hyperlinks on the websites are 

related to the content. 
3.71 1.05 

I try to see which segment or segments of society are represented in 

the website content. 
3.69 .93 

I pay attention to the context (sociocultural, historical, economic and 

political) in which the content on the websites are created. 
3.69 .98 

I pay attention to which person or institution websites belong to. 3.63 1.10 

I pay attention to whether the multimedia on the websites are 

compatible with their content. 
3.62 1.04 

After accessing some content on a website, I try to find out if the 

same content is presented from another perspective in different 

sources. 

3.60 1.05 

I examine the designs of the websites in terms of whether they give a 

message other than content. 
3.53 1.04 

I pay attention to whether the content on the website makes me a 

passive reader. 
3.32 1.04 
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Table 11 clearly shows that the preservice teachers in the study firstly try to understand 

whether there is discrimination in internet content; and check whether the hyperlinks are related to the 

content; which social segment or segments the web content represents, in what context (sociocultural, 

historical, economic and political) it was created; which person or institution it belongs to, whether the 

multimedia is appropriate with the content of the webpage, whether the same content is presented from 

a different perspective in different sources; whether the designs give a message not related to the 

content, and whether the web content puts them in a passive reader position. 

Table 12. Descriptive Statistical Analysis of the Internet Target Audience Dimension 

Dimension Items  ̅ ss Mean 

In
te

rn
et

 T
ar

g
et

 

A
u

d
ie

n
ce

 

While playing games on the Internet, I pay attention to whether 

the game has an ulterior motive like propaganda. 

3.55 1.16 

3.59 I pay attention to whom the content on the website appeals to. 3.69 1.00 

As I review website contents, I develop alternative perspectives 

on them. 

3.52 1.02 

 

As can be seen in Table 12, the preservice teachers in the study report that they try to 

determine whether the game has an implicit purpose such as propaganda while playing games on the 

internet and whose interests the web content would match. 

Table 13. Descriptive Statistical Analysis of the Social Transformation in Social Networks Dimension 

Dimension Items  ̅ ss Mean 

S
o

ci
al

 

T
ra

n
sf

o
rm

at
io

n
 

in
 S

o
ci

al
 

N
et

w
o

rk
s 

I pay attention to whether the content in social networks is 

created to transform the society. 
3.57 1.04 

3.33 

I share the content in social networks to transform the society. 3.09 1.13 

 

The preservice teachers in the study state that they consider whether the content in social 

networks is created to transform the society, and that they share the content in social networks in order 

to ensure the transformation in the society.  

Table 14. Descriptive Statistical Analysis of All the Dimensions 

Dimensions F % 

Reliability of the Internet Content 3.89 .72 

Accuracy and Source of the Internet Content 3.84 .69 

Internet Contents 3.63 .73 

Internet Target Audience 3.59 .90 

Social Transformation in Social Networks 3.33 .91 
 

As displayed in Table 14, when the statements of the preservice teachers in the study are 

analyzed, the dimensions obtained from the items emerge as the reliability of the internet content, 

accuracy and source of the internet content, internet contents, internet target audience, and social 
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transformation in social networks. As seen in the table, the preservice teachers pay the strongest 

attention to the reliability of the content while they place the least importance on the social 

transformation dimension. 

Table 15. T-test Results by Gender Related to the Dimensions in the Scale 

Dimension Gender n  ̅ ss t df p 

Reliability of the Internet Content 
Female 136 3.86 .769 -.812 214 .418 

Male 80 3.94 .657    

Accuracy and Source of the Internet 

Content 

Female 136 3.58 .773 1.240 214 .216 

Male 80 3.71 .666    

Internet Contents 
Female 136 3.55 .921 -.714 214 .476 

Male 80 3.65 .880    

Internet Target Audience 
Female 136 3.86 .717 .591 214 .555 

Male 80 3.80 .650    

Social Transformation in Social 

Networks 

Female 136 3.27 .904 1.228 214 .221 

Male 80 3.43 .929    

 

When Table 15 is analyzed, it can be seen that there is no statistically significant correlation 

between the variable of gender and the dimensions of internet content reliability (t(214)= -.812; p>.05), 

accuracy and source of internet content (t(214)= 1.240; p>.05), internet contents (t(214)= -.714; p>.05), 

internet target audience (t(214)=0.591; p>.05), and the social transformation in social networks (t(214)= 

1.228; p>.05) comprised by the scale of Critical Internet Literacy. It can be said that the gender 

variable does not affect the participants’ opinions of on critical internet literacy. 

Table 16. T-test Results According to Gender Related to the Items in the Critical Internet Literacy 

Scale  

Dimension Gender n  ̅ ss t df p 

I try to see which segment or segments of 

society are represented in the website 

content. 

Female 136 3.58 .954 -2.353 214 .020 

Male 80 3.88 .871    

I pay attention to the language style used 

by the author on the website. 

Female 136 4.06 .887 2.731 214 .007 

Male 80 3.71 .970    
 

Table 16 shows a statistically significant correlation between the gender variable and the items 

“I try to see which segment or segments of society are represented in the website content.” (t(214)= -

2.353; p<.05), “I pay attention to the language style used by the author on the website (t(214)= 2.731; 

p<.05)” on the Critical Internet Literacy Scale. When the findings obtained are taken into 

consideration, it is evident that the male teacher candidates try harder than the female teacher 

candidates to see which parts of the society the content of the websites represent, whereas the female 

teacher candidates pay more attention to the language used by the author on the website. 
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Table 17. ANOVA Results for the Correlation between the Critical Internet Literacy Dimensions and 

the Type of Location where Preservice Teachers Have Spent Most of Their Lives  

Variable 
Source of 

Variance 
Sum of Squares sd Mean Square F p 

Significant 

Difference 

Reliability of 

the Internet 

Content  

Inter-group 3.489 3 1.163 2.224 .086  

Intra-group 110.830 212 .523    

Total 114.318 215     

Internet 

Contents  

Inter-group 2.588 3 .863 1.602 .190  

Intra-group 114.198 212 .539    

Total 116.786 215     

Internet Target 

Audience 

Inter-group 8.031 3 2.677 3.371 .019 D-A, 

C-A Intra-group 168.339 212 .794   

Total 176.370 215    

Accuracy and 

Source of the 

Internet Content 

Inter-group 3.882 3 1.294 2.764 .043 C-A 

Intra-group 99.243 212 .468   

Total 103.125 215    

Social 

Transformation 

in Social 

Networks 

Inter-group 2.945 3 .982 1.177 .320  

Intra-group 176.884 212 .834    

Total 179.829 215    
 

A=Village, B=Town, C=City, D=Metropolitan city 

 

As can be seen in Table 17, there is a statistically significant correlation between the 

dimensions of places where the pre-service teachers spent most of their lives and the internet target 

audience (f = 3.371; p<.05), and their scores on the accuracy and source of the internet (F = 2.764; p 

<.05). The Tukey multiple comparison test revealed that the dimension of internet target audience 

created this significance in the results. This test showed that the pre-service teachers who have spent 

most of their lives in a city or a metropolitan area pay attention to whether the game is a propaganda 

tool while playing games and try to figure out whose interests the content of the website addresses, 

and develop alternative perspectives on the content of the website. Regarding the accuracy and source 

of the Internet content dimension, compared to those who have spent most of their lives in a rural 

setting, those who have spent most of their lives in an urban setting check the language used by the 

web author, whether there are any gaps in the information on the subject that is intended to be 

explained, whether there are any contradictions in the content, whether the content contains bias, 

whether the content is presented from an emotional stance by the author, whether the content is cited 

from the original sources, and whether the information on the websites is updated. They also check 

whether the opinions on the websites are inconsistent with their own opinions and check the accuracy 

of the information shared on social networks with information from alternate sources. 
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Table 18. ANOVA Results for the Correlation between Preservice Teachers’ Answers to the item “I 

pay attention to whom the content on the websites appeals to” and their Maternal Education Level 

Item 
Source of 

Variance 

Sum of 

Squares 
sd Mean Square F p 

Significant 

Difference 

I pay attention to whom 

the content on the 

websites appeals to. 

Inter-group 11.310 5 2.262 2.323 .044 

E-D Intra-group 204.523 210 .974   

Total 215.833 215    
A= Illiterate, B= Literate, C= Primary school graduate D= Secondary school graduate, E= High school graduate 

F=University graduate 

 

When Table 18 is examined, it becomes clear that there is a statistically significant correlation 

between the pre-service teachers’ answers to the item “I pay attention to whom the content on the 

websites appeals to.” and the educational status of their mothers. Based on the results of the Tukey 

multiple comparison test, it can be said that the preservice teachers whose mothers are high school 

graduates are able to identify who is interested in the website content when compared to those whose 

mothers are secondary school graduates. 

Table 19. ANOVA Results for the Correlation between Preservice Teachers’ Answers to the item “I 

pay attention to whether the website content contains bias” and their Maternal Professions 

Item 
Source of 

Variance 

Sum of 

Squares 
sd 

Mean 

Square 
F p 

Significant 

Difference 

I pay attention to 

whether the website 

content contains bias 

Inter-group 11.599 5 2.320 2.753 .020 

A-B Intra-group 176.952 210 .843   

Total 188.551 215    
A= Worker, B= State Employee 

 

Table 19 shows that there is a statistically significant correlation between the pre-service 

teachers’ answers to the item “I pay attention to whether the website content contains bias.” and the 

professions of their mothers. Based on the results of the Tukey multiple comparison test, it can be said 

that the preservice teachers whose mothers are blue collar workers pay more attention to whether 

website contents contain bias than those whose mothers work in the state sector. 

Table 20. ANOVA Results for the Correlation between Preservice Teachers’ GPAs and the Critical 

Internet Literacy items 

Item 
Source of 

Variance 

Sum of 

Squares 
sd 

Mean 

Square 
F p 

Significant 

Difference 

I check whether the 

multimedia on the websites 

are compatible with their 

content. 

Inter-group 11.960 2 5.980 5.663 .004 
C-A 

C-B 

B-A 

Intra-group 224.910 213 1.056   

Total 
236.870 215 

   

I check whether the pages 

opened by hyperlinks on the 

websites are related to the 

content. 

Inter-group 9.186 2 4.593 4.272 .015 

C-A 

 

Intra-group 229.018 213 1.075   

Total 
238.204 215 

   

I check the language style 

used by the author on the 

websites. 

Inter-group 10.045 2 5.022 6.042 .003 C-A 

C-B 

B-A 

Intra-group 177.048 213 .831   

Total 187.093 215    

I check the accuracy of the 

information shared on social 

Inter-group 9.661 2 4.831 4.703 .010 C-A 

 Intra-group 218.765 213 1.027   
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networks with information 

from different sources. 
Total 

228.426 215 
   

A= 2.00-2.49; B=2.50-2.99; C=3.00-4.00 

 

As can be seen in Table 20, there is a statistically significant correlation between the answers 

given by the participants to the items “I check whether the multimedia on the websites are compatible 

with the content of the page; I check whether the pages opened by hyperlinks on the websites are 

related to the content; I check the language style used by the author on the websites; I check the 

accuracy of the information shared on social networks with information from different sources.” and 

their grade point average. Based on the results of the Tukey multiple comparison test, the pre-service 

teachers who have a GPA between 3.00 and 4.00 pay more attention to whether the multimedia on the 

websites fit in with the content of the page and the language style used by the author than those with a 

GPA of 2.50 and 2.99 do; and the pre-service teachers who have a GPA between 2.50 and 2.99 pay 

stronger attention to these aspects than the pre-service teachers who have a GPA between 2.00 and 

2.49. Furthermore, compared to the pre-service teachers with a GPA of 2.00-2.49, the pre-service 

teachers with a GPA of 3.00-4.00 pay more attention to whether the hyperlinked pages on the websites 

are related to the content, and they show a higher tendency to check the accuracy of the information 

shared on social networks with information from multiple sources. 

Table 21. ANOVA Results for the Correlation between Preservice Teachers’ Year of Study and the 

Critical Internet Literacy items  

Item 
Source of 

Variance 

Sum of 

Squares 
sd 

Mean 

Square 
F p 

Significant 

Difference 

When I read the content on a 

website, I associate it with 

the information I have 

previously obtained. 

Inter-group 12.039 3 4.013 5.956 .001 
D-B 

C-B 

A-B 

Intra-group 142.846 212 .674   

Total 
154.884 215 

   

I pay attention to whether 

the opinions on the websites 

contradict my own opinions. 

Inter-group 8.142 3 2.714 2.894 .036 

A-B Intra-group 198.816 212 .938   

Total 206.958 215    

I share the content in social 

networks to transform the 

society. 

Inter-group 11.554 3 3.851 3.100 .028 

A-B Intra-group 263.404 212 1.242   

Total 274.958 215    
A= 1st Year; B=2nd Year; C=3rd Year; D=4th Year 

 

As can be seen in Table 21, there is a statistically significant correlation between the answers 

given by the participants to the items “When I read the content on a website, I associate it with the 

information I have previously obtained; I pay attention to whether the opinions on the websites 

contradict my own opinions; I share the content in social networks to transform the society” and their 

year of study. Based on the results of the Tukey multiple comparison test, first, third, and fourth year 

teacher candidates are more likely to relate the information they have previously obtained to the 

website content they are reading than the second year teacher candidates. Compared to the second year 

teacher candidates, the first year teacher candidates try harder to find out whether the opinions 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

198 

expressed online contradict their own opinions, and are more likely to share social network contents to 

help achieve social transformation. 

Table 22. ANOVA results for the Correlation between The Annual Number of Books Read by 

Preservice Teachers’ and the Critical Internet Literacy İtems  

Item 
Source of 

Variance 

Sum of 

Squares 
sd 

Mean 

Square 
F p 

Significant 

Difference 

I pay attention to whether the 

website content makes me a 

passive reader. 

Inter-group 15.130 3 5.043 4.856 .003 C-A 

D-B 

D-A 

Intra-group 220.185 212 1.039   

Total 235.315 215    

I examine the designs of 

websites in terms of whether 

they give a message other 

than content. 

Inter-group 14.274 3 4.758 4.595 .004 

C-A 

D-A 

Intra-group 219.499 212 1.035   

Total 233.773 215    

I try to see which segment or 

segments of society are 

represented in the website 

content. 

Inter-group 11.881 3 3.960 4.772 .003 

C-A 

D-A 

Intra-group 175.952 212 .830   

Total 187.833 215    

I pay attention to whether the 

multimedia on the websites 

are compatible with their 

content. 

Inter-group 17.025 3 5.675 5.473 .001 

C-A 

D-A 

Intra-group 219.845 212 1.037   

Total 236.870 215    

I check whether the pages 

opened by hyperlinks on the 

websites are related to the 

content. 

Inter-group 15.887 3 5.296 5.050 .002 

C-A 

D-A 

Intra-group 222.317 212 1.049   

Total 238.204 215    

As I review website contents, 

I develop alternative 

perspectives on them. 

Inter-group 9.751 3 3.250 3.219 .024 
C-A 

D-A 
Intra-group 214.082 212 1.010   

Total 223.833 215    

I pay attention to the context 

(sociocultural, historical, 

economic and political) in 

which the content on the 

websites are created. 

Inter-group 14.057 3 4.686 5.074 .002 

C-A 

D-A 

Intra-group 195.776 212 .923   

Total 209,833 215    

A= 1-5; B=6-10; C=11-15; D=16 and above 

 

As can be seen in Table 22, there is a statistically significant correlation between the answers 

given by the participants to the items “I pay attention to whether the website content makes me a 

passive reader, I examine the designs of websites in terms of whether they give a message other than 

content, I try to see which segment or segments of society are represented in the website content, I pay 

attention to whether the multimedia on the websites are compatible with their content, I check whether 

the pages opened by hyperlinks on the websites are related to the content, As I review website 

contents, I develop alternative perspectives on them, I pay attention to the context (sociocultural, 

historical, economic and political) in which the content on the websites are created” and the number 

of books they read per year. The results of the Tukey multiple comparison test revealed that compared 

to the pre-service teachers who read between 1 and 5 books a year, those who read 16 or more books 

and 11-15 books annually, pay more attention to whether website contents make them passive readers; 

they try harder to see which section of society is represented in the web content, in which context 

(sociocultural, historical, economic and political) the content is generated, examine the designs of the 
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websites in terms of whether they give a message other than content, pay more attention to whether the 

multimedia on the websites are compatible with the content of the page, pay more attention to whether 

the hyperlinks on the websites are related to the content, and while examining the content they develop 

alternative perspectives. 

Table 23. ANOVA Results for the Correlation between Preservice Teachers’ Time They Spend on the 

Internet and the Critical Internet Literacy items 

Item 
Source of 

Variance 

Sum of 

Squares 
sd 

Mean 

Square 
F p 

Significant 

Difference 

While playing games on the Internet, 

I pay attention to whether the game 

has an ulterior motive like 

propaganda. 

Inter-group 14.971 4 3.743 2.837 .025 
A-C 

A-D 

A-E 

Intra-group 278.362 211 1.319   

Total 
293.333 215 

   

I pay attention to whether the 

original sources are cited in the 

content created on the website. 

Inter-group 12.042 4 3.010 2.894 .023 

A-E Intra-group 219.509 211 1.040   

Total 231.551 215    
A= 0-1 hours; B=2 hours; C=3 hours; D=4 hours, E=5+ hours 

 

As shown in Table 23 above, there is a statistically significant correlation between the answers 

given by the participants to the items “While playing games on the Internet, I pay attention to whether 

the game has an ulterior motive like propaganda; I pay attention to whether the original sources are 

cited in the content created on the website” and the time they spend online. The Tukey multiple 

comparison test revealed that the teacher candidates who spend 0-1 hours on the internet pay more 

attention while playing an online game to whether the game has a propaganda-like purpose compared 

to the teacher candidates who spend 3, 4 and 5 hours on the Internet. The teacher candidates who 

spend 0-1 hours on the Internet pay more attention to whether the original sources are provided on the 

website than the teacher candidates spending more than 5 hours on the Internet.  

Table 24. Correlations Among the Dimensions 

  1 2 3 4 5 

Reliability of the Internet Content  1     

Accuracy and Source of the Internet Content  .587** 1    

Internet Contents  .565** .720** 1   

Internet Target Audience  .600** .726** .728** 1  

Social Transformation in Social Networks  .332** .512** .503** .478** 1 
** Significant at the p<0.01 significance level 

1.Reliability of the Internet Content, 2.Accuracy and Source of the Internet Content, 3.Internet Contents, 4.Internet Target 

Audience, 5.Social Transformation in Social Networks 

 

Table 24 shows that there is a positive, moderate and significant relationship between the 

internet content reliability dimension and the accuracy and source of the internet content, internet 

contents, and internet target audience dimensions. It can be said that there is a positive, low level and 

significant relationship between content reliability dimension and social transformation dimension. 

Further, a positive, high level and significant relationship is observed among the dimensions of 

accuracy and source of internet content, the internet contents, and the internet target audience. 
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Discussion and Conclusion  

With the rapid growth of the number of images on the Internet, it has become more necessary 

to ensure the content security of images (Zhang, Liang, He & Sun, 2015; Xu, Xie & Yan, 2017). The 

preservice teachers in this study were found to attach great importance to internet content reliability 

and to strive to ensure that websites they visit are created with proven data. Çifçi & Kaplan (2020) 

emphasize that individuals facing many texts should approach these texts critically. The preservice 

teachers participating in the current study pay attention to the accuracy and source of the content on 

the internet, whether the presented information is consistent and up-to-date, and whether it is the same 

as reported by other sources. They check whether web content discriminates, in what context it is 

created, and how it is designed. The target audience on the internet is important for preservice teachers 

and they state that they use social networks to achieve social transformation. They are primarily 

concerned about the reliability of the internet content. 

It can be said that the gender variable does not affect preservice teachers’ opinions about 

critical internet literacy. Similar studies have not found a significant relationship between gender 

variable and critical internet literacy either (Akaydın & Kurnaz, 2015; Çepni, Palaz & Ablak, 2015; 

Yılmaz & Aladağ, 2015; Karasu & Arıkan, 2016; Çiftçi, 2019). Male pre-service teachers pay more 

attention to which sections of the society represented by the web content than female preservice 

teachers do. On the other hand, female preservice teachers pay more attention to the language used on 

websites than male preservice teachers. However, Uslu, Yazıcı & Çetin (2016) found this difference to 

be in favor of men. A significant gender difference was observed in favour of male-related perceptions 

of undergraduate students regarding digital literacy (Seok & DaCosta, 2017). Some other studies point 

out that gender does not matter (Teo, Fan & Du, 2015; Argelagós & Pifarré, 2017). 

Preservice teachers spending most of their lives in the city and metropolitan areas pay 

attention to whether the game is a propaganda tool while playing online. Yeşiltaş (2017) cautions that 

with its increasing effect on the mass media, propaganda manifests itself in all spheres of life, and 

therefore, individuals need to be taught the ways of protecting themselves from such incessant 

propaganda. Çifçi & Kaplan (2020) urge that individuals should carefully check the implicit or explicit 

messages on the images in their environment. 

Regarding the accuracy and source of the Internet content dimension, those living most of 

their lives in urban settings pay more attention to the intended purpose, content, and language of a 

given website than those living most of their lives in rural settings. The preservice teachers whose 

mothers are high school graduates can more successfully determine who the website contents appeal to 

than those whose mothers are secondary school graduates. The preservice teachers, whose mothers are 

working as blue collar workers, pay more attention to whether the content on their website contains 

bias than the preservice teachers, whose mothers are working as public employees. Another 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

201 

correlation is observed between the pre-service teacher GPA, concern about whether the multimedia 

on the websites are appropriate with the content of the page, and a strong focus on the author’s 

linguistic style. Depending on the preservice teachers’ undergraduate year of study, they relate the new 

information to those they already have while reading contents on a website, and share this knowledge 

to ensure transformation in the society. It is further observed that there is a significant relationship 

between the number of books read by preservice teachers and their perspectives on website contents. 

Çolak, Yalçın & Korkmaz (2011) found that individuals were redirected to fake websites and fraud 

activities were on the rise. Research has found that individuals are not adequately informed about 

cybersecurity (Karaoğlan-Yılmaz, Yılmaz & Sezer, 2014; Akgün & Topal, 2015; Gökmen & Akgün, 

2105). Pusey & Sadera (2011) found that pre-service teachers do not have the necessary competence 

in cybersecurity. Gökmen & Akgün (2016) also found that teacher candidates need information about 

internet security. The present study found a relationship among the place where preservice teachers 

have spent most of their lives, their maternal graduation and professional status, grade point averages, 

year of study, the number of books they read, and their critical internet literacy. 

Along with the recent increase in the use of smart phones, the time devoted to internet usage 

has also increased (Çiftçi, 2018). It is observed that the rate of internet usage has increased in studies 

conducted abroad (Hamilton, Scali, Yu, Gusnowski & Ingledew, 2014; Xu, Hong, Li, & Liu, 2014). 

Compared to a preservice teacher who spends 3 hours or more on the Internet, a preservice teacher 

spending 0-1 hours on the Internet pays more attention to whether the online game s/he is playing 

serves a purpose (e.g. propaganda) other than gaming, and when reading online content, questions the 

reliability and verifiability of its sources.  

The most interesting result reached in this study is undoubtedly the question regarding the 

ownership of the information produced on the Internet. In the early years of the Internet, the phrase 

“surfing the internet,” instead of “reading on the internet” was used. Surfing on the Internet referred to 

the act of navigation through the web pages with an algorithm that the reader cannot solve, such as the 

necessity to move with the route offered by the sea by following the waves that are constantly rising 

and descending in the flow of a surfboard floating on the sea due to the flow rate of information. The 

curiosity towards the source of the information on the Internet seems to be inversely proportional to 

the time spent there. The more time you spend, the more insensitive you are about the reliability of 

web-based information. 

Internet-based readers seem to be more interested in supporting their knowledge and staying 

current with the events. In a sense, the Internet appears as an environment providing a continuous flow 

of information to support the present, always hurrying up to supply the fresh information demanded. 

Contrary to expectations, social media is not seen as an environment to help achieve major 

transformations in the society, which indicates that social media is either perceived truly as an 
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entertainment medium or its mode of action does not allow short-term results. It can be said that the 

language of web-based information seems to have a stronger effect on the female participants. The 

male participants appear to be more concerned with which social segment the online information 

affects, rather than with its language. 

The interest shown by the Turkish culture in anonymous information seems to have expanded 

on the Internet. Even though our reading style has changed in the last quarter century of reading on the 

Internet, the primary motivation behind our act of reading seems not to have changed much, at least as 

indicated by the findings of this study. 
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Abstract 

The present study aimed to identify and classify the consistency problems in the texts written by 

middle school 5th, 6th, 7th and 8th grade students and to determine their textual levels. In the study, 

numerical data were also used within the context of descriptive analysis design, a qualitative research 

method. The study group included 5th, 6th, 7th and 8th grade students attending two middle schools in 

Van province, located in the Eastern Anatolia Region in Turkey. Ten students were randomly selected 

from each grade level. The texts were analyzed by assigning codes to 40 participating students and 

their narrative texts based on the grade level. The analysis of the narrative texts written by the students 

was conducted with the “Narrative Text Consistency Rubric” developed by the authors. The validity 

and reliability of the rubric were determined based on the expert opinion. The texts written by the 

students were analyzed based on the rubric by additional 2 faculty members. The study findings 

demonstrated that the students experienced consistency problems in narrative texts such as inability to 

precisely reflect the relations between events in the text, alteration of the narrative between the events 

narrated in the text and sudden transitions, contradictions and irrational transitions between the 

sections, the lack of a conclusion, inconsistencies about the protagonists, and non-identification of the 

characters in the story. It was also determined that the number of creative texts was 4, the number of 

successful texts was 8, the number of texts that could be accepted as a text partially was 9, the number 

of texts that could be considered in the phase of text creation was 12, and the number of texts that 

could not be accepted as texts was 7. 
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Introduction 

Writing can be considered as an image of the mind of an individual. As a concept, writing is 

the sum of the codes and symbols that reflect the mental structure of the individual in particular, and 

the society in general. In other words, writing is a reflection of an individual's personality. The act of 

writing, which is a reflection of an individual's personality, is a process. Accurate management of this 

process could only possible through taking the achievements, goals and activities associated with 

writing in the education and instruction programs into account and conducting related writing 

practices. 

Writing, a time consuming and challenging act, is a mental process. According to Hartley 

(2008), this process includes four stages: planning, writing, editing and review. Since writing is a 

constantly changing and developing process, the first stages of this process are associated with 

planning and design/thought, while the final stage is associated with editing and review. According to 

Wellington (2003), planning could be considered as a prerequisite for good writing practice. 

Therefore, the first stage of textual creation, planning is the main element of the text and it is 

indispensable for creating a solid text. Writing is directly associated with thinking. Because, creating a 

text is the task of organizing ideas. Thus, it is obvious that someone with good writing skills could 

easily identify the weak and strong chains of thought or logic in any communication environment 

(Topuzkanamış, 2014: 7). 

The first stage of the transfer of the thoughts and emotions of an individual into an organized 

text within a genre type is the sentence and the last stage is the manuscript. The transition from 

sentence to text occurs within an order. This order should exhibit consistency. On the one hand, the 

text is the concrete expression of an individual's emotions and thoughts, on the other, it is the sum of 

the particles of text (sentence, and units of sentence equivalents) that form content integrity (Günay, 

2013: 45). Consideration of the text as the concrete form of emotion and thought would limit the 

linguistic and semantic framework of the text. 

The text is an organization of sentences based on a certain order with a unique discursive 

value and an infinite universe for the reader. According to Aktaş (1994), the sentence units are the 

integral parts of the text and this integrity is associated with the connection between the sentences and 

how the text reflects these sentences. Based on this approach, it could be suggested that the text is 

hyper-word. The fact that the text is a hyper-word unit transforms the text into a product that requires 

high-level writing skills in terms of form and semantics. Therefore, it is not an easy task to author a 

formal and semantically consistent, effective and clear text. 

A complete definition of the concept of text, determination of whether a written or verbal 

expression is a text, separation of a text and non-text require certain criteria (Dilidüzgün, 2017: 27). 

The discourse in the text, the contextual and functional meanings of the words in the text and the 
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construct of the text are among the elements that determine whether a text is a text. Based on these 

elements, the text creates its own linguistic presence (Bülbül, 2011: 48).  

The texts are the products of the act of writing. Providing feedback to the creators of text in 

writing contributes to the development of writing skills of the text creators. Furthermore, according to 

Hyland & Hyland (2006) and Kepner (1991), factors such as the native-language and foreign 

language, and the ability to speak a second language affect writing (text creation) and the development 

of writing skills. Thus, the impact of feedback on the skill to create and write text could not be 

repudiated. 

Every text, that is, writing, should be based on a plan. The plan is an indispensable element in 

writing/text. Planned writing/text requires mental integrity since this plan is initially formed in the 

mind. Planned and integrated writing is closely associated with textual consistency. Writing, in other 

words, text creation is not solely consist of producing words and sentences for students at a certain 

level. These students should possess the text creation skills rather than producing words and sentences. 

The created texts are not just random lines of sentences. In order for a writing to be a text, it should 

meet certain criteria. In linguistic terms, a text is a series of sentences that include sequential and 

semantic elements (Wellington, 2003; Günay, 2013). These elements that provide semantics include 

the text itself and the external textual elements. The consistency and cohesion associated with the text 

are correlated. 

The main purpose of writing education is to create a robust and consistent text that ensures 

self-integrity (Bae, 2001; Can, 2012; Coşkun, 2005; Eryaman, 2008; Karatay, 2010; Ramadan, 2003; 

Witte & Faigley, 1981). In writing, it is important to connect words, sentences, and the elements that 

connect the sentences. These elements form a semantic integrity (Karadeniz, 2017). The sentences and 

the relationships between the sentences in the text reflect the consistency. These relationships formed 

by grammatical structures indicate certain grammatical and lexical qualities (Gutwinski, 1976). This 

constitutes the discursive structure in the text and sentences. 

Consistency 

Consistency was described as the examination of a text based on correlations and to reveal the 

order and linearity of its sentences and paragraphs (Günay, 2013: 118), the semantic connections 

within the deep structure of the text (Karaağaç, 2013: 803), the relationship in the deep textual 

structure (Kerimoğlu, 2014: 238), the logical connection between the meanings created in the deep 

structure (Onursal Ayırır, 2014: 172), and holistic and interconnected semantic particles in the whole 

text (Gül, 2015: 139). Linguists utilize textual criteria to better understand and analyze the 

written/created texts and to create more quality texts (Kocaman, 1999). Consistency is one of these 

criteria. Consistency is the analysis of sentences and paragraphs in the text in general. It is also 
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associated with the mental competence of the reader. Because, consistency depends on the success of 

the writing skills of the creator of the text. 

As reported in previous studies on consistency (Onursal Ayırır, 2014; Toptaş, 2016), there are 

no specific linguistic factors that reflect consistency. Therefore, it is not possible to understand 

consistency with a superficial approach to the text. Gao (2008) considered consistency as the most 

important feature of the text, Çoban & Karadüz (2016) described consistency as establishing 

connections between sentences in the text that reflect semantic and logical integrity of ideas. Yaylagül 

(2015) reported that consistency was based on a logical relationship. Bahar (2014) stated that the 

logical relationship is the presentation of ideas that support or refute one another in a certain order in 

the text and the ability of the author to reveal ideas on the topic without contradiction in the same text. 

Çeçen (2011) and Karatay (2010) also argued that consistency was associated with the integrity of the 

text. According to Gutwinski (1976) and Melanlıoğlu (2017), consistency was associated with the 

paragraph. Consistency is not just a textual feature but rather a result of cognitive processes among the 

text users (Beaugrande & Dressler, 1986). It was observed that Coşkun Ögeyik (2008) also described 

consistency as a basic textual criterion that guides the author in the process of production and the 

reader in the reception phase. 

Each text is organized and created based on a certain theme, construct and discourse. 

Sentences in a text are deliberately put together in a certain logical framework by the author. To 

ensure the textual integrity, it should include the introduction, development and conclusion sections 

(Demirci, 2014). Thus, the quality of a text - this could be either verbal or written text - and whether 

the text really contains textual qualities, the steps in the process of the text creation, how a creative 

text could be created are the questions that should be asked in the process of writing/creating a text. 

Consistency relies on the logical order and connections between the parts of the text based on the 

characteristic of creating a text (Onursal Ayırır, 2014; Özkan, 2004; Toklu, 2011). The consistency of 

a text depends on the sound construction of the relationship between “subject”, “event” and 

“situation.” The robust construction of this relationship is associated with the use of pronouns, indirect 

expressions and repetitions in a certain order. Furthermore, every new sentence and paragraph in the 

text should not be superfluous, present a new information based on the preliminary knowledge and the 

explanations should be complete.  

Research problem 

Writing formal and semantically sound organized texts poses difficulties for every segment of 

society. Particularly, creating a text with introduction, development and conclusion sections based on 

the genre, and establishing coherent and consistent transitions between the sentences are the most 

difficult aspects of writing a text. It could be suggested that writing, which is a difficult skill to 

acquire, would result in creating logically sound, well-constructed and discursive texts when the 
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textuality criterion consistency is significantly ensured. In a study conducted by Can (2012), the 

paragraph aspect of consistency was emphasized in compositions written by students. The author 

focused on the construct and deep structure of the paragraphs. The analysis of the texts written by the 

students based on consistency, construction and transition between the sentences is important for the 

achievements of the students in creating deeply structured texts. Ercan Güven (2019) investigated the 

writing consistency levels of students and addressed the problems he identified in various categories. 

In a study by Keklik & Yılmaz (2013), the consistency of the narrative texts was reflected using 

numerical data. In that study, it was determined that the texts were not analyzed based on deep 

structure, construct, introduction, development, conclusion, paragraph and logic. The study was 

significant for the classification the narrative texts written by the students based on consistency. The 

fact that Yıldız (2016) analyzed the student texts based on several elements of feedback but failed to 

discuss consistency was another reason to conduct the present study. Furthermore, in the studies 

conducted by Parlak (2009) and Balyemez (2006), the older studies were analyzed based on coherence 

and consistency. Biçer & Çoban (2015), on the other hand, investigated consistency in narrative texts 

in Turkish as a foreign language sets. That study was also conducted on existing texts. 

The fact that the above-mentioned studies were conducted on existing texts, not on the works 

of the students, renders the present study significant since it aimed to analyze students texts based on 

consistency. 

The aim of the study 

The present study aimed to analyze the consistency of the narrative texts written by middle 

school students. Thus, the following research problems were determined: 

What are the consistency problems observed in middle school student narrative texts? 

What are the consistency levels in middle school student narrative texts and which factors 

positively or negatively affect these levels? 

What are the consistency levels in middle school student narrative texts based on the analysis? 

Method 

The research design 

In studies where data derives from descriptive analysis, the aim is to present the findings using 

an organized and interpreted approach. The collected data are first described systematically and 

clearly. Then, these descriptions are discussed and interpreted, causalities are investigated, and certain 

conclusions are extrapolated. Descriptive analysis involves association and making sense of the 

obtained themes and estimating predictions (Yıldırım & Şimşek, 2013). In the present study, the texts 

written by 5th, 6th, 7th and 8th grade students were analyzed for consistency with descriptive analysis, 
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the collected data were discussed based on descriptive statistics obtained with the consistency analysis 

rubric and the sample texts written by 5th, 6th, 7th and 8th grade students were digitized based on the 

analysis rubric. 

The study group 

The study sample included 40 middle school students in Van province located at the Eastern 

Anatolia Region in Turkey. These 40 students attending the middle school were randomly selected 

from 2 schools. Ten students attending the 5th, 6th, 7th and 8th grades in the middle school were 

selected randomly. The study sample was determined with simple random sampling. In simple random 

sampling, all elements in the population have the same chance to be selected (Karasar, 2014). 

Data collection instrument and data analysis 

The study data were collected with the “Narrative Text Consistency Analysis Rubric,” which 

was used to assess the texts written by students and written texts. Written documents are documents 

written about a target topic. Written documents could be memories, letters or any other written product 

(Yıldırım & Şimşek, 2013; Taşdemir, 2019). The data collection instrument was the texts written by 

40 students who were attending 5th, 6th, 7th and 8th grades in middle school in the present study. 

These written texts core collected from 40 middle school students that were written on the topic “the 

story of a fawn living in the forest”. Data were collected with the texts written by the students, which 

was used as the data collection instrument in the study. The written texts collected from the students 

were analyzed with the “Narrative Text Consistency Analysis Rubric” developed by the authors. The 

written texts collected from the students are presented with direct quotes based on the research 

problems, and the data were evaluated based on the rubric and presented quantitatively. The texts 

written by 10 students at each grade level are presented in Table 1. 

Table 1. The Codes and grade levels for the texts written by the students 

Grade The Written Text Codes Based on Grade Level and Student 

5 5SM1, 5SM2,  5SM3, 5SM4,  5SM5, 5SM6,  5SM7, 5SM8,  5SM9, 5SM10   

6 6SM1, 6SM2,  6SM3, 6SM4,  6SM5, 6SM6,  6SM7, 6SM8,  6SM9, 6SM10 

7 7SM1, 7SM2,  7SM3, 7SM4,  7SM5, 7SM6,  7SM7, 7SM8,  7SM9, 7SM10 

8 8SM1, 8SM2,  8SM3, 8SM4,  8SM5, 8SM6,  8SM7, 8SM8,  8SM9, 8SM10 
 

The “Narrative Text Consistency Analysis Rubric” developed by the authors includes five 

textual levels. These levels are presented in the table below. 

Table 2. Textual level, textual properties, and scores 

Textual Level Textual Property Score 

5th Level Text Could be accepted as creative text 5 

4th Level Text Could be accepted as successful text 4 

3rd Level Text Could be accepted as partially a text 3 

2nd Level Text Could be accepted as a textual development level 2 

1st Level Text Could not be accepted as a text  1 
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The “Narrative Text Consistency Analysis Rubric” developed by the authors is a 5-point 

Likert-type Rubric. The texts written by the study participants were scored 1 point for a text that could 

not be accepted as a text, 2 points for a textual development level text, 3 points for a text that could be 

accepted as partially a text, 4 points for a successful text, and 5 points for a creative text. 

The texts written by the research participants were analyzed based on five textual levels and 

classified based on textual consistency. Furthermore, the texts written by the students were analyzed 

with descriptive analysis, and consistency problems were identified as sub-categories.  

In the study, 40 middle school students were asked to write a story on the topic “the story of a 

fawn living in the forest.” The purpose of asking students to write stories on this subject was the fact 

that writing a narrative text was the subject of the research. 

The narrative texts written by the participating students were analyzed both qualitatively and 

quantitatively. While the qualitative study data were analyzed with the descriptive analysis technique, 

the quantitative data were statistically calculated based on the 5-point Likert-type rubric and the 

authors attempted to determine the consistency in the narrative texts written by the students. 

Validity and reliability 

The validity and reliability of the study was determined in two stages. The validity and 

reliability of the rubric used in the study was determined in the first stage, and in the second, the 

validity and reliability of the study findings were controlled. 

Expert opinion was obtained from 5 Turkish language experts and 2 measurement and 

evaluation experts to determine whether the rubric measured the consistency of the narrative texts.  

To ensure the validity and reliability of the rubric developed for the study, a literature review 

was conducted to investigate the method that could be employed to determine consistency. The 

literature review demonstrated that a Turkish language scale/rubric was developed by Coşkun (2005) 

based on international scale/rubric. It was observed that most studies on consistency were based on the 

evaluation of written texts in printed resources. Furthermore, the literature on consistency was 

reviewed, the properties associated with consistency were determined, and a new rubric was 

developed to determine narrative texts. The rubric was developed based on narrative text properties. 

The review of the literature on the consistency of narrative texts and obtaining the expert opinion 

based on a certain form were conducted to determine the validity and reliability of the rubric used in 

the study. 

After the textual consistency was determined by the authors, the view of another faculty 

member specialized in Turkish language education was obtained to determine the consistency in the 

student based on the texts written by the research participants and the narrative text consistency 

analysis rubric developed for the study and the items that aimed to determine the consistency in these 
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texts. This process was conducted to improve the validity and reliability of the research findings. In 

the study, both Turkish language education and measurement and evaluation field experts were 

consulted. It was determined that the feedback provided by the experts improved the validity and 

consistency of the stages that were employed to determine and interpret the study findings (Yıldırım & 

Şimşek, 2013). This facilitated the collection of in-depth data in the study and improved the study 

validity and reliability. 

Table 3. The relationship pearson correlation showing intra-observer consistency 

 

When Table 3 is examined, in order to determine the relationship between the experts, Pearson 

Correlation analysis shows that there is a highly positive and significant relationship between the first 

and second expert/observer (r = .989, p <.01). 

Findings and Interpretation 

In this section, the findings obtained in accordance with the aim of the study and their 

interpretation are presented. Certain consistency problems experienced by the participating students 

whose written texts were analyzed for consistency in the study are presented below. 

Findings on the first problem 

The data associated with the first research problem, “What are the consistency problems 

observed in middle school student narrative texts?” are presented below: 

Inability to completely reflect the associations between the events to the text. 

Disruption of the flow of the story abruptly and sudden transitions. 

Inconsistencies and irrationality between the text sections. 

Lack of a conclusion section. 

Confusion about the protagonists, lack of consistent characters. 

Five sub-categories were obtained for the first research problem. It was determined that the 

middle school students could not reflect the events that they imagined exactly to the text, there were 

contradictions and irrational passages between the sentences in the text, the texts lacked a conclusion, 

the protagonists were not exactly defined and transitions between the events were not adequate. The 

narrative texts written by the participants could be exemplified as follows:  

  

 1. Expert 2.   Expert   

1.  Expert 1    

2.  Expert ,989** 1   
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Inability to completely reflect the associations between the events to the text 

Example: 

 “On its way, a fawn suddenly got lost. As its parents were looking for it… the fawn was 

afraid of the first tree that appeared” (5SM1). 

The fact that the parents of the fawn realized that it was lost and started to look for it was not 

included in the text. This problem led to a discontinuity in the story. The example could be considered 

unacceptable based on the above-mentioned criteria. The description of this criteria; "No unity 

between the sentences. Each sentence refers to a separate topic. The transition between sentences is 

very weak” could be found in the above example. 

Disruption of the flow of the story abruptly and sudden transitions 

Example: 

 “The fawn is left there alone, but I should not have left it there, I did like my parents, and gets 

worried as if it had the mistake of its life and it has been months since I lost it” (5SM4). 

In the story, the strong gazelle regrets the fact that it did not protected the fawn; however, 

immediately it starts to talk about months later. In the same story; 

“It would have found it, but it had left the area. The gazelle was very old. It had become an 

invalid.” The transition to the time when the gazelle was elderly was sudden (6SM4). 

The analysis of the above-mentioned examples demonstrated that the statement included in the 

first level of the rubric, “The topic is not clear. The sentences are confusing, and the meaning is not 

obvious. There are sudden sentence transitions in most parts of the text, and the text lacks a construct” 

was reflected in the examples. Furthermore, the statement about the second rubric level, “The subject 

is more or less clear, but there is almost no unity between the sentences. The introduction section is 

present, but the development and the conclusion sections are not clear” was also true. 

Inconsistencies and irrationality between the text sections 

Example: 

“When they heard that mother gazelle was giving birth to the fawn, the lions came to chase the 

mother gazelle and the fawn, but the fawn could not run since it was a newborn and fell to the ground. 

When the mother gazelle saw this, looked right behind her, stopped and went to the front of the fawn. 

The big-eyed lions were big and out of breath. The lions ate the mother gazelle with pleasure, but they 

were not full. When the fawn saw that they were not full, it immediately started running. It ran and 

ran…” (5SM6). 
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When the author stated that the fawn could not run to escape from the lions because it was 

newborn and fell to the ground in the second structure of the story, it was mentioned that the fawn ran 

away from the lions in the third structure. 

Example: 

“One day a very lonely fawn was born in the forest and its mother named it Bambi. Bambi 

loved to live in the forest and in nature. It said to his father: ‘Daddy, would you teach me how to 

protect myself against the lions?” (6SM7) 

At the beginning of the text, the author stated that the fawn was alone; however, in the next 

sentence, we learned that it had parents. 

Example: 

“The uncle of Bambi was a sumo wrestler, so he was a very strong gazelle and consoled 

Bambi. Bambi was very safe with him, because no one could beat her because her uncle was a sumo. 

In general, the king of the forest is the lion, but the king of the Huzurkin Forest was the gazelle, or 

sumo. When the lions saw him, they were scared of him. One day, a lion said let us attack the big 

gazelle together and eat him, but [the attempt was] in vain. All of them gathered, eventually gathered, 

albeit difficultly, and Bambi heard about this treacherous plan and hurried to her uncle. Uncle: What is 

this fuss? Bambi: Lions! Uncle: What lions? Bambi: Uncle, lions are all united and they will kill you. 

The uncle said: They should come and see their fate. And all the lions arrived with spear-knives, rifles 

and put the sumo on the ground, Sumo said to Bambi: Take this necklace, it will strengthen you, and 

Bambi lost his uncle and cried a lot” (5SM2). 

In the text, it was mentioned that uncle gazelle was the king of the forest and stronger than 

everyone else, and then the lions’ plan to kill the uncle gazelle was mentioned. In the next part, it was 

stated that the plan was in vain, but also the uncle gazelle was killed by the lions. 

Irrational and contradictory events are the most common examples of inconsistencies in a text. 

These cases were especially exemplified in the texts quoted above. The statement included in the 

rubric, “Although certain parts of the text exhibit integrity, there are contradictions and logical errors 

in the textual construct” was associated with these cases. 

Lack of a conclusion section 

Example: 

"The mother went to the cave where the fawn went, and the mother of fawn also chased the 

lion, and when the mother of fawn fled, the fawn hide behind the door and went out and cried and the 

story of the mother of the fawn and the fawn." (M23) 
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The lack of a conclusion in the text is a serious consistency problem. In this text, there was no 

hint of a conclusion after the events that the fawn, its mother and the lion experienced were told. 

Instead, the story ended by stating that it was a “story of the mother of the fawn and the fawn.” 

Example: 

“A lot of lions prepared. They asked the fawn. 

Where is the shelter of you gazelles? they said. 

The fawn was very scared. It could not make a sound. But the lion asked again. 

-If you tell us where it is, we will not eat you. 

The baby gazelle was brave and did not tell” (7SM4). 

In this text that talks about the fawn who was caught by the lions when it was strolling with 

the permission of its mother, it was stated that the fawn did not concede the location of their shelter 

and this behavior was considered a bold move. The text did not bear a clue about the fate of the fawn. 

The questions in the reader's head were not resolved at the end of the text. 

One of the frequent consistency errors encountered in texts that are expected to possess 

integrity and should have a conclusion is the case where the events do not lead to an outcome. Thus, 

the reader may think that the text is incomplete when reading the text. Based on the rubric, the 

property of the 3rd level texts, namely “Partial integrity is provided in the introduction, development 

and conclusion sections of the text. But the whole text lacks integrity,” was observed especially due to 

the fact that the link between the development and conclusion sections was missing. 

Confusion about the protagonists, lack of consistent characters 

Example: 

“The fawn was left there all alone, but when I had to leave it there, I did like my mother and 

father did, it was worried, as if it did the mistake of its life and it had been months since it lost it. It 

was so sorry, it would find it, but it had left. The gazelle was very old and became invalid” (5SM9). 

In this story, after talking about the growth and strengthening of the fawn, the attack of lions 

to the gazelles was mentioned. At this stage, another fawn without parents appears. The strong fawn 

does not help the other fawn. The personalities of these two protagonists, who meet again at a later 

time, were mixed. It becomes difficult to determine which one was the strong gazelle, and which one 

was the fawn. 

Findings on the second research problem 

The findings on the second research problem, "What are the consistency levels in middle 

school student narrative texts and which factors positively or negatively affect these levels?" are 
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presented in tables. For each consistency level where five textual levels were determined based on the 

rubric, two written text examples are presented, and a total of ten examples are included for the levels 

of the narrative text consistency based on the narrative text properties. These examples are associated 

with the positive and negative aspects of consistency, as per the research question. 

Table 4: Grade levels and textual levels for these grade levels 

 

 

Not 

acceptable as 

a text 

The text could be 

accepted as a 

development stage 

Partially 

acceptable 

as text 

Successful text Creative 

text 

8th grade    M2, M10 M3, M5, M7, M8 M1, M4, M6, M9 

7th grade  M4, M7 M1, M6, 

M9, M10 

M2, M3, M5, 

M8 

 

6th grade  M7, M8 M3, M4, M6, M9, M10 M1, M2, 

M5 

  

5th grade  M1, M3, M4, 

M7, M9 

M2, M5, M6, M8, M10    

 

The analysis of Table 4 demonstrated that the texts written by 5th grade students were mostly 

in the 1st and 2nd level textual groups. Furthermore, the texts written by 6th grade students were 

mostly in 2nd and 3rd levels, the texts written by 7th grade students were in 3rd and 4th levels, and the 

texts written by 8th grade students were mostly in the 4th and 5th levels. 

Table 5. The general construct of a sample text for the not acceptable as a text level 1 

Topic: The Fawn                                 Title: The Fawn 

Introduction: The fawn was friends with three hundred gazelles, they strolled together, went out, visited each 

other, spent their days, ran, grazed and got excited together. 

Development: There are no events that could be associated with a development section in the text. 

Conclusion: There are no events that could be associated with a conclusion section in the text. 
(5SM3) 
 

The review of the general structure of a text written by a 5th grade student and given in Table 

5 demonstrated that the text included a partial introduction section but no development and conclusion 

sections. The introduction of the text included consecutive independent sentences. This was the reason 

why the text was considered as first level. In this story, no specific subject and plan were observed. 

The events in the text were listed one after without integrity and repeated. It was not possible to 

determine separate sections in the text. It was difficult to argue that this writing was a text. There were 

no separate introduction, development and conclusion sections in this text, only a few introductory 

events were described. 

Table 6. The general construct of a sample text for the not acceptable as a text level 2 

Topic: The Fawn                                Title: The Life of a Gazelle in the Forest 

Introduction: The fawn and the forest, the fawn goes to the forest, it sees a bear and runs away, other 

animals and the fawn, the fawn goes back to the forest, the animals in the forest live happily ever after, they 

help those who were lost. 

Development: There are no events that could be associated with a development section in the text. 

Conclusion: There are no events that could be associated with a conclusion section in the text. 

(6SM7) 
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The review of the general structure of a text given in Table 6 demonstrated that the text 

included a haphazard introduction and no introduction and conclusion sections. Several events were 

intertwined in the introduction section in the text. It was not possible to determine a topic and a plan in 

this text. There was no link between Event 1 and Event 2 in the text. It cannot be suggested that a story 

was created in this text. 

Table 7. The general construct of a sample text for the level that could be accepted as a development 

stage 1 

Topic: The Fawn                                   Title:   The Fate of the Fawn                  

Introduction: The mother of the fawn dies during birth, the fawn is left all alone, it grows up, it is two years 

old and can take care of herself, can run fast 

Development: The fawn fells into a well, it falls into a well when strolling in the forest and goes to the 

bottom and faints, she finds herself in a cage when she recovers, sees many animals in cages, cannot free 

herself despite her efforts, thinks that she has nothing else to do but sit down 

Conclusion: No events that could be associated with a conclusion section in the text.  

(6SM3) 

 

The review of Table 7 demonstrated that the introduction and development sections were 

partially present in the general construct of the text, which was considered within the development 

stage level; however, these sections were not completely exemplified. It was observed that there were 

sudden changes between the events in the introduction and development sections and the text did not 

include a conclusion section. The first problem in the text, which was considered a third level text, was 

the fact that the time passed very rapidly. The section started with the phrase "one day when the fawn 

was two years old" took the text that started with the birth of the fawn two years later. There were also 

some difficulties in the development and conclusion of the story. The fawn, who found itself in a cage 

when it opened its eyes and saw other animals in the same situation, was not surprised. The fawn, who 

attempted to get out very briefly, failed and the text ended. 

Table 8. The general construct of a sample text for the level that could be accepted as a development 

stage 2 

Topic: The Fawn                                Title: The Fawn and The Fox 

Introduction: When strolling, the fawn is followed by a fox, and the fox invites the fawn to lunch subtly,  

Development: The fawn refuses the fox’s offer and invites the fox to her home, the lunch is delayed, they 

start eating together, the fox schemes to eat the fawn bot cannot see the fawn, and the fawn sneaks behind 

the fox with an axe and cuts his head into two, and says the hunter is hunted 

Conclusion: No events that could be associated with a conclusion section in the text.  

 (6SM9) 

 

The review of Table 8 demonstrated that the general construct of the text included the 

introduction and development sections; however, there was no event that could be associated with the 

conclusion section and it was a repetition of the introduction and development sections. This plain and 

short text, which was considered to be in the textual development stage, described the fox’s plan and 

action to eat the fawn. The fox, who did not have the opportunity to implement the plan, was killed by 
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the fawn with an ax and paid the price for his scheme. At the end of the text, the message that "the 

hunter was hunted" was given to the reader. This narrative text was negative since the events were 

narrated very briefly almost like a summary. 

Table 9. The general construct of a sample text that could be partially accepted as a text 1 

Topic: The Fawn                                Title: The Dog of the Gazelle 

Introduction: The swan is small and beautiful, and an orphan. 

Development: The gazelle is lost in the forest, encounters the lion, starts running, got caught and taken to the 

den of the lion, the gazelle is saved, asks for help, the dog enters the den and saves the gazelle, 

Conclusion: The death of the lion, the dog kills the lion with a bomb, the gazelle thanks the dog, and the 

gazelle and the dog become a family 
 (7SM1) 

 

As seen in Table 9, the text could be considered as an example for a partially acceptable text, 

and included introduction, development and conclusion sections; however, the sections did not exhibit 

integrity. Furthermore, it was observed that the sections were disconnected and sudden events and 

changes in the characters were observed. Despite certain flaws, this story reflected partial topical 

integrity. The previous events paved the way for the events that followed. The facts that the 

protagonist of the story, the gazelle was lost when left alone, got caught by the lion and saved by the 

dog were given in a certain order. All these events focused on the gazelle. 

There are certain significant inconsistencies in this text. For example, the fact that the gazelle 

was an orphan was not attributed to any reason. It was not logical that the gazelle, who decided to go 

on a long journey, started this journey only because of boredom. The lion who caught the gazelle takes 

it to his home; however, the home was never mentioned again in the rest of the story. The home was 

replaced by a den. It was stated that when the dog entered the place where the gazelle was held, it 

immediately extended a rope and rescued the gazelle. It could be argued that how the dog, who was 

already inside, extended the rope inside. Another inconsistency was the fact that the web, which has a 

perforated structure, was made of tree leaves. 

Table 10. The general construct of a sample text that could be partially accepted as a text 2 

Topic: The Fawn                               Title: Happiness of the Little Gazelle 

Introduction: The fawn, the fawn was very scared, the fact that fear was hereditary 

Development: The fawn and the monster, the fawn goes to the forest for a stroll, encounters a monster, 

escapes from the forest, the fawn and the fairy, the fawn sees a fairy in her dream, the fairy tells the fawn 

that she will be happy, the fawn grows up, everything that the fairy told happens, nothing bad ever happens 

to the fawn. 

Conclusion: No events that could be associated with a conclusion section in the text.  

 (7SM2) 

 

As seen in Table 10, it was determined that this text sample, which could be partially accepted 

as a text, included introduction and development sections, but no conclusion section. It was observed 
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that the introduction and development sections included repetitive events (construct). There was no 

conclusive event, since the introduction and development sections were duplicates. 

The title of the text was “Happiness of the Little Gazelle”. However, in some parts, the word 

fawn was used instead of "little gazelle". There was a certain plan in this text; however, it was 

observed that the links between the events and situations were weak in the text. The links between the 

fawn going to the forest, encountering the monster and escaping from the forest were very weak. All 

these events were narrated in a single sentence. 

Table 11. The general construct of a sample for a successful text 1 

Topic: The Fawn                                Title: Poor Fawn 

Introduction: The mother gazelle dies when giving birth to the fawn, the fawn is left alone, finds a place 

where there is plenty of grass 

Development 1: The friend of the fawn, the fawn is lost, finds a friend 

Development 2: Lion attacks, the two friends escape from the first attack, in the second, the friend of the 

dawn is caught, the fawn is sad and cries. 

Development 3: The strong gazelle, the fawn grows up and becomes strong, encounters the lion again and 

gets away. 

Conclusion: The fawn discovers the original habitat, her brother and father while running away from the 

lion, the fawn sees her brother and father in the old place, all are happy 

(8SM3) 

 

As seen in Table 11, the text could be considered at a level that could be accepted as 

successful text. It was observed that the text included introduction, development and conclusion 

sections and there was a certain consistency between the sections. Furthermore, the development 

section of the text was partially diverse. This was an important factor in the consideration of the text as 

successful. 

The story tells the adventures of a fawn. The fawn, who lost her mother at birth, was alone and 

hungry. The events that started with that fact continued within a logical sequence. However, there are 

certain consistency problems. The subject suddenly changes as the fawn, who lost her way, slowly 

walks in the forest, and the story skips a day to the time when the fawn finds a friend. There was no 

fixed mode in the story. Sometimes, heard past tense, in other times, observed past tense mode was 

used. The growth and strength of the fawn was not a process but occurred suddenly. 

Table 12. The general construct of a sample for a successful text 2 

Topic: The Fawn                                Title: The Life of a Fawn 

Introduction: Failure of the lazy fawn despite her efforts, her absenteeism 

Development: Encounter of the fawn with another similar fawn, the fawn has an idea when walking on the 

road, sees someone just like her, they become friends, they study together, being happy, and the fawn 

becomes industrious thanks to her friend 

Conclusion: They live happily ever after. 

 (8SM5) 

 

As seen in Table 12, it was determined that the text included introduction, development and 

conclusion sections and was partially consistent. Similar events were narrated in all three sections of 
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the text; however, these events were not successfully constructed. This is what made the text weak in 

consistency. The text begins with the introduction of the fawn. The reasons for the laziness of the fawn 

were explained. Although there were some problems in the connections between the events described 

in the text, the whole text was constructed with a plan. The fawn, who was lazy at the beginning of the 

story and was uncomfortable with her laziness, became a hard worker after she found a friend who 

looked like her and started studying with her. 

There were certain inconsistencies in the text, albeit a few. For example, the fawn had an idea 

when walking on the road; however, what the details of that idea was never mentioned. A second 

example of inconsistency could be observed in sudden time lapses. While it was told that the fawn was 

walking on the road, the subject was changed abruptly and it was mentioned that the fawn encountered 

someone who looks like her. 

Table 13. The general construct of a sample for a creative text 1 

Topic: The Fawn                                Title: The Fate of the Gazelle Family 

Introduction: Introduction of the forest and the gazelle family, the solidarity among the animals in the forest, 

the migration of the gazelle family to the forest 3-4 years ago, the frustration in the forest after their arrival 

Development: The insidious scheme of the gazelle family, their desire to torture all other animals, inviting 

everyone to a dinner honoring all animals, setting a trap during the dinner by placing bombs under the tables, 

arrival of the guests, while everyone was eating the gazelle family excuse themselves due to illness, other 

animals follow the gazelles to help them, the bomb goes off, the fawn remembers that she forgot her bag of 

necessities and goes back, the parent gazelles explode the bomb unaware of the absence of the fawn. 

Conclusion: The death of the fawn and destruction of the gazelle family. 
(8SM1) 

 

As seen in Table 13, the example given for the general construct of a creative text 

demonstrated that the introduction section of the text was different, and this different introduction was 

constructed as a plan in the development section. In the conclusion section, the end of the story was 

remarkable. It was determined that the introduction, development and conclusion sections were 

consistent. In this story, the topical integrity was maintained from the introduction to the conclusion 

section. The plot was firm, and the traps set by the protagonists (the gazelle family) were successfully 

narrated. 

The story evolved based on a fundamental problem. This problem was the gazelle family's 

desire to harm other animals. The story ended when the problem was resolved unexpectedly and 

against the original plan. The gazelle family lost their offspring as a result of their own trap. Thus, this 

story was successful in terms of consistency. 
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Table 14. The general construct of a sample for a creative text 2 

Topic: The Fawn                                  Title: The Event that the Fawn Experienced 

Introduction:  The gazelle and her friend the squirrel, the characteristics of the gazelle and the squirrel, they 

become good friends. 

Development: The gazelle goes to the forest to search for grass alone and encounters friends, encounters a 

wolf, the gazelle eats some grass and falls asleep, sees a cub wolf in her dream, when she wakes up, she 

encounters a wolf and carried to the home of the wolf. 

Conclusion: The squirrel looks for the gazelle, hits the wolf on the head and saves the gazelle and live on 

happily ever after  
(8SM4) 

 

The review of Table 14 demonstrated that the general textual consistency was good, it was 

also determined that the introduction, development and conclusion sections were consistently 

integrated. 

In the story, topical integrity was robust. A logical sequence could be observed in the 

succession of events. The fact that the gazelle and the squirrel who always went out together went out 

separately on the day of the events was left unexplained and the only negative property in the text. 

Furthermore, the fact that the fawn was worried about encountering the wolf, saw this possibility in 

her dream and eventually encountered the wolf demonstrated that the events in the story were written 

based on a plan and a certain consistent construct. In addition, the fact that the squirrel searched for the 

gazelle, who was a friend, and saved his friend by neutralizing the wolf was also one of the factors that 

positively affected the flow of the events. 

Findings on the third research problem 

The data associated with the third research problem, “What are the consistency levels in 

middle school student narrative texts based on the analysis rubric?” are presented below: 

Table 15. Consistency levels of the texts written by middle school students 

Rank Textual Consistency  Frequency 

5 The text could be accepted as creative 4 

4 The text could be accepted as successful 8 

3 The text could be partially accepted as text 9 

2 The text could be accepted as a textual development 12 

1 The text could not be accepted as a text 7 

 

The review of Table 15 demonstrated that 7 out of 40 texts were in the first level, 12 were in 

the second level, 9 were in the third level, 8 were in the fourth level, and 4 were in the fifth level 

textual consistency category. 

The common problem in the two texts that were considered within the scope of the “The text 

could not be accepted as a text” category, which was the first level, was the fact that the text was not 

even a text, let alone a narrative text. In these two examples, there was not even a single well-formed 

and understandable sentence throughout the page. 
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The first common problem in the texts that were considered in the “The text could be accepted 

as a textual development” category, which was the second level, was the poor topical integrity in the 

texts. However, semantic gaps that readers could not easily bridge were also noticeable in the texts. 

The fact that temporal transitions between the events were quite sudden in the texts was one of the 

common problems observed in that category. 

The general problem in texts in the category of “The text could be partially accepted as text,” 

which was the third level, was the lack of causality in the events that occurred due to the behavior of 

the protagonists. In other words, the factors that led to these events were not mentioned. Another 

problem observed in texts in this category was the lack of the consequences of the events. The fact that 

the protagonists and other characters in most of the nine texts determined in this category were not 

promoted as they should be was also among the factors that negatively affected the consistency in the 

texts. 

The problem frequently encountered in the eight texts included in the "The text could be 

accepted as successful" category, which was the fourth level, was the absence of a constant temporal 

mode. In these texts, the heard past tense and the known past tense were used together. Another 

noteworthy problem was that the events given in the conclusion section were semantically weak since 

the required details were not provided. 

The inconsistencies described above were not observed in the texts in the "The text could be 

accepted as creative" category, which was the fifth level. These texts were significantly narrative texts. 

The texts at this level were considered successful based on the progress of the events that developed 

around a certain topic (revenge 8SM1-trap 8SM4) from the introduction to the conclusion section in a 

logical order and provoking curiosity. 

Discussion, Conclusion and Recommendations 

Several studies have been conducted on consistency. One of these studies on consistency was 

the study where Coşkun (2005) developed the narrative consistency rubric. The rubric was used in 

subsequent research. Güven (2014) analyzed three stories by Mustafa Kutlu based on the rubric 

developed by Coşkun (2005) and concluded that the texts were original and interesting in terms of 

coherence and consistency. However, Coşkun (2005) consistency rubric is a descriptive analysis that 

aim to determine consistency. Since the interest in the stories vary based on the interests, needs and 

attitudes of the students, Güven’s scale/rubric (2014) could not be accepted as valid and reliable in this 

respect. However, the compatibility of the textual sections and the integration of the stories could be 

determined with the rubric. 

Seçkin, Arslan & Ergenç (2014) analyzed the texts written by high school and college students 

based on consistency in the study conducted with the rubric developed by Coşkun (2005). The 
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application conducted with 40 male and 40 female students demonstrated that the average consistency 

score of the narrative texts written by female students was 3.53, and the same average score for the 

male students was 2.90. The findings obtained by Seçkin, et al. (2014) could be reinvestigated based 

on various perspectives since it should not be overlooked that the difference could be due to other 

validity and reliability factors in the study. Keklik & Yılmaz (2013), on the other hand, analyzed the 

narrative texts written by 11th grade students with Coşkun’s (2005) scale/rubric. The analysis of 

consistency demonstrated that the mean consistency score of 300 students was 1.87. The mean score 

was lower than that reported by Seçkin, Arslan & Ergenç (2014). Another research, where the rubric 

developed by Coşkun (2005) was used, was conducted by Biçer & Çoban (2015). The mean 

consistency score of the narrative texts published by New Hittite books was determined as 3.52 in the 

study, where the consistency of the narrative texts in Turkish as a foreign language books published by 

the New Hittite and used in Ankara University and Gazi University TÖMER organizations. It was 

determined that the mean consistency score in narrative texts in New Hittite books was 3.52 and the 

same in Gazi Turkish as a foreign language books was 3.57. In the study conducted by Bayburtlu 

(2019), the students’ cohesion and consistency levels in verbal texts were investigated. The study 

findings demonstrated that students’ cohesion and consistency levels were not good. 

Literature review revealed that consistency was investigated based on two different 

approaches in previous studies. The first approach entailed the analysis of the texts in printed 

resources for consistency, and the second entailed the analysis of the texts written by students in 

various levels of education for consistency. Sample studies on the consistency in texts written by 

students included the studies by Can (2012), Keklik & Yılmaz (2013), Ercan Güven (2019) and Yıldız 

(2016). The studies by Biçer & Çoban (2015), Parlak (2009) and Balyemez (2006) were on the 

consistency of texts in printed resources. In the present study, the narrative texts written by 40 middle 

school students were analyzed with a novel rubric developed by the authors. In the current study, 

where the consistency of the narrative texts and the effect of consistency on text creation was 

determined, it was determined that the narrative texts written by the students were at the third level, 

that is, they were partially acceptable as texts. The difference between the present study and the 

studies conducted by Can (2012), Keklik & Yılmaz (2013), Ercan Güven (2019) and Yıldız (2016) 

was the fact that the consistency problems and textual levels were determined in the narrative texts. 

In studies on the consistency and/or coherence of the texts written by those who were learning 

Turkish as a foreign language, it was determined that the consistency of the written texts was poor 

(Aramak, 2016; Karakoç Öztürk & Dağıstanlıoğlu, 2018; Mantı, 2017; Yıldırım, 2016). Based on the 

present study findings, the consistency of the narrative texts written by 5th, 6th, 7th and 8th grade 

students whose native language was Turkish was poor as well. In studies conducted by Ayaz (2007), 

Can (2012), Coşkun (2005), Çeçen (2009-2011), Çocuk & Kanatlı (2012), Kafes (2012), Karadeniz 

(2015- 2017), Karatay (2010), Özşavli (2016), Seçkin et al. (2014), Tiryaki & Mengüllüoğlu (2016), 
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Ülper (2011) and Yılmaz (2012), it was determined that the consistency and cohesion of the texts 

written by the students and/or pre-service teachers were generally not good. In the present study, 

where the narrative texts written by middle school students were investigated for consistency, it was 

concluded that the number of texts that could be accepted as fully consistent was very low. 

The present study findings demonstrated that the consistency of the texts written by 8th grade 

students were better when compared to those written by 5th grade students. Jin (2011) analyzed the 

levels of the texts written by the Chinese who were learning English and concluded that the written 

texts of the advanced level students were better. This finding demonstrated that as the level of 

education increased, the level of consistency in written texts increased as well. The study findings 

demonstrated that that the authors jumped from one event to another, references were made to an 

unrelated individual, and these sections were mostly irrational. Bae (2001) reached similar conclusions 

in another research. According to Bae (2001), children who learn English mostly make mistakes in 

references. This is also among the common consistency and coherence mistakes of students whose 

mother tongue is Turkish. The present study also demonstrated the events changed suddenly in the 

texts written by the students and the course of the event changed suddenly. This finding was consistent 

with the findings reported by Çeçen (2011) and Tiryaki & Mengüllüoğlu (2016). 

The present study findings demonstrated that the middle school students experienced problems 

in writing on a particular topic and could not express the event in writing. According to a study 

conducted by Ercan Güven (2019), students created more successful texts when they were free to 

choose the topic. Malgwi (2015) also reported similar findings. In studies conducted by Bayburtlu 

(2019) and Ercan Güven (2019), consistency problems experienced by the students included 

inconsistency between the text and the topic, formation of irrelevant sentences, illogical sequence of 

sentences, sudden changes in the course of events, sudden transitions and narration of events in a 

consecutive manner in a short text, contradictions and illogical events between the text sections, 

inability to reflect the relations between events already considered by the author in the text, lack of a 

narrative focus, divergence of text from narrative features, lack of an effective introduction, and lack 

of a main idea/ lack of auxiliary ideas. Similar mistakes were observed in the present study. 

The analysis of the consistency of the narrative texts written by the study participants 

demonstrated that it was possible to mention a plan, topic and links in the texts; however, it was 

concluded that certain problems had a negative effect on the structure of these text. Furthermore, it 

was concluded that although the students did not experience problems in visualizing the requested 

text, they experienced serious problems in transferring these ideas into written texts on a regular basis. 

This was determined due to the fact that the events in the texts were diverse, but these events were not 

related to one another. These problems that students experienced when transforming their ideas into 

text were due to the lack of text creation skills. 
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The findings on the first research problem "What are the consistency problems observed in 

middle school student narrative texts?" demonstrated that the authors could imagine but could not 

transfer the associations between the events to the text, there were sudden changes in the course of 

events in the text and sudden transitions between the events, there were contradictions and illogical 

changes between the textual sections, there was no conclusion, the authors confused certain 

protagonists, and were unable to identify the original protagonist. 

The findings on the second research problem" What are the consistency levels in middle 

school student narrative texts and which factors positively or negatively affect these levels?" are 

presented in tables. The review of the tables where the findings on the second research problem were 

presented demonstrated that the students experienced various problems in creating narrative texts and 

the most important of these problems was the construct and inability to write about the event in an 

orderly manner. Furthermore, it was concluded that several events were mixed in the texts written by 

the students, which led to complex and incomprehensible events. Furthermore, it was determined that 

students experienced various problems in organizing these events. In brief, it was determined that the 

students experienced problems in writing about the events in detail and presenting the events in a 

logical order. 

The findings on the third research problem “What are the consistency levels in middle school 

student narrative texts based on the analysis rubric?” demonstrated that 7 texts were not acceptable as 

a text, 12 were accepted as developmental stage texts, 9 were partially acceptable as texts, 8 were 

accepted as successful texts, and 4 were accepted as creative texts. Thus, it was determined that the 

consistency of the narrative texts written by the students was mostly at the textual development stage. 

In general, excluding the very good texts, it was determined that the majority of the students 

experienced consistency problems in the texts they wrote. Thus, paying attention to the following 

points could allow the student to write quality narrative texts and contribute to the integrity of the 

texts: 

The determination of the student level at the beginning of the instruction process, which is an 

important principle in education, plays an important role in understanding the improvement after the 

instruction process. A level determination application that Turkish language teachers would conduct 

with the students during the first days of education could guide future writing studies. This would 

serve as a guide for the acquisition of basic skills (topic, plan, construction, and integrity in writing) by 

the students. 

Written exams are applications where the teacher can clearly observe the writing levels of the 

students. Encouraging students to participate in regional and national competitions could also 

contribute to the integrity and consistency of the texts written by the students. 
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In addition to the reading hours commonly implemented in schools, practical writing hours 

could be organized for the students to acquire writing habit. In particular, the analysis of the texts 

written by students for consistency in front of the whole class and presentation of the strengths and 

weaknesses in these texts could contribute to more consistent narrative texts. 

It was observed that most studies on consistency were conducted with descriptive and content 

analysis on written documents. The present study was similarly based on descriptive analysis of 

written documents. Thus, future action research could be conducted on consistency. 
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Abstract 

This study aims to develop an attitude scale that will reveal preservice teachers’ attitudes towards 

classroom as an educational environment. Two references were applied in the process of writing the 

items to be included in the draft form of the scale: relevant literature and students’ opinions. 50 items 

were written in line with these two references, but upon the experts’ suggestions necessary corrections 

were taken into consideration and a draft form with 45 items was developed. Draft form of the scale 

was applied to a total of 473 students consisting of 361 females and 112 males who were studying at 

different levels of various teaching programs in the fall term of 2018-2019 academic year at Gazi 

Faculty of Education in Gazi University. Validity and Reliability analyses were done on the set of data 

obtained through the application of draft form. On the set of obtained data, exploratory data analysis 

(EDA) was carried out first for construct validity and then confirmatory factor analysis (CFA) was 

conducted. Exploratory data analysis (n1=263) and confirmatory factor analysis (n2=210) were 

performed in two separate groups. The results of exploratory data analysis (EDA) revealed that the 

scale consisted of 32 items and 4 sub-dimensions. The results of confirmatory factor analysis which 

was conducted following exploratory data analysis revealed that adaptive values regarding the model 

were RMSEA, .066; χ2/df=2.1; SRMR=.05; IFI=.91; CFI=.91. These values regarding the scale which 

were obtained as a result of confirmatory analysis show that the structure of the scale was confirmed.     

Keywords: Learning, Learning Environment, Classroom, Developing Attitude Scale 

DOI: 10.29329/epasr.2020.270.11 

 

 

  

                                                 
1  Assoc.Prof.Dr., Gazi University, Gazi Faculty of Education, Department of Educational Sciences, Ankara, Turkey.  

   ORCID: 0000-0002-6806-0160  ficetin@gazi.edu.tr 
2 Assoc.Prof.Dr.,Gazi University, Gazi Faculty of Education, Department of Educational Sciences, Ankara, Turkey.  

   ORCID: 0000-0003-4847-3459  oozden@gazi.edu.tr 
3 Assoc.Prof.Dr.,Gazi University, Gazi Faculty of Education, Department of Educational Sciences, Ankara, Turkey.        

   ORCID: 0000-0002-4319-5667   scetin@gazi.edu.tr                                          



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

234 

Introduction 

Learning can take place anytime, anywhere, so the environments where learning takes place 

vary to a great extent. Hence, environments which are involved in the learning process and which are 

formed through the interaction of place, time, infrastructure, equipment and psycho-social factors 

affecting the learning process can be defined as learning environment (Acat, 2005). Learning 

environment comprises of all factors affecting learning process. Learning environment refers to 

schools which are special places constructed for education and which are home to majority of 

educational and teaching activities whose main purpose is to form and develop behaviours 

(Bursalıoğlu, 1991). School is an institution which societies identify with the notion of education and 

educational services. The major feature that distinguishes school from other institutions is that it works 

for the sake of human beings and has the ability to make them different (Bostancı, 2009). One of the 

most important components of education is classroom environment where education is conducted. 

Classroom is a communal life space where educational and teaching activities are carried out in line 

with pre-established purposes (Aydın, 2012).  

Classroom is a system of relations which is second most important thing in a student’s life 

after his / her family. In the classroom, while new behaviours are added to what students already 

gained in their families, bad behaviours and wrong information are changed. On one hand, students are 

provided with the opportunity to socialize through enculturation, on the other hand necessary 

conditions are created for the students to realize and improve their potentials and to individualize 

(Demirtaş, 2012). Classroom environment consists of the combination of personality traits of the 

students in the classroom, students’ attitudes towards school and class, their habits of studying and 

resting, their cultural background from the family, the relations between the students, physical 

conditions of the classroom and student-teacher interaction (Eryaman, 2007; Erden, 1998).  

Students’ feelings and thoughts as individuals are considered to be of great importance in 

today’s education system. Therefore, students’ feelings and thoughts regarding the classroom 

environment in which they study need to be taken into consideration (Saban, 2004). In today’s world, 

when teachers’ and students’ roles, teaching strategies and methods, testing and evaluation techniques 

are questioned, classroom environment as a learning environment is to be examined thoroughly 

(Tuncer, Bal, Özüt ve Köse, 2012) because students would not feel good in a negative, unpleasant or 

undesired learning environment, and they would not want to be in such an environment. Moreover, 

such environments lower students’ academic success and increase their tendency to resort to undesired 

behaviours (Blum, 2005).   

Classroom environment is a very comprehensive term that includes all stages from the 

planning of learning-teaching process to its completion. This term includes a number of components 

such as rules applied in the classroom; the clarity of these rules and how they are set; communicative 
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environment in the classroom; teachers’ and students’ expectations; methods and techniques used in 

the learning process; innovation, variety and differences of these methods and techniques; whether 

students are involved in decision-making process; physical features of the classroom; characteristics of 

students and teachers; classroom atmosphere (social, emotional and psychological interactions in the 

classroom) (Kurt et al., 2013; Mesa, 2012; Riedler & Eryaman, 2016).    

Studies aiming to determine how students’ perceptions of classroom environment influence 

their cognitive and affective qualities reveal that an important part of the variance regarding learning 

outcomes is explained with perceptions regarding classroom environment (Dorman, 2001).  

About four hours of time spent at school are spent in classrooms defined as shared living 

space (Demirtaş, 2005). A number of variables regarding classroom need to be taken into 

consideration in order for the time spent in the classroom to be quality and as desired, and in order for 

the teaching and learning process to reach the aimed success. In general, positive attitude towards 

classroom atmosphere and classroom as a learning environment plays an important role in the shaping 

of perceptions of quality in school life (Gillen, Wright and Spink, 2011). Positive attitudes towards 

classroom are also closely related with student success. Safe classrooms, warm, supportive and non-

hostile atmosphere provide better opportunities for learning and encourage participation and success 

(Fraser and Fisher, 1982; Goh and Fraser, 1998; Adelman and Taylor, 2005). In this regard, students’ 

attitudes towards classrooms as a learning environment should be examined systematically and 

sufficiently. One of the best ways to determine students’ opinions about this issue is to use assessment 

tools which can determine their feelings. It is highly important to develop assessment tools that have 

the necessary psychometric qualities defined to this end. Thus, determining preservice teachers’ 

attitudes towards classroom as a learning environment will help preservice teachers to understand their 

students better when they start teaching and to take a more active role in their students’ developing 

positive attitude towards classroom. In this regard, this study aims to develop an assessment tool 

which has necessary psychometric qualities in order to determine preservice teachers’ attitudes 

towards classroom as a learning environment.  

Method  

Data of the research were collected in line with survey model. In general, survey models aim 

to research and explain an existing situation or reality as it is. Survey model is a research approach 

based on the idea of examination of all the data from present or past regarding an object, a 

phenomenon, a case or an individual (Balcı, 2015). The main concern of this study was to describe 

preservice teachers’ attitudes towards classroom as a learning atmosphere as they were.     
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Population and Sample 

Population of the study consists of 5418 students studying different teaching programs at 

different grades at Gazi Faculty of Education in Gazi University in the fall term of 2018-2019 

academic year. As for the difficulty of reaching the whole population, sample was taken. Draft form of 

the scale was applied on a volunteer basis to a total of 473 students consisting of 361 females and 112 

males studying in various teaching programs that were randomly selected.   

Reference values in literature were taken into consideration while deciding how many students 

the draft form of the scale had to be applied to. Cattell (1978) suggests that in factor analysis, the 

number of participants should be three to six times more than the number of items while Gorsuch 

(1974) maintains that the number of participants should be at least five times more than the number of 

items. As for the sample size, Kline (2005) suggests that the number of participants should be at least 

100, according to Hutcheson and Sofroniou (1999) this number should be at least 150 to 300, while 

Cattell (1978) suggests that the number of participants should be at least 250. Regarding the size of 

sample, it is suggested that 100 participants would be weak, 200 would be average, 300 would be 

good, 500 would be very good, and 1000 participants would be excellent (Comrey and Lee, 1992; 

Tabachnick and Fidell, 2007; Field, 2013). In the light of all this literature review, it can be maintained 

that the size of sample is in the suggested range.   

Scale Development Process 

In the development of the scale, the steps suggested in literature were followed (DeVellis, 

2014; Cohen and Swerdlik, 2013). In this process, literature review was carried out first and students’ 

opinions about this issue were taken via short compositions. Opinions from a group of four experts on 

the items in the item pool which was formed through this method were taken in order to provide 

content validity. In line with experts’ suggestions, a draft form with 45 items was created. The draft 

form, which was created to collect proof regarding validity and reliability in the scale development 

process, was applied to a group of 263 students and analyses were conducted based on the set of 

collected data. Both exploratory data analysis and reliability analysis were carried out via  SPSS 22.0. 

On the other hand, Lisrel 8.5 (Linear Structural Relation Statistics Package Program) was used for 

confirmatory factor analysis. In order to obtain proof for construct validity on the data processed via 

SPSS 22.0 and Lisrel 8.5, and to determine whether applying factor analysis to the set of data is 

suitable, Kaiser–Meyer–Olkin (KMO) test and Bartlett Sphericity test were conducted first. Varimax 

rotation was applied in the analysis. 13 items whose factor load values were below .45 and which took 

values close to each other in multiple factors were omitted from the scale (DeVellis, 2014; Field, 

2013). 

In order to determine the confirmation of construct of the scale which consists of 32 items and 

four sub-dimensions obtained as a result of exploratory factor analysis, confirmatory factor analysis 
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was carried out on the set of data obtained from a different group of 210 students. Findings of the 

analyses were examined and interpreted with regard to fit index values accepted in the literature. In 

order to obtain proof regarding the reliability of the scale, Cronbach’s Alpha reliability co-efficient 

and total correlation of the items in the scale were calculated.    

The items whose total correlation values were below 0.30 and which had negative values were omitted 

from the scale. In order to determine distinctiveness of each item in the scale regarding identification 

of preservice teachers’ attitudes towards classroom, t-test was applied for independent groups in the 

comparison of group high-low 27% group scores. In addition, Spearman-Brown co-efficient of 

internal consistence was calculated for two equal halves of the scale.  

Findings 

Findings regarding Validity of the Scale 

Findings obtained as a result of the exploratory data analysis and confirmatory factor analysis 

conducted to test the construct validity of the scale are as follows: 

Exploratory Data Analysis 

As a result of the Kaiser-Meyer-Olkin (KMO) and Barlett Spehericity tests that were 

conducted to determine suitability of the set of data obtained from the pilot study for factor analysis, 

the KMO value was calculated to be .95. As a result of Barlett test, Barlett Sphericity value was found 

as [X2= 5904,856; p<.001]. In Kaiser Meyer Olkin (KMO) Test, values below 0.50 are regarded as 

unacceptable, values between 0,51 and 0,70 as average, between 0,71 and 0,80 as good, between 0,81 

and 0,90 as very good, and over 0,91 as excellent Çokluk, Şekercioğlu and Büyüköztürk, 2010; Field, 

2013; Tabachnick and Fidell, 2007). Varimax upright rotation method was used to determine the sub-

factors of the scale. 0.45 value was taken as the reference value for undercut point (Seçer, 2015). As a 

result of Varimax rotation four factors the eingenvalues of which were higher than 1 were determined. 

These four factors explained 62.49% of the total variance. The size of variance rate is shown as 

evidence for the strength of factor structure. In social sciences, if between 40% and 60%, this value is 

accepted as sufficient (Şencan, 2005; Tavşancıl, 2014). The scree plot graph formed according to 

eigenvalues of the factors is given in Figure 1 below.  
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Figure 1. Graph of Eigenvalue Factor of the Scale 

The values obtained as a result of exploratory factor analysis (EFA) regarding the scale and 

scale factors are given in Table 1.   

Table 1. Exploratory Factor Analysis Results of Attitude Scale regarding Classroom 

F
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Scale Items 
Factor 

Common 

Variance 

Varimax 

Factor 

Loads F
ac

to
rs

 

Scale Items 
Factor 

Common 

Variance 

Varimax 

Factor 

Loads 

F
ac

to
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I 

5. If I had a chance I would 

not stay in the classroom 

for even a moment. 

,773 16,010*** 

F
ac

to
r 

II
 

14. Classrooms are places 

where a lot is shared beside 

knowledge. 

, 524 8,361*** 

6. I cannot breathe in the 

classroom. ,597 9,832*** 

44. Classroom activities 

increase motivation for 

learning. 

, 591 10,681*** 

40. Each and every minute 

spent in this classroom 

torments me. 

,768 15,257*** 

10. Classrooms are places 

where I expand my 

knowledge 

, 714 12,646** 

2. For me, staying in the 

classroom is nothing but 

just a routine. 

,684 12,248*** 

30. I have positive feelings 

towards learning in the 

classroom. 

, 746 14,729*** 

23. I hate classroom 

environment. ,737 12,330*** 

45. I care about the time spent 

in the classroom in terms of 

education. 

, 694 12,588*** 

3. I am attending classes 

just because I have to ,750 12,803*** 

7. Classrooms are places 

where useful learning takes 

place.  

, 649 12,984*** 

1. I never feel like entering 

the classroom. , 686 12,033*** 

22. In the classroom, I do not 

forget my purpose about 

education.  

, 513 8,348*** 

31. For me, classroom 

means nothing other than 

the walls. 

, 738 13,740*** 

34. Education given in the 

classroom contributes to my 

personal development.  

,583 9,760*** 

4. There is nothing in the 

classroom that interests me. , 671 12,404*** 

25. Attending classes 

enhances my self-confidence 

for my future. 

,675 12,877*** 

24. I feel imprisoned when 

I enter the classroom. , 644 10,139*** 

38. Classrooms are places that 

always offer opportunities to 

learn. 

,607 10,414*** 

12. Classrooms do not 

mean anything to me. 
, 683 9,720*** 

   

41. Classrooms are always 

places where you spend 

your free time. 

, 652 12,251***    
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Eigenvalue=7,756 

Factor Explained Variance %=24,238 

 Eigenvalue=4,703 

Factor Explained Variance %=14,696 

F
ac

to
r 

II
I 

18. I find peace in 

classroom. 
, 666 14,232*** 

F
ac

to
r 

IV
 

20. Classrooms mean a lot for 

an education system. 
, 487 6,777*** 

19. Classroom gives me 

confidence. 
, 682 15,242*** 

35. School is meaningful with 

classrooms 
,540 8,814*** 

17. I lose track of time in 

the classroom as a learning 

environment. 

, 637 13,045*** 

15. I cannot think of 

education without classrooms. ,530 8,264*** 

37. It makes me happy to 

know that I will listen to 

the teacher in the 

classroom. 

, 674 13,864*** 

29. Classrooms are essential 

learning environments in 

education 
,577 9,918*** 

9. I always enter the 

classroom with motivation. 
, 648 14,058*** 

   

Eigenvalue=4,233 

Factor Explained Variance %=13,227 

Eigenvalue=3,306 

Factor Explained Variance %=10,330 

Scale Total=62,491 

 

Confirmatory Factor Analysis 

After the exploratory data analysis, confirmatory factor analysis (CFA) was carried out to 

determine whether the structure of the scale was confirmed. Values obtained from the confirmatory 

factor analysis were evaluated in line with the generally accepted fit indices. There is no absolute 

consensus among researchers on the criteria to be taken into consideration regarding fit indices 

(Munro,  2005; Wetson & Gore, 2006). Values examined overall for model fit are X2 / df, CFI, IFI, 

SRMR and RMSEA values (Hu and Bentler, 1999; İlhan and Çetin, 2014; Brown, 2015; Kline, 2016). 

As a result of the confirmatory factor analysis conducted, adaptive values regarding the model 

were found as: RMSEA, .066; χ2/df=2.1; SRMR=.05; IFI=.91; CFI=.91. 

Table 2. Reference Values regarding Model Fit 

Fit Measure Good Fit Values Acceptable Fit Values Fit Values of the 

Current Model 

Fit 

Ki-Kare/sd χ2/sd ≤ 2 χ2/sd ≤ 3 2.1 Acceptable 

RMSEA 0.00<RMSEA<0.05 0.05<RMSA<0.10 0.066 Acceptable 

SRMR 0.00<SRMR<0.05 0.05<SRMR<0.10 0.051 Acceptable 

IFI 0.95<IFI<1.00 0.90<NFI<0.95 0.91 Acceptable 

CFI 0.95<CFI<1.00 0.90<CFI<0.95 0.91 Acceptable 

 

According to Table 2 it can be maintained that values regarding the scale which were obtained 

as a result of confirmatory factor analysis are within the range of acceptable fit values, and four-

dimensional structure of “the scale regarding classroom” was confirmed in line with determined fit 

indices.  

Path diagram and factor load values resulting from confirmatory factor analysis are seen in Figure 2: 
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Figure 2. Path diagram on the results of the confirmatory factor analysis 

Findings regarding the Reliability of the Scale 

Regarding the reliability of the scale, Cronbach’s alpha reliability coefficients were obtained 

for the whole scale and its sub-dimensions, and total item test correlations were calculated for each 

item in the scale. Then, independent samples t-test was carried out in order to determine significance 

of the difference between the average scores of groups of the upper 27% and lower 27%. In addition to 

these analyses, Spearman-Brown coefficient of internal consistence was calculated for the two equal 

halves of the scale. Moreover, as another indicator of the internal consistence, correlation coefficients 

of sub-dimensions of the scale were calculated with each other and with the overall scale. Results of 

the reliability analysis are given in Table 3 and Table 4.   
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Table 3.  Results of Reliability Analysis 

Factors  Item 

Number 

Total Item 

Correlation 

Upper 27%-

Lower 27% 

t 

Factors  Item 
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Total Item 

Correlation 
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Item 5 ,773 16,010*** 

II
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E
n
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Item 14 , 524 8,361*** 

Item 6 ,597 9,832*** Item 44 , 591 10,681*** 

Item 40 ,768 15,257*** Item 10 , 714 12,646** 

Item 2 ,684 12,248*** Item 30 , 746 14,729*** 

Item 23 ,737 12,330*** Item 45 , 694 12,588*** 

Item 3 ,750 12,803*** Item 7 , 649 12,984*** 

Item 1 , 686 12,033*** Item 22 , 513 8,348*** 

Item 31 , 738 13,740*** Item 34 ,583 9,760*** 

Item 4 , 671 12,404*** Item 25 ,675 12,877*** 

Item 24 , 644 10,139*** Item 38 ,607 10,414*** 

Item 12 , 683 9,720***    

Item 41 , 652 12,251***    

Item 39 , 666 12,618***    

 Cronbach’s Alpha=,95  Cronbach’s Alpha=,90 

II
I.

C
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ss
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Item 18 , 666 14,232*** 

IV
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Item 20 , 487 6,777*** 

Item 19 , 682 15,242*** Item 35 ,540 8,814*** 

Item 17 , 637 13,045*** Item 15 ,530 8,264*** 

Item 37 , 674 13,864*** Item 29 ,577 9,918*** 

Item 9 , 648 14,058***    

Cronbach’s Alpha=,88 

 

Cronbach’s Alpha=,84 

 

Scale Total Cronbach’s Alpha=,96 

***P<.001, 

 

Table 3 shows that Cronbach’s alpha reliability coefficient of the whole scale is .96 and 

reliability coefficients of its sub-dimensions are .95, .90, .88' and .84 respectively. According to 

Özdamar (1999), if Cronbach’s alpha internal consistence coefficient of the scale is within the range of 

0.80≤ α <1.00, the scale is highly reliable. Therefore, the feature measured by the current scale is 

homogeneous and all items in the scale measure the same feature (Tavşancıl, 2014). In the Table, total 

item correlation coefficients calculated for each item in the scale vary between 0.48 – 0.77. 

The result that total item correlations are positive and high (0,30 and higher values) reveals 

that items exemplify similar behaviours and internal consistence of the test is high (Büyüköztürk, 

2006). Besides, results of the t-test which was carried out for all items between the scores of upper 

27% and lower 27% vary within the significance level of P<.001. On the other hand, Spearman-Brown 

internal consistence coefficient, calculated for the two equal halves of the scale, was observed at a 

very high value: "0.95". The findings regarding correlation values for the whole scale and between 

sub-dimensions are given in Table 4.   

Table 4. Correlation Values for the Whole Scale and between Sub-dimensions 

 Scale Total Factor I Factor II Factor III Factor IV 

Factor I ,919** ----------    

Factor II ,904** ,713** ----------   

Factor III ,832** ,660** ,765** ----------  

Factor IV ,687** ,485** ,628** ,524** ---------- 
**P<.01 
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It is seen that correlation values in Table 4 reveal average and high-level positive relation for 

the whole scale and between its sub-dimensions at α=0.01 significance level, ranging between 0,49 

and 0,92.  

Results of the validity and reliability analyses regarding the scale reveal that there are a total 

of 32 items in the scale; 13 of them are negative and 19 are positive. The maximum score that can be 

received from “Scale for Attitude towards Classroom”, which is a five-point Likert scale, is 160, and 

the minimum score that can be received is 32.    

Conclusion, Discussion and Suggestions 

This study aims to develop an assessment tool in order to determine preservice teachers’ 

attitudes towards classroom. For this purpose, first of all, a pool of items consisting of 50 sentences of 

attitude based on the literature and student opinions was formed. Then a draft form consisting of 45 

items was developed following the necessary editing done in line with the opinions of a group of four 

experts.  

The draft form of the scale was applied to a total of 473 students consisting of 361 females 

and 112 males who were studying at different levels of various undergraduate programs in the fall 

term of 2019-2020 academic year at Gazi Faculty of Education of Gazi University. Exploratory data 

analysis (EDA) and reliability analyses regarding the scale were carried out on the set of data obtained 

from 263 students. Confirmatory factor analysis (CFA) was conducted on the second set of data 

obtained from 210 students to determine whether the structure of the scale was confirmed.  

Regarding the reliability of the scale, Cronbach’s Alpha reliability coefficients were calculated 

both for the whole scale and for its sub-dimensions. In line with the results of the exploratory data 

analysis, 13 items were omitted from the scale since they did not comply with the criteria determined 

in the literature. Sub-dimensions in the scale which consisted of four sub-dimensions and 32 items 

were named “Classroom as a boring learning environment,” “Classroom as positive learning 

environment,” “Classroom as peaceful environment,” and “Classroom as necessary learning 

environment,” respectively.   

It can be observed that this four-factor structure explained 62,49% of the total variance. 

According to the results of the reliability analysis, Cronbach’s alpha reliability coefficient was .96 for 

the whole scale, and .95, .90, .88, and .84 for the sub-factors of the scale, respectively. The 

confirmatory factor analysis revealed that the adaptive values regarding the model were RMSEA, 

.066; χ2/df=2.1; SRMR=.05; IFI=.91; CFI=.91. 

It can be maintained from the validity and reliability values that the current assessment tool 

has the necessary psychometric features and it can be used to determine attitudes towards classroom. 

Studies for scale development are usually carried out with limited groups of participants. Applying the 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

243 

scale on various groups with higher number of participants will enable collecting more sound evidence 

with regard to validity-reliability of the scale.  

Attitudes are regarded as one of the most important psychological characteristics determining 

individuals’ behaviours and their social perceptions (Kağıtçıbaşı, 2008). Determining students’ 

attitude levels towards specific psychological objects (teachers, classes, school, teaching materials 

etc.) within the education system is desirable because students’ feelings and thoughts about the 

learning environment may have positive or negative influences on their development and academic 

life (Tatar, 2006; Sarı and Cenkseven, 2008).  

Classroom environment is one of the most important factors that affect students’ learning. 

Students learn better when they think that the learning environment is positive and supportive 

(Dorman, Aldridge and Fraser, 2006). Such an environment will provide opportunities to develop 

relevant contents, clear learning aims and feedback, and social skills as well as strategies which will 

help students to be successful (Weimer, 2009). Therefore, the behaviours which students will show 

under particular circumstances can be predicted through measuring their attitudes (Vogel & Wanke, 

2016). The way to do it is using the assessment tools with the necessary psychometric qualities.      

The literature review reveals that relevant studies are mostly based on attitudes towards school 

(Thornburg, 1985; Marks, 1998; Tonya and Callahan, 1999; McCoach and Siegel, 2003; Cheng and 

Chan, 2003; Holve-Sabel and Gustafsson, 2006; Erkman et al., 2010; Şekerci,2011; Alıcı, 2013; 

Yıldız and Kızıltaş, 2017; Özdemir,2017; Yıldırım and Akan, 2018; Atmaca,2019; Koçak and Yıldız, 

2019; Küsmez and Yeşilkayalı, 2020), and there are a limited number of studies on attitudes towards 

classroom as a learning environment (Afari et al., 2013; Sarıtaş and Çelik, 2013; Yıldırım, 2018). 

Determining learner attitudes towards the classroom will enable preservice teachers to 

consider all the factors related to the classroom atmosphere when they start teaching and help them 

show more empathetic behaviours towards their students. Developing assessment tools to that end will 

contribute to revealing the current situation and enriching the related literature.   

In line with the findings of the research, recommendations for further studies and for 

researchers studying on this subject are as follows:   

1. In different studies, analyses regarding criteria validity of the scale can be carried out.  

2. In studies about the reliability of the scale, using different reliability methods such as test – 

retest method can be recommended.   

3. Confirmatory factor analysis regarding the scale can be reapplied on the sets of data 

obtained from different samples, and new evidence regarding whether the current, obtained structure is 

confirmed can be acquired with the purpose of support or arrangement.     
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4. The scale which was developed can be used in different studies by taking different variables 

into consideration. In this way, literature can be enriched even further.  

5. The assessment tool that was developed serves to the purpose of determining preservice 

teachers’ attitudes towards the issue. Similar scales can be developed in order to contribute to 

determination of students’ attitudes towards classroom as a learning environment at different 

educational levels.  
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Abstract 

(11 Punto, 1,5 line spacing, align justify, before 6pt, after 6pt) The aim of this study was investigated 

the effects of applying a Peer-Led Team Learning Instructional Model (PLTL) to the prospective 

primary school teachers in teaching the simple electrical circuits subject on the seven principles for 

good practice. This study used the three-group Solomon Experimental Design. The study participants 

were sophomore level prospective teachers from the Department of Primary School Teaching at a state 

university. The control group (CG) was applied close-ended experimental method, while the 

experimental groups (EG1 and EG2) was applied the PLTL. The data collection tool of the study was 

used “Seven Principles Opinion Scale for Good Practice” (SPOS) developed by Bishoff (2010). The 

SPOS was used for the pre-test of EG1 and CG, and for the post-test of EG1, EG2 and CG. According 

to the post-test, The experimental groups applying the PLTL were better than the control group in the 

“Encouraging Student-Faculty Contact”, “Encouraging Cooperation among Students”, “Respecting 

Diverse Talents/Ways of Learning”, “Encouraging Active Learning”, and “Giving Prompt Feedback” 

principles. The PLTL is effective in attaining the objectives of the seven principles for good practice. 

It is recommended that further studies on PLTL should be conducted in order to contribute to the 

relevant literature by investigating the teaching experience that leaders gain in applying the principles 

necessary for a good education. 
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Introduction  

Today, instead of teaching and learning methods focused on providing uniform knowledge 

and skills in learning environments for quality education; students are actively involved in the process, 

open to all communication in the classroom atmosphere, and students are preferred to teaching and 

learning methods and approaches that help develop and demonstrate their own ideas and skills (Beyer, 

2001; Prensky, 2008).  

The Peer-Led Team Learning Instructional Model (PLTL) is one of these new approaches. 

PLTL was first introduced by Woodward, Gosser and Weiner (1993) as a social learning instrument to 

facilitate an active learning experience directed towards improving negotiation and creative problem-

solving skills (Gosser, Roth, Gafney, Kampmeier, Strozak, Varma-Nelson & Weiner, 1996; 

Quitadamo, Brahler & Crouch, 2009). PLTL is currently being implemented as a structured form of 

the cooperative learning model. PLTL involves small teams composed of six to eight individuals who 

learn together, and these groups are led by peers who have already reached the determined objectives 

at an earlier time (Gosser & Roth, 1998; Tien, Roth & Kampmeier, 2004; Wilson & Varma-Nelson, 

2016; Johnson, Robbins & Loui, 2015). Peer leaders can be individuals who have received previous 

training on the topic for which this method would be implemented or successful individuals, who have 

been trained on the academic topic in advance, from among the learners. The leaders fulfill the 

function of being a bridge between teachers and students and help them acquire higher order thinking 

skills, such as finding creative solutions to problems, increasing their motivation, increasing their class 

performances, and acquiring the ability to think critically and analytically (Quitadamo, Brahler & 

Crouch, 2009; Lyle & Robinson, 2003; Wamser, 2006; Woodward, Gosser & Weiner, 1993). 

According to Gosser (2011), the arrangements governing the education environment under 

PLTL (team size, noise level, time, place, etc.) should have the quality of supporting productive 

discussions. In order to train future generations to meet the needs required by the current century, it is 

of primary importance that the education environment be properly organized by considering certain 

key elements. Studies on student participation and interaction revealed that students’ active 

participation in small teams is critical (Chinn, O’Donnell & Jinks, 2000; Draskovic, Holdrinet, Bulte, 

Bolhuis & Van Leeuwe, 2004; Pazos, Micari & Light, 2010; Veenman, Denessen, Akker & Rijt, 2005; 

Webb, Farivar & Mastergeorge, 2002). Small team work has been recognized as a best practice in 

undergraduate education for almost thirty years and is now considered as necessary for good practice 

in education (Chickering, Gamson & American Association for Higher Education, 1989). However, 

many other components, along with small group work, should be considered, and the quality of 

education should be improved continuously for a successful undergraduate education. Chickering and 

Gamson (1987) proposed seven principles for good practice, which are considered to be the most 

commonly applied standards around the world, in order to institute a successful undergraduate 
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education (Şimşek, Aydoğdu & Doymuş, 2012). These seven principles include “Encouraging student 

faculty contact”, “Encouraging cooperation among students”, “Encouraging active learning”, “Giving 

prompt feedback”, “Emphasizing time on task”, “Communicating high expectations”, and “Respecting 

diverse talents/ways of learning” (Chickering & Gamson, 1987). These are among the education 

principles, which serve as a guide for teachers and students and contribute to a higher quality 

education by improving performance in education (Zorlu, Zorlu & Sezek, 2013). Applied 

comprehensively, these principles can especially be helpful in creating a good learning-teaching 

environment in undergraduate education (Chickering, 2000; Chickering & Gamson, 1987). According 

to Cousins (2012), conducting an education process in accordance with these seven principles creates 

positive perceptions and contributions. Moreover, applying these principles in the learning 

environments enables a more effective application of the teaching program by improving its 

effectiveness in action. Specifically, the current situation can be better understood through the 

feedback received after the application, and thereby more effective learning environments can be 

created.  

The literature review showed that there were studies investigating the PLTL and STEM 

(Carlson, Celotta, Curran, Marcus & Loe, 2016; Reisel, Jablonski, Munson & Hosseini, 2014; Wilson 

& Varma-Nelson, 2016), with most of them focusing on their application in the courses of chemistry, 

physics, anatomy, biology, physiology, and mathematics and investigating their effect on student 

success (Baez-Galib, Colon-Cruz, Resto & Rubin, 2005; Finn & Campisi, 2005; Gosser, Strozak & 

Cracolice, 2006; Keenan, 2014; Peteroy-Kelly, 2007; Reisel, Jablonski, Munson & Hosseini, 2014; 

Snyder, Carter & Wiles, 2015). In general, the results of these studies showed that the model increased 

academic success. However, although the importance of PLTL has received more and more attention, 

there aren’t studies the extent to which the model is effective on the seven principles for good practice 

in the PLTL. Based on literature, it is important to determine the most effective way to apply new 

methods to increase the qualifications in education.  

The electricity has been an indispensable part of our lives today for computers that we use to 

charge our phone and wash laundry and dishes, not spoil our food, read as many books in the 

evenings, research or communicate (Kayacan, 2018; p 179). The electricity we use in most places in 

our daily lives has a different place in science subjects (Yılmaz & Eren, 2014). Given the location and 

importance of simple electrical circuits in daily life, it is necessary to know the subject effectively. 

However, in the researches on the subject of simple electrical circuitry, which has such an important 

place in our daily lives, the results of the fact that the subject is difficult to understand and the concept 

misconceptions have been reached (Engelhardt & Beichner, 2004; McDermott & Shaffer, 1992; 

Sencar, Yılmaz & Eryılmaz, 2001; Shipstone, von Rhöneck, Jung, Karrqvist, Dupin, Joshua & Lieht, 

1988). Therefore, the necessity of making applications using different learning methods has been 

recommended in order to better teach the subject of simple electrical circuit (Ateş & Polat, 2005; 
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Kanlı, 2007; Küçüközer, 2003; Yılmaz & Eren, 2014; Yılmaz & Huyugüzel Çavaş, 2006; Ültay, Ültay 

& Dönmez-Usta, 2018). 

The subject of simple electrical circuits is a science subject that is further elaborated at each 

level of education after the basic is established at primary school level. In this context, in order for 

students to establish a good basic, the subject of primary school-level teachers needs to be trained 

qualified. In this context, in order for students to establish a good basic, the subject of primary school-

level teachers needs to be trained qualified. The subject of simple electrical circuits is handled within 

the scope of the Science and Technology Applications course in the curriculum of primary school 

teacher. In this context this study was aimed to investigate the effects of applying the PLTL to the 

prospective primary school teachers in the subject of simple electrical circuits on the seven principles 

for good practice. 

Research Question 

Are there effects of applying the Peer-Led Team Learning Instructional Model (PLTL) to the 

prospective primary school teachers in teaching the simple electrical circuits subject on the seven 

principles for good practice? 

Method  

Research Design 

The Solomon experimental design allows for deeper comparisons and protects studies' internal 

and external validity and, control for the effect of the pretest (Braver & Braver, 1988; Harwell, 2011; 

Karasar, 2016; Solomon & Lessac, 1968). The Solomon experimental design provides the opportunity 

to compare the effects of applying the PLTL aimed for this study on the seven principles for good 

practice with the experimental and control groups that were administered pretest and were not 

administered pretest, and to serve to reveal the results more validly and reliably. The design of the 

study was determined as the Solomon experimental design considering its features and benefits.  

The Solomon experimental design requires at least three or four groups (Braver & Braver, 

1988; Harwell, 2011; Karasar, 2016; Solomon & Lessac, 1968). This study was used the Solomon's 

three-group experimental design to aim at determining the impact of the PLTL on seven principles for 

good training was used in to minimize the impact of pretest applications and to conduct further 

analysis using two experimental groups. Thus, research problem are aimed at more valuable and 

reliable findings with the Solomon's experimental design. Two experimental groups and one control 

group were used to ensure strong internal validity and to control for the effect of the pretest (Figure 1). 

The students were randomly assigned to the groups, which were designated as experimental group-1 

(EG1), experimental group-2 (EG2), and control group (CG). “Seven Principles Opinion Scale for 

Good Practice” (SPOS) was administered to the EG1 and CG groups as pretest, while no pretest was 
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administered to EG2. The control group (CG) was applied with the close-ended experimental method, 

while the experimental groups (EG1 and EG2) was applied the Peer-Led Team Learning Instructional 

Model (PLTL). Seven Principles Opinion Scale for Good Practice (SPOS) was administered to find 

out the effects of the PLTL applying in teaching the simple electrical circuits on the seven principles 

for good practice by Gamson and Chickering (Figure 1). 

 

Figure 1. Design of the research 

Application of Experimental and Control Groups  

Within the scope of the study, 12 closed-ended experiments were used to the teaching of 

simple electrical circuits (Table 1) (Kesmez, 2011). The final forms of the experiments which were 

designed considering the subtopics were performed for five weeks in a laboratory environment as part 

of the Science and Technology Applications course (two class hours each week). 

Table 1. Distribution of the experiments by week 

Application Week  Experiments 

First 1 Connecting of ampere meter and measurement of current 

2 Connecting of voltmeter and measurement of voltage 

Second 3 Resistance of a Conductor, Ohm's Law 

Third 4 Investigation of I, V and R in a Serial Resistor Circuit 

5 Investigation of I, V and R in a Parallel Resistor Circuit 

Fourth 6 Investigation of light intensity of lamps in connecting serial 

7 Investigation of light intensity of lamps in  connecting parallel 

8 Investigation of light intensity of lamps in  connecting mixed 

Fifth 9 Connecting serial of battery 

10 Connecting parallel of battery 

11 Connecting the same poles of two battery 

12 Connecting parallel of two non-identical batteries 

  



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

254 

Application of Experimental Groups (EG1 and EG2)  

For the selection of those who would be leader students in the application, seven students who 

voluntarily agreed to take on this role were picked from among the students who had completed the 

Science and Technology Applications course the year before and had proven to be successful 

compared to their peer. After the leaders were designated, they received four hours of training. In the 

training, the leaders did to experiments for review of the topics after the leaders were given 

information about their tasks by the researchers. In this training, the leader was given feedback about 

the tasks and experiments by the researchers and the lack of the leaders were eliminated. The two 

experimental groups were placed into heterogeneous teams with 6-8 students each to the academic 

grade point averages. Three teams were formed in EG1 and four teams in EG2. A set of experiment 

equipment was provided for each team, along with one experiment worksheet. The teams conducted 

the experiments related to the topics with their leaders. The researcher’s role in the course was to 

guide the students. The teams first consulted with their leaders on any issues they had, and if the 

leaders could not provide a solution, they then consulted the researcher. The researcher communicated 

with the teams after first communicating with the leaders. Following the completion of the 

experiments conducted each week, the teams selected at random informed other teams about their 

works. The selected experiments were conducted for five weeks. After the experiments, SPOS was 

administered to all the students, and the data were collected. 

Application of Control Group (CG)  

The close-ended experimental method was applied with the control group (CG). The teams at 

the control group were formed to by the students. A set of experiment equipment was provided for 

each team, along with one experiment worksheet. The students conducted the experiments with the 

teams. At the end of the experiment, they wrote the information they acquired and submitted it to the 

research. The researcher who participated in the study gave a presentation on the topic and the 

experiment to the teams, and answered any questions the prospective primary school teachers had to 

ensure that they had a clear understanding of everything presented. The experiments were conducted 

within five weeks. Afterwards, SPOS was administered to all the students, and the data were collected. 

Study Group 

Primary school is a sensitive and important level in terms of teaching science subjects (Yılmaz 

& Eren, 2014). Accordingly, the prospective primary school teachers are very important that 

especially in subjects which are considered difficult to understand and teach, being in learning 

environments that effective model method is used and, have a good undergraduate education. The 

subject of simple electrical circuits is handled within the scope of Science and Technology 

Applications course in the curriculum of primary school teacher. For this reason, since the Science and 

Technology Applications course is in the second year, the study was carried out with the prospective 
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primary school teachers who studied in the second year department of the primary school teaching. 

Peer leaders took charge for the application in the experimental group of the study, and they are 

prospective primary school teachers who studied these subjects a year ago and successfully completed 

the course. 

The participants of this study were sophomore level prospective primary school teachers 

studying in the Department of Classroom Teaching at a state university. The prospective primary 

school teachers who participated in the study were in the age range 19-22. Before the study, the 

sophomore prospective primary school teachers were assigned to either the control group (CG) or one 

of the two experimental groups (EG-1 and EG-2). Experimental group 1 (EG-1) included 22 

prospective primary school teachers, 8 of whom were male and 14 of whom were female, while 

experimental group 2 (EG-2) included 27 prospective primary school teachers, 10 of whom were male 

and 17 of whom were female. The control group (CG) included 23 prospective primary school 

teachers, 7 of whom were male and 16 of whom were female. The study included 7 leaders, 4 of 

whom were female and 3 of whom were male, and these leaders were prospective primary school 

teachers in their junior year.  

Data Collection Tool 

Seven Principles Opinion Scale for Good Practice (SPOS)  

Seven Principles for Good Practice were created by Chickering and Gamson (1987). Seven 

Principles Opinion Scale for Good Practice (SPOS) was developed by Bishoff (2010) to assess views 

on the Seven Principles for Good Practice. This scale includes 70 items, where there are 10 items 

under each of the seven principles. The seven principles are “Encouraging Student-Faculty Contact 

(P1)”, “Encouraging Cooperation among Students (P2)”, “Encouraging Active Learning (P3)”, 

“Giving Prompt Feedback (P4)”, “Emphasizing Time on Task (P5)”, “Communicating High 

Expectations (P6)” and “Respect Diverse Talents/Ways of Learning (P7)”. The scale was translated 

and adapted into Turkish by Aydoğdu, Doymuş and Şimşek (2012). For the adaptation of the scale, 

two faculty members from the Department of Turkish Teaching investigated the appropriateness of 

items translated into Turkish in terms of meaning and expression. The recommended revisions were 

carried out to bring the scale items into compliance with the grammar regarding meaning and 

structure. Additionally, the scale was further investigated by two more faculty members, one from the 

Department of English Language Teaching and the other from the Department of Science Teaching, in 

terms of its conformity with the original version in English, and once the recommended revisions were 

made, the scale was finalized. SPOS uses a 5-point Likert-type scale including the responses, “very 

often”, “often”, “usually”, “rarely”, and “never”. The reliability coefficient of the SPOS was 

calculated that the Cronbach’s Alpha value was .68 (Aydoğdu, Doymuş & Şimşek, 2012). This study, 

reliability coefficient of the SPOS was calculated that the Cronbach’s Alpha value was .94 
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Data Analysis 

The statistical analysis of the research data was performed using the SPSS software. The 

independent t-test and one-way analysis of variance (ANOVA) were performed on the data.  

Results 

The SPOS (pre-test and post-test) was administered to the prospective primary school teachers 

after the application the Peer-Led Team Learning Instructional Model (PLTL). The findings obtained 

from the scale are given in Table 2. 

Table 2. Descriptive Statistical Results for SPOS (pre-test and post-test) 

Groups  Pre-test Post-test 

 N    SD X SD 

EG1 22 251.77 31.69 274.41 38.010 

EG2 27 - - 284.44 33.492 

CG 23 240.65 28.90 249.17 35.859 

 

As seen from Table 2, to pre-test the mean scores of the students in EG1 were higher than the 

mean scores of the students in CG. To post-test, the mean scores of the students in EG1 and EG2 were 

higher than the mean scores of the students in CG. To tests whether this differences were statistically 

significant, analysis were carried out. The results of this analysis are shown in Table 3. 

Table 3. Results of ANOVA and T-test for SPOS (pre-test and post-test) 

Test Groups N    SD df t p Different 

Pre-Test EG1 22 251.77 31.69 43 1.231 0.226 - 

CG 23 240.65 28.90     

Test Groups SS df MS F p η2 Different 

Post-

Test 

Between Groups 16035.822 2 8017.911 6.302 .003 .15 EG1-CG 

EG2-CG Within Groups 87793.289 69 1272.367    

Total 103829.111 71     
 

As seen in Table 3, there wasn't a significant difference between the pre-test mean scores of 

the students in EG1 and CG (t=1.231; p=.226). There was a significant difference between the post-

test mean scores of the students in CG, EG1, and EG2 [F(2,71)=6.302; p=.003]. The LSD test was used 

to determine to which groups differences in these scores applied, and its results showed that the 

statistically significant difference was between EG1 and CG, and between EG2 and CG (p<.05). These 

results suggest that the views of the students in EG1 and EG2 on the seven principles for good practice 

were more positive than those of the students in CG. The effect size of the implemented model was 

found to be .15, which means that the implemented model explained 15% of the difference between 

the groups on the SPOS. 

To further investigate the results, each factor of post-test was examined, for which the results 

are given in Tables 4-5. 
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Table 4. Descriptive Statistical Results for Factors of Post-Test 

Principles Groups N    SD 

Encouraging Student – Faculty Contact (P1) EG1 22 37.95 6.03 

EG2 27 37.81 5.69 

CG 23 34.17 5.91 

Encouraging Cooperation Among Students (P2) EG1 22 42.18 5.11 

EG2 27 42.44 5.00 

CG 23 36.61 6.38 

Encouraging Active Learning (P3) EG1 22 40.32 6.14 

EG2 27 43.11 5.64 

CG 23 36.83 6.46 

Giving Prompt Feedback (P4) EG1 22 36.68 8.05 

EG2 27 39.07 6.56 

CG 23 33.00 6.13 

Emphasizing Time on Task (P5) EG1 22 39.18 6.70 

EG2 27 40.67 6.21 

CG 23 36.74 6.41 

Communicating High Expectations (P6) EG1 22 38.00 8.16 

EG2 27 39.33 6.33 

CG 23 36.87 6.20 

Respect Diverse Talents/Ways of Learning (P7) EG1 22 40.09 7.40 

EG2 27 42.00 4.40 

CG 23 34.96 7.06 
 

As can be seen in Table 4, the students in EG1 and EG2 had higher mean scores on the post-

test compared to those of the students in CG. ANOVA was conducted to test whether these differences 

were statistically significant. The results of this analysis are given in Table 5. 

Table 5. Results of ANOVA for Factors of Post-Test 

Principles Groups SS df MS F p η2 Different 

Encouraging  

Student-Faculty  

Contact (P1) 

Between Groups 214.945 2 107.472 3.126 .050 .08 EG1-CG 

EG2-CG Within Groups 2372.333 69 34.382    

Total 2587.278 71     

Encouraging  

Cooperation  

Among Students 

(P2) 

Between Groups 512.582 2 256.291 8.496 .001 .19 EG1-CG 

EG2-CG Within Groups 2081.418 69 30.165    

Total 2594.000 71     

Encouraging  

Active Learning 

(P3) 

Between Groups 490.756 2 245.378 6.680 .002 .16 EG2-CG 

Within Groups 2534.744 69 36.735    

Total 3025.500 71     

Giving  

Prompt Feedback 

(P4) 

Between Groups 460.695 2 230.347 4.810 .011 .12 EG2-CG 

Within Groups 3304.625 69 47.893    

Total 3765.319 71     

Emphasizing  

Time on Task (P5) 

Between Groups 193.167 2 96.584 2.342 .104  - 

Within Groups 2845.708 69 41.242    

Total 3038.875 71     

Communicating  

High Expectations 

(P6) 

Between Groups 76.002 2 38.001 0.798 .454  - 

Within Groups 3289.609 69 47.632    

Total 3362.611 71     

Respect Diverse 

Talents/Ways of 

Learning (P7) 

Between Groups 643.225 2 321.613 8.079 .001 .19 EG2-CG 

EG1-CG Within Groups 2746.775 69 39.808    

Total 3390.000 71     
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The examination of the results of ANOVA, as shown in Table 5, in the P1, P2, P3, P4, and P7 

principles showed that there was a statistically significant difference between the CG, EG1 and EG2 

groups in post-test [P1: F(2,71)=3.126; p=.05; P2: F(2,71)=8.496; p=.001; P3: F(2,71)=6.680; p=.002; P4: 

F(2,71)=4.810; p=.011; P7: F(2,71)=8.079; p=.001]. LSD was performed to determine which groups 

showed difference. The examination of the results of the LSD test on the P1, P2, and P7 principles 

showed that there was a statistically significant difference between EG1 and CG, and between EG2 

and CG (p<.05). The examination of the results obtained from the LSD test on the P3 and P4 

principles showed that there was a statistically significant difference between EG2 and CG (p<.05). It 

can be stated that for the P2, P3, and P7 principles, the model had a major influence on the SPOS 

scores of groups, while for P1 and P4, the model had a moderate influence (P1: η2= .083; P2: η2= .19; 

P3: η2= .16; P4: η2= .12; P7: η2= .19). 

Discussion, Conclusion and Recommendations  

This study investigated the effect of the Peer-Led Team Learning Instructional Model (PLTL) 

on the students’ learning of the simple electrical circuits subject presented in the Science and 

Technology Laboratory Applications course in accordance with the seven principles for good practice. 

The results and discussion of the findings obtained from this study are presented below.  

There was no statistically significant difference between the experimental and control groups 

according to the findings obtained from the pre-test. The reason of it may be that students receive their 

undergraduate courses from the same instructors before this research. According to the findings 

obtained from the post-test, the experimental groups performed better than the control group, and a 

statistically significant difference was found between them. The effect size of the method was found to 

be .154. When the effect size is higher than .14, the application has a high effect size (Cohen, 1988; 

Pallant, 2003: p 201). Therefore, it can be considered that the PLTL had a high effect size, which 

means that the method was effective in attaining the objectives of the seven principles for good 

practice. The PLTL has been used successfully in courses like chemistry, biology, physics, 

mathematics, computer science, and engineering (Eberlein, Kampmeier, Minderhout, Moog, Platt, 

Varma‐Nelson, & White, 2008). 

The post-test found that there was a significant difference in favour of the experimental group 

in terms of the “Encouraging Student-Faculty Contact” principle. While applying this principle, it is 

quite important for students to familiarize themselves with their faculties, to express their problems 

and difficulties that they experience, and to overcome them (Bishoff, 2010; Chickering, 2000; 

Chickering & Gamson, 1987). In PLTL, the groups have leaders who serve as a bridge for the 

communication between teachers and students (Quitadamo, Brahler & Crouch, 2009; Lyle & 

Robinson, 2003; Wamser, 2006; Woodward, Gosser & Weiner, 1993). The student-faculty contact 

observed in this study was successfully maintained insofar as the prospective primary school teachers 
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received help from their senior leaders in getting familiar with the lab, and they were successful in 

their efforts to overcome difficulties experienced while conducting the experiment or learning the 

subject of simple electric circuits. A significant difference was found in favour of the experimental 

group in the “Encouraging Cooperation among Students” principle, which shows that the quality of 

education experience improves if students cooperate while learning (Bishoff, 2010; Chickering, 2000; 

Chickering & Gamson, 1987). In PLTL, heterogeneous teams are formed according to the 

demonstrated achievement level of learning subjects, and each team has a leader (Gosser & Roth, 

1998; Johnson, Robbins & Loui, 2015; Tien, Roth & Kampmeier, 2004; Wilson & Varma-Nelson, 

2016). A set of experimental equipment was given to the teams to carry out the experiment. The study 

results showed that the positive commitment of the prospective teachers constituting the group had 

improved. Positive commitment is a characteristic that increases cooperation (Bayrakçeken, Doymuş 

& Doğan, 2013). It can be argued that due to the additional application carried out in the peer-led team 

experimental groups, the cooperation principle was satisfied. Significant differences were found in 

favour of the experimental groups for the “Respect Diverse Talents/Ways of Learning” principle, 

which suggests that there are differences in the learning styles of students, and that a higher quality 

education experience can be achieved with the methods carried out by taking these differences into 

consideration (Bishoff, 2010; Chickering, 2000; Chickering & Gamson, 1987). These differences were 

considered in the experimental groups because these groups consisted of heterogeneous teams, whose 

members learned the subject from each other and made a presentation together, and were guided by 

the leaders and the teacher in the process. The formation of heterogeneous teams is an indication that 

the prospective teachers’ different skills were taken into consideration. In PLTL, students learn the 

subject through interaction with their peers on the team, while the leaders, who have different 

characteristics than the students, explain the materials, and in doing so, establish a connection with the 

students by understanding how they learn (Gosser & Roth, 1998). This role that the leaders play 

reflects the manner in which different learning styles interact together. From all these features, it can 

be asserted that the PLTL applied to the experimental group satisfied the “Respect Diverse 

Talents/Ways of Learning” principle.  

Regarding the principles of “Encouraging Active Learning” and “Giving Prompt Feedback”, 

there was a significant difference between EG2 and CG, and the prospective primary school teachers 

in EG2 were found to be more successful. According to Chickering and Gamson (1987), learners 

should discuss and write about what they have learned, relate what they have learned with their 

previous experiences, and adapt what they have learned to daily life in an active learning process. Peer 

leaders in the PLTL provide a supportive environment that enables the active participation of each 

student in the science learning process (Eberlein et. all, 2008). One of the aims of the methods 

employed in this study was to facilitate the prospective primary school teachers’ active participation in 

courses. To achieve this, appropriate conditions were provided to allow the prospective primary school 
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teachers to conduct the aforementioned experiments together, and they were asked to write down the 

results of the experiment on the worksheet. In EG2, the teams conducted the experiment by learning 

from each other under the supervision of their leaders. Leaders participated in the application of the 

method to maintain the integrity of the team by ensuring that everyone participated. In other words, 

they served as a role model for their peers. The teacher served as a guide in the process and helped the 

students when needed.  

The examination of the “Emphasizing Time on Task” principle showed that there was no 

significant difference between the groups in terms of their application of this principle. Time planning 

is of critical importance in this principle. Effective time planning enables tasks to be carried out 

appropriately (Bishoff, 2010; Chickering, 2000; Chickering & Gamson, 1987). The method 

application process to be performed on the experimental and control groups was effectively planned in 

advance. Thanks to this planning, the prospective primary school teachers in the experimental and 

control groups were given the means and opportunity to perform their tasks within the process.  

Results regarding adherence to the “Communicating High Expectations” principle showed that 

there was no significant difference between the groups. This principle refers to the need to have high-

level (accessible) goals, such as a high-level success or high-level thinking expectations (Bishoff, 

2010; Chickering, 2000; Chickering & Gamson, 1987). Many studies showed that the PLTL is 

effective in helping students to acquire high-level thinking skills (Cracolice, 2005; Deming & 

Cracolice, 2005). However, the targets of a majority of the undergraduate students were to pass 

courses and complete their undergraduate education (Page & Mukherjee, 1998). Considering these 

characteristics of the prospective teachers, the effectiveness of the application carried out according to 

the PLTL on fulfill high-level accessible expectations could not be determined due to the prospective 

teachers’ low expectations for achieving high-level success. In a study conducted by Graham, 

Cagiltay, Lim, Craner, and Duffy (2001) interesting homework was used to adapt subjects to real life 

circumstances in order to create high-level expectations. In modeling-based teaching, which is an 

active learning method, thought experiments are used for students to perform high-level thinking 

(Halloun, 2007; Ünal-Çoban, 2009; Zorlu & Sezek, 2019). Additions can be made by reviewing other 

applications shown by studies in the literature to foster high-level success and thinking expectations in 

PLTL and to contribute to a good educational process.  

For a quality education seven principles for good practice proposed by Chickering and 

Gamson should be considered as a whole and included in applications. From a student’s point of view, 

it can be challenging to discern the current century; therefore, peers can play an important role in 

bringing better understanding for students. Peers serving leadership roles can help teachers by taking 

an active part in the learning processes and facilitating greater social interaction through cooperation. 

In this regard, selecting the right peer leaders and including them in applications can contribute to the 
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achievement of principles that are required for a quality education. In the PLTL, prospective teachers 

who attend courses as team leaders in lower level classes gain teaching experience and improve their 

personal development. Therefore, teacher-training environments that offer professional development 

can benefit from the PLTL. It is recommended that further studies on PLTL should be conducted in 

order to contribute to the relevant literature by investigating the teaching experience that leaders gain 

in applying the principles necessary for a quality education.  
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Abstract 

The main purpose of this study is to examine the extent of the objectives, gains, learning areas, skills 

and values related to multiculturalism in the Social Studies Curricula in 2005-2018. The study was 

conducted in the form of qualitative research. Basic qualitative research that is one of the qualitative 

researches was chosen in the study.  The study group of the research consisted of 2005-2018 Social 

Studies Curricula and 13 Social Studies teachers. Document analysis technique and semi-structured 

interview technique were used as data collection tools in the study. The descriptive analysis method 

was used for the analysis of the data obtained from the document analysis, and the content analysis 

method was used for the analysis of the data obtained from the semi-structured interviews. Some of 

the results obtained from the study are as follows: When the objectives related to multiculturalism 

included in the 2005-2018 Social Studies Curricula were examined, it was concluded that the 

objectives related to multiculturalism were included more in the 2018 curriculum. Both curricula were 

seen to have mainly focused on multiculturalism in the learning areas of “Individual and Society, 

Culture and Heritage, Global Connections.” In the 2005 curriculum, the gains related to 

multiculturalism were included in the 6th grade the most and in the 4th grade the least. In the 2018 

curriculum, on the other hand, the gains related to multiculturalism were included in the 5th grade the 

most and in the 4th grade the least. While 53.3% (8) of the skills in the 2005 program were related to 

multiculturalism, 37.03% (10) of the skills in the 2018 program were related to multiculturalism. 

While 55% (11) of the values were related to multiculturalism in the 2005 program, 55.5% (10) were 

related to multiculturalism in the 2018 program. Additionally, teachers' opinions on the subject were 

presented in the content of the study. 
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Introduction 

All of the stereotyped habits, traditions, and customs in material and spiritual dimensions that 

arise from the communication of people with each other are called culture. Culture reflects the value 

judgments of societies (Güvenç, 1996). Cultural habits allow people to live together for years and live 

in harmony. Cultural changes may occur as a result of people coming from various cultures getting in 

touch with each other over time (Ertürk and Sivritepe, 2017). 

As a result of these cultural changes, societies develop themselves while preserving their 

cultural structures.  Cultural diversity arises at this stage (Özodaşık, 2009). Cultural diversity ensures 

that people are equal and capable of living together. In such multicultural environments, people can be 

influenced and influenced by the traditions, customs, and behaviors of the people they live in (Amaç, 

Burak and Duran, 2017). 

Multiculturalism has emerged as a result of actions and policies carried out after globalization 

all over the world. Multiculturalism is cultural diversity. It compromises the reasons of the postmodern 

movement. There are two basic principles of multiculturalism. The first one comprises the defining 

structure of the differences in the existence of people of distinct ethnicities in society. The other is the 

value building that recognizes and respect the presence of people of various ethnicities present in 

society (Baybaş and Bektaş, 2009). Especially 2.  

To be specific, the concept of cultural relativity, which emerged as a new concept after World 

War II, the Cold War, and the immigrant problem, served as the basis of the existence of multicultural 

issues in political life (Duman, 2009). 

When we look at how Westerners spread colonialism, we see that they use intercultural 

interaction and relations. In particular, a cross-cultural economic interest has emerged throughout the 

world. People from other countries have migrated to the borders of countries with a strong economy 

and industry and have been encouraged to migrate. Thus, multinational countries were established. As 

a reason, multiculturalism and multicultural movements have occurred (Özensel, 2012). Numerous 

authors working on multiculturalism state that multiculturalism is the starting point of human rights 

policies that protect minority rights that emerged after recent wars. However, minority rights became a 

minority problem in the 20th century (Öztürk, 2012). The disintegration of the Soviet Union, the 

turmoil in the Balkan states, and the movements of nationalism caused the idea that a liberal 

environment should be created. This is an indication of the step taken from the concept of human 

rights, assumed to be valid for the whole world, to the concept of multiculturalism (Çakır Demirhan, 

2014). 

Multiculturalism has emerged as quite for a variety of ethnic conflicts like postmodern 

currents of thought in Turkey, Islamism, Kurdish-Turkish issues from the Arab, Laz, and Circassian. 
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The similarity of the postmodern mind-set that has emerged in Europe with Islamist thinking, which 

developed in Turkey in the 1990s, has become a current issue. The Constitution of Medina, which was 

discussed in the 1990s, adopted the concept of multi-jurisdiction, namely multiculturalism, proposed 

by the Islamic elite (Çelik, 2008). 

Recently, the issue of minorities has been on the agenda of the European Union. Some 

improvements in the rights of non-Muslims with Muslim Kurdish and Alevi groups in Turkey have 

come into question. This case illustrates the changes occurring in Turkey's multicultural structure 

(Çelik, 2008). 

Many writers and thinkers treat multiculturalism as an immigrant policy. The reason for this; 

as a result of living together of individuals belonging to various cultures, there is the idea that their 

cultures are blended and mixed together. These cultures, which come into contact with each other, 

then come together to form integrity. As a result, a multicultural society emerges (Vatandaş, 2002). 

With the differences between people in multicultural environments, it is very challenging for 

schools, individuals, and parents to cope. Our education system should follow the developments in 

society and be prepared, considering the differences in culture. For this reason, teacher training 

institutions have critical duties (Koçak & Özdemir, 2015). Multicultural education, in which the 

developments in society are followed and cultural characteristics are taken into consideration, provides 

the opportunity to recognize different cultures in a democratic environment by trying to eliminate the 

non-communication caused by cultural differences (Banks, 1992; Eryaman, 2007). Accordingly, some 

explanations about the characteristics of multicultural education have been made:  

 In multicultural education, respect for differences and moral development occur. 

 Together with multicultural education, one acquires positive characteristics, such as 

developing different perspectives. 

 Multicultural education provides interpersonal empathy. 

 With multicultural education, some stereotypes can be prevented. (Ameny-Dixon, 2004).  

The understanding of multicultural education manifests itself in educational programs both in 

Turkey and abroad. Multicultural education studies first appeared in the United States. It is given as a 

course in educational institutions. Later, multicultural education was started to be provided in 

countries such as Canada, Australia, Germany, and England (Güven, 2005). II. After World War II, 

countries such as England, France and Germany started to exploit Asia, Africa and India. Some people 

living in Asia, Africa and India have migrated to European countries with the idea of raising the 

social-economic level.  Immigration from various countries was also effective in the establishment of 

the USA. All these have brought to the agenda in Europe and the United States how to work 

effectively and efficiently in such a multicultural structure (Banks, 2004). 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

270 

In Turkey, the government has produced a variety of policies to eliminate the problem of 

ethnic diversity. In particular, training programs were evaluated. However, multicultural education 

studies brought to mind the idea that the state could be disintegrated (Polat and Kılıç, 2013). Yet, it is 

thought that this problem can be minimized through more available training programs. Teachers, in 

particular, can eliminate ethnic issues that arise between students. In the teaching methods they use, 

the use of appropriate teaching methods to enable students from different cultures can increase the 

bond between the students, and ensure permanent learning. In this way, individuals can better 

understand the differences in society and grasp social integrity (Gay, 1994). 

At the present, multiculturalism is placed between current issues, especially with the influence 

of the constructivist education approach and postmodern understanding (Aslan, 2016). At domestic 

and abroad on various dimensions of multiculturalism and multicultural education, researches have 

been done. Some of these are as follows: Barın (2011) researched about multiculturalism and the 

nation-state understanding. Bilgin and Oksal (2018) researched on the relationship between cultural 

identity and learning. Cırık (2008), Çoban, Güney Kahraman and Doğan (2010), Cırık (2014), Karakaş 

and Erbaş (2018), Yazıcı, Pamuk and Yıldırım (2016) and Polat (2009) researched on the perspectives 

and attitudes of teachers and prospective teachers towards multicultural education. Damgacı and 

Aydın (2013), Demir (2012), Erbaş (2015), Koçak and Özdemir (2015) researched about multicultural 

researches on the opinions and attitudes of the instructors. Duygu and Akbıyık (2016) and Tamer 

Gencer (2011) made an investigation on the changes between the multicultural structures existing in 

various geographies of our country. Gay (1995) made a study on the innovation of the program on 

multicultural education. Kanık (2006) researched on errors and corrections in multicultural 

classrooms. Karaırmak (2008) researched on multicultural understanding in psychological counseling, 

which is thought to have emerged with the effect of the constructivist approach. Neuharth-Pritchett, 

Reiff and Pearson (2001), and Erbaş (2019) researched on the conceptualization and critical reflection 

of multicultural education in teacher education programs. 

Multicultural education; affect the process of preparing the learning programs of the courses, 

methods, and strategies to be used in the program, activities, measurement, and evaluation processes. 

As in all other courses, the Social Studies programs are created within the framework of 

multiculturalism. Because the skills, values, and gains that include the concept of multiculturalism that 

affects our social life are gained to the students through the Social Studies course. (Öztürk, 2006). One 

of the key objectives of the social studies course with globalization, religion, language, race, 

regardless of lineage, has been to prepare a productive citizen in a multicultural structure.  (Öztürk, 

2006; Öztürk and Deveci, 2011). Social studies, which represent an interdisciplinary branch of 

science, can be defined as "The process of linking with social reality based on proof and the vital 

information obtained at the end of this” (Sönmez, 1997, 3). 
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Due to the cultural differences in the social sphere, the Ministry of National Education (MNE) 

has started frequently offering space to multicultural education in its Social Studies Programs. This is 

seen in 2005-2018 the Social Studies Curriculum. Taking into account differences in classes, 

language, belief, and cultural diversity and within the framework of competencies, "interpersonal and 

intercultural interaction" took part in the Social Studies Programs as a competence (MNE, 2018). 

Multicultural education is a new phenomenon manifested by postmodern understanding. Postmodern 

understanding and the change in the structures of the states after globalization have led to 

differentiation in our education system and citizenship awareness. The most effective course in 

detecting and controlling these differences was the Social Studies course (Keskin and Yaman, 2014).  

When the literature is scanned, it is seen that there are studies on the subject of 

multiculturalism in the Social Studies program. Açıkalın (2010), Keskin and Yaman (2014) researched 

about multicultural education in the Social Studies curriculum and textbooks. Akhan and Yalçın 

(2016) on how multicultural education is used in the Social Studies curriculum that has been 

implemented from past to present, Keskin, Coşkun Keskin and Taş (2019) researched on the 

comparative analysis of the state of multiculturalism in the 1998 and 2004 curriculums of Social 

Studies. Aslan (2017) and Çatlak and Yiğit (2017) researched on the views of Social Studies teachers 

and prospective teachers on multicultural education. Çalışkan and Gencer (2016), researched on the 

attitudes of social studies prospective teachers towards multicultural education. Dilworth (2012), in his 

research on multicultural citizenship education, reviews citizenship education and case studies in 

social studies classes. Kings (2014) researched about the alternative curriculum topic in social studies 

education that deals with multicultural education. King, Crowley and Brown (2010) researched on the 

contribution of multicultural social studies education to Afro-American history. Salako, Eze and Adu 

(2013) researched on collaborative learning method, information and attitudes related to multicultural 

education notions in social studies. Wills (2012) conducted case studies on multicultural social studies 

education. In this study, the issues of multiculturalism were examined in the Social Studies 

Curriculum (2005-2018). The extent to which multicultural issues are included in the objectives, 

learning areas, achievements, skills, and values of the Social Studies course has been evaluated within 

the framework of 2005-2018 Social Studies Curriculum, and teacher opinions have been included. 

Aim 

The objective of the research is to examine multiculturalism topics in the Social Studies 

Curriculum of 2005-2018. Within the framework of this general purpose, the following questions were 

sought: What is the level of the objectives, achievements, learning areas, skills, and values related to 

the issue of multiculturalism in the 2005-2018 Social Studies Curriculum? What are the suggestions of 

teachers regarding the multiculturalism included in the Social Studies Curriculum? 
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Method 

This study was conducted in the form of qualitative research. Qualitative research is a research 

conducted to obtain a considerably more comprehensive perspective than researching "how” or "how 

good" it is when analysing a particular topic (Büyüköztürk, Çakmak, Akgün, Karadeniz and Demirel, 

2015: 240). In qualitative research, many techniques can be carried out together. The methods of 

planning, monitoring, explaining, collecting data and analysing data of the research can be conducted 

jointly (Best and Kahn, 2017). Qualitative research may vary depending on various fields of study, 

such as sociology, philosophy, anthropology, and education. These fields reveal the reasons for the 

study and the different tools that make up the qualitative research (McMillan and Schumacher, 2010; 

Fraenkel, Wallen and Hyun, 2012).  

In the study basic qualitative research model, which is one of the qualitative research models, 

was used. In such research, the most important aim of the researcher is to reveal and interpret human 

life and how people make sense of the world. In such researches, the data of research is collected with 

observation, interview or document analysis. By the theoretical framework line of the research, 

specifying which questions to ask, what the observed elements are, or what kind of documents are 

investigated. In data analysis, repeating patterns are assigned with characterizing the data. The 

findings are that obtained are created with the help of themes supported by repeated data. The 

interpretation is that the researcher understands the phenomenon or event that the researcher specified 

(Merriam, 2015). 

Study Group 

The study group of the study consists of 2005 and 2018 Social Studies Curriculum and 13 

Social Studies teachers.  The criterion sampling method was used to determine the Social Studies 

Curriculum included in the study group. The criterion sampling method is a sampling method 

consisting of individuals, events, or situations that serve the research subject and research problem 

(Büyüköztürk et al., 2015). The maximum diversity sampling method was used to determine the 

teachers who participated in the study group to obtain the opinions of teachers related to the 2005-

2018 Social Studies Curriculum. Maximum diversity sampling is the name given to all samples that 

represent various situations in the universe. In the maximum diversity sampling, it is to reveal whether 

this situation exists in the universe or not (Grix, 2010; Baltacı, 2018). The demographic data of the 

teachers included in the study group is presented in Table 1. 

Table 1. Demographic Information on the Study Group 

Demographic Information f 

Gender  

Female 4 

Male 9 

Operation time  

1-5 years 7 
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6-10 years 5 

10 years and more 1 

Age  

20-30 8 

31-40 5 

When Table 1 is examined, it is seen that 4 of the teachers who participated in the study were 

women, and 9 of them were men. 7 teachers have 1-5, 5 teachers 6-10, and 1 teacher has 10 years or 

more professional experience.  8 of the teachers who participated in the study were between 20-30 and 

5 were between 31-40 ages. The teachers included in the study group were selected from the teachers 

working in Ağrı, Siirt, Konya and Van provinces. 

Data Collection Tools 

In the research, document techniques and semi-structured interview techniques were used as 

data collection tools. Document analysis is one of the most widely used data collection techniques. It 

is the evaluation of official or private documents and records collected (Karasar, 2007; Ekiz, 2015). 

Semi-structured interviews were conducted to get the opinions of the Social Studies teachers about the 

curriculum. A semi-structured interview technique is a data-gathering tool that provides information 

about the individual's thoughts and experiences after creating a flexible guiding plan to be used during 

the interview. (Uzuner, 1999; Aziz, 2011; Robson, 2015; Ekiz, 2015). The semi-structured interview 

form used in the study was developed by the researchers. The first form of the questionnaire included 

3 questions. In the 2018-2019 academic year, the interview form was applied to 2 Social Studies 

teachers with a pilot application. After the pilot application process, the form was re-submitted to 

expert opinion and the number of questions was increased to 6. The final version of the interview form 

was applied to teachers who were included in the study group in the fall semester of the 2018-2019 

academic year.  

Analysis of Data 

In the analysis of the data obtained as a result of document review in the research descriptive 

analysis method based on the deductive coding approach was used. In the descriptive analysis method, 

the researcher interprets the data obtained with data collection techniques according to the subject 

areas determined. The descriptive analysis consists of four stages: forming frames, reading data, 

defining data and understanding data (Yıldırım and Şimşek, 2006). The analysis of the data obtained 

from the semi-structured interview content analysis based on the inductive coding approach (Miles 

and Huberman, 1994/2015; Creswell, 2013/2015; Patton, 1990/2014) was used.  In content analysis or 

the inductive coding approach, meaningful classifications are made by coding the data obtained during 

the research. The sections that are created subsequently are identified by the researcher. Briefly, it is 

the analysis of the data collected later in line with the code list formed from the preliminary data 

(Miles and Huberman, 1994/2015; Creswell, 2013/2014; Patton, 1990/2014). 
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Findings and Comment 

In this part of the study, the aims, learning areas, achievements, skills, and values of 

multiculturalism in the 2005-2018 Social Studies Curriculum were evaluated through document 

analysis, and the findings obtained were supported by the teachers' opinions. The findings related to 

the direct and indirect aims of multiculturalism in the 2005-2018 Social Studies Curriculum are 

presented in Table 2. 

Table 2. 2005-2018 Objectives of Multiculturalism in Social Studies Curriculum 

2005 Social Studies Education Program 2018 Social Studies Education Program 

1.Analyse the inter-communal political, social, 

cultural, and economic interactions in different periods 

and spaces.   

2.Know that the rules of law are binding for everyone 

and that all persons and organizations are equal before 

the law.   

3.Analyse the inter-communal political, social, 

cultural, and economic interactions in different periods 

and spaces.  

4.Be aware of the fact that it is a part of humanity, 

shows sensitivity to the issues that concern the country 

and the world.  

 

 

 

 

 

 

1.Know that the rules of law are binding for 

everyone and that all persons and organizations are 

equal before the law.   

2.Identify the similarities and differences between 

people, objects, events and phenomena by 

questioning historical evidence of different periods 

and spaces, perceiving change and continuity,  

3.To be able to use basic communication skills and 

basic concepts and methods of social sciences to 

regulate social relations and solve problems,  

4.Believe in the importance of participation and 

express opinions for the solution of personal and 

social problems,  

5.To know the importance and ways of being a 

virtuous person by adopting national, spiritual and 

universal values.  

6.To show sensitivity to the issues concerning the 

country and the world  

Total General Objective f/% Total General Objective f/% 

17 4 (23.5%) 18 6 (%33,3) 
MNE, (2005-2018). 

 

When Table 2 is examined, it is seen that 4 of the 17 general objectives in the 2005 Social 

Studies Curriculum are related to multiculturalism. Of these 4 objectives, 23.5% included 

multiculturalism. In the 2018 Social Studies Curriculum, 6 out of 18 general objectives are related to 

multiculturalism. 33.3% of these 6 objectives include multiculturalism. As a result, the number of 

objectives related to multiculturalism in the 2018 program is higher than the 2005 program. The 

findings of the learning areas directly and indirectly related to multiculturalism in the 2005-2018 

Social Studies Curriculum are presented in Table 3. 

Table 3. 2005-2018 Learning Domains Related to Multiculturalism in Social Studies Curriculum 

2005 Social Studies Education Program 2018 Social Studies Education Program  

1.Individuals and Society 

2.Culture and Heritage  

3.Global Connections  

4.Power, Management and Society 

5.Science, Technology and Society 

 1.Individuals and Society 

2.Culture and Heritage 

3.Global Connections 

4.Science, Technology and Society 

 

Total Learning Domain f/% Total Learning Domain f/% 

9 5 (55.5%) 7 4 (57.1%) 
MNE, (2005-2018). 
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When Table 3 is examined, it is seen that there are learning domains where multicultural 

subjects are included in the 2005 and 2018 Social Studies Curriculum. The 2005 program includes 

direct and indirect multicultural issues in the fields of “Individual and Society, Culture and Heritage, 

Global Connections, Power, Management and Society, Science, Technology and Society”. In this 

program, 55.5% of the learning domains are related to multiculturalism. In the 2018 program, there are 

direct and indirect multicultural issues in the fields of “Individual and Society, Culture and Heritage, 

Global Connections, Science, Technology and Society”. 57.1% of the learning domains in this 

program are related to multiculturalism. The findings of the learning domains directly and indirectly 

related to multiculturalism in the 2005-2018 Social Studies Curriculum are presented in Table 3. 

Table 4. 2005-2018 4th Grade Achievements Related to Multiculturalism in Social Studies 

Curriculum 

2005 Social Studies Education Program 2018 Social Studies Education Program  

SS.4.1.4.Respect the feelings and thoughts of others. 

SS.4.2.4.Shows evidence from its local surroundings 

that cultural elements have moved from the past to 

present. 

SS.4.8.1.Realizes that there are various countries in 

the world. 

SS.4.8.2.Make inferences about the daily life of 

various societies by utilizing visual materials. 

SS.4.8.3.Compare the daily lives of his/her peers in 

another society. 

SS.4.8.4.Give examples of special days celebrated 

jointly between communities. 

SS.4.1.5.Respect the different characteristics of 

other individuals. 

SS.4.2.2.Provide examples by researching the 

elements reflecting the national culture in the 

family and the surrounding area. 

SS.4.2.3.Compare traditional children's games with 

today's games in terms of change and continuity. 

SS.4.7.1.Introduces various countries in the world. 

SS.4.7.3.Compare the cultural elements of our 

country with the cultural aspects of different 

countries 

SS.4.7.4.Respect different cultures. 

Total Achievement f/% Total Achievement f/% 

46 6 (13.04%) 33 6 (18.1%) 
MNE, (2005-2018). 

 

When Table 4 is analysed, the achievements given to 4th grade in multiculturalism in the 2005 

and 2018 Social Studies Curriculum are noted. In the 2005 program, the fourth-grade is given 6 

achievements related to multiculturalism. 13.4% of these achievements are related to multiculturalism. 

In the 2018 program, fourth-grade students are given 6 achievements in multiculturalism. 18.1% of 

these achievements are related to multiculturalism. The findings of the learning domains directly and 

indirectly related to multiculturalism in the 2005-2018 Social Studies Curriculum are presented in 

Table 5. 

Table 5. 2005-2018 5th Grade Achievements Related to Multiculturalism in Social Studies 

Curriculum 

2005 Social Studies Education Program 2018 Social Studies Education Program 

SS.5.1.3.Relates the roles and responsibilities of the 

roles in the groups he/she participates.  

SS.5.2.3.Compare the cultural features of our 

country and its environment in terms of similarities 

and differences. 

SS.5.2.4.Explain the importance of cultural elements 

in people living together. 

SS.5.8.1.Realizes the common aspects and interests 

SS.5.1.2.Explain the multidimensionality of an event 

from an example in the immediate surroundings . 

SS.5.1.3.As an aware individual of his/her rights acts 

following the duties and responsibilities required by the 

roles he/she takes in the groups he/she participates. 

SS.5.2.3.Identifies the similar and various elements 

between the cultural characteristics of the various parts 

of our country and the cultural characteristics of the 
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of children in the world. 

SS.5.8.4.Give examples of common heritage 

elements found in various countries. 

SB5.8.5.Recognize the place of tourism in 

recognition of common heritage. 

SS.5.8.6.Develops a perspective on the place of 

tourism in international relations 

 

environment in which he/she lives.  

SS.5.2.4.Analyse the role of cultural elements in the 

coexistence of people. 

SS.5.4.1.Discusses the effect of using technology on 

socialization and social relations. 

SS.5.7.1.Investigates the role of the place and 

environment in the economic relations between our 

country and other countries. 

SS.5.7.3.Explain the importance of tourism in 

international relations. 

SS.5.7.4.Give examples of common heritage elements 

found in various countries. 

Total Achievement f/% Total Achievement f/% 

46 7 (15.2%) 33 8 (24.2%) 
MNE, (2005-2018). 

 

When Table 5 is analysed, the achievements given to 5th grade in multiculturalism in the 2005 

and 2018 Social Studies Curriculum are noted. In the 2005 program, the fifth grade is given 7 

achievements related to multiculturalism. 15.2% of these achievements are related to multiculturalism. 

In the 2018 program, sixth-grade students are given 8 achievements in multiculturalism. 24.2% of 

these achievements are related to multiculturalism. The findings of the 6th grade achievements directly 

and indirectly related to multiculturalism in the 2005-2018 Social Studies Curriculum are presented in 

Table 6. 

Table 6. 2005-2018 6th Grade Achievements Related to Multiculturalism in Social Studies 

Curriculum 

2005 Social Studies Education Program 2018 Social Studies Education Program 

SS.6.1.1.Realizes the multidimensionality of an event 

from an example in its immediate environment. 

SS.6.1.1.Argues that solutions to a problem should be 

based on rights, responsibilities, and freedoms. 

SS.6.3.6.Recognize the changes taking place in the 

political, social and cultural spheres with the 

acceptance of the Turks by Islam.  

SS.6.3.8.Evaluates the relationship between the 

practices in our celebrations and ceremonies with the 

elements that make up our culture in terms of change 

and continuity.  

SS.6.5.3.The Turkish Republics evaluate our cultural, 

social, political and economic relations with 

neighbouring and other countries in terms of Atatürk's 

understanding of national foreign policy. 

SS.6.5.4.Realizes the importance of solidarity and 

cooperation of our country with other countries in 

natural disasters and environmental problems 

SS.6.5.5.Evaluates the role of international culture, art, 

fairs and sports activities in inter-communal interaction. 

SS.6.6.3.Argues that the right to live in democratic 

administrations, the right to immunity, freedom of 

religion and conscience and freedom of thought should 

be possessed. 

SS.6.1.2.Analyses the place and role of social, 

cultural and historical ties in the formation of social 

cohesion. 

SS.6.1.3.Question prejudices about differences to 

live in harmony in society. 

SS.6.1.4.Participates in activities that support social 

solidarity and unity in the formation of social 

synergy. 

SS.6.2.3.Recognize the changes taking place in the 

political, social and cultural spheres with the 

acceptance of the Turks by Islam. 

SS.6.2.5.Explain the role of historical trade routes in 

political, cultural and economic relations between 

societies. 

SS.6.7.1.Analyse the cultural, social, political and 

economic relations of our country with the Turkish 

Republics and neighbouring states. 

SS.6.7.3.Analyses the roles of our country in the 

international arena depending on the political, 

military, economic and cultural characteristics of our 

country.  

SS.6.7.4.Questions the effects of popular culture on 

our culture. 

 

Total Achievement f/% Total Achievement f/% 

43 8 (18.6%) 34 8 (23.5%) 
MNE, (2005-2018). 
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When Table 6 is analysed, the achievements given to 6th-grade in multiculturalism in the 2005 

and 2018 Social Studies Curriculum are noted. In the 2005 program, the sixth-grade is given 8 

achievements related to multiculturalism. 18.6% of these achievements are related to multiculturalism. 

In the 2018 program, sixth grade students are given eight achievements in multiculturalism. 23.5% of 

these achievements are related to multiculturalism. The findings of the 7th-grade achievements 

directly and indirectly related to multiculturalism in the 2005-2018 Social Studies Curriculum are 

presented in Table 7. 

Table 7. 2005-2018 7th Grade Achievements Related to Multiculturalism in Social Studies 

Curriculum 

2005 Social Studies Education Program 2018 Social Studies Education Program 

SS.7.1.2.Recognize the importance of communication in 

positive relationships between people. 

SS.7.3.4.Demonstrate evidence based on the importance 

of tolerance and cohabitation in Ottoman society. 

SS.7.3.6.Realizes the interaction between culture, art 

and aesthetics in Ottoman-European relations.  

SS.7.4.4.Realize the effects of the developments in 

Europe between the 15th and 19th centuries on the 

formation of today's scientific accumulation. 

SS.7.7.3.Recognizes the personal responsibility for the 

realization of solutions to global problems. 

SS.7.7.4.Recognizes the responsibility of humanity in 

the survival of thought, art and literary products, natural 

beings and historical environments as a common 

heritage. 

SS.7.1.2.Uses positive communication ways in 

individual and social relations. 

SS.7.1.3.Discuss the role of media in social 

change and interaction 

SS.7.2.4.Makes inferences about social and 

economic transformation based on the 

institutions that emerged as a result of the reform 

movements in the Ottoman Empire.  

SS.7.2.5.Give examples of Ottoman culture, art 

and aesthetics. 

SS.7.7.3.Questions stereotypes about various 

cultures. 

SS.7.7.4.Develops ideas for the solution of global 

problems with friends. 

Total Achievement f/% Total Achievement f/% 

39 6 (15.3%) 31 6 (19.3%) 
MNE, (2005-2018). 

 

When Table 7 is analysed, the achievements given to 7th-grade in multiculturalism in the 2005 

and 2018 Social Studies Curriculum are noted. In the 2005 program, the seven grade is given 6 

achievements related to multiculturalism. 15.3% of these achievements are related to multiculturalism. 

In the 2018 program, seventh grade students are given 6 achievements in multiculturalism. 19.3% of 

these achievements are related to multiculturalism. 2005-2018 Multiculturalism in Social Studies 

Curriculum 4-7 comparative findings regarding class achievements are presented in Table 8. 

Table 8. 2005-2018 Frequencies and Percentage Values of Multi-Cultural Achievements in Social 

Studies Curriculum 

Grades 2005 Social Studies Education Program 

(f/%) 

2018 Social Studies Education Program (f/%) 

4 f (6) 13.04% f (6) 18.1% 

5 f (7) 15.2% f (8) 24.2% 

6 f (8) 18.6% f (8) 23.5% 

7 f (6) 15.3% f (6) 19.3% 
 

When Table 8 is analysed, frequency and percentages of the achievements given in 

multiculturalism in 2005 and 2018 Social Studies Curriculum are seen according to classes. In the 
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2005 program, the achievements related to multiculturalism were given to 6th grade at the most, while 

at least to 4th grade. In the 2018 program, the achievements related to multiculturalism were given to 

the 5th grade at least and to the 4th grade at least. The findings related to the direct and indirect aims 

of multiculturalism in the 2005-2018 Social Studies Curriculum are presented in Table 9. 

Table 9. 2005-2018 Skills Related to Multiculturalism in Social Studies Curriculum 

2005 Social Studies Education Program 2018 Social Studies Education Program 

1. Critical thinking  

2. Contact  

3. Perception of change and 

continuity  

4. Social participation  

5. Empathy 

6. Cooperation 

7. Recognizing Stereotypes 

8. Problem-solving 

 

  1. Perception of change and continuity  

2. Empathy  

3. Political literacy  

4. Innovative thinking  

5. Cooperation  

6.Recognizing stereotypes and prejudice  

7.Media literacy  

8.Problem-solving  

9.Social participation  

10. Critical thinking  

 

Total Skill f/% Total Skill f/% 

15 8 (53.3%) 27 10 (37.03%) 
MNE, (2005-2018). 
 

When Table 9 is analysed, the skills related to multiculturalism are included in the 2005 and 

2018 Social Studies Curriculum. A total of 15 skills are available in the 2005 program. 8 skills are 

given to grades 4, 5, 6 and 7 of these skills. 15 skills vary within themselves.  Items such as explaining 

different perspectives, recognizing stereotypes, looking from divergent views, being open-minded, 

understanding others' thoughts and feelings, respecting differences, finding similarities and 

differences, perceiving continuity and change that occurs over time, thinking of the people of the past 

under the conditions of the period, understanding goals and emotions additionally include 

multiculturalism. 53.3% of these skills are related to multiculturalism. In the 2018 program, a total of 

27 skills are available. 10 out of 27 skills are given to grades 4, 5, 6 and 7. 37,03% of these skills are 

related to multiculturalism. The findings related to the direct and indirect aims of multiculturalism in 

the 2005-2018 Social Studies Curriculum are presented in Table 10. 

Table 10. 2005-2018 Multicultural Values in Social Studies Curriculum 

2005 Social Studies Education Program 2018 Social Studies Education Program 

1. Being fair 

2. Independence 

3. Freedom 

4. Sensitivity 

5. Tolerance 

6. Respect 

7. Love 

8. Responsibility 

9. Peace 

10. Interdependency 

11. Equality 

1. Sensitivity 

2. Respect 

3. Love 

4. Responsibility 

5. Justice 

6. Independence 

7. Peace 

8. Interdependency 

9. Equality 

10. Freedom 

 

Total Value f/% Total Value f/% 

20 11 (55%) 18 10 (55.5%) 
MNE, (2005-2018). 
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When Table 10 is examined, the values given directly and indirectly to multiculturalism given 

to Grades 4, 5, 6 and 7 in 2005 and 2018 Social Studies Curriculum can be seen. There are 20 values 

in the 2005 program.11 out of 20 values are given to grades 4, 5, 6 and 7. 55% of these values are 

related to multiculturalism. There are a total of 18 values in the 2018 program. 10 out of 18 values are 

given to grades 4, 5, 6 and 7. 55.5% of these values are related to multiculturalism. Table 11 presents 

the opinions of the Social Studies teachers about the objectives related to multiculturalism in the 

curriculum. 

Table 11. 2005-2018 Objectives of Multiculturalism in Social Studies Curriculum 

Themes Frequency (f) Percentage (%) 

Differences 6 20.6 

Qualification 6 20.6 

Suitability with students   6 20.6 

Legal equality  2 6.8 

Cultural elements 8 28.0 

Globalization  1 3.4 

Total  29 100 
 

When Table 11 is examined, it is seen that the objectives in the curriculum are evaluated in 

terms of cultural elements (28%), differences (20.6%), qualifications (20.6%) and student suitability 

(20.6%). Teachers participating in the study stated that the objectives of cultural elements were related 

to national elements (4), protection of cultural heritage (3) and national economy (1). Within the scope 

of qualification; it is stated that the objectives are inadequate (4) and sufficient (2), and the differences 

should be regional (4) and local (2) differences. Table 12 presents the opinions of the Social Studies 

teachers about the objectives related to multiculturalism in the curriculum. 

Table 12. Achievements Related to Multiculturalism in Social Studies Curriculum 

Themes Frequency (f) Percentage (%) 

Content  19 61.2 

Qualification 7 22.5 

Eligibility 5 16.3 

Total  31 100 
 

When Table 12 is examined, it is seen that the teachers stated their opinions about the content 

the most (61.2%). This was followed by qualification (22.5%), and eligibility (16.3%), respectively. 

Teachers expressed their views in the context of respect for differences (7), be applicable (2), be 

intense (2), emphasis on international organizations (2), emphasis on cultural elements (1), be gainable 

(1), be suitable for high level skills (1), inclusive (1), be globalization oriented (1) and appropriate (1). 

In the scope of qualification, they stated that it is sufficient (3), insufficient (3) and insufficient 

national elements (1). Table 13 shows the views of Social Studies teachers about the learning domains 

related to multiculturalism in the curriculum. 
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Table 13. Learning Domains Related to Multiculturalism in Social Studies Curriculum 

Themes Frequency (f) Percentage (%) 

Learning domain 19 59.3 

Content 6 18.7 

Eligibility  5 15,6 

Qualification  2 6.4 

Total  32 100 
 

When Table 13 is examined, it is seen that the teachers stated their opinions about the highest 

learning domain (59.3%). Afterward, content (18.7%), eligibility (15.6%) and qualification (6.4%) 

were the other subjects, respectively. Teachers expressed their views in the context of  respect for 

differences (2), eligibility with high-level thinking skills (2), tolerance (1) and timeliness (1); Global 

Connections (8), Culture and Heritage (7), Individual and Society (4), within the scope of eligibility; 

(1), lack of scope (1) and content (1). Table 14 shows the views of Social Studies teachers about the 

learning domains related to multiculturalism in the curriculum. 

Table 14. Skills Related to Multiculturalism in Social Studies Curriculum 

Themes Frequency (f) Percentage (%) 

Program skills 24 66.4 

Qualification  12 33.6 

Total  36 100 
 

When Table 14 is examined, it is seen that the teachers mostly stated their opinions about the 

skills included in Social Studies Curriculum (66.4%) and the competence of these skills (33.6%). 

Teachers stated that  (4), perception of stereotype and prejudgment(4), perception of alteration and 

continuity (4), communication (3), respect for differences (3), tolerance (2), empathy (2), position 

analysis (2), media literacy (1), environmental literacy (1), perception of time and chronology (1) and 

social participation (1) skills, were related to multiculturalism within the scope of program skills and 

that they were sufficient (10) and insufficient (2) within the scope of competence. Table 15 shows the 

views of Social Studies teachers about the learning domains related to multiculturalism in the 

curriculum. 

Table 15. Multicultural Values in Social Studies Curriculum 

Themes Frequency (f) Percentage (%) 

Program values 34 70.8 

Qualification  14 29.2 

Total  36 100 
 

When Table 15 was examined, teachers have expressed their opinions the most about the 

program values (70.8%) and then the competence of these values (29.2%). Respect (12), solidarity (5), 

responsibility (4), sensitivity (3), tolerance (3), love (2), cooperation (2), peace (2) and patriotism (1) 

were stated within the program values. Teachers stated that these values are sufficient (13) and 
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insufficient (1). Table 16 shows the suggestions of Social Studies teachers about the learning domains 

related to multiculturalism in the curriculum. 

Table 16. Multicultural Values in Social Studies Curriculum 

Themes Frequency (f) Percentage (%) 

Content  11 73.4 

Education  4 26.6 

Total  36 100 
 

According to Table 16, suggestions were made by teachers in terms of content related to 

multiculturalism (73.4%) and education (26.6%). Content includes; to be practical (4), to develop 

respect for differences (4), to raise awareness (1), to develop tolerance (1) and to develop in terms of 

achievement, skill, value (1); In-service training (2), courses at undergraduate level (1) and regarding 

the proximodistal principle (1). 

Conclusion, Discussion and Recommendations 

As a result of the research, when the aims of multiculturalism were examined in the 2005 

Social Studies Curriculum and 2018 Social Studies Curriculum, it was concluded that the objectives 

related to multiculturalism were more included in the 2018 program. While 23.5% of the objectives 

were related to multiculturalism in the 2005 program, 33.3% of the objectives were related to 

multiculturalism in the 2018 program. Akhan, Yalçın (2016) and Keskin, Coşkun Keskin (2019) stated 

that there are 4 items in the 2005 program that contain multiculturalism. Keskin and Coşkun Keskin 

(2019) stated that the ratio of these aims is 24%. Therefore, it can be stated that these studies in the 

literature and this study support each other in terms of results. Teachers participating in the study 

evaluated this issue in terms of differences, competence, and eligibility with students, legal equality, 

cultural elements and globalization. It was stated that the objectives related to multiculturalism were 

most related to the cultural elements (28.6%). Teachers who participated in the study evaluated the 

objectives in terms of national elements, protection of cultural heritage and national economy within 

the scope of cultural elements.  

When we look at the learning domains where multicultural subjects are included in the 2005 

Social Studies Curriculum and 2018 Social Studies Curriculum, it is observed that the two programs 

mainly focus on multiculturalism in the fields of “Individual and Society, Culture and Heritage, Global 

Connections.” While the proportion of multicultural subjects in the 2005 program was 55.5%, the 

proportion of multicultural subjects in the 2018 program was 57.1%. It can be concluded that there is a 

greater proportion of learning domains with multiculturalism in the 2018 program. Keskin and Yaman 

(2014) stated that the “Individual and Society, Culture and Heritage” learning domains in the Social 

Studies Curriculum are related to multicultural education. Açıkalın (2010) and Keskin, Yaman (2014) 

stated that “Global Connections” is the field of learning with multiculturalism. Precisely, it is stated 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

282 

that the sciences such as geography, anthropology, and economics enable students to have an idea 

about the relations between societies. In this study, it can be stated that the learning domains related to 

multiculturalism maintain similar characteristics with the learning domains expressed in the studies in 

the literature. Teachers participating in the study evaluated this subject in terms of learning domain, 

content, competence and eligibility. In the learning domains related to multiculturalism, the opinion 

about the learning domains with the multiculturalism is stated the most (%59,3) . Teachers stated that 

there is much emphasis on multiculturalism in the fields of Global Connections, Culture and Heritage, 

Individual and Community learning domains within the scope of learning domain. Similar results were 

obtained as a result of the document analysis in this study. 

The results obtained from the 4th, 5th, 6th and 7th grades of the 2005-2018 Social Studies 

Curriculum are as follows: In the 4th grades, 13.4% of the 46 achievements in the 2005 program were 

related to multiculturalism, while 18.1% of the 33 achievements in the 2018 program is about 

multiculturalism. In the 5th grade, 15.2% of 46 achievements in the 2005 program were related to 

multiculturalism, while in the 2018 program, 24% of 33 achievements were related to 

multiculturalism. While 18.6% of 43 achievements in 6th grade are related to multiculturalism, 23.5% 

of 34 achievements in the 2018 program is related to multiculturalism. In the 7th grade, 15.3% of 39 

achievements are related to multiculturalism, while 19.3% of 31 achievements in the 2018 program are 

related to multiculturalism. As a result, the achievements related to multiculturalism in the 2005 

program take place in the 6th and 4th grades at most. In the 2018 program, the achievements related to 

multiculturalism are in the 5th grade at least and in the 4th grade.  According to Keskin and Yaman 

(2014), in the 2005 program, 16% of 4th-grade achievements, 18% of 5th grade achievements, 8% of 

6th grade achievements 13% of 7th-grade achievements multiculturalism is considered. Akhan and 

Yalçın (2016) stated that 35.3% of the total achievements in the 2005 program were related to 

multiculturalism. Keskin and Yaman (2014) stated that in the 2005 program, the ratio of the 

achievements emphasizing multicultural education to all achievements was 13%. Cırık (2008) reported 

that this rate was 17.2%; Keskin and Coşkun Keskin stated that it was 19%. In this study, it can be 

stated that the achievements related to multiculturalism exhibit similar characteristics with the 

achievements expressed by the studies in the literature. Teachers participating in the study evaluated 

this subject in terms of content, competence and eligibility. In terms of multicultural achievements, 

content was expressed the most (61.2%).  The teachers evaluated the achievements in terms of content 

for respect of differences, intense achievements, emphasis on international organizations, emphasis on 

cultural elements, achievements to be suitable for high level skills, being inclusive, be directed 

towards globalization and eligibility. 

There are a total of 15 skills in the 2005 Social Studies Curriculum. 53.3% (8) of these skills 

are related to multiculturalism. There are 27 skills in the 2018 Social Studies Curriculum. 37,03% of 

these skills are related to multiculturalism. Accordingly, it was concluded that multicultural skills were 
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included more in the 2005 program. Teachers participating in the study evaluated this issue in terms of 

program skills and content. In multiculturalism related skills, the opinion about the program skills was 

stated the most (70.8%). Within the scope of the skills of the program, teachers evaluated stereotypes 

and prejudices related to multiculturalism, perceived change and continuity, communication, respect 

for differences, tolerance, empathy, location analysis, media literacy, environmental literacy, time and 

chronology perception and social participation skills. Similar results were also found in the document 

analysis of this study. 

There are 20 values in the 2005 Social Studies Curriculum. 55% of these values (11) are 

related to multiculturalism. There are 18 values in the 2018 Social Studies Curriculum. 55.5% (10) of 

these values are related to multiculturalism. Accordingly, it was concluded that the values related to 

multiculturalism were included more in the 2018 program. Teachers participating in the study 

evaluated this issue in terms of program values and competence. Among the values related to 

multiculturalism, the opinion about the program values (70.8%) was the highest. Teachers evaluated 

the values of respect, solidarity, responsibility, sensitivity, tolerance, love, cooperation, peace and 

patriotism in relation to multiculturalism within the Program values. Similar results were also found in 

the document analysis of this study. In the research that conducted by Gay (1995), it was concluded 

that multicultural education is on its way to become a mature curriculum theory on its own and 

innovations should be made in the program by considering equality and justice values for children. In 

the research that conducted by some researchers, it was concluded that teacher education and positive 

attitudes of teachers towards multicultural education have an important role to live together, and it is 

important to live in a peaceful and respectful way (Yılmaz, 2016; Erbaş, 2019). 

The teachers who participated in the study made suggestions about multicultural issues to be 

included in the program. They evaluated this issue in terms of content and education. In the 

suggestions about multiculturalism, they expressed the highest opinion (73.4%) about the content. The 

teachers evaluated the program in terms of being oriented towards implementation, developing respect 

for differences, raising awareness, and developing tolerance and developing in terms of acquisition, 

skill and value. In the research that conducted by Salako, Eze and Adu (2013), it was concluded that 

multicultural education is included in social studies education, and this education is carried out with 

the collaborative learning method. In the research that called ‘’the place of multicultural education in 

social studies curriculum’’ which is conducted by King (2014), the programs of the courses related to 

citizenship education in 1890 and 1940 were examined and it was stated in this research that 

multicultural education is an important dynamic in the theoretical development of social studies 

education. The research Woodson's forgotten legacy which is conducted by King, Crowley and Brown 

(2010), In the research that called multicultural social studies and ita contribution to Afro-American 

history, it was concluded how the education given in multicultural classes should be, and that social 

studies educators should pay attention to pedagogical multiculturalism in the programs. In Diworth’s 
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research (2012) that is conducted on multicultural citizenship education, it was concluded that the 

multicultural content in the program is limited in social studies lessons and this mostly results from 

textbooks. In the research that is conducted by Wills (2012), it was concluded that multicultural social 

studies education should focus on building strong relationships between different groups. Based on the 

findings of the research, the following recommendations may be included: 

According to the results of the research, it is perceived that Social Studies Curriculum is at a 

suitable level in terms of multicultural education application, but it can be said that it should be further 

developed (in terms of objectives, learning domains, achievements, etc.). It can be stated that to 

develop an understanding of multiculturalism in social studies courses, the ability to respect 

differences should be given sufficiently. They are teachers who will educate students on 

multiculturalism. Therefore, in-service training should be provided in order for the teachers to possess 

enough information about multicultural education and to make the teaching-learning process more 

regular. 
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Abstract 

The present study aimed to evaluate the transformation supported with digital contents and skills in the 

field of education in terms of its strong aspects, weaknesses, the related opportunities and suggestions 

from the perspectives of teachers within the context of 2023 Education Vision. In the study, the case 

study method, one of qualitative research approaches, was applied. The study group, which was 

determined using the purposeful sampling method, included 27 teachers from different fields of 

teaching who participated in the conference of “Our Educational Practices and 2023 Education 

Vision”. In the study, semi-structured interview questions prepared by four academicians’ expert who 

were in their fields and who organized the conference were used as the data collection tool. The 

qualitative data collected via the interviews were first grouped with SWOT analysis. Following this, 

the qualitative data transferred into the computer environment were analyzed using the content 

analysis method. The data examined in terms of their contents and meanings within the scope of 

SWOT analysis were gathered under four main categories: “strong aspects” and “weaknesses” of 

educational technologies and of the digital content, related “opportunities” and “suggestions against 

threats”. The results revealed that regardless of their fields of teaching, most of the teachers reported 

views about EBA (Education Information Network) for all the categories and that educational 

technologies and digital content involved both opportunities and threats. Considering the findings and 

the teachers’ views, the educational dimension of the study was discussed, and suggestions regarding 

how to make the transformation process more effective were put forward.  
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Introduction 

Today, we are exposed to a process of rapid changes in a number of areas including especially 

the industrial life and education in our country. In this process of changes, the technological 

substructure, the tools used and the production methods are always being developed with new 

applications and new products. The fact that the human-technology interaction is at its highest level 

due to the rapid developments in technology has forced everyone to take serious actions for changes in 

every field. In this respect, these changes and developments have guided the studies in the field of 

education as well. In line with the facilities brought by the innovations especially in the field of 

technology, considerable steps have been taken regarding the technological sub-structure in relation to 

educational processes. These steps have made it necessary to conduct studies on the effective 

integration of instructional technologies into the education process (Alabay, 2015; Aydınözü, Sözcü 

and Akbaş, 2016; Cüre and Özdener, 2008; Ertem Akbaş, 2016; Eryaman, 2007; Karataş, Alcı and 

Karabıyık-Çeri, 2015). In this respect, parallel to the developments in technology, several projects 

(FATİH, 2016) and studies like 2023 Education Vision (MNE, 2016, 2018) have recently been 

conducted in our country for the purpose of making the teaching and learning process more permanent 

and effective thanks to modern teaching methods, which allow students to reach the necessary 

information themselves and which put the teacher in the position of a guide (Halmatov, Okur-Akçay 

and Ekin, 2017). These projects and studies focused on products, intelligence, information network, 

technology literacy, critical thinking, problem solving, communication, cooperation, flexibility, 

adaptation, global competencies and 21st century skills (MNE, 2018; Sayın and Seferoğlu, 2016). For 

the purpose of establishing a system to help individuals acquire these skills, which change in 

accordance with the current conditions and which do not have a certain content, it is now necessary to 

develop and evaluate the contents taught in the education process. In this respect, obviously, the most 

basic contents that should necessarily be developed and evaluated in learning processes are 

transformations supported with digital contents and skills. The reason for this necessity is that the 

development of digital interactive sources and skills which have been prominent in the educational 

industry in the world in recent years and which can be transformed in line with the new-generation 

learners’ perceptions and their pace of learning constitutes the basis of the economic growth and 

digital economy strategies (European Commission, 2014). Today, students are defined as "21st century 

learners ", "students of the new millennium ", "Y or Z generation ", "V (virtual) generation", "Internet 

generation ", "technological natives " and "digital natives " (Prensky, 2001). “Digital natives” are 

referred to as the generation born into the technology culture and the technology itself, while “digital 

immigrants” include mostly adult individuals (born before 1980) who have got introduced to 

technology later and who try to exist in the digital world (Bayne and Ross, 2007; Prensky, 2001). 

Based on this definition, today’s students could be said to be digital natives. This situation emphasizes 

the importance of digital interactive sources, skills and digital contents.  
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Digital contents are highly interactive materials which prioritize the subject unity during 

lessons and the conceptual depth in the learning process based on the pedagogical approach. These 

contents are related to real life and are new-generation materials in multiple disciplines which allow 

visualization of a number of abstract concepts hard to concretize and to teach in physical environments 

and which are evaluated and supported with related applications (animations, games, simulations, 

interactive experiments and so on) (MNE, 2018).  Considering such advantages of these materials as 

giving importance to students’ pace of learning and their needs and providing them with equal 

opportunities in appropriate conditions, these materials have a great strategical importance in terms of 

education. In addition, an unproductive instructional material could easily be renovated with the help 

of the flexibility provided by digital contents. When these opportunities and the current development 

of technology are taken into account, active use of digital contents in the education process is 

obviously inevitable. Moreover, considering the fact that technology is indispensable for children of 

this era, it could be stated that, as mentioned by Güçlüol (1985), if we teaching in the way we did 

yesterday, then we are stealing something from our children’s future. In this respect, in line with the 

developments in technology that we integrated into the education process, it is primarily necessary to 

evaluate the transformation supported with digital contents. while doing this evaluation, in order to 

make the best use of the opportunities provided by technology and digital education, it is important to 

reveal strong aspects, weaknesses and opportunities related to educational technologies and digital 

contents and to put forward related suggestions in the light of these evaluations.  

Considering the fact that information and innovation can generally be formed based on a well-

developed sub-structure of information (Slater and Tacchi, 2004), it is important for teachers, active 

executors of the learning process, to evaluate the development of the transformation supported with 

digital contents and skills in the learning processes within the scope of 2023 Education Vision in our 

country. In the present study, the purpose was to evaluate the transformation supported with digital 

contents and skills in the learning processes within the scope of 2023 Education Vision from the 

perspectives of teachers. In line with this purpose, tried to find answers to the research question of 

“What are the strong aspects, weaknesses, opportunities and suggestions regarding the transformation 

supported with digital contents and educational technologies within the scope of 2023 Education 

Vision from teachers’ perspective?” 

Method 

Research Model  

This study aimed to evaluate the strong aspects, weaknesses, opportunities and suggestions 

regarding the transformation supported with digital contents and skills in the learning processes within 

the scope of 2023 Education Vision from the perspectives of teachers. In the study, the case study 

method, which is based on the qualitative approach, was used. Qualitative studies allow revealing the 
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thoughts and feelings of individuals in a study group realistically and holistically in their natural 

environments (Yıldırım and Şimşek, 2013). Moreover, in qualitative studies, the research data 

collected via data collection tools like interviews are arranged and categorized to obtain themes, and 

eventually, this whole process is reported (Özdemir, 2010). In addition, the case study method, which 

is a qualitative research model, provides the researcher with the opportunity to collect in-depth 

information about a specific research topic and to examine the relationships between the data 

systematically (Cohen and Manion, 1998). In this study, the reason for using the case study method 

was that the teachers’ views about the transformation supported with digital contents and skills within 

the scope of 2023 Education Vision would be evaluated. In this respect, in the present study, the case 

study method, one of qualitative research approaches, was used not only because teachers’ views 

about the transformation supported with digital contents and skills one of subjects in the scope of 2023 

Education Vision were taken into account as the specific case in the study. 

Study Group  

While selecting the study group, the purposeful sampling method, which allows doing in-

depth research within the context of variability and convenience, was used (Büyüköztürk, Çakmak 

Kılıç, Akgün, Karadeniz and Demirel, 2008). As the purpose of such studies as this one is not to 

generalize the results, special attention was paid to the holistic and in-depth examination of the data 

collected from the research sample. The number of the teachers to be interviewed was determined in a 

way to obtain the data that the researchers would need for the study (Lincoln and Guba, 1990). In this 

respect, the study was carried out with 27 teachers from different fields of teaching who participated in 

the workshop of “Instructional Technologies and Digital Content” together with four academicians 

expert in their fields within the scope of the congress of ““Our Educational Practices and 2023 

Education Vision” at Van Yüzüncü Yıl University in 2019. The teachers took part in the study on 

voluntary basis, and as required by the research ethics, the participants were coded as T1, T2, … T27. 

Table 1 shows information about the gender and teaching fields of the teachers.  

Table 1. Information about the teachers participating in the study  

Teacher Codes Gender Field of Teaching 

T1 Male Information Technologies  

T2 Male Information Technologies 

T3 Male Guidance and Counselling 

T4 Female Technology and Design 

T5 Female Turkish Language and Literature 

T6 Female Turkish Language Teaching 

T7 Male Turkish Language Teaching 

T8 Male Guidance and Counselling 

T9 Male Elementary School Mathematics Teaching 

T10 Male Mathematics Teaching 

T11 Male Science Teaching/Science and Technology 

T12 Male Information Technologies 

T13 Female Radio-Television  
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T14 Male Guidance and Counselling 

T15 Male English Language Teaching 

T16 Male Elementary School Mathematics Teaching 

T17 Male Mathematics Teaching 

T18 Female Special Education 

T19 Male Information Technologies 

T20 Male Information Technologies 

T21 Male Turkish Language and Literature 

T22 Female English Language Teaching  

T23 Female Elementary School Teaching 

T24 Male Elementary School Teaching 

T25 Female Elementary School Mathematics Teaching 

T26 Male Information Technologies 

T27 Male  Information Technologies 

 

According to Table 1, of all the participants, eight of them were female teachers, and 19 were 

male teachers. In addition, it was seen that the teachers were from a wide variety of fields of teaching 

regardless of their gender (Information Technologies (f=7), Guidance and Counselling (f=3), 

technology and design (f=1), Turkish Language and Literature (f=2), Turkish Language Teaching 

(f=2), Elementary School Mathematics Teaching (f=3), Mathematics Teaching (f=2), Science and 

Technology (f=1), Radio-Television (f=1), English Language Teaching (f=2), Special Education (f=1) 

and Elementary School Teaching (f=2)).   

Data Collection and Analysis 

Within the scope of the study, the interview method was applied for the purpose of revealing 

the feelings, thoughts, beliefs and viewpoints of the participants regarding the research topic (Yıldırım 

and Şimşek, 2013). In addition, the semi-structured interview technique was used in the study as it 

allows explaining the questions in more detail and changing the order of the questions (Çepni, 2010). 

In order to find answers to the research question, the interview questions were prepared prior to the 

workshop by four academicians expert in their fields, who also organized that workshop. In order to 

ensure the content validity of the questions found in the semi-structured interview, three experts who 

had a doctorate degree in the field of mathematics and technology teaching and who had conducted 

qualitative studies before were asked for their views. In line with the experts’ views, the necessary 

corrections were done in the interview questions, and two questions which were thought to be specific 

were excluded from the interview questions. The finalized questions in the semi-structured interview 

questions to be applied were used during the workshop. During the interviews held in the workshop 

process, the teachers participating in the study were directed questions not only about what the needs, 

problems and risks were in relation to the transformation supported with digital content and 

instructional technologies within the scope of 2023 Education Vision but also about their suggested 

solutions. Moreover, in line with the research problem, first, SWOT analysis was conducted to allow 

evaluating the transformation process in question and to produce ideas about the current weaknesses. 
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SWOT (Strengths, Weaknesses, Opportunities, Threats) is an analysis method which is used in the 

phase of evaluating the subject and making related decisions within the framework of the specified 

subject and which allows examining the strengths, weaknesses, opportunities and disadvantages of the 

subject together (Özan, Polat, Gündüzalp and Yaraş, 2015). In this respect, the participants were 

grouped in a way to let each of the four expert academicians work with about seven teachers. During 

the interviews, the questions focused on determining the strong and weak aspects of the transformation 

process and revealing the opportunities and disadvantages and on putting forward related suggestions.  

For the analysis of the data collected via the interviews, first, the data were grouped within the 

scope of SWOT analysis and transcribed based on each group. Following this, the data were presented 

to all the participants with the help of a representative of each group, and the data which were agreed 

on were transferred as a text file into computer environment. In the second phase, the computerized 

qualitative data were examined using content analysis. For the analysis of data collected via 

interviews, the most appropriate technique is reported to be content analysis since it allows organizing 

the data in a way to help readers understand the data and make related interpretations from a more 

objective perspective within the framework of certain themes (Berg, 2001). Within the scope of the 

present study, for the purpose of ensuring the reliability of the data obtained via content analysis, the 

formula put forward by Miles and Huberman (1994) [Reliability =Agreement/ Agreement+ 

Disagreement] was used. In this respect, the reliability ratio between the researchers was calculated as 

0.82. In addition, a fit percentage over 70% is reported be enough for the coding reliability of 

researchers (Miles and Huberman, 1994). Therefore, the reliability and internal validity of the present 

study were ensured. Moreover, for the external validity of the study, teachers from different fields of 

teaching were selected for the study group to make generalization possible. Internal validity is defined 

as explaining the consequence of a causal relationship with the help of explicit reasons, while external 

validity refers to generalizing a consequence for a sample study group to real life (Karasar, 2014). 

Lastly, in the third phase, all the views of the participants were categorized according to their 

contents and meanings within the SWOT analysis boundaries. The categorized data were made 

meaningful for the reader together with the teacher codes, frequencies and views. Within the scope of 

the reliability of the analysis, direct quotations were used regarding the data, which also helped reveal 

how the categorization was done. For the presentation of the data, the following criteria were taken 

into account: different views for quotations, appropriateness to the category and variety (Bümen, 

Ünver and Başbay, 2010). 

Findings 

The results of the content analysis of the data within the boundaries of SWOT analysis 

revealed that the transformation supported with digital contents and skills in the learning processes 

within the scope of 2023 Education Vision could be evaluated under four main categories: “Strong 
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aspects of digital content and instructional technologies”, “weaknesses of digital content and 

instructional technologies”, “opportunities regarding digital content and instructional technologies” 

and “suggestions for the threats regarding digital content and instructional technologies”. Table 2 

presents information about the teacher codes and frequencies regarding the categories. 

Table 2. Categorization for the Evaluation of Digital Content and Instructional Technologies within 

the Scope of 2023 Education Vision  

Categories f* Teacher Codes 

Strong Aspects of Digital Content 

and Instructional Technologies  
24 

T1, T2, T3, T5, T6, T7, T8, T9, T10, T11, T12, T13, T14, T15, 

T17, T18, T19, T20, T21, T22, T23, T24, T25, T26 

Weaknesses of Digital Content 

and Instructional Technologies 
27 

T1, T2, T3, T4, T5, T6, T7, T8, T9, T10, T11, T12, T13, T14, 

T15, T16, T17, T18, T19, T20, T21, T22, T23, T24, T25, T26, 

T27 

Opportunities Regarding Digital 

Content and Instructional 

Technologies 

17 
T1, T3, T4, T7, T8, T11, T12, T14, T17, T19, T20, T21, T23, 

T24, T25, T26, T27 

Suggestions for the Threats 

Regarding Digital Content and 

Instructional Technologies 

26 
T1, T2, T3, T4, T5, T6, T7, T8, T9, T10, T11, T13, T14, T15, 

T16, T17, T18, T19, T20, T21, T22, T23, T24, T25, T26, T27 

*Some of the teachers participating in the study reported more than one view. 

 

When Table 2 is examined, it is seen that regardless of their fields of teaching, most of the 

teachers (almost all of them) reported views about the strong aspects, weaknesses and development of 

the digital content and instructional technologies within the scope of 2023 education vision. In 

addition, more than half of the teachers (f=17) mentioned the opportunities regarding digital content 

and instructional technologies. 

Teachers’ Views about the Strong Aspects of Digital Content and Instructional 

Technologies within the Scope of 2023 Education Vision  

In SWOT analysis, strong aspects are those which make the situation in question more 

effective and powerful when compared to other situations. Table 3 shows the categories, frequencies 

and teacher codes regarding the strong aspects of digital content and instructional technologies within 

the scope of 2023 Education Vision.  

Table 3. Views about the Strong Aspects of Digital Content and Instructional Technologies within the 

scope of 2023 Education Vision  

Strong Aspects    Teacher Codes 

Presence of EBA as a structure  24 
T1, T2, T3, T5, T6, T7, T8, T9, T10, T11, T12, T13, 

T14, T15, T17, T18, T19, T20, T21, T22, T23, T24, 

T25, T26 

EBA provides equal opportunity in education  19 
T1, T3, T5, T6, T7, T9, T10, T11, T12, T13, T15, 

T17, T19, T20, T21, T23, T24, T25, T26 

EBA includes a storage area for files, a system for producing 

contents, a wall for sharing and a wide variety of contents 

consistent with a wide variety of outcomes at all class grades 

including preschool period  

18 
T2, T3, T6, T7, T8, T9, T10, T11, T12, T14, T15, 

T17, T18, T20, T21, T22, T24, T25 

EBA allows all teachers to upload contents  24 
T1, T2, T3, T5, T6, T7, T8, T9, T10, T11, T12, T13, 

T14, T15, T17, T18, T19, T20, T21, T22, T23, T24, 

T25, T26 
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Existence of the EBA TV platform used for personal and 

professional development  
13                      

T1, T2, T7, T12, T13, T15, T17, T19, T21, T22, T23, 

T24, T26 

*Some of the teachers participating in the study reported more than one view. 

 

When the teachers’ views about the strong aspects of digital content and instructional 

technologies within the scope of 2023 Education Vision were examined, it was seen that most of the 

teachers (f=24) considered the strong aspects to be the presence of EBA and uploading contents on 

EBA. This situation shows that the term ‘digital content’, which the teachers met within the scope of 

the study, reminded them of EBA. In addition, it was reported that besides providing equal opportunity 

in education, EBA had some other strong aspects such as a storage area for files, content production 

system, a wall for sharing and a wide variety of contents appropriate to a number of outcomes for all 

class grades. Moreover, the EBA TV platform, which was used for personal and professional 

development, was reported by the teachers (f=13) to be another strong aspect. 

When the teachers’ views were taken into account, it was seen that most of the teachers reported 

views about EBA in relation to the categories formed regarding the evaluation of the digital content 

and instructional technologies within the scope of 2023 Education Vision. This situation could be 

associated with the fact that one of the first and most important opportunities provided for teachers by 

the Ministry of National Education (MNE) in relation to digital content and instructional technologies 

was EBA. Some of the teachers’ views about the strong aspects of digital content and instructional 

technologies were as follows:  

T17: I think in terms of supporting professional development and providing a wide 

variety of contents appropriate to all class grades, EBA provided by the MNE for us is 

the strongest aspect of digital content and instructional technologies. 

T21: Besides EBA, as digital content and instructional technologies, the EBA TV platform 

was an important support, too.  

T7: To me, the fact that it is possible for all teachers to access EBA and to upload a 

content is its one of strong aspects as it provides diversity.  

Teachers’ Views about the Weakness of Digital Content and Instructional Technologies 

within the Scope of 2023 Education Vision  

In SWOT analysis, In SWOT analysis, weak aspects of the situation in question are those 

which are weaker and which need to be developed when compared to other situations. In this respect, 

Table 4 shows the teacher codes, frequencies and categories related to the weaknesses revealed via the 

teachers’ views about digital content and instructional technologies.  
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Table 4. Teachers’ Views about the Weaknesses of Digital Content and Instructional Technologies 

within the Scope of 2023 Education Vision  

Weaknesses     Teacher Codes  

EBA is inefficient for all subject areas in terms of content  

 
27 

T1, T2, T3, T4, T5, T6, T7, T8, T9, T10, T11, 

T12, T13, T14, T15, T16, T17, T18, T19, T20, 

T21, T22, T23, T24, T25, T26, T27 

There is a perception that the contents in EBA are 

pedagogically inefficient. Therefore, teachers tend to prefer 

special content providers  
18 

T2, T3, T4, T5, T6, T8, T10, T11, T13, T14, T15, 

T16, T17, T18, T21, T22, T23, T24 

It is not possible to access all the videos in EBA offline  

 
20 

T1, T3, T5, T6, T7, T8, T9, T10, T11, T12, T15, 

T16, T17, T19, T21, T22, T23, T24, T25, T27 

EBA is not advertised sufficiently  27 
T1, T2, T3, T4, T5, T6, T7, T8, T9, T10, T11, 

T12, T13, T14, T15, T16, T17, T18, T19, T20, 

T21, T22, T23, T24, T25, T26, T27 

It is important to involve users in the development of 

contents. However, there is no related incentive.  
13 

T1, T2, T4, T8, T12, T14, T17, T19, T20, T23, 

T25, T26, T27 

One has to pay for the software to be used for the 

development of e-contents.  
18 

T3, T5, T6, T8, T9, T10, T11, T13, T14, T15, 

T16, T17, T18, T21, T22, T23, T24, T25 

The curricula are too frequently changed.  12 
T2, T9, T10, T11, T14, T16, T17, T19, T21, T25, 

T26, T27 

In the process of digital content development, the software 

most appropriate to content is not definite.  
15 

T3, T5, T6, T7, T8, T10, T11, T14, T15, T16, 

T18, T21, T22, T23, T24 

The courses that teachers take in their preservice training 

(teacher-training institutions) are inconsistent with in-service 

practices.  
24 

T1, T2, T3, T5, T6, T7, T8, T9, T10, T11, T12, 

T14, T15, T16, T17, T18, T19, T20, T21, T22, 

T23, T24, T25, T27 

There are several difficulties experienced in relation to the 

technologies used to access e-contents (interactive 

whiteboards, tablets and so on), and there is no technical 

support for these difficulties.  

21 
T3, T5, T6, T7, T8, T9, T10, T11, T12, T13, T14, 

T15, T16, T17, T18, T19, T21, T22, T23, T24, 

T25 

E-contents and equipment for individuals who are in need for 

special education are inefficient.  
10                      T3, T5, T8, T14, T16, T18, T21, T22, T23, T24 

*Some of the teachers participating in the study reported more than one view. 

 

As can be seen in Table 4 showing the teachers’ views about the weaknesses of digital content 

and instructional technologies within the scope of 2023 Education Vision were examined, all the 

teachers (f=27) agreed on the fact that EBA was not advertised sufficiently and that it was not efficient 

for all the subject areas in terms of content. In addition, as other important weaknesses, it was reported 

that the preservice trainings for the teachers were not consistent with the on-the-job practices (f=24); 

that several technical difficulties were experienced in relation to the technologies used to access e-

contents (f=21) and that it was not possible to access all the videos in EBA offline (f=20). Moreover, it 

was also seen that the teachers had a tendency to apply to special content providers due to the 

perception of pedagogical inefficiency of contents in EBA (f=18); that the software to be used in the 

process of the development of e-contents was not free of charge (f=18); and that the software most 

appropriate to the contents in the process of digital content development was indefinite (f=15); 

however, it was a striking fact that most of the teachers reporting these views were from fields of 

teaching quite irrelevant to Information Technologies and technological skills. Furthermore, in relation 

to the weaknesses, some other teacher reported that development of e-contents was not sufficiently 

encouraged or supported (f=13) and that there were frequent changes in the curricula (f=12). Besides 

all these views, there were still other teachers (f=10), especially those from the fields of Special 
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Education and Guidance/Counselling, who thought that the e-contents and equipment for individuals 

who needed special education were inefficient.  

Considering the teachers’ views, it was seen that there were not only teachers who reported 

common views about the categories related to the weaknesses of digital content and instructional 

technologies within the scope of 2023 Education Vision but also other teachers from different fields 

mentioned other different weaknesses. This difference is thought to result from the fact that teachers 

from different fields of teaching have different needs. Some of the teachers’ views about the 

weaknesses of digital content and instructional technologies were as follows:  

T8: I think the contents in EBA are not pedagogically efficient. Also, we don’t know 

which software to use for which content. Thus, we try to create contents with the help of 

special content providers. Additionally, the fact that the software used to develop e-

contents is not free of charge discourages us from producing digital contents. On the 

other hand, if we were encouraged for that, I think we would get more interested. 

T15: The contents in EBA do not cover all the subjects. We don’t have offline access to 

certain contents, especially to the videos.  

T11: The preservice training that teachers receive is unfortunately not parallel to the 

teaching process. We cannot adapt ourselves to the teaching process. In addition, the 

curriculum is constantly renewed. Moreover, we need support to overcome the technical 

difficulties we experience while using digital contents.  

T18: As a Special Education teacher, I think the most important weakness of digital 

contents and instructional technologies is the lack of equipment and e-contents for 

individuals who need special education.  

Teachers’ Views about the Opportunities Regarding Digital Content and Instructional 

Technologies within the Scope of 2023 Education Vision 

In SWOT analysis, opportunities are those provided to improve the conditions in the situation 

in question by increasing the influence of the factors that will make the situation in question better 

than other situations and by decreasing the related weaknesses. In this respect, Table 5 presents the 

teacher codes, frequencies and categories regarding the opportunities revealed via the teachers’ views 

about digital content and instructional technologies.  
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Table 5. Teachers’ Views about the Opportunities Regarding Digital Content and Instructional 

Technologies within the Scope of 2023 Education Vision  

Opportunities    Teacher Codes 

GSM operators provide 3GB for free access to EBA  14             
T1, T4, T7, T8, T12, T13, T17, T19, T20, 

T21, T23, T24, T25, T27 

Academicians and university students are allowed to 

access EBA  
17                      

T1, T3, T4, T7, T8, T11, T12, T14, T17, 

T19, T20, T21, T23, T24, T25, T26, T27 

Education Faculty students and academicians can use 

the EBA platform with the help of their e-state 

usernames and passwords  

9 T1, T3, T8, T12, T19, T24, T25, T26, T27 

Such educational networks as Morpa Campus, which 

includes e-contents appropriate to the MNE curricula 

are supported 

11                      
T1, T4, T7, T11, T12, T17, T20, T21, T23, 

T24, T25 

*Some of the teachers participating in the study reported more than one view. 

 

As can be seen in Table 5 showing the teachers’ views about the opportunities regarding 

digital content and instructional technologies within the scope of 2023 Education Vision, most of the 

teachers (f=17) believed that the providing academicians and university students with the opportunity 

to access EBA was an important opportunity for academicians and university students to make use of 

EBA. In addition, some of the teachers (f=9) reported that allowing education faculty students and 

academicians to access the EBA platform using their e-state usernames and passwords was another 

important opportunity in terms of reaching the course contents as well as publishing the contents on 

EBA which they prepared with the help of content production tools. Moreover, 3GB provided by 

GSM operators for access to EBA was reported by some other teachers (f=14) to be an important 

opportunity for effective use of EBA. Besides all, there were other teachers (f=11) who believed that 

another opportunity was the existence of information sharing platforms such as MORPA Campus, 

which includes e-contents appropriate to the MNE curricula. 

When the teachers’ views about digital content and instructional technologies within the scope 

of 2023 Education Vision were taken into account, it was seen that generally, the Science, 

Mathematics, Information Technologies and Elementary School Teachers reported views about the 

opportunities provided. Interestingly, the teachers especially from the fields of English Language 

Teaching, Radio-Television and Special Education were not knowledgeable about the opportunities 

provided. This situation could be due to the fact that EBA was not considered to be efficient in terms 

of contents related to these fields of teaching. Some of the teachers’ views about the opportunities 

regarding digital content and instructional technologies were as follows:  

T19: It was an opportunity for university students and academicians to access and make 

use of EBA. Also, thanks to its newly-added feature, education faculty students and 

academicians can now use EBA with the help of their e-state usernames and passwords. 

In this way, they will be able to enter the system and develop related contents.  
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T4: For example, some of the GSM operators do not charge for accessing EBA if you 

don’t exceed 3GBs. This makes access to EBA more appealing.  

T11: Sometimes, I use the contents in Morpa Campus. They are appropriate to the MNE 

curriculum, and they are supported by MNE. I think this is a nice opportunity, and such 

opportunities should be increased and varied.  

Teachers’ Suggestions for the Threats Regarding Digital Content and Instructional 

Technologies within the Scope of 2023 Education Vision  

In SWOT analysis, threats are factors that directly or indirectly have negative influence on the 

situation in question, and suggestions put forward to minimize these factors are of great importance. In 

this respect, Table 6 presents the teacher codes, frequencies and suggestions regarding the threats 

revealed via the teachers’ views about digital content and instructional technologies. 

Table 6. Teachers’ Suggestions for the Threats Regarding Digital Content and Instructional 

Technologies within the Scope of 2023 Education Vision  

Suggestions Regarding the Threats     Teacher Codes 

The measurement and assessment systems could be 

developed in accordance with the new system for a 

successful preparation and implementation of digital 

contents  

24            

T1, T2, T3, T5, T6, T7, T8, T9, T10, T11, 

T14, T15, T16, T17, T18, T19, T20, T21, 

T22, T23, T24, T25, T26, T27 

A system could be designed in a way to encourage 

content developers (by paying them, rewarding them 

and so on) in the process of the preparation of digital 

contents  

18                       

T1, T2, T4, T6, T8, T10, T11, T13, T14, 

T15, T16, T17, T18, T21, T23, T24, T26, 

T27 

Material developers could be given trainings and 

informed about material development in the process 

of preparation of e-contents  

26 

T1, T2, T3, T4, T5, T6, T7, T8, T9, T10, 

T11, T13, T14, T15, T16, T17, T18, T19, 

T20, T21, T22, T23, T24, T25, T26, T27 

Mass-media tools could be used to introduce digital 

materials that teachers and students will use  
23                       

T2, T3, T5, T6, T7, T8, T9, T10, T11, T13, 

T14, T15, T16, T17, T18, T19, T20, T21, 

T22, T23, T24, T25, T26 

Teachers and students could be encouraged to use 

interactive e-contents  
26                       

T1, T2, T3, T4, T5, T6, T7, T8, T9, T10, 

T11, T13, T14, T15, T16, T17, T18, T19, 

T20, T21, T22, T23, T24, T25, T26, T27 

Necessary precautions could be taken to minimize the 

probable negative effects of violence-included games 

and other similar materials on the target population  

18 
T2, T3, T5, T6, T7, T8, T9, T11, T13, T14, 

T16, T18, T19, T21, T23, T24, T25, T27 

Workplaces for design and skill development could 

be enriched and spread in a way to make them 

accessible to all students, and sizes of class 

populations could be made appropriate to these 

workplaces 

21 

T1, T2, T3, T4, T7, T8, T9, T10, T11, T13, 

T14, T16, T17, T18, T19, T20, T23, T24, 

T25, T26, T27  

A graded scoring system could be developed for 

users to evaluate the digital contents in EBA  
26                       

T1, T2, T3, T4, T5, T6, T7, T8, T9, T10, 

T11, T13, T14, T15, T16, T17, T18, T19, 

T20, T21, T22, T23, T24, T25, T26, T27 

*Some of the teachers participating in the study reported more than one view. 

 

According to Table 6, which shows the teachers’ suggestions for the threats regarding digital 

content and instructional technologies within the scope of 2023 Education Vision, the teachers (f=26) 

reported that e-content developers could be given the necessary related trainings; that it should be 

possible to evaluate the contents in EBA; that interactive use of e-contents should be encouraged; and 
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that any failure to take the necessary actions in line with these suggestions might result in threats. In 

addition, the fact that the digital content was not parallel to the current measurement and evaluation 

system (f=24) and that there was no efficient introduction of digital materials (f=23) were considered 

to be other threats, and it was seen that the teachers provided suggestions regarding these factors. 

Moreover, according to the teachers from the fields of Information Technologies, Mathematics 

Teaching, Science Teaching, Elementary School Teaching, Guidance/Counselling and Special 

Education (f=21), use of design and skill development workplaces as a place where specific activities 

are carried out rather than as an environment which all students can use was a threat, and it was seen 

that the teachers put forward suggestions regarding this factor. Especially the teachers from the fields 

of Guidance/Counselling, Elementary School Teaching and Radio-Television (f=18) mentioned the 

probable effects of violence-included games and other similar systems/materials on the target 

population and put forward related suggestions to minimize these effects. Besides all the views, some 

of the teachers (f=18) pointed out that lack of encouragement of digital content developers could 

threaten the process of digital content development as well.  

When the teachers’ views were taken into account in general, it was seen that they reported 

common views about certain threats. The teachers concerned with technology focused more on the 

deficiencies related to increasing the effectiveness and productivity of the e-content development 

process, while the teachers from the fields of Guidance/Counselling, Special Education and Radio-

Television mentioned sociological and psychological deficiencies more. This situation could be 

associated with the fact that the threats mentioned by the teachers varied depending on the teachers’ 

interests and on their fields of teaching. Some of the teachers’ suggestions for the threats regarding 

digital content and instructional technologies were as follows: 

T2: Unless e-content developers are informed about material development and given 

related trainings, the contents to be developed will not be as desired. In fact, it should be 

possible for users to evaluate the contents formed; for example, a graded scoring method 

could be used. Also, teachers and students should be encouraged to use these contents; 

otherwise, the contents prepared will not be useful. 

T25: One of the most important threats is that the digital contents are not parallel to the 

measurement and evaluation system in our education system. I mean in order for the 

contents within the scope of the education vision to be applicable, the measurement and 

evaluation system should be developed as parallel to the new structure.  

T18: There are design-skill workplaces at schools, but generally, upper-grade students 

carry out applications in these workplaces. Also, these applications do not appeal to all 

the fields. To me, these workplaces should be designed as environments in which all 

children can develop projects in line with their own interests and increase their learning.  
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T14: Obviously, some violence-included games, systems, activities or materials have 

negative effects on students and users. The necessary precautions should be taken to 

minimize the negative effects of such contents.  

Discussion, Conclusion and Suggestions  

Within the scope of the 2023 Education Vision report published by the Ministry of National 

Education (MNE), the purpose is to prepare contents for the development of teachers’ digital skills and 

to organize teacher-trainings accordingly (MNE, 2018). In this respect, in the present study conducted 

to evaluate the transformation supported with digital content and instructional technologies within the 

scope of 2023 Education Vision from the perspectives of teachers, who have an active role in the 

process, it was found that in general, digital content and instructional technologies involve not only 

opportunities but threats as well. In line with this result, within the framework of SWOT analysis, it 

was revealed that the transformation supported with digital content and instructional technologies 

could be evaluated under four main categories. These categories were strong aspects of digital content 

and instructional technologies, weaknesses, opportunities and suggestions regarding the threats. When 

the teachers’ views about the evaluation of digital content and instructional technologies within the 

scope of 2023 Education Vision were examined in general, it was seen that regardless of their fields of 

teaching, most of the teachers reported views about EBA in relation to all the categories. Based on this 

situation, it could be concluded that the EBA project is one of the most important opportunities 

provided for teachers within the context of the current education system in Turkey. Similarly, several 

studies revealed that the EBA project put into practice within the scope of the FATIH Project 

(Movement of Enhancing Opportunities and Improving Technology) is a fairly important project to 

increase effective use of materials via Information Technologies in the education process (Banoğlu, 

Madenoğlu, Uysal and Dede, 2014; Çiftçi, Taşkaya and Alemdar, 2013; Erensayın and Güler, 2017; 

Ertem-Akbaş, 2019; Eryılmaz and Uluyol, 2015; Kurtdede Fidan, Erbasan and Kolsuz, 2016).  

In the study, regardless of their fields of teaching, the teachers ’ views demonstrated that the 

equal opportunity in education provided by digital content and instructional technologies within the 

scope of 2023 Education Vision is one of the strong aspects. This result is consistent with the findings 

obtained in two other studies carried out by Akgün, Yılmaz and Seferoğlu (2011) and Baz (2016), who 

reported that the developing sub-structure of information and communication allows being in a close 

relationship with the international information community within the scope of the 2023 vision strategy 

document and FATIH Project. In addition, based on the teachers’ views, it was revealed that besides 

providing equal opportunity in education, there were other strong aspects of EBA such as contents 

consistent with a number of outcomes for all class grades, a storage area for files, a content 

development system and a wall for sharing. Accordingly, considering the fact that learning 

experiences could be shaped in platforms for sharing in line with the use of digital media and materials 

in the learning process thanks to the development of technology, it could be stated that the 
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opportunities provided via EBA could contribute to the digitalization of our education system. In 

relation to this, Erensayın and Güler (2017) put emphasis on the importance of the quality and scope 

of course materials to be developed via EBA and suggested the development of such materials.  

In the study, regarding the weaknesses of digital content and instructional technologies, the 

teachers agreed that EBA was not advertised sufficiently and that it was not efficient enough to cover 

all the subject areas in terms of content, and it was seen that some of the teachers, especially those 

from the fields of Special Education and Guidance/Counselling, mentioned lack of equipment and e-

contents for individuals who need special education. Depending on these views, it could be stated that 

some of the weaknesses related to educational technologies and digital content were associated with 

the variety of fields of teaching. This result is parallel to the finding obtained by Çiftçi, Taşkaya and 

Alemdar (2013) and by Özkan and Deniz (2014), who reported that the teachers from different fields 

of teaching who evaluated the FATIH Project had different needs. In addition, based on the teachers’ 

views, it was concluded that technical equipment problems were experienced in relation to educational 

technologies and that the contents in EBA were inefficient in terms of quality, variety and pedagogical 

issues. Similarly, several studies carried out with teachers (Ateş, Çerçi and Derman, 2015; Kurtdede 

Fidan, Erbasan and Kolsuz, 2016; Yıldız and Sarıtepeci, 2013; Yüksel and Adıgüzel, 2012) 

demonstrated that teachers failed to develop course contents in EBA; that they were unable to 

download the course materials via EBA and do changes in them; and that they could not share videos 

or the activities they had prepared via EBA. Moreover, Baz (2016) points to the deficiencies in 

contents and technical equipment in educational technologies. Undoubtedly, it is primarily important 

to solve the problems related to technical equipment and e-content and to do the necessary 

arrangements so that the goals for digital content and instructional technologies within the scope of 

2023 Education Vision can be achieved. In this respect, e-contents could be developed by giving 

specific in-service trainings as well as by encouraging and supporting expert content providers from 

various fields. In addition, teachers who fail to produce contents though they prefer to use the contents 

in EBA could be encouraged to produce contents by working with expert content providers.  

The findings obtained via the teachers’ views about the opportunities regarding digital content 

and instructional technologies within the scope of 2023 Education Vision revealed that allowing 

academicians and university students to access EBA and allowing education faculty students and 

academicians to enter the EBA platform using their e-state user names and passwords were among 

important opportunities. In relation to this, it was seen that university students were provided with the 

opportunity to make use of EBA and that academicians expert in their fields were provided with the 

opportunity to prepare and publish the educational contexts via EBA by using the content production 

tools on EBA. According to Baz (2016), attempts to develop e-contents could be made in cooperation 

with education faculties of universities. Moreover, the teachers’ views demonstrated that the 3GB-free 

access to EBA provided by GSM operators and the platforms like MORPA Campus for information 
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sharing were among other opportunities provided. Considering the fact that access to information 

sharing platforms is important for the application of strategies related to instructional technologies as 

well as for raising social awareness, it is thought that the diversity of these platforms and the 

incentives for effective use of such platforms are of great importance. Similarly, it is seen in related 

literature (Ateş, Çerçi and Derman, 2015; Erensayın and Güler, 2017; Kurtdede Fidan, Erbasan and 

Kolsuz, 2016) that researchers point to the importance of the use and variety of information sharing 

platforms and suggest promoting and awarding the effective use of these platforms. In this respect, the 

effectiveness of digital content, information sharing platforms and instructional technologies to be 

applied in line with 2023 Education Vision could be explained based on the importance of the 

opportunities to be provided for users by considering their lives, careers and learning skills. 

When the teachers’ suggestions for the threats regarding digital content and instructional 

technologies were taken into account, it was seen that most of the teachers agreed on certain threats; 

however, the teachers from technology-related fields focused more on the deficiencies related to 

effectiveness and productivity of the e-content development process, and the teachers from the fields 

of Guidance/Counselling, Special Education and Radio-Television put more emphasis on sociological 

and psychological weaknesses. In this respect, based on the technology-related views of the teachers, 

it was concluded that it is important to use design-skill workplaces in a way to create learning 

environments in which students can learn by doing and living and in a way to combine the related 

theories and practices. This result is also consistent with the goals of the “transformation process 

supported with digital content and skills in learning processes” declared by MNE within the scope of 

the 2023 Education Vision document (MNE, 2018). The views of the teachers from the fields of 

Guidance/Counselling, Special Education and Radio-Television revealed that it is important to prepare 

contents by considering the probable bad effects of violence-included games and other similar systems 

on the target population. This result is parallel to the finding obtained by Büker and Uludağ (2010), 

who reported that violence-included games lead individuals to violence and crime. In addition, the 

teachers’ views demonstrated that the digital content is not consistent with the measurement and 

evaluation system used in the education system in Turkey. Considering the fact that students in Turkey 

study in line with the measurement and evaluation system applied within the scope of the education 

system in the country, it could be stated that the instructional technologies to be used by teachers in 

the teaching process will not be sufficiently influential on students’ levels of success and interests. In 

relation to this, Orhan, Kurt, Ozan, Vural and Türkan (2014) pointed out that measurement and 

evaluation systems should be developed in line with instructional technologies to make effective and 

productive use of these technologies. In this respect, in the present study, the teachers’ suggestions for 

the probable threats regarding digital content and instructional technologies could be associated with 

future digitalized efficacies and innovative skills related to their fields of teaching.  
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The findings obtained via the teachers’ views within the scope of this study point to the 

importance of an education system which will help meet the future needs and which will keep up with 

the developing technology. In this respect, learners and teachers should adapt their roles to the digital 

transformation in education, and all the elements supporting this digital transformation in the teaching 

process should be used together. Considering the fact that the future and future professions will be 

shaped in a digitalized world, it is obvious that our education system will inevitably digitalized. 

Therefore, the “2023 Education Vision Document” has great importance since it is considered to be a 

guide in the process of transition to information society. Furthermore, strategies to be applied in the 

process of this transformation supported with digital content and skills in the learning processes within 

the scope of 2023 Education Vision are of great importance as well. Depending on the views of the 

teachers participating in the present study, it could be stated that raising all individuals’ social 

awareness and increasing their sense of belonging who are responsible for the application of 

educational, scientific and technological strategies (content developers, teachers, learners and so on) 

are fairly important to be successful and to get the intended results. Moreover, in terms of making the 

most of current opportunities, it is also important to consider the critics and suggestions put forward 

regarding probable threats so that the goals of digital content and instructional technologies within the 

scope of 2023 Education Vision can be achieved. In addition, in the light of the overall picture 

suggested by the results of the SWOT analysis in the present study regarding digital content and 

instructional technologies within the scope of 2023 Education Vision, the necessary attempts to be 

made should constantly be investigated and updated in line with the related literature. Additionally, in 

order to accomplish the goals determined in the 2023 Education Vision Document and to maintain 

consistency and success in the functioning of the education system, it is important and essential to do 

the necessary arrangements and changes in a timely manner by revising the current education system.   
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Abstract 

This study investigated the gifted students’ analogical perceptions of science and arts centres (SACs). 

Qualitative research method has been adopted. The data were collected from 4th and 5th graders 

selected through the purposive sampling through an interview form developed by the researchers. The 

participant students’ analogical expressions for SACs were analysed through the content analysis 

method. The students were required to make analogies between SACs and eight themes (e.g. cars, 

games, occupations, clothes, subjects, stories, scientists and relatives) by justifying them. The content 

analysis results of their responses indicated that the gifted students held quite positive perceptions of 

SACs and that these centres fulfil the goals and objectives identified by MoNE.  SACs were mostly 

compared to speedy cars, challenging games that require use of mind and strategic thinking, warm 

clothes, occupations that require self-sacrifice, patience and dedication, numerical courses, close 

relatives, the most popular stories/ tales of the world literature and the scientists most of whom lived in 

19th and 20th century. This study is important in terms of pointing out that there is a positive 

relationship between the attitudes of SAC students towards educational institutions and their academic 

success. 
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Introduction  

Sustainable development of the countries substantially depends on the quality of education 

provided to gifted students. Gifted children are those whose potential is distinctly above average in 

one or more of the following domains of human ability: intellectual, creative, social and physical 

(Gagné, 2003). They are also identified as those with a Full-Scale Intelligence Quotient (FSIQ) score 

higher than 130 and whose learning speed and levels differ from their peers and among the groups of 

students who need special training. Due to the complex and multifaceted nature of the subject, there is 

no consensus on the definition of “gifted students”. Those which were grounded only on one criterion 

such as high intelligence has been gradually replaced by the definitions based on multiple criteria 

(Davaslıgil,1991). They are defined as individuals who are qualified to carry out high-level work and 

superior than their peers in any academic field (Çağlar, 1986) and who exhibit higher-than-expected 

behaviours (Doğan & Çetin, 2018; Sak, 2010). In Turkey, they are described as ‘academically talented 

individuals with more competence in creativity, arts and leadership who learn faster than their peers, 

who are able to understand abstract ideas, who like to behave independently and who display high 

performance’ (Ministry of National Education, 2016, p. 2). These students have superior reasoning, 

critical thinking, problem solving and planning skills when compared to their peers (Sak, 2010; 

Gallagher, 2008; Renzulli, 1999). They are also able to develop different strategies to achieve a goal, 

to answer unexpected questions promptly and skilfully, to produce original ideas, to recall what they 

learned for a long time and to have a vivid imagination (Altıntaş, 2009; Davaslıgil, 1991). The afore-

mentioned qualifications of the gifted students outlined in the definitions make it crucial for them to 

undergo a carefully designed educational process (Çapan, 2010; Sak, 2010; Davaslıgil, 1991). Science 

and Arts Centres (SACs, henceforth) are the institutions that are founded by MoNE in Turkey to serve 

this purpose. They primarily aim to ensure that special talented students of pre-school, primary, 

middle and high school age are aware of their individual abilities and to enable them to improve and 

use their capacities at the highest level by considering such factors as characteristics of the settlement 

and transportation facilities of the regions. 

The relevant literature on students’ perceptions of school shows that they have positive 

perceptions about these institutions identifying them as ‘places of knowledge transfer’, ‘places where 

students are in safe’ and ‘places where development and growth take place’ along with some negative 

perceptions (Akkaya, 2012; Aydoğdu, 2008; Demir, 2007; Özdemir & Kalaycı, 2013; Yüner & 

Özdemir, 2017). The other studies have been conducted mostly with a focus on the gifted students’ 

perceptions of courses, learning environment (Aydın et al., 2011; Adediwura, 2011; Erdoğan & 

Yemenli, 2019; Gentry, Rizza & Gable, 2001; Opstad & Årethun, 2019; Potts, 2018; Rita & Martin-

Dunlop, 2011; Tortop, 2013), curriculum (Atlı & Balay, 2016; Kitsantas, Bland, & Chirinos, 2017; 

Mullet, Kettler & Sabatini, 2017; Sak, 2016; Wu, 2018), teacher (Tischler & Vialle, 2009; Yılmaz at 

al., 2017; Zedan & Bitar, 2017) and family (Chan, 2005; Rudasill et al., 2012).  In addition, it was 
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found that students have more positive perceptions of primary school while they have more negative 

perceptions of middle and high schools (Akkaya, 2012; Aydoğdu, 2008; Cerit, 2006). In that regard, 

students’ perceptions of the institutions where they are trained gain significance in terms of their 

effective participation to training and education activities as well as attainment of learning outcomes. 

As SAC students get additional training at these centres based on their talents and interests out of their 

school time, their negative attitudes towards the centres in concern will adversely affect the 

development of their talents.  

As a matter of fact, the relevant literature indicates a positive correlation between SAC 

students’ attitudes towards these institutions and their academic achievement. Analysing the 

metaphoric perceptions of gifted students about school and teacher, Ogurlu, Öpengin and Hızlı (2015) 

reported that students described them as “a peaceful and protective place”. In a similar study 

conducted on SAC students’ metaphoric perceptions of SAC and school, Su, Sağlam and Mutlu 

concluded that they hold more positive perceptions of the former than the latter and that and the most 

frequently produced metaphors about SACs were “brain”, “our home” and “family”. The metaphors 

mentioned in these studies are used as a mental tool to reveal individuals’ views about the desired 

situations and to explain theoretical/ abstract phenomena (Saban, 2008). They are regarded as meaning 

transfer between objects with perceptual or logical similarities (Gök & Erdoğan, 2010) and tools that 

are used to embody abstract concepts (Duit, 1991; Thiele & Treagust, 1994a). Ortony (1975) argues 

that metaphors are expected to explain complex phenomena in one or two words in a compact manner 

and to allow envisioning easily. Analogy, on the other hand, is another concept that draws attention 

with its similar meaning to metaphor in the related literature. It refers to making inferences about two 

concepts proposing that what is expressed for the first concept is also valid for the second taking into 

consideration the sameness or similarities between the concepts in concern (Uğur, 2009). A familiar 

situation similar to the unfamiliar phenomenon to be explained is used to provide the explanation, 

whereby a correspondence is assumed to exist between aspects of the analogical situation and those of 

the actual phenomenon (Dagher & Cossman, 1992, p. 364).  

Analogies refer to strong connections among similarities shared between concepts, principles 

and formulas; furthermore, they are strong bridges established between preliminary information and 

the target information (Kesercioğlu, Yılmaz, Huyugüzel-Çavaş & Çavaş, 2004). In a similar vein, one 

can obtain new information from analogies or change those existing in their cognition; in this respect, 

it becomes a pre-requisite to understand analogical reasoning process (Mozzer & Justi, 2012). They 

are effective for learning and teaching of concepts (Harman & Çökelez, 2017). Many analogies 

facilitate a visualization of the abstract target domain and are employed to determine student 

misconceptions (Duit, 1991). Besides, they facilitate restructuring existing memory and preparing it 

for the new information (Gentner, 1983). In a recent study, Çetinkaya, Taşpinar and Özdemir (2019) 

investigated 7th graders’ mathematical analogies and reported that most them are constituted by 
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functional, verbal-visual, abstract-concrete and enriched analogies that are all related to the topic of 

whole numbers. 

The word analogy and its various uses were invented by the Greeks. The concept of analogy 

was originally developed in Mathematics, and it shows the rate or proportion that indicates general or 

mutual relations (Ata, 2008). Analogy, while retaining the meaning of the similarity between 

relationships, began to mean a direct comparison between some similar terms to some extent (Ferre, 

1967: 94). As Newby, Ertmer and Stepich (1995) emphasized, analogy, logic, philosophy, social 

sciences, education, divinity, commerce, reading comprehension, composition, computer 

programming, problem solving have been used in many fields. In a similar fashion, Thiele and 

Treagust (1994b) identify analogies as connecting concepts, theories or formulas by using only shared 

aspects or a mapping process conducted among them. In this case, the known and unknown are called 

‘source’ and ‘target’, respectively. Orgill and Bodner (2007) reported that biochemistry students use 

analogies in various ways to promote understanding, visualization, recall, and motivation during 

classes and concluded that ‘analogies can be powerful teaching tools because they can make abstract 

material intelligible to students by comparing it to material with which the students are already 

familiar’ (p. 244). 

The perceptions of students towards the institutions they receive education are important in 

terms of obtaining effective participation and learning outcomes in education and training activities. 

Considering the fact that SAC students continue their formal education in another educational 

institution, when they are out of school hours and come to these institutions and receive education 

according to their interests and abilities, it is faced with the fact that their negative attitude towards the 

institution will negatively affect their development in their talent areas. In this respect, it is very 

important for students to have a positive attitude towards these institutions. This study is valuable in 

terms of revealing this situation. The feature that distinguishes this study from other metaphors and 

analogies is that the analogies created by the students are examined in detail and the analogy groups 

are given in the form of a reference list and analogy aspects are handled in this way. 

Leana-Tascilar (2016) states that reasoning by establishing abstraction and analogy should be 

accepted as the main component of intelligence.  According to Hakkoymaz and Uygun (2017), as one 

of the characteristics of gifted children, it can be understood that it has a fluent articulation with its use 

of analogy, the ability to sing poetry in an improvised way, a sophisticated sense of humour, improved 

vocabulary and grammar knowledge. Review of the literature demonstrates that previous research has 

been mostly conducted with a focus on students’ academic success, teaching and visualization of 

concepts, misconceptions and linking pieces of information and reported positive influences of 

analogies in education. As, to the best of the researchers’ knowledge, gifted students’ analogical 

perceptions of SACs have not been previously investigated, this particular study was motivated to 
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bridge the research gap in question. More precisely, SACs and students’ analogies for SACs are 

evaluated as ‘source’ and ‘target’, respectively with the purpose of exploring their perceptions of these 

centres through analogies. Hence, it exclusively differs from other studies previously conducted on 

students’ perceptions of SACs. Based on the research objective, the current study sought an answer to 

the following research question: What are the analogical perceptions of the gifted students attending 

SACs towards these centres? Accordingly, they were expected to produce analogies in eight domains: 

Cars, games, occupations, clothes, subjects, stories, scientists and relatives. All in all, it is believed 

that knowing about their attitudes, perceptions and schemes for these centres will be beneficial to 

provide them education of a higher quality. 

Method  

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

collection processes, and data analysis. 

Research Design 

This descriptive study was qualitatively designed with the aim of the revealing analogical 

perceptions of the gifted students attending 4th and 5th grades at SACs towards these institutions. 

Qualitative research encompasses a process that is carried out to reveal perceptions and events in a 

realistic and holistic way through such data collection methods as observation, interview and 

document analysis (Yıldırım & Şimşek, 2016). Descriptive survey research designs are used in 

preliminary and exploratory studies to allow researchers to gather information, summarize, present and 

interpret for the purpose of clarification (Orodho, 2003). Accordingly, this study adopted this 

particular research design as the data were collected and findings were reported without manipulating 

any variables. This research is limited to the gifted 4th and 5th grade students attending SACs. 

Different situations in the upper or lower classes should be considered as probable. 

Participants 

The participants were selected through the purposive sampling method, which accelerated the 

data collection process even though it does not allow collecting rich data (Büyüköztürk et al., 2011). 

Purposeful sampling methods allow for in-depth study of situations that are considered to have rich 

knowledge. All students participating in the study are ISDP (Individual Skills Development Program) 

students. This program is the next stage after the support program applied to gifted students. Table 1 

provides demographic information about the participants in question. 

Table 1. Demographic features of the participants 

 

Grade 

Gender Attended School 

Female Male State Private 

4th 17 16 21 12 

5th 18 21 24 15 

Total 35 37 45 27 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

315 

As seen in Table 1, approximately 49% of the participants were female while 51% of them 

were male. 63% and 37% of the students were attending state and private schools, respectively at the 

time of data collection. For the sake of confidentiality, the students in question were coded as S1, S2, 

S3, ….., S72. 

Data Collection Processes and Analysis 

The research data were collected through a form comprising of questions developed by the 

researchers to obtain the students’ analogical perceptions of SACs. The first section of the form was 

intended to elicit demographic information about the participants while the second section was 

designed to obtain their analogical perceptions of SACs. Yıldırım and Şimşek (2016) advocate that the 

metaphors used in this context play a descriptive role. It is significant to note that a total of 17 domains 

were initially constructed in accord with the research objective. Subsequently, the expert opinion was 

elicited from a mathematics teacher working at a SAC, a scholar holding a doctoral degree in 

mathematics teaching and a language expert. Accordingly, 9 of the items were excluded from the form 

due to the fact they were considered to deviate from the research objective. The following are the 

expressions in the form were posed to students. 

“SAC is like ………… among cars because ................…........................................” 

“SAC is like ………… among games because .............…........................................” 

“SAC is like ………… among occupations because ……........................................” 

“SAC is like ………… among clothes because .......................................................” 

“SAC is like ………… among subjects because ......................................................” 

“SAC is like ………… among stories because ........................................................” 

“SAC is like ………… among scientists because ....................................................” 

“SAC is like ………… among relatives because .....................................................” 

The forms were applied at SACs within a class hour subsequent to obtaining the relevant 

consent from the Directorates of SACs. It is noteworthy that the researchers were available in the 

classrooms to ensure that instructions were fully understood by the participants. The participant 

students’ analogical expressions for SACs were analysed through the content analysis method and 

based on the following the steps proposed by Saban (2008). 

1. Coding and extraction: Analogies produced by the students for each item along with their 

purposes are evaluated and listed separately. The incomplete responses were excluded from data 

analysis. 
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2. Category forming: The analogies were evaluated together with their purposes 

(justifications) and categorized based on the type of relationship between them. 

3. Validity and reliability: Expert opinion on the suitability of the conceptual categories for 

analogies was elicited from two faculty members, one with 10-year teaching experience at SAC and 

one with doctoral degree in academic writing. Analogies and categories were matched within this 

framework. The inter-rater reliability was found quite high (.92) using the Miles and Huberman’s 

Formula (Reliability= consensus / Consensus + Disagreement x 100).  

4. Presenting quantitative data of analogies and categories: Related analogies and categories 

were expressed in frequencies and presented in the following section. 

Findings 

This section of research is intended to outline the gifted students’ analogical views on SACs 

considering the order of analogical items in the data collection form. The first item required them to 

complete the statement “SAC is like ........ among cars because ....................” by stating a car brand 

and the analogical purpose. Their responses were analysed and the related results are given in Table 2. 

Table 2. The gifted students’ car analogies for SACs 

Car Brand f Car Brand f Car Brand f 

Tofaş (Local car brand in Turkey) 12 Porsche 3 Ford 1 

Mercedes 10 Plane 3 Broadway 1 

Lamborghini 6 Honda 2 Skoda 1 

Ferrari 6 Pagani 2 Hyundai 1 

BMW 5 Truck 2 Camaro 1 

Hybrid 4 Jeep Compass 1 Caravelle 1 

Bugatti 3 Audi  1 Range Rover 1 

Renault 3 Trolley 1 Mini cooper 1 

 

As seen in Table 2, SAC students compared these centres mostly to such cars as Tofaş (f=12), 

followed by Mercedes (f=10), Lamborghini (f=6) and Ferrari (f=6). Interestingly, it was also seen that 

they compared them to vehicles other than cars such as plane and truck. It might be attributed to 

semantic extension in their L1 as the concept of ‘car’ is occasionally used as an umbrella term for 

vehicles. Table 3 illustrates the ways they are compared to cars and the constructed analogies. 

Table 3. The gifted students’ ways of comparing SACs to cars 

Function f Aesthetics / Appearance f Diversity f Comfort f 

Acceleration 27 Nice 5 Fun 2 Comfortable 4 

Deceleration 6 Cool 4 Unaffordable 2 Uncomfortable 2 

Teaching 4 Neglected 2 Customizable 1   

Continuity 3 Old 2 Precious 1   

Conveying info 2 Beautiful inside 3 Far 1   

Advancement 2 Ugly outside 1     

Development 1       

Total 45 Total 17 Total 8 Total 6 
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As shown in Table 3, analogies used by the gifted students to compare SACs to cars were 

evaluated in four categories: (i) function (59%), (ii) aesthetics/ appearance (22,7%), (iii) diversity 

(11,1%), and (iv) comfort (7,9%). More specifically, they compared SACs to cars based on their 

function of ‘acceleration’ mostly due to the fact that SACs allow students to cover a lot of ground 

within a short time in the way cars can move people or goods from one place to another in a very short 

time by saving time. For aesthetics/ appearance category, responses of some students indicated that it 

was not found aesthetically satisfying even though the qualifications of ‘nice’ and ‘cool’ were mostly 

used, their responses also show that SACs are considered more fun than schools. Finally, the students 

who evaluated these centres as comfortable places outnumbered those who did not. The following are 

the extracts taken from the students’ interview forms. 

“SAC is like Lamborghini among cars because it enables us to learn everything very quickly.” 

(S44, Male, 4th Grader/ State School) 

“SAC is like Tofaş among cars because it looks neglected. More modern buildings should be 

provided to these centres.” (S36, Male, 5th Grader/ State School)  

“SAC is like a hybrid car among cars because it meets our needs, consumes less gasoline per 

mile, offer you high speed or comfort but it does not require much maintenance.” (S57, Male, 5th 

Grader/ Private School) 

The gifted students’ responses to the statement of ‘SAC is like ........ among games because 

.....’ were analysed and tabulated based on the analogies they used and the way they compared SACs 

to the games. The formers are presented in Table 4. 

Table 4. The gifted students’ game analogies for SACs 

Games  f Games f Games f 

Playing tag 10 Mind games 2 Colour switch 1 

Hide-and-seek 5 GTA 2 Airsoft  1 

Football  4 Crossword Puzzle  2 Blue Whale 1 

Fortnite (war game) 4 Sudoku 2 Malepoli 1 

Chess   4 Mangala 1 Slither io 1 

Hopscotch  3 Riddle  1 Know and Conquer 1 

Word Challenge 3 Taboo 1 Puss-in-the-corner 1 

Minecraft 3 Puzzle  1 Hangman   1 

Reversi 2 Domino 1 Playstation 1 

Pubg Mobile  2 Jacks  1 Party panic  1 

Pacman  2 Stash  1 Blur 1 

Cs-go 2     
 

It is understood that the gifted students tended to compare SACs to street games that require 

physical exertion such as playing tag, hide-and-seek and football. This indicates that they compared 

these centres mostly to concrete rather than virtual games. It was striking to see that one of the 

students compared them to the blue whale which is listed among the most dangerous games probably 

considering that SAC students are quite in risk since any negativity they are exposed to during their 
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education may arise unexpectedly dangerous results such as using their competences to the detriment 

of the society. Table 5 provides the constructed analogies and what features of games leaded the gifted 

students to compare SACs to the games. 

Table 5. The gifted students’ ways of comparing SACs to games 

Situation / 

Emotion 

f Function  f Education  f Skill  f 

Fun  6 Developing creativity 3 Progressivity  4 Using the mind 6 

Tiring/ Busy 4 Developing intelligence 3 Complete learning 3 Requiring 

involvement 

3 

Loved  3 Exploiting info 2 Backwardnes 3 Teamwork 2 

Nice  2 Race against time 2 Levelling-up 2 Brain battle 1 

Inspiring  1 Forcing the mind 2 Associated learning 1 Strategic thinking 1 

Exciting  1 Overcoming challenges 1     

Surprising  1       

Total  18 Total  13 Total  13 Total  13 
 

It is seen that such themes as situation/ emotion (31,6%), function (22,8%), education (22,8%) 

and skill (22,8%) were constructed from the analogies established between SACs and games. Being 

fun was the most frequently reported emotion shared between SACs and games, followed by tiring/ 

busy, loved and nice. As is seen, the gifted students tended to express positive emotions except tiring/ 

busy in their analogies for SACs. Using mind revealed the most frequented code in the category of 

skills that were reported to be shared between SACs and games. The following were extracted from 

their responses to the relevant interview item. 

“SAC is like Blur among games because we can never predict the way it proceeds –from the 

left or the right”. (S4, Male, 5th Grader/ Private School) 

“SAC is like Minecraft among games because they improve our creativity.” (S5, Female, 5th 

Grader/ Private School) 

“They are like Mangala among games because they require intelligence and strategic thinking 

and encourage us to think.” (S21, Male, 4th Grader/ State School) 

Hence, the gifted students compared these centres to the challenging games that require use of 

mind and strategic thinking and that enable them to develop academically. The third statement in the 

form was designed to elicit the gifted students’ analogies between SACs and clothes. Their responses 

to the item in question were analysed and demonstrated in Table 6.  
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Table 6. The gifted students’ clothes analogies for SACs 

Clothes  f Clothes f Clothes f 

Coat   10 Pants  5 Gloves  1 

T-shirt 8 Socks  4 Coveralls  1 

Sweater  7 Jacket  3 Sportswear 1 

Dress  6 Shirt   2 Team uniform 1 

Hat/ Beret   6 Wedding dress 2 Leggings  1 

Skirt   5 Scarf  2 Kimono 1 

Suit   5 Shalwar 1   
 

As illustrated in Table 6, SACs were often compared to a coat noting that it keeps us warm 

within certain periods of time (f=10). It is followed by t-shirt, sweater and dress. The gifted students 

also compared SACs to unusual clothes such as wedding dress, kimono and coveralls. This might be 

attributed to the fact that these clothes are deemed to attract attention in the settings they are worn. 

Hence, the gifted students might have compared SACs to these clothes in order to underline their 

difference from the regular institutions of education. In addition, 20 different types of clothing 

analogies were made from 72 gifted students. And they made explanations that these clothes are used 

for different purposes. The table of these explanations is given below. Table 7 is intended to outline 

their ways of comparing SACs to the clothes.  

Table 7. The gifted students’ ways of comparing SACs to clothes 

Function F Appearance  f Emotion  f Expediency   f 

Keeping warm 8 Long  4 Loved  4 Expedient  2 

Sheath  5 Large  4 Vital  3 Inexpedient  2 

Challenging  3 Tight   3 Sincere  2 Can be tried 2 

Relaxing  2 Smart  3 Necessary  2   

Embracing  1 Wrong size 1 Unnecessary  1   

Advancing  1 Revealing  1 Anyone’s dream 1   

Facilitating    1 Detailed  1     

  Complicated  1     

  Comfortable  1     

  Thick  1     

  Short  1     

Total  21 Total 21 Total 13 Total 6 
 

The most frequently established analogies between SACs and clothes were categorized under 

the themes of function and appearance (34,4%), followed by emotion (21,3%) and expediency (9,8%). 

The most common analogy formed under the theme of function was keeping warm (13,1%). Despite 

sounding negative, sheath revealed the second most frequently reported way of comparison between 

SACs and clothes. It was predicted that the gifted students established such connection between the 

phenomena in concern as the former is hard to enrol for the students. Namely, the candidate students 

are supposed to succeed in a set of challenging tests prepared and administered by the field experts. 

Under the theme of appearance, on the other hand, the respondents compared SACs and clothes using 

the adjectives “long” and “large” probably because training in SACs takes a long period that 

encompasses primary to high schooling. They also established analogies between them using “tight”, 
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“wrong size” and “complicated” implying that these centres do not operate as regularly as their own 

schools. Namely, they spend only limited class hours a day at these centres out of their school time 

and they are exposed to a teaching programme designed in accordance with their individual 

development. Nonetheless, it is revealed that they tended to voice positive rather than negative 

expressions under the theme of emotions such as loved, vital and sincere. Lastly, they employed such 

expressions as expedient, inexpedient and can be tried. The following are the excerpts obtained from 

the interview forms of the participants. 

“SAC is like a coat among clothes because I like it most (it keeps my body warm).” (S5, 

Female, 5th Grader/ Private School) 

“SAC is like a (mini) skirt among clothes because it lasts very short.” (S6, Female, 5th Grader/ 

Private School) 

“SAC is like a jacket among clothes because you decide (not) to wear but if you wear it on, 

you will not get cold. I mean, it is necessary no matter how it sounds not.” (S55, Female, 5th Grader/ 

State School) 

“SAC is like a suit among clothes because it teaches all main courses.” (S17, Male, 4th 

Grader/ State School)  

4th statement in the interview form was intended to elicit the gifted students’ analogies 

between SACs and occupations. The analysis results of their responses are given in Table 8. 

Table 8. The gifted students’ occupation analogies for SACs 

Occupations f Occupations f Occupations f 

Teacher  19 Astronaut  2 Dentist  1 

Scientist  14 Basketball player  1 Judge  1 

Doctor  10 Lawyer   1 Police officer 1 

Architect   5 Academician 1 Mechanic    1 

Garbage man   3 Shepherd  1 Accountant   1 

Surgeon  3 Military officer 1 Soldier   1 

Student 3 Tailor   1 City police  1 
 

The gifted students’ responses revealed that SACs were mostly compared to teachers (f=19), 

followed by scientists (f=14) and doctors (f=10). They justified their analogical choices noting that 

these occupations are constantly intertwined with science and that they contribute to the development 

of science. That these three professions were mostly reported by the students could be attributed to the 

fact that they require self-sacrifice, patience and dedication. The findings also indicated that these 

centres were compared to cognitively less challenging and demanding occupations such as mechanics, 

shepherd and garbage man. Table 9 displays their purposes of comparing SACs to the occupations 

listed. 
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Table 9. The gifted students’ ways of comparing SACs to occupations 

Function f Quality f Originality  f 

Educates 14 Scientific  6 Exclusiveness 4 

Offers new info 4 Challenging  2 Selectiveness 1 

Makes transactions  2 Neglected  2   

Closes the gap in education 2 Designer/ Innovative 2   

Allows discovery of genius 2 Nice  1   

Defends/ Protects 2 Skilful 1   

Heals the mind 1 Busy  1   

Binds up wounds 1 Races against time 1   

Repairs  1 Planned  1   

Teaches science 1 Careful/ Cautious 1   

Alleviate pains (Pain-killer) 1 Delicate  1   

Advances  1 Talented  1   

Facilitates our works 1 Shortcomings 1   

Total  33 Total 21 Total 5 
 

The gifted students’ analogies were assessed under the themes of function (55,9%), quality 

(35,6%) and originality (8,5%) when considering their purposes of comparison between SACs and 

occupations. The frequency of the function of education might be attributed to the finding that these 

centres were mostly compared to teachers among occupational groups provided in Table 8. The most 

frequently used analogy under the theme of quality was scientific that was considered a shared feature 

between SACs and occupations by the participant students some of whom compared these centres to 

scientists. The theme of originality, on the other hand, comprised of the analogies of exclusiveness and 

selectiveness that were mostly attributed to such occupations as doctors, astronauts and professors. 

The following are the excerpts extracted from the gifted students’ responses to the related interview 

item. 

“SAC is like an astronaut among occupations because we feel in a different world when we 

come to it.” (S5, Female, 5th Grader/ Private School) 

“SAC is like a garbage man among occupations because we collect and learn from what is left 

from scientific research. I hope what we have learned here will be beneficial to us in the future.” (S31, 

Female, 5th Grader/ State School) 

“SAC is like a tailor among occupations because tailors always patch the clothes and sew the 

ripped off.” (S57, Male, 5th grader/ State School) 

“SAC is like a teacher among occupations because it teaches us so many things we do not 

know.” (S60, Male, 5th Grader/ State School) 

“SAC is like a surgeon among occupations because it is expected to know everything in detail 

–like the way surgeons know about the body.” (S61, Male, 5th Grader/ State School) 

The fifth statement in the review form was designed to cover the gifted students’ analogies 

between SACs and course/course contents.  
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Table 10. The gifted students’ course/course content analogies for SACs 

Course (content) f Course (content) f Course (content) f 

Mathematics  26 Social Sciences 2 Chemistry  1 

Science  11 Religious Studies 2 Mind Games  1 

Turkish  6 Pi 1 Famous Scientists 1 

Fractions  5 Philosophy  1 Etude  1 

P.E. 3 Reflections  1 Doing a Test 1 

Foreign Language 3 Informatics  1 Physics  1 

All content 2 Addition  1 Grasping the Main Idea 1 
 

As indicated in Table 10, the participant students tended to compare SACs to the courses 

rather than course contents (79%). Namely, Mathematics revealed the course mostly compared to 

these centres (f=26), followed by Science (f=11) and Turkish (f=6). Considering that the most and 

second most frequently reported responses are numerical courses; this finding might be attributed to 

the relatively more challenging nature of the courses in concern. It might also stem from the fact that 

these centres are more related to science and mathematics as their name originates from science 

(Science and Art Centre) and that these two courses constitute the ground of science. Table 11 exhibits 

their purposes of comparing SACs to the course/ course contents provided in Table 10.  

Table 11. The gifted students’ ways of comparing SACs to course/ course contents 

Quality  f Originality  f Function  f 

Fun  10 Extraordinary 5 Experimental  4 

Boring  5 Best  2 Teaches new things 3 

Scientific  5 With Strict Rules 2 Solves problems 1 

Hard  4 Hard to obtain  2 Contributes to test  

achievement 

1 

Loved  4 Multi-faceted 1 

Complicated  3 Talent-driven  1   

Comprehensive  3 Intelligence-driven 1   

Problematic  1     

Demanding 1     

Time flows like water 1     

Fast  1     

Requiring hard work 1     

Lasting 1     

Detailed  1     

Treasury  1     

Total 42 Total 14 Total 9 
 

As shown in Table 11, the analogies constructed by the gifted students between SACs and 

course/ course contents were categorized into three themes: (i) quality (64,6%), (ii) originality (21,5%) 

and (iii) function (13,9%). The mostly reported analogies were fun (f=10), extraordinary (f=5) and 

experimental (4) under the themes of quality, originality and function, respectively. The following are 

the extracts taken from the gifted students’ responses to illustrate their purposes for the analogies they 

constructed between SACs and course topics. 

“SAC is like fractions among the course contents because it is demanding and challenging. It 

is everywhere.” (S2, Female, 4th Grader/ State School) 
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“SAC is like ‘The most famous scientists’ among the course contents because we have a lot of 

fun there and we travel through time while learning.” (S5, Female, 5th Grader/ Private School) 

“SAC is like grasping the main idea among the course contents because it is extremely hard. 

We must have an in-depth knowledge about the given subject/ context in order to get that idea.” (S14, 

Female, 4th Grade/ Private School) 

“SAC is like physics subjects among course contents because we are learning things that 

require intelligence and hard work.” (S20, Male, 4th Grader/ State School) 

“SAC is like the foreign language (course) among courses because you can easily comprehend 

it while it is very hard to understand for others.” (S55, Female, 5th Grader/ State School) 

Overall, the gifted students had a tendency to report courses/ course contents that are typically 

learned with fun. Nonetheless, they compared these centres to the course contents that are typically 

perceived challenging, demanding, complicated and hard. This might be attributed to that these centres 

offer in-depth and enriched education to the gifted students and that the learning activities are 

designed in compliance with high level cognition. 

The sixth item in the interview form was to elicit the analogies the gifted students formed 

between relatives and SACs. The analysis of their responses are presented in Table 12. 

Table 12. The gifted students’ relative analogies for SACs 

Relatives f Relatives f Relatives f 

Uncle  15 Father  7 Brother-in-law 2 

Cousin   13 Grandfather  7 Sister-in-law 1 

Mother  9 Grandmother  5 Distant relative  1 

Aunt  9 Sibling  3   
 

As illustrated in Table 12, the gifted students compared SACs mostly to uncle (f=15), 

followed by cousin (f=13), mother and aunt (f=9) and father and grandfather (f=7). This allows us to 

conclude that they tended to establish analogies between SACs and close rather than distant relatives 

probably because they spend most of the time together. In a similar vein, they attend courses in these 

centres three days a week. Among these findings, the association of SACs to uncle and cousins rather 

than parents is an interesting finding. In these institutions, training with students of their age and 

intelligence level can be effective in this. In the table below, it is categorized for its positive or 

negative attitudes towards these relatives. Their justifications for the comparison of SACs to relatives 

are displayed in Table 13. 
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Table 13. The gifted students’ ways of comparing SACs to relatives 

Positive feature f Negative feature f 

Wise  11 Stubborn  4 

Loved  10 Boring  3 

Hardworking  5 Lazy  1 

Fun  4 Indifferent  1 

Helpful  3   

Informative  3   

Warm-hearted  2   

Tender-hearted 2   

Smart  2   

Intelligent  2   

Tolerant  2   

Sensitive  2   

Colourful 1   

Open-minded 1   

Participative  1   

Well-behaved 1   

Likes me  1   

Sincere  1   

Disciplined  1   

Total  Total  9 
 

As suggested in Table 13, the students’ responses related to their analogies between SACs and 

relatives were gathered mostly into two themes. More precisely, the majority of them fell into the 

theme of positive features (85,9%) while the minority was listed among the negative features (14,1%). 

It might be concluded that they feel safe and comfortable while studying in these centres because the 

teachers and the other staff were selected through a high-stake nationwide test that was annually 

administered by MoNE. They reported “wise” under the theme of positive features with the highest 

frequency (f=9), followed by loved (f=10), hardworking (f=5). It is also seen that they reported such 

negative features as stubborn (f=4), boring (f=3), lazy (f=1) and indifferent (f=1). The following are 

the statements taken from their responses. 

“SAC is like my grandmother among my relatives because it is very wise, so is SAC.” (S6, 

Female, 5th Grader/ Private School) 

“SAC is like my sister-in-law among my relatives because it is very colorful.” (S14, Female, 

4th Grader/ Private School) 

“SAC is like my father among my relatives because it is very disciplined.” (S26, Male, 5th 

Grader/ Private School) 

“SAC is like my uncle among my relatives because it is very busy. It always works and it 

allocates most of their time to work.” (S40, Male, 4th Grader/ State School) 

“SAC is like my cousin among my relatives because it is not just for class. We both study our 

lessons and have fun there by playing games.” (S72, Male, 4th Grader/ Private School) 
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The seventh item in the form required the gifted students to make analogies between SACs 

and stories. Their responses were analysed and the related results are provided in Table 14.  

Table 14. The gifted students’ story analogies for SACs 

Story f Story f Story f 

Little Red Riding Hood 12 White Fang 2 Fatih 1 

Keloglan 9 7-day Adventures 2 Heart Master 1 

Nasiruddin Hodja 5 Alice in Wonderland 2 On the Trail of Evidence 1 

Snow White and the Seven 

Dwarfs 

5 Around the World in 80 

Days   

2 La Fontaine’s Tales 1 

Hansel and Gretel 3 Mouse and Lion 2 Pinocchio  1 

Harry Potter  3 The Dragon with a 

Chocolate Heart 

1 Pollyanna 1 

Curry-comb 3 Stickman's Life 1 Bumpkin  1 

Cinderella  3 Dada Gorgud 1 Les Miserables 1 

Chess  2 Crazy Wolf 1 Fox and Crow 1 

The Three Musketeers  2 Dreams Club 1 7 Good Men 1 
 

Table 14 suggests that SACs were compared to a wide range of stories including Little Red 

Riding Hood, Nasiruddin Hodja, Around the World in Eighty Days and Les Miserable. The gifted 

students compared SACs mostly to Little Red Riding Hood (f=12), followed by Keloglan (f=9), 

Nasiruddin Hodja (f=5) and Snow White (f=5). It is interesting to see that the first three stories listed 

in Table 14 are anonymous and among the most popular stories/ tales in the world literature (Tearle, 

2020). The purposes they expressed for comparing SACs to stories are presented in Table 15.  

Table 15. The gifted students’ ways of comparing SACs to stories 

Quality  f Doctrine  f Function  f 

Nice  4 Determination  7 Advice  7 

Fun  4 Team Spirit  4 Learning a lesson 3 

Exciting  4 Logic  2 Teaching  2 

Interesting  4 Honesty  2   

Familiar  3 Patience  1   

Adventurous  3 Inquiry  1   

Mysterious  2     

Funny  2     

Fiction  2     

Long  1     

Not appreciated 1     

Total  30 Total 17 Total 12 
 

The gifted students’ ways of comparing SACs to stories were evaluated under three themes: (i) 

quality (38%), (ii) doctrine (21,5%) and (iii) function (15,2%). The analysis of the gifted students’ 

responses under the theme of quality shows that SACs were mostly compared to stories that were 

evaluated nice, fun, exciting and interesting by the gifted students. The analysis of their responses 

under the theme of doctrine, on the other hand, indicates that they compared these centres to the 

stories that exclusively inspire such values as determination, team spirit, logic and honesty. Quite 

similarly, analysis of their responses under the theme of function reveals that they compared these 

https://www.google.com/search?safe=active&rlz=1C1GCEA_enTR782TR782&sxsrf=ACYBGNRzVJ-_cWA41tG_5XDYqm1KdPQcJg:1576011304580&q=Hansel+ve+Gretel&spell=1&sa=X&ved=2ahUKEwidxeLP-6vmAhUjx4UKHQUODpUQkeECKAB6BAgMECo
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centres to the stories that offer advices and teach lessons to them. The following are to illustrate their 

views. 

“SAC is like Fox and Crow among stories because its advices us to use our mind to do better 

things –just like the narrated fox that uses its mind to get the food.” (S39, Male, 5th Grader/ State 

School) 

“SAC is like Snow White and the Seven Dwarfs among stories because our country (Turkey) is 

like a princess and SACs are like a prince; so, it is in strong need of SACs to awake!” (S55, Female, 

5th Grader/ State School) 

“SAC is like Curry-comb among stories because it is like the step child of MoNE that falls 

victim to slander.” (S57, Female, 5th Grader/ State School) 

“SAC is like Little Red Riding Hood among stories because it allows us to learn lessons from 

every line.” (S68, Female, 5th Grader/ Private School) 

The last item of the interview form required the gifted students make analogies between SACs 

and scientists. The analysis results of their responses were provided in Table 16. 

Table 16. The gifted students’ scientist analogies for SACs 

Scientists f Scientists f Scientists f 

Albert Einstein  29 Aziz Sancar  4 Thales  2 

Thomas Edison 7 Leonardo da Vinci  3 Ali Kuşçu 2 

Nicolas Tesla 6 Graham Bell  2 Biruni 1 

Pythagoras  6 Marie Curie 2 İbn-i Sina (Avicenna) 1 

Galileo 4 Robert Koch 2 Stephen Hawking 1 
 

The gifted students compared SACs mostly to Albert Einstein (40,3%), followed by Thomas 

Edison (9,7%), Nicolas Tesla (8,3%) and Pythagoras (8,3%). Their choice of these scientists for the 

analogies in concern might be attributed to the fact that they lived in the recent past when compared to 

others with some exceptions. Namely, they lived in 18th and 19th centuries while most of the others 

lived in earlier periods. Overall, it is seen that they were compared to 11 foreign and 4 Turkish 

scientists by the gifted students. Interestingly, those who were reported by the students are among the 

most influential scientists in the world (Barna, Tarlach, & Scharping, 2017). Table 17 illustrates the 

gifted students’ ways of comparing SACs to the afore-cited scientists. 

Table17. The gifted students’ ways of comparing SACs to scientists 

Quality  f Function  f 

Clever  14 Conveying knowledge 8 

Determined  7 Making experiments 6 

Smart  5 Science production 5 

Wise   5 Make inventions  4 

Leader  5   

Extraordinary  4   

Weird  4   
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Shy  2   

Successful  2   

Looking complicated  2   

Talented  1   

Brave  1   

Observer  1   

Prolific  1   

Logical  1   

In need of support 1   

Total  56 Total  23 
 

As seen in Table 17, the gifted students justified their comparisons of SACs to scientists under 

two broad themes: (i) quality (70,9%) and (ii) function (29,1%). They mostly underlined such qualities 

as being clever, determined, smart, wise and leader while comparing these centres to the scientists 

under the theme of quality. Some of their responses are presented to illustrate them. 

“SAC is like Marie Curie among scientists because it tells us that we achieve anything we 

want enough.” (S5, Female, 5th Grader/ Private School) 

“SAC is like Albert Einstein among scientists because it is very wise/ knowledgeable. It is like 

genius. Only clever students can get training here –just like the centre.” (S13, Male, 4th Grader/ State 

School) 

“SAC is like Thomas Edison among scientists because it is the bright child of science. If he 

had not discovered the electricity, further inventions could not have been made.” (S28, Female, 4th 

Grader/ State School) 

“SAC is like Aziz Sancar among scientists because it is a success story. He comes from a small 

village and wins the Nobel prize.” (S40, Male, 4th Grader/ State School) 

They mostly attributed such functions of conveying knowledge, making experiments, science 

production and making inventions to the scientists in their comparison to the centres in concern. It is 

significant to note that they tended to report positive qualities about the centres while making 

analogies between them and the scientists. The following section is intended to summarize the overall 

findings of the present research and to offer practical implications in the light of the findings as well as 

relevant literature. 

Discussion, Conclusion and Recommendations  

This study scrutinized 4th and 5th grade gifted students’ analogical perceptions of SACs by 

considering SACs and their perceptions as source and target, respectively. The analysis of the 

analogies they established between SACs and cars, games, clothes, occupations, course/ course 

contents, relatives, stories and scientists under the theme of function indicated that they hold positive 

views about the fulfilment of these centres’ missions. Namely, they emphasized “speed”, 

“improvement of creativity”, “keeping warm” and “advice” while comparing SACs to cars, games, 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

328 

clothes and stories, respectively. These findings are in congruence with previous research (Aslan & 

Doğan, 2016; Bildiren & Türkkanı, 2013; Kunt & Tortop, 2013). The following are the goals and 

objectives of SAC published in the Journal of Notifications (MoNE, 2016): to raise productive and 

self-fulfilling individuals who can combine scientific thinking and behaviors with aesthetic values, 

who can solve problems, who can recognize and use their own talents and creativity at early ages and 

who are expected to think creatively, to make inventions and discoveries, to establish and sustain 

successful social interactions, and to gain competence in leadership, communication and art. The 

present findings revealed that the gifted students came up with analogies for SACs that imply these 

centres contribute to their academic and personal development at the expected level. Kunt and Tortop 

(2013) previously reported that the gifted students mostly produced such metaphors as “treasury” and 

“informative” for SACs. Our findings overlap with this specific finding as the researchers concluded 

that these centres make significant contributions to the gifted students’ mental and academic 

development. 

In a comparative study, Aslan and Doğan (2016) documented that the gifted students produced 

different metaphors for their schools and these centres and that the former were found less-developed 

than SACs in terms of speed. Namely, the participant students compared their schools and SACs to 

black trains and high-speed trains, respectively. In addition, the relevant review of literature informs 

that the gifted students perceived their own schools as competitive, frightening and under-developed 

while they related SACs with such positive concepts as relaxation, excitement and development 

(Aslan & Doğan, 2016; Erisen et al., 2016; Saban, 2008; Talas, Talas & Sönmez, 2013). Considering 

our finding on the gifted students’ remarkably positive perceptions about SACs, it could be claimed 

that the present research approves the existing literature. In a recent research, Kurnaz (2018) informed 

that the gifted students frequently produced metaphors for such values as curiosity, leadership, honesty 

and courage. Quite similarly, our study yielded that the gifted students established such analogies as 

being multi-faceted, team spirit, sincerity, facilitation, honesty, discipline and learning lessons. It 

could be concluded that the desired level of significance is attached to the values education at these 

centres as the study reported more diverse values than those informed by the previous research.  

Kunt and Tortop (2013), on the other hand, advocated that SACs try to undertake the 

responsibilities of the schools and that the gifted students evaluated these centres as the route to 

knowledge rather than their schools. Likewise, the present research indicated that the gifted students 

perceived SACs as distinct institutions that contribute to their personal and academic development. 

They mentioned implementations that are peculiar to SACs while making analogies between these 

centres and the given themes. More precisely, no curriculum is implemented at SACs where the 

teachers plan learning activities in accordance with the students’ cognition and learning needs at the 

time. So, the students mentioned the common course contents when they were asked to make 
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analogies between SACs and the given themes rather than those which were identified only in their 

own school curriculum. 

Pollio (2018) contends that the gifted students are able to use humour and metaphors for the 

situations they are familiar with and to make analogies between them. They can use unfamiliarity in 

their mind to change others’ ordinary perceptions. Similarly, the present study showed that these 

students could even establish analogies between the existing analogies and come up with a wide range 

of similarities when asked. In Vogelaar, Resing and Stad (2020) study investigated differences in the 

processes of solving analogies between gifted and average-ability children (aged 9–10 years old) in a 

dynamic testing setting utilizing a pre-test-training-post-test control group design. Irrespective of 

ability group, dynamic testing resulted in a larger number of accurately applied transformations, 

changes in the proportion of preparation time utilized, and more advanced usage of solution 

categories. Differences were found between and within the groups of gifted and average-ability 

children in relation to the different process variables examined. In another study (Vogelaar, Sweije & 

Resing, 2019) was examined whether a newly developed dynamic test of analogical reasoning would 

be sufficiently difficult for identifying between 7- and 8-years old potential for solving analogies 

children. In this study, it was observed that gifted children were more successful than their peers. It 

was also stated that they needed less instruction during the training process. Analogical reasoning is 

assumed to play a large role in learning and problem solving in everyday and school settings.  

In this study, majority of the gifted students created positive analogies that indicate these 

centres fulfil the goals and objectives identified and regulated by MoNE. Besides, albeit small in 

number, some gifted students produced negative analogies especially for the buildings of SACs such 

as small, old-fashioned, neglected and step-child. Moving from these criticisms, it might be 

recommended that these centres should be provided teaching staff, adequate infrastructure, teaching 

materials, playgrounds and social facilities to attain the afore-mentioned education goals and 

objectives more easily. Besides, foundation of ateliers that allow these students to improve their talents 

more efficiently and to receive more effective training could increase the demand for these centres.  

The gifted students’ perceptions about SACs could be explored in more in-depth research to 

be conducted nationwide and in other countries. It should not be forgotten that human wealth is very 

significant for the societies and that gifted individuals play a crucial role in the growth and 

advancement of societies. Accordingly, this segment of society should be provided more privileges to 

contribute to their personal and academic development especially by improving the facilities of SACs. 

With this study, perceptions and attitudes of gifted students towards SACs have been revealed. In 

other studies, similar studies in gifted but different age and grade levels can be applied. In this study, 

apart from the topics chosen as the subject of analogy, different analogy studies can be conducted on 

more general and global concepts. 
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Abstract 

This study was conducted in order to determine the self-efficacy of primary school teachers and the 

problems that they encounter in physical education and game classes. The sample of study are 

consisted of 391 primary school teachers who were selected by stratified sampling method and 

working in Konya and Niğde provinces in the second semester of the 2019-2020 academic year. In 

research, 'Teacher self-efficacy belief scale' was used. In addition, teachers were asked open-ended 

questions about physical education and game lesson. According to the findings of the research, it was 

concluded that teachers are quite sufficient in the field. No difference was found between the self-

efficacy scores by gender. Self-efficacy scores are significant in favor of those who do not need in-

service training. Significant results were obtained in the sub-dimension of student participation in 

favor of teachers using physical activity card (PAC) in physical education and game lesson. This 

course which branch teacher should conduct were achieved meaningful findings in favor of the 

primary school teacher. In physical education and game lessons, the movements of displacement, 

object control and balancing are acquisitioning that teachers can do best. The course achievements that 

are forced in practice; are designing games, using various strategies and tactics, designing appropriate 

programs to improve physical fitness, preparing a nutrition program to protect health. When the 

problems encountered in physical education and game lessons are examined, they are generally 

collected under three headings.  
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Introduction 

Education is very important for the development of countries in all fields and it is done 

through educational institutions. The aim in educational institutions; bring the individuals who can 

adopt to scientific and technological changes, have provided holistic development in all fields to 

society (Kazu and Aslan, 2014). Educational institutions are equipped with specific system and 

programs to achieve their objectives. Teaching the programs that are included in the system effectively 

the students and practicing of the education system and is the task of the teachers. A teacher is a 

person who guides learning, organizes learning experiences using different teaching methods, plans 

educational activities, assumes the executive duties of executive and educational institutions and 

ultimately evaluates the outcome of behaviors (Paliç and Keleş, 2011; TED, 2009). In other words, the 

teacher is a behavior change engineer (Senemoğlu, 2018, p. 2). In this sense, many tasks are falling to 

teachers. One of them is to ensure the cultivation of individuals with high self-sufficiency perceptions 

and this can be accomplished through teachers with high self-sufficiency. Teacher self-efficacy is 

teachers' beliefs that they can apply the teaching process effectively and create behavior change 

(Şahin, 2010). Teachers with high self-efficacy are more successful than teachers with low self-

efficacy because teachers with high self-efficacy are more interested in the needs of students with 

limited skills than the other teachers (Ross and Bruce, 2007; Eryaman et all, 2013). According to 

Bandura (1977), professional self-efficacy of teachers can be affected from different perspectives. 

When teachers' belief in self-efficacy is at the desired level, cognitive, emotional, motivational and 

decision-making processes are also effective (Çapri and Çelikkaleli, 2008). Teachers' must be 

adequately equipped to make them (Kararmaz and Arslan, 2014; Topkaya, 2013, p. 2; Yalın, 2002). 

According to the criteria of the Ministry of National Education, teachers are people who have 

completed personal and professional development, recognize the student, can plan the teaching 

process, can evaluate the learning outcomes, communicate and have knowledge of the program (MEB, 

2017). 

Individuals work voluntarily in fields where they feel high proficiency, evaluate the process 

effectively, provides active participation, they want to devote time for these activities also (Pintrich 

and Schunk, 2002). This situation is explained as the concept of self-efficacy. According to Bandura 

(1986), the belief of the individual that being successful as a result of planning the necessary actions to 

perform a certain job is called self-efficacy (Aktağ, 2011). Self-efficacy perceptions are fed from four 

sources. These are the information that the individual obtains as a result of his or her own attempts, the 

successful or unsuccessful experience of others, the incentives received from others, advice (verbal 

persuasion) and psychological state (Senemoğlu, 2018, p. 234-235). Individual’s self-efficacy 

perceptions can be positive or negative depending on the situation. When these perceptions are 

positive, the individual will plan his / her activities related to the situation in a way that will be 

successful. If the perceptions are negative, the individual will also have a state of anxiety (Morgil et 
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al., 2004). When individuals have a positive perception of self-sufficiency, their development will be 

parallel to this. According to Schunk (2004), individuals may realize how much of what they have 

learned by transferring to life by making inferences about their personal skills and abilities through 

their perceptions of self-efficacy (Şahin, 2010). The individuals whose good self-sufficiency 

perception will have intellectual development also (Bandura, 2002). 

In the literature, researches about teacher self-efficacy is collected especially in three fields. 

The first field was about the importance of the relationship between competence and career choice. 

The second field is the discovery of academic performance, achievement and other motivational 

structures (goal setting, modeling, problem solving, anxiety, reward, self-regulation, various academic 

performances, etc.) associated with teachers' self-efficacy. The third field is the discovery of teachers' 

competences with the help of research findings related to educational practices and various student 

outcomes (Pajares, 1997). There are various opinions based on researches about what should be the 

professional competencies of teachers. According to some of them are expressed as  have sufficient 

field knowledge and teaching knowledge (MEB, 2017; Numanoğlu and Bayir, 2009; Topkaya, 2013), 

to use new technologies in teaching process (Gözütok and Karacaoğlu, 2007, p. 374), to develop 

problem solving, creativity and research skills of students (Şişman, 2002, p. 165-166), planning 

activities appropriate to the level of student development, organizing individual and group activities, 

managing the class well and using appropriate materials (Özden, 2005, p. 46-47), active participation 

of students in the lesson (Erden, 2007, p. 154; Sönmez, 2015, p. 276), to use different methods and 

techniques in teaching process, to evaluate the learning outcomes of students with appropriate 

measurement tools (Çeliköz, 2000, p. 378; Sönmez, 2013). 

At primary level, the teaching activities are carried out by primary school teachers. In addition 

to field knowledge, the classroom teacher is the person who takes into account the aims of the 

program, plans the teaching, recognizes the student and provides support to the student at the learning 

(Ekici, 2005, p. 79). In the fourth semester of undergraduate education, primary school teachers take 

physical education and game lessons as a three-hour course on theory and credit for three hours in 

order to carry out physical education and game lessons. They can also choose Turkish folk dances and 

traditional children's games in the form of two hours/credits (YÖK, 2018). Although teachers took 

these courses at the undergraduate level, it was seen that they had difficulty on conducting physical 

education and game classes. In the research, Yıldız (2010) has identified that primary school teachers 

did not have enough knowledge and equipment about physical education and game lesson and they 

could not reach the course objectives due to the fact that they did not work efficiently. Şirin and 

Bozkurt (2005) determined that the primary school teachers were not sufficient to carry out the 

physical education course since they did not know the teaching techniques sufficiently. The Board of 

Education and Training (BET) which responsible for preparing training programs, decision dated 

12.09.2018 and numbered 123, determined the number of hours according to school levels by making 
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the latest update. According to primary school weekly timetable; Physical Education and Game lesson 

should be 5 hours for 1-3 classes and they will be applied as 2 lessons hours for class 4 (TTKB, 2018). 

The aim of the physical education and game course is to be applied; basic movements that students 

will use throughout their lives through games and physical activities, active and healthy life skills, 

concepts and strategies, as well as related life skills and values, to prepare them for the next level of 

education (MEB, 2018a). In order to achieve the objectives of physical education and game lesson, 

Physical Activity Cards (PAC) prepared to assist teachers and students in practice should be used. 

These cards guide teachers and students on selecting and applying physical activity. Physical activity 

cards generally consist of yellow and purple cards. Yellow card group is recommended for primary 

school 1-3 when the age and developmental characteristics of the students are taken into consideration, 

in the 4th grade, it is recommended to select the appropriate ones from both the yellow and purple card 

groups (MEB, 2018a). 

The basic competence of teachers is a way to increase students' success and ensure their 

personal development. In our world where continuous change is experienced in every field, it is vital 

to encourage the development of teachers and increase their competences and abilities (MEB, 2017). 

From this point of view, searching is important in terms of learning self-efficacy levels of primary 

school teachers, difficulties encountered in physical education and game lessons and taking measures 

in regards to compensate them.  

The main purpose of this research is to determine the perceptions of primary school teachers 

about self-efficacy and to learn is out whether there is a differentiation according to independent 

variables. 

Accordingly, the following questions have been tried to be answered: 

a) What is the level of perception regarding the teachers' self-efficacy? 

b) Do primary school teachers' perceptions of self-efficacy differ in gender? 

c) Do primary school teachers' perceptions of self-efficacy differ in terms of the need for in-service 

training? 

d) Does primary school teachers' perceptions of self-efficacy differ in terms of physical activity card 

use? 

e) Do the primary school teachers' self-efficacy perceptions about which branch teacher (primary 

school teacher, physical education and sports teacher) conduct the physical education and game 

lesson differ? 

f) What are the subjects that primary school teachers need in-service training? 

g) What are the achievements of physical education and game lessons that primary school teachers 

achieve best? 

h) What are the achievements in physical education and game lessons that primary school teachers 

have difficulty in practice?  

i) What are the problems that primary school teachers face in physical education and game class? 
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Method 

Research Model 

The research was carried out by obtaining written permission from the Scientific Research and 

Publication Ethics Committee (dated 06.04.2020 and numbered 86837521-050.99-E.17200). This 

research is in a mixed model where quantitative and qualitative coexist, using descriptive sequential 

pattern. This method is a method in which both quantitative and qualitative data are collected and 

integrated with each other in order to better understand the research topics. Combining two sets of data 

is more advantageous than using the quantitative or qualitative method alone to solve the research 

problem. In the descriptive sequential design, the data is collected to explain the results obtained from 

the quantitative part, from the volunteers of qualitative part in the quantitative part of the study. 

Therefore, more sampling can be achieved in the quantitative group, whereas the sampling is less in 

the qualitative group. As a result, quantitative results are explained by using qualitative findings 

(Creswell, 2017, p. 2, 84). 

Universe and Sampling 

Temel (2018) has done work related the realization level of primary school physical education 

and game lesson gains in Konya, Karaman, Kayseri, Sivas and Niğde. Accordingly, the best average 

was in Niğde, the lowest average was determined in Konya. Therefore, the research was carried out 

with primary school teachers working in Konya and Niğde. The universe of research 2019-2020 in the 

academic year, 8951 in the province of Konya and 1507 in Niğde, a total of 10458 primary school 

teachers (MEB, 2018b). In the research, sampling at least 383 teachers should be taken from 10458 

people who comprise the universe (Yazıcıoğlu and Erdoğan, 2004, p. 50). The subjects were selected 

according to stratified sampling method. Using the number of teachers working in these two 

provinces, layer weights were calculated and it was planned to reach 327 teachers in Konya and 56 

teachers in Niğde. According to the research; total of 391 teachers, 330 from Konya and 61 from 

Niğde, participated in the study. Information about the characteristics of teachers is given in Table 1. 

Table 1. Demographic Characteristics Sampling of Primary School Teachers 

Variable Subcategories n % Total 

Gender Male 194 49,6 

391 

Female 197 50,4 

Task Location Konya 330 84,4 

Niğde 61 15,6 

Need for in-service training Available 126 32,2 

Absent 265 67,8 

PAC use case Yes 94 24 

No 297 76 

Which branch teacher should conduct Physical education teacher 311 79,5 

Primary school teacher 80 20,5 
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Data Collection Tools 

The Teacher Self-Efficacy Belief Scale developed by Tschannen-Moran and Woolfolk-Hoy 

(2001) and adapted to Turkish by Çapa, Çakıroğlu and Sarıkaya in 2005 was used to collect data in the 

quantitative dimension of the study. This scale consists of 24 items and has three sub-dimensions 

called “student participation”, “teaching strategies” and “classroom management”. There are 8 

questions in each sub-dimension. The first dimension called “student participation; It is composed of 

items about how teachers can convince students that they can do good school activities. The second 

dimension, which is called “teaching strategies, is related to the extent to which teachers can use 

different teaching and assessment strategies. The third dimension called “classroom management” is 

about the level of teachers' control of unwanted behaviors in the classroom (Ekici, 2017). The highest 

score that students can get from this scale is 216, the lowest score is 24 and there is no reverse coded 

item. Nine Likert-type substances, Insufficient (1.00 - 2.59), Very little sufficient (2.60 - 4.19), A little 

sufficient (4.20 - 5.79), Quite sufficient (5.80 - 7.39), Very sufficient (7.40 - 9.00) (Özaydın et al., 

2017). The reliability analysis of the scale was made by calculating the Cronbach's alpha coefficient. 

Reliability coefficients were .82 for student participation, .86 for instructional strategies, .84 for 

classroom management, and .93 for the scale (Çapa et al., 2005). Student involvement in the 

Cronbach’s alpha reliability analysis we have made .90, the teaching strategies .92, classroom 

management .93 and across the scale .96 have been identified. 

In the qualitative part of the study, descriptive sequential pattern model was used to explain in 

a better way the results of the self-efficacy perception resulting from quantitative. Qualitative data 

were collected by using open-ended questions by survey method. The primary school teachers were 

asked about the need for in-service training in which field, the best achievements and difficulties in 

physical education and game lessons, and the problems encountered in physical education and game 

lessons by taking the opinion of the field expert. In the selection of samples, maximum diversity 

sampling among the purposeful sampling methods was preferred and therefore the number of samples 

(391) was kept wide. In addition, teachers were asked for other teachers by using snowball technique 

to discuss this issue. Finally, attention was paid to make the sample group easily accessible. 

Purposeful sampling method was chosen to ensure external validity. The reliability of the study was 

examined by two field experts who carried out qualitative research in the field of sports science 

(Yıldırım and Şimşek, 2018 p. 118, 122, 123, 277). Again, the control of the working group was 

provided for credibility and the importance of the research and what the questions meant were 

explained (Creswell, 2018, p. 251-252). To ensure the reliability of the research, two different 

researchers used the reliability formula (= consensus / (consensus + disagreement)) of Miles and 

Huberman (2016) and found the reliability coefficient to be .94 at the desired level. The researchers 

have done consistency investigation by making decoding again in order to ensure internal consistence. 
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Both encoders reached consistency over .95 and reached reliable results (Miles and Huberman, 2016, 

p. 64). 

Analysis of Data 

In the analysis of the quantitative data obtained, the SPSS (Ver: 21.0) program was utilized 

and the descriptive analysis was performed on this data the arithmetic average, standard deviation, 

frequency etc. Normality test was used to decide which tests will be used in paired comparisons. Since 

the value of the kurtosis and skewness is not between -1.5 and + 1.5, it is concluded that the data is not 

distributed normally (Tabachnick et al., 2007). Therefore, Mann Whitney U test which is one of the 

non-parametric tests was used and .05 significance level was taken into consideration.  

In the study, descriptive analysis method was used to analyze qualitative data (Miles and 

Huberman, 2016, p. 36). The descriptive analysis is used in the processing of data that does not require 

in-depth analysis (Yıldırım and Şimşek, 2008, p. 89). The aim of this approach is to present the data 

obtained from the survey to the reader in an edited and interpreted manner. The data were classified, 

summarized and interpreted according to predetermined themes. Therefore, in the thematic framework 

created, the need for in-service training, course gains realized and forced from achievements in 

physical education and game lessons and the problems faced in physical education and game lessons 

were encountered. The processed data were defined and interpreted in order to be more descriptive. 

Visual arts / music / physical education and game classes are considered as special field lessons when 

grouping in-service training areas. Since physical education and game lesson gains were conducted 

jointly in all schools, teachers' responses were taken exactly. The problems encountered were 

evaluated in three different categories for clarity. These are problems arising from school-

environment, teacher and student (Yıldırım and Şimşek, 2018, p. 240). At this point, similar responses 

were grouped and converted into a frequency table. 

Results 

Table 2. Teachers' Self-Efficacy Perceptions 

Variables N x  ss 

Student Participation 391 7,10 1,37 

Teaching Strategies 391 7,40 1,29 

Classroom Management 391 7,41 1,33 

Overall Scale 391 7,30 1,33 
 

Table 2 shows the arithmetic means and standard deviations of the answers given by the 

primary school teachers to the self-efficacy scale. When the overall scale was examined, it was found 

that teachers were quite sufficient (x  = 7,30). Teachers (x  = 7,10) are also quite adequate in the sub-

dimension of student involvement. It can be said that teachers are very competent in teaching 

strategies (x  = 7,40) and classroom management (x  = 7,41). 
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Table 3. Comparison of Teachers' Self-Efficacy by Gender 

Variable Gender n Row average Row total U P 

Student 

Participation 

Male 194 194,03 37642,50 18727,50 ,733 

Female 197 197,94 38993,50 

Teaching 

Strategies 

Male 194 191,51 37152,00 18237,00 ,435 

Female 197 200,43 39484,00 

Classroom 

Management 

Male 194 194,56 37745,00 18830,00 ,803 

Female 197 197,42 38891,00 

Overall Scale Male 194 192,78 37399,00 18484,00 ,576 

Female 197 199,17 39237,00 
*p<0.05 

 

In table 3 when the teachers' self-efficacy was compared by gender; there was no significant 

difference in the size of the gender in all lower dimensions and overall scale (p>0.05). 

Table 4. Comparison of Teachers' Self-Efficacy According to Their Needs for In-Service Training 

Variable Need for in-service training n Row average Row total U P 

Student 

Participation 

Yes  126 174,34 21966,50 13965,50 ,009* 

No 265 206,30 54669,50 

Teaching 

Strategies 

Yes 126 175,70 22138,00 14137,00 ,014* 

No 265 205,65 54498,00 

Classroom 

Management 

Yes 126 192,15 22203,50 14202,50 ,017* 

No 265 216,84 54432,50 

Overall 

Scale 

Yes 126 190,23 22004,00 14003,00 ,010* 

No 265 227,23 54632,00 
*p<0.05 

 

In table 4 comparing of the need for teachers' self-competencies, in-service training; there is a 

significant difference in favor of those who do not need in-service training at all lower dimension 

levels and overall scale (p<0.05). 

Table 5. Comparison of Teachers' Self-Efficacy According to Physical Activity Card Usage in 

Physical Education and Game Course 

Variable PAC n Row average Row total U P 

Student 

Participation 

Use  94 217,95 20487,50 11895,50 ,031* 

Don’t use 297 189,05 56148,50 

Teaching 

Strategies 

Use 94 211,64 19894,50 12488,50 ,123 

Don’t use 297 191,05 56741,50 

Classroom 

Management 

Use 94 214,15 20130,50 12252,50 ,074 

Don’t use 297 190,25 56505,50 

Overall Scale Use 94 215,82 20287,50 12095,50 ,051 

Don’t use 297 189,73 56348,50 
*p<0.05 

 

In table 5 teachers' self-efficacy is compared according to physical activity card usage status in 

physical education and game lesson; In the sub-dimension of student participation, the difference 

between self-efficacy level in favor of PAC users was found to be significant (p<0.05). There was no 

significant difference in the overall scale, instructional strategies and classroom management subscales 

(p>0.05).  
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Table 6. Do The Primary School Teachers' Self-Efficacy Perceptions About Which Branch Teacher 

Should Conduct The Physical Education and Game Lesson Differ? 

Variable Branch Teacher n Row average Row total U P 

Student 

Participation 

Physical education  311 189,78 59022,50 10506,50 ,032* 

Primary school  teacher 80 220,17 17613,50 

Teaching 

Strategies 

Physical education  311 189,09 58806,50 10290,50 ,017* 

Primary School  teacher 80 222,87 17829,50 

Classroom 

Management 

Physical education  311 186,59 58029,50 9513,50 ,001* 

Primary school  teacher 80 232,58 18606,50 

Overall Scale Physical education  311 188,37 58583,00 10067,00 ,008* 

Primary school  teacher 80 225,66 18053,00 
*p<0.05 

 

In table 6 the teachers' self-efficacy, physical education and game lesson are compared 

according to which branch teacher should conduct; there were significant differences in overall scale 

and all sub-dimensions (p<0.05). This difference is in favor of primary school teachers who consider 

themselves sufficient and feel that there is no need for a special branch teacher. The number of 

teachers who say that physical education teachers should run this course is quite high. 

Answers to Open-ended Questions 

Table 7. In-Service Training Fields Needed by Teachers 

Categories n % 

1. New educational teaching approaches 25 17,12 

2.Classroom management 20 13,69 

3. Special field courses (painting, music, physical education), 19 13,01 

4. Use of technology in education 17 11,64 

5. Coding 12 8,21 

6.Drama 11 7,53 

7. Intelligence games 10 6,84 

8.Other (special education, assessment and evaluation, STEM, preparing project, 

communication, first aid, speed-reading, guidance, material preparation, foreign 

language) 

32 21,91 

Total 146 100 
 

In table 7 in the research, the fields where teachers needed in-service training were asked and 

the answers were converted into frequency tables. Teachers, as well as those who express more than 

one opinion, are not expressing any opinions. Accordingly, new teaching approaches, classroom 

management, private field courses, use of technology in education, coding, drama and intelligence 

games have become the most preferred fields of education. In addition, fields such as training have 

been field’s special education, assessment and evaluation, STEM (Science, Technology, Engineering 

and Math), project preparation, communication, speed reading, guidance, material preparation, foreign 

language education less preferred. 
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Table 8. Teachers' Best Performed Physical Education and Game Lesson Achievements 

Categories n % 

1. Makes displacement movements 174 36,78 

2. Performs movements that require object control. 130 27,48 

3. Makes balancing movements. 102 21,56 

4. He plays regular team games. 16 3,38 

5. Shows collaborative behaviors. 11 2,32 

6. Be willing to participate in the physical activity of his choice. 10 2,11 

7. Congratulate the winner in physical activities. 8 1,69 

8. Explain similarities and differences in physical activities. 8 1,69 

9. Other (Play simple regular games by combining movements. Uses sportswear. Acts in 

accordance with the given rhythm and music. Explain the necessity of physical 

education. Define movement skills. Plays in safe game areas.) 

14 2,94 

Total 473 100 

 

In Table 8, the achievements of physical education and game lessons that teachers can perform 

best were converted into frequency tables in line with the answers received. Teachers were able to 

select multiple achievement. According to this, the movements of displacement, object control and 

balancing are very well brought by teachers. In addition to this, it is possible to apply regular team 

games, gains related to physical activities, and use of sportswear, but its impact is narrower. 

Table 9. Teachers' Difficulties in Physical Education and Game Course Achievements 

Categories n % 

1. Designs a game using various strategies and tactics. 129 44,17 

2. Designs appropriate programs to improve physical fitness. 82 28,08 

3. Prepares nutrition program to protect health. 70 23,97 

4. Other (Makes balancing movements. Takes responsibility for safety. Realizes personal 

and general area. Participates in physical activities regularly. Performs movements that 

require object control. Define simple strategies and tactics.) 

11 3,76 

Total 292 100 
 

In Table 9, describing the achievements of physical education and game lessons that teachers 

have difficulty in performing. Teachers, as well as those who express more than one opinion, are not 

expressing any opinions. Designing games using various strategies and tactics, designing appropriate 

programs to improve physical fitness, preparing nutrition programs to protect health are the most 

challenging course achievements. In addition, balancing movements are challenged in practice for 

gains such as taking responsibility, recognizing the personal and general sphere, but the impact fields 

is very narrow. 
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Table 10. The Problems Encountered by Teachers for Physical Education and Game Lesson 

Applications 

Categories Subcategories n % 

 

Problems 

caused by 

school or 

environment 

1. Lack of sports area (gym, school playground etc.) 112 33,63 

2. Lack of material (ball, racket, slalom etc.) 96 28,82 

3. Adverse weather conditions 8 2,40 

4. High class size 8 2,40 

5. Unsafe playgrounds 8 2,40 

6. Other (Less lecture hours, mainstreaming students, Lesson is seen as 

unimportant). 

9 2,70 

Teacher-

related 

problems, 

7. Not to be a field specialist (physical education) 31 9,30 

8. Classroom management 16 4,80 

9. Game books which is adviced not known 2 ,60 

 

 

Student-

induced 

problems. 

10. The students get bored very quickly 11 3,30 

11. Students don’t attend the lesson with appropriate clothing 8 2,40 

12. Students always want to play the same game 7 2,10 

13. Other (Students do not follow the rules, not accept defeat / appreciate 

the winner, students' developmental retardation (mental, physical, etc.), 

leadership conflicts) 

17 5,10 

 Total 333 100 
 

In table 10, the problems encountered in physical education and game lessons are examined, 

they are generally collected under three headings. Teachers, as well as those who express more than 

one opinion, are not expressing any opinions. These are: Problems caused by school or environment, 

teacher-related problems, and student-induced problems. When examined in detail, inadequacy of 

sports field and lack of material came into prominence in the problems arising from school. The 

problems caused by the teacher are not being experts in the field and there are problems about 

classroom management. In the problems caused by the students, problems are experienced in areas 

such as quickly boredom of children, not attending class with appropriate clothes, wanting to play the 

same game and not obeying the rules. 

Discussion, Conclusion and Suggestions 

Competence of primary school teachers who conducts educational activities is very important 

in order to build the future (Milli Eğitim Temel Kanunu, 1973, Article 45). High self-efficacy 

positively affects the individual's job-satisfaction and supports their success (Gençtürk and Memiş, 

2010). According to the study findings in this direction, the self-efficacy of the primary school 

teachers is quite adequate in general. When the literature was examined, studies were founded 

supporting the findings of the study. Giallo and Little (2003) found that the teachers' self-efficacy was 

in good condition. In the study of Şeker et al. (2005), prospective teachers evaluated both own, both 

their best friends and teachers who managed the practice. As a result, teachers' competencies are good. 

Mirzeoğlu et al. (2007) worked with lecturers, teachers and teacher candidates and as a result of the 

research they concluded that teachers were quite sufficient. In Özdemir's (2008) study, self-efficacy 

levels of prospective primary school teachers in planning, implementing and evaluating teaching are 

good. Saracaloğlu et al. (2010) found that teachers' self-efficacy was quite enough in their study with 
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Turkish teachers. Gençtürk and Memiş (2010) examined the self-efficacy of the teachers who 

participated in the lesson in the elementary level, and as a result of the research they found high level 

self-efficacy is sufficient of the primary school teachers. Demirtaş et al. (2011) found that the self-

efficacy of the fourth year prospective teachers of primary school undergraduate program was in good 

condition. In the study of Aktağ (2011), he has identified that the self-efficacy levels of prospective 

teachers who took teaching practice courses increased. Guo et al. (2012) found that teachers with high 

self-efficacy were quite successful in creating positive classroom environments. Kelm and McIntosh 

(2012) found that self-efficacy of teachers working in a school environment that supports positive 

behavior is better. In the research of Yıldız and Kangalgil (2014), teachers think that their knowledge 

level is sufficient when choosing the teaching method that students take into consideration the 

developmental characteristics of the students while they are studying, they can be interested in, 

prepare and use. In the study of Özaydın et al. (2017), although teacher self-efficacy is quantitatively 

lower than our research findings, it is evaluated as ‘quite sufficient' on the same level. Karabulutlu and 

Pulur (2017) found that teachers were good in terms of their specific fields competences. Kutluca 

(2018) has identified that teachers had a high level of self-efficacy in their study with prospective 

primary school teachers. In Bozbayındır and Alev's (2018) studies, it was concluded that the teachers' 

self-efficacy was good. Some studies that do not support the results of research have also been 

encountered. In this direction, Yılmaz et al. (2005) have identified that teachers devote too much time 

to classroom management and organization and use a very limited number of teaching methods. In the 

studies of Çapri and Çelikkaleli (2008), pre-service teachers' self-efficacy was moderate. In their 

study, Savolainen et al. (2012) have concluded that teachers' self-efficacy was good, but children with 

disabilities had difficulties in lesson participation. In the study of Kangalgil (2014), it has concluded 

that the teachers did not have sufficient physical education special field competence. In the research of 

Süral and Sarıtaş (2015), it was concluded that teachers were not in good condition in the areas of self-

efficacy such as classroom management, time management, material preparation, and planning lesson 

activities. In their study, Putwain and Von der Embse (2019) have concluded that teacher self-efficacy 

was negatively affected due to the changes in the curriculum. 

The sub-dimensions of the scale; It was concluded that student participation was quite 

sufficient and in the sub-dimension of teaching strategies and classroom management was very 

sufficient. When the literature is examined in this direction, in all sub-dimensions, some studies were 

found to be quite satisfactory (Gençtürk and Memiş, 2010; Mirzeoğlu et al., 2007; Özaydın et al., 

2017; Saracaloğlu et al., 2010). In another study, Yeşilyurt (2011) concluded that teachers were quite 

sufficient in terms of national and universal values, sufficient in terms of personal development and 

moderately terms of professional development. According to the findings of the study, while the sub-

dimension of student participation was similar to the literature, it was concluded that the sub-

dimensions of teaching strategy and classroom management were better than the literature. 
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In the study, it was founded that the self-efficacy of primary school teachers did not differ 

according to gender. At this point, studies supporting the study were found (Çiftçi and Taşkaya, 2010; 

Gençtürk and Memiş, 2010; Mirzeoğlu et al., 2007; Kangalgil, 2014; Yeşilyurt, 2011).  It is desirable 

for teachers to receive similar education in undergraduate education without discriminating gender, 

and again, to have teachers working in similar provinces in terms of no difference. The social 

environment is thought to affect teachers in a similar way. However, there are findings even so that 

did not support study in the literature. As there are studies that have made a difference in favor of 

female teachers for self-efficacy (Çapri and Çelikkaleli, 2008; Özdemir, 2008; Süral and Sarıtaş, 2015; 

Şeker et al., 2005), there are studies that resulted same in favor of male teachers (Demirtaş et al., 2011; 

Morgil et al., 2004). Obtaining different results in terms of gender, teachers' graduation from different 

undergraduate education (education, science - literature, etc.) or candidate teacher; In addition, it is 

thought that there may be a difference as the province in which it works will affect the person's direct 

and indirect lives (Senemoğlu, 2018, p. 234-235). 

According to the results of the research, it was seen that teachers who do not need in-service 

training have higher self-efficacy perceptions. When compared with literature, it was found that it is 

concentrated in favor of those who participate in in-service training. In Karacaoğlu's (2008) study, 

teachers who received in-service training had better perception of professional competence. Yılmaz et 

al. (2005) suggested that teachers should participate in in-service training. In the studies of Yıldız and 

Kangalgil (2014) teachers have sufficient knowledge about their profession, usually in-service 

training, symposium, seminar, etc. with activities the conclusion that they have improved themselves. 

Latouche and Gascoigne (2019) in their study, have concluded that teachers' self-efficacy perceptions 

were increased. These results in the literature do not support the findings of the study. In our research 

findings, we concluded that teacher competencies were quite good and very good. The fact that 

teachers are fully equipped and competent in the field means that their professional competence is 

good (MEB, 2017). In this respect, since the teachers participating in the study are competent in the 

field, they do not need in-service training and their self-efficacy perceptions are thought to be high. 

Self-efficacy of primary school teachers who use physical activity card PAC in physical 

education and game lesson is higher than those who do not use PAC. In the ‘student participation’ sub-

dimension of the scale, self-efficacy of teachers using PAC was highest. In the study of Usluoğlu 

(2014), teachers using PAC cards stated the following. They said that the students were able to 

improve and they also enjoyed studying with cards. In the study of Celayir (2015), primary school 

teachers argued that the use of PAC in the games and physical activities lesson (GPA) facilitates 

teaching. In another study Atlı (2017) stated that the students learned the activities better while 

studying with PAC, that the activities on the cards were easy to teach, that they liked learning the 

lessons and that the games on the cards were understandable, that the majority of the students did not 

have difficulty while they were using the cards. In addition, the students stated that the activities on 
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the cards were able to increase participation and educators. In the Temel (2018) study, teachers using 

PAC have reached the conclusion that primary school GPA curriculum achievements of are better 

earned to students. In this respect, it is possible to conclude that the use of PAC improves teaching and 

that students are more satisfied with the teaching of the lessons with the studies mentioned in the 

literature. The self-efficacy of the teacher's share of teaching teacher is expected to increase. To use 

PAC, teachers need to have knowledge that is they are competent. According to these results, it can be 

said that using PAC increases teachers' self-efficacy. 

Our research; We asked the primary school teachers the question of which branch teacher 

should conduct the physical education and game lesson and compared them in terms of self-efficacy. 

Primary school teachers showed that they could conduct this course and their perceptions of self-

efficacy were quite high. The number of teachers who say that physical education teachers should run 

this course is quite high. Although physical education teachers receive comprehensive training, they 

experience inadequacies in educational institutions. When reviewing the literature, Yılmaz et al. 

(2005) found that physical education teachers had shortcomings in their classroom management and 

teaching method techniques. Uğraş et al. (2019) found that physical education teachers had problems 

in practice due to lack of undergraduate education. Gençtürk and Memiş (2010) compared the teachers 

who participated in the lesson in primary education, founds that primary school teachers had better 

self-efficacy than other subject teachers. In another study, Demirtaş et al. (2011) founds that primary 

school teachers and physical education teachers studying at the faculty of education has similar self-

efficacy. At this point, it can be said that the elementary school teacher (TTKB, 2018), who conducts 

many courses including physical education and games, is sufficiently prepared for the teaching of this 

course (Topkaya, 2011, p. 9). 

When the qualitative findings of the research are examined, the areas where primary school 

teachers need in-service training are; new teaching approaches, classroom management, special field 

courses, use of technology in education, coding, drama and intelligence games have become the most 

preferred fields of education. In addition, special education, measurement and evaluation, (Science – 

Technology – Engineering – Math “STEM”), project preparation, communication, rapid reading, 

guidance, material preparation, foreign language education areas such as less preferred training fields. 

Similar results are possible to reach in the literature. In the research of Gökdere and Çepni (2004), 

teachers need in-service seminars on project-oriented learning approaches, use and access of web sites, 

modern teaching theories and practices, changes in the world, and research teacher approaches. 

Yılmaz et al. (2005) have revealed that teachers should participate in in-service training on classroom 

management and organization and teaching methods. In Bozan and Anagün's (2019) studies, teachers 

who felt the need for STEM training were trained and as a result, teachers stated that STEM training 

was very beneficial. 
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Teachers' best performed physical education and game lesson achievements; Displacement, 

object control and balancing movements. In addition to this, it is possible to apply regular team games, 

gains related to physical activities, and use of sportswear, but its impact is narrower. When the 

literature was examined, similar results were encountered. It is observed that displacement 

movements, balancing movements and movements requiring object control, which are basic motoric 

skills, are mostly acquired in both primary and secondary school levels (Ceylan and Dalaman, 2017; 

Dalaman, 2010; Temel, 2018). 

Achievements of physical education and game lessons that teachers have difficulty in 

performing; Designing games using various strategies and tactics, designing appropriate programs to 

improve physical fitness, and preparing nutrition programs to protect health. Similarly, when the 

literature is examined, it is possible to come across studies supporting the research findings. While 

Temel (2018) research found positive results for the course achievements in general, negative results 

were obtained for the related achievements in parallel with our study. In the research conducted by 

Erdoğdu and Öçalan (2010), teachers have a negative opinions on the point of achieving their gains. 

Kazu and Aslan (2014), in their study, have demonstrated the same difficulty in applying the lesson 

gains. In the study of Hürmeriç (2003), teachers did not provide information about physical fitness to 

their students and they did not support this. In the study of Demirci and Demirci (2014), physical 

fitness levels of the students were found to be medium and low. In line with the information obtained 

in the research, it was seen that the course achievements that are forced in practice are related to the 

synthesis step of Bloom taxonomy. In the cognitive domain, the target behaviors that are gradually 

divided into six steps are listed as being simple to complex, easy to difficult, concrete to abstract and 

prerequisites of each other (Sönmez, 1993, cited by Sönmez, 2015, p. 35). The elements of synthesis 

are related to forming a whole by combining certain relationships and rules. There are high-level 

features such as innovation, originality, invention, and creativity in the synthesis (Sönmez, 2015, p. 

41). These features are difficult to gain by everyone and the majority cannot reach this step. Therefore, 

it is thought that the results obtained in the study were negative. 

The problems faced by teachers in physical education and game lesson practices are arising 

from school or environment, from teachers and from students. When examined in detail, inadequacy 

of sports field and lack of material came into prominence in the problems arising from school. The 

problems caused by the teacher are not being experts in the field and there are problems about 

classroom management. In the problems caused by the students, it is experienced problems in areas 

such as boredom of children quickly, not attending class with appropriate clothes, wanting to play the 

same game and not obeying the rules. In the study of Çöker (1991), the problems experienced by 

primary school teachers were; inadequate physical education courses, lack of course material and 

sports facilities and teachers, administrators and parents ignored the courses. In a similar study, there 

are also problems of lack of facilities and materials (Kirazcı et al., 1998, cited in Demirhan et al., 
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2008). Demirhan et al. (2008) stated that the most important problems in the teaching of the courses 

were the lack of facilities, the lack of teaching hours and the lack of equipment. Again, Demirhan et al. 

(2014) stated that the problems encountered in physical education class; they founds school 

management's insignificance of physical education course, the inspectors are not qualified to evaluate 

the lesson, the parents are indifferent to the lesson, teachers do not have information about personal 

rights, students do not bring appropriate clothes to the lesson, the students are not indifferent to the 

lesson and the equipment and short lesson duration. In the studies of Uğraş et al. (2019), the problems 

that teachers face in practice are as follows: Problems arising from undergraduate education are 

inadequate sports infrastructure and expectations and adaptation problems. When the literature is 

examined, it is seen that the studies conducted in different years are always gathered around the same 

problems. In their study Yıldız and Kangalgil (2014) stated that the teachers received support from the 

school administration to eliminate the lack of materials, tools and equipment. Teachers' finding 

solutions to problems stems from their good self-efficacy. Although there are solutions at the material 

point, problems are expected to be solved in terms of preventing sports injuries and sports field. This 

is not a problem that teachers can solve alone. Since serious financial support is needed, support 

should be obtained from institutions such as state facilities, foundations and business people. 

As a result of the study, it was seen that teachers' self-efficacy was quite good and physical 

activity card (PAC) users had more self-efficacy. It was found that teachers were able to transfer the 

gains of physical education and game lessons in general, but they were forced for the gains in the 

cognitive field synthesis step. The main problems encountered faced is the lack of sports fields and 

materials. It was seen that teachers could find solutions in terms of lack of materials but problems 

continued in the field of sports. Finding solutions to the problems faced by the teacher is interpreted as 

good self-efficacy. Based on this study, the following suggestions can be made in order to guide the 

future studies. 

1. Participating of teachers in-service training to new approaches in teaching, use of technology, 

coding, special field courses, intelligence games, special education, STEM and so on 

2. Using PAC of teachers in physical education and game lesson , 

3. Discussing the problems encountered with education stakeholders, 

4. It is recommended that the study be carried out together with physical education teachers and 

primary school teachers who carry out physical education lesson. 
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Abstract 

Power distance is important for the healthy execution of relations, interactions, and communication 

between managers and employees. Low power distance improves the quality of relationships, 

interactions, and communication between school administrators and teachers, while high power 

distance decreases them. The power distance that teachers believe to exist in school may be related to 

their organizational attitude, value and behaviour. In this context, the aim of the study is to examine 

the relationships between teachers' power distance beliefs and their organizational commitment and 

organizational trust. Research data were collected in Giresun, Turkey in 2018. The study group of the 

research consists of teachers working in public high schools. According to the results of the research, 

teachers' power distance beliefs are at “low” level. There are positive correlations between teachers' 

power distance beliefs and their organizational commitment and organizational trust. Teachers' power 

distance beliefs predict their organizational commitment and organizational trust. The results of the 

research are thought to contribute to the awareness of the importance of power distance of school 

administrators in terms of manager-teacher interaction. 
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Introduction  

Power values are among the most frequently used cultural values in organizations. Power 

distance refers to the degree to which individuals, organizations and societies accept inequalities in 

relation to power, status, and wealth (Hofstede, 1980). It can be defined as the unequal distribution of 

power in organizations in the organizational field (Hofstede, Hofstede & Minkov, 2010). Power 

distance affects decision making mechanisms in organizations, the hierarchical structure of the 

organization, and the level of centralization (Hofstede, 2001). In organizations, employees' perceptions 

of power distance can also affect employees' attitudes and behaviors. Employees who perceive high 

power distances are obedient to their managers (Kirkman, Chen, Farh, Chen & Lowe, 2009) and show 

strong respect (Hofstede & Hofstede, 2005). These employees do not want to participate in the 

decisions, they show an obedient attitude, the work of the employees is strictly defined and the 

employees are given limited discretion. Organizational communication is in the form of vertical 

communication. High power distance gives managers unlimited power and control over their 

subordinates (Khatri, 2009). Employees in sub-positions expect and obey orders from their managers 

(Hofstede, 2011). Sub-officers are expected to participate in the decisions taken in organizations with 

low power distances. In such organizations, managers care about equality and empowerment of 

employees, power distributions are fairer and sub-units are allowed to make decisions on issues that 

concern them (Hofstede, 2011; Soyalın, 2019). As the power distance in organizations increases, the 

relationship between perceived organizational support and work performance, commitment and 

organizational citizenship behavior weakens (Farh, Hackett & Liang, 2007). Employees' perceptions 

of justice, trust in the organization, job satisfaction and performance are lower in organizations with 

high power distances (Daniels & Greguras, 2014). There are important correlations between various 

organizational variables related to power distance. Organizations have significant relationships 

between power distance and employee engagement, employee involvement, job satisfaction, 

performance, organizational commitment and justice (Rafiei & Pourreza, 2013; Gul, Usman, Liu, 

Rehman & Jebran, 2018). In some research, teachers' perceptions of power distance and organizational 

silence (Göl-Dede, 2019) and organizational synergy (Ersoy, 2019) were examined. 

Organizational Commitment with Organizational Power Distance Belief 

One of the important variables related to power distance in organizations is organizational 

commitment (Lee & Antonakis, 2014; Wilson & Chaudhry, 2017). Organizational commitment refers 

to the biased and effective commitment of employees to the goals and values of the organization 

(Demirtaş & Güneş, 2002). Organizational commitment is important for teachers in orientation 

towards school goals in educational organizations. Teachers' commitment to their schools can be 

affected from the organizational health of the school (Hayat, Kohoulat, Kojuri, & Faraji, 2015), from 

the transformational leadership of the school principal (Zacharo, Marios & Dimitra, 2018) from 
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organizational cynicism (Helvaci & Kiliçoglu, 2018; Ozdem, & Sezer, 2019) and organizational 

justice (Demir, 2016). Organizational commitment of the teacher can affect job satisfaction (Önder, 

Akçıl & Cemaloğlu, 2019; Demir, 2016; Ozdem, & Sezer, 2019) and job motivations (Tentama & 

Pranungsari, 2016). Teachers' job satisfaction and happiness in their schools can ensure that they feel 

more committed to the school (Uzun & Kesicioğlu, 2019). Researches in the field of education have 

found a relationship between teachers' power distance beliefs and emotional, attendance and normative 

commitments (Yıldırım & Deniz, 2014). Some research in the field of education also shows that 

power distance plays an important role in the relationship between employees' motivation and job 

motivation (Din, Bashir, Cheema & Zafar, 2014). Studies in different fields also suggest important 

correlations between the power distance perceived by the employees in the organizations and their 

organizational commitment (Kirkman & Shapiro, 2001; Lee & Antonakis, 2014; Wilson & Chaudhry, 

2017).  

Organizational Trust with Organizational Power Distance Belief 

One of the important variables related to the power distance among the cultural values in the 

organization (Uslu & Ardıç, 2013) is organizational trust. Positive indicators for employees and 

organization depend on a corporate culture based on trust. Organizational trust emerges as an 

institutional value that can be described as a social adhesive that holds employees together (Uslu & 

Ardıç, 2013). Organizational trust is defined as the positive expectations of employees about the 

organizational roles, relationships, experiences and the behaviour and intentions of other members in 

the organization, based on mutual solidarity in the organization (Shockley-Zalabak, Ellis & Winograd, 

2000). Studies in the field of education suggest that teachers' organizational trust is related to various 

variables. When the contributions of teachers to their schools are valued and their efforts are 

appreciated, teachers have more confidence in their schools (Kara, Güneş,& Aydoğan, 2015; Uzun, 

2018b). As the organizational trust of teachers increases, their organizational identification (Uzun, 

2018b), voluntary behaviours (Uzun, 2018a; Zeinabadi & Salehi, 2011) and job satisfaction (Çelebi & 

Tatık, 2019) increase and their intention to leave school (Uzun, 2018b) decreases. Uslu and Ardıç 

(2013) suggest that there is a relationship between the perceived power distance of academic and 

administrative staff and their organizational trust. Börü and İslamoğlu (2016) suggest that power 

distance makes significant contributions to employees' trust in their managers, colleagues and 

organizational policies. 

Based on the theoretical knowledge and research results, the main purpose of the research was 

determined as examining the relationship between teachers' power distance beliefs and their 

organizational commitment and organizational trust. Based on this purpose, the following research 

questions were sought answer:  
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1. Is there a relationship between teachers' power distance beliefs and their organizational 

commitment? 

2. Is there a relationship between teachers' power distance beliefs and their organizational trust? 

Findings to be obtained by achieving the purposes of the research will make important 

contributions to educational administrators and researchers in order to better understand the 

organizational behaviour of the teacher. Investigation of power distance in educational organizations 

may offer opportunity to compare with research conducted in different organizations and 

organizational differences may be revealed.  The concept of organizational power distance is a cultural 

concept; it is thought that the findings can be important for researchers in understanding cultural 

differences. There are few studies that examine power distance in educational organizations. Research 

results can also be considered important in terms of expanding the concept of power distance in the 

field of education management.  

Method  

Research Model 

The survey model (figure 1) was used to determine the relationship between teachers' power 

distance beliefs and their organizational commitment and organizational trust for their schools. 

 

 

 

 

 

 

 

 

Figure 1. Research Model 

Study Group 

It consists of 173 teachers working in high schools affiliated to Ministry of National Education 

(MoNE) in, Giresun City Center, Turkey. All of these schools were visited for data collection and the 

scales were distributed to 235 volunteering teachers. There were 194 returns from the forms in which 

the scales were included. 11 of these forms were left out of analysis due to lacking information, and 10 

were excluded from analysis during normality and linearity tests. Thus, 173 valid forms were 

evaluated for the analysis. 74 (42.8%) of the teachers are female and 99 (57.2%) are male. 
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Data Collection Tools 

Power Distance Belief Scale: The scale was developed by Dorfman and Howell (1988). It is 

adapted to Turkish by Akyol (2009). The scale consists of 6 items and one dimension. Scale is a 5-

point Likert type. In the current research, the Cronbach-Alpha value was calculated as α = 0.77. 

Organizational Commitment Scale: The scale was developed by Jaworski and Kohli (1993). 

It is adapted to Turkish by Şeşen (2010). The scale, which is in Likert type, consists of 7 items. The 

scale has a one-dimensional structure. In the current research, the Cronbach-Alpha value was 

calculated as α = 0.62. 

Organizational Trust Scale: The scale was developed by Tyler and Bies (1990). It is adapted 

to Turkish by Polat (2009). The scale consists of 4 items and one dimension. Scale is a 5-point Likert 

type. In the current research, the Cronbach-Alpha value was calculated as α = 0.86. 

Confirmatory factor analysis was done for the scales used in the current research. 

Confirmatory Factor Analysis results regarding the scales used in the current research are given in 

Table 1. 

Table 1. CFA Results on Scales 

Fit Indices χ2/df RMR GFI AGFI 

Power Distance 3.30 0.06 0.94 0.87 

Organizational Commitment 3.50 0.07 0.95 0.87 

Organizational Trust 2.30 0.03 0.99 0.99 

 

The current research scales which were conducted again for the reliability analysis and 

confirmatory factor analysis of the values for the Cronbach-Alpha prove the reliability and validity of 

the scales. 

Analyzing of Data 

Descriptive statistics, correlation analysis, and regression analysis were used in the research. 

Results 

Descriptive statistics about variables and relationships between variables are given in Table 2. 

Table 2. Descriptive Statistics and Correlations 

Variables x  sd 1 2 3 

1. Power Distance 1.94 .68 -   

2. Organizational Commitment 3.58 .46 .25** -  

3. Organizational Trust 3.71 .75 .15* .51** - 
**p<0.01 *p<0.05 

 

According to Table 2, power distance general averages of teachers are computed as  x  = 1.94, 

organizational trust general averages as x  = 3.71, organizational commitment general averages as x  = 
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3.58. There is a positive significant low correlation between teachers' power distance beliefs and their 

organizational commitment (r = .25, p <.01), between power distance beliefs and their organizational 

trust (r = .15, p <.05), between their organizational trust and organizational commitment (r = .51, p 

<.01). 

Regression analysis was conducted to reveal how teachers' power distance beliefs predict their 

organizational commitment. The results of the simple linear regression analysis regarding the 

predictability of teachers' power distance beliefs to their organizational commitment are given in Table 

3. 

Table 3. Regression Analysis Results regarding the Prediction of Power Distance Beliefs 

Variables B Standard Error β t p 

Constant 3.258 0.103 - 31.740 0.000 

Organizational 

Commitment 
0.166 0.050 0.247 3.336 0.001 

R=0.247 a  R2=0.061  F=11.127  p=0.001 
p<0.01 

 

According to Table 3, teachers' power distance beliefs are a significant predictor of their 

organizational commitment (R=0.247a R2=0.061, F=11.127, p=0.001). According to the findings, it is 

seen that approximately 6% of the total variance related to teachers' organizational commitment is 

explained with the power distance beliefs. According to Table 3, the result of the t test regarding the 

significance of the regression coefficient is also significant. Teachers' power distance beliefs predict 

their organizational commitment (β = 0.247, p <0.01) positively and significantly. 

Regression analysis was conducted to reveal how teachers' power distance beliefs predict their 

organizational trust. Simple linear regression analysis results related to teachers' power distance beliefs 

predicting organizational trust in are given in Table 4. 

Table 4. Regression Analysis Results regarding the Prediction of Power Distance Beliefs 

Variables B Standard Error β t p 

Constant 3.392 0.171 - 19.887 0.000 

Organizational 

Trust 
0.164 0.083 0.150 1.982 0.049 

R=0.150 a  R2=0.02  F=3.929   p=0.049 
p<0.05 

 

According to Table 4, teachers' power distance beliefs are a significant predictor of their 

organizational trust (R=.150a,R2=.02, F=3.929, p=.049). According to the findings, approximately 2% 

of the total variance related to teachers' organizational trust is explained by their power distance 

beliefs. According to Table 4, the result of the t test regarding the significance of the regression 

coefficient is also significant. Teachers' power distance beliefs predict their organizational 

commitment (β = .150, p <.05) positively and significantly. 
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Discussion, Conclusion and Recommendations  

Power distance is important for the healthy execution of relationships, interactions and 

communication between school administrators and teachers. The distance of power that teachers 

believe to exist in school may be related to their organizational attitude, value and behaviour. In this 

context, the relationship between teachers' power distance beliefs and their organizational commitment 

and trust was examined. 

According to the results of the research, teachers' power distance beliefs are positively 

correlated with their organizational commitment and organizational trust at a low level and their power 

distance beliefs predict their organizational commitment. When teachers expect that power is 

distributed unevenly at schools and   acknowledge unequal distribution of the power, in other words 

when they accept hierarchy and inequality as normal, their organizational commitment and 

organizational trust to their schools increases at a quite low level. As long as teachers accept to be 

dependent on the structure created by school administrators and their instructions, their commitment 

and trust to their school increases at a low level, too. This may be resulted from Turkey’s cultural 

characteristics. Management in organizations and managers are respected and valued at a considerable 

extent in Turkey. Usage of power and authority more than to a certain extent by management may 

often be accepted by employees. In addition, strong management is often considered as being strong 

organizations. This may have led to a weak increase in organizational commitment and trust of 

teachers as their organizational power distance beliefs increase. Also, Turkey is shown among the 

countries with high power distance (Hofstede, Hofstede & Minkov, 2010). In cultures with high power 

distance; The vast majority of employees are obedient and show strong respect to their managers 

Employees who work in organizations with such a culture; are expected to fulfill their managers’ 

instructions, orders and directions without questioning. In many organizations, it is considered normal 

for those who are in the management position to have more power, to have more authority and status 

(Hofstede, 1980; Hofstede, 2011). However, schools in Turkey are not too many hierarchical, 

bureaucratic and authoritarian organizations. According to this study, although teachers' power 

distance beliefs are not high, teachers may have been influenced by the general beliefs about power 

distance in their culture. This general belief concerning power distance may have had a positive effect 

on teachers' organizational commitment and organizational trust even though this effect is quite weak. 

This result supports the researches of Kirkman and Shapiro (2001), Lee and Antonakis (2014), Lee 

and Antonakis (2014), Seymen and Kormaz (2017), Wilson and Chaudhry (2017) who demonstrate 

that there are positive correlations between employees' perceptions of power distance and 

organizational commitment. Wilson and Chaudhry (2017) in their research conducted in a software 

company in India suggest that as the power distance of the employees increases, their organizational 

commitment also increases at a low level. Yıldırım and Deniz (2014) also suggest a low positive 

correlation between teachers' perception of power distance and their attendance commitment. 
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However, according to Yıldırım and Deniz (2014), there is a negative correlation between the 

emotional and normative commitment of teachers. Seymen and Kormaz (2017) suggest that there is a 

low-level relationship between perceptions of organizational power distance and organizational 

commitment of people who works at health sector, too. The result of the current research which 

suggests that there is a relationship between teachers’ power distance  beliefs and their organizational 

trust supports the research results of Uslu and Ardıç (2013), Börü and İslamoğlu (2016) and Gürce 

(2018). Uslu and Ardıç (2013) suggest that there is a correlation between the perceived power distance 

of academic and administrative staff and their organizational trust. Börü and İslamoğlu (2016) suggest 

that power distance makes significant contributions to employees' trust in their managers, colleagues 

and organizational policies. Gürce (2018) reports that the perceived power distance of those working 

in the private and public sector (white and blue collar) positively predicts organizational trust (trust in 

the manager and the organization). 

One of the important results of the research was the low level of teachers' power distance 

beliefs. This result may have been caused by the facts that the schools are not too overly bureaucratic 

and hierarchical organizations, the teachers participate in decision-making at the school (Köylü & 

Gündüz, 2019), the school principals in Turkey are of teacher origin. The result of the current research 

supports the research results of Göl-Dede (2019) and Gül (2019) and Kocabıyık (2017) which find 

teachers' power distance acceptance levels at the low level. In surveys conducted in Turkey in recent 

years (including current research) power distance perception were found to be low and moderate in 

many organizations (Gürce, 2018; Gül, 2019, Göl-Dede, 2019; Koçabıyık, 2017; Ulus, 2018; Yıldırım 

& Deniz; 2014; Soyalın, 2019; Şen, 2019; Yüksel, 2016). Hofstede considers Turkey among the 

countries with high power distance (Hofstede, Hofstede & Minkov, 2010). However, it has been a 

long time since Hofstede published its research results on IBM employees in 1984. Researches (Gürce, 

2018; Gül, 2019, Göl-Dede, 2019; Koçabıyık, 2017; Ulus, 2018; Yıldırım & Deniz; 2014; Soyalın, 

2019; Şen, 2019; Yüksel, 2016) conducted in recent years in Turkey indicate that power distance 

decreases day by day. In this past time, there has been serious progress and achievements in the field 

of education-training, technological development and innovation, democracy and freedom. It is 

thought that these changes may have effects on power distance (Gül, 2019). 

According to the results of the research, the following suggestions can be made: A more 

democratic and participatory management approach should be adopted in schools and an effective 

communication network should be established. A comprehensive study covering educational, health, 

industrial, safety, etc. organizations in Turkey must be conducted and power distances beliefs of the 

employees must be comparatively determined. Hofstede's power distance aspect regarding 

organizational culture can be updated for Turkey. In educational organizations, the relationship of 

power distance belief with other organizational variables can be examined. The main limitation of the 
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research is that the research covers only high schools in Giresun province. The research can be 

conducted in all provinces of Turkey and an overall assessment can be made.  
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Abstract 

Organizations aim at achieving their objectives with their personnel. One of the personnel of a school, 

which is also an organization, is the assistant principal. Assistant principals are the personnel 

managing the school with the school principal. This study aims at presenting how assistant principals 

interpret their roles and jobs in managing the school by considering Henry Mintzberg’s opinions on 

the roles and jobs of managers. This study was carried out with a qualitative research method and 

phenomenological pattern. The data resource of this study was the interview. Twenty assistant 

principals participated in this study. There were two themes as a result of this study. These are the 

roles and jobs of assistant principals. Assistant principals have many roles and jobs in the school that 

are interrelated and complementary. These are bureaucratic and they affect education. However, this is 

not something that assistant principals want. In addition to this, it was seen that the data collected from 

this study and the opinions of Henry Mintzberg generally supported each other. The main reason for 

not supporting each other is thought to be the scope of the current study. The last section of this study 

included recommendations.  
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Introduction 

The personnel of the organizations is expected to work effectively and efficiently to maintain 

their existence. In this regard, personnel should play specific roles. An organization includes the 

behaviors expected from its personnel associated with the role, authority and status (Bursalıoğlu, 2000, 

p. 200) According to Mintzberg (1973, p. 59), the managers in an organization have ten roles. These 

roles are shown in Figure 1. 

 

Figure 1. The Roles Of Managers (Retrieved Mintzberg, 1973, p. 59) 

According to Figure 1, there are three roles of managers. There are sub-roles under these roles. 

These roles emphasize communication, information and decision making. As in any organization, 

there is personnel who need to play certain roles in educational organizations. One of these is the 

assistant principal. Regarding the determinant points of assistant principals; Keever-Hager (2012) 

emphasizes management of financial affairs at school, individual and professional development and 

strategic leadership; Barnett, Shoho, & Oleszewski (2012) emphasize meeting the expectations 

regarding performance and time management, establishing a robust interaction with the environment 

and having knowledge about the development of school and teachers. There are various evaluations in 

literature considering what the roles are. Tahir, Musah, Panatik, Ali & Said (2019) draw attention to 

the educational and administrational roles while Brown (2001) draws attention to evaluating, 

coordinating, assisting and controlling roles. Lee, Kwan & Walker (2009) states that personnel affairs 

have important roles among the roles played. Domel (2001) draws attention to the roles regarding 

student discipline, attending events and managing the school. However, when fulfilling these roles, the 

important things are the determination of jobs, healthy communication, and problem-solving skill 

(May, 2001; Teyfur, 2011). 

 The role of an assistant principal as a school manager is intertwined with his/her job 

(Bursalıoğlu, 2000, p. 200) and complements each other (Mintzberg, 1973, p. 127). Role-job 

interaction is represented in Table 1. 

  

 

Roles of Managers 

onalCommunication 
Roles 

Figurehead 

LeaderLiaon 

Informational Roles 

Monitor 

Disseminator 

Spokesman 

Decisional Roles 

Entrepreneur 

Disturbance handler 

Resource allocator 

Negotiator 
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Table 1. Eight Management Job Types 

Job Type  Key Role (s)  

1. Contact man  Liaison, figurehead  

2. Political adminisitrator   Spokesman, negotiator 

3. Entrepreneur  Entrepreneur, negotiator 

4. Insider Resource allocator 

5. Real-time manager  Disturbance handler 

6. Team manager  Leader 

7. Expert manager  Monitor, spokesman 

8. New manager   Liaison, monitor 
Adapted from (Mintzberg, 1973, p. 127). 

 

According to Table 1, there are different role descriptions for different job types. However, it 

is seen that there is a strong connection between jobs and roles. Table 1 was compared with the 

research data in the findings and comments section of this study. It is seen that there are studies 

considering the jobs of assistant principals in literature, but the number of these studies is limited. 

Regarding the jobs, Mintzberg (1973, p.171) states that managers have jobs in different fields and 

emphasizes communication skills. While Lim (2019) describes the jobs of assistant principals as 

school affairs and educational affairs, Barnett, Shoho & Oleszewski (2012), Mattocks (2016), 

Nieuwenhuizen (2011), Rintoul & Bishop (2019) emphasize that the jobs and responsibilities of 

assistant principals have changed, developed and have been increasing. Besides administrational jobs, 

they list jobs such as following up the personnel, leading the personnel, managing the workload and 

time, following the jobs for the stakeholders, following the program and teaching jobs, responding to 

the expectations both inside and outside the school. Best (2016) describes the jobs of assistant 

principals as teaching, observing teachers, evaluating, classroom meetings, updating school 

development plans and objectives, meeting with the new teacher candidates, enabling the personnel to 

do the bureaucratic works, reviewing the developments with the school principals, and following the 

programs and practices related to the students. Hausman, Nebeker & Mc Creary (2001) express that 

the jobs of assistant principals are student-centered. In addition to this, assistant principals have jobs 

such as responding to the needs and developing problem-solving behaviors. Gaston (2005) evaluates 

the jobs of an assistant principal as student affairs in general and discipline affairs in specific. Like 

other jobs, Gaston refers to interacting with teachers and other personnel and keeping track of 

activities. However, the importance order of these jobs may vary. Döş & Savaş (2015) reveal that 

school managers have many jobs focused on student success. They list these jobs as taking precautions 

for the needs of the school such a physical structure and equipment, increasing the motivation of 

teachers, organizing social activities in cooperation with the environment and dealing with the 

students’ problems.  

It is reflected in the studies that there are aspects to be considered in performing these 

specified jobs. Goldbeck (2004) lists the things to be considered when performing these jobs as 
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addressing the expectations of school principals, contributing to the school culture and climate, 

observing, controlling and evaluating the jobs and individuals in the school, being able to create 

effective strategies with people, being able to cope with problems, and contributing to a safe and 

effective learning environment at school. Hite, Williams, Hilton & Baugh (2006) state that age, 

experience, and job-based professional maturity is important when it comes to school management. 

On the other hand, Kotnis (2004) draws attention to the bureaucratic structure. In the bureaucratic 

structure, the balance between managerial affairs and educational affairs should be considered.  In 

another study focusing on structure, Lennon (2009) emphasizes that attention should be paid to the 

management style since the management style in school affects the atmosphere in the school. This is 

because the positive atmosphere reflected the teachers will have positive effects on the students and 

parents. The work of school managers in mutual understanding enables the problems to be solved 

more effectively. Success in school is affected directly by the atmosphere and bureaucratic structure in 

school. Nieuwenhuizen (2011) reveals that the effect reflected on the school may be in the form of 

different emotions such as sadness and joy appearing from time to time. The researcher of this study 

states that the fulfillment of jobs is directly linked to the success of the school. Rintoul & Bishop 

(2019) emphasize that assistant principals are not able to focus adequately on the job of leading the 

school and students expected from them because of their administrational jobs. Nevertheless & Doğan 

(2005) states that assistant principals are eager to perform their jobs and their motivation is high. 

According to the results of that study, the assistant principals stated that they were pleased to 

participate in the education and training activities and developments that will have a positive effect on 

the school and that they were not satisfied considering the physical environment and wages. Tahir, 

Musah, Panatik, Ali & Said (2019) reveal that the assistant principals have a stressful job due to the 

constant interest in various areas. They emphasize that the missing information given in performing 

their jobs has a negative effect. In addition to this, the problems caused by some families and failure to 

agree with the school principal constitute a problem for assistant principals. Lim (2019) reveals the 

effect of the jobs as limiting the time allocated for private life.   However, considering the factors 

supporting assistant principals in performing their jobs, Coleman (2007) and Mattocks (2016) mention 

school principals; Postell (2012) mentions relationships with the superiors and subordinates, working 

conditions, personal values, and beliefs; Sevier (2002) mentions harmony between the parties at 

school; Khaparde, Srivastava & Meganathan (2004) mention the implementation of participatory 

management style; Kim & Kim (2005) mention taking the environment into account.  

Another remarkable point is which jobs should be handled first by the assistant principals.  

Burkett (1990) reveals that the activities for education and training program should be handled first 

while jobs related to the physical structure such as buildings are not a priority. Similarly, Brown 

(2001) and Sun (2011) reveal that there is a difference between what the assistant principals want to 

do and what they do. According to the researchers, administrational affairs (such as student 
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disciplinary affairs, paperwork, and conference to the parents) require more attention while dealing 

with education and training programs remain below expectations.  

Two legal texts include the roles and jobs of the assistant principals in the Turkish education 

system. These are the Ministry of National Education (MoNE) Regulation on Secondary Education 

Institutions and the Ministry of National Education Regulation on Preschool Education and Primary 

Education Institutions. In the above-mentioned regulations, the job areas that determine the roles of 

assistant principals can be classified as administrational or office affairs, student affairs, education, 

and training affairs and personnel affairs (MoNE, 2013; 2014).  

The main factor for determining the subject of this study was that there was a limited number 

of researches on the assistant principals in the related literature. For example, it was seen that there 

were only two researches (Baş, 2016; Gökkaya, 2013) addressing the assistant principal in the 

National Thesis Center in Turkey. In addition to this, when conducting a literature review on the 

subject, it was determined that it was handled in the context of school principals rather than assistant 

principals and, therefore, not only the assistant principals but also the school principals were included 

in the study. Another remarkable issue is that the studies conducted in the field of school management 

mostly adopted school principal-centered approaches. When the subjects investigated are analyzed, it 

is striking that the subjects mostly focused on leadership, success, mentoring and assignment. In the 

studies conducted abroad, it is seen that assistant principals have jobs such as supervision and 

evaluation which are not expected from the assistant principals in the Turkish education system. This 

means that this issue should be handled in terms of the Turkish education system, too. With the 

research conducted, academic members are expected to address the assistant principals from different 

perspectives. In the context of those guiding the Turkish education system, it is expected to offer a 

different perspective in terms of decision making and determining the regulation for assistant 

principals.   

This study aims at presenting how assistant principals interpret their roles and jobs in 

managing the school by considering Henry Mintzberg’s opinions on the roles and jobs of managers. In 

line with this framework, the following questions were investigated: 

1. According to the assistant principals, what are the roles of an assistant principal in 

school? 

2. According to the assistant principals, what are the jobs of an assistant principal in school? 

3. To what extent do the data obtained about the assistant principals match with Henry 

Mintzberg’s findings regarding the roles and jobs of managers? 
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Methodology 

In this section of this study, information regarding the method is explained by referring to the 

related literature. 

Research Method and Design 

This study carried out with a qualitative research method and phenomenological pattern. 

Creswell (2016, p. 44) expresses that a qualitative research model aims to reveal human life and how it 

can make sense of this life from the perspective of the participant. While Christensen, Johnson & 

Turner (2015, p. 408) emphasize that phenomenology is a pattern in which the researcher tries to 

explain how the participants experienced a situation, Ersoy (2016, p. 55) emphasizes that it is a pattern 

used by the researcher based on an in-depth study and understanding of the participant’s facts 

concerning his/her experience and as objectively as possible. In addition to this, there is an effort to 

understand and make sense in this pattern, which is the core of a qualitative research model.    

It can be said that three points were effective in determining the method and pattern of this 

study. First, the opinions of three academicians with different academic statuses who conducted 

studies in the field of educational management and by using qualitative research methods were 

consulted. The researchers whose opinions were consulted stated that the expression of the 

participants’ opinions based on their experiences was following the specified method and pattern. 

Second, the opinions of two assistant principals likely to participate in the study were consulted. The 

assistant principals who provided their opinions stated that this study focused on their life at school. 

Third, and last, the researcher of this specific study had experience in this field as he worked as an 

assistant principal for eight years. It is thought that these experiences will contribute to the 

interpretation of the findings.  

Study Group 

The study group consisted of twenty assistant principals. The data regarding the participants 

are shown in Table 2. 

Table 2. Participant Information 

Gender        

Male    Female  

16    4  

Branch      

Classroom Teacher Religious Culture 

and Moral 

Knowledge 

Teacher 

Science and 

Technology 

Teacher 

Mathematics 

Teacher 

Information 

Technology 

Teacher 

Preschool 

Education 

Teacher 

10 2 2 2 2 2 

Professional Seniority     

0-5 years 6-11 years 12-17 years 18-23 years 24 years and over 

0 9 5 5 1 
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Management seniority     

0-5 years 6-11 years 12-17 years 18-23 years   

14 4 1 1   

School type      

Preschool 
Elementary 

School 

Secondary 

School 
High school   

2 10 6 2   
 

According to Table 2, it can be said that this study included assistant principals with different 

properties. The participants were selected from different gender, branch, professional seniority, 

management seniority, and school type. As the assistant principals with whom the researcher 

communicated in formal and informal environments were included, an easy access sampling method 

was used in this study. Yıldırım and Şimşek (2011, p. 113) state that easy access sampling method 

provides two advantages for the study: It is economic, and it contributes to the fast progressing of the 

research. In addition to this, the snowball (chain) sampling method was also used as the participants 

directed the researcher to the other participants who could contribute to the study. According to Miles 

and Huberman (2015, p. 28), chain sampling aims to reach people who are rich in knowledge through 

people who know them and enable them to contribute to the study.  Finally, as the assistant in school 

types in different socio-economic environments were included in this study, the maximum diversity 

sampling method was used. Christensen, Johnson & Turner (2015a, p. 176) state that this sampling 

method can be used for different situations involving a wide range of data collection and analysis. The 

literature and data were decisive in the sample size.  As the data are analyzed, obtaining similar data 

suggests that the number of participants reached is enough. It is understood from the literature that 

there is no specific number for sample size and this number is left to the initiative of the researcher 

(Merriam, 2015a, p. 79; Patton, 2014, p. 244).  

Data Analysis Process 

The data resource of this study was the interview. The interview form was formed as follows: 

A draft interview form was formed by reviewing the related literature. Then, an evaluation was made 

on the draft form created by the two assistant principals planned to be interviewed and three 

academicians who conducted research using qualitative research methods in educational management. 

In addition to this, help was received from a Turkish teacher for language use and expression. Then, 

the interviews were made with the two assistant principals by using the form created. After the 

interviews were documented, evaluations were made again with the two assistant principals and three 

academicians mentioned before. One main and five probe questions were removed from the interview 

form. The interview form included 10 main questions and 14 probe questions. Three main questions 

were about research ethics, research method and the issues added to the research. Based on the 

experience of the participants, the roles and jobs of an assistant principal were questioned in this 

interview form.  Probe questions were also used in this interview to explain the subject better as well 
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as the main questions and to get more intense information about the subject (Merriam, 2015b, p. 98). 

The data were recorded using a voice recording device to prevent possible data losses. Attention was 

paid to obtaining, decoding and analyzing the data in the process. According to Glesne (2015, p. 256), 

the analysis of the data is a process for systematizing, organizing and revealing the connections 

between the data. A descriptive analysis technique was used in the analysis of the data. According to 

Yıldırım and Şimşek (2011, p. 224), in descriptive analysis, the opinions of the participants should be 

put into the research intensively and meaningfully. The aim here is to present the thoughts put forward 

as a whole in a cause and effect relationship. The descriptive analysis was reflected in the study as 

referring to the opinions of the participants that can contribute to the research by quoting and making 

inferences from these quotes. Content analysis was also conducted in this study. According to 

Krippendorff (2004, p. 18), the main thing in content analysis is to reach new meanings by making 

inferences from the texts. The analysis of the texts should be handled systematically to reach new 

meanings. Thus, different information about the subject can be accessed. The content analysis is 

reflected in the study as reaching subcategories, categories, and themes from the interview data. In this 

regard, two themes, three categories, and eleven subcategories were reached in this study (Table 3). 

According to the Table 3, assistant principals have many and diverse roles that affect both his/her 

personel and professional lifes.  

Validity-Reliability Strategies Used in the Study  

To ensure the validity-reliability of this study, three of the strategies recommended by 

Christensen, Johnson & Turner (2015b, p. 405), were used. These strategies and their reflections in 

this study are as follows: 

1. External auditing: Evaluations regarding the whole process were obtained from the 

three researchers with different academic status. All stages of the study were reviewed with these 

evaluations.  

2.  Quoting: After analyzing the interviews, opinions that could contribute to the research 

were reflected in the research report.  

3. Reviewer evaluation: Two researchers and an assistant principal unrelated to the study 

were asked to read and criticize the research report. The report was reviewed in line with the results.  

Researcher’s Role and Research Ethic 

It is thought that the researcher has experience of teaching and working as an assistant 

principal in official schools allows him for the reflective explanation of the obtained data using 

opinions of the partipicants. Another consideration is related to the ethics of the research. This study 

was carried out by obtaining both individual and institutional permissions. Code names were 
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determined and used for the participants when referring to their opinions. Participant names were 

coded as AP1, AP2...  

Findings 

This section includes the data and interpretations obtained from the interviews. In addition to 

this, the interview data were compared with Henry Mintzberg’s (1973, p. 127) opinions on the roles 

and jobs of managers (Tables 5 and 6).  

Data Obtained from the Interviews  

This section includes the findings obtained from the interviews and interpretations.  

Themes and categories are represented in Table 3. 

Table 3. Themes and Categories Emerged in Research 

Theme Category Subcategory 

Roles of an Assistant Principal 
Roles played by an assistant 

principal in the school 

Role based on academic success 

Role considering the stakeholders 

Role paying attention to social 

activities and projects 

Bureaucracy centered role 

The role focused on individual and 

professional development 

Jobs of an Assistant Principal 

Interpretation of the roles 

Jobs 

Intensity-importance 

Considerations 

Effects of job 

Factors affecting the job 
Facilitating factors 

Complicating factors 
 

As can be seen from Table 3, the roles of an assistant principal are more than his/her jobs and 

these roles are more diverse. Remarkably, there are different points in roles and jobs. 

Theme 1: Roles Of An Assistant Principal 

This theme consists of one category and five subcategories.  

Roles Played By An Assistant Principal İn The School 

The responses of the participants to the questions about which roles they think they should 

play or which ones or to what extent they play these roles are represented in Table 4.  
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Table 4.  The Roles Of Participants In The Organization 

Role  Participants (AP) 

Role based on academic success 2, 3, 5, 20 

Role considering the stakeholders 2, 6, 12, 13, 14, 15, 16, 18, 19, 20 

Role paying attention to social activities and 

projects 

1, 2, 3, 5, 8, 13, 14, 15, 18, 20 

Bureaucracy centered role 1, 4, 5, 6, 9, 10, 11, 13, 14, 15, 16, 17, 20 

The role focused on individual and professional 

development 

3, 7, 15 

 

According to Table 4, the participants suggest that there are five roles of an assistant principal 

in the organization. However, it is striking that the role based on academic success and the role 

focused on individual and professional development are played less compared to the other roles.   

The participants point to the bureaucratic role most among the roles played. The bureaucratic 

role is played compulsorily. Another feature of this role is that it requires more time compared to the 

other roles. This makes it difficult to play other roles properly and disturbs the participants. However, 

things would not work without this role in an organization. Opinions of some of the participants are as 

follows: AP 1: “In the first place, we have routine works that we can never give up such as paperwork 

and bureaucratic works. It is not possible to delay these works; these are continuing in a certain 

order”. AP 5: ...”For me, bureaucratic works, official corresponding,”… AP 6: “I have to spare more 

time for the bureaucratic works. Whether I want or not, I must do these works as it is my job. I do it 

because it has to be done.  At this point, I face difficulties from time to time because I’m a teacher who 

loves his/her students and who contributes and loves contributing to their development. It is 

understood from the opinions that bureaucracy is the basic element for the school. 

The participants express their social activity roles as one of the roles that should be played. 

They care about the educational dimension of their students as well as their academic success. 

Opinions of some of the participants are as follows: AP 2: “We try to stand out in social activities... 

What do we do? For example, one of the best activities we do is reading activities”... AP 13: ...”In 

addition to this, considering the social and cultural activities, we are carrying out activities with the 

help of our school counselors within the scope of the Selçuk Values Education Program (SVEP) which 

is common in our Selçuk district. It is understood from the opinions that social activities are important 

for school.  

The participants emphasized that the environment was with the school and the school was with 

the environment. They created various opportunities to come together. The specified role can also 

contribute to the solution of the problems that may occur at school from time to time. Opinions of 

some of the participants are as follows: AP 13: “We constantly exchange ideas with the parents of our 

students”.  AP 18: “We have a role that considers the stakeholders. The assistant principal should 

have an active role that ensures the liaison between the teachers, students, and parents. I think it is 
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our role to plan activities for ensuring the coordination for this and to implement these activities”. The 

views show that there is a mutual interaction between the school and the environment. 

The participants thought that they played their academic role less than other roles. The time 

allocated for bureaucratic roles and not interacting directly with the students suggest that this role is 

played less than other roles. Opinions of some of the participants are as follows: AP 3: ...”Because 

concerning the academic success, activities and doing the bureaucratic works are compulsory jobs for 

us, we have to do these”. AP 20: ...”In addition to this, an assistant principal has a role in academic 

success”. Participants consider the academic role valuable for school development. 

The participants thought that they didn’t play individual roles and professional roles as well as 

the academic role. However, failure to fulfill this role can also lead to serious problems. Bureaucracy 

and conditions are thought to be effective in limiting this role. Opinions of some of the participants are 

as follows: AP 3: “I think the role I mostly focus on is the one that takes the individual and 

professional works into account.  This is because the others are the roles that we should take care of. 

The main area that determines whether we care or not is the individual and professional works. ...If 

we want to improve ourselves and want to perform this profession successfully, we need to perform 

some works for ourselves. These works will necessarily reflect on the others”. Participants do not 

reveal that this role has reflections on both themselves and the school. However, it is understood that 

there are problems at this point. 

Theme 2: Jobs Of An Assistant Principal  

This theme consists of two categories and six subcategories.  

Making Sense Of The Jobs  

The participants generally perform the jobs assigned depending on the assignment of the 

school principal based on the related regulation. However, an assistant principal can also do the jobs 

that are not in his/her field of job informally or when his/her colleague is not there. The expression “an 

assistant principal performs the jobs given by the school principal” mentioned in the two regulations 

explains this aspect of the sense of the job. Two points draw attention in the sense of the job. The first 

one is that the distribution of the jobs by the school principal is considered. The second one is 

recording the works done, in other words, bureaucracy. Thus, it is aimed to do school works within a 

plan. However, even though the assignment is essential, the fact that the participants can do all the 

jobs and they are ready for these jobs is reflected in their opinions. The fact that the participants stated 

their opinions in the specified direction is also significant in terms of showing that the study group 

included enough participants. Opinions of some of the participants are as follows: AP 4: ...”We have 3 

managers at our school, of course, we shared the jobs. I’m doing these jobs”. AP 6: “I’m doing all the 

works and procedures about the personnel, that is, the salaries, additional course fees and course 
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programs of teachers. In addition to these, I’m carrying out the necessary works for the disciplinary 

board, parent-teacher association, and Education Financing Information Management System”. AP 

20:  “The school principal allocates the workload at the school equally. We exchange ideas when 

doing this. The appropriate jobs are determined. Then, the allocation process is completed by issuing 

an official document. This is because, with an official document, it is easier to find who is responsible 

for a specific job when we encounter a problem”. From the opinions of the participants, it is 

understood that they are uncomfortable with the situation, but there is a sense of jobs that they have to 

live and do. 

It was determined that the participants expressed similar opinions about the intensity and 

importance of the jobs. The participants evaluated the jobs mainly in two categories. These are 

bureaucracy-based administrational affairs and student-centered educational activities. The 

participants of this study emphasized administrational jobs in terms of intensity and educational 

activities in terms of importance. The point reflected in the opinions here is that the participants want 

to emphasize educational activities in terms of both intensity and importance. The educational works 

are seen as a reason for their presence at the school. However, the desired does not correspond to the 

existing. The experiences about jobs may change periodically. Opinions of some of the participants are 

as follows: AP 1: …”There are bureaucratic jobs in the first place for me. I have been working as an 

assistant principal for 2 months. I’m working on these jobs; I’m learning for now”. AP 2: “In the 

bureaucracy, it is like this: For example, they send a document that comes from above and you need to 

answer this document. School may not be of primary importance. However, you need to write an 

answer to it somehow. Therefore, this may change your agenda about education”. It is understood 

from the opinions that what is wanted to be done and what has been done does not match. This 

situation bothers the participants. 

The participants stated that it was necessary to pay attention to certain things while performing 

their jobs. These are communication skills, assimilating human values, compliance with the regulation 

and taking the rules into account. The first two of these can be considered as a reflection of what the 

participants believe and do more by taking initiative. In addition to this, these are the works carried out 

and cared more by the participants without any kind of pressure and suggestion. The other two can be 

evaluated as the implementation of common and non-self-determined practices of all participants. 

Opinions of some of the participants are as follows: AP 10: “Most importantly, we comply with the 

working hours. We strive to have at least one administrative at school”. AP 11: “First of all, we try to 

be an manager. We try to get the best efficiency by solving the problems without offending or 

displeasing anyone and without creating an atmosphere of conflict with anyone”. AP 15: ...”We are 

obliged to do the official works in the required standard, we pay attention to it first. Apart from this, 

we try to do various projects for our students in the remaining times”. It is revealed from the opinions 

that the participants should take into account many factors simultaneously in fulfilling their jobs. 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

384 

According to the participants, jobs have individual and professional effects and these effects 

are interacting with each other. Individual and professional effects can be seen as a whole. It can be 

said that the job of assistant principal gives the ability to look at events and situations from a broad 

perspective. In addition to this, it is emphasized that managing and being managed involves different 

situations. It can be interpreted that their experiences have positive reflections on their organizational 

socialization. In addition to this, the intensive working tempo of the school administration negatively 

affects communication, especially individually. However, a positive effect can be observed in the form 

of providing an experience. Opinions of some of the participants are as follows: AP 3: 

“Professionally, I think we do a lot of work compared to a teacher... We learn something different 

every day. One has to learn something every day to continue living. I think I have achieved this”. AP 

4: “I can say that it gives you the ability to cope with difficulties. Before I started working as an 

assistant principal, I used to come to a dead-end when I think what I can do if something happens. 

However, it is starting to get easier now”. AP 5: …”Professionally, I’m learning about the 

regulation…”. Opinions show that although the job of assistant principals has different effects, it has 

didactic and experience-providing dimensions.  

Factors Affecting The Job 

Participants emphasized that various factors were decisive in performing their jobs. When 

these factors are examined, they can be classified as facilitating and complicating factors. As the 

facilitating aspect of their task, the participants expressed the following respectively; the harmony of 

school managers among themselves, their harmony among the school personnel and the happiness and 

energy obtained from the work done. The fact that the school managers understand harmony and 

teamwork among themselves and teachers is the first highlighted point in terms of being a facilitating 

factor by the participants. In addition to this, both this situation and receiving positive feedback 

positively affects the morale and motivation of the participants. This can contribute to healthy 

communication-based school culture. Opinions of some of the participants are as follows: AP 2: 

...”The energy provided by the students is a facilitating factor”... AP 5: “The help provided by my 

colleagues both psychologically and in terms of workload is quite useful for me”... AP 6:  “The person 

who persuaded me to accept this job was our school principal”. 

Participants emphasized the structure of the school, bureaucracy, parents from time to time 

and their colleagues as situations or people that make it difficult to perform their jobs. The fact that 

both the facilitating and complicating factors are almost the same shows how important the mentioned 

factors are for school life. It is thought that the experienced situations are the developments that reveal 

the importance of the school managers. This is because, despite the difficulties they faced, the 

participants think that they are in a position they need to find solutions. Opinions of some of the 

participants are as follows: AP 2: ...“Parents are one of the complicating factors, bureaucracy also 
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makes it difficult". AP 10: ...”The fact that parents request meeting the teacher at the classroom door 

only because of their sincerity with the teacher and the absence of formality puts us in trouble…”. 

From the views, it shows that the factors that make the job easier and difficult to do are similar.  

According to the researcher, the difference may be due to the interaction of the employees in the 

school within themselves and with the environment (stakeholders). 

Comparison of data obtained from opinions and Henry Mintzberg’s opinions 

Table 5. Comparison of Research Data with Henry Mintzberg’s (1973, p. 127) Opinions on the Roles 

of Managers 

Mintzberg (1973) 

(Table 1) 

Research Data Result 

Interpersonal Communication 

Roles 

Role considering the 

stakeholders 

Opinions and data partially support each other in 

terms of liaison roles 

Figurehead Role considering social 

activities and projects Leader 

Liaison 

Informational Roles Role based on academic 

success 

Opinions and data partially support each other in 

terms of monitor and disseminator roles. Monitor 

Disseminator Bureaucracy centered role 

Spokesman  

Decisional Roles Role considering the 

stakeholders 

Opinions and data partially support each other in 

terms of disturbance handler and negotiator 

roles. 
Entrepreneur 

Disturbance handler The role focused on individual 

and professional development Resource allocator 

Negotiator 
 

The research data in Table 5 was made by taking theme 1 into account. According to Table 5, 

it is seen that the research data and Henry Mintzberg’s (1973, p. 127) opinions on the roles of 

managers in an organization are partly in parallel. It is thought that there are two reasons for this. First, 

the study conducted by Henry Mintzberg (1973) included all school managers while the current study 

only included assistant principals. Second, it is thought that the socio-economic conditions of the 

period of the study conducted by Henry Mintzberg (1973) and the socio-economic conditions of the 

period of the current study are different. 

Table 6. Comparison of Research Data with Henry Mintzberg’s (1973, p. 127) Opinions on the Job 

Types of Managers 

H.Mintzberg (1973) Research Data (Table 1) Result 

Contact man Available Opinions and data support each other. 

Political manager No data Opinions and data don’t support each other. 

Entrepreneur Partially Opinions and data partially support each other. 

Insider Available Opinions and data support each other. 

Real-time manager Available Opinions and data support each other. 

Team manager Partially Opinions and data partially support each other. 

Expert manager Available Opinions and data support each other. 

New manager Partially Opinions and data partially support each other. 
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The research data in Table 6 was created by taking theme 2 into account. According to Table 

6, it is seen that the research data and Henry Mintzberg’s (1973, p. 127) opinions on the job types of 

managers are generally in parallel with each other. It is thought that the reason why it is not partly in 

parallel originates from the job descriptions given to the assistant principals who participated in this 

study. In the two regulations mentioned before, the jobs of an assistant principal are not based on 

taking initiative, as an entrepreneur, but limited with the jobs assigned by the school principal. Thus, it 

is thought that Henry Mintzberg’s opinions including all school managers are not partly in parallel 

with the sense of job of the assistant principals working in the Turkish Education System.  

Results, Discussion, and Suggestions 

The following conclusions were made in this study carried out with a qualitative research 

method: The roles and jobs of assistant principals are not independent of each other. Roles affects the 

jobs, jobs affect the roles. Roles and jobs focus mainly on two points. These are bureaucracy-based 

administrational affairs and educational activities tried to be implemented student-centered. 

Bureaucratic works also affect the role of education and training. It is seen that there are five different 

roles of assistant principals. The assistant principals are willing to do four of these roles (academic, 

stakeholder-oriented, social activities, individual and professional development). They see these roles 

as their goals and reasons for being in school. Therefore, it can be interpreted that these roles make the 

assistant principals happy. However, it is seen that the assistant principals don’t reveal the same 

feelings and opinions for the bureaucratic roles.  A similar situation is observed in jobs. It can be said 

that administrational jobs in terms of intensity and educational activities in terms of importance come 

into prominence. It is essential to pay attention to the bureaucratic practices in the execution of jobs. 

These jobs are inseparable and tightly affected by the assistant principals both individually and 

professionally. Considering the execution of the jobs, the educational personnel and environment can 

be both a facilitating and complicating factor. The assistant principals stand out as an equilibrium 

element expected to work in a solution-oriented manner based on the description of their jobs. The 

ability of assistant principals to achieve balance in the school positively affects teachers’ motivation. 

In short, assistant principals must work based on the bureaucracy in their roles and jobs at school. This 

situation is not desired basically by the assistant principals. They think the reasons for their presence 

in school are education and training centered. However, bureaucracy is not an obstacle to carrying out 

other roles and jobs. The factors inside and outside the school, especially the school principal, are 

decisive for an assistant principal.  

It is possible to find various, but a limited number of studies in the literature regarding the 

roles and jobs of assistant principals. Mintzberg (1973) states that the roles and jobs of managers in an 

organization complete and interact with each other. Considering the jobs of assistant principals, 

Madden (2008) emphasizes administrational works, leading the personnel, supervising the interns, 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

387 

making instructional leadership, designing relationship with the society and organizing the activities 

for students; Acosta (2015) emphasizes organizing the instructional works; Kotnis (2004) emphasizes 

working to provide quality education in the classroom; Dwyer (1993) emphasizes carrying out the 

program and teaching activities, community relations, school management, personnel affairs, and 

students affairs; Hohner (2016) emphasizes plan-program works, evaluation teachers, ensuring the 

security and discipline of the school; Hausman, Nebeker, McCreary, and Donaldson (2002) emphasize 

managing people, especially students, responding to the needs and solving problems; Rios-Harrist 

(2011) emphasizes organizing school-society communication; Balıkçı, (2017) emphasizes 

communicating with the school personnel.    

Studies on the jobs of school managers are also found in the literature. Batenhorst (2002) 

collected the job areas of assistant principals under six categories: Instructional leadership, leading the 

personnel, school management, intern personnel, community relations, and student activities. 

Considering the jobs expected from the assistant principals, Karasoy (2010) expresses office works, 

student affairs, personnel affairs and communication with the environment while Landry (2012) and 

Şevik (2014) express contributing to the students success, creating an appropriate learning 

environment, positive climate, strong leadership, contribution of family and society, disciplining the 

students. According to Rintoul and Bishop (2019), the assistant principals adopt the academic and 

social development of the students as their job, as the school principals. Their jobs are carrying out 

student affairs, service affairs, personnel support and attending the meetings. Considering the 

execution of the jobs, Acosta (2015), Balıkçı (2016), Hausman, Nebeker, McCreary, and Donaldson 

(2002), and Kotnis (2004) state that assistant principals allocate most of their time for administrational 

works (bureaucratic works) instead of educational works while Brown (2001) states that assistant 

principals allocate most of their time for student disciplinary works. However, according to the 

preferred researchers, assistant principals allocate most of their time for the development of personnel, 

and education and training work. Again, the researches reveal that it is important for assistant 

principals to work in coordination with the school principal in terms of their roles and jobs. 

Considering the roles and jobs of assistant principals, Oliver (2013) explains that school principals are 

effective in helping assistant principals’ gaining experience and their jobs while Baker, Guerra &  

Baray (2018), and Baş (2016) explain that assistant principals can benefit from both formal and 

informal dimensions when performing their works at school. 

Considering the opinions stated in the literature, it is seen that there are expectations from the 

assistant principals. These expectations bring about various jobs and roles. It is seen that the results 

obtained in the context of the various jobs and roles of assistant principals, mainly bureaucratic, are 

generally in parallel with the results of the studies specified in the literature. However, it is also seen 

that the leadership and teacher evaluation jobs in the literature are not in parallel with the results of the 

current study. The reason for this is thought to be the position of assistant principals in the Turkish 
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education system. Leadership, supervision and evaluation roles and jobs in the Turkish education 

system are expected from the school principals. In addition to this, it is thought that the opinion that 

administrational (bureaucratic) jobs take more time than education and training jobs is in parallel with 

the results of this study.  

It is thought that the results of this study are generally in parallel with the opinions of 

Mintzberg (1973, p. 127) on the roles and jobs of managers in an organization but are not in parallel 

with his opinions on direct supervision and political aspect. In addition to this, there are also some 

points partly in parallel with opinions. The reason for this is that the study conducted by H. Mintzberg 

includes all school managers while the current study only includes assistant principals. Second, the 

findings of H. Mintzberg’s study and the findings of the current study were obtained from the 

managers in societies with different cultures and conditions.   

In the context of practitioners, the following recommendations can be made: School assistant 

principals are expected to perform their jobs effectively and efficiently. The job area of assistant 

principals needs a defined and restricted assignment plan to realize these expectations. In this regard, a 

plan including the roles and jobs at school can be presented to the assistant principals by simplifying 

and limiting it as much as possible. As a requirement of the education they received, arrangements can 

be made in the legal texts in a way that assistant principals can focus on their education and training 

roles. The results of this study can be communicated to those who direct, discuss and care about 

educational policies. The results can be discussed with the specified audience on various platforms. 

Thus, the results of this study can be benefited when planning in the context of the jobs and roles of 

the assistant principals in legal texts. In the context of researchers, the following recommendations can 

be made: Regarding the school managers, the opinions of school principals and assistant principals can 

be evaluated within the scope of different studies and comparative analyses can be made. The current 

study can be carried out by using different research methods. In addition to this, future research results 

can be compared with the results of the current study.  As there is not much research on the current 

subject, the importance of assistant principals at school can be highlighted more and better by 

researching this subject.  
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Abstract 

The purpose of the study is to investigate the effect of cooperative and individual learning methods on 

the conceptual understanding at sub-micro level of pre-service science teachers (PST) in equilibrium 

chemistry. The study was conducted on 52 PSTs. A pre-test/posttest non-equivalent quasi-

experimental design was used in this study. Data collection instruments used as pre- and posttest as a 

Module Test (MT) consisted of seven open-ended questions developed by the researchers. Although, 

participants were identified with a convenience sampling method, each group were randomly assigned. 

For this reason, three study groups were selected, and each implementation was randomly assigned. 

Groups was determined as Cooperative Student Teams-Achievement Divisions (STAD, E1) and 

Reading-Writing-Application (RWA, E2) methods, and Individual Learning (IL, E3) method. The data 

gathered with the MT were evaluated using content analysis. According to findings, there was not a 

significance difference among groups related to conceptual understandings at equilibrium chemistry. 

However, some misconceptions related to topic were decreased. Consequently, when three learning 

methods are used that it is more likely to misconceptions of the PSTs will be treated, while at the same 

time micro level understanding will improve. 
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Introduction  

The study of the behavior of chemical equilibrium has been an essential part of the secondary 

and undergraduate education chemistry curriculum for many years (Cheung, Ma, & Yang, 2009; van 

Driel & Graber, 2002). The subject of chemical equilibrium is considered as one of the issues that the 

students have difficulty in learning due to its complex structure as it includes various abstract concepts 

(Aydeniz & Doğan, 2016; Banerjee, 1995; Ceylan & Seçken, 2019; Özmen & Naseriazar, 2018). The 

concept of chemical equilibrium involves the synthesis of most general chemistry concepts and 

principles (Bilgin, Uzuntiryaki & Geban, 2003). The concept of chemical equilibrium is a basis for 

students to understand other chemical subjects such as acids and base behaviors, oxidation / reduction 

reactions and solubility (Bergquist & Heikkinen, 1990; Bilgin & Geban, 2006; Eilks, Gulacar, & 

Sandoval, 2018; Piquette & Heikkinen, 2005). 

Some studies have shown that there are some difficulties about the problematic aspects of 

understanding the concepts of chemical equilibrium. There are misconceptions regarding the chemical 

equilibrium at the following points: (a) mass vs. concentration (b) characteristics of chemical 

equilibrium, (c) changing equilibrium conditions, (d) rate vs. extent, and (e) misconceptions about K. 

The misconceptions identified by previous research summarized according to these themes in Table 1. 

Table 1. Some Common Misconceptions about Chemical Equilibrium 

Theme Misconceptions  Studies 

Mass vs. 

concentration 

The concentrations of reactants and products 

are equal at equilibrium. 

 

 

 

Atasoy, Akkuş & Kadayıfçı, 2009; Bilgin 

& Geban, 2006; Erdemir Özdemir, Geban 

& Uzuntiryaki, 2000; Hackling & Garnett, 

1985; Karpudewan, Treagust, Mocerino, 

Won & Chandrasegaran,  2015; Okumuş, 

Çavdar, Alyar & Doymuş, 2017 

Confusion regarding amount and 

concentration. 

Bilgin & Geban, 2006; Bergquist & 

Heikkinen, 1990; Doymuş, 2008; Mensah 

& Morabe, 2018 

Inability to appreciate that certain substances 

display fixed or constant concentration in 

certain chemical reaction. 

Wheeler & Kass, 1978 

The bigger the mole number of the products, 

the bigger the equilibrium constant. 

Atasoy et. al., 2009 

Characteristics 

of chemical 

equilibrium 

Each side of the chemical equation is 

independent.  

Wheeldon, Atkinson, Dawes & Levinson, 

2012 

If a substance is added to products which are 

on stable a temperature, reaction will favor the 

products. 

Mutlu & Acar Şeşen, 2016 

Not to understand the Le Chatelier's Principle 

(LCP) in equilibrium systems. 

Cheung et.al., 2009; Hackling & Garnett, 

1985; Mutlu & Acar Şeşen, 2016; Voska & 

Heikkinen, 2000 

Fewer particles (per unit of volume) would 

lead to fewer collisions (per unit of time)  

Van Driel & Graber, 2002 

Confusing the balance concepts in physics and 

chemical equilibrium  

Bergquist & Heikkinen, 1990 

Inability to understand the dynamic structure 

of equilibrium 

Bilgin & Geban, 2006 
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No reaction takes place while the system is in 

equilibrium. 

Doymuş, 2008 

Changing 

equilibrium 

conditions 

When catalyst is added to a system in 

equilibrium, the concentration of reactants and 

products increases.  

Bilgin & Geban, 2006; Voska & Heikkinen 

2000 

Forward and reverse reaction rate does not 

change or increase depending on whether the 

catalyst is suitable for forward or reverse 

reaction. 

Bilgin & Geban, 2006 

In a system, the equilibrium constant does not 

change with temperature or any effect. 

Mutlu & Acar Şeşen, 2016 

If the temperature of a system in chemical 

equilibrium increases, the reaction moves 

forward. 

Atasoy et. al., 2009; Bilgin & Geban, 2006; 

Mutlu & Acar Şeşen, 2016 

Rate vs. extent  

 

The rate of forward reaction increases with 

time until equilibrium is established and 

forward and reverse reaction rates are not 

equal at an equilibrium system. 

Demircioğlu, Demircioğlu & Yadigaroğlu, 

2013 

 

Failure to distinguish between rate and extent 

of reaction. 

Atasoy et. al., 2009; Banerjee & Power, 

1991; Gussarksy & Gorodetsky, 1990; 

Hackling & Garnett, 1985; Wheeler & 

Kass, 1978 

When a catalyst is added for both the forward 

and reverse reactions by the same amount. 

Karpudewan et. al., 2015 

When a reaction approaches to equilibrium 

forward reaction rate increases. 

Erdemir Özdemir et. al., 2000; Hackling & 

Garnett, 1985; Niaz, 1998 

Not to distinguish the difference between rate 

and equilibrium. 

Koretsky, 2020 

Misconception

s about K 

The value of K does not depend on 

temperature. 

Bilgin & Geban, 2006; Voska &  

Heikkinen, 2000 

The value of K always decreases as 

temperature decreases. 

Voska &  Heikkinen, 2000 

When more products are added to an 

equilibrium system at constant temperature, Kc 

will increase. 

Voska & Heikkinen, 2000 

 

Confusion regarding the meaning of K. Bergquist & Heikkinen, 1990; Bilgin, 

2006; Doymuş, 2008; Karpudewan et. al., 

2015; Okumuş et. al., 2017 
 

Van Driel and Graber (2012) explained the difficulty of understanding this subject by students 

because of the chemical reactions is usually presented with observable events in introductory 

chemistry courses, on the other hand chemical equilibrium at a later stage presents reversibility of 

chemical reactions and the possibility of chemical reactions to continue to be completed. Furthermore, 

though this cannot be deduced from observation, the dynamic nature of chemical equilibrium requires 

students to assume that two opposite chemical reactions take place. Nakhleh (1992) stated that 

students were not able to develop more advanced concepts based on the foundations because they 

could not understand the basic concepts of chemistry. Additionally, Huddle and Pillay (1996) denote 

that the most important reasons for this difficulty are that the subjects are abstract and contain words 

from the daily language that have different meanings. In this regard, many studies and projects have 

been carried out to enable students to understand scientific concepts (Ültay, Durukan, & Ültay, 2015). 

Özmen and Naseriazar (2018) investigated the effect of computer simulations enhanced with 
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conceptual change texts (CS-CCT) on first year university students’ understanding of chemical 

equilibrium. They found that this method has been effective on students conceptual understanding of 

the topic. 

Cooperative Learning 

Today, human beings have started to live in societies based on knowledge rather than power. 

Creating the information is usually done through cooperative studies in the social environment. In this 

case, the question of "How can the most effective learning design be realized in the process of creating 

knowledge needs to be answered (Hong, Chai & Tsai, 2015). Learning outcomes covering knowledge, 

attitudes and abilities are dependent on effective learning. The effectiveness of the teaching and 

learning process can be facilitated by appropriate strategies or models adopted in a learning 

environment (Adesoji, Omilani & Nyinebi, 2015). Cooperative learning was created to increase 

cognitive, social and emotional learning outcomes. Cooperative learning has gained popularity among 

student-centered teaching methods in recent years (Herrmann, 2013; Tran, 2014). Since science 

includes understanding the essence of the universe and learning the information that will shape the 

world, it is very important in the process of creating information. In this context, cooperative learning 

practices should be adequately involved in science education. Student-centered cooperative learning is 

recommended as an alternative to reduce the difficulties that students face while learning science 

(Adesoji et. al., 2015). Studies on cooperative learning have shown that when students work together, 

they learn more than they work alone (Johnson & Johnson, 2014; Slavin, 2014). Cooperative learning, 

which takes place through the interaction of an individual's environment and peers, is based on the 

idea that students learn through social contexts (Tsay & Brady, 2010). 

Chemistry education, which is one of the most abstract areas of science education, is an area 

that is difficult to understand by students. In this context, it is thought that the use of cooperative 

learning in chemistry education will have a positive effect on conceptual meanings. There have some 

studies investigating the impact of cooperative learning on the teaching of various chemistry subjects. 

Joel, Kamji and Godiya (2016) found that cooperative learning strategy enhanced pre-degree 

chemistry students’ conceptual understanding of the rate of chemical reactions than the IL. Some 

studies have explored how cooperative learning could facilitate students’ learning of chemical 

equilibrium.   

There are different cooperative learning methods and techniques applied in various 

educational areas and different subject areas in many parts of the world. At the same time, the pursuit 

of both increasing the impact of these existing methods and developing more effective classroom 

applications continues (Sharan, 2015; Slavin, 2015). Student Teams-Achievement Divisions (STAD) 

method was developed by Slavin (1994) in which students work together in heterogeneous groups of 

4-5 people selected from students at high-low and average -grade levels. In the implementation of this 
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method, there are five important factors: presentation, teams, exams, individual progress points and 

team award. The reason for the selection of STAD is to improve positive attitude towards subject, 

increase interpersonal skills good interaction among students. STAD also add an extra source of 

learning with in the groups because some high achievers act as a role of tutor (Khan & Inamullah 

2011). The detailed information about the implementation of the method is given in the method 

section. STAD has been used in such a wide variety of subjects (Karaçöp, 2016). Many studies have 

shown that the STAD method of cooperative learning has positive effects on academic achievements 

of high school students (Nurhayati &Hartono, 2016) and PSTs. Karaçöp (2016) compared the three 

different learning method in teaching of the electrochemical cells. The researcher found that the STAD 

method along with the models is more effective in increasing student achievements when compared 

STAD method alone and the traditional teaching method.  

One of the other techniques used in the implementation of the cooperative learning model is 

the Reading-Writing- Application (RWA). The application of this method is carried out in three 

stages: reading, writing and presentation /application. In the process of application of the method, the 

class is divided into groups of 4-5 students and then the group head and the name of the group are 

determined. In the reading stage, the groups read the topic given to them by group. The main aim here 

is to increase the time spent by students to think about the subject by reading texts presented to 

students. At the writing stage, the resources related to the subject are eliminated and the students write 

about what they understand about the subject. The instructor of the course examines the student 

reports and if there is a missing group, it will redirect the group to the reading stage; otherwise, the 

presentation will be started. In the presentation/application phase, the students present the subject in 

the class or apply the subject. The lecturer completes the missing parts during the group presentations 

(Okumuş & Doymuş, 2018). In some studies, the effect of RWA method on academic achievement 

was investigated and found to be more effective than the IL in various subjects such as 6th grade 

material and temperature (Gürbüz, Aksoy & Töman, 2013), undergraduate level force and motion 

(Okur Akçay & Doymuş, 2014). 

Individual Learning 

The individualization of teaching has been one of the most debated subjects in education. The 

discussion that students should progress according to their own levels and individual speeds led to the 

development of many programmed instructional models in which students work individually (Slavin, 

Leavey & Madden, 1984). When students reach their goal in a cooperative learning environment, all 

students reach their goals and in an individualistic environment, the achievement goal is independent. 

The achievement of a student's target is not related to the success of other students (Johnson, Johnson, 

& Scott, 1978). Bangert, Kulik and Kulik (1983) stated that individualized systems in secondary 

education give the same results as traditional teaching, and that students' achievements and critical 
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thinking and self-confidence in the typical individualized classroom are similar to those in traditional 

classroom. Today, the focus of individualization has shifted towards the personalization, emphasizing 

the social dimension of learning. The aim of personalized instruction is to provide a holistic learning 

environment with frequent and close personal relationships between students and teachers, with 

emphasis on collaborative groups and authentic assessment (Molenda, 2012). 

Research Hypothesis 

In this study, the hypothesis that cooperative learning methods can be more effective than 

individual learning in terms of conceptual understanding of chemical equilibrium is advocated. Some 

studies in the literature support this hypothesis. For example, Johnson et al. (1978) stated that 

cooperative learning resulted in more positive attitudes and higher achievement compared to 

individualized learning in their study. Tran, Nguyen, Van De, Soryaly & Doan (2019) found that 

students who were instructed using lecture-based teaching had lower scores on the posttest of resource 

management and cognitive - metacognitive strategies than did the students who were instructed using 

cooperative learning. However, there are some studies showing that there is no significant difference 

between individual learning and cooperative learning. For example, Chang and Mao (1999) found no 

significant differences between participants who used cooperative and individual learning strategies on 

comprehension-level scores on the earth science achievement in secondary schools. More recently, 

Özdilek, Okumuş and Doymuş (2018) found that there was no significant effect of applied methods 

(RWA and STAD of cooperative learning and IL) with respect to the achievement level of PSTs’ 

conceptual understanding level at the particulate nature of matter in solution chemistry. 

Purpose of the Study 

The aim of this study is to determine the effect of Student Teams-Achievement Divisions 

(STAD) and Reading-Writing- Application (RWA) of cooperative learning and individual learning 

(IL) methods on the PSTs’ conceptual understanding of chemical equilibrium at sub-micro level. 

Research questions are given as follows:  

(1) Is there a significant difference among the research groups in terms of conceptual understanding in 

the pre and post application of the MT?  

(2) Does the STAD, RWA, and IL methods affect PSTs’ conceptual understanding of chemical 

equilibrium after the implementation? 

Method  

Research Design 

A mix method sequential explanatory research design that consists of two distinct stage was 

used in the study. In this design, researchers first collect and analyze quantitative data. Qualitative 
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(text) data is collected and analyzed in the sequence and helps explain or elaborate the quantitative 

results obtained in the first stage (Creswell, Clark & Garrett, 2003). This study, therefore, combines 

both quantitative and qualitative approaches in two phases. Firstly, a 7-item Module Test (MT) were 

carried out on the PSTs in order to determine the level of conceptual understanding. Data were 

analyzed using descriptive statistics namely Kruskall Wallis and Wilcoxon Signed Ranks Tests. In the 

second phase, content analysis was performed in order to determine the comprehensive level and 

misconceptions of the PSTs. 

Sample 

This study was carried out with the 52 PSTs (42 females, 10 males) of a state university 

located in the east of Turkey. The PSTs were in the second semester of their science teacher education 

program enrolled in General Chemistry II and General Chemistry Laboratory II courses at the time in 

a laboratory application setting. In addition, the PSTs took the General Chemistry I and General 

Chemistry Laboratory I courses at the previous semester. Although all participants had taken 

chemistry courses in high school (i.e. grades 9-12) for four years before entering the Science Teacher 

Education Program, they first met with the subject of chemical equilibrium in the 11th grade. 

Convenience sampling method was used as the study was carried out in the university where the 

researchers took part. Three groups were randomly assigned to the Students Teams Achievement 

Divisions method of cooperative learning (STAD) [E1, (n=19, 16 females, 3 males], Reading Writing 

Application method of cooperative learning (RWA) [E2, (n=15, 12 females, 3 males)], and Individual 

Learning (IL) [E3, (n=18, 14 females, 4 males)]. All of the participants were voluntarily participated 

in the study. 

Data Collection Tool 

The Module Test (MT) was developed by the researchers in order to determine the conceptual 

understanding levels of the PSTs on the chemical equilibrium. When the MT was first created, it 

contained 10 open-ended questions. In these questions, the PSTs were asked to draw several chemical 

equilibrium issues in particle size. Two experts of chemistry education were independently examined 

the test for validity. For reliability, the MT was applied to three PSTs. According to this, three low-

comprehension questions were excluded from the test. The MT contains seven open-ended questions 

in the last case. The PST's responses were evaluated with 10 points for correct drawings and 0 for false 

drawings. The maximum score for the questions was 70. The average of each question was calculated 

by dividing the total correct answer score by the number of PSTs. In addition, two different scorers 

have read the PSTs' MT papers and the consistency between the scorers is examined as 90%. For this, 

Miles and Huberman’s (1994) formulas [Reliability=agreement/ (agreement + disagreement) x 100] 

was used. The MT were applied to all experimental groups as pre-and posttest. 
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Implementation 

Prior to the study, the MT was applied as pre-test to the all groups. Three of the groups were 

randomly assigned to the STAD (E1), RWA (E2), and IL (E3) groups. All of the groups studied two 

weeks on the subject. The MT was re-applied to the groups after the implementation as posttest. The 

same researcher taught the lessons to the STAD, RWA, and IL groups. The same course content was 

used in all of the groups. 

Implementation of students team achievement divisions (STAD) method 

The group in which the implementation was performed according to the STAD method was 

called as E1. As there were 19 PSTs in the practice group five sub-groups were formed, (one group 

has three people and four groups have four people). The PSTs were informed that the subject of 

chemical equilibrium would be processed according to STAD method. At the stage of presentation of 

STAD technique, work sheets containing explanations, drawings and questions of events occurring in 

the chemical equilibrium were distributed to each group and the subjects and concepts related to 

chemical equilibrium were expressed by forming a discussion environment in the classroom by the 

researcher. In the second stage, the study groups worked on the work sheets given, discussed within 

the groups and fulfilled the tasks given. In the last stage of the application, groups made an experiment 

and modelling activity related to equilibrium chemistry. 

Implementation of reading-writing-application (RWA) technique 

RWA of cooperative learning technique was implemented for two weeks in the second study 

group called as E2. According to the cooperative learning where the number of members to be 

assigned to the groups by class size is determined, the working groups can be 2-6 members (Okumuş 

& Doymuş, 2018). The PSTs (n=15) were randomly divided into five sub-groups, each with three 

PSTs. In the first phase of the RWA technique consisting of reading, the PSTs read the explanations 

about chemical equilibrium using textbook and other written sources for 40 minutes in the classroom 

setting. In the second stage of the application, the sources were removed and the groups wrote their 

understanding about what they read. Then the researcher evaluated the tasks and groups with 

unsatisfactory results were returned to repeat the reading phase. In the third stage, the groups made an 

experiment and modelling activity related to equilibrium chemistry. 

Implementation of individual learning (IL) method 

The subjects and concepts related to chemical equilibrium was learning through individual 

activities in the third study group called as E3 (n=18). Prior to each lesson, the PSTs studied the 

subject as individually. During the process, the researcher helped the whole of the classroom 

environment and the learning process. The PSTs asked questions to the researcher related to subjects 

and concepts, which they did not understand, or they were curious in the learning process and 
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researcher informed the PSTs by answering questions, sometimes repeatedly, also sometimes using 

different viewpoints. At the end of the lesson, the PSTs made an experiment and modelling activity 

related to equilibrium chemistry as individually. 

Data Analysis 

For the analysis of the data, firstly, it was examined whether the scores of each experimental 

group in the pre and posttest were suitable for normal distribution. Since the number of the PSTs in 

each experimental group was less than 30, the data were checked for normality with the Shapiro-Wilk 

normality test. Accordingly, it was determined in the pre-test that E2 data were suitable for normal 

distribution (E2pre, p=.088; p> .05), other data (pre-and post) did not show normal distribution (E1pre 

and E1post, p=.003; E3pre, p=.001; E2post, p=.032; E3post, p=.015; p <.05). In addition, it was determined 

that the skewness-kurtosis values of the data are not suitable for normal distribution. In addition, the 

suitability of the pre- and posttest data of the MT for normal distribution on a question basis was 

examined. Accordingly, it is seen that all the data obtained from the pre- and posttest of MT of all 

groups are not suitable for normal distribution (p=.00; p <.05). For this reason, (Can, 2017), Kruskall-

Wallis Test, one of the nonparametric tests, was applied to the pre and posttest data for significance 

analysis. In addition, to compare pre- MT scores with post-MT scores of each groups Wilcoxon 

Signed Ranks Test Analysis was employed. Then, content analysis was made for each question. In the 

content analysis of PSTs' drawings, conceptual understanding levels, difficulties and misconceptions 

were tried to be determined. PST1, PST2, PST3 etc. represent PST codes given under the figures. 

Results 

Findings Relating to the First Research Question 

In the pre-and posttest of the MT, Kruskall Wallis, one of the nonparametric tests, was used to 

evaluate whether there was a significant difference among the groups for the data to be suitable for 

normal distribution. The results of Kruskall Wallis test are given in Table 2.  

Table 2. Kruskall Wallis Results of Pre-and Post-MT 

MT Groups n Mean Rank df X
2
 p 

Pre-MT E1 19 24.37 2 .932 .627 

E2 15 29.33  

E3 18 26.39  

Post-MT E1 19 27.45 2 .907 .636 

E2 15 28.47  

E3 18 23.86  
 

According to Table 2, no statistically significant difference was determined among the groups 

in the pre- and posttest (p> .05). It can be said that all three methods affect PSTs' conceptual 

understanding of chemical equilibrium in a similar way. Accordingly, it has been observed that the 

application of individual learning with cooperative methods does not show very different results in 
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terms of conceptual understanding. Table 3 presents the descriptive statistics and Kruskall Wallis Test 

results of the data obtained from the implementation of the pre-MT on the question basis. 

Table 3. Descriptive Statistics and Kruskal Wallis Test Results of Pre-MT on the Question Basis 

Question Group n Mean Rank SD df 
2  p 

Q1 E1 19 3.68 4.956 2 1.236 .539 

E2 15 4.67 5.164    

E3 18 2.78 4.609    

Q2 E1 19 1.05 3.153 2 5.876 .053 

E2 15 4.67 5.164    

E3 18 3.89 5.016    

Q3 E1 19 2.11 4.189 2 1.004 .605 

E2 15 1.33 3.519    

E3 18 2.78 4.609    

Q4 E1 19 6.84 4.776 2 1.106 .575 

E2 15 7.33 4.577    

E3 18 8.33 3.835    

Q5 E1 19 2.11 4.189 2 .481 .786 

E2 15 2.67 4.577    

E3 18 1.67 3.835    

Q6 E1 19 1.58 3.746 2 .110 .947 

E2 15 2.00 4.140    

E3 18 1.67 3.835    

Q7 E1 19 4.74 5.130 2 4.058 .131 

E2 15 7.33 4.577    

E3 18 3.89 5.016    
 

As can be seen in Table 3, Kruskall Wallis test analysis did not show a meaningful difference 

among the PSTs’ conceptual level on the chemical equilibrium at the beginning of the study when 

study groups were compared according to their mean scores on all of the questions. However, mean 

scores of E1 in Q2 and Q6, E2 in Q3 and E3 in Q1 and Q5 are lower than the other groups. This result 

is clearly seen in the graph in Figure 1. 

 

Figure 1. Means of Pre-Test Scores of Research Groups in terms of Questions 

Table 4 shows that the descriptive statistics and Kruskall Wallis test results of the data 

revealed from the posttest of MT. 
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Table 4. Descriptive Statistics and Kruskall Wallis Test Results of Post- MT on the Question Basis 

Question Group n Mean Rank SD df 
2  p 

Q1 E1 19 5.26 5.130 2 1.612 .447 

E2 15 6.67 4.880    

E3 18 4.44 5.113    

Q2 E1 19 7.89 4.189 2 .471 .790 

E2 15 8.67 3.519    

E3 18 7.78 4.278    

Q3 E1 19 6.32 4.956 2 4.264 .119 

E2 15 3.33 4.880    

E3 18 3.33 4.851    

Q4 E1 19 6.84 4.776 2 5.923 .052 

E2 15 9.33 2.582    

E3 18 9,44 2.357    

Q5 E1 19 5.79 5.073 2 2.923 .232 

E2 15 3.33 4.880    

E3 18 3.33 4.851    

Q6 E1 19 3.16 4.776 2 .125 .939 

E2 15 3.33 4.880    

E3 18 2.78 4.609    

Q7 E1 19 8.42 3.746 2 7.330 .026 

E2 15 9.33 2.582    

E3 18 5.56 5.113    

Kruskal Wallis test results shows that while there was a significant difference in the Q7 (
2  

=7.330, p <.05) in favor of E1 and E2 and there was no statistically significant difference among 

posttest results in the other questions of the research groups (E1, E2, & E3). However, when the mean 

averages are examined, it is seen that the success of E3 group is lower than the other groups except 

Q4. The same results are also shown in the graph in Figure 2. 

 

Figure 2. Means of Posttest Scores of Research Groups in terms of Questions 

Findings Relating to the Second Research Question 

The second research question aims to reveal that how the STAD, RWA, and IL methods affect 

the PSTs’ conceptual understandings after the implementation. For the analysis of this research 

question, pre-test and posttest data were interpreted both quantitatively and qualitatively. Wilcoxon 

Signed Rank Test was used to determine the significance, if any, between pre- and posttest scores 
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based on the questions in each experimental groups respectively. The significance of the difference 

between the scores was tested at the .05 level. Additionally, Figure 1 and Figure 2 shows that the 

means of pre- and posttest scores of research groups in terms of each question, respectively. After, 

content analyses were done to all questions. The PSTs’ misconceptions in drawings related to the 

subject of equilibrium were presented as Figure 3-9 with the examples according to questions. 

Findings related to Q1 

The first question was about the changing equilibrium conditions theme. In Q1, a small 

amount of product is added to a system in equilibrium. The PSTs are required to re-determine the 

number of reactants and products that represents in a particle size after the system is back into 

equilibrium again. It is seen that the pre-test mean average scores is in the range of 2.78-4.67 with a 

maximum score of 10 points on the Table 3. (See also Fig. 1-2). Table 4 shows that the mean average 

scores of research groups of the PSTs who answered the question correctly is 5.26 (E1), 6.67 (E2), and 

4.44 (E3) after the implementation. These results indicate that the PSTs' understanding level of in Q1 

is quite low. Table 5 shows that the Wilcoxon Signed Rank Test results of the groups on Q1. 

Table 5. Wilcoxon Signed Rank Test Results on Pre- and Posttest Scores on Q1. 

Groups  n Mean Rank Sum of Ranks z p 

E1 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

3b 

16c 

19 

.00 

2.00 

.00 

6.00 

-1.732b 

 

.083 

E2 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

3b 

12c 

15 

.00 

2.00 

.00 

6.00 

-1.732b 

 

.083 

E3 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

3b 

15c 

18 

.00 

2.00 

.00 

6.00 

-1.732b 

 

.083 

b. Based on negative ranks. 

 

As can be seen in Table 5, there is no a statistically significant difference found between pre- 

and posttest mean scores of all the groups regarding conceptual understanding of concentration effect 

on the Le-Chatelier Principle (LCP) (z = -1,732; p>.05 for E1, E2, & E3). It was observed that all of 

the groups’ understandings average have increased and they made more accurate drawings at the 

particulate level. However, these results not showed that a statistically significant difference. 

Therefore, it is not possible to say that one of the teaching methods is more effective than to the others 

in Q1. Briefly, none of the teaching methods has been effective on the development of conceptual 

level on Q1. Table 6 shows that the PSTs' misconceptions were tried to be determined of the groups on 

Q1. 
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Table 6. Misconceptions about Q1. 

 Frequency of misconceptions 

Pre-test Posttest 

E1 E2 E3 E1 E2 E3 

Misconceptions 12 8 13 9 5 10 

1-The concentration on both reactants and products is reduced when a product 

is added to an equilibrium system 

5 3 5 3 2 4 

2-When the product is added to a system in equilibrium, the product 

concentration increases, the reactant concentration decreases 

4 3 3 3 2 2 

3-When the product is added to a system in equilibrium, the product 

concentration decreases, the reactant concentration increases 

3 2 5 3 1 4 

 

As can be seen in Table 6, PSTs have several misconceptions on the Le-Chatelier Principle 

before the implementation. Although, most of the PSTs in each research groups did not change these 

misconceptions after the application. The following drawing examples represent the misconceptions 

that PSTs have regarding the concentration effect (See Fig 3). 

 

Figure 3. Examples of Misconceptions of PSTs in Q1 

According to these drawings, PST7 in E1pre group showed that both reactants and products 

were decreased despite the addition of SO3 in the product side. PST16 in E1post believed that products 

are increased, and reactants are decreased in this condition. Some other PSTs thought that there would 

be a decrease on the side in which substance is added and an increase on the other side PST5 in E2pre 

and PST2 in E3post. According to the examples in Figure 3, the PSTs do not understand LCP on the 

effect of concentration. 

Findings related to Q2 

Q2 was about the changing equilibrium conditions in terms of effect of catalyst on chemical 

equilibrium according to LCP. As it is known, the catalysts have no effect on the chemical equilibrium 

and the numerical value of the equilibrium constant. The catalyst increases the speed of the reaction 

only in the forward or reverse direction, allowing for faster equilibrium. Addition of catalyst to a 

system in equilibrium does not affect the equilibrium. With Q2, the PSTs are asked to determine the 

number of reactants and products in particle size when the catalyst is added to a system in equilibrium 

and once the reaction is re-equilibrated at the same temperature. Table 7 shows that the Wilcoxon 

Signed Rank Test results of the groups on Q2. 
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Table 7. Wilcoxon Signed Rank Test Results on Pre- and Posttest Scores on Q2. 

Groups  n Mean Rank Sum of Ranks z p 

E1 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

3b 

16c 

19 

.00 

7.00 

.00 

21.00 

-3.606bb 

 

.001 

E2 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

6b 

9c 

15 

.00 

3.50 

.00 

21.00 

-2.449bb 

 

.014 

E3 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

7b 

11c 

18 

.00 

4.00 

.00 

28.00 
-2.646b 

.008 

b. Based on negative ranks. 

 

As Table 7 shows, there is a statistically significant difference between groups pre- and 

posttest scores relating effect of catalyst on chemical equilibrium (z = −3.606, p< .05 for E1; z=-2.449; 

p < .05 for E2; z=-2.646, p < .05 for E3). While the mean average scores of the groups were 1.05, 4.67 

and 3.89 in pre-test (See Table 3); there were 7.89, 8.67 and 7.78 respectively in the posttest (See 

Table 4). It can be said that the all methods were effective on PSTs' conceptual understanding levels 

on Q2. According to this result, although the most successful group in the posttest seems to be E2, the 

greatest success increase occurred in the group E1 (STAD). Table 8 shows that the PSTs' 

misconceptions were tried to be determined of the groups on Q2. 

Table 8. Misconceptions about Q2. 

 Frequency of misconceptions 

Pre-test Posttest 

E1 E2 E3 E1 E2 E3 

Misconceptions 17 8 11 4 2 4 

1-Catalyst increases the amount of substance 8 5 4 2 1 1 

2-Catalyst decreases the amount of substances 5 1 4 1 - 1 

3-Catalyst does not affect the concentration of some substances, while some 

of them increase 

3 2 3 1 1 2 

 

After the implementation, it was seen that there was a significant decrease in misconceptions 

in the E1, E2, and E3 (See Table 8). The following drawing examples represent the misconceptions 

that PSTs have regarding on Q2 (See Fig 4). 

 

Figure 4. Examples of Misconceptions of PSTs in Q2 

In Figure 4, some PSTs think that the use of catalyst increases the amount of substance PST12 

from E1pre and PST5 from E3post, while some PSTs think that PST13 from E2post decreases the amount 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

408 

of substances present in the equilibrium reaction when the catalyst is used. On the other hand, some 

PSTs showed that some of the substances in the equilibrium reaction did not change and some showed 

an increase in PST8 from E3post. 

Findings related to Q3 

This question was about to equilibrium constant examined in the misconceptions about K. As 

shown in Table 3 and Table 4, the mean average success of the PSTs was between 1.33-2.78 in the 

pre-test and 3.33-6.32 in the posttest. The mean average success scores of all three groups who 

participated in the study were found to be quite low. The main reason for this is that PSTs do not have 

enough understanding of the position between the reactants and the products in the equilibrium 

reaction. Table 9 shows that the Wilcoxon Signed Rank Test results of the groups on Q3. 

Table 9. Wilcoxon Signed Rank Test Results on Pre- and Posttest Scores on Q3 

Groups  n Mean Rank Sum of Ranks z p 

E1 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

8b 

11c 

19 

.00 

4.50 

.00 

36.00 

-2.828b .005 

E2 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

3b 

12c 

15 

.00 

2.00 

.00 

6.00 

-1.732b .083 

E3 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

1b 

17c 

18 

.00 

1.00 

.00 

1.00 

-1.000b .317 

 

After the implementation, E1 was more successful than E2 and E3 (see Fig. 2). There is a 

significance difference between pre-and posttest scores of only E1 after the implementation. It can be 

said that the researcher explained the equilibrium constant and the PSTs did more examples have been 

more effective. Table 10 shows the frequency of PSTs who answered the question correctly and 

incorrectly. 

Table 10. The Analyses of Drawings on Q3 

Drawing  Frequency of drawings 

Pre-test Posttest 

E1 E2 E3 E1 E2 E3 

True 4 2 5 12 5 6 

False 15 13 13 7 10 12 

When Table 10 is examined, it is seen that the correct drawings of all groups regarding the 

writing of equilibrium constant show an increase. The highest increase in the number of true answer 

was in the E1 group. The increase in the E3 group was low. The following drawing examples 

represent the misconceptions that PSTs have regarding on Q3. While the PSTs are expected to write 

the equilibrium relation as    
     

         
, it is seen that they make several misconceptions as it is 

shown in the Figure 5. 
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Figure 5. Examples of Misconceptions of PSTs in Q3 

According to the Figure 5, PST4 from E1pre did not write the reactant and products as a 

concentration. PST13 from E2post wrote reactant and products reversely in chemical equilibrium. PST16 

from E3pre on the other hand, ignored the concentrations given in the equation and wrote the 

equilibrium incorrectly. 

Findings related to Q4 

This question was about to the equilibrium constant and the concentration relationship of the 

product and reactants in particle size that was examined in the mass vs. concentration theme. PSTs are 

expected to draw particles in the same way according to the equilibrium relation in Q4. Accordingly, 

they should show concentrations of C, B, A and D, respectively, from large to small. Table 11 shows 

that the Wilcoxon Signed Rank Test results of the groups on Q4. 

Table 11. Wilcoxon Signed Rank Test Results on Pre- and Posttest Scores on Q4 

Groups  n Mean Rank Sum of Ranks z p 

E1 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

0b 

19c 

19 

.00 

0.00 

.00 

.00 
.000c 

1.000 

E2 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

3b 

12c 

15 

.00 

2.00 

.00 

6.00 
-1.732b 

.083 

E3 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

2b 

16c 

18 

.00 

1.50 

.00 

3.00 
-1.414b 

.157 

 

Q4 is the question of the highest success rate of all the groups in the pre-test (see Table 3 and 

Fig. 1). However, there was no success increase in the first group, while the second and third groups 

increased their success average of 9.33 and 9.44, respectively after the study (see Table 4 and Fig. 2). 

However, none of the groups indicated a statistically significance difference after the implementation 

when comparing pre- and posttest mean scores. Table 12 shows the frequency of PSTs who answered 

the question correctly and incorrectly. 

Table 12. The Analyses of Drawings on Q4 

Drawings Frequency of drawings 

Pre-test Posttest 

E1 E2 E3 E1 E2 E3 

True 13 11 15 13 14 17 

False 6 4 3 6 1 1 
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According to Table 12, after the implementation, the levels of performing the question 

correctly regarding the representation of equilibrium constant and concentration relationship by 

drawing on particle level increased, but the level of correct response in the E1 group did not change. A 

few in some PSTs' drawing misconceptions related to this question is seen in Figure 6. 

 

 

Figure 6. Examples of Misconceptions of PSTs in Q4 

According to Figure 6, the concentrations are wrong in all the drawings. The PSTs made 

drawings without paying attention to the concentrations. 

Findings related to Q5 

This question relates to the relationship between equilibrium constant size and product- 

reactant concentrations that is examined in the Characteristics of Chemical Equilibrium theme. Table 

13 shows that the Wilcoxon Signed Rank Test results of the groups on Q5. 

Table 13. Wilcoxon Signed Rank Test Results on Pre- and Posttest Scores on Q5 

 

In Q5, it was the first group that increased its success largely (z=-2,646, p< .05). This finding 

showed that the PSTs had difficulty in adjusting the reactant and product concentrations according to 

the size of the Kc correlation for the same reaction. In Q5, it is expected from PSTs that when the Kc 

becomes smaller, the concentration of the reactant will be larger than the products. Accordingly, when 

the Kc grows the reactant concentration becomes smaller than the products. Table 14 shows that the 

PSTs' misconceptions were tried to be determined of the groups on Q5. 

  

Groups  n Mean Rank Sum of Ranks z p 

E1 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

7b 

12c 

19 

.00 

4.00 

.00 

28.00 

-2.646b .008 

E2 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

1b 

14c 

15 

.00 

1.00 

.00 

1.00 

-1.000b .317 

E3 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

3b 

15c 

18 

.00 

2.00 

00 

6.00 
-1.732b 

.083 
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Table 14. Misconceptions about Q5. 

 Frequency of misconceptions 

Pre-test Posttest 

E1 E2 E3 E1 E2 E3 

Misconceptions 15 11 15 8 10 12 

1-Kc becomes smaller, the concentration of the reactant will be smaller than 

the products 

5 4 6 3 4 5 

2-Kc becomes higher, the concentration of the reactant will be higher than 

the products 

7 5 5 4 4 4 

3-When Kc becomes higher or smaller, the concentration of reactants and 

products do not change 

3 2 4 1 2 3 

 

According to Table 14, it is seen that misconceptions decrease in all groups after 

implementation. It was determined that the most decrease was in E1. Based on the context, the 

examples of incorrect drawing made by the PSTs on the question are given in Figure 7. 

 

Figure 7. Examples of Misconceptions of PSTs in Q5 

According to Figure 7, it is seen that PST14 from E1pre draws the concentrations of the 

reactants and products in both containers equally. PST2 from E2post and PST9 from E3post drew only the 

reactants in the first container and only the products in the second container. 

Findings related to Q6 

Q6 is related to temperature change, which is one of the factors affecting the equilibrium 

constant. This question, therefore, is addressed in the context of changing equilibrium conditions 

theme. In Q6, the PSTs are expected to draw products and reactants in particle size when the 

temperature is increased and the system comes back to equilibrium in an exothermic reaction. The 

PSTs were expected to perform their drawings in this direction considering that the equilibrium would 

shift to the reactants direction if the temperature was increased in an exothermic reaction. However, 

the achievement of all groups in the pre-test as well as the posttest is low can be seen in Table 3 and 

Table 4. Similarly, the graph of Figure 1 and 2 shows that the effect of temperature in exothermic and 

endothermic reactions was not fully understood by research groups. Table 15 shows that the Wilcoxon 

Signed Rank Test results of the groups on Q6. 

Table 15. Wilcoxon Signed Rank Test Results on Pre- and Posttest Scores on Q6 

Groups  n Mean Rank Sum of Ranks z p 

E1 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

3b 

16c 

19 

.00 

2.00 

.00 

6.00 

1.732b .083 
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E2 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

2b 

13c 

15 

.00 

1.5 

.00 

3.00 

-1.414b .157 

E3 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

2b 

16c 

18 

.00 

1.5 

.00 

3.00 
-1.414b 

.157 

 

Table 15 shows that there is no statistically significance difference between the groups’ pre-

and posttest mean average scores. This result shows that none of the teaching methods is effective on 

the temperature effect of equilibrium and the subject is difficult to understand. Table 16 shows that the 

PSTs' misconceptions were tried to be determined of the groups on Q6. 

Table 16. Misconceptions about Q6 

 Frequency of misconceptions 

Pre-test Posttest 

E1 E2 E3 E1 E2 E3 

Misconceptions 16 12 15 13 10 13 

1-If the temperature were increased in an exothermic reaction, both 

products and reactants’ concentrations would decreased. 

10 8 8 8 7 6 

2-If the temperature is increased in an exothermic reaction, reactants’ 

concentrations is decreased while the products’ concentration is increased. 

6 4 7 5 3 7 

 

According to Table 16, it was determined that PSTs' misconceptions were high in this 

question. In the posttest, misconceptions decreased in all groups, but this decrease was not significant. 

The wrong drawing examples of all the groups seen in Figure 8 support this result. 

 

Figure 8. Examples of Misconceptions of PSTs in Q6 

According to Figure 8, PST3 from E2post and PST13 from E1post draw according to the initial 

equilibrium state of the reaction. PST8 from E1pre and PST10 from E3post increased the concentration of 

the products in their drawings. 

Findings related to Q7 

Q7 was related to rate vs. extent theme. In Q7, PSTs should draw a particle representation of a 

reaction in the equilibrium given with the graph. In the pre-test, the success of the E2 group was 

higher than that of E1 and E3, whereas the success of E1 and E2 was higher than E3 in the posttest 

(see Table 4 and 5). Table 17 shows that the Wilcoxon Signed Rank Test results of the groups on Q7. 
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Table 17. Wilcoxon Signed Rank Test Results on Pre- and Posttest Scores on Q7 

Groups  n Mean Rank Sum of Ranks z p 

E1 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

7b 

12c 

19 

.00 

4.00 

.00 

28.00 

-2.646b .008 

E2 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

3b 

12c 

15 

.00 

2.00 

.00 

6.00 

-1.732b .083 

E3 Negative Ranks 

Positive Ranks 

Ties 

Total 

0a 

3b 

15c 

18 

.00 

2.00 

.00 

6.00 

-1.732b .083 

 

In Q7, the E1 group increased its success after the application compared to other groups (z=-

2,646; p<.05). However, it is concluded that in all three groups the equilibrium concentration is 

understood to show in particle size within the graph. Table 18 shows that the PSTs' learning 

difficulties of the groups on Q7. 

Table 18. The Analyses of Drawings on Q7. 

Drawings Frequency of drawings 

Pre-test Posttest 

E1 E2 E3 E1 E2 E3 

True 9 11 7 16 14 10 

False 10 4 11 3 1 8 

 

According to Table 18, all groups increased the correct drawing rate in the posttest. The 

highest increase was in E1. Figure 9 shows the incorrect drawing examples of all groups. 

 

Figure 9. Examples of Misconceptions of PSTs in Q7 

According to Figure 9, it is seen in all drawings that the concentrations of the substances in the 

reaction are not taken into account. 
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Discussion, Conclusion and Recommendations  

This research has been developed and implemented within three interventions to determine 

which teaching method was more effective than others in terms of PSTs’ conceptual understanding 

levels of chemical equilibrium. The intervention organized based on the Students Team Achievement 

Divisions (STAD) and Reading-Writing-Application (RWA) method of cooperative learning, and 

Individual Learning (IL) methods. In addition, the PSTs' conceptual understandings of chemical 

equilibrium both qualitatively and quantitatively identified. The analysis of the PSTs’ drawings of MT 

and using Kruskall Wallis, Wilcoxon test and descriptive analysis were done.  

The first research question was whether there was a difference among the experimental groups 

with respect to the understanding level gained through the different learning methods. This research 

question was analyzed in terms of independent samples. The analysis showed that, there was no 

statistically significant difference between the experimental groups at the beginning of the study. 

Considering the classes and pre-learning of the PSTs, it is expected that there will be no difference 

among the groups in the pre-test. However, mean scores of the groups on the Q7 in the two 

cooperative learning groups (STAD and RWA) were higher than individual learning (IL) group at the 

end of the study. At the same time, when the mean score is examined, it is seen that the success of E3 

group is lower than the other groups except Q4. According to these results, it can be said that 

cooperative learning methods are more effective than individual learning in increasing PSTs' 

understanding in chemical equilibrium issues. 

The second research question was about the effect of STAD, RWA and IL methods on the 

conceptual understanding levels of the PSTs after the implementation. The results point to an increase 

in the PSTs conceptual understanding level on the chemical equilibrium through all the three different 

intervention between pre- and posttest in terms of mean scores. However, this increase was 

statistically significant in favor of all groups in Q2 related to the catalyst effect on chemical 

equilibrium. All methods were effective on the understanding that the catalyst did not affect the 

chemical equilibrium and the magnitude of the equilibrium constant. It is thought that all groups are 

successful in this question since PSTs can easily understand the concept of catalyst after application. 

Unlike this result, Erdemir Özdemir et. al. (2000) stated that students think that a catalyst leads to 

higher yield of product.  

After the implementation, only the STAD method was effective on the conceptual 

comprehension level in Q3, Q5, and Q7. These three questions are related to the particle size 

representations of an equilibrium reaction. Q3 refers to writing the equilibrium constant of a given 

reaction in particle size representation. It can be said that STAD method is more effective than to 

others. The correct response rate of the PSTs towards the question increased after the training given in 

the STAD method and the others did not change much. E1 is considered more successful as there are 
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both teacher expression and group work stages in STAD. Similarly, Doymuş (2008) stated that most 

PSTs could not comprehend the effect of the equilibrium constant on the distribution of reaction 

systems. However, the PSTs in the E1 and E2 (cooperative learning groups) understood the topic of 

equilibrium constants well when compared to individual learning method (E3). Q5 was about showing 

the number of particles in the cups of a given reaction, considering that the Kc value of the 

equilibrium particles in the cups was high or low. In the posttest, all groups reduced misconceptions, 

but only a significant difference was observed in E1 in Q5. Parallel with this result, Doymuş (2008) 

stated that there is a decrease in the average of the PSTs about the magnitude of the equilibrium 

constant but that cooperative learning groups are more successful. Q7 related to drawing particle 

representation of the reactants in equilibrium of a given reaction. The reason why STAD method is 

more prominent in this context is that the working groups have to be successful in the questions both 

individually and in groups. Individuals within the group discussed and answered questions together 

and corrected the drawing misconceptions of their group friends. The PSTs had to justify the views of 

others, evaluate their peer understanding, and summarize the concepts that each PST contributed 

(Yeung, 2015). Raviolo (2001) stated that the numbering of particles allows us to assess the 

understanding of the dynamic aspect of the equilibrium. 

However, there was no statistically significant difference in Q1, Q4 and Q6 in any 

experimental group. Q1 and Q6 was about concentration and temperature effects of LCP respectively. 

The lack of a change in the conceptual understanding of these groups is thought to be because the LCP 

is a hard-to-understand issue. Therefore, neither group nor individual studies have been effective in 

understanding the subject as LCP is one of the most difficult-to-understand topics on chemical 

equilibrium. The reason for this is that, as Maria and Justi (2009) point out, the thermodynamic 

approach is complicated for those who do not understand the concept of entropy as well as the relevant 

mathematical tools. Erdemir Özdemir et al. (2000) stated that students have uncertainty how a 

temperature, volume or pressure change will alter the equilibrium concentrations. Q4 relates to mass 

vs. concentration and the drawing of particles of a reaction given an equilibrium constant. Although 

the STAD method was more successful in similar questions, it was interesting that there was no 

difference in this question. That is to say, these results denote that STAD method is effective in 

achieving conceptual learning on the catalyst effect, equilibrium constant and particle representation 

of a reaction in equilibrium whilst RWA and IL is also efficient in achieving on the catalyst effect. 

However, none of the methods has been effective on the LCP of concentration and temperature effect 

and drawing a reaction in a particle size with respect to equilibrium constant. In addition, Kruskall 

Wallis test results revealed that only STAD and RWA methods were more effective than CLBT at Q7, 

but when looking at the averages, it was found that cooperative learning methods (STAD and RWA) 

were more successful than IL group. In summary, dependent and independent samples testing for each 

question showed that cooperative learning methods are more effective in certain subjects of chemical 
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equilibrium. STAD method has become more prominent especially among these techniques. Many 

researchers have also stated that STAD method is effective in understanding the conceptual issues of 

various chemistry subjects (Adesoji & Ibrahemm, 2009; Balfakih, 2003; Carpenter & McMillan, 2003; 

Karaçöp, 2016; Wang, 2012). At the same time, the findings of no significant difference in some of 

the questions are consistent with Khan and Inamullah (2011) conducted research on students studying 

chemistry at higher secondary level and Lantajo (2017) who chemistry students in teaching selected 

topics in General and Inorganic Chemistry found no statistically significant difference in the 

achievement between the STAD and IL method.  

The second research question investigated the conceptual understandings of PSTs’ of chemical 

equilibrium topic in terms of different teaching methods. In relation to this question, each question 

was also handled separately with content analyzes based on the three intervention method. Based on 

the analysis, the factors that the PSTs have difficulty understanding about chemical equilibrium are 

determined in this study as follows: (a) the difficulty in understanding the concentration effect on the 

LCP, (b) believing that the catalyst increases or decreases the product and / or the reactant 

concentration (c) the difficulty in writing equilibrium constant a reversible reaction, (d) difficulty in 

drawing a reaction in a particle size using equilibrium constant (e) difficulty in determining reactant 

and product concentrations according to size of equilibrium constant, and  (f) difficulty in 

understanding the effect of temperature on the LCP.  

Similar difficulties have been identified in many previous studies. In LCP, the addition of 

more reactants or products to equilibrium is one of the most difficult factors to understand. 

Misconceptions in this study are; when a product is added to a system in equilibrium (1) the 

concentration on both reactants and products is reduced, (2) the product concentration increases, the 

reactant concentration decreases, and (3) the product concentration decreases, the reactant 

concentration increases. Similarly, Atasoy et.al. (2009) emphasized that PSTs interpreted LCP as an 

action-reaction situation and they explicated the results as if more reactants were added to the system 

in equilibrium the direction will shift to the side of products in order to reduce the effect and vice 

versa. Cheung et.al. (2009) stated that even teachers generally do not understand that if the amount of 

gaseous substances formed by a reversible chemical reaction is not equal to the amount of gas 

reactants. They found that only one out of the 109 chemistry teachers correctly stated that the number 

of product and reactant molecules when the equilibrium re-established after adding some amount of 

reactant, that is depending upon the amount of reactant in the initial equilibrium system. Most of the 

teachers expected the number of product molecules to increase while some of them thought there 

would be a decrease in the number of molecules. Our results also confirm the findings of the study and 

those of Karpudewan et. al. (2015) that using LCP, displayed the misunderstanding that the solution 

turned yellow (due to the formation of more reactant ions) to counter the increased amount of product 

ions. Bilgin and Geban (2006) stated that PSTs hold a misconception that when equilibrium is re-
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established following an increase in the concentration of NO(g) (a reactance compound), the 

concentrations of reactants and products will be equal to their initial equilibrium values after the 

implementation. Lucanus (2011) noted that without giving an idea about the kinetics that underlie the 

changes in equilibrium; students are left with the misconception that LCP application is going to 

explain them. Therefore, the factors affecting the chemical equilibrium and the LCP during a proper 

flow can be effective in understanding the subject. Similarly, the effect of temperature in this study 

was determined as one of the most difficult factors to understand (Q6). Both pre-and posttest averages 

of the PSTs in all groups are quite low and no teaching method has been effective in developing the 

conceptual understanding of the temperature effect on LCP. The PSTs' misconceptions about this 

question are as follows: (1) if the temperature is increased in an exothermic reaction both products 

and reactants’ concentrations would decreased. (2) If the temperature is increased in an exothermic 

reaction reactants’ concentrations is decreased while the products’ concentration is increased. These 

findings are consistent with the of Karpudewan et. al. (2015)’s finding that in exothermic N2 (g) + 3H2 

(g)            2NH3 (g) equilibrium shifts to the right when the temperature is increased, providing the 

formation of more ammonia and Bilgin and Geban’s (2006) finding that when the temperature is 

increased and disturbs the system at equilibrium, the forward reaction rate will be instantaneously 

greater than the rate of reverse reaction. More specifically, similar to our study, Şimşek, Doymuş, 

Doğan and Karaçöp (2009) stated that the when chemical equilibrium reaction had an effect and then 

the system was rebalanced, PSTs made significant misconceptions regarding the particle size of the 

reaction of this system. Explaining the effect of temperature and concentration on the LCP by 

visualizing chemical equilibrium displacements can help the PSTs conceptualize the relationships 

between concentrations in a system (Ollino, Aldoney, Dominguez, & Merino, 2018). 

Additionally, some of the PSTs also had difficulty writing the equilibrium constant of a 

reaction in equilibrium (Q3). Kousathana and Tsaparlis (2002) highlighted that chemical equilibrium 

problems are the most important and at the same time, the most complex and difficult general 

chemistry problems. Gussarsky and Gorodetsky (1990) stated that equilibrium problems are mostly 

abstract. Therefore, students do not automatically understand what the algebraic symbols or other 

symbols actually mean in relation to the actual chemical system being studied. Furthermore, the 

misconceptions about dynamism seem to be resistant to instruction. Kousathana and Tsaparlis (2002) 

similarly to this study found that students failed to set up the expression for the chemical-equilibrium 

constant (5.0%) and use of number of moles instead of concentrations (21.6%). 

This study aimed to determine the Effects of RWA and STAD of cooperative learning and 

Individual Learning (IL) methods on the conceptual understandings at sub-micro level of the PSTs in 

equilibrium chemistry. In the comparison of these methods, we can say that RWA and STAD methods 

are more effective than IL in terms of drawing the particle representation of the reactants in 

equilibrium. The most successful group was STAD. In this study, the factors that the PSTs had 
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difficulties about the chemical equilibrium were also determined. When the PSTs’ misconceptions 

related to chemical equilibrium are identified, the instructors can help students understand the 

scientifically accepted concept using appropriate teaching methods and techniques (Piquette & 

Heikkinen, 2015). In line with the results obtained from the research, in chemistry, the effect of 

individual and cooperative learning on different topics on conceptual understanding can be 

investigated. 
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APPENDIX 

MODULE TEST 

 

Question 1     2SO2 (g)  + O2(g)  ↔ 2SO3(g) 

The reaction given above is in equilibrium at 100K (Kc = 

2.8x102). 

The equilibrium representation in particle size of this 

reaction is as shown in Fig. A small amount of SO3(g) is 

added to the equilibrium reaction. After a while, at the same 

temperature the system re-equilibrates. In the latter case, 

determine the number of particles in the equilibrium reaction 

in particle size. 

 

Question 2 

                  N2 (g)  + 3H2(g)  ↔ 2NH3(g) 

The reaction given above is in equilibrium at 100K (Kc= 

2,8x102).  

The equilibrium representation in particle size of this 

reaction is as shown in Fig. The equilibrium reaction is 

catalyzed at the same temperature. Once the reaction has 

resumed chemical equilibrium, re-determine the number of 

particles in the particle size. 

 Question 3 

 

H2 (g)  +   I2 (g)   ↔    2HI  (g) 

The reaction is equilibrium at 100K. Write an expression for 

the equilibrium constant for this reaction. 

 Question 4 

 

 

 

 

Taking into account to the reaction given the equilibrium 

constant, show the particles in the cup provided on the left. 

 Question 5 

For A (g) + B (g) ↔ C (g) + D (g) reaction; show the number of 

particles in the cup A and B 

(a)considering the Kc value of the particles in the container 

is low; 

(b) considering that the Kc value of the equilibrium particles 

in the cup is high. 

The symbols you will use for each item are given left. 

 Question 6 

2N2 (g)    + 6H2(g)  ↔ 4NH3(g) + Q 

The reaction given above is in equilibrium at 100K (Kc= 

2,8x102). 

The equilibrium representation of this reaction is as shown 

in Figure left. The temperature of the reaction in equilibrium 

is being increased. The reaction is coming back to re-

equilibrium. Show the particle representation of the new 

equilibrium reaction in the following door. 
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 Question 7 

 

2A(g) + 3B(g)    ↔  4C(g)  + D(g) 

The equilibrium state of the above reaction is shown 

graphically. In the graph, draw the particle representation of 

the reactants in equilibrium into (a). 

 
 

  



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

426 

Investigation of the Relationship Between Secondary School Students' Physical Activity 

Attitudes and School Life Satisfaction 
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Abstract 

In this study, it is aimed to investigate the relationship between the attitudes of students studying in 

secondary school to physical activity and their school life satisfaction. The relationship between 

middle school students' attitudes towards physical activity and school life satisfaction was tested by 

the structural equation model. A total of 299 students who study at secondary schools affiliated to 

Çanakkale central schools, 53.2% (n = 159) of whom are male and 46.8% (n = 140) of female, are the 

research group. Attitude scale to physical activity and school life satisfaction scales were used as data 

collection tool in secondary school students. It has been observed that socialization and Self-Trust 

dimensions, which are the sub-dimensions of attitude to physical activity, affect school satisfaction 

positively and significantly, and are statistically significant. As a result, physical activity environments 

affect students 'feelings of socialization and self-confidence positively, which is thought to affect 

students' school life satisfaction positively. To gain the habit of doing physical activities in schools, it 

can be suggested to increase the physical education lesson hours and to direct them to extra sports 

activities. 
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Introduction  

The level of life satisfaction perception of the individual affects life in many areas positively 

or negatively. It has been stated that individuals with high life satisfaction have positive professional 

and interpersonal relationships, and that these individuals are more resistant to diseases and longer 

than those with low life satisfaction (Lyubomirsky, King & Diener, 2005). The criteria that the 

individual sets in his life determine the level of perception of life satisfaction (Pavot & Diener, 1993). 

Although life satisfaction is considered as a sub-dimension of happiness (Dilmaç & Ekşi, 2008), it is 

evaluated with many concepts such as psychological well-being, quality of life, subjective well-being 

(Dost, 2007). Diener, Emmons, Larsen, and Griffin (1985) defined life satisfaction as pleasure, feeling 

happy, being good in various ways. Many factors affect people's life satisfaction either positively or 

negatively. It is observed that these factors show some differences compared to adulthood in 

adolescence. This is because adolescence is a period in which many physical, psychological, and 

social changes occur (Byrne, Davenport & Mazanov, 2007; Moksnes, Byrne, Mazanov & Espnes, 

2010). Factors affecting life satisfaction for students; school, family, friends, and life environment 

(Huebner, Laughlin Ash and Gilman, 1998). It can be stated that the positive experiences that the 

student has at school increase the quality of life of the student and that it will increase learning by 

increasing school motivation. It was observed that Life satisfaction and economic situation (Shek, 

2005) related to academic success (Jovanović & Jerković, 2011), family relationships (Hampden-

Thompson, & Galindo, 2017) cultural difference (Kaya, Çensiz & Aynas, 2019; Liu, Tian & Gilman, 

2005), disability status (Eroğlu & Acet, 2017), ethnic structure (Leung, Pe-Pua & Karnilowicz, 2006), 

level of happiness in physical education classes (Uğraş & Güllü, 2020) and self-efficacy (Erol, 2017) 

in research. Abroad (Arciuli, Emerson & Llewellyn, 2019; Danielsen, Samdal, Hetland & Wold, 2009; 

Geagea, MacCallum, Vernon, & Barber, 2017; Hampden-Thompson & Galindo, 2017) and 

domestically (Arındağ & Seydooğulları, 2018; Baş & Yurdabakan, 2017; Kermen, Tosun & Doğan, 

2016; Şahin, 2018) in recent years, the subject of school life satisfaction has been the subject of much 

research. The reason for this is that students' satisfaction with school life is concerning many subjects 

such as academic success, peer relations, belonging to the school. One of life satisfaction and lifestyle 

behaviors is physical activity (Penedo & Dahn, 2005). Researches have shown that physical activity in 

adolescents prevents weight gain (Simon et al., 2008), stress reduction (De Moor, Beem, Stubbe, 

Boomsma & De Geus, 2006), sociologically and psychologically positively (Åberg et al., 2009; 

Plowman, 2008). It is even stated that it positively affects students' academic success (Fedewa & Ahn, 

2011) and has a positive relationship between physical activity and learning (Nilsson, Perfilieva, 

Johansson, Orwar & Eriksson, 1999). In case of low physical activity, it is known that many adverse 

conditions and risks occur in both adolescents and adults. Low physical activity increases the risk of 

obesity and cardiovascular disease (Hancox, Milne & Poulton, 2004). Many studies show that there is 

a positive relationship between physical activity and psychological well-being and life satisfaction 
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(Santino et al, 2019; Vella, Cliff, Magee & Okely, 2014; Ussher, Owen, Cook & Whincup, 2007; 

Kleszczewska, Dzielska, Salonna & Mazur, 2018). The World Health Organization mentioned the 

importance of physical activity for both mental and physical health (Who, 2015). It is observed that 

there is a decrease in the level of physical activity despite the prevention of obesity, decreased risks of 

cardiovascular disease, and psychological benefits. It can be said that this decline was caused by some 

reasons such as academic concerns, environmental effects, and the family's attitude towards physical 

activity. It can be stated that physical education lessons and extracurricular activities are the most 

suitable environment for spreading the physical activity habit throughout life. The goals and 

achievements of the physical education lesson programs can be expressed in terms of effective weight 

(Güllü, Arslan, Görgüt & Uğraş, 2011; Uğraş & Aral, 2018) to give students the habit of doing 

physical activity. Considering that physical activity has many benefits for students, it can be said that 

the attitude towards physical activity can positively affect school satisfaction. In this study, it is aimed 

to investigate the relationship between middle school students' attitudes towards physical activity and 

school life satisfaction. 

Method  

In this study, a relational screening method was used to examine the relationship between 

middle school students' attitudes towards physical activity and school life satisfaction. The relational 

screening method was chosen to give an idea about the cause-effect relationship between attitude to 

physical activity and school life satisfaction (Fraenkel, Wallen & Hyun, 2012). The relationship 

between middle school students' attitudes towards physical activity and school life satisfaction was 

tested by the structural equation model. SEM is one of the powerful analysis methods to develop 

theory between variables. 

Study Group 

Students studying at secondary schools affiliated to Çanakkale central schools in the 2019-

2020 academic year participated in the study. A total of 299 students, 53.2% (n = 159) of the students 

are male  and 46.8% (n = 140) of the students are female students. When the distribution of the 

participants by class level is examined, 23.4% of 5th grade (n = 70), 20.1% of 6th grade (n = 60), 

24.1% of 7th grade (n = 72) and 32.4% of 8 classes (n = 133) appear to be. 

Data Collection Tools 

Physical Activity Attitude Scale for Secondary School Students: Scale developed by Yıldızer, 

Bilgin, Korur, Yüksel and Demirhan (2019), “Love (5 items)”, “Willingness (7 items)”, “Benefit (4 

items)”, “Socialization (5 items) ”and“ Self Confidence (4 items) ”consisted of 5 dimensions and 25 

items. Confirmatory factor analysis was performed for the construct validity of the scale. According to 

CFA results, item factor loads were observed to vary between .44 and .79. As a result of the first CFA, 
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two items were removed in order. According to DFA results after the procedure, χ2 / sd (1.818), GFI 

(.886), CFI (.908), IFI (.909), TLI (.895) and RMSEA (.052) values were found. It can be stated that 

the scale has acceptable reference values (Kline, 2016; Tabachnick & Fidell, 2007). For the internal 

reliability of the scale, Cronbach's alpha values were found to be .805 in willingness dimension, .767 

in love dimension, .796 in benefit dimension, .700 in the socialization dimension and .710 in self-

confidence dimension.  

School Satisfaction Scale: The scale adapted to Turkish by Telef (2014) developed by 

Randolph, Kangas, and Ruokamo (2009), consists of one dimension and 6 items. According to CFA 

results, item factor loads were observed to vary between .64 and .81. According to DFA results after 

the procedure, χ2 / sd (3.518), GFI (.968), CFI (.976), IFI (.977), TLI (.954) and RMSEA (.082) values 

were found. It can be stated that the scale has acceptable reference values (Kline, 2016; Tabachnick & 

Fidell, 2007). The Cronbach's alpha value of the scale was found to be .870. These results show that 

the scale is reliable. 

Analysis of data 

SPSS 23 and AMOS 23 statistics programs were used to analyze the data. Before determining 

whether the data are suitable for the structural equation model, 24 questionnaires with missing, 

erroneous, and extreme values were prepared and the process was continued with a total of 299 data 

sets. For the normality assumption of the data, skewness and kurtosis values were examined. After 

determining that DFA and Cronbach’s Alpha reliability coefficients met the necessary conditions for 

Structural Equation Modeling (SEM), analyzes were performed. While SPSS 23 was used for 

descriptive statistics and Pearson correlation analysis, AMOS 23 was used in DFA and SEM analysis. 

χ2 / sd, IFI, CFI, TLI, NFI, and RMSEA values were examined to test the SEM model. 

Results 

Correlation analysis was conducted to test the relationship between school life satisfaction, 

which is the predicted variable of the research, and attitude to physical activity, which is the predictive 

variable. The relationship between sub-dimensions of attitude to extracurricular activities and sub-

dimensions of attachment to school is presented in Table 1. 

Table 1. Correlation Values and Descriptive Statistics of the Relationship Between Attitude to 

Physical Activity and School Life Satisfaction 

Variables Mean Sd. Skew. Kurt. 1 2 3 4 5 6 

1.  4,31 ,80 -1,55 1,33 1      

2.  4,06 ,92 -1,18 1,06 .252** 1     

3.  3,71 ,95 -,78 ,25 .270** -.113* 1    

4.  3,91 ,92 -,80 -,01 .265** .602** . .635** 1   

5. 3,53 1,05 -,53 -,36 .426** .109 .200** .122* 1  

6. 4.11 1,01 -1,31 1,17 .174** .107 .186** .191** ..202** 1 

**p < .01, *p < .05 1: Affinity, 2: Willingness, 3: Benefit, 4: Socialization,  5: Self-Trust, 6: School Satisfaction 
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When Table 1 is examined, it is seen that there is a positive and low level significant 

relationship between students’ ,who participated the research, “Affinity” scores and "School 

Satisfaction" (r = .174, p <.01), "Benefit" (r = .186, p <.01), “Socialization” (r = .191, p < .01), Self-

Trust (r = .202, p < .01) scores. It was determined that there was no significant relationship between 

Willingness and School Satisfaction. The path analysis of the relation of attitude to physical activity 

sub-dimensions with school life satisfaction is shown in Figure 1. 

 

Figure 1. Path Analysis of Attitude to Physical Activity Sub-Dimensions towards School Satisfaction 

It was observed that the adaptation indexes of the model, which examines the effect of sub-

dimensions of attitude to physical activity on school life satisfaction, meet the necessary compliance 

criteria. (χ2 / sd = 1.710, GFI = .867, CFI = .909, IFI = .911, TLI = .898 and RMSEA = .049). 

According to these results, it was seen that the model reached acceptable reference values and the 

model was confirmed (Kline, 2016; Tabachnick & Fidell, 2007). The path model showing the 

relationship of attitude to physical activity towards school life satisfaction is shown in table 2. 

Table 2. Standardized Regression Results Regarding the Effect of Attitude to Physical Activity Sub-

Dimensions on School Life Satisfaction 

Path Path Coefficient 

(β) 

Standardize

d Estimate 

Standard 

Error (S.E) 

Critical 

Ratio (C.R) 

Significance 

Value (p) 

Affinity → School Satisfaction .011 ..019 .186 .104 .917 

Willingness → School Satisfaction -.264 -,368 .250 -1.475 .140 

Benefit  → School Satisfaction .131 .196 .399 .492 .623 

Socialization→ School Satisfaction .316 .525 .365 1.438 .025 

Self-Trust→ School Satisfaction .242 323 .140 2.314 .021 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

431 

According to Table 2, it was observed that the socialization dimension, which is one of the 

sub-dimensions of attitude to physical activity, affects school satisfaction positively and significantly 

(β = .316, p> .05) and is statistically significant. Self-Trust, one of the sub-dimensions of attitude to 

physical activity, was found to affect school satisfaction positively and significantly (β = .242, p> .05). 

It was found that the sub-dimensions of attitude to physical activity affinity, willingness, and benefit 

do not statistically affect School Satisfaction. 

Discussion, Conclusion and Recommendations  

In this study, it is aimed to investigate the relationship between the attitudes of students 

studying in secondary school to physical activity and school life satisfaction. While it was determined 

that the physical activity attitude levels of the students studying in schools affiliated to the city center 

of Çanakkale have a positive effect on school life satisfaction in terms of Socialization and Self-Trust, 

it was revealed that they did not have a significant effect on Affinity, Willingness and Benefit 

dimensions.  

It is a fact that physical activity is associated with physical and psychosocial wellbeing in 

children (Hancox, Milne & Poulton, 2004; Kriemler et al. 2010; Santino et al., 2019; Vella, Cliff, 

Magee & Okely, 2014; Ussher, Owen, Cook & Whincup, 2007; Kleszczewska, Dzielska, Salonna & 

Mazur, 2018). However, the physical activity levels of young people are not at the desired level 

(Troiano et al., 2008). Some countries such as Scotland have implemented some strategic plans to 

increase the physical activity levels of children and young people (Inchley, Kirby & Currie, 2011). In 

this study, it can be said that the physical activity attitude sub-dimension scores of the students 

studying in secondary school are at a good level. It is concluded that this situation positively affects 

the school life levels. 

Studies are showing that physical activity positively affects family relationships (Beets, 

Cardinal & Alderman, 2010; Pugliese & Tinsley, 2007) and is related to the level of physical activity 

of young people. Students with a high level of attitude towards physical activity can often be 

considered as family support. Considering the important role of peer and parent support in increasing 

the level of physical activity (Laird et al., 2016), it is likely that it positively affected life satisfaction 

in children and adolescents. The habit of doing physical activity is realized in schools through physical 

education lessons and sports activities outside the classroom. Extracurricular sports activities have a 

positive effect on the social development of the students as well as their physical development. 

(Fredricks & Eccles, 2006). With the extracurricular sports activities, students get the opportunity to 

socialize. Through these activities, they have a chance to spend time in a fun environment with their 

peers and teachers. Sports environments have the feature to strengthen the peer relations of students 

such as team, togetherness, solidarity. It is a fact that sports are effective in socializing individuals 

(Hardin & Greer, 2009). Physical education lessons where students have the opportunity to do 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

432 

physical activity are seen as entertaining by students (Namlı, Temel & Güllü, 2017; Temel & Güllü, 

2016). Pehlevan and Bal (2018) concluded that participation in sports in secondary school is effective 

in peer relationships and the development of social relationships. The fact that adolescents have fun 

and a good time in social activities and sports activities and enable socialization may have caused 

students to increase their school life satisfaction. In their study, Belton, Prior, Wickel, and Woods 

(2017) concluded that extracurricular physical activity activities on students studying in disadvantaged 

schools have a positive effect on students' life satisfaction. Another study found that adolescents who 

do sports are happier than those who do not (Snyder, Martinez, Bay, Parsons, Sauers & McLeod, 

2010). These studies show that it is possible to say, physical activity environments affect adolescents' 

socialization and indirectly their life satisfaction. According to the research results, Self-Trust, which 

is one of the sub-dimensions of physical activity, positively affected school satisfaction. Sports 

environments are one of the places where adolescents can experience their feelings of achievement 

and acceptance. It can be said that the self-confidence that adolescents gain through physical activity 

can positively affect their school life satisfaction. In this study, it was found that as the self-confidence 

score of secondary school students increased from the sub-dimensions of physical activity, school life 

satisfaction increased. It has been revealed by research that the self-confidence levels of adolescents 

who do sports are higher than those who do not do sports (Aykora, 2019; Gündoğdu, 2019; Özbek, 

Yoncalık & Alıcak, 2017; Terlemez, 2019; Yarımkaya, Akandere & Baştuğ, 2014). It can be stated 

that physical activity increases students' self-confidence and in this case it positively affects the school 

life satisfaction of students.  

As a result, it was concluded that the physical activity attitudes of the students studying in 

secondary school positively affect their school life satisfaction. Physical activity environments 

positively affect students' feelings of socialization and self-confidence, which positively affects their 

school life satisfaction. According to data from PISA (2015),  considering that ranked last in OECD 

countries, life satisfaction scores of students in Turkey be directed to the physical activity 

requirements of the students come forward. To gain the habit of doing physical activities in schools, it 

can be suggested to increase the physical education lesson hours and to direct them to extra sports 

activities. It can also be provided to organize activities where the benefits of physical activity can be 

transferred to their families. 
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Abstract 

The aim of this study is to develop a valid and reliable scale that can be used in investigating learning 

process of secondary school students. The study was carried out with students attending to different 

secondary schools in Mardin in 2018. Survey method was employed, and sampling was chosen with 

the help of simple random sampling method in this study. In order to create an item pool, 26 students 

having education in the 10th grade were asked to write an essay about the concept and process of 

learning how to learn. Then the literature was searched, and a 5-point likert-type 66-item draft scale 

was formed out of the data obtained from this essay. The draft scale was revised in accordance with 

the expert views. The data achieved after the application of the scale were analysed using SPSS and 

AMOS programs. In the analysis, item total correlation, exploratory and confirmatory factor analysis 

and reliability analysis techniques were benefited. According to analyses performed, it was seen that 

the scale was of 21 items and had a structure of 5 factors, and the variant ratio that it explained was 

52.630% and that also fit index values were acceptable, and they were at an excellent harmony level. It 

was observed that there was a positive direction and medium level relation Among all factors. 

Cronbach alpha internal consistency reliability coefficient of the scale changes between 0.655 and 

0.864. As a result, it is comprehended that Learning How to Learn Scale prepared as 5 Likert type can 

be employed as a valid and reliable measuring tool for students attending secondary school according 

to findings obtained. 
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Introduction 

Learning how to learn necessitates to know learning strategies an individual has and to be 

aware of strengths and weaknesses and to investigate appropriate education, guidance or opportunities 

(MEB, 2019). Competence of learning how to learn is the ability to continue learning and organize 

their own learning, including effective management of time and information, individually and in 

groups. These abilities consist of awareness of learning process and needs and determining available 

opportunities and overcoming the obstacles of a successful learning. In learning how to learn 

approach, students’ previous learning and experiences are also important so that they will be able to 

achieve knowledge and skills (Education Council, 2006). Learning how to learn is expressed to be an 

experiential process based on interrogation (Priestly & Humes, 2010) and to be able to produce the 

necessary knowledge fpr new situations using available information (Özden, 2013: 77) and to provide 

the achievement of effective learning qualities (Özer, 2003). In addition, when learning how to learn 

approach is effective when it contains emotional and social aspects such as autonomy, self -

confidence, relations depending on corporation among the participants of process and participation of 

families and community (Moreno & Martin, 2007). 

Learning how to learn is very important for motivation, confidence and competence of the 

individual (Education Council, 2006). The skill of learning how to learn takes place among the 

properties of student oriented education. Among the other characteristics of the students, the ability to 

have scientific thinking, produce knowledge and use this knowledge, have the ability to communicate 

and learn to learn (MEB, 2007). The skills that the students should possess the ability to think 

scientifically and can produce knowledge and can use this knowledge and the approach of learning 

how to learn are accepted among these characteristics (MEB, 2007). It is necessary that the student 

receive support to be equipped with the competence of learning how to learn. Attaining this 

competence is a case which student cannot overcome alone. The reason for this is that this competence 

necessitates inquiry of competence, examination, investigation, high motivation, patience and 

continual learning (Özdaş, 2018). Since learning how to learn is a mental activity, this skill cannot be 

assessed as any kind of knowledge or method. Learning how to learn is possible through the fact that 

the individual can use his/her intelligence and develop his/her thinking ability (Özden, 2013). 

Therefore, individual motivation plays a crucial role in continual learning how to learn and it’s 

maintaining (MEB, 2019). 

Learning how to learn is important as a requirement of living in an information society. 

Knowledge bases of all disciplines and tools and methods used in these knowledge bases may change 

in a short time. In this process, the most important skill that the school will equip students with is to 

create desire in them to learn (Özden, 2013). The information society needs individuals who process 

and use the knowledge rather than the individuals who store the knowledge (Doğanay, 2012). It is 
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impossible for the school to equip the students with enough information at a time when information 

changes rapidly. Instead of uploading knowledge to the students of the school, it is necessary to 

educate them in order to adapt to new situations and learn the information they need (Özden, 2013) 

because school is not just a place where knowledge is learned. The school is also the place where the 

individual is educated about the behaviours that he / she will gain to become a productive, happy and 

successful member of the society (MEB, 2007). To provide students with the necessary knowledge 

and skills to develop their interests and abilities and to prepare them for life in this way are among the 

main duties of the school (MEB, 1973). In this process, the school should encourage individuals to be 

more conscious and selective, create an environment for how they should be learned, enable them to 

explore in learning, and perhaps most importantly, teach systematic ways of accessing information 

(Balay, 2004). Learning how to learn consist of social, cultural and cognitive characteristics (Hoskins 

& Frederiksson, 2008). Within this context, learning how to learn is a very crucial tool for life-long 

learning. Therefore, there is a great need for providing learning environment to improve this 

qualification in education and training for all citizens including the ones who have less opportunity 

(Frederiksson & Hoskins, 2008). 

Today, how to access information, structuring the acquired information and generating new 

information have gained significance; not what information is. Therefore, basic learning skills that 

should be prioritized in schools are active learning, problem solving, learning how to learn, 

cooperation and communication skills. These learning skills are important in terms of achieving and 

maintaining 21st century skills (Louis, 2012; Cited in Bozkurt & Çakır, 2016). In this context, it is 

important how learners experience the learning-teaching process. In recent years, it has been observed 

that researchers have been carrying out studies to develop various data collection tools in order to 

reveal the learning-teaching process of individuals. Some of these studies can be given as examples as 

follows: Learning School Scale (Uğurlu, Doğan & Yiğit, 2014), M-Learning Attitude Scale (Çelik, 

2013), Metacognitive Learning Strategies Determination Scale (Gündoğan-Çögenli & Güven, 2014), 

Learner Autonomy Support Scale (Oğuz, 2013), Teacher Candidates Competency Scale on 

Constructivist Learning (Yeşilyurt, 2012), Attitude Scale for Problem Based Learning (Turan & 

Demirel, 2010), Development of Metacognitive Learning Strategies Measurement Tool (Namlu, 

2004), Attitude Scale for Learning (Kara, 2010), Lifelong Learning Competence Scale (Uzunboylu & 

Hürsen, 2011). 

Again in the same way, it is seen that there are some studies about learning prepared abroad 

yet their Turkish arrangements have been made. The following studies can be given them as examples: 

Rovai, Wighting, Baker & Grooms (2009) Perceived Learning Scale (Albayrak, Güngören & Horzum, 

2014), Grasha-Reichmann Learning  (1974) and teaching (1994) Style Scale (Sarıtaş & Süral, 2010), 

Chan and Elliot (2004) Teaching and Learning Perceptions Scale (Aypay, 2004), Kolb (1985) 

Learning Style Inventory (Aşkar & Akkoyunlu, 1993), Macaskill & Taylor (2010) Autonomous 
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Learning Scale  (Arslan & Yurdakul, 2015), Coryn et al. (2009) Social and Emotional Learning (Totan 

& Kabasakal, 2013), Pintrich, Smith, Garcia and Mckeachie (1991) Motivation and Learning 

Strategies Scale (Büyüköztürk, Akgün, Özkahveci & Demirel (2004). It is observed that great majority 

of these studies were conducted in different populations with students attending to different 

departments of universities and university teachers. 

As a result of these studies, it is seen that valid and reliable scales in terms of psychomotor 

properties which can be employed in the fields of strategies, styles, competency, metacognitive, self-

regulation, lifelong learning, sensational characteristics (attitude, perception, motivation) during the 

process of learning and teaching that the individuals and students use in learning and teaching process 

have been achieved to literature. In this study, on the other hand, it was tried to develop a data 

collecting tool that can be used in investigation of learning processes for students attending secondary 

schools. Thus, this study was designed as a validity and reliability work of learning how to learn scale.   

Method  

Survey method was used in this study. Survey is a method which is not an experimental type, 

and which is carried out to collect data by employing questionnaires or interview protocols to establish 

the characteristics of a group (Christensen, Johnson and Turner, 2015; Büyüköztürk, Kılıç-Çakmak, 

Akgün, Karadeniz & Demirel, 2012). Survey method is an approach that aims at describing a case of 

past or present as it is (Karasar, 2005). Via this method, it is tried to explain the attitude of people 

combining their perceptions, views, attitudes and beliefs about an issue. Within this context, data are 

collected through survey/scale or interview (Toker-Gökçe, 2018). Therefore, a draft scale was 

prepared as a data collection tool for the development of learning how to learn scale. 

Study Group 

The study group was selected by simple random sampling method. In this type of sampling, 

each unit in the population is likely to be equal and independent in sampling (Balcı, 2018). In other 

words, all individuals have the same chance of being elected. In addition, the main feature of this 

method is that the sampling has a high power to represent the population (Büyüköztürk et al, 2012). 

The study group chosen for the validity and reliability study of the learning how to learn scale consists 

of students (N=304) studying in different secondary schools in Mardin / Artuklu district in the 2018-

2019 academic year. The students of the study group were also selected by using simple random 

sampling method (Table 1). 
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Table 1. Distribution of demographic characteristics of the study group 

Variables  f % 

Gender 
Female 125 41,1 

Male 179 58,9 

School type  

Industrial Vocational School High School 71 23,4 

Anatolian High School 97 31,9 

Imam Hatip Anatolian High School 97 31,9 

Vocational Technical High School 39 12,8 

Total  304 100 

When the characteristics of the study group were examined, it is seen that 41,1% of the 

participants were female, 58,9% were male, 23,4% were industrial vocational high schools, 31,9% 

were Anatolian high schools, 31,9% were Imam Hatip Anatolian High schools, and 12,8% of them are 

in vocational technical high school students. 

Scale Development Process 

The stages that should be followed in the scale development process were taken into 

consideration. The following stages were performed: 1st defining the problem / setting goals, 2nd 

forming scale items and seeking expert opinion, 4th pre-application, 5th validity and reliability (Erkuş, 

2014; Tezbaşaran, 2008; Büyüköztürk, 2005)., 

Problem Defining / Determining Goals  

Knowledge, skills and attitudes related to learning how to learn take place among the 

qualifications in the curriculum developed by the Ministry of National Education. Students are 

expected to acquire these qualifications in primary and secondary education programs (MEB, 2018). 

Therefore, a need arises to reveal knowledge, skills, attitudes and qualifications related to learning 

how to learn. In this study, it was targeted to develop a valid and reliable scale about learning how to 

learn. 

Forming Scale Items and Expert View 

In order to form the item pool of the draft scale for learning how to learn, the concept of 

learning how to learn was first explained to 26 students in the 10th grade in secondary education and 

then asked to write essays on this subject. In the second stage, a literature review was conducted 

(MEB, 2018; European qualifications framework, 2018; Özdaş, 2018; Oral & Ayaz, 2016; Özden, 

2013; Doğanay, 2012; Fredriksson & Hoskins, 2007; MEB, 2007; Moreno & Martín, 2007; Özer, 

2003). As a result of the written opinions of the students and literature review, 86 items were formed. 

Draft scale items were sent to four experts (1 Assoc. Prof. and 3 Dr. Lecturer) for their understanding 

of comprehensibility and clarity. After the feedback from the experts, the expressions of some items 

on the draft scale were changed and some items were removed from the draft scale. As a result, 66 

items remained on the draft scale of learning how to learn. Each item in the learning how to learn scale 

form was converted into 5-point Likert-type expressions such as Never (1), Rarely (2), Occasionally 
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(3), Mostly (4), Always (5). 

Conducting the Application 

Necessary permissions were obtained from Mardin Provincial Directorate of National 

Education for implementation. The schools were visited by the researchers in Spring semi-term of 

2018-2019 education year and the implementation of draft scale. The students were given 30 minutes 

for implementation.  

Data analysis 

SPSS packet program and AMOS program were used for data analysis. The data were 

analysed by employing item total correlation, exploratory factor analysis and confirmatory factor 

analysis techniques. 

Results 

Item Analysis 

Item analysis was conducted to examine the relationship between the scores obtained from the 

items in the draft scale and the total score of the scale prepared to improve the learning to learn scale. 

Item analysis was performed with corrected item-total score correlations from analysis techniques. 

Büyüköztürk (2010) recommends that the item total correlation should remain in the scale because 

items with a value of 0.30 and higher distinguish individuals well. Before exploratory factor analysis, 

item-total score correlations of 66 items in draft scale were analysed. As a result of this analysis, item-

total correlations of all items except 10 items as M36, M48, M49, M54, M60, M62, M63, M64, M65, 

and M66 were found to be greater than 0,30. However, these 10 items were excluded from the scale 

because they did not meet the relevant criteria (Table 2). 

Table 2. Item-total score correlations belonging to scale items 

Item No 
Item Total 

Correlation 
Item No 

Item Total 

Correlation 
Item No 

Item Total 

Correlation 
Item No 

Item Total 

Correlation 

M1 0,511 M18 0,505 M35 0,354 M52 0,449 

M2 0,376 M19 0,384 M36 0,294 M53 0,433 

M3 0,395 M20 0,416 M37 0,432 M54 0,117 

M4 0,486 M21 0,382 M38 0,554 M55 0,397 

M5 0,394 M22 0,399 M39 0,521 M56 0,446 

M6 0,364 M23 0,491 M40 0,550 M57 0,421 

M7 0,347 M24 0,459 M41 0,371 M58 0,481 

M8 0,339 M25 0,409 M42 0,457 M59 0,365 

M9 0,498 M26 0,413 M43 0,514 M60 0,220 

M10 0,414 M27 0,530 M44 0,449 M61 0,168 

M11 0,381 M28 0,456 M45 0,409 M62 0,315 

M12 0,409 M29 0,363 M46 0,407 M63 0,268 

M13 0,436 M30 0,191 M47 0,378 M64 0,072 

M14 0,493 M31 0,535 M48 0,225 M65 0,248 

M15 0,469 M32 0,496 M49 0,229 M66 0,087 

M16 0,433 M33 0,523 M50 0,414   

M17 0,377 M34 0,374 M51 0,428   



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

444 

Construct Validity 

In scale development and adaptation studies, factor analysis is the most commonly used 

method to obtain data on the construct validity of a scale (Seçer, 2017). Factor analysis aims to find a 

small number of conceptually significant new unrelated variables by bringing together p variables 

(Tekindal, 2009; Büyüköztürk, 2010). Factor analysis is conducted as exploratory and confirmatory 

factor analysis (Balcı, 2018; Seçer, 2017; Büyüköztürk, 2010). Exploratory and confirmatory factor 

analyses were conducted to determine the construct validity of the data obtained from the draft form of 

the learning how to learn scale.  

Exploratory Factor Analysis (EFA) 

If the number of structures or factors thought to be measured by the measurement tool is not 

known, within this context, in cases where it is not possible to test a certain hypothesis, exploratory 

factor analysis is performed in order to obtain information about the nature of the factors measured by 

the measurement tool (Balcı, 2018; 279). In this analysis, there is a process to find and define factors 

based on the relationships between variables (Tekindal, 2009; Büyüköztürk, 2010). In other words, 

exploratory factor analysis is done with the aim of determining how many subheadings of the items in 

a measurement tool can be collected and what kind of relationship there is between them (Seçer, 

2017). 

The construct validity of the learning how to learn scale was carried out in four stages such as 

the examination of the suitability of the data for factor analysis, obtaining factors, rotating the factors 

and naming the factors (Kalaycı, 2005). 

While factor analysis is carried out in a scale development study, initially, scale data are 

controlled whether they are suitable for factor analysis. With this aim, the adequacy of the sample size 

to which the scale is applied should be considered. For the adequacy of the samplings used in the 

investigations, Kaiser-Mayer-Olkin (KMO) coefficient, namely sampling adequacy, and Barlett test 

are used (Büyüköztürk, 2005; Metin, 2015). That KMO coefficient value is greater than 0,60 and 

Barlett test is meaningful with the data is an indicator that they are suitable for factor analysis 

(Büyüköztürk, 2010). In addition, in factor analysis, reaching between 300-500 individuals for sample 

size and reaching 5 or 10 times more individuals can be used for qualification (Seçer, 2017). The data 

obtained to improve the learning how to learn scale was found to be suitable for factor analysis. 

Because the KMO coefficient value of the data was obtained as 0,870 and Barlett test Chi-square 

value was found to be statistically significant (χ2 = 1602, 424; p <0, 01). This result can be interpreted 

as the KMO coefficient is excellent for the data (Field, 2002, cited in Metin, 2015; Leech, Barret 

Morgan, 2005; Şencan, 2005; Tavşancıl, 2005; cited in Multitude, Şekercioğlu & Büyüköztürk, 2014). 

In addition, it is observed that the number of students (N=304) and sampling size were in the 

recommended range. 
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Principal Component Analysis was used in exploratory factor analysis to create factors. 

According to Büyüköztürk (2010), in the exploratory factor analysis, the following criteria are 

generally taken into consideration for the removal of items that do not measure the same structure: 

Load values at the factor in which the substances are located are high: Factor load is the 

relationship between the factor and the factor that is tried to be measured by means of an item. It was 

stated that factor load value of 0, 45 and higher would be a good measure for selection (Büyüköztürk, 

2010; Can, 2014).  

It should be taken into consideration that the load values of the items in the factors should 

have high load values in one factor and low load values in the others. 

Here, it has been suggested that the difference between a factor in which an item gives a high 

load value and a load value in a second factor should be at least 0, 10. Similarly, it was stated that 

items with high load values in more than one factor should be removed from the scale (Çokluk, 

Şekercioğlu & Büyüköztürk, 2014; Büyüköztürk, 2010). 

Factors with eigenvalues greater than or equal to 1 were also considered as important factors 

for the number of factors (Büyüköztürk, 2010). 

When exploratory factor analysis was performed, it was seen that the items were collected under 

15 factors and mostly 1 item was included in the last 2 factors.  35 factors, which are item factor load 

value, and which do not provide 0,45 criteria, and which are evaluated as overlapping items since they 

take place with less difference than 0.10 in more than 1 factor, (M4, M5, M6, M7, M8, M9, M10, 

M11, M14, M15, M17, M18, M19, M20, M21, M22, M24, M25, M26, M29, M30, M31, M32, M34, 

M35, M39, M40, M41, M43, M44, M46, M47, M50, M58, M62) were eliminated so that the number 

of factors were reduced. In order to decrease the factors, the process repeated 6 times. As a result of 

this process, in each factor, Varimax Vertical Rotating (Büyüköztürk, 2010) analysis technique was 

employed so that the items exhibiting high relations could be brought together. It was found that the 

21 items remaining in learning how to learn by Varimax rotation were distributed under 5 factors 

(Table 3). 

Table 3. Rotated component matrix 

Items F1 F2 F3 F4 F5 

s27 0,767     

s23 0,671     

s28 0,635     

s42 0,623     

s52  0,662    

s38  0,635    

s53  0,623    

s37  0,618    

s51  0,470    

s33   0,736   

s3   0,639   
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s45   0,614   

s16   0,614   

s12    0,676  

s2    0,647  

s1    0,628  

s13    0,586  

s55     0,721 

s56     0,639 

s59     0,579 

s57     0,577 
 

According to the result obtained from rotated component matrix of exploratory factor analysis, 

it is seen that in factor 1, there took place 4 items (factor load value is between 0,767-0,623), and in 

factor 2, there took place 5 items (factor load value is between 0,662-0,470), in factor 3, there took 

place 4 items (factor load value is between 0,736-0,607), in factor 4, there took place 4 items (factor 

load value is between 0,776-0,586), in factor 5, there took place 4 items (factor load value is between 

0,721-0,577) (Table 4). 

Table 4. Variance explanation percentages of factors 

 

In factor analysis, the concept of eigenvalue is a condition that shows the variance explained 

by a factor alone. In factor analysis, the eigenvalue of a sub-dimension is expected to be at least 1 

(Seçer, 2015; Büyüköztürk, 2010) and each sub-factor is expected to explain at least 5% of the total 

variance in the scale (Seçer, 2015). 

As a result of varimax rotation applied to the learning to learn scale, it was explained that in 

eigenvalue greater than 1 and consisting of a total of 21 items, 5-factor structure,  factor1 total 

variance  was 27,339%, factor2 was 7,359%, factor3 was 6,765%, factor4 was 5,695% and factor5 

5,473%. There are various views about total variance value which should be explained. However, as 

general tendency, it can be said that the variance rate explained in a measurement tool should 

definitely be higher than that of unexplained variance rate (Seçer, 2015). As a result, according to this 

statement, it is seen that the explained variance rate of learning how to learn scale is at the expected 

level.  

Reliability Study 

Cronbach's alpha reliability coefficient is a statistical technique used to determine the internal 

consistency of a test (Demircioğlu, 2012). The Cronbach Alpha coefficient of the developed learning 

Factors Eigenvalues Variance Percentage Total Variance Percentage 

Factor1 5,741 27,339 12,127 

Factor 2 1,545 7,359 23,088 

Factor 3 1,421 6,765 33,030 

Factor 4 1,196 5,695 42,935 

Factor 5 1,149 5,473 52,630 
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learning scale was found to be 0,758 for factor1, 0,710 for factor2, 0,655 for factor3, 0,6766 for 

factor4, 0,650 for factor5 and 0,864 for the whole scale. It is accepted that Cronbach Alpha coefficient 

is within the range of 0,70 and above (Christensen, Johnson & Turner, 2015; Büyüköztürk, 2011; 

Tekindal, 2009; Şencan, 2005). However, in some sub-dimensions of the scale, it is seen that 

Cronbach Alpha coefficient is slightly below this value range. Although the internal consistency 

coefficients of the factors are not very high, they can be considered sufficient for such scales that try to 

measure affective sensational characteristics (Özbek & Bindak, 2018). When these data are examined, 

it is seen that the Cronbach Alpha coefficient of the developed learning how to learn scale is in a 

reliable range for all factors (Table 5).  

Table 5. Cronbach alpha coefficient was calculated to determine the reliability of the scale. 

Factor  Cronbach Alpha Coefficient 

Factor1  0,758 

Factor 2 0,710 

Factor 3 0,655 

Factor 4 0,676 

Factor 5 0,650 

Total Scale 0,864 
 

The correlation coefficient is used to find and interpret the amount of the relationship between 

the two variables (Büyüköztürk, 2010). Pearson correlation coefficient was used to correlate the 

factors of the learning to learn scale. In the research, when the correlation coefficient was found to be 

between 1, 00-0, 70, it was interpreted as high, and when it was between 0, 69-0, 30, it was medium; 

and when it was 0, 29-0, 00, was interpreted as a low level relationship (Büyüköztürk, 2010). 

According to this, it is seen that there is a weak positive relationship between F4 and F1 (r = 0,370, p 

<0, 05) and F4 and F3 (r = 0,355, p <0,05). Again, it is seen that there is a positive relationship 

between all other factors except these factors. This result is that scale factors are in a positive direction 

and correlated with each other (Table 6). 

Table 6. Correlation coefficient analysis results between factors 

 F1 F2 F3 F4 F5 

F1 
r 1     

p      

F2 
r 0,448** 1    

p 0,000     

F3 
r 0,497** 0,424** 1   

p 0,000 0,000    

F4 
r 0,370** 0,452** 0,355** 1  

p 0,000 0,000 0,000   

F5 
r 0,421** 0,478** 0,336** 0,320** 1 

p 0,000 0,000 0,000 0,000  

**. Correlation is significant at the 0.01 level (2-tailed). 
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Naming of Factors 

As a result of exploratory factor analysis and reliability analysis of the learning how to learn 

scale, 21 items were named collected in 5 factors. According to this, Factor1 was named as 

Learning/Thinking Style (Ö/DS), Factor2 was named as Theoretical and Practical Unity in Learning 

(ÖTPB), Factor3 was named as Individual Awareness in Learning (ÖKF), Factor4 was named as 

Emotionality in Learning (ÖD).  

First Level Confirmatory Factor Analysis 

In the scale development and adaptation process, confirmatory factor analysis is based on an 

advanced technique depending on testing the theories of latent variables of a model or structure 

previously determined by exploratory factor analysis (Seçer, 2017; Çokluk, Şekercioğlu & 

Büyüköztürk, 2014). In this analysis, the researcher demonstrates whether the data in his hand 

conforms to the original structure. In other words, he wants to show whether the data he has in his 

hand is compatible with the factor structure that was previously constructed. The aim here is to test 

factor structure of the variable (Meyan & Şeşen, 2015). 

In the study, firstly, confirmatory factor analysis was performed for 5 latent variables (Ö/DS, 

ÖTPB, ÖKF, Öİ, ÖD) which were determined in original scale, and then for the model which 

consisted of and 21 observed variables. First level confirmatory factor analysis includes the relation 

between latent variables that were created into the model (Meydan & Şeşen, 2015). 

Table 7. Fitness criteria of confirmatory factor analysis 

Conformity 

Index 
Excellent Conformity Acceptable conformity Model 

Conformity 

Interpretation 

RMSEA 
Between 0,000 and 

<0,50 

Between =0,50 and 

=0,80 
0,038 

Excellent Conformity 

RMR 
Between 0,000 and 

<0,50 

Between =0,50 and 

=0,80 
0,046 

Excellent Conformity 

IFI =0,95 and more =0,90 and more 0,96 Excellent Conformity 

NNFI =0,95 and more =0,90 and more 0,98 Excellent Conformity 

NFI =0,95 and more =0,90 and more 0,97 Excellent Conformity 

CFI =0,97 and more =0,95 and more 0,97 Excellent Conformity 

GFI =0,90 and more =0,85 and more 0,87 Acceptable Conformity 

AGFI =0,90 and more =0,85 and more 0,86 Acceptable Conformity 

2/sd< 3   1,441  

(Table 7: Schumacher and Lomax, 2004; as cited in Seçer, 2017) 

 

As stated in Table 7, when the conformity index values related to first level conformity factor 

analysis are examined, it is seen that the obtained conformity index values are [χ2(sd, N)=257,95 ;179, 

304), χ2/sd=1,441, RMSEA=0,038, RMR=0,046, IFI=0,96, NNFI=0,98, NFI=0,97, CFI=0,97, 

GFI=0,87, AGFI=0,86. 

According to this result, if the ratio of the chi-square value to the degree of freedom is χ2/df 
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≤2=, it is seen that it shows a perfect conformity (Tabachnick and Fidell, 2001; cited., Çokluk, 

Şekercioğlu and Büyüköztürk, 2014). In addition, it is found that RMSE, RMR, IFI, NNFI, NFI, CFI 

values exhibited excellent conformity and GFI, AGFI values displayed acceptable conformity. 

It is also found that RMSEA, RMR, IFI, NNFI, NFI, CFI values exhibited excellent conformity 

and GFI and AGFI values displayed acceptable conformity. 

When these data are taken into consideration, the model conformity of 21 items and 5 factor 

structure of learning how to learn scale was tested; and it was seen that the model was confirmed in 

general. Path diagram of t-values of first level conformity factor analysis takes place in Figure 1. 

 

Figure 1. Learning How To Learn Scale Path Diagram 
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Discussion, Conclusion and Recommendations  

This study was carried out in order to develop a valid and reliable scale on learning how to 

learn. For the purpose of the study, in order to form the item pool of the scale for learning to learn, 26 

students in the 10th grade of secondary education were first explained the concept of learning how to 

learn, and then they were asked to write essays on this subject. In the second stage, literature review 

was done. As a result of the opinions obtained, a draft scale of 86 items was formed. The draft scale 

was shared with the instructors who are experts in the related field and their opinions were obtained. 

As a result of expert opinions, 22 items from the draft learning scale were deleted and 66 items 

remained. Each item in the learning how to learn scale form was transformed into 5-point Likert-type 

expressions such as Never (1), Rarely (2), Occasionally (3), Mostly (4), Always (5). After the 

permissions obtained, the scale was applied. 

Theoretically proposed analysis techniques were considered in order to develop the learning 

how to learn scale. Learning to learn items were analysed by item total correlation. The total 

correlation criterion of at least 0.3 items proposed for each item was considered and as a result, 10 

items were eliminated. 

The learning how to learn scale was analysed by Kaiser-Mayer-Olkin (KMO) coefficient, that 

is to say, sample adequacy and Barlett test. KMO coefficient of the scale was obtained as 0,870 and it 

was seen that the Chi-square value of the Barlett test was also statistically significant (χ2=1602, 424; p 

<0, 01). These results can be interpreted as the KMO coefficient is excellent. Principal Component 

Analysis technique was used for factor extraction for the scale. In the analysis, it is considered that the 

load values of the items in the factor in which they are located is 0, 45 and higher will be a good 

measure for selection. In addition, it was taken into consideration that the difference between a factor 

that gives a high load value of a substance and a load value given in a second factor should be at least 

0,10. In order to determine the number of factors, the factors with eigenvalues greater than or equal to 

1 were considered as important factors. 

According to the results of the first exploratory factor analysis, the items were collected in 15 

factors and the last 2 factors included at most 1 item. 35 items, which do not meet the criteria load 

factor of 0,45 and are also considered to be overlapping items, were eliminated by factor reduction 

because they were included in more than one factor with a difference of less than 0.10. This process 

was applied six times in total to reduce the number of items. However, 10 items were eliminated from 

the scale with total item correlation. As a result, 45 items were eliminated from the learning how to 

learn scale. 

As a result, it was seen that 21 items remained in the developed learning how to learn scale 

and these items were collected under 5 factors. Varimax Vertical Rotation technique analysis was used 

to bring together the items that are highly correlated with each factor. 
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When the data obtained from the rotated component matrix were examined, it was seen that 4 

items were collected in the Ö/DS factor, 5 in the ÖTPB factor, 4 in the ÖKF factor, 4 in the Öİ factor 

and 4 in the ÖD factor. In addition, it was observed that the item load values were between at least 

0,470 and 0,767 for all factors. 

Factor1 was named as Learning/Thinking Style (Ö/DS), and Factor2 was named as 

Theoretical and Practical Unity in Learning (ÖTPB), and Factor3 was named as Individual Awareness 

in Learning (ÖKF), and Factor4 was named as Willingness in Learning (Öİ), and Factor5 was named 

as Emotionality in Learning. 

As a result of varimax rotation applied to the learning to learn scale, the Ö/DS factor with an 

eigenvalue greater than 1 in 5 factored structures explains 27,339% of the total variance, 7,359% of 

the ÖTPB factor, 6,765% of the ÖKF factor, 5,695% of the Öİ factor and 5,473% of ÖD factor. 

52,630% of the total variance was explained with the help of 5 factors. 

The developed learning how to learn scale was between 0.655 and 0.864 for the Cronbach 

Alpha coefficient. It is understood that this value is a highly reliable scale by having a value in the 

value range of Cronbach Alpha coefficient which is theoretically suggested. 

When Pearson correlation coefficient for learning how to learn scale is examined, it is seen 

that there is a positive relationship between all factors. However, it can be said that this relationship is 

weak and moderate. 

For the confirmatory factor analysis, first level confirmatory factor analysis was performed for 

the model which consisted of 5 latent variables (Ö/DS, ÖTPB, ÖKF, Öİ, ÖD) and 21 observed 

variables which were originally determined in the original scale in the study. When the fit indexes of 

first level confirmatory factor analysis were examined, it was found that the obtained conformity index 

values were [χ2(sd,N)=257,95;179, 304), χ2/sd =1,441, RMSEA=0,0038, RMR = 0,046, IFI = 0,96 

NNFI = 0,98, NFI = 0,97, CFI = 0,97, GFI = 0,87, AGFI = 0.86. According to this result, if the ratio of 

the chi-square value to the degree of freedom is χ2 / df ≤2 =, it can be seen that it is perfectly 

compatible (Tabachnick and Fidell, 2001; cited, Çokluk, Şekercioğlu and Büyüköztürk, 2014). In 

addition, it was found that RMSE, RMR, IFI, NNFI, NFI, CFI values exhibited an excellent 

conformity and GFI, AGFI values displayed an acceptable conformity. As a result, it is seen that the 

learning how to learn scale obtained with the applications suggested for scale development studies is a 

valid and reliable scale. This scale is recommended to be used by researchers. 

References 

Albayrak, E., Güngören, Ö. C. & Horzum, M. B. (2014). Algılanan öğrenme ölçeğinin Türkçeye 

uyarlaması. Ondokuz Mayıs Üniversitesi Eğitim Fakültesi Dergisi, 33(1), 1-14. DOI: 

10.7822/egt252 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

452 

Arslan, S. & Yurdakul, C. (2015). Özerk Öğrenme Ölçeği'nin Türkçeye Uyarlanması ve Geçerlilik 

Çalışması. Journal of International Social Research, 8(39), 565-569. 

Aşkar, P. & Akkoyunlu, B. (1993). Kolb öğrenme stili envanteri. Eğitim ve Bilim, 17(87), 37-47. 

Aypay, A. (2011). Öğretme ve öğrenme anlayışları ölçeği’nin Türkiye uyarlaması ve epistemolojik inançlar 

ile öğretme ve öğrenme anlayışları arasındaki ilişkiler. Kuram ve Uygulamada Eğitim 

Bilimleri, 11(1), 7-29. 

Balay, R. (2004). Küreselleşme, Bilgi Toplumu ve Eğitim. Ankara Üniversitesi Eğitim Bilimleri Fakültesi 

Dergisi,37 (2), 61-82. 

Balcı, A. (2018). Sosyal bilimlerde araştırma yöntem, teknik ve ilkeler. Ankara: Pegem Akademi.   

Büyüköztürk, Ş. (2005). Anket geliştirme. Türk Eğitim Bilimleri Dergisi, 3(2), 133-151. 

Büyüköztürk, Ş.(2010). Sosyal bilimler için veri analizi el kitabı, Ankara: Pegem Akademi.   

Büyüköztürk, Ş., Akgün, Ö. E., Kahveci, Ö., & Demirel, F. (2004). Güdülenme ve öğrenme stratejileri 

ölçeğinin Türkçe formunun geçerlik ve güvenirlik çalışması. Kuram ve Uygulamada Eğitim 

Bilimleri, 4(2), 207-239. 

Bozkurt, Ş. B., & Çakır, H. (2016). Ortaokul öğrencilerinin 21. yüzyıl öğrenme beceri düzeylerinin cinsiyet 

ve sınıf seviyesine göre incelenmesi. Pamukkale Üniversitesi Eğitim Fakültesi Dergisi, 39(39), 

69-82. 

Can, A. (2014). SPSS ile bilimsel araştırma sürecinde nicel veri analizi. Pegem Akademi. 

Christensen, B, L., Johnson, R, B. &Turner, L, A. (2015). Araştırma yöntemleri Desen ve analiz. (Çev Ed. 

Ahmet Aypay) Ankara: Anı yayıncılık 

Çelik, A. (2013). M-öğrenme Tutum Ölçeği: Geçerlik ve güvenirlik analizleri. Eğitim ve Öğretim 

Araştırmaları Dergisi, 2(4), 172-185. 

Çokluk, Ö., Şekercioğlu, G. & Büyüköztürk, Ş. (2014). Sosyal Bilimler İçin Çok Değişkenli İstatistik SPSS 

Ve Lisrel Uygulamaları. Ankara: Pegem akademi. 

Erkuş, A. (2014). Psikolojide ölçme ve ölçek geliştirme. Ankara: Pegem Akademi . 

Demircioğlu, G. (2012). Geçerlik Ve Güvenirlik. Ölçme Ve Değerlendirme (Ed. E. Karip). Ankara: Pegem 

Akademi.   

Doğanay, A. (2012). Öğretim İlke ve Yöntemleri. Ankara: Pegem Akademi. 

Education Council (2006) Recommendation of theEuropeanParliamentandtheCouncil of 18 December 2006 

on keycompetenciesforlifelonglearning (Brussels, OfficialJournal of theEuropeanUnion), 30 

December. Europeanqualificationsframework (2018). 

http://www.cedefop.europa.eu/en/themes/understanding-qualifications erişim tarihi 06.09.2018. 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

453 

Fredriksson, U. & Hoskins, B. (2007). Thedevelopment of learningtolearn in a Europeancontext. 

CurriculumJournal, 18(2), 127–134. http://dx.doi.org/10.1080/ 09585170701446028. 

Gündoğan- Çöğenli, A. & Güven, M. (2014). Bilişüstü öğrenme stratejileri belirleme ölçeğinin geçerlik ve 

güvenirlik çalışması. Dicle Üniversitesi Ziya Gökalp Eğitim Fakültesi Dergisi, 22, 293-297. 

Hoskins, B.  & Fredriksson, U. (2008) Learning to Learn: What is it and can it be measured? European 

Communities. 

(https://www.google.com.tr/search?q=Report%3A+Learning+to+learn+European+project

&oq=Report%3A+Learning+to+learn+European+project&aqs=chrome..69i57j69i58.1353j

0j8&sourceid=chrome&ie=UTF-8). 

Toker Gökçe, A. (2018). Tarama Araştırma Yöntemi. Eğitim Yönetiminde Araştırma (Ed. Kadir 

Beycioğlu, Niyazi Özer, Yaşar Kondakçı). Ankara: Pegem Akademi.   

Kalaycı, S. (2005). SPSS Uygulamalı Çok Değişkenli İstatistik Teknikleri. Ankara: Asil Yayın Dağıtım. 

Kara, A. (2010). Öğrenmeye ilişkin tutum ölçeğinin geliştirilmesi. Elektronik Sosyal Bilimler 

Dergisi, 9(32), 49-62. 

MEB. (1973). Milli eğitim temel kanunu. kanun numarası: 1739 kabul tarihi : 14/6/1973) 

MEB. (2007). öğrenci merkezli eğitim uygulama modeli. Ankara: milli eğitim basımevi. 

MEB. (2018) Türkçe dersi öğretim programı. http://mufredat.meb.gov.tr/ProgramDetay.aspx?PID=353 

MEB. (2019) Türkçe dersi öğretim programı. http://mufredat.meb.gov.tr/ProgramDetay.aspx?PID=332 

erişim tarihi 02.12.2019. 

Metin, M. (2015). Nicel Veri Toplama Araçları. Eğitimde Bilimsel Araştırma Yöntemleri (Ed. M.Metin). 

Ankara: Pegem Akademi.   

Meydan, H, C. & Şeşen, H. (2015). Yapısal Eşitlik Modellemesi Amos Uygulamaları. Ankara: Detay 

Yayıncılık. 

Moreno, A. & Martín, E. (2007). The development of learning to learn in Spain, The Curriculum Journal, 

18:2, 175-193, DOI: 10.1080/09585170701446028 

Namlu, A. G. (2004). Bilişötesi öğrenme stratejileri ölçme aracının geliştirilmesi: geçerlilik ve güvenirlik 

çalışması. Anadolu Üniversitesi Sosyal Bilimler Dergisi, 4(2): 123-136. 

Oğuz, A. (2013). Öğrenen özerkliğini destekleme ölçeğinin geliştirilmesi. Kuram ve Uygulamada Eğitim 

Bilimleri, 13(4), 2177-2194. 

Oral, B. & Ayaz, M. F. (2016). İlkokul öğrencilerinin öğrenmeyi öğrenme sürecinde öğretmenlerin 

sergiledikleri yaklaşımlar. 25.Ulusal Eğitim Bilimleri Kongresi, 21-22-23-24 Nisan, Antalya. 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

454 

Özdaş, F. (2018). Öğrenmeyi öğrenmeye ilişkin öğrenci görüşlerinin değerlendirilmesi.  IV. Uluslararası 

Mardin Kültür ve Medeniyet Kongresi Tam Metin Kitabı, 1-8.  21-23 Aralık 2018, Mardin. 1-8.  

Özden, Y. (2013). Eğitimde Dönüşüm Eğitimde Yeni Değerler. Ankara: Pegem Akademi. 

Özgen, K. & Bindak, R. (2018). Matematiksel ilişkilendirme öz yeterlik ölçeğinin geliştirilmesi. 

Kastamonu Education Journal, 26(3), 913-924. doi:10.24106/kefdergi.413386 

Özer, B. (2003). “Öğretmenlerin Yeni Görevi: Öğrenmeyi Öğrenme” (Öğrenmeyi öğrenme Etkinlikleri), 

MEB Talim ve Terbiye Kurulu Başkanlığı ve Türkiye zekâ Vakfı, 17-18Kasım 2003, ODTÜ 

Kültür ve Kongre Merkezi. 

Priestley, M. & Humes, W. (2010). The development of Scotland’s Curriculum for Excellence: 

Amnesiaandde´ja`vu. Oxford Review of Education, 36, 345–361. 

Sarıtaş, E., & Süral, S. (2010). Grasha-Reichmann öğrenme ve öğretme stili ölçeklerinin Türkçe uyarlama 

çalışması. E-Journal of New World Sciences Academy, 5(4), 2162-2177. 

Seçer, İ. (2017). SPSS ve LISREL ile Pratik Veri Analizi Analiz ve Raporlaştırma. Ankara: Anı Yayıncılık. 

Şencan, H. (2005). Sosyal ve davranışsal ölçümlerde güvenirlik ve geçerlik. Ankara: Seçkin.  

Tekindal, S. (2009). Duyuşsal Özelliklerin Ölçülmesi İçin Araç Oluşturma. Ankara: Pegem akademi 

Tezbaşaran, A. A. (2008). Likert tipi ölçek hazırlama kılavuzu (e-kitap). Erişim: http://www. academia. 

edu/1288035/Likert_Tipi_Ölçek_Hazırlama_Kılavuzu 

Totan, T. & Kabasakal, Z. (2013). Investigating the reliability and validity of the Social-Emotional 

Learning Scale in Turkish Form. Journal of Faculty of Educational Sciences, 46(1).203-224. 

Turan, S. & Demirel, Ö. (2010). Probleme dayalı öğrenmeye ilişkin tutum ölçeği geçerlik ve güvenirlik 

çalışması. Eğitim ve Bilim, 34(152). 

Uğurlu, C. T., Doğan, S. & Yiğit, Y. (2014). Öğrenen okul ölçeği geçerlik ve güvenirlik çalışması. Türk 

Eğitim Bilimleri Dergisi, 12(1), 35-45. 

Uzunboylu, H. & Hürsen, Ç. (2011). Yaşam boyu öğrenme yeterlik ölçeği (YBÖYÖ): Geçerlik Ve 

Güvenirlik Çalışması. Hacettepe Üniversitesi Eğitim Fakültesi Dergisi, 41(41), 449-460. 

Yeşilyurt, E. (2012). Yapılandırmacı öğrenme konusunda öğretmen adaylarının yeterliği ölçeği: geçerlik ve 

güvenirlik çalışması. International Journal Of Eurasia Social Sciences, 2012(7), 29-45. 

  



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

455 

Appendix 

Learning How to Learn Scale 

 Learning/Thinking Style 

1.  I know how to learn 

2.  I know how to be able to be learnt. 

3.  I have confidence in learning 

4.  I know how I should be thought. 

 Theoretical And Practical Unity In Learning 

5.  I use new knowledge I learn in my daily life. 

6.  I evaluate my learnings. 

7.  I can set new imaginations with what I have learnt. 

8.  I can give original ideas about a topic 

9.  I can implement the instructions. 

 Individual Awareness In Learning 

10.  I am aware of the knowledge, skills and qualifications required for my goals. 

11.  I know my strengths and weaknesses. 

12.  I have the problem solving skills. 

13.  I can cope with the obstacles I face. 

 Willingness In Learning 

14.  I'm searching for learning opportunities. 

15.  I like doing research. 

16.  I'm always trying to learn new things. 

17.  I really want to learn. 

 Emotionality In Learning 

18.  I ask questions about what I'm curious about. 

19.  I can easily say my mind when asked questions.. 

20.  I use my feelings when I learn. 

21.  When I feel happy, I can easily learn difficult subjects. 
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Abstract 

The purpose of this study is to examine the mediating effect of social connectedness on the 

relationship between university students’ parents acceptance-rejection and loneliness. The research 

was carried out with the descriptive research method. The universe of the research consists of 6818 

students who attend Atatürk Faculty of Education in the 2019-2020 academic year. The sample of the 

study was determined using the stratified sampling method. The sample of the study consists of 387 

university students, 271 of whom are women (70%) and 116 of them are men (30%). The scales used 

are Adult Parental Acceptance-Rejection Scale - Short Form, Ucla Loneliness Scale and Social 

Connectedness Scale. In line with the main purpose of the study, the model proposed to explain 

loneliness theoretically was tested and tested by the Structural Equation Model analysis. Relationship 

between variables in data analysis were determined by Pearson Correlation Analysis. The findings 

show that the model has acceptable significance and the model is statistically confirmed. According to 

the verified model; it is seen that the perception of parents' acceptance/rejection in childhood has an 

effect on loneliness. When the mediator effect of social connectedness is examined, in the model; it 

appears that the mediating role of social connectedness is confirmed. 
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Introduction 

Since human is a social entity, it is very important for him/her to connect with people around 

him/her. Since loneliness is one of the problems underlying human existence, one needs to establish 

relationships with others. People may experience some problems while establishing relationships with 

their environment, and some problems may arise during the interaction process. This can cause people 

to be deprived of their social relationships and to become isolated. Many definitions have been made 

about loneliness, which is one of the common problems of our age. Loneliness is defined as the 

general lack of emotional bond established (Haojat,1982). The individual feels lonely unless he/she is 

emotionally affiliated or bonded, regardless of the quantity of him/her social environment. Similarly, 

according to Peplau and Perlman (1982), loneliness is a stressful unpleasant situation that occurs when 

the individual perceives the difference between him/her existing social life and him/her desired social 

life. Loneliness is addressed in a single and multi-dimensional way. According to the approaches that 

deal with loneliness in one dimension, loneliness is a universal phenomenon that is experienced in 

different intensities and levels and affects all aspects of life. According to another view, loneliness has 

a multi-dimensional structure. In this context, Weiss (1973) stated that loneliness may be a reaction to 

the lack of intimacy, sincerity and emotionality in these relationships whether the person has social 

relationships or not. While defining the situation of the individual not being able to establish close 

relationships with the people around him/her as emotional loneliness, he also defined the situation 

arising from the lack of any relationship that the individual needs, as social loneliness. Emotional 

loneliness is considered as a result of the lack or loss of parental attachment relationships (Weiss, 

1973). Loneliness is an experience that affects and hurts individuals in all developmental periods 

(Cacioppo, Hughes, Waite, Hawkley and Thisted,2006). 

Erikson argues that loneliness, which started with the interactions in the "insecurity towards 

basic trust" stage during psycho-social development periods, emerged in the period of "establishing 

intimacy against loneliness", which is characterized by establishing close relationships in young 

adulthood (Erikson,1963). While loneliness is expected to be seen in later years, contrary to what is 

known, it occurs mostly among adolescents and young adults (Çeçen, 2007). In this period of 

loneliness, physical, spiritual changes and change of the social environment along with the start of the 

university, cause problems for young people in their close relationships (Bıyık, 2004). Even though 

friends and peer groups are important in adolescence, family relationships also appear as one of the 

influential factors in loneliness. 

Individuals going to university are moving away from home, thus establish new interactions. 

The quality of the relationships they establish with their families affects the quality of these 

interactions, because the most effective and prominent place where individuals acquire various 

behaviours is the family environment. According to the healthy and unhealthy nature of the 
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relationships that individuals establish with their families, individuals reflect this situation in their 

relationships with the environment and sometimes become lonely by avoiding interaction 

(Buluş,1996).  

According to Sullivan, the roots of loneliness in adulthood are based on early period and 

infancy. Sullivan also states that the need to establish interpersonal intimacy is felt during infancy and 

manifests itself in adulthood. According to him, while this need is met in the relationship established 

with the mother in infancy, this need is tried to be met with playmates in early childhood. In the last 

childhood period, same-sex friends are needed. While trying to fulfil this need before the adolescence 

with same sex friends, he/she tries to fulfil it by establishing relationships with the opposite sex in 

adolescence. In adulthood, this need is tried to be fulfilled with the chosen spouse. Loneliness arising 

from not meeting this need may also be experienced in childhood, but according to him, loneliness 

starts to be experienced from adolescence in its most negative form (Perlman, Peplau, 1982).  

Fromm-Reicmann accepts Sullivan's views on loneliness and argues that the cause of 

loneliness in adulthood is made up of childhood experiences. Zilboorg, as in Sullivan, stated that the 

need for physical intimacy is especially important in infancy and, like other psychodynamic theorists, 

argued that the roots of loneliness go back to infancy. Wiseman, Mayseless, and Sharabany (2006) 

stated that individuals who are prone to loneliness in adulthood are generally those who cannot 

establish close relationships with their family and peers in childhood. Similarly, Olson (1993) states 

that the relationship between the individual and him/her family affects the level of loneliness. In a 

research that supports the idea of Olson, it is stated that lonely adults remember their parents distantly 

and unreliably, while adults with low loneliness scores remember their parents warmly and 

supportively (Rubenstein, Shaver, and Peplau 1979). 

Sharf, Wiseman and Farah (2011) stated that positive behaviours of parents towards their 

children ensure decrease to the feeling of loneliness in their relationship with both parents and their 

friends and their interpersonal problems during their young and young adulthood. In recent years, 

researchers have focused on two dimensions while examining the effects of parents' attitudes on the 

child. The first dimension is control-autonomy and the other is the acceptance-rejection dimension 

(Arslan, 2010). 

In this context, according to the assumption of Rohner's (1975) Parental Acceptance Rejection 

Theory (PART), all people need to feel the warmth from their parents or other attachment figures 

(caregiver, etc.). Rohner (1986) thinks that this need exists in all people regardless of other restrictive 

factors such as culture, race, physical characteristics, social status, language, geography. In warmth 

dimension, which is accepted as an important component of the parent-child relationship (Rohner, 

Khaleque & Cournoyer, 2005), there is acceptance in one pole and rejection in the other. 
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Conceptually, the warmth dimension of parenthood is defined in Parental Acceptance 

Rejection Theory (PART) as a continuity or a bipolar dimension which the rejection of the absence of 

parental warmth and love is in one pole, and acceptance is in an opposite pole. The physical and/or 

verbal expressions of love and affection toward children symbolize accepting parents; rejecting 

parents are those who do not like and approve, annoy or indifferent their children. Intercultural 

evidences shows that rejection occurs behaviorally worldwide in three main ways; it takes the form of 

parental coldness or lack of warmth and love, hostility and aggression, and parental indifference and 

neglect. Individuals may also experience rejection without having direct behavioural indicators of 

parental coldness, aggression or neglect (Rohner, 1975, 1986). These hypotheses of the theory have 

been supported by many studies conducted with children and adults in different geographies in 

Khaleque A, Rohner (2002, 2010). Numerous findings from these studies suggest that remembered 

parental acceptance-rejection is associated with many mental disorders that occur in adulthood, 

including adult psychological adjustment, depression, and substance abuse. Most of the researches on 

parental acceptance-rejection are related to children and adolescents in Turkey, and it has seen that 

there are many studies on different topics such as aggression, psychological adjustment, internet 

addiction, depression, anxiety, social anxiety, anger expression styles, psychological symptoms 

(Moray, 2019; Olgaç, 2017; Pektaş, 2015;  Kılıç, 2012; Ünibol, 2011; Salahur, 2010; Karpat, 2010; 

Yalçın and Dural, 2014, Yakın, 2011).  The studies conducted show differences in terms of research 

design, measurement tool, sample type and discussed development periods. In addition to these 

studies, for adult groups examined with parental acceptance rejection; variables such as psychological 

adjustment, spouse acceptance-rejection, marital adjustment, marital conflict, for children; other 

variables such as general psychological adjustment, social competence, behavioural problems, and 

brotherhood/sisterhood relationships are addressed in a wide range (Özbiler,2016; Şireli and Soykan, 

2016;Babuşcu,2014;Ali,2001). 

Social Connectedness as an Mediator 

In this study, it is thought that the social connectedness factor has a mediating role in the 

relationship of remembered parental acceptance-rejection in the context of Parental Acceptance 

Rejection Theory with the feeling of loneliness in young adulthood. No similar research was found in 

the relevant literature. 

Social connectedness is the subjective perception of the individual about feeling themselves as 

a meaningful part of their social and emotional relationships (Lee & Robbins, 1998). 

Explanations on the development of social connectedness have a wide place in Kohut's theory 

which he explains the relationship between self and object in it. According to the theory, the repeat of 

the child-mother bond established in infancy is at the heart of the social relations established with 

others. In this context, as to how healthy the feeling of trust is in the relationship between the 
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individual and the parent, individual will develop relations with similar trust in him/her social 

environment. Therefore, when individuals with high level of social connectedness are excluded by a 

group or lose a relative, their perceptions about social connectedness are not shaken. In other words, 

social connectedness levels do not drop dramatically (Lee, Keough, Sexton, 2002). Individuals with a 

low level of social connectedness feel distant from other people. This situation restrain them from 

developing and maintaining new social relationships. Individuals who have failed experiences in 

developing and maintaining meaningful social relationships experience frustration and social isolation 

(Moore, 2006). It is understood that social connectedness has an important and critical value especially 

for young people during university years. Because young people move out of an environment where 

they feel they belong to in the starting period of the university and move to a new, different 

environment. This transition can include stressful events within itself. For feeling themselves 

belonging to their new environment and strengthening their social connectedness, young people need 

to adapt to the university and their new environment, start new relationships and maintain the 

relationships they have. If young people cannot adapt and strengthen their social connectedness, they 

will feel alone at the university campus. 

In literature, there are studies investigating the relationships between social connectedness and 

psychological stress levels (Lee, Draper and Lee , 2001); loneliness levels (Duru, 2008a); with 

discrimination and difficulty in adaptation (Duru and Poyrazlı, 2011); social comparison ( Lee and 

Robbins ,2000); with social assessment and perceived stress (Lee, Keough and Sexton ,2002); with 

revenge, forgiveness and subjective well-being (Satıcı,2016); social intelligence, social anxiety and 

internet addiction (Savcı,2017). 

In this study, the main purpose is to try to reveal a structural model of the relationships 

between the mentioned variables. In this context, it is aimed to examine the partial mediating effect of 

social connectedness, which is based on Kohut's Self Theory, in the relationship between the 

loneliness and remembered parental acceptance-rejection which is included in the PART theory. With 

the examination of the relationships between parental acceptance-rejection, loneliness and social 

connectedness, and catching clues about the theoretical structure of these relationships, it can be 

presented an opinion to the studies to be conducted to examine the relations of the variables in this 

study.  

Method 

In this study, it is aimed to examine whether there is a mediating effect of social 

connectedness in the relationship between parental acceptance/rejection perception and loneliness. For 

this purpose, the relevant literature was scanned and the theoretical model shown in figure 1 was 

established. This study, which aims to examine the causal relationship between variables in the 

established theoretical model, is a descriptive study (Çokluk, Şekerci and Büyüköztürk, 2016).The 
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reasons why this method is preferred by the researcher are explained as follows.The model proposed 

by the researcher requires revealing the complex relationships between variables and testing the 

theory.Therefore, it is thought that the relationships between variables can be examinde with the 

descriptive research method.On the other hand,structural equation analysis was preferred in testing the 

model that reveals thhe relationship between variables.Structural equation analysis is a powerful way 

to reveal the complex relationships between variables compared to other multiple analysis 

techniques(Hair,2006;akt:Türkmen,2012).However, structural equation analysis is a comprehensive 

statistical method that examines the linear relationships between dependent and independent variables 

while examining the effect of all variables on each other (MacCallum ve Austin, 

2000;akt:Kızıldağ,2015).For these reasons, structural equation analysis was preferred.In this context, 

the model shown in figure 1; whether the effect of perception of maternal acceptance/rejection and 

paternal acceptance/rejection on loneliness can be differentiated depending on social connectedness 

has been tested with the structural equation model. 

The Universe and Sample of the Research 

The universe of the research consists of 6818 students who attend Atatürk Faculty of 

Education in the 2019-2020 academic year. The sample of the study was determined using the 

stratified sampling method. Firstly, the appropriate sample size is calculated.In calculating the sample 

size, Cochran’s (1962, Akt: Balcı, 2015) Formula for calculating the sample size in stratified sampling 

was used. 

n= 𝑡2(𝑃𝑄)/𝑑2
/ [(1/ )𝑡2(𝑃𝑄)/𝑑2] 

Using the sampling calculation Formula, the sample number that will represent the research 

population with .05 significance and %5 tolerance was determined as 387.The following steps after the 

sample size was calculated; 

 The variable to be used in subgrouping has been determined.It is has ben decided to divide 

the students into subgroups according to the deparments they study. 

 The proprtional distribution technique has been used to determine the number of units to 

be selected from each subgroups.It is aimed to represent the subgroups determined in 

proprortional distribution in the sample with their representation rates in the universe 

(Büyüköztürk,2008).The ratio of each subgroup in the universe has been calculated. 

 The number of samples multiplied by the ratio of each subgroup.In this way,the number of 

students to be randomly selected from each subgroup was determined.The sample 

determined as a result of these steps is thought to have power to represent the universe. 

The number of students determined is as follow; students of 80 (%20,7) elementary 

mathematics teaching, 41 (%10,6) English teaching, 40 (%10,3) primary education, 38 (%9,8) music 
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teaching, 34 (%8,8) psychological counselling and guidance, 32 (%8,3) social sciences teaching, 32 

(%8,3) Turkish teaching, 26 (%6,7) secondary education mathematics teaching, 26 (%6,7) information 

technologies teaching, 20 (%5,2) French teaching, 12 (%3,1) German teaching, 6 (%1,6) physics 

teaching. The sample group of the research consists of 387 university students, 271 of whom are 

women (70%) and 116 of them are men (30%). 

 

Figure 1: Recommended Structural Model 

In the proposed structural model shown in Figure 1, 2 latent variables and 10 observed 

variables are defined. Loneliness, which is the dependent variable of this research, and social 

connectedness, which is the mediator variable, were defined as observed variables. Perception of 

maternal acceptance/rejection and perception of paternal acceptance/rejection, which are independent 

variables of the research, were defined as latent variables. As indicators of perception of maternal 

acceptance/rejection and paternal acceptance/rejection; warmth/compassion, hostility/aggression, 

indifference/neglect, undifferentiated rejection subscales were defined. 

In the model, latent variables have shown oval. The indicator variables observed have shown 

with a rectangle. In order to test the structural model shown in Figure 1, answers to the following 

questions were sought. 

1. Do university students' perceptions of maternal acceptance/rejection and paternal 

acceptance/rejection significantly predict loneliness? 
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2. Do university students' perceptions of maternal acceptance/rejection and paternal 

acceptance/rejection significantly predict social connectedness? 

3. Does the social connectedness of university students predict loneliness significantly? 

4. Do university students' perceptions of maternal acceptance/rejection and paternal 

acceptance/rejection significantly predict loneliness perceptions through social 

connectedness? 

5. Does the proposed structural model to demonstrate the mediating role of social 

connectedness in the relationship between university students' perceptions of maternal 

acceptance/rejection and paternal acceptance/rejection and loneliness have acceptable 

levels of compliance? 

Data Collection Tools 

Adult Parental Acceptance-Rejection Scale – Short Form (Adult PARS/S): 

The short form was developed by Ronald P. Rohner (1975), the developer of the Adult 

Parental Acceptance-Rejection Scale, by preserving the original structure with 60 items. The Turkish 

validity and reliability study was performed by Dedeler et al. (2017). Analysis of the reliability of the 

scale shows that the Cronbach alpha internal consistency coefficients of all forms and subforms ranged 

from 0.75 to 0.96 for both forms. Item total correlations ranged from 0.45 to 0.92. Two half reliability 

of the scale was found to be 0.88 for Mother Form and 0.94 for Father Form. For both forms, it is 

detected that test-retest reliability coefficients ranged from 0.40 to 0.96. The scale, which is a 24-item 

4-point Likert-type scale, which is filled in separately for the mother and father, has four subscales 

which is namely warmth/compassion (8 items), hostility/aggression (6 items), indifference/neglect (6 

items) and undifferentiated rejection (4 items). While calculating the total score in the scale which 

does not include inverse items, after reversing the scores of the warmth/compassion subscale items, all 

subscale scores are calculated by adding up. The scale score range ranges from 24 (highest level of 

acceptance) to 96 (highest level of rejection) (Dedeler et al., 2017). 

UCLA Loneliness Scale: 

The original form of the scale was developed by Russel, Peplau and Ferguson (1980). The 

Turkish validity and reliability study was carried out by Demir (1989). The internal consistency 

coefficient for the reliability of the scale .96; the retest coefficient was found to be r = .94. According 

to the findings, the validity and reliability of the UCLA loneliness scale was reported to be sufficient 

and can serve the purpose. The lowest score that can be obtained from the scale consisting of 20 items, 

10 of which are plain and 10 of which are coded in the opposite direction, is 20, and the highest score 

is 80. High score is accepted as a sign that loneliness is more intense (Demir, 1989). 
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Social Connectedness Scale: 

The Social Connectedness Scale, whose validity and reliability study was performed by 

Sarıçam and Deveci (2017), consists of 20 items and one dimension. Scale scoring is in the form of six 

ratings; the scale gives a total score. Items of 1,2,3,4,5,6,8,10,15,18th are scored by reverse coding. 

While performing AFA, it was limited to one factor to be compatible with the original scale, and as a 

result, Bartlet Sphericity Test value and KMO sample conformity coefficient were found to meet the 

criteria in the literature. Then, DFA was applied to the second group data and as a result, it was 

determined that the scale's compliance index values were good. A positive correlation was found 

between the Revised Social Connectedness Scale and the Social Provision Scale, and a negative 

correlation were found with the UCLA Loneliness Scale. Cronbach alpha internal consistency 

reliability coefficient of R-SCS was found as .86. In addition, the corrected item total correlation 

coefficients were found to be over .30. In the light of these findings, it was concluded that R-SCS is a 

valid and reliable measurement tool in determining the social connectedness levels of adults in Turkish 

culture (Deveci & Sarıçam, 2017). 

Data Analysis 

Before starting the analysis of the data; whether correlation values between variables of the 

study, sufficient sample size, missing values, extreme values, normal distribution, multiple linear 

connections exist has investigated. Before testing the normality assumption, extreme values were 

determined through the SPPS 21 program and removed from the data set. In order to determine 

whether the scale scores of the study variables show normal distribution, the skewness coefficients and 

kurtosis coefficients of the received scores were examined. These values are expected to rank between 

-2 and +2 (Bachman, 2004). It has seen that the skewness coefficients of the study variables are 

between .07 and .92 and the kurtosis coefficients are between .30 and .62. As a result of the 

examination, it was seen that the assumptions of the Structural Equation Analysis were met and the 

analyzes were continued. 

Findings 

When the findings obtained from the research are examined, the results of the analysis made in 

this section are explained under two headings which are the findings showing the relations between 

the variables of the research and the findings related to the analysis of the structural equation model 

performed for testing the theoretical model proposed in the study. 

1. Findings Showing the Relationships Between the Variables of the Study 
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Table 1. Correlation Values of Pearson Moments Product Between Variables 

                                  1.                 2.              3.              4.             5.             6.          7.           8.          9.           10. 

1.Loneliness                1             -.78*        -.45**       .32**        .32**      .24**   -.36**   .31**    .27**       .26** 

2.Social Connectedness                 1            .41**      -.27**      -.29**     -.25**    .35**  -.29**    -.27**   -.25** 

3.Maternal Warmth/Compassion                1            -.63**     -.62**  -.59**      .45**   -.33**   -.35**    -.35**  

4.Maternal Hostility/Aggression                                     1           .67**    .74**     -.26**   .50**    .40**     .52** 

5.Maternal Indifference/Neglect                                                   1         .64**   -.27**    .45**    .47**      .49** 

6.Maternal Undifferentiated Rejection                                                       1         -.23**   .45**    .37**     .54** 

7.Paternal Warmth/Compassion                                                                               1       -.49**  -.66**    -.53** 

8.Paternal Hostility/Aggression                                                                                               1        .62**     .79** 

9.Paternal Indifference/Neglect                                                                                                          1          .66** 

10.Paternal Undifferentiated Rejection                                                                                                                           1 

p<.01** 

 

In Table 1, it is seen that there is a high level of meaningful relationship between loneliness 

and social connectedness (r = -. 78, p <.01). In the context of the relationship between loneliness and 

the sub-dimensions of the maternal acceptance-rejection scale, there is a meaningful relationship that 

is at moderate level and negative (r=-.45,p<.01) for the warmth-compassion, at moderate level and 

positive (r=.32,p<.01) for the hostility-aggression, at moderate level and positive (r=.32, p<.01) for the 

neglect-indifference, at low level and positive (r=.24, p<.01) for the undifferentiated rejection which is 

another sub-dimension. In the context of the relationship between loneliness and the sub-dimensions 

of the paternal acceptance-rejection scale, there is a meaningful relationship that is at moderate level 

and negative (r=-.36,p<.01) for the warmth-compassion, at moderate level and positive (r=.31,p<.01) 

for the hostility-aggression, at low level and positive (r=.27,p<.01) for the neglect-indifference, at low 

level and positive (r=.26,p<.01) for the undifferentiated rejection which is another sub-dimension. In 

the context of the relationship between social connectedness and the sub-dimensions of the maternal 

acceptance-rejection scale, there is a meaningful relationship that is at moderate level and positive 

(r=.41,p<.01) for the warmth-compassion, at low level and negative (r=-.27,p<.01) for the hostility-

aggression, at low level and negative (r=-.29,p<.01) for the neglect-indifference, at low level and 

negative (r=-.25,p<.01) for the undifferentiated rejection which is another sub-dimension. In the 

context of the relationship between social connectedness and the sub-dimensions of the paternal 

acceptance-rejection scale, there is a meaningful relationship that is at moderate level and negative 

(r=-.36,p<.01) for the warmth-compassion, at moderate level and positive (r=.31,p<.01) for the 

hostility-aggression, at low level and positive (r=.27,p<.01) for the neglect-indifference, at low level 

and positive (r=.26,p<.01) for the undifferentiated rejection which is another sub-dimension. 
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2. Findings from the Structural Equation Model Analysis 

In the proposed theoretical model, the mediating role of social connectedness has been tested 

with reference to the conditions proposed by Baron and Kenny (1986). Accordingly, the mediating 

effect of social connectedness was examined by analyzing the necessary conditions. The conditions 

stated are; 

1. Independent variables (maternal acceptance/rejection and paternal acceptance/rejection 

perception) should directly and significantly predict the dependent variable (loneliness). 

2. Independent variables (maternal acceptance/rejection and paternal acceptance/rejection 

perception) should significantly predict the mediator variable (social connectedness). 

3. When the mediator variable (social connectedness) is included in the model, the effect of 

independent variables (maternal acceptance/rejection and paternal acceptance/rejection 

perception) on the dependent variable (loneliness) decreases/becomes meaningless, while 

the effect of mediating variable (social connectedness) on the dependent variable 

(loneliness) is significant. 

Findings Regarding Whether the Perception of Maternal Acceptance / Rejection and 

Paternal Acceptance / Rejection predict Loneliness at a Significant Level 

 

Figure 2: Path diagram of whether the perception of maternal acceptance/rejection and paternal 

acceptance/rejection significantly predicts loneliness 
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When the direct effects shown in Figure 2 are analyzed, maternal acceptance/rejection predicts 

loneliness directly and significantly (β = .29, p <.01), and also paternal acceptance/rejection predicts 

loneliness directly and significantly (β = .15, p <.01). In this case, the first condition proposed by 

Baron and Kenny (1986) for the mediation role test was provided. It is seen that the model has valid 

compliance measures (Meydan and Şeşen,2015). The compliance values of the model are shown in 

Table 2, the t values of the relationship between the variable in the model are shown in Table 3. 

Table 2. Compliance Values of the Structural Model 

Compliance Indices   Perfect Compliance     Acceptable Compliance    Compliance Indices        Result 

      Examined                                                                Indices                           Obtained 

        x2/sd                         0 ≤x2/sd≤2                                x2/sd≤4-5                         4.16    Acceptable Compliance 

       CFI                              CFI≥.95                                   CFI ≥.90                         .94      Acceptable Compliance 

        TLI                             TLI≥.95                                   TLI ≥.90                         .96          Perfect Compliance 

        RMSEA                  .00≤RMSEA≤.05                  .00≤RMSEA≤.08                 .07      Acceptable Compliance 

        SRMR                     .00≤SRMR≤.08                     .00≤SRMR≤.10                   .04          Perfect Compliance 

 

Table 2 shows, the ratio of chi-square value to degress of freedom was found to be 4.16.The 

ratio of chi-square degrees of freedom below 5 indicates that the model has an acceptable level of fit 

(Meydan ve Şeşen, 2015).On the other hand TLI=.96 and SRMR=.04 calculated as.These calculated 

values indicate perfect compliance.CFI=.94 and RMSEA=.07 calculated as.These values seem to 

indicate acceptable fit criteria (Kline,2005). 

Table 3. T-Values Table of the Relationship Between the Latent Variables in the Model Shown in 

Figure 2 and Observed Variable 

Relationship between variables                                             β                         t                                    p 

maternal accep/reject.         loneliness                                    .29                      5.04                               .00 

paternal accep./reject.          loneliness                                     .15                     4.23                               .00  

 
 

Table 3 shows, maternal acceptance/rejection predicts loneliness directly and significantly (β = 

.29, p <.01), and also paternal acceptance/rejection predicts loneliness directly and significantly (β = 

.15, p <.01). It is seen that the t values obtained in the relations between the latent variables and 

observed variable are significant.When these values were examined; the t value for the relationship 

between maternal acceptance/rejection and loneliness was calculated as 5.04, paternal 

acceptance/rejection and loneliness was calculated as 4.23. 

Table 4.Residual Variances for the Observed Variables in the Model Shown in Figure 2. 

           Variables                                                                           Residual  Variances 

     Maternal acceptance/rejection 

      Warmth/Compassion                                                                                         .42 

      Hostility/Aggression                                                                                          .23 

      Indifference/Neglect                                                                                          .38 

      Undifferentiated Rejection                                                                                .31 

     Paternal acceptance/rejection 
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     Warmth/Compassion                                                                                          .61 

      Hostility/Aggression                                                                                           .25 

      Indifference/Neglect                                                                                           .47 

      Undifferentiated Rejection                                                                                 .16 

      Loneliness                                                                                   .36   

 

Table 4 shows the variance amounts in the observed variables that cannot be explained by the 

factor.The values for error variances are between .16 and .61. 

Findings Regarding Whether the Perception of Maternal Acceptance / Rejection and 

Paternal Acceptance / Rejection predict Social Connectedness at a Significant Level 

 
 

Figure 3: Path diagram of whether the perception of maternal acceptance/rejection and paternal 

acceptance/rejection significantly predicts social connectedness. 

When the direct effects shown in Figure 3 are analyzed, maternal acceptance/rejection predicts 

social connectedness directly and significantly (β = .24, p <.01), and also paternal acceptance/rejection 

predicts social connectedness directly and significantly (β = .17, p <.01). The compliance values of the 

model are shown in Table 7, the t-values  of the relationship between the variable in the model are 

shown in Table 8. 

Table 5. Compliance Values of the Structural Model 

Compliance Indices   Perfect Compliance     Acceptable Compliance    Compliance Indices        Result 

      Examined                                                                Indices                           Obtained 

        x2/sd                         0 ≤x2/sd≤2                                x2/sd≤4-5                    3.96        Acceptable Compliance 

       CFI                              CFI≥.95                                   CFI ≥.90                     .95              Perfect Compliance 

        TLI                             TLI≥.95                                   TLI ≥.90                      .95             Perfect Compliance 

        RMSEA                  .00≤RMSEA≤.05                  .00≤RMSEA≤.08              .04        Acceptable Compliance 

        SRMR                     .00≤SRMR≤.08                     .00≤SRMR≤.10                    .05          Perfect Compliance 
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Table 5 shows, the ratio of chi-square value to degress of freedom was found to be 3.96. The 

ratio of chi-square degrees of freedom below 5 indicates that the model has an acceptable level of fit 

(Meydan ve Şeşen,2015).Other fit indices were calculated as CFI = .95, TLI = .95,RMSEA= .04 and 

SRMR=.08. These values are known to shown the perfect compliance(Kline,2005). 

Table 6. T-Values Table of the Relationship Between the Latent Variables in the Model Shown in 

Figure 3 and Observed Variable 

Relationship between variables                                             β                            t                                 p 

maternal accep/reject.         social connect.                              .24                     3.44                               .00 

 paternal accep./reject.          socail connect.                             .17                     2.44                               .00 

 

 

Table 6 shows, maternal acceptance/rejection predicts social connectedness directly and 

significantly (β = .24, p <.01), and also paternal acceptance/rejection social connectedness directly and 

significantly (β = .17, p <.01). It is seen that the t -values obtained in the relations between the latent 

variables and observed variable are significant. When these values were examined; the t-value for the 

relationship between maternal acceptance/rejection and social connectedness was calculated as 3.44, 

paternal acceptance/rejection and social connectedness was calculated as 2.44. 

Table 7.Residual Variances for the Observed Variables in the Model Shown in Figure 2. 

         Variables                                                                                        Residual  Variances      

   Maternal acceptance/rejection 

      Warmth/Compassion                                                                                            .45 

      Hostility/Aggression                                                                                               .24 

      Indifference/Neglect                                                                                                      .37 

      Undifferentiated Rejection                                                                                           .30 

   Paternal acceptance/rejection 

     Warmth/Compassion                                                                                                     .60 

      Hostility/Aggression                                                                                                    .27 

      Indifference/Neglect                                                                                                      .47 

      Undifferentiated Rejection                                                                                             .18 

     Social Connectedness                                                                                                    .56 

 

Table 7 shows the variance amounts in the observed variables that cannot be explained by the 

factor.The values for error variances are between .18 and .60. 
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The Mediating Role of Social Connectedness in the Relationship between Perception of 

Maternal Acceptance/Rejection, Paternal Acceptance/Rejection and Loneliness 

 

Figure 4. Path diagram regarding the mediating role of social connectedness in the relationship 

between perception of maternal acceptance/rejection, paternal acceptance/rejection and loneliness 

 

As can be seen in Figure 4, maternal acceptance/rejection perception predicts loneliness 

directly at a significant level (β= -.25, p<.01); while paternal acceptance/rejection perception predicts 

social connectedness directly at a significant level (β= -.15, p<.01), social connectedness also predicts 

loneliness directly at a significant level (β= -.73, p<.01). It is seen that while the maternal 

acceptance/rejection perception's significant effect (β=.29, p<.01) which directly predicts loneliness 

shown in Figure 2  decreases when Figure 3 is examined but appears to remain significant (β=.10, 

p<.01). When the mediator variable, social connectedness is included in the model, it is observed that 

the effect of maternal acceptance/rejection perception on loneliness does not disappear but the effect 

decreases. In this case, it can be said that there is a partial mediating effect of social connectedness in 

the relationship between maternal acceptance/rejection perception and loneliness. On the other hand, 

the effect of paternal acceptance/rejection perception on loneliness stated in figure 2 (β=.15, p<.01) is 

seen to be disappeared by getting insignificance when the figure 3 is examined (β=.04, p>.05). In this 

case, it can be said that there is a full mediating effect of social connectedness in the relationship 

between paternal acceptance/rejection perception and loneliness. Model data compliance values are 

shown in Table 8,the t-values  of the relationship between the variable in the model are shown in 

Table 9. 
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Table 8. Compliance Values of the Structural Model 

Compliance Indices          Perfect Compliance    Acceptable Compliance  Compliance Indices        Result 

       Examined                                                                     Indices                         Obtained 

        x2/sd                         0 ≤x2/sd≤2                                x2/sd≤4-5                        3.51    Acceptable Compliance 

       CFI                              CFI≥.95                                   CFI ≥.90                          .97          Perfect Compliance 

        TLI                             TLI≥.95                                   TLI ≥.90                         .95          Perfect Compliance  

        RMSEA                  .00≤RMSEA≤.05                  .00≤RMSEA≤.08                 .06     Acceptable Compliance 

        SRMR                     .00≤SRMR≤.08                     .00≤SRMR≤.10                    .05         Perfect Compliance 

 

Table 8 shows, the ratio of chi-square value to degress of freedom was found to be 3.51. The 

ratio of chi-square degrees of freedom below 5 indicates that the model has an acceptable level of fit 

(Meydan ve Şeşen,2015). Other fit indices were calculated as CFI = .97, TLI = .95 According to 

Kline(2005) these values indicate perfect compliance.Calculates as RMSEA= .07. Yen & Chin-

Sen(2010) indicate that  RMSEA below  .08 is acceptable. The RMSEA value calculated accordingly 

has the acceptable compliance condition.Another goodness of fit value examined was found to be 

SRMR=.05. These calculated values indicate perfect compliance (Byrne, 1998). 

Table 9. T-Values Table of the Relationship Between the Latent Variables in the Model Shown in 

Figure 4 and Observed Variable 

Relationship between variables                                                       β                            t                              p  

maternal accep/reject.         social connect                                           .25                     3.80                         .00 

paternal accep/reject.          social connect                                          .15                     2.83                           .00    

 maternal accep/rejecrt.           loneliness                                           .10                       2.38                           .00 

 paternal accep/reject             loneliness                                            .04                          .94                          .34 

 social connect.             loneliness                                                    -.73                     -.29.32                        .00 

 

In table 9, maternal acceptance/rejection predicts social connectedness directly and 

significantly (β = .25, p <.01), and also paternal acceptance/rejection social connectedness directly and 

significantly (β = .15, p <.01). It is seen that the t -values obtained in the relations between the latent 

variables and observed variable are significant.When these values were examined; the t-value for the 

relationship between maternal acceptance/rejection and social connectedness was calculated as 3.80, 

paternal acceptance/rejection and social connectedness was calculated as 2.83. Maternal 

acceptance/rejection predicts loneliness directly and significantly (β = .10, p <.01), and also paternal 

acceptance/rejection loneliness directly and significantly (β = .04, p >.05). The t-value for the 

relationship between maternal acceptance/rejection and loneliness was calculated as 2.38, paternal 

acceptance/rejection and loneliness was calculated as .94 Social connectedness also predicts loneliness 

directly at a significant level (β= -.73, p<.01).The t-value for the relationship between social 

connectedness and loneliness was calculated as -29.32. 
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Table 10. Residual Variances for the Observed Variables in the Model Shown in Figure 4. 

            Variables                                                                                         Residual Variances 

     Maternal acceptance/rejection 

      Warmth/Compassion                                                                                             .42 

      Hostility/Aggression                                                                                              .23 

      Indifference/Neglect                                                                                                     .38 

      Undifferentiated Rejection                                                                                               .31 

     Paternal acceptance/rejection 

     Warmth/Compassion                                                                                                .61 

      Hostility/Aggression                                                                                                .25 

      Indifference/Neglect                                                                                                .47 

      Undifferentiated Rejection                                                                                      .16 

     Social Connected                                                                                                              .36 

     Loneliness                                                                                                                .26 

 

Table 10  shows the variance amounts in the observed variables that cannot be explained by 

the factor.The values for error variances are between .16 and .61. 

Conclusion and Discussion 

The main purpose of this study is to determine the mediating role of social connectedness in 

the relationship between the loneliness and remembered parents' acceptance/rejection in childhood. In 

this section, the structural equation model analysis results are discussed. 

In line with the main purpose of the study, the model proposed to explain theoretical 

loneliness was tested by the Structural Equation Model analysis. The findings show that the model has 

acceptable significance and the model is statistically confirmed. 

According to the verified model; it is seen that the perception of parents' acceptance/rejection 

in childhood has an effect on loneliness of adults. PART is a theory that examines the possible 

consequences of parental acceptance and rejection on children's behavioural, cognitive and emotional 

development. The theory focuses mainly on the parent-child interaction, called the "warmth dimension 

of parenthood", namely the nature of the emotional bond between the parent and the child, and how 

the parent expresses him/her feelings towards the child. The warmth dimension, which is a component 

of the parent-child relationship, is an extension with acceptance on one end and rejection on the other. 

According to Rohner, what everyone experiences in their childhood relationship with their parents is 

somewhere between the two extremes of this extension. The positive (acceptance) and negative 

(rejection) feelings of parents towards their children may differ from culture to culture in terms of 

behavioural and symbolic indicators. However, as a result of intercultural comparison studies, it was 

found that all parents in the world showed their love (acceptance) or withholding it (rejection) in 4 

basic ways. While the behaviours of parental acceptance are classified under a single heading; parental 

rejection is examined under three headings as hostility/aggression, indifference/neglect and 

undifferentiated rejection (Rohner, Khaleque and Cournoyer, 2005). 
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In general, the warmth dimension of parenting is related to the quality of the love bond 

between parents and their children and the physical and/or verbal behaviours that parents use to 

express these emotions. In other words; it is the child's experience of love, care, attention, compassion, 

support, warmth from his parents (Rohner, Khaleque and Cournoyer, 2005). As for that parental 

rejection; unlike parental acceptance, it expresses the absence of warmth and love feelings and 

behavioural indicators (Rohner, Khaluque and Cournoyer, 2005). Rohner (2004) states that the effect 

of childhood experiences lasts for a lifetime and childhood traces can be seen in adulthood. In this 

study, it is seen that the perceptions of the participants about the parental acceptance/rejection and 

memories of attention in childhood have a direct effect on their perception of loneliness in their young 

adult life. Although development periods, sample groups and research patterns differ in the 

international literature, the study conducted by Mekheber (2003) also found a high relationship 

between parental acceptance/rejection perception and loneliness. In the literature in our country, there 

is no study investigating the level of predicting loneliness of parental rejection in young adults. In the 

study conducted only by Elevli (2020) with adolescents, it is seen that loneliness, problematic internet 

use, rejection sensitivity, social anxiety, and emotional dysfunction variables predict the maternal 

rejection perception. It was also determined that loneliness more significantly predicted the perception 

of maternal rejection compared to the perception of paternal rejection.  

In a study that indirectly supports the findings of the study, Avaz (2011) showed that 122 

young women's, between the ages of 19 and 26, psychological adjustment and depression had a 

relationship with maternal rejection and paternal rejection. 

Studies on parent-child relationships consistently show that perceived parental rejection 

typically has serious consequences for the psychological development and personality functions of 

children and adults. Rohner and Britner (2002) provided evidence of worldwide relationships between 

depression and depressive mood with parental acceptance-rejection; behavioural disorders, 

behavioural problems including externalization behaviours and guilt; and other mental health 

problems such as substance abuse. 

According to the findings of this study, although the maternal acceptance/rejection level of 

predicting loneliness is higher than the acceptance/rejection of the father; it can be said that both 

maternal and paternal acceptance/rejection have a direct effect on loneliness. Parents have long been 

considered important figures in the development of children. Especially mothers are at the centre of 

basic theories about child development and are often involved in studies and interventions on child 

development and family life (Lamb, 1975). Weiss (1973) states that warmth, trust, feelings of love and 

continuity of these feelings in the relationship between mother and child form the basis of basic 

feelings of trust in the individual. He stated that if the needs of the child, which continues 

uninterruptedly during childhood, are not met consistently and properly, it may cause uncertainty 
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against others and hostile emotions and feelings of loneliness throughout life. Rohner (2005) also 

states that in a significant part of intercultural studies within the scope of the PART theory, maternal 

rejection is more effective in children than the perception of paternal rejection. 

In both industrialized and developing countries, fathers often have much less time than 

mothers to have direct contact with their children or to be accessible (Craig, 2006; Craig & Mullan, 

2011). Similarly, in our country, fathers are thought to have limited opportunities to show warmth, 

love and support to meet their children's development needs. Because fathers can be said to take more 

responsibility and take time to meet the economic needs of the family than the mothers. Therefore, 

fathers are generally thought to have much less time to establish direct relationships with their children 

than mothers. Paquette (2004) also argued that by proposing different models for father-child 

attachment and mother-child attachment, the father focused on around activating behaviour, the 

mother focused primarily on calming behaviour. Similarly, intercultural researchers have argued that 

fathers and mothers in many cultures should play different roles and adopt different parenting styles 

when interacting with their children (Shwalb et al., 2013; Roopnarine, 2015). 

Another finding confirmed in the model; shows that social connectedness has a significant 

negative effect on loneliness. Individuals with a high level of connectedness can easily be with other 

people and identify with them, as well as they participate in social settings. On the other hand, 

according to Lee and Robbins (1998), individuals with a sense of alienation, loneliness and isolation 

see themselves outside of the social world around them. Despite their close family and supportive 

friends, they state that they have a lack of belonging in their lives. Likewise, according to Lee, Draper 

and Lee (2001), individuals who have a high sense of social connectedness can easily become 

integrated with their new environment, become more tolerant in their social relationships, respect 

interpersonal differences, bear and tolerate the exclusion in their lives to meet their belonging needs. It 

is thought that the high level of social connectedness of university students can facilitate their 

adaptation to their new environment. 

In the study conducted by Sarıçam and Deveci (2017), it was found that there is a negative 

relationship between loneliness and social connectedness which is defined as the subjective awareness 

of the individual in close relation to the social world. 

On the other hand, in the model confirmed; it is seen that maternal and paternal 

acceptance/rejection predicts social connectedness negatively and significantly. Kohut (1977) 

conceptualizes social connectedness as the last step in the development of the sense of belonging and 

emphasizes that social connectedness is important in the transition process from adolescence to 

adulthood (Lee and Robbins, 1995; 1998). 

It is known that the first social relationship started with the parents and the attitudes of the 

parents shaped the basis of the first sense of social belonging. Accordingly, this finding obtained from 
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the study; reveals the impact of childhood memories about the perception of maternal/paternal 

rejectionist attitude on social connectedness in adulthood. 

Parent-child bonds in childhood, peer and group bonds in adolescence; by combining with the 

ties formed in adulthood, it enables the individual to develop a stable, integrated sense of social 

connectedness (Lee, Draper and Lee, 2001; Lee and Robbins, 1995; 1998). Social connectedness 

includes the subjective awareness of the individual's sense of themselves as a “meaningful part” of 

these relationships within the diversity of their social and emotional relationships (Lee and Robbins, 

1998). While individuals with a high sense of social connectedness can participate more easily in new 

social environments, individuals with a low sense of social connectedness may not be able to manage 

their emotions and needs; may experience low self-respect, anxiety, depression and loneliness (Lee, 

Draper and Lee, 2001; Lee and Robbins, 1998). 

When the mediator effect of social connectedness is examined, in the model; it appears that 

the mediating role of social connectedness is confirmed. When the findings, which are obtained before 

the intermediary variable was included to the model, were examined, it has seen that the perception of 

maternal acceptance/rejection and paternal acceptance/rejection directly predicted loneliness, and all 

the ways of the model were significant. Adler emphasizes that in order for the child to grow up with 

courage and towards the society and learn to build him/her life on constructive efforts, parents must 

support and give love to their child in order to gain the self-confidence and interference ability to their 

children. The child needs the support of him/her parents, who are the most important people around 

him/her, for healthy personality development. Adler also emphasized that the first five years of life 

and family relationships during this period have great importance in determining the characteristics of 

the child (Öztürk 1990, Geçtan 1995). When the findings, which are obtained after the social 

connectedness (mediator variable) was included in the model, were examined; It is seen that the 

relationship between maternal acceptance/rejection perception and loneliness remains significant, but 

the effect is reduced. This situation reveals the partial mediating role of social connectedness between 

maternal acceptance/rejection perception and loneliness. After the mediating variable is included in 

the model; it has seen that the relationship between the perception of paternal acceptance/rejection and 

loneliness becomes meaningless and its effect disappears. This indicates that social connectedness has 

a full mediating effect in the relationship between the perception of paternal acceptance/rejection and 

loneliness. When the findings obtained from the study are analyzed as a whole; the perception of 

paternal acceptance/rejection is related to loneliness over social connectedness; it can be said that the 

perception of maternal acceptance/rejection is partially related to loneliness through social 

connectedness. 

Li and Meier (2017), in a compilation study that aims to explore and synthesize global 

publications which compare the impact of perceived paternal love and maternal love or paternal and 
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maternal acceptance on developmental outcomes; until the mid-70s, fathers appeared very rarely in 

child development. However, increasing women's participation in the labour market, diversification of 

family structures and changing gender roles in recent years have led to a deep restructuring of child-

rearing practices and family life. The number of parents working in the family challenges the gender-

based division of labour in the family and raises higher expectations for men to be a father. At the 

same time, the disintegration of marriages and increased rates of remarriages bring complexities for 

child-care arrangements and parent-child relationships. In addition, the relaxation of gender 

expectations for both genders encouraged new ideals such as "compassionate fathers" that challenging 

traditional sexist role prescriptions for fathers by emotionally linking to father-child relationships. As a 

result, over the past few decades, both developed and developing countries have witnessed the 

growing awareness of the role of the father in child development and the real increase in fathers' 

participation in child-rearing in many countries. 

In most of the studies evaluating the mother-father-child relationship in the literature 

supporting the research findings, it was concluded that the paternal acceptance level, at which the 

behaviours of the mother and father affect the spiritual harmony of the adolescent separately, is at least 

as important as the maternal acceptance level (Rohner, 1986). Dollahite and Hawkins (1998) The 

Productive “paternity task” seeks to meet a wide range of developmental needs, including courage, 

sincerity, empathy and support in dealing with loneliness, confusion and anxiety in children. These 

perceptions and feelings of children towards family members later form the basis of their experiences 

regarding their interactions with the people around them (Hetherington, Parke, Guavin and Locke, 

2006). 

Recommendations 

Based on the findings of the study ,the following are recommendations made; 

 It is recommended that psychological counseling and support units of universities plan 

activities, gorup work where students can experience a sense of social and emotional 

connectedness.These activities will decrease student’s feeling of loneliness and increase their 

social connectedness. 

 Psychological counselors and psychologists working at the university can include efforts to 

support the social connectedness of indiviuals in psychological assistance to students who 

have problems coping with loneliness. 

 Mental health professionals working with adults can work to support social connectedness 

skills in reducing the loneliness perceived by individuals who cannot meet the need to feel 

warm from their paretnts.Because; the findings obtained from the research show that socail 

connectedness has a mediating role in the relationship maternal acceptance/rejection, paternal 

acceptance/rejection and loneliness. 
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 Training activities aiming to raise awareness of the effect of perception of  maternal 

acceptance/rejection, paternal acceptance/rejectioncan be carried out for parentes.Findings 

obtained from the study reveal the effect of maternal acceptance/rejection, paternal 

acceptance/rejection perception on  loneliness. 

 The result  of this study showed that there may be mediator variable in the effect of parental 

acceptance/rejection on loneliness.The mediator role of different variables (such as hope, life 

satisfaction, self-understanding, etc.) can be examined by researchers.It is thought that 

examining variables with mediating roles will provide useful data for experts; professionals 

working in the domain of psychology families,pedagogues and researchers. 
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Abstract 

Chemistry as a discipline in general incorporates abstract concepts, which should be visualized 

through experiment- and application-oriented methods. It is a well-known fact in Turkey that 

chemistry class offered by simple and traditional methods cannot be understood by students at a 

satisfactory level. Such chemical subjects as atoms, molecules, and compounds include abstract 

concepts of this kind. The visualization of these structures is as strenuous as their teaching. Among the 

most arduous subjects is the teaching of the mechanism by which atoms form molecules, compounds, 

and many other structures by means of chemical and physical bonds. Students cannot conceptualize 

and understand such aspects as atom, molecule, compound, and mixture.  The data were collected in a 

case study, a qualitative research design, to investigate the metaphors that were produced by 169 

students of associate degree and bachelor’s degree programs to refer to the formation of molecules 

from atoms. 167 students produced acceptable metaphors, which were categorized into eight themes. 

All the created metaphors incorporate positive connotations. It can be proposed based on the 

metaphors that the subjects at stake can be metaphorized and thematized for the concretization thereof. 

Thus, learning becomes more permanent and effective. 
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Introduction  

Humans are born, grow up, and live as thinking and reasoning beings.  Since they have the 

ability of thinking, they can pass down their accumulated body of knowledge on upcoming 

generations. The ability to think can be given shape by education and environment.   Thinking, in 

other words reasoning, is closely associated with our accumulated body of knowledge. “If we had an 

able repertoire of concepts and idioms applicable to thinking operations, then the resultant intellectual 

products would doubtlessly be far more different than those in reality. Since we would be able to 

define and make our statements explicitly and clearly, there would remain no dark spot in the 

information sets we have produced and in the propositions where these sets are externalized” (Uygur, 

1962, 125). A better understanding and appreciation of the world can only be achieved by means of a 

competent reserve of concepts and idioms. Thinking plays a decisive role in an individual’s sensing 

and making sense of the world. “Because a great number of concepts that matters for us are abstract or 

not clear in our experiences (emotions, ideas, time, etc.), we attempt to understand them through other 

concepts that we can make sense of in clearer terms (spatial orientations, objects, etc.). This results in 

metaphor-based depictions in our conceptual system” (Lakoff and Johnson, 2003: 115). This holds 

true regardless of the field in which accumulation is performed; it could be in either social or natural 

sciences. The quality and quantity of the repertory of concepts and idioms plays a critical role in the 

way we understand the world. "Our everyday conceptual system, by which we think and act, is 

basically metaphorical in nature” (Lakoff and Johnson, 2003: 3). Therefore, views and thoughts 

individuals have developed in relation to a given subject matter and statements reflecting these views 

and thoughts are highly important. What is crucial here is teaching a subject by relying on individuals’ 

accumulated knowledge or determining their awareness of the subject. Knowing about the previously 

gained knowledge and awareness thanks to educational and instructional tasks allows for an easier and 

effective implementation of what is intended.  

Metaphor refers to the expression of personal thoughts on a specific matter, situation, or 

happening. “Metaphors consist of nouns and nouns refer to beings. Besides, words created with nouns 

express our thoughts as well as representing beings. Then, metaphors comprising nouns and words too 

represent beings. Metaphors literally re-create beings through transfers between beings and nouns” 

(Ekinci, 2018, 164). Metaphors by individuals are significant data sources of human training and 

education to assess the immediate condition and produce solutions based on the assessments. 

Metaphors can be employed to determine students’ readiness in educational studies and can serve as 

viable educational tools to help them make sense of and perceive abstract concepts. “Since the mid-

twentieth century, philosophers have manifested that metaphors are not simply teaching tools but are 

fundamental to human thought and provide a basis for mental leaps.  Metaphors capacity to contribute 

to cognitive learning has attracted the attention of the science educators” (Niebert, Marsch, and 

Treagust, 2012: 2). Metaphors can prove useful in teaching hard-to-learn abstract concepts in science 
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teaching and determining how these concepts are perceived.  “There are two principles for science 

education when considering experientialism as a theory of understanding and implementing it in 

science teaching. The first one is to help students create direct conceptions: As direct conceptions 

entail first-hand experience, teachers are expected to offer students opportunities to experience the 

phenomena to be taught. It can be performed via explorations or experiments. The second principle is 

to allow students to produce imaginative conceptions: Metaphors enable students to link between their 

conceptions and the phenomena at stake. This aspect looks appropriate for phenomena impossible to 

experience directly” (Niebert, Marsch and Treagust, 2012, 6).  

Metaphors are used in educational research and studies. “Metaphors are used to determine 

perceptions, points of view, or attitudes of individuals towards abstract concepts. Studies on metaphors 

are frequently carried out in teaching mathematics and natural sciences, which students have difficulty 

learning because they contain abstract concepts. It was observed that metaphor studies in this field  in 

Turkey were frequently carried out to determine participants’ perceptions of a particular subject or 

concept, especially after the 2000s, and the number of these studies has substantially increased since 

2012 and the highest number (25.31%) was observed in 2016.  Metaphor’s being used as a teaching 

tool in almost all of the analyzed studies (94.94%) substantiates this proposition (Pırasa, Şadoğlu, and 

Kuvvet, 2018, 697). It was observed that studies on the use of metaphors in science teaching, such as 

Minas and Gündoğdu (2013),  Derman (2014), DönmezUsta and Ültay (2015),  Aygün, Durukan, and 

Hacıoğlu (2015), Bıyıklı, Başbay, and Başbay (2014),  Buyruk and Korkmaz (2016),  Çelik 

(2016),Anılan (2017), Arslan and Zengin (2017) , were intended for some specific concepts in science 

teaching classes. Research is available on the use of metaphors in science teaching, i.e. Soysal and 

Afacan (2012), DemirciGüler (2012). Çilingir (2014), Aktamış and Dönmez (2016), Ekici (2016), 

Çetin (2016), Arık and BenliÖzdemir (2016). 

One should start teaching the basic concepts of a field at stake in the initial steps of education, 

be it in natural or social sciences. “Going beyond the teaching of simple literacy and arithmetic, one of 

the most important missions of education is to enable students to understand the ways of thinking of 

the various disciplines, particularly disciplines such as the physical sciences and mathematics” 

(Vosniadou, 2007, 47). Whatever the field of study is, its principal concepts, theories, and laws should 

be learned, through which students can be helped acquire the thinking ways thereof. 

Chemistry is a concept occurring in all walks of life. Among the first concepts to be taught in 

chemistry classes are atoms and formation of molecules from atoms. Hence, students’ experience-

induced views of chemistry and of atoms and formation of molecules from atoms as chemistry’s 

fundamental concepts are greatly important. In a regular and planned manner, chemistry education 

should be offered starting at elementary school. “Even though chemistry is an inseparable part of 

everyday life, students have problems with concretizing many chemical concepts” (Yadigaroğlu, 
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Demircioğlu, and Demircioğlu, 2017, 797). According to the data from the previous research, while a 

student is able to solve a mathematical problem regardless of its level of difficulty, he/she cannot 

understand very simple theoretical and conceptual matters (Case and Fraser, 1999; Masson and 

Vazquez-Abad, 2006). The analysis of the studies on chemistry - of fundamental natural sciences - has 

revealed that students do not fully understand a concept of the theory of a subject whose cognitive 

representation a student of chemistry generates (Nakhleh, 1992). There are numerous studies on a 

great many concepts of natural sciences - as well as of chemistry education (Çalık and Ayas, 2005; 

Mirzalar Kabapınar, 2008; Nakhleh and Krajcik, 1994; Özmen, Demircioğlu and Demircioğlu, 2009). 

These basic concepts generated by scientists as a result of long experiences and longitudinal research 

should be taught effectively. Otherwise, students may suffer from grave problems with upcoming 

subjects. To exemplify, while teaching chemical bonds - one of the basic subjects -, interactions 

including weak bonds are taught as well. However, as solids and liquids in the following subjects are 

offered, the concept of weak interaction in their minds is likely to confuse students. As understood 

from the analysis of the sample subjects concerning chemical bonds to form molecules and 

compounds, the potentially difficult concepts are as follows: interatomic bonds originate from the 

interelectronic static attractive force. Among the concepts that students have difficulty comprehending 

are the causes of the interactions between atoms and molecules and the mechanism whereby they are 

formed (Nicoll, 2001). In a compound which incorporates lithium and hydrogen atoms, the bond 

between two atoms is called ionic bond (Atasoy, Kadayıfçı, and Akkuş, 2003). There exist no 

chemical bond and intermolecular attractive forces in the formation mechanism of a solid. Gases form 

as a result of repulsion of atoms therein (Brook, Briggs, and Driver, 1984). The conception that a 

molecule’s chemical structure is determined thanks to the nonbinding electrons on atoms is another 

difficulty (Peterson, Treagust, and Garnett, 1989). Ignoring the presence of the octet structure in Lewis 

electron dot formulae and confusing ionic bond forming interatomic bonds with covalent bond is 

another difficulty (Taber, 1994). The content of the chemical bonds needed for the formation of 

molecules involve abstract concepts, and students encounter difficulty understanding this subject (Coll 

and Taylor, 2002; Levy Nahum, Mamlok Naaman, Hofstein and Taber, 2010; Özmen, 2004). The 

content of the physical and chemical bonds and interactions between atoms and molecules are taught 

by using abstract concepts, which makes it difficult for students to comprehend the subject (Griffiths 

and Preston, 1992).  According to Ruth Ben-Zvi, Bat-Sheva Eylon, and Judith Silberstein (1986), the 

atomic model plays a central role in the study of chemistry and is generally offered very early in the 

curriculum. Therefore, it is important to examine the mental pictures of the atomic model created by 

students at an early stage. This is because misunderstanding the model is likely to prevent meaningful 

learning at later stages. These researchers have conducted a three-stage study: A diagnostic 

investigation of students' views about structure in chemistry, development and implementation of a 
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program designed to prevent some of the misconceptions identified in the first stage, and an evaluation 

of the new program. 

There are studies on this issue. Ayas and Demişbaş (1997) have investigated the introductory 

concepts, such as element, compounds, mixture, and physical and chemical changes) as a result of 

instruction based on the currently used chemistry textbooks in Turkish secondary schools. Several 

studies on the formation of molecules from atoms and on atoms and molecules are available in the 

related literature. The study carried out by Sağlam (1998) on 210 students has found that more than 

50% of the students cannot understand some basic chemical concepts in the Grade 5 science textbook. 

In the study by Nakiboğlu, Karakoç, and Benlikaya (2002), the participating students have been asked 

to draw the atomic model. İyibil and Sağlam-Arslan (2010) have investigated whether prospective 

teachers can develop mental models in consideration of scientific knowledge and have roughly 

reported that prospective teachers hold no knowledge of such mental models. Gökulu and Geban 

(2014) have conducted a study to research the effects of the instruction based on conceptual change 

approach supplemented by analogies on seven graders’ understanding of atom, molecule, ion, and 

matter and they have shown that the students having been informed about the subject are more 

successful in the subjects concerning atom, molecule, ion, and matter than the other students. In 

“Assessing the Ways 7th Grade Students of Secondary School Follow in Forming the Atomic and 

Molecular Model”, Bilge and Bahçeci (2017) have found that students’ ability to choose the materials 

suitable for their mental models and the studied subject affect the instruction of a given subject. 

Purpose of the Research 

In the present study, the participating students were asked to create metaphors on how atoms 

are formed from molecules. The study was conducted on the students at different educational stages in 

different fields. The obtained metaphors were grouped into themes for the purpose of the study. The 

students take chemistry-focused or -related classes at 9th, 10th, 11th, and 12th grade and in post-

secondary programs and they learn many abstract concepts, such as atomic modeling and its relevance 

to chemistry, formation of molecules and compounds from atoms, intramolecular and intermolecular 

bonds and interactions. This research study was conducted due to students’ low level of success in this 

subject. It aims to determine what should be done while learning and teaching process by concretizing 

their thoughts on the formation of molecules from atoms. The study attempts to answer the following 

questions in view of the aim above: 

1. What are the metaphors the students created in relation to the formation of molecules from 

atoms? 

2. In what themes can the metaphors the students created in relation to the formation of 

molecules from atoms be classified? 
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Method 

Research Model 

This case study attempted to identify and analyze the thoughts of the students who were 

offered the concept of molecule formation from atoms either for a short or long while in the course of 

formal education. “Case study is a research method similar to qualitative research designs and among 

the research approaches adopted by individuals, decision-makers, or institutions to gain in-depth 

insight into a phenomenon and sometimes to account for a theory’s accuracy and context-bound 

efficacy” (Saban and Ersoy, 2017, 174). 

Sampling 

The maximum variation sampling method, a type of purposive sampling, was adopted to 

create the sample consisting of the students in associate and bachelor’s degree programs in a faculty of 

education, a faculty of arts and sciences, and a vocational school in western Turkey. “In purposive 

sampling, a population is divided into groups for the purpose of the study. Of these groups, the one 

considered the best fit for the research is adopted as the sample” (Şahin, 2014, 125). The students of 

associate degree and bachelor’s degree programs who were thought to have created diagrams or atoms 

of how molecules are formed from atoms in the life science class of primary education and chemistry 

class of secondary education were purposefully included in the study. 116 students from the faculty of 

education, 23 from the faculty of arts and sciences, and 30 from the vocational school participated in 

the study, which was carried out in the spring semester of the 2018-2019 academic year. 

Data Collection 

The students were invited to fill in the form “Metaphors by Students on Formation of 

Molecules from Atoms” and the contents of the collected forms were analyzed. The forms incorporate 

data on personal facts, metaphors on formation of molecules from atoms, and underlying reasons of 

the metaphors. The data were collected by asking the participants to fill in the statement “Formation of 

molecules from atoms is like ...... because ......”, following the section including the demographic 

items. The reliability of the form was assessed based on the views of three experts in the field and then 

the semi-structured interview was administered to the participants. 

Data Analysis 

The data were evaluated by content analysis. The main purpose of content analysis is to cluster 

data with similar characteristics around themes and to interpret them in a way that readers can 

understand (Yıldırım and Şimşek, 2006). The data were analyzed by means of theme coding and 

thematization/categorization. To ensure the validity and reliability of the data, verbatim/direct quotes 

from the data were used. 
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Creating Metaphors 

After the students of associate degree and bachelor’s degree programs created metaphors, they 

were digitalized to produce the table of metaphors. The metaphors by 169 students were examined by 

two data coders, after which the metaphors by two students were excluded from the study, but 167 

were included in it. 

Creating Metaphors 

The students’ metaphors were examined to discover commonalities. The two data coders 

derived eight categories based on the alpha-ordered table of metaphors and the categories into which 

the metaphors would be grouped were determined by the coders. 

Testing Validity and Reliability 

The data source (the participants herein) was diversified to achieve a higher level of construct 

validity. To increase the diversity of the participants, students of bachelor’s degree programs from the 

faculty of education and of arts and sciences were included in the study, which also featured students 

from an associate degree program and other bachelor’s degree programs. To promote the construct 

validity, the researcher triangulation was performed. A high level of construct validity was aimed by 

elaborately describing the process of data analysis, i.e how the eight categories were attained. To 

achieve internal validity in reporting the research, direct quotations from the participating students’ 

answers were provided. Cohen’s Kappa coefficient was calculated to assess reliability (Vierra and 

Garret, 2005).  The Kappa values were calculated to be .96 for “whole-making”, .90 for “changing - 

improving”, .88 for “puzzle”, .92 for “mystery”, .90 for “matching”, .90 for “family”, .91 for 

“friendship”, and .92 for “connection”. 

Findings and Interpretation 

Table 1. Demographic Facts of the Students Creating Metaphors on Formation of Molecules from 

Atoms 

  Gender   

Total    Male   Female   

Educational status Class  F  % F  % F  % 

Faculty of education  3rd year  26 35 48 65 74 43.7 

 4th year 17 40 25 60 42 24.8 

Faculty of arts and sciences 4th year 7 30 16 70 23 13.6 

Vocational school 1st year 12 40 18 60 30 17.7 

Total   62 37 107 53 169 100.0 

 

The participants were studying in associate and bachelor’s degree programs. The bachelor’s 

degree participants were third-year (43.7%) and fourth-year students (24.8%) from the faculty of 

education and fourth-year students (13.6%) from the faculty of arts and sciences. 17.7% of the 

participants were first-year students in a vocational school offering courses in natural sciences.  
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Table 2. Categories of the students’ metaphors on formation of molecules from atoms 

Themes  Frequency  % 

Complementing 49 29.9 

Changing - improving 46 27.2 

Puzzle 34 20.11 

Mystery  15 8.8 

Matching 12 7.1 

Family  5 2.9 

Friendship  3 1.7 

Connecting 3 1.7 

Invalid metaphors 2 1.1 

Total  169 100 

 

Eight categories were harvested from the students’ metaphors on formation of molecules from 

atoms. The invalid data account for 1.1% of the total data. These data were excluded from the 

analysis. The metaphors by 29.9% of the students were placed in the “complementing” category. 

Creswell (2012) classifies themes as ordinary, unexpected, hard-to-classify and major and minor 

themes/categories. In the evaluation of the obtained metaphors, 29.9% were classified as 

“complementing”, 27.2% as “changing and improving”, 20.11% as “puzzle”, 7.1% as “matching”, 

2.9% as “family”, 1.7% as “friendship”, and 1.7% as “connecting”, which can be called “ordinary 

themes”. The metaphors in "mystery” (8.8%) can be listed as “unexpected themes/metaphors”. It is 

highly interesting that all the metaphors by the students on formation of molecules from atoms were 

denotationally and connotationally positive. This finding shows that the students adopted a positive 

attitude toward formation of molecules from atoms and thought it to be a required and expected 

process/result. 

Table 3. Complementing category and metaphors 

Themes  Frequency  % Metaphors  

Complementing 49 29.9 Mothers’ embroidering (113), ashure (Noah’s pudding) (62), ayran (diluted yogurt) 

(94), tree-planting (158), constructing a building (46, 143,154, and 162), raising a 

man out of a child (96), creating a man out of a child (96), raising a man (31), 

combining things (22), like marrying two lovers (7), individual (41), 

complementing (161), making a sentence (81), sentences (101), making a lake out 

of drops (153), embroidery (68), hammering hot iron (97), sea (88), making 

sentences with the words in our minds (55), staple (36), food (100), life (57, 116), 

country (43), world (117), education (76), living (123), KPSS (a state-administered 

exam) (52), getting 100 points in KPSS (42), lemonade (66), placing iron pieces 

around a magnet (156), putting marbles in a jar (56), bringing students together for 

an assignment (102), students’ efforts to create an atmosphere in a class (132), 

teaching (as a profession) (40, 60), cake (89, 71), picnic basket (166), building a 

pyramid (157), painting (121, 151), writing a novel (65), dress (105), salting the sea 

(79), microbe (8). 

 

29.9% of the participating students created metaphors of complementing. From these 

metaphors in the ordinary category, it can be inferred that the students regard formation of molecules 
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from atoms as the creation of a new whole, i.e. a new piece, from pieces, which is an expected way of 

thinking. For example: 

“Formation of molecules from atoms is like a country because it incorporates people of 

different nationalities and beliefs.” S. 43 

In the “whole-making” category, S. 43 likens formation of molecules from atoms to a 

community of people with different nationalities and beliefs living in a harmonious ordered manner. 

“Formation of molecules from atoms is like making ashure [Noah’s pudding] because 

different kinds of ingredients together make an amazing taste.” S. 62  

This denotes that atoms are different from each other and these different structures come 

together to form an “amazing” new structure. 

“Forming molecules from atoms is like a cake because ingredients come together to form a 

meaningful structure.” S. 89 

S. 89 likens formation of molecules from atoms to a cake to mean that atoms come together to 

more meaningful and useful new structures. 

“Formation of molecules from atoms is like tailoring a dress because scientists creating 

molecules work like a tailor to produce molecules.” S. 105. 

This student uses the "dress” metaphor to liken it to a time-taking, strenuous practice of 

expertise. 

“Formation of molecules from atoms is like mothers’ embroideries because it entails effort 

and hard labor, and a small mistake messes up the embroidery.” S. 113. 

The student expresses that creating molecules requires hard labor and a small mistake will lead 

to undesired consequences. 

 “Formation of molecules from atoms is like a country because it incorporates people of 

different nationalities and beliefs.” S. 43 

In the “whole-making” category, S. 43 likens formation of molecules from atoms to a 

community of people with different nationalities and beliefs living in a harmonious ordered manner. 

“Formation of molecules from atoms is like making ashure [Noah’s pudding] because 

different kinds of ingredients together make an amazing taste.” S. 62  

This denotes that atoms are different from each other and these different structures come 

together to form an “amazing” new structure. 

“Forming molecules from atoms is like a cake because ingredients come together to form a 

meaningful structure.” S. 89 

S. 89 likens formation of molecules from atoms to a cake to mean that atoms come together to 

more meaningful and useful new structures. 

“Formation of molecules from atoms is like tailoring a dress because scientists creating 

molecules work like a tailor to produce molecules.” S. 105. 
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This student uses the "dress” metaphor to liken it to a time-taking, strenuous practice of 

expertise. 

“Formation of molecules from atoms is like mothers’ embroideries because it entails effort 

and hard labor, and a small mistake messes up the embroidery.” S. 113. 

The student expresses that creating molecules requires hard labor and a small mistake will lead 

to undesired consequences. 

Table 4. Changing and improving category and metaphors 

Themes  Frequency  % Metaphors  

Changing - 

improving 

46 27.2 Growing up to become an adult (87), soup (144), acquire a new piece of 

knowledge (53), a new invention (3, 10, 70, 108, 28), food/cooking (13, 35, 

37, 49,50, 51,64, 74, 93, 95,112, 124, 147, 167), sowing crops in a field (1), 

society (122), writing a poem (67, 69, 140), love (104), making a snowman 

(2), mixture (80), making a cake (110, 120, 149,160), sounds in our language 

like babbling (54), birth (59, 92, 106, 136), universe (135), recycling (98), 

dough (142), poppy-seed cookies (32), sculpturing (134), building a wall (9), 

making grape molasse (44).  

 

The metaphors in the “changing and improving” category (27.2%) are expected as in Creswell 

(2012). 14 (30.4%) of the students were found to form the “cooking” metaphor. “Formation of 

molecules from atoms is like making grape molasse because grapes are the essence like atoms and the 

molasse is the mixture like molecules.” S. 44 

“Formation of molecules from atoms is like cooking because even though atoms are 

meaningful on their own, they create a totally different thing together.” S. 50 

“Formation of molecules from atoms is like cooking because it is like creating different tastes 

with the same ingredients.” S. 74 

“Formation of molecules from atoms is like cooking because different atoms come together to 

create a single molecule.” S. 100 

Moreover, they frequently used the “(an) invention” (5; 10%) and “birth” (4; 8.6%) 

metaphors. Some created the “poem” metaphor (3; 6.5%). 

“Formation of molecules from atoms is like inventing [because] it combines already existing 

things to come up with a new formation”. S. 28 

“Formation of molecules from atoms is inventing [because] it displays the characteristics of 

the older parts but is no more like before.” S. 108 

“Formation of molecules from atoms is like birth because smaller pieces create a bigger 

thing.” S. 136 

“Formation of molecules from atoms is like a poem because we cannot use any atom to create 

molecules just as we meticulously pick words in poetry.” S. 140 
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Table 5. Puzzle category and metaphors 

Themes  Frequency  % Metaphors  

Puzzle  34 20.11 Jigsaw (6, 26, 30, 34, 58, 75, 82, 84, 103, 129, 131, 137, 141, 155, 163, 164), 

Lego (145, 148, 111, 29), puzzle (4, 5, 16), My life (165, 168), playing 101 [a 

board game] (21), Brainbox (146), making a wooden table  (169), education 

(91), replacing missing parts (25), mathematics (38), game (119), platonic love 

(138), playing PUBG (15). 

 

In the “puzzle" category, the most frequently adopted metaphors are jigsaw (47.05%), Lego 

(11.76%), puzzle (8.8%), and my life (5.8%). While the other metaphors are related to games, as in 

Brainbox, game, playing 101, playing PUBG, the participants formed various other metaphors, such as 

making a wooden table, education, replacing missing parts, mathematics, and platonic love.  

“Formation of molecules from atoms is like a riddle because it is hard to solve.” S. 4 

 “Formation of molecules from atoms is like a jigsaw because together they add up to a 

complete object”. S. 6 

“Formation of molecules from atoms is a jigsaw because atoms come together to form a 

meaningful thing, a molecule.” S. 58 

“Formation of molecules from atoms is like a jigsaw because it is complicated.” S. 84 

“Formation of molecules from atoms is like a puzzle because each piece should be placed into 

the right spot.” S. 141 

Table 6. Mystery category and metaphors 

Themes  Frequency  % Metaphors  

Mystery  15 8.8 Magic (83, 90), seeing the glass in a mirror (127), going insane (73), creating out 

of nothing (78), creation (152), the zenith of the art of creation, sleep (12), 

calendar (33), teaching a person of social sciences integral/integration (139), 

miracle (14), making music (159), NATO (63),  the Ottoman Empire (128), death 

(61) 

 

Magic (13.3%) is the most frequently observed of the metaphors by the students on formation 

of molecules from atoms and it is followed by assorted metaphors. Significantly different metaphors 

(8.8%) were observed in the “mystery” category such as magic, seeing the glass in a mirror, going 

insane, creating out of nothing, creation, the zenith of the art of creation, sleep, calendar, teaching a 

person of social sciences integral/integration, miracle, making music, NATO, the Ottoman Empire, 

death. 

“Formation of molecules from atoms is like a calendar because it has no time and [sic].” S. 

33 

“Formation of molecules from atoms is like death because they know nothing [about it].” S. 

61 

 “Formation of molecules from atoms is like magic because they are too small to see; this is 

incredible.” S. 83 
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“Formation of molecules from atoms is like an elixir because you can create magical and 

miraculous things by mixing things.”   S. 90 

 “Formation of molecules from atoms is like being able to see the glass in a mirror because 

even though a mirror looks like a complete object, we miss the fact that it is made of glass.” S. 127 

Table 7. Matching category and metaphors 

Themes  Frequency  % Metaphors  

Matching  12 7.1 Marrying (20, 85, 107, 114, 118, 133), lover (18, 19), two halves of an apple 

(125), matching one with the other (23), love between the snow flower and the 

sun (48), snowball (126) 

 

The students accounted for formation of molecules from atoms by using the “marriage” and 

“being lovers” metaphors. The other metaphors in this category are concerned with uniting and 

harmony, e.g. two halves of an apple, matching one with the other, love between the snow flower and 

the sun, and snowball.  

“Formation of molecules from atoms is like marrying because atoms get connected by coming 

together.” S. 7 

“Formation of molecules from atoms is like being lovers because molecules do not occur if 

atoms do not act in harmony.” S. 19 

 “Formation of molecules from atoms is like marrying because someone comes in your life 

and you get connected with him/her.” S. 20 

“Formation of molecules from atoms is like the love between snowflakes [flower] and the sun 

because they are connected but also two different structures create a new bound.” S. 48 

 “Formation of molecules from atoms is like marriage because water consists of two different 

atoms, which act together.” S. 114 

Table 8. Family category and metaphors 

Themes  Frequency  % Metaphors  

Family  5 2.9 Family (17, 86, 99), father (130), uniting two siblings (24). 

 

The most common metaphors in the “family” category (2.9%) are father and sibling. Families 

are the smallest social groups, which merge to comprise a society. 

“Formation of molecules from atoms is a family because different things come together to 

create good or bad values.” S. 17 

“Formation of molecules from atoms is a family because small pieces come together to create 

a meaningful whole.” S. 86 

“Formation of molecules from atoms is like a family because it continuously grows bigger, 

develops, and renovates itself. S. 99 
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“Formation of molecules from atoms is like a father because atoms come together to form 

molecules just as a father brings a family together.” S. 130 

Table 9. Friendship category and metaphors 

Themes  Frequency  % Metaphors  

Friendship  3 1.7 Friendship/making friends (11, 27, 115) 

 

1.7% of the participants developed metaphors in the “friendship” category. The metaphors 

created by the students in this category are friendship and making friends. 

“Formation of molecules from atoms is like being friends because molecules do not occur if 

atoms do not act in harmony.” S. 11 

“Formation of molecules from atoms is like friendship because choosing the right friend is 

helpful to have a nice life and [social] environment.” S. 27 

“Formation of molecules from atoms is like friendship because multiple atoms come together 

to form a molecule”. S. 115 

Table 10. Connecting category and metaphors 

Themes  Frequency  % Metaphors  

Connecting  3 1.7 DNA (72), RNA chain (150), swing (45) 

 

The category consists of the expected metaphors concerning the students’ thoughts on the 

subject matter. The metaphors in this category comprise the concepts, which are free of interpretation 

and imagination and with which they directly transfer their knowledge.  Yet only 1.7% of the students 

thought of metaphors in the “connection” category, which were built not on interpretation and 

imagination but on knowledge. 

“Formation of molecules from atoms is like a swing because they need to get connected” S. 

45 

“Formation of molecules from atoms is DNA because they get connected like genes.” S. 72 

“Formation of molecules from atoms is like an RNA chain because they consist of bases.” S. 

150 

Discussion and Conclusion 

The students primarily created metaphors on formation of molecules from atoms by 

foregrounding “complementing” (29.9%). Generally speaking, the metaphors by the participating 

students rely on simple physical concepts, for example “building” and “making sentences”. 

“Metaphors based on simple physical concepts – up-down, in-out, object, substance, etc. – which are 

as basic as anything in our conceptual system and without which we could not function in the world – 

could not reason or communicate – are not in themselves very rich” (Lakoff and Johnson, 1980, 61). 
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27.2% of the metaphors were placed in the “changing and improving” category, which refers to the 

creation of a totally different and positive thing by bringing together materials with different structures 

and properties. It was observed that the students compared formation of molecules from atoms to food 

(i.e. meal and cake) – people’s basic need – and to an invention, which is a new product that can be 

used for the good of people. Sarıkaya (2007) suggests that teachers, faculty members, and students 

should produce their own molecular models by using inexpensive and easily accessible materials (e.g. 

cardboard, playdough, and pins). It can be deduced from the students’ metaphors that the subject can 

be presented and taught by exploiting such everyday materials as meals, cake, soup, etc., which is 

believed to help them understand the topic easily. Learning about Atoms, Molecules, and Chemical 

Bonds: A Case Study of Multiple-Model Use in Grade 11 Chemistry by Harrison and Treagust (1999) 

adopts the multiple-model approach. Their study has concluded that metaphors that students create in 

view of their previous experiences promote effectiveness of their learning chemistry subjects at stake 

with help of other models. 

“Cooking” is the most common metaphor (30.4%) in the “changing and improving” category. 

By doing so, the students mostly mean that formation of molecules from atoms is a process that 

satisfies needs and whereby materials useful for people are produced. Liu and Owyong (2011) report 

that scholars supplement their research papers with visual-graphical items, i.e. photographs, scientific 

diagrams and tables. Thus, they suggest that metaphors and semiotic nature of scientific knowledge 

should be operationalized to achieve scientific literacy. In their study, formation of molecules from 

atoms are likened to many concepts of everyday life. The proposition by Liu and Owyong (2011) in 

their paper and the created metaphors were observed to overlap.  The students in their study explained 

a chemistry subject by availing themselves of many objects, events and phenomena of everyday life by 

linguistic means. 

The second most common metaphors (20.11%) were observed in the “puzzle” category. “It is 

a delusion of educators that students’ misconceptions can be eliminated through traditional education, 

in other words “direct instruction” (Gödek and Polat, 2017, 69). Therefore, all concepts and 

knowledge, including basic concepts, to be offered students should be gamified. The 21st century is 

the digital age and thus its requirements are being digitalized. Hence, digital games can be used in 

teaching-by-gamification activities (Uluay and Doğan, 2017). Uluay and Doğan (2017) claim that 

science education can be more effectively offered with digital games. 

The students formed different metaphors in the “mystery” category (8.8%). This can be 

explained by the fact that they have the right thoughts about the subject despite its complicated and 

unknown aspects, as in the NATO metaphor by S. 63 and the Ottoman Empire metaphor by S. 128. S. 

127 produced the metaphor “seeing the glass in a mirror” in the “mystery” category. “There are some 

phenomena making one’s life meaningful. Mirror is among them.  But this object has a bilateral value. 



Educational Policy Analysis and Strategic Research, V 15, N 3, 2020 

© 2020 INASED 

 

 

496 

It is both aesthetic and mysterious. While its aesthetics mesmerizes people, its mysterious side scares 

them” (Sümer, 2017). What the students attempt to mean by “seeing the glass” is that one needs to 

know the essence of a phenomenon rather than its aesthetic and mysterious side. 

7.1% of the participants created metaphors of harmony and love in the “matching” category. It 

is suggestive that students opted for the social formation that individuals with two different genders 

and raised in different families and conditions develop for the societal continuity and order since this 

shows that the students have developed an awareness of the importance of creating molecules from 

atoms for the continuity of the order in the world by thinking of the notion of marriage as the act of 

laying the foundation of a family. 

In the “family” category, 2.9% of the students likened formation of molecules from atoms to 

the smallest building block of a society and its constituent elements. In view of the students’ 

statements in this category, it can be concluded that they think that formation of molecules from atoms 

underlie the existing structures and they have an awareness of the subject. 

1.7% of the students can be told to consider formation of molecules from atoms equal to 

harmonious co-existence of individuals with different social backgrounds and their sharing many 

professional, social, and emotional things. The reason why the students depicted the subject with 

"friendship" metaphors to suggest that differences can result in harmony. 

1.7% of the students produced the metaphors in the “connecting” category. It can be claimed 

that these students who take direct ways to evaluate scientific knowledge do not use their imagination 

and capability of interpretation. Yet, the low percentage (1.7) concerning these students can be 

considered a positive finding. Students’ ability to interpret scientific knowledge is indicative of the 

fact that they hold that specific piece of knowledge. New research areas of chemistry learning and 

teaching in the 21st century are guided by “changes in our understanding of how students learn and 

how that applies to chemistry education”, "the wide-spread implementation of computer and 

information technologies to visualizecomplex scientific phenomena”, and “global concerns about 

energy and water resources and the environment, and the level of chemical literacy and public 

understanding of science, fundamental changes in the contours of chemistry as defined by new 

interfaces and research areas"” (Mahaffy, 2004, 229-230).  As indicated, teaching and learning 

chemistry are greatly important for several reasons. 

Suggestions 

The students’ depiction of formation of molecules from atoms as a puzzle can be thought to 

reveal that they face difficulty learning and acquiring knowledge. Concluding from the view that 

puzzles boost intelligence, knowledge on this subject can be presented in the form of puzzles. 
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To increase the students’ knowledge and awareness of the subject, students should be assigned 

complementing activities to be performed with cheap and easily accessible materials. The students’ 

description of formation of molecules from atoms by associating the process with everyday life shows 

that subjects can be taught by means of activities and experiments closely related to everyday routines. 

In consideration of the obtained data, it can be suggested that detailed teaching activities and 

practices should be developed as regards formation of molecules from atoms. 

The derived themes revealed that the students created metaphors with positive connotations. 

The students were observed to make the best effort they can even though they do not hold a 

good command of the subjects. More down-to-earth educational and instructional activities can be 

developed to support their efforts. 

Moreover, these educational and instructional activities can be made more entertaining and 

interesting with the help of various tasks. 
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